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ABSTRACT

Each child is entitled to an education in an environment tailored to their specific needs. This
study determines students’ and teachers’ levels of knowledge, attitudes, and policy
implementation on inclusive education in secondary schools. In addition, the investigation
identifies and pinpoints the barriers to inclusive education implementation in secondary
schools in the Awi administrative zone, Amhara region, Ethiopia. A sequential explanatory
mixed methods approach was employed to perform the study. Three variables of knowledge,
attitude, and policy implementation in inclusive education were measured via a
questionnaire, which was used to gather quantitative data. Supplementary information was
collected through interviews, observations, and document analysis for qualitative data. Three
secondary schools that corresponded to these six teachers and six principals were selected
for interviews using the purposive sample approach. A total of 12 have been involved, four (2
principals and teachers) in each school. Likewise, teachers (N= 186) and students (N= 1001)
were chosen using a basic random sample approach for quantitative data collection. To
analyse quantitative data, descriptive and inferential statistics were used. This was
manipulated using SPSS version 25 software. Based on the findings of the quantitative data
independent t-test, female student groups performed better than male student groups across
both variables in terms of inclusive education knowledge and attitude. However, when
implementing inclusive education policies, men are more competent than women. Regarding
teachers’ knowledge, attitudes, and policy implementations related to inclusive education, the
results of the independent t-test indicate that there was no significant difference in teacher
sex in the other scenario. Similar to this, the one-way ANOVA result demonstrates that the
class size of students (30-40, 41-50, and above 50) and the teaching experience of teachers
(1-10, 11-20, and above 21 years) have no significant difference in the implementation of
inclusive education in secondary schools. The qualitative findings revealed barriers to and
challenges to the implementation of inclusive education in secondary schools. Among these
challenges, lack of training, budget allocation problems, low commitment for the field,
principals, teachers, and parents’ attitudinal problems, government body political intention,
and principals’ flying reports were the major challenges. Generally, this study found the
issues of political will deficiency, infrastructure weakness, and preparedness deficiency. This
implies and recommends that in-service and pre-service training should be given a lot of
emphasis and that teachers need to be conversant in inclusive approaches. The realization
that education is more inclusive if governments pay more attention to how and where
resources and policies are targeted and implemented. This is complemented by the concept
that there is much work to be done in educating parents about the rights and responsibilities
of children with disabilities. These data pillars can be used to design targeted projects to
promote inclusive education adoption in secondary schools across the country.

Key words: Secondary School, Inclusive Education, Implementation, Class size, Work
experience

xii



CHAPTER ONE

1.1 Introduction of the Study

This chapter presents the background to the study, the statement of the research
problem, the purpose of the study, research aims, research questions, research objectives,
rationale for the study, significance of the study, limitations of the study, delimitation of the
study, and definition of the basic terms.

1.2 Background of the Study

The focus of this study is on the secondary school inclusive education implementation
practice in the Awi administrative zone, Amhara region, Ethiopia. Compared to primary
schools in Ethiopia, and particularly within the Awi Zone, secondary schools provide less
inclusive education. This discrepancy exists partly because, in response to the global need to
satisfy the Millennium Development Goals (MDGs), both government and nongovernmental
groups have directed their attention toward elementary schools. As a result, the education
sector development program (ESDP) is aggressively executed at the primary school level.
However, this focus has contributed to social, structural, and institutional obstacles that
impact secondary schools. Consequently, secondary school teachers lack specialized
inclusive education or special needs education training. In addition, changes in policy have
made the physical environment and technical developments less accessible for disabled
youngsters in secondary schools than for those in newer elementary schools.

Most prior research was conducted at the elementary school level, with a
methodological preference for qualitative approaches. This creates a notable gap, as the
limited scope of these longitudinal studies restricts their applicability to secondary school
settings. A further limitation is the absence of indigenous or spiritual theories or models that

could inform research in this area.



That is why it is more focused on teachers’ and students’ knowledge, attitude, and

policy implementation practice of inclusive education in government secondary schools.

The cultivation of critically needed and highly skilled professionals in education, which
ultimately encourages profitability and eradicates hunger, illness, and apathy, makes learning
a basic human right and an essential tool for fostering financial improvement, as well as in its
entirety (United Nations Department of Economic and Social Affairs Division for Social
Policy and Development, 2013). In this context, education systems encourage socioeconomic

advancement in inclusive and democratic settings (MoE, 2012).

As highlighted by Gammarano (2019) low income or poverty is a threat to peace in the
fast-globalising world with its massive economic gaps, where 60% of the world’s population
makes do on only six percent of its income, half of the world’s population survives on two

dollars per day, and over one billion people live on less than one dollar per day.

In fact, a primary factor affecting everyone’s access to education is poverty, often
together with other related problems, such as societal attitudes and illiteracy leading to
exclusion. There is now a stronger emphasised priority on learners who are still out of
education or who are somewhat challenging to accomplish, despite progress being made
towards the ‘Education for All’ and ‘Millennium Development Goals’ (MDGs), as evidenced
by the decline in the number of out-of-school children and rising registration rates (Abebe et
al., 2023). As highlighted by Genovesi et al., (2024), according to the ‘UNICEF’ study from
2022, there were 240 million children with disabilities worldwide. Additionally, a greater
focus is being given to many students and teens who go to school, but are not engaged in the

learning process, and may not complete their fundamental education.



The number of primary school-aged children who are not enrolled is nearly 75 million
worldwide. In this case, over 50% of the people in these areas are women. In ‘Sub-Saharan
Africa’ and ‘South and West Asia’, seven out of ten people reside (Cole, 2019). Poverty and
marginalisation are the main causes of exclusion in most countries. Children who reside in
urban slums, rural areas, or other marginalised locations have fewer educational opportunities

than other children (WHO, 2013).

One-third of all out-of-school children and children with disabilities are deliberately
excluded from education. Among these vulnerable groups are HIVV/AIDS patients, rural areas,
linguistic minorities, children living on the street, and indigenous youngsters are among the
other vulnerable groups (UNICEF, 2015). Gender plays a major determining role in each of
these situations. Recently, in Ethiopia, 17.6% of the population lives with a disability. Of that
group, 691,765 students face significant daily challenges in accessing a fundamental
education. In modern times, educational inclusion has become an increasingly common idea
and has gained legitimacy through numerous international conferences (Schiemer, 2017). As
a result, several nations have adopted a structure protected by legislation and laws with
measures to deal with special needs education. Only 2,300 of these students attend school,
and they face a substantial risk of dropping out of school as result of low teacher

preparedness (Zegeye, 2022 ; MOE, 2012 ; Wals, 2014).

These statistics are alarming, especially in view of the international convention
recognising the right of youngsters with disabilities to receive quality education, the
constitutional value of protecting individuals with disabilities, and the nation’s dedication to
national special education programmes (ILO, 2013). Beyond these declarations and
practices, it is crucial to establish laws to provide education for everyone, including children

with disabilities, while taking into account the reality of primary educational environments



and the neighbourhoods in which they are located. It becomes clear that simply allowing
students to study is insufficient. Action based on the conviction that inclusive education is
about more than mere equality must be taken in Ethiopia to achieve real inclusive education

practices (Akbar et al., 2023; Zegeye, 2022).

Consisting of the 2012 UNESCO document on quality education for all, which would
be defined as "emphasis on children and adolescents who really are largely susceptible to
reiteration and powerhouse because of literacy challenges, disabilities, socio-emotional
enterprises, or who are barred from education,” Ethiopia uses the expressions special
requirements education and inclusive education (Abebe et al., 2023). Crucially, in line with
Ethiopia’s report on the state of out-of-school students, this proclamation identifies students
with disabilities as a subgroup at risk of being left out; nevertheless, more explanation is
needed to comprehend the precise definition of the word inclusiveness (The Global Fund for

Emergencies, 2021)

In the 2020 ‘Global Education Monitoring Report’ (GEMR), by identifying and
eliminating obstacles to enrolment, engagement, and achievement for all students in inclusive
schools, inclusiveness is characterised as "bringing an equivalent trade-off to school
equipment.” Understanding the difference between "inclusive practice” and "inclusive
schooling” is essential to comprehending how educational systems serve all students and deal
with diversity. While inclusive schooling refers to the organisational and policy-level
dedication to include all students, inclusive practice concentrates on the everyday teaching
strategies and classroom procedures that make the inclusion practical (Carrington et al.,

2024).

Throughout this setting, inclusive education is no longer seen as genuinely placing

students in ordinary classes without making the required adjustments to the instructional tool;



rather, it simply merges the two. Therefore, inclusion now encompasses more than simply
admittance; it includes a "platform™ for the "quality and excellence” of education (Woodcock

etal., 2022).

The term "disability” has several definitions that include the idea of external
impediments. According to the World Health Organisation (2013) definition of the term,
there are "Impairments, interest restrictions, and activity limitations" that interact with each
other. In other words, a person’s impairment interacts with the constraints placed on them by

their physical or psychological environment (WHO, 2013).

In accordance with the ‘International Convention on the Rights of Persons with
Disabilities’ (CRPD), which came into effect on May 3, 2008, the United Nations (2006)
stated that persons with disabilities include human beings with chronic physical, mental or
sensory disabilities who, particularly in conjunction with other variables, may be prevented

from fully and effectively engaging in the community in an equal manner (UNCRPD, 2006).

As stated by the “Ethiopian Ministry of Labour and Social Affairs," there are an
estimated 15 million young students, adults, and elderly people with disabilities worldwide,
making up about 17.6% of the population. This estimation is based on a world document on
disability that the World Bank and the World Health Organisation are targeting. The
overwhelming numbers of persons with disabilities live in remote areas where access to basic
services is constrained; 95% of all disabled people in Ethiopia are projected to live in poverty
(Ministry of Labour and Social Affairs, 2012). As a result, impairment becomes an issue in
relationships with the community. This could lead to the community as a whole being

"disabled" (Kiuppis, 2014).



The symposium on the ‘Rights of People with Disabilities and Handicap International’
reported this notion of impairments as a means of engaging with external constraints
(Edwards, 2014; Kelly et al., 2013). This term clarifies the idea that once individuals with
disabilities are removed from the educational system, the process of restriction itself affects
them. This perspective highlights how excluding those students with disabilities from the
educational niche prolongs their environmental and attitudinal and mental exclusion across
time, in addition to restricting their immediate learning opportunities to flourish (Genovesi et

al., 2024 ; Yorke et al., 2022).

By boosting engagement in schools, societies and cultures and reducing discriminatory
behaviours inside and outside education, inclusion aims to address and respond to the various
requirements faced by all students. With a shared vision that includes every child with special
educational needs, including the idea that the regular system must provide quality education
for all children Tefera (2014), it therefore encompasses a range of adjustments and alterations
in content, methods, structures, and techniques. In this situation, flexibility and diversity must
be the foundation of an inclusive school. This ought to be apparent in the organisation of the
educational facility, the curriculum’s substance, as well as the mind-sets of the faculty,
families and students, and the aim should be to provide each person with pertinent education

(Slamanca statment, 1994).

The implementation of fair schooling at the international, national, or regional level has
sped up efforts to re-examine the manner in which students are grouped for educational
purposes, how educational institutions may set up further instruction, and how teachers may
adapt the fundamental curriculum to include students with impairments (Goshu &
Woldeamanuel, 2019). It is important to keep in mind that there was no specific place,

period, or start while examining the development of comprehensive education’s direction,



components, and notable figures. Although the concept of appropriately acquiring
information has no set time or location, advancements in this concept differ by nation based

on the circumstances and elements that influence the surroundings (Srivastava et al., 2015).

Primarily, the origin of inclusion began in both the United States of America and
Europe in the latter parts of the 1980s as a special education programme for students with
disabilities. Learning facilities in these countries are shifting in tandem with teachers, parents,
governments, and society as a whole, attempting to prepare for the innovative opportunities
and challenges of the 21°% century (EASNIE, 2013). African countries are also implementing
egalitarian learning in some way. In this regard, the Department of Educational Affairs
(DEA) in some countries has started providing children with special educational needs with
equal and superior education. Giving classroom educators the appropriate training in
inclusive instructional methods and special needs education is necessary to address the need

for special needs classroom instruction teachers (Haihambo, 2010 ; Halder, 2023).

According to the Salamanca declaration in 1994, most countries in Africa, like Ghana,
started implementing inclusive education initiatives, and research findings indicated that this
presented a significant challenge to all countries and educators in adopting successful
inclusive methods in Ghanaian school systems. More recent research, nevertheless, shows
that for teachers all throughout the continent, particularly when it comes to aligning policy
with teaching realities, adopting inclusive teaching strategies remains a significant challenge
(Bour et al., 2025). As mentioned by Mergia (2020b), each curriculum of the country’s
current teacher training programme demonstrates how to integrate students who have a
variety of requirements and skills into traditional teaching environments. Recent research
indicates that in many countries, especially those in sub-Saharan Africa, integrating pupils

with a variety of needs into mainstream classrooms is becoming an increasingly crucial



component of national teacher training curricula. Though the policy's aims still clash with the
real substance and implementation of the program, there are still variations (Gedfie &

Negassa, 2019).

White missionaries came to Ethiopia to establish and develop special education in the
country (Price, 2018 ; MoE, 2012). During this time, the Ethiopian government authority
was devoted to guaranteeing that every individual in the nation had the opportunity to study,
regardless of their differences in sexuality, physical or mental handicap, language variety,
economic and social concerns, position, spirituality, or other distinctions (Salamanca
statement, 1994). The government acknowledges that education is a vital human right and an
important means of attaining fair growth in society and in the country (Ainscow, 2020). The
government has put a high priority on helping people with disabilities study and has created
important legal and policy frameworks. Therefore, the government has authorised several

international decrees, treaties, and legislation on special needs and disabilities (MoE, 2012).

Although activities in typical institutions of learning, including scholarly configuration,
syllabus service, and personnel training, are beginning to be reformatted, inclusiveness in
classrooms remains a source of concern. In an ordinary educational context, an equitable
educational approach enables institutions to accommodate all students’ diverse educational
requirements. Moh. Rifattullah & Ciptaningrum (2024) find that basic and in-service
courses, which focus too much on theory rather than practice, do not prepare students with
disabilities well enough to be included in South African schools. Likewise, Genovesi et al.
(2022) show that in several African nations, including Ghana and South Africa, inclusiveness
in education is still limited by large numbers of students, poor enforcement of policies, and a
lack of resources, even with the availability of proposed changes such as friendly learning

and the use of Universal Design for Learning. Respecting diversity and putting an emphasis
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on developing settings that are sensitive to the various needs, possibilities, and skills of each
individual are essential components of inclusive education (UNESCO, 2020). No matter the
student’s ethnicity, age, socioeconomic standing, or handicap, the learning experience ought

to be created and carried out with that goal in mind (Scholz et al., 2016).

The manifestation that the application of inclusive education requires a prerequisite
procedure, such as the main one getting ready suitable educators for implementing the
principles of inclusion because there is evidence of challenges with the policies of inclusive
instruction and its practice in offering an excellent education for all students in welcoming
environments even promotes the inclusion of those who are most rejected in the case of
impairment (Temesgen, 2021). The most challenging and important issue in the practice of
inclusive education is the requirement of different teacher education models for the
preparation of teachers who can teach in inclusive settings to address the diversity needs of

all learners (Halder, 2023).

As evidenced by the Ethiopian Ministry of Education, Ethiopia never meets the Millennium
Development Goals (MDGs) if these units are the economically exploited and those who
struggle with disabilities. Ethiopia’s development goals, which include the "Education for
All" and “Sustainable Development Goals" (SDG) pledges, have not yet been reached in part
because students with disabilities and those who are poor are systematically excluded (MoE,
2016). There is widespread agreement that there is a link between income insecurity and
disability, with disability serving as both a cause and consequence of poverty (Kelly et al.,
2013). Accordingly, not only individuals but also Ethiopia’s progress has been affected by
this issue. For people with disabilities to be given the chance to contribute to Ethiopia’s
progress, it is vital that adjustments be made to the educational system and social structure to

allow for their association with peers as teachers (Walton, 2017).



Ethiopia has a long history of advancing inclusive education through the approval and
ratification of various local and global frameworks. This commitment began with the 1995
constitution of Federal Democratic Republic of Ethiopia (FDRE), where Article 41(5)
established a foundational principle: the right to equality and the protection of marginalised

groups.

Building on this, the 1994 Education and Training Policy (ETP) formally acknowledged the
need for special education, setting a national precedent for meeting the academic needs of
children with disabilities. This was followed by the 2006 Inclusive Education Strategy (IES),
which specifically required schools to incorporate inclusive policies into their regular

curriculum.

From 2015 to 2020, the Education Sector Development Program V (ESDP V) worked to
operationalize inclusive education by identifying and correcting persistent gaps in practice.
This national effort was bolstered in 2010 when Ethiopia ratified the United Nations
Convention on the Rights of Persons with Disabilities (UNCRPD), cementing inclusive
education as a key component of national educational reform and aligning the country with

global human rights standards (MoE, 2015).

1.3 Problem Statement

Ethiopia has made an ambitious effort to implement inclusive education nation-wide.
“Ethiopian Ministry of Education” MoE (2012) developed an education strategy called the
‘Education Sector Development Programme Four’ (ESDP-1V), offering emphasis to practice
inclusive education. The Ethiopian "Ministry of Education and Training policy (METP)”
promotes essential, outstanding education for every learner, regardless of their sexuality,

daily life circumstances, mental health status, impairments, disorders, ability to learn, stage of

10



achievement, financing circumstances, or any other extra-limiting circumstances (Mergia,

2020a).

As Howgego et al. (2014) illustrated, the primary objective of inclusive education relies
on educational institutions’ capacity to recognise and address the unique educational needs
and rights of each learner. The goal of inclusive learning is to go beyond only emphasising
connecting to and learning how to boost meaningful involvement and participation in the

educational process (Sharma et al., 2023).

According to the concept of inclusive education, each student should be enabled to
receive education on a foundation of merit, with a focus on skills instead of weaknesses. This
implies that teachers can instruct a group of students while using their differences to the
benefit of everyone in the group (Webb-Williams, 2021). Therefore, it is necessary to identify
special requirements for each student in the class to help each student individually in
accordance with their particular requirements (Schiemer, 2017). Societal persuasion of
individuals with disabilities has a substantial impact on inclusion practice (Perkins, 2020).
The word or notion of disability is frequently associated with immorality, poor spirit, or a
curse from God in Ethiopia. Therefore, individuals who look after or interact with students
with impairments are usually stereotyped and susceptible to unfair treatment (Sabates et al.,

2024 ; Trivifio-Amigo et al., 2022).

Although Ethiopia’s 1994 manual on "Education and Training Policy" and the "MoE"
special conditions education strategy opened seminaries to scholars with disabilities, deep-
rooted societal attitudes remained unchanged, and numerous children remained at home
(Tefera, 2018). According to Ethiopia’s research study on the situation of school children
MoE (2012) ; UNISCO (2020) with more than 250 native languages, 80 separate ethnic

groups, and a diverse spectrum of ideologies, it is feasible that different cultural concepts of



disability in general and attitudes towards people with disabilities may arise (MoE, 2012;

UNICEF, 2013).

As a result, the original landscape must be considered while addressing knowledge and
attitudinal hurdles and providing assistance when necessary (Bezyak et al., 2017). Their
refusal (or inability) to enrol them in a school may be due to a number of factors ILO ( 2014),
such as the stigma associated with parents of disabled children, community support, the
inability of mainstream seminaries to include them, and distance from seminaries that provide

accommodations for disabled children ( Hayes & Bulat, 2017).

Parents may be concerned that their children will burden teachers and have a
detrimental influence on other children’s education, fail to see the rationale for education for
their students, or simply lack a strategy for their success. Plus, teachers' potential and parents'

active involvement impact inclusive education success (Tesfaye & Hailu, 2024)

Civic special seminaries will undoubtedly be seen as the sole choice for impaired
children until ordinary seminaries can provide well-resourced imbibing environments for
children, and parents will become more wary of these possibilities (Purisi¢ & Bunijevac,
2017). However, if parents desire to send their children to an academy, their options may be
limited due to the civic standing of the country's top special seminaries (MoE, 2016).
Furthermore, if parents choose to send their child to a distant special academy with boarding
facilities, the likelihood that they will play an important role as attorneys for their children's

education is reduced (Burningham et al., 2024).

Although preceptors are immune to society’s values, they might nonetheless influence

how they conduct their teaching may try to behave apart from current social mores, which
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can affect their expectations, educational decisions, and attitudes about kids with

impairments, occasionally supporting discriminatory practices (Mesfin & Teferra, 2021).

For seminars to be effective, platforms for parents and teachers are essential (Dagnew,
2013). The core of this issue lies in the perceptions and attitudes towards children with
impairments. A study showed that when Ugandan teachers participated in an inclusive
education programme, they were more concerned with their own abilities to teach than with
the needs of students with disabilities (USDC, March 2017; Mitchell, 2017). This is not
intended to minimise preceptors’ concerns about the abilities of disabled children but to
emphasise how important it is to consider preceptors’ perceptions of themselves and the ways
in which low-tone confidence or even a lack of knowledge about disabilities may contribute

to the rejection of inclusive education plans (MoE, 2012, and UNESCO, 2012).

To provide academy and classroom alternatives for students with disabilities,
establishing successful inclusive practices requires a set of behavioural conditioning and
relationships on the part of various experts, including headliners and preceptors. According to
the preceptors’ positions, the scope of their expertise and the circumstances surrounding
inclusive education practices, conditioning and relationship-making perpetrated and teachers,
roles, degree of professional competence, and general environment of operation all affect the
success of inclusion initiatives. As recent Ethiopian research stresses, the growth of inclusive
classrooms is much dependent on the interpersonal interactions, shared values, and ongoing
relationships established between teachers, management, and support personnel (Tesfaye &

Hailu, 2024).
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1.3 Research Questions

1.3.1 Primary Research Questions
The aforementioned topic identifies the particular problem or issue that the work was
addressing.
The primary research question underpinning this study is as follows:
e What is the secondary school inclusive education implementation practice in Awi
Administrative Zone, Amhara National State, Ethiopia?
1.3.2 Secondary Research Questions
The following secondary research questions were explored:
1. To what extent is inclusive education practiced in secondary schools in the Awi zone?
2. What are the constraints on inclusive education practices in secondary schools in the
Awi zone?
3. What measures have been taken to improve the implementation of inclusive education
in secondary schools in the Awi zone?
4. What are the knowledge, attitudes, and policy implementation of teachers and students
regarding inclusive education practices in secondary schools in the Awi zone?
5. Is there any significant difference in the implementation of inclusive education in the
Awi zone?
By
v' Teachers’ and students’ sexes
v Number of students/class sizes

v Teachers’ service years/work experience/
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1.4  Objectives of the Study

1.4.1 General Objective
The general objective of this investigation is to assess the status of secondary school
inclusive education implementation practices in Awi administrative zone, Amhara region,
Ethiopia.
1.4.2 Specific Objectives
The following points were raised as specific objectives for the current investigation of
the implementation of inclusive secondary school education in the Awi administrative zone,
Ethiopia.

o To assess the level of secondary school inclusive education implementation practice in
the Awi zone.

o To identify the major constraints of inclusive secondary education implementation
practice in the Awi zone.

o To improve and tackle barriers to inclusive education implementation practice in a
secondary school setting in the Awi zone.

o To identify students’ and teachers’ levels of knowledge, attitudes, and policy
implementation regarding secondary school inclusive education implementation
practice in the Awi zone.

o To determine if there is a statistically significant difference in the secondary school
inclusive education implementation practice in the Awi zone.

By
v Teachers’ and students’ sex
v Number of students/class sizes

v’ Teachers’ service years /teaching experience
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1.5 Rationale for the Study

The general purpose of this study was to provide an analysis and assessment of the
recent knowledge, attitude, and policy implementations of inclusive education in the Awi
zone, Amhara region, Ethiopia. This and similar studies in the current study area, according
to the researcher’s extensive review search, were not conducted. However, related research
has been conducted in elementary school settings throughout the country. Furthermore, it also
signifies that students, teachers, as well as parents and policymakers in the Ministry of
Education of Ethiopia, also have an abridged hint to build an inclusive culture and education
in its place. In principle, all learners with disabilities should be placed in age-appropriate
inclusive education classrooms with support provided to students and teachers to enable them
to be successful. Generally, the investigator is eager to know the causes and reasons for the
barriers to the ‘implementation of inclusive education’ and the policy adjustments of the

Ethiopian education system in secondary schools as well.
1.6 Research Methodology and Design

According to Tosoni & Zuccala (2020), to find answers to research questions or test
hypotheses, research methodology is an organised, scientific process for gathering, analysing,
and interpreting data that can be either quantitative or qualitative, as well as a combination of
the two. A research technique helps researchers stay on track by restricting the scope of the
study, much like a strategy for conducting research. As described by Dawadi et al. (2021),
when choosing an acceptable research approach, several factors must be considered,
including potential ethical issues and study limitations.

With regard to the choice of the Explanatory Sequential Design, in the view of Creswell
(2022), the Explanatory Sequential Design (ESD) is characterised by its two distinct phases: a
guantitative phase followed by a qualitative phase. The primary purpose of this design is to

use the initial quantitative findings to inform and direct a more in-depth qualitative
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exploration. The process begins with the collection and analysis of quantitative data, which
can include surveys or experimental results. Once the researcher has a clear understanding of
these numerical outcomes, the qualitative phase is initiated. This second phase typically
involves gathering qualitative data through methods like interviews, focus groups, or
observations. The key is that the qualitative data is collected specifically to help explain,
interpret, or elaborate on the quantitative results. For example, if a survey shows an
unexpected statistical correlation, the qualitative interviews would be designed to explore
why that correlation exists from the participants' perspectives. Creswell emphasises that this
two-step process allows researchers to first test a hypothesis or get a broad picture and then
dive deep to understand the nuances and underlying reasons behind the initial findings,
providing a comprehensive and well-rounded explanation.

Therefore, for this investigation, an explanatory sequential research design begins with
the collection and analysis of quantitative data, moves on to the acquisition and investigation
of qualitative data, and concludes with interpretations. Generally, this part consists of the
research approach, population and sampling, instrumentation and data collection techniques,
and data analysis and interpretation of the study.

1.7.1 Research Approach

The study employed a mixed methodology to achieve its purpose and goals. Thus, a
mixed research design (MMD) combines quantitative and qualitative research methods for a
deeper understanding, a wide range of evidence and support, and recognition of the use of
various methodologies in addressing research topics (Guetterman & Fetters, 2018). In this
research, integrating the findings from both quantitative and qualitative approaches is the
primary goal. The use of a mixed technique is justified by the fact that it enables the
researcher to obtain a thorough understanding of the issue and to corroborate quantitative

findings with qualitative results (Creswell, J. W., & Plano Clark, 2018).



To better understand inclusive education practices in secondary schools, a combination
of quantitative and qualitative study methods was used, and relationship-building and
conditioning will occur. Effective inclusion depends on the ability to investigate not just
quantifiable patterns but also the interpersonal dynamics and behavioural modifications,
including cooperation and conditioning, made possible by this design. (Creswell, J. W., &
Plano Clark, 2018 ; Tesfaye & Hailu, 2024). The approach selected for the inquiry was that
the quantitative phase was carried out first and important findings and results emerged from
the data analysis. After analysing the findings, gaps and results were found. These results
provided a starting point—or benchmark—for the qualitative phase's design. By choosing
individuals who were most directly related to the identified problems in the quantitative data,
the qualitative phase aimed to fill these gaps. This method produced richer, context-specific
insights and guaranteed a greater comprehension of the issue.

According to Creswell et al., (2006), cited in Morgan (2017), the goal of employing
qualitative data is to define, elaborate, or explain the big picture of the research issue. This
design demonstrates the procedure for gathering and analysing quantitative data before
qualitative data. To support the quantitative findings, supporting interpretations based on the
qualitative data were collected. This indicates that the explanation and interpretation of the
findings of the quantitative data are supported by the qualitative results (Creswell, 2014).
These qualitative data were used in relation to the quantitative data analysis to further explain
or elaborate on the findings (Keating, 2016). The significant, non-significant, ambiguous, and
surprising outcome of the quantitative data is explained by the qualitative data. To satisfy the
study objectives, qualitative data were presented after quantitative data.

1.7.2 Population, Sampling and Sampling Techniques

The total population of this study were secondary school students from Chagni town

Hidase secondary school, 1338 (M =605 and F = 733) and teachers 128 (M = 92 and F = 36);
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from Dangila town Mengesha Jembere secondary school, 2,600 (M = 1397 and F = 1203) and
teachers 145 (M = 99 and F = 46); from Injibara town Agew Midir secondary school, 2606
(M = 1383 and F = 1223); and teachers 153 (M = 96 and F = 57), respectively. From this
figure, the total population of the study was 6,544 students, and 426 teachers were
considered. In addition, two from each school, for a total of six principals and six teachers,
were purposefully selected. To collect data about social behaviours, systems as a whole,
incidents and individuals during the research, a representative sample was chosen from the
broader community based on shared features. Individuals who fit specific criteria and offer
pertinent information during concentrated conversations to further comprehend the subject
matter with broader characteristics (Luciani et al., 2019).

To select samples from the population, the following sampling techniques were used:
First, districts were chosen, and then schools and participants were selected using appropriate
sampling techniques procedures. The researcher’s aim and rationale for selecting the site and
title are first, and no studies have been conducted in this area on the topic. Second, the
researcher’s familiarity with the study area and the best accessibility would facilitate the data
collection processes. Third, to minimise the economic and time constraints in collecting data,
the method should be specific. The rationales for students were included in the sample
because they are the primary beneficiaries of inclusive education policies and
practices. Their first-hand experiences, perceptions, and feedback offer crucial
insights into how effectively inclusive education is being implemented at the
classroom and school level. Understanding students’ sense of belonging, academic
participation, and social inclusion allows for a more comprehensive evaluation of

implementation outcomes.
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1.7.3 Instrumentation and Data Collection Techniques

Obtaining, compiling, and analysing data from selected sources is the pragmatic
emphasis of this section of the research. To provide potential responses to the study inquiries,
the research looks for detailed, pertinent knowledge that respondents provide via interaction
and teamwork. The approaches used by the investigator are determined by the goals of the
investigation and the issues to be addressed (Ponce et al., 2022 ; Atkins & Wallace, 2012).
The investigator collected data using the analysis of questionnaires, documents, and
comprehensive semi-structured interviews. Validating the data gathered from all sources was
the goal of the triangulate approach (Almalki, 2016). Generally, to collect relevant data, the
researcher has employed an adapted and self-developed questionnaire, semi-structured
interviews, observation checklists, and document analysis.

1.7.3.1 Questionnaire

This study utilised a self-report questionnaire containing demographic data about participants’ gender,
age, educational level, living areas, class size, teaching experience, and Likert questionnaires related

to inclusive education knowledge, attitude, and policy

1.7.3.2 Interview

This technique for gathering data is employed in qualitative investigations and
permits in-person spoken conversations that probe the subject of the interview's engagement
with the investigator (Skovdal & Cornish, 2015 ; Sniukas, 2020). A one-on-one interview
with semi-structured questions allowed immediate interaction to obtain data. The investigator
provided an explanation of the investigation’s objectives, rationale for choosing, and
selection criteria during each interview. This made it easier for the participants to
comprehend the purpose of the research and gave them the confidence to engage
constructively by sharing their thoughts, emotions, and experiences. The planned inquiries

progressed from broad to flexible and were probed to obtain comprehensive or in-depth
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information (Skovdal & Cornish, 2015). To allow participants to freely share their ideas,
emotions, and observations, open-ended inquiries were employed. To increase thoroughness,
viewpoints, and independent thinking, questions about vague and brief answers were
followed up with more detailed responses (Sharan et al., 2019).

Asking incisive questions elicited more information and clarity about respondents’
backgrounds, sentiments, and opinions, as well as their expertise and replies in many
employment sectors (Sharan et al., 2019). Using the interviewing instructions, the
investigator evaluated the respondents’ views, thoughts, concepts, implications, definitions of
the circumstances, and constructions of actuality (Braun & Clarke, 2023).

Each intervention lasted approximately one hour; follow-up sessions, as required by
the researcher, were communicated and arranged with the school. The semi-structured
interviews were conducted in this study to gather supportive and in-depth information about
the inclusive education practice of secondary school sites. For the interview guide, homeroom
teachers and principals were included in the session.

1.7.3.3 Document Analysis

In order to prevent any misunderstandings, the investigator carefully examined the
school records in order to critically analyse, appraise, and draw judgments based on the
documentation’s information that was accessible (Fusch et al., 2018). The evidence provided
by the interviewees and observations was verified by reviewing the documents. The
examined papers included welcome diversity policies, policies for schools, regulatory
structures, and policies related to education. International and national documents such as
legal frameworks, special education guidebooks, teacher development documents, and policy

frameworks were assessed.
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1.7.4 Data Analysis and Interpretation

To analyse, interpret, and in the presence of the data collected from the respondents, the
data were analysed using descriptive and inferential statistical analyses. To perform the
analysis, the Statistical Package for the Social Sciences (SPSS version 25) was used.

The following methods were used to examine the study’s qualitative data: The replies
from the compiled respondents were first typed. The transcripts were then organised,
summarised, and divided into themes. Second, to realise the findings of the qualitative
analysis and present them under each research question, significant and thorough thoughts
provided by particular respondents regarding fundamental themes were recognised,
summarised, and coded. Third, both the original and condensed data were provided to an
outsider for comparison, and comments on any fundamental concepts were missed.

The external person would be a secondary school teacher who is actively engaged in
the teaching profession and who works in a school other than the sample schools. This would
be a conflict of interest because the teacher could be a participant. In addition, it would be
necessary to identify a researcher instead of a teacher because this process would require

specialised knowledge and skills.
1.8 Significance of the Study

This study has made a beneficial contribution to the field of inclusive education in
Ethiopia, specifically in the Awi nationality zone, especially in relation to parent, student, and
teacher involvement in inclusion, and it has added significant data in this area. This research
can also serve as a reference for curriculum developers, decision-makers, and educational
planners, providing them with points of reference to incorporate into their future development
strategies to fill in the gaps in the delivery of inclusive educational services. It provides the
ability for secondary school instructors, students, and other stakeholders to deliver significant

instruction on the gaps identified by the results of the investigation.
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1.9 Limitations of the Study

This study had some potential time and financial limitations in conducting interviews
and filling out the questionnaire because of time constraints during the teaching—learning
process; furthermore, the current situation in Ethiopia, especially the Amhara region, has
been under a state of emergency (command post). For almost two years, schools in this
region have been closed by the armed forces in conjunction with the government. Somehow,
there was a challenge in collecting the questionnaires over a specified time frame. Due to
these and other constraints, the researcher focused on the Awi zone and only selected

secondary schools.
1.10 Delimitation of the Study

This study was conducted in the Awi administrative zone, which is the capital of Injibara, an
Amhara regional state, Ethiopia. The Awi zone’s relative location is in the south-western part
of the region and the north-western part of the county. It is approximately 447 km away from
the capital city of Ethiopia, Addis Ababa, and 118 km from Bahir Dar, the capital city of the
Ambhara region. This study was conducted in selected public secondary schools in the Awi
administrative zone. The administrative zone has 12 districts with 44 secondary schools. This
study, however, focuses on three purposefully selected secondary schools in the Awi
administrative zone. Regarding the selection of schools, the three schools were selected for
thorough and in-depth data collections. They are model schools that do better than other
schools in the area in many ways, such as infrastructure, township development, and the use

of new technologies and policies implemented”.

1.11 Definitions of Key Terms

Significant core concepts are among the most common study’s pivotal points, which

are vital. This affords the researcher the opportunity to give those reading it an intellectual
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grasp of the key terms employed in the inquiry, which is logical and clear. The term

inclusion, inclusive education, special needs education, inclusive policy, and implementation

are described here, with a brief description of each content. Key definitions of terms are a

pillar that guides the reader to conceptualise the paper accordingly.

o Inclusiveness: The idea of social inclusion is about actively identifying and
removing the barriers and difficulties students encounter when seeking increased
opportunities for excellent schooling. This technique helps remove barriers that
prevent learners from showing up, getting involved, and achieving (Schuelka, 2012
; Schuelka, 2012; Schuelka et al., 2020).

o Inclusive education: a procedure for enhancing the involvement of all students,
especially those with impairments and acknowledging differences, in education. To
promote every student’s participation in schools, especially those with disabilities,
inclusive education strives to alter educational traditions, policies, and processes to
suit all groups of nearby learners. Many potentially disenfranchised youngsters who
are still unable to enrol in school can now have access to learning opportunities
(Abate, 2019 ; Schiemer, 2017).

o Students with special needs: Learners with disabilities and extra-ordinary
learning needs in special needs education refers to the range of provisions for
learners with disabilities, impairments, or socio-emotional difficulties as that of
learners’ needs and potential. These may include everything from special schools to
special classes, to inclusive education (MoE, 2012).

o Practice: In this study, the notion of inclusive education practice comprises the
totality of events in the teaching-learning situation in secondary school settings, in
the way of exercising the concept and act of inclusive education. The concept of

education practice involves the entire process of imparting knowledge to assist
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students to be successful in schools. This implies that education practice involves
the development of students’ performance by generating their potential in the
learning environment (Alemu, 2023 ; Ayanwale et al., 2022).

Implementation: To change the public’s understanding, behaviours and mind-
sets, implementing a curriculum requires substantial activities from numerous
stakeholders. This involves collaboration between those responsible for developing
the plan and the individuals conducting the plan. It necessitates changing one’s
routines, behaviours, curriculum emphasis, learning setting and current timetables
and curriculum. The delivery of equitable education opportunities in secondary
schools is the focus of this investigation (Kefallinou et al., 2020 ; Tadesse & Kenea,
2022).

Inclusive Policy Issues: With the goal of ensuring equitable treatment in
schooling, a welcoming approach can be described as a necessary instrument that
must be applied in the context of a larger campaign against violations of human
rights and unfair bias. Policies implementation regarding special needs
education/Inclusive Education/by giving “’Education for all’’ (Tonegawa, 2019).
Public Secondary school: The definition of "Secondary school" differs
depending on the educational system; however, in Ethiopia, the term refers to the
upper elementary period of education. Following elementary or basic education,
secondary school begins with a subsequent stage of knowledge acquisition that is
comparable to secondary schooling. The secondary school stage of education is
intended to serve as a bridge between compulsory and comprehensive elementary
education and higher levels of study (Rajendra Dhoj Joshi & Adriaan Verspoor,
2012 ; Goshu & Woldeamanuel, 2019). Thus, a state-owned school with students in

grades 9 and 12 is the subject of this investigation.
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1.12 Chapter Division

CHAPTER 1: Introduction and Background

This section elaborates on the background, problem statement, research questions,
objectives, rationale of the study, frameworks, limitations, and delimitations of the study, and
definition of terms (operational definitions).

CHAPTER 2: Literature Review

This section outlines research on the advancement of inclusive education in both global and
national settings, as well as the methods employed to realise and evaluate the objectives
established in the Ethiopian educational system. It also provides a scholarly review of the
available literature on the topic. Additionally, it provides information and sources pertinent to
each aim of the chosen research methodology.

CHAPTER 3: Research Methods

This section provides a thorough explanation of the research methodology. This section
provides a detailed description of the study design, focusing on the investigation framework,
approach, and research type. The data collection and analysis processes, tools, and techniques
are all part of the study methodology. An in-depth discussion of the reliability and ethical
concerns surrounding the research population and participants illuminated how secure the
investigation was for all participants.

CHAPTER 4: Data Presentation and Analysis

This section presents and analyses data collected from the participants of the study.
Thematically, quantitative and qualitative data were analysed to fit the objectives of the
study.

CHAPTER 5: Discussion

This section more specifically discusses similar and opposite findings related to the current

study findings, which are captured in the literature review section.



CHAPTER 6: Summary and Conclusions

The last section offers an overview of the investigation, generates interpretations depending
on the analysis and interpretation of data, offers recommendations, indicates domains for
additional investigation, restrictions, and ultimate concluding remarks regarding the entire
investigation, and suggests actions depending on the results of the investigation.\

1.13 Conclusion

This study aims to assess the implementation of inclusive secondary school education
in the Awi administrative zone of Amhara National State, Ethiopia. This section
encompassed a summary of the introduction, investigation background information, meaning,
goals, investigation questions, purposes, justification, and research problem, as well as
section summaries that helped evaluate the application of inclusive learning in secondary

schools.

In the modern paradigm shift, differentiated instruction helps learners achieve
objectives through different academic levels and learning styles. Among these, a new modern
paradigm of inclusive education is the opinion philosophy that seeks to include all learners
from different cultural, social, and political backgrounds. This study aims to assess inclusive
education implementation practices in secondary schools in the Awi administrative zone with

regard to the Ethiopian education policy.
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CHAPTER TWO
LITRATURE REVIEW

2.1 Introduction
The general objective of this study is to assess the status of secondary school inclusive
education implementation practice in the Awi Zone, Amhara region, Ethiopia.
The literature review covers previous research in journals, books, policy documents, and
observations. It must be ensured that the gaps and scarcity of information regarding the study
issues are addressed in general and specific study locations. While the first chapter outlined
the problem and its context, this chapter reviewed related local and international literature on
the implementation and practice of inclusive education in secondary schools in the Awi
administrative zone.

The literature is presented under the following subheadings derived from the research
questions and objectives: the extent of the implementation and practice of inclusive
education, constraints or challenges to implementing inclusive education, teachers and
students’ knowledge, attitude and policy implementation on inclusive education, measures
taken to implement inclusive education and identify gender differences, teachers’ teaching
experience and class size effects on the implementation of inclusive education in secondary
schools. In addition, it focused on the Ethiopian policy and legislation for the implementation
of inclusive education in schools. Other related and supportive literature has been
incorporated with the above pillar research variables.

2.12 Theoretical Framework of the Study

Comprehend the factors influencing the implementation of inclusive education in
secondary education institutions; this study derives its theoretical framework from the widely
recognised theorising of the Urie Bronfenbrenner’s ecological model (Bronfenbrenner, 1994).

The model posits that various levels of interconnected systems can impact a student's or
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child's life, and the individual's or student’s improvement. It characterises educational growth
as centred around intricate, causative processes connected with various types of
transformations, such as transitioning from an exclusive educational environment to an
inclusive one (Morris, 2015). This previously mentioned framework emphasises the
interplay between how a person develops and the systems found in a smaller to larger social
setting, or the surroundings. These systems include the household, schools, or community of
peers as the microsystems; the connections that arise and persist between these microsystems
as the mesosystem; the exosystem, which refers to a setting in which the student is not a
personally engaged player but still has an impact on the student’s life and connections with
others; and the macrosystem, which is the set of mind-sets, views, and principles that
compose the network of a specific culture and society and which could impact or be affected

by any of the previously mentioned networks (Trang Thu et al., 2022) .

The components of these frameworks interplay with a chronosystem (the
developmental periods), which includes the individual or the child, as described by (Bartolo
et al., 2021) . To clarify the concerns and offer options for the application of inclusive
learning in secondary education settings, the Bronfenbrenner ecological model’s description
of the different facets or stages of student growth as the primary focus of consideration is
essential for the investigation and analysis of the results of the research.

The present study, which examines the enactment of secondary schools’ inclusive
education implementation practices in the Awi administrative zone of the Amhara region,
Ethiopia, uses the framework as an instrument to serve as the foundation for the research
reports and results.

The microsystem, ecosystem, exosystem, macrosystem, and chronosystem are some
of the layers of interconnected structures that the framework proposes may have an impact on

a child’s life, either directly or indirectly. Because comprehensive learning involves the
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creation of interconnected systems, the Bronfenbrenner paradigm enables researchers to
investigate it comprehensively. Bronfenbrenner sees children as a dynamic instrument with a
variety of traits, including personality traits, temperament, and motivation, rather than
focusing on the external elements that influence development (Malahlela, 2017).

2.2.1 The Microsystem

Bronfenbrenner’s (1994) generic ecological model refers to the immediate
atmosphere in which proximal processes—specific interactions between an organism and its
surroundings—take place, or the connection among a growing individual and the people
around them, including their family, classmates, and school (Bronfenbrenner, 1994). It is a
pattern of roles, interactions, and events that an emerging individual experiences in a specific
face-to-face setting with specific physical and material features, along with other people who
have different temperaments, personalities, and systems of thought (Harkénen, 2013).

This pertains to the community at large, family members, or educational institutions
(Duerden & Witt, 2010). Finding out how much educators believe comprehensive learning is
necessary was the goal of this study, especially given their direct experience in traditional
educational settings where they often work with different students (Muliati, 2016).

2.2.2 Mesosystem Ecological Model

It also includes the connections and activities that occur among multiple
environments, which include individuals who are developing, such as the connections and
interactions among the work environment and education or between the home and the

classroom, indicating that an ecosystem is a system of microsystems (Bronfenbrenner, 1994).

The above implies the connections that form and exist among the microsystems (the
family members, the educational institution, and the other members of the group) and how
they communicate with one another. An educator who pays attention and cares and has an

upbeat disposition regarding delivering equitable education can create an encouraging



atmosphere for students from an unsupportive family or home who may be more prone to
experiencing obstacles to learning. Eventually, this beneficial atmosphere can help students
feel more secure and confident in themselves (Temesgen, 2021). This stage of advancement
helped the current study understand the different ways in which teachers in commonplace
secondary educational institutions see the effective implementation of equitable education,
particularly in building strong relationships among themselves and the diverse student body,
working with parents of students who face learning obstacles, and providing the assistance
these students need.
2.2.3 Exosystem Ecological Model

This entails a setting in which the learner influences other people’s lives and
relationships while not being a direct or active participant (Gadella Kamstra, 2024). Stated
differently, it involves the relationships and interactions that occur between two or more
contexts, at least one of which does not typically include the growing individual but in which
things happen that affect the processes in the proximate contexts where that individual is
present (Harkonen, 2013).

The strength of the relationship between parents and connections and other proximal
relationships, such as peer groups, can be impacted by several factors, including the school
system, medical care, media outlets, community-based organisations, and parents’ place of
employment. A child who is chronically unwell and regularly absent from school may
experience negative effects on his relationships with his parents, classmates, teachers, and
school when receiving inadequate health treatments, Lynch et al., (2011) ; Duerden & Witt,
(2010) the study’s establishment of educators’ perspectives on numerous difficulties that
have the potential to impact their instructional and educational processes was guided by the

exosystem.
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2.2.4 Macrosystem Ecological Model

The strength of the relationship between parents and connections and other proximal
connections, such as peer groups, can be impacted by several factors, including the school
system, medical care, media outlets, community-based organisations, and parents’ place of
employment. A child who is chronically unwell and regularly absent from school may
experience negative effects on his relationships with his parents, classmates, teachers, and
school when receiving inadequate health treatments (Anderson et al., 2014). The study’s
establishment of educators’ perspectives on numerous difficulties that have the potential to

impact their instructional and educational processes was guided by the exosystem.

The term "macrosystem™ has recently been redefined, as stated by Harkénen (2013),
to include the general arrangement of the micro, meso, and exo-system features that define a
specific civilisation, subsistence, or other larger social environment, with special reference to
the resources, dangers, possibilities for buildings, possibilities for life’s journey, and routines
of social exchange that are ingrained in each of these frameworks. The topmost layer of
Bronfenbrenner’s ecological model served as the basis for the current study, which sought to
determine if gender variations in beliefs, values, and ideologies regarding the execution of
equitable learning settings between male and female teachers affected how they perceived
how it is carried out.

2.2.5 Chronosystem Ecological Model

This developmental timeline spans the interactions and effects of various systems on a
person, which in turn interact with the developmental phases that a child experiences as they
mature (Kamenopoulou, 2016). The teacher must be aware that, despite their hectic schedule
of engaging with diverse students in the classroom and school setting, these students are also

actively involved in their own growth and have unique perspectives on their surroundings.
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According to Gadella Kamstra (2024), "how people perceive their situations
determines how they respond to their human and physical settings.” The goal of the current
study was to determine how educators perceived the current age, in which inclusive education
is both highly favoured and necessary for the full development of different learners in
ordinary secondary education institutions.

2.3 Definition of Inclusive Education

According to UNESCO (2005), in response to the diversity of students, inclusive
instruction aims to increase student involvement and decrease exclusion from both within and
outside the classroom. It has to do with each student’s presence, involvement, and academic
success, particularly those who have been discriminated against or excluded for various
reasons or who have particular requirements.

In the statements of Reyes et al., (2023) additionally, they expressed their belief that
inclusive education is a process of changing beliefs and educational institutions to guarantee
that all children receive suitable and high-quality education in conventional classrooms.
Because of this, inclusion involves more than just placing special needs students in
mainstream classrooms. To fulfil the needs of all children and ensure that each student,

including those with specific requirements, receives access to every aspect of education.

Similarly, as evidenced by George (2022) in the guideline on inclusion, the essence of
inclusion lies not in differentiation but rather in the multiplicity of instructional offerings and
the customization of shared educational activities to maximise student involvement while
considering their unique requirements. This means moving towards a universal design for
learning in which the course of study and the method of instruction and learning take into
account the variety of demands that each student experiences from the outset. Therefore, it is

crucial for educators to create a classroom atmosphere that is supportive of all students and
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ensure that they can effectively participate in the process of learning and teaching
(Rodriguez, 2019; Burgstahler, 2021).

According to Hayes & Bulat (2017a) suggest that the foundation of engaging,
inclusive schooling is allowing all students to participate in all aspects of school life—
learning, assisting, and having fun—Dby allowing them to participate in normal courses in
schools that are suitable for their respective ages. Developing and designing educational
facilities, activities and programmes in a way that all students can participate in group
learning is another aspect of accessible education. All children, whether visible or concealed,
severe or mildly disabled, are accepted at these types of schools. Various studies have
demonstrated the influence of students’ disability quality and severity on instructors’
inclusion views (Epstein, 2018 ; Blake, 2023).

Most academics believe that learning is an important human right and that it lays the
groundwork for a more productive society. Because of this, everyone engages in school
without facing any form of prejudice (Elfert, 2021). We must define and implement inclusive
learning if we are to implement such a system of learning. This further emphasis by Assefa et
al.,(2021) has noted that educational inclusion is defined as a growth-oriented approach in
education that aims to address the learning needs of all children, youth, and adults, with a
particular focus on those who are susceptible to discrimination and rejection.

Prejudice is known as a start-up factor for inclusive learning. A plan of action
examines ways to alter educational environments and processes to accommodate a diverse
range of students (Mergia, 2020a). As defined by an alternative trainer, inclusion learning is a
concept that unites students, parents, teachers, and community members to establish
classrooms. The notion of universal schooling was strengthened by the explanation provided
in "Salamanca statement (1994) Article 7." According to the text, "...irrespective of any

challenges or disabilities, every child ought to learn jointly wherever feasible."
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Recognising and meeting the distinctive requirements of the students they serve,
inclusive educational institutions must provide outstanding education for all children by
utilising suitable curricula, systems of governance, and methods of instruction. They must
also accommodate students’ different learning styles and speeds. An additional social
structure founded on social trust and connection (Dalton et al., 2012).

In terms of the meaning of inclusive education, it usually entails modifications in
educational approaches, frameworks, and techniques, along with a shared vision that
encompasses all children within the right age group and the belief that this is the conventional
system’s duty to impart knowledge to every child. According to explanations of inclusive
schooling, understanding its guiding principles is essential because they provide a structure
and method for implementing inclusive methods. These characteristics serve as a structure
and encapsulate the beliefs underpinning inclusive education (Rutberg & Bouikidis, 2018).

Initially, inclusive cohesive learning settings in school settings, irrespective of
racial/linguistic origins, financial standing, race, type of learning, racial or cultural origin,
spirituality, familial makeup, or sexual orientation, boost the learning process for every
student (Mwajabu & Joseph, 2017). Every student is welcomed, acknowledged, validated,
and celebrated in inclusionary educational institutions, which educate them in a manner
appropriate for their age and provide regular schooling of superior quality at nearby schools.
Every student has the opportunity to engage in interpersonal, leisure, and academic pursuits
and study and engage together. These inclusive practices respect variety and are tailored to
each person’s requirements; they also foster approval, ownership, and teamwork (Sanger &
Gleason, n.d.).

The subsequent paradigm is each requirement; to effectively include people, it is
important to be aware of and accept each individual’s distinctive requirements and

characteristics. Teachers cannot effectively instruct students if they do not consider the
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variables that define and distinguish them from other students. For example, racial and ethnic
backgrounds, sex, and financial circumstances all impact how well students perform
academically and socially. Consequently, teachers, students, and close relatives should be
cognisant of every student's distinct requirements and disparities (Alemayehu, 2020). Each
student is recognised as a person with the potential to acquire knowledge and contribute to
the community through inclusive educational environments. Individuals are trained to respect
variety, cherish one another’s similarities and differences, and gain knowledge through them
(Temesgen, 2021).

The third foundation is introspective action: To achieve successful diversity, teachers
must adapt their curriculum, methods of instruction, and methods of handling classrooms to
meet the requirements of every student. Educators who work in inclusive educational settings
are thoughtful, adaptable, sensitive, and cognisant of the needs of their students. To guarantee
that every student’s requirements are satisfied while they are doing so, they regularly reflect
critically on what they believe and evaluate their own actions (Forghani-Arani et al., 2019 ;
Krtkova et al., 2023). Individualised instruction by teachers for all students regarding
technological advances, instructional methods, curricular availability, testing processes,
physical layout modifications, and a host of additional services tailored to their needs. In
addition to rigorous academics and interactions with others that are appropriate for their
particular requirements and abilities, students get courses that are multidimensional and
heterogeneous (Price, 2018).

Paju et al.,(2022) stressed the final part of the structure and emphasised that
successful inclusion requires teamwork from educators, other professionals, students,
families, and community organisations. In a normal learning school setting, children receive
the assistance and resources they require. Individuals collaborate and analyse while providing

tools, duties, expertise, choices, and lobbying on behalf of students. Directors who give an
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overview and condense the ideas upon which inclusive instructional methods are founded, as
well as school systems that offer assistance, education, duration, and funding to reorganise
the courses they offer to enable personnel to work cooperatively on addressing the
requirements of students (Garcia-Melgar et al., 2022a).

Initially, multiculturalism and cohesive learning environments in general education
settings, irrespective of racial/linguistic origins, financial standing, sex, preferred learning
method, ethnic origin, socioeconomic status, spirituality, familial makeup, Muliati (2016), or
gender identity or expression, enhance the educational process for all students. Educating
students together in excellent, suitable-age regular education classes in their neighbourhood
schools; inclusionary schools accept, understand, confirm and appreciate the value of all
learners. Every student has the opportunity to engage in social, academic, and cultural events
and play and learn together. These policies respect variety and are tailored to each
individual’s requirements. They also foster acknowledgement, stock, and interaction
(Mwajabu & Joseph, 2017 ; Kirac et al., 2022).

According to Ainscow (2020), the next framework should be an individual
requirement. Effective inclusion requires sensitivity to and acceptance of individual needs
and differences. Educators cannot teach students without taking into account the factors that
shape their students and make them unique, such as disability, race, linguistic background,
gender, and economic status interact and affect academic performance and socialisation;
therefore, educators, students, and family members must be sensitive to individual needs and
differences. In inclusive classrooms, all students are valued as individuals capable of learning
and contributing to society. Students are taught to appreciate diversity, value, and learn from
each similarities and differences (Hayes & Bulat, 2017a).

The subsequent structure is an observational action to ensure successful diversity.

Observant teachers must adapt their curriculum, methods of instruction, and methods of
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handling classrooms to meet the requirements of every student. Administrators in inclusive
schools are thoughtful professionals who are adaptable, sensitive, and cognisant of the needs
of their students. They engage in critical thinking on their principles and beliefs, and they
regularly assess their own practices to make sure they meet the needs of all students and to
improve themselves (Shulman & Mesa-Bains, 2020). Individualised instruction by educators
for each student takes into account their demands; in terms of technological advances,
physical layout modifications, instructional methodologies, evaluation methods, and a host of
other relevant services. In addition to demanding academic and social experiences that are
appropriate for their needs and skills, students receive a multi-layered and multimodal
(Subban et al., 2023).

The final element is cooperation. To be successful, inclusiveness requires cooperation
from a variety of groups, including instructors, specialists, households, and local
organisations (Hornby, 2015). Students receive the assistance and resources they require in a
normal environment. Individuals collaborate and think critically while sharing resources,
duties, abilities, campaigning, and decision-making for the good of the students. To
encourage people to work with one another to meet the needs of students, school districts
offer materials, instruction, duration, and assistance for plan restructuring. The previous
educational inclusion notion is important because it provides a structure and direction for
efficient instruction (Kavua, 2022).

2.3.1 Diversity in the Classroom

Diversity is about accepting and respecting differences. It entails appreciating our
unique differences and realising that each person is unique. These factors are frequently
related to age, physical capabilities, political views, religion, gender, sexual orientation, race,
ethnicity, and socioeconomic background (Ruhela, 2023). Individuals and groups with

diverse philosophical and demographic backgrounds produce diversity. It is crucial to value
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and preserve diversity because by valuing non-judgmental people and groups and
establishing an environment in which justice and respect for others are fundamental, we can
build a compassionate, cooperative, and success-oriented community that draws in bright
minds and generates creative solutions from the collective intelligence of your people (Vyas,
2021).

Gadour (2018) highlighted, individuals show respect for traits and life experiences
that are distinct from our own. Recognise that variety encompasses both modes of knowing
and modes of being; Realising that discrimination on a personal, societal, and institutional
level gives certain people advantages while creating and maintaining disadvantages for
others; form coalitions despite differences so that we may cooperate to end prejudice in all its
manifestations (Cerna et al., 2021).

Consequently, one aspect of diversity understands how to react to the traits and
circumstances that distinguish other people and groups from ourselves and are exclusive to
the groups to which we belong. Age, colour, ethnicity, class, gender, physical attributes,
sexual orientation, and experiences with parenting and work are just a few examples. Other
factors include education level, income level, geography, educational background, gender,

religion, and gender expression (Mwajabu & Joseph, 2017).

Finally, we accept each person’s right to self-identification, acknowledge that no culture
is fundamentally better than any other, and acknowledge that categories of difference are not
necessarily rigid but may also be flexible (Suha Yassin and Sharon Hague, 2013). Diverse
definitions "Everything that sets people apart is considered diversity, including primary traits
like age, race, gender, ethnicity, sexual orientation, and mental and physical abilities; and
secondary traits like nationality, education, income, religion, work experience, language
proficiency, geographic location, family status, communication style, military experience,

learning style, and economic background” (Rogahang et al., 2024).
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2.3.2 Individualised Teaching

According to UNESCO (2020), individualised instruction to address each student’s
unique requirements is a key component of inclusive schooling. It focuses on offering tools
and individualised help to ensure that students flourish in the classroom. The goal of this
strategy is to establish a welcoming and encouraging learning environment for students of all
backgrounds and skill levels. Programmes for Tailored Education: A thorough examination
for many years, the cornerstone of special education has revolved around individualised
education plans (IEPs), which offer a customised method of meeting the particular
requirements of individuals with disabilities (UNESCO, 2015a).
The Education for All Handicapped Children Act (EAHCA) of 1975, a landmark law that
required all children with disabilities to receive free and adequate public education is where
the history of IEPs begins (UNICEF, 2015). To guarantee that every student's educational
plan is tailored to their unique needs, this act—Iater renamed the ‘Individuals with
Disabilities Education Act’ (IDEA)—established the basis for the creation of IEPs. Samuel
Kirk, a trailblazing special education researcher who pushed for the identification of learning
disabilities, and Madeleine Will, the former assistant secretary of the Office of Special
Education and Rehabilitative Services (OSERS), who was instrumental in drafting the IDEA
legislation, have made substantial contributions to the field of IEPs (U.S. Department of
Education, 2000).
These people have dedicated their lives to ensuring that children with disabilities get the
resources and assistance they require to succeed, as have many educators, activists, and
legislators. It is impossible to overstate the influence that IEPs have on the lives of students
with disabilities. IEPs have made it possible for these children to access and acquire the
necessary skills and succeed academically and personally by offering a thorough and

customised approach to education. In addition to encouraging a more inclusive and fair
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educational environment, IEPs have promoted the integration of children with disabilities into
regular classroom settings ; of course, IEP implementation has not been without its
difficulties (Bill & Melinda Gates Foundation, 2020).
IEPs may be unduly bureaucratic, time-consuming, and resource-intensive, putting a heavy
strain on administrators and teachers, according to some concerns. The proper degree of
parental participation, striking a balance between academic and functional goals, and
facilitating students’ smooth transition from school to postsecondary life have also been
topics of discussion. IEPs have a bright future despite these obstacle (National Council for
Special Education, 2006).
Technological developments like data-driven decision-making and the use of digital
platforms might improve the efficiency and efficacy of the IEP process. In addition, more
studies and cooperation between educators, legislators, and families will continue to
influence the development of IEPs, guaranteeing that IEPs will continue to be adaptable to
the evolving needs of children with disabilities (Nel et al., 2016). To sum up, customised
education programmes have been essential to the education of individuals with disabilities
since they offer tailored strategies to meet their particular requirements (World Bank, 2023).
Key players, historical background, and the influence of IEPs have all played a significant
role in forming the special education profession. As we move forward, it will be essential to
continue improving and implementing IEPs to guarantee that every child, regardless of
ability, has the chance to realise their full potential.
2.4 Introduction to Inclusive Education

The Salamanca, Spain, World Conference on Special Needs Learning record from more
than 30 years ago stated that the most effective way to combat prejudice, achieve universal
education, and create an inclusive society was to implement inclusive awareness-building in

regular educational institutions (Salamanca statement, 1994). A major tactic to address the
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issues of marginalisation and exclusion in support of inclusive education was the adoption of
the International Covenant on Education for All (EFA) by UNESCO (2020) by the
Framework for Action in Dakar, Senegal (World Education Forum, 2000). Because inclusive
education meets a wide range of needs, including those of people with disabilities, it has the
opportunity to positively impact all students, their guardians and the entire educational
institution (Winter & O’Raw, 2010). Concerning the integration of students with unique
needs, several concerns have been investigated and explored during the past 30 years (Odom
etal., 2012).

Furthermore, Odom et al., (2012) noted that terms like particular education, blended
learning, and mainstreaming—all of which were in use prior to the early 1990s—replaced the
idea of educational inclusion. The practice of reacting to and meeting the requirements of
every student in accordance with suitable structures put into effect and carried out in a
systematic manner is known as inclusive learning. All children are entitled to free and
mandatory preschool instruction, as guaranteed by the 1948 United Nations Declaration of
Human Rights (UNDHR). The parental right, established in 1989, provided equal access to
school support for all children, regardless of background, and served as the basis for parental
rights to education (UN, 2009).

Subsequently, in 1990, Thailand’s Jomtien province implemented attendance for
everybody statements with the goal of realizing universal education that was free and
obligatory. Not only does the 1993 standard for equalisation of opportunity to persons with
disabilities embrace education for all, but it also emphasises that education for persons with
disabilities must be provided in integrated and normal settings. In order to put these
statements and guidelines into practice, the Salamanca Statement (1994) clarified a plan of
action calling for schools to accept all students, regardless of their physical, intellectual,

social, emotional, ethnic, linguistic, or other difficulties. Children from migratory
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communities, impoverished students, talented youngsters, students with jobs, ethnic minority
cultures, and students from economically exploited locations and groups are among the
additional requirements.

The World Education Forum (2000) held in Dakar, Senegal, created an actionable
structure for implementing the ‘Education for All’ (EFA) of 1990 and the Millennium
Development Goals (MDGs), which guaranteed that all children would have access to free
and compulsory education and finish their education by 2015, with a special focus on the
schooling of marginalised children and girls. Individuals with disabilities have the right to
participate in learning and growth in inclusive environments, as highlighted by the UNCRPD
(2006). All of these show how occasionally inclusive education practices are backed by
international laws and regulations.

The notion of equitable educational opportunity is defined differently by each
individual and depends on how they interpret it (Uchem et al., 2014). This makes it possible
to assess how well an intervention has worked to fulfil the obligation to provide equal
treatment (Lane et al., 2019). Established as a plan that fits the execution for every individual,
welcoming schooling is a framework that emphasises different perspectives as an essential
component of the teaching and learning process, promotes growth in human beings, and
seeks to fight the disenfranchised status of those who are different and foster the acceptance
of disparities (Imaniah & Fitria, 2018).

Notably, Uchem et al., (2014) defined inclusive learning as the process of changing
schools to meet the needs of students with unique educational requirements and disabilities.
This involves more than merely moving the educational setting for people with impairments
while leaving the current structures alone; rather, it involves updating and tailoring the
frameworks to meet their unique requirements. To bolster these claims, inclusive learning

advocates maintain that students with disabilities should remain in normal education classes
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and provide supportive assistance instead of placing them in settings where they lack such
resources (Niland et al., 2020).

National Council for Special Education (2011), additionally, accessible learning refers
to eliminating obstacles by offering different opportunities, making accommodations, and
setting up suitable structures and provisions that enable every student to get the most from
their schooling and reach their fullest potential. This allows people with varying educational
requirements and skills to participate in schooling and in additional social and cultural events.
This highlights the role that assistance providers’ play in helping people overcomes obstacles
to knowledge acquisition. This is how the classroom environment of equitable schooling
affects the advancement of human growth, particularly for students who are handled
unilaterally (UNESCO, 2005).

The advantages of equitable schooling are numerous. It overcomes biased attitudes
that raise personal knowledge about rights. This helps develop a person’s self-assurance,
feelings of safety, and coping skills with both school and the community in general.
Additionally, helping to establish an inclusive society involves the implementation of
inclusive learning (Denman, 2015).

The provision of additional amenities for students with disabilities in an ordinary
school setting necessitates a significant change in the roles and duties of instructors (Forlin,
2011). In conventional institutions of learning, equitable learning practices improve the
accessibility, involvement, and accomplishments of all students, irrespective of a student's
interpersonal, financial, or ethnic origin. To assist instructors in meeting the diverse
requirements of every student, it starts by understanding the current social customs, assets,
and institutions and then modifying the course load accordingly (Zwicky, 2018 ; Dewsbury &

Brame, 2019).
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Therefore, fostering an environment in which all students are acknowledged, secure,
welcomed, and comfortable is essential to the concept of inclusive schooling. This will allow
individuals to receive appropriate assistance, nurture their gifts, and realise all of their
abilities (Hehir et al., 2016). As a result, educators must adjust their subject matter and
delivery strategies. In addition to utilising a range of instructional tools and resources,
schools change and revise their teaching methods to accommodate students with different
needs in the areas of managing the classroom (Hofman & Kilimo, 2014).

In simple terms, inclusive environments modify the environment to suit every
student’s requirements instead of trying to fit them into the pre-existing framework of the
education system. This transformation in perspective occurs when one moves from an
inclusive learning environment to an integrated educational environment, from exceptional
learning to an integrated standard environment (Porter & Canada, 2016).

The distinct particular education system, which was deemed ineffective and

incompatible with the freedom of individual views, provided justification for the paradigm
change towards inclusive education. Additional justifications for the necessity of shifting the
educational system from integration to inclusion included rigid instruction, the method of
instruction and instruction, and the material layout of typical classrooms (Florian, 2019).
The national and worldwide educational industries are currently facing substantial and
difficult difficulties related to general education implemented in conventional classrooms. All
nations have a problem of maintaining high standards for learning, which calls for qualified
and dedicated educators (Porter & Canada, 2016).

Guarantee that in-service instructors have the skills to teach successfully in traditional
schools with students who have a variety of educational desires; educational institutes must

widely implement this solution. In other words, this indicates that teachers are available for
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real life, that workers have faith in them, and that these individuals possess the necessary
expertise to be trained in methods of inclusive learning (Sharma & Michael, 2017).

Instructors who have an optimistic perspective on impairment and inclusiveness are
better at modifying their settings and instructional strategies to better serve students with a
range of demands (Sharma, 2018). Regarding Sharma’s perspective, this is the reason why
professionals who participate in inclusion and handicap education initiatives greatly influence
the viewpoints of future educators at the start of a programme to teach. Since classrooms are
becoming broader, educational processes must align with a comprehensive ecosystem ( Fatia
& Kurniawati, 2019 ; Collins et al., 2021).

One of the key concepts that clarifies the primary distinction between equitable
schooling and separated learning is the ecosystem of inclusiveness. This idea is that instead
of concentrating only on the deficiencies of specific students, educational institutions should
also consider ambient elements like normal interactions in the classroom (Kurz & Paul,
2005).

To give all children, irrespective of their origins or developmental phases, equitable
schooling opportunities to attain maximum achievement both academically and socially,
educational institutions have an obligation to guarantee ecological, curricular, and teaching
adaptations (Debasu & Yitayew, 2024 ; Lenzer et al., 2024).. This means that the key topic to
consider is not just how to design inclusive education facilities but also how to do so after
establishing a foundation with information for designing successful educational programmes

(Genovesi et al., 2024) .

Transforming physical surroundings, building traditions, and enforcing regulations are
all part of an inclusive learning strategy. The goal of each of these operations’ methods
within the school system is to address the diverse community members (Uchem et al., 2014).

Thus, additional instruction for teachers can increase the need for prospective teachers, which
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is crucial for the effective delivery of inclusive learning (Dalton et al., 2012). Based on the
pledge and ratification of the human rights ideas given, this served as the basis for the
establishment of equitable education and the present global approach to implementing the

principles of comprehensive learning worldwide (Mc Conkey, 2021).

Consequently, the goal of inclusive teaching and learning has improved morale and
teamwork in institutions and significantly enhanced teachers’ on-going career development
and happiness at work (G. L. Porter & Canada, 2016). Diversification lessons are crucial
components of accessible education for educators in schools and colleges. This affords
trainees the opportunity to concentrate on key skills in each subject area, accommodate their
preferences, and have multiple learning opportunities in a setting where individualised
attention is customary for all students (Genovesi et al., 2024).

Decreasing discrimination among and within higher education, as well as increasing
involvement in education, societies, and cultures, are all part of the process of recognising
and meeting the diverse needs of all learners (Santiago, 2020). This is known as inclusion.
Changes and adaptations in content, techniques, structures and tactics are included, along
with a shared vision that encompasses all children within the appropriate age range and the
belief that the regular system should be responsible for educating all children. Providing
suitable answers to a wide range of learning requirements in official and community school
environments is the focus of inclusiveness (Kavua, 2022).

All-inclusive schooling is a method that focuses on ways to adapt schools as well as
additional instructional environments to be able to respond to the variety of students, as
opposed to being a peripheral concern about how certain students may be included in
traditional schooling. It seeks to empower educators and students to embrace variety and
view it as an opportunity to enhance the classroom rather than seeing it as a source of

difficulty (Woodcock et al., 2022) .  While inclusiveness focuses on giving individuals with

4/



disabilities—physical, psychological, social, or otherwise—equal chances to participate in
ordinary schooling, it also allows for personal decision-making and the provision of specific
resources and help for those who require it (MoE, 2015).

“Education should allow children to attain their highest potential in terms of
cognitive, emotional, and creative capacities,” the 2005 Global Monitoring Report stated. The
goal of an integrated educational strategy is to promote excellence in learning environments.
At numerous stages, adjustments are necessary to ensure schooling progresses to greater
excellence. Human variances and diversity merit recognition within classrooms because they
are a vital and inherent aspect of the community (Herz, 2023).

To ensure that no student is forced to decline involvement in or cooperation with an
institution, educational institutions should be capable of providing opportunities for a variety
of employment styles and tailored instruction. For a welcoming institution to be effective, it
must prioritise both structural and subject-matter adaptability and variety to provide each
student with an effective curriculum and the best possible chances for personal growth
(Ralejoe, 2021). One way to define "a school for everyone" is to prioritise each student’s
desires and needs while also being adaptable to their specific talents. Thus, a classroom for
all is a logical but distinct setting for education (Yorke et al., 2022)

According to UNESCO, 2005, as far as the growth of students is concerned, all
available studies and personal observations indicate that the optimum conditions for this are
those that foster high self-esteem and a positive self-concept—that is, those that actively and
visibly encourage genuine engagement and camaraderie. Learners do not necessarily need to
be instructed; they may acquire topical knowledge and material independently when they are
placed at the centre of the learning process (Thuranira et al., 2022 ; Gouédard et al., 2020).
Individualised adjustments can be made given the parameters of the learning environment.

Students also assist one another based on their own traits and skills. Essentially, it observes
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disparities as opportunities to grow. However, the educational outcomes that students achieve
by passing their final examinations and other numerical indicators are frequently used to
assess and quantify the standard of learning (Esteve-gonzalez, 2016 ; Dockett, S., 2019).

In some cases, privatised systems of education focus on providing good infrastructure,
technology, and facilities, aiming to assuring “comfort” to students. Therefore, these become
parameters of quality rather than “content and value” of education (Alterator et al., 2022).
However, excellence goes beyond this, encompassing an educational environment that
welcomes all students and views variety and adaptability as critical components of each
student’s growth and personal progress. To eliminate differences in the "quality" of learning
between the public and commercial infrastructures, school administrators should consider
these concerns while facilitating conversations between recipients and practitioners (Ralejoe,
2021).

Excellent schooling from a universal viewpoint emphasises the rationale of ensuring
that educational opportunities help individuals and organisations integrate successfully into
the community at large. Excellent schooling seeks to maximise each student’s engagement;
thus, it must be comprehensive (Alam, 2025).

An equitable and participative community is built through teachers’ mind-sets and
understanding. The emphasis on excellent schools for more diversity necessitates developing
plans for removing or removing obstacles that prevent economically exploited or
discriminated against individuals and communities from fully participating in society
(Donders, 2021).

Including and being economical, discussing inclusiveness is challenging without
considering financial concerns. Lack of government development aid, tight national budgets,
and parents’ inability to pay for direct and indirect costs of education are commonplace.

Parents frequently have to choose between paying their children’s educational fees and
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having them earn money to support their families. Therefore, there is a chance that equitable
schooling could be viewed as excessively expensive by entities, governments, and even
parents, even if the anticipated cost to achieve equitable access to education (MoE, 2012).

On the other hand, a lot can be recovered by creating an educational system that is
more economical. A greater amount of thought must be given to the institutional structure
that governs public expenditure than has been done thus far. In order to obtain a better cost-
benefit ratio between inputs and outcomes, this requires maximising the use of facilities
(Salamanca statement, 1994).

In nations with limited resources, many affordable initiatives have been created to
provide inclusive, high-quality education. These include educational institutions with
multiple grade levels, ages, and abilities; first reading and writing in mother tongues;
training-of-trainer predicts for continuing education; connecting pre-service teachers with
educational institutions; peer-providing instruction; and turning special schools into resource
centres that offer knowledge and assistance to groups of regular educational institutions
(Awal, 2015a).

It is frequently necessary for creating successful policies and the evolution of
individual opinions and views. Such a shift is gradual and requires a thorough re-evaluation
of beliefs and role behaviours (Gedfie & Negassa, 2019). A variety of stakeholders can be
beneficial assets to enhance inclusion, including professionals, additional teachers, non-
teaching support staff, community members, school officials, programme creators,
instructional administrators, business organisations, as well as educational facilities. Some
(communities, parents, and administrators) are essential to support every step of recruitment;

they are not only useful resources (Negash, 2020).
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2.5 Special Education (Inclusion’s Roots)

Special needs education served as the foundation for modern diversity and inclusion,
which evolved from integration (UNESCO, 2020). Educational institutions have investigated
many approaches to managing students with learning challenges and children with disabilities
during the field’s growth, leading to the formation of special education institutions.
Specialised instruction may be offered separately in certain situations or as a complement to
mainstream instruction in other contexts. It is individual needs rather than uniform policy
systems (Dalgaard et al., 2022).

Separate educational institutions have been under criticism over the past few years for
being inappropriate from the perspectives of human rights and efficacy. The "integration"
strategy helped bring special education techniques to the public. The primary obstacle to
integration is the lack of modifications to the curriculum, teaching and learning methods, and
organisational structure of regular schools, which have occurred since "mainstreaming”
(Ralejoe, 2021).

As stated by Tiruneh (2019), one of the biggest obstacles to implementing an
"inclusive education policy” has been shown to be the absence of organisational
transformation. Therefore, "special needs” have been reconceived because of a modified
understanding. According to this perspective, learning outcomes are more likely to be
achieved if we acknowledge that students’ challenges are caused by the way schools are now
set up and by inflexible teaching strategies (Kaur, 2020). There is a claim that educational
institutions must adapt and enhance their instructional methods to better accommodate the
diverse range of students that they serve. This involves viewing individual variations in
students as opportunities to enhance their education rather than issues that need to be resolved

(Avram et al., 2021).
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2.6 Principles of Inclusive Education

Importantly, Schiemer (2017) guarantees that inclusive learning fulfils its primary
objective of providing comparable educational opportunities to all disabled or not; it adheres
to several criteria. The principle that students with special needs or additional learning
requirements, or those with impairments, should belong to regular schools is fundamental to
an equitable educational system. To guarantee that inclusive learning fulfils its primary
objective of providing comparable educational opportunities to all disabled or not, it adheres
to several criteria (Kiyuba & Tukur, 2014). The principle that students with special needs or
extra educational requirements, or those with impairments, should be accommodated in
regular schools is fundamental to an equitable educational system (Wanjiru, 2020 ; Winter &
O’Raw, 2010).

Depending on whether the aforementioned elements were present or absent in the
inclusive education that each stakeholder—including parents and teachers—experienced,
there tends to be variation in their experiences. As UNISCO (2010) suggested, it has
enumerated four inclusive educational aspects, one of which is the understanding of
comprehensive learning as a process, to summarise the guiding principles of inclusive
education. To provide solutions to diversity-stimulated difficulties, inclusive education
requires constant learning from differences and developing coping mechanisms (Florian,
2019). The third component is that inclusive education aims to remove obstacles; therefore,
gathering, compiling, and assessing data from many sources is necessary to inform and
enhance inclusive policy and implementation.

There is, nevertheless, more inclusiveness; we should care about every individual’s
engagement and success as much as the presence of all youngsters. The final component of
the four is that schools that are inclusive must emphasise how important it is to give equitable
opportunity by attending to the educational needs of students who run the danger of being
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marginalised, excluded, or performing below expectations (Ainscow, 2020). The methods
and degrees to which the components are combined impact how diverse and inclusive
educational approaches are adopted by those who matter, such as instructors and parents, in
varied settings (Adams et al., 2013).

2.7 Benefits of Inclusive Education

Regular schooling of the learning environment affords learners with impairments
several benefits, including social interaction with students with no impairments, exposure to
educational materials Yorke et al., (2022) similar to those most other students receive, topics
of experience from experts in the area, instructions from general education teachers with
backgrounds that differentiate greatly from those of special education teachers, and exposure
to all the pressures and anxieties that come with getting ready for, consuming, and winning or
losing state-wide inspections (Jensen, 2022).

On the other hand, Biking (2021) stated that all students benefit from inclusive
schooling by learning and developing in a setting in which they ultimately reside and work.
As the inclusion of individuals who are "different” becomes more widespread, all students
and educators acquire the qualities of cooperation, tolerance, acceptance, and patience. As
they assist their classmates with particular requirements, other students learn important
lessons about consideration, patience, and humility (Hausburg, 2022 ; Polit, 2018). Some
students with exceptional needs possess unique talents that their peers may take advantage of.
Effective inclusion benefits all parties, resulting in the greatest quality. This covers students
with and without special needs or abilities, educators in terms of improving their methods,
and wider educational settings in terms of creating a more welcoming learning environment
(Alemayehu, 2020).

Incorporating individuals with disabilities into regular education schools can yield

several benefits for learners. In comparison to a standard extracurricular school environment,
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it may usually offer a more engaging atmosphere (“rationale for and benefit of
inclusiveness,” 2004). Inclusiveness initiatives for students with disabilities enhance learning
environments and enhance engagement in educational pursuits (Salend, 2004).

It is worth noting that Rational for Inclusive Education (2004), given that typical
school students can serve as role models by facilitating interaction, social interactions, and
adaptive behaviours. For special education children, normal students in education might serve
as an example of proper social and behavioural skills in the classroom (Hofmann & Miiller,
2021). Given the high standards in normal education classrooms, this modelling occurs
frequently organically. When disabled students are separated in an environment of special
education, they frequently do not receive any kind of acceptable student modelling (Hemann,

2007).

The chance to meet new people and exchange fresh perspectives is another advantage
of inclusive schooling for students with special needs (Rational for and Advantages of
Inclusiveness) (N’jie, 2014). Youngsters who grow up in inclusive environments have more
resilient social networks than students who grow up in segmented environments, according to
the study. This is particularly relevant for students enrolled in their neighbourhood school,
where they have easier access to peers after school hours. Educators are essential for helping

these peer groups (MoE, 2012).

The creation of "a school for all” via inclusion education leads to an equitable
community where everyone wins. Improve the dignity and self-worth of students with
impairments (MoE, 2012). They have a sense of self-worth when they start forming
relationships with instructors and students in normal schooling. They have positive feelings
about themselves and their time at school, in general. As a result of learning environments

that cater to everyone, for example, students might begin to perceive themselves as unique
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individuals who can participate in some of the same opportunities and activities as their
classmates without disabilities.

The final advantage of an accessible school for a student with a disability is that it is
affordable and provides all students equal opportunity, thus advancing everyone's right to
instruction. According to MoE (2012) and Dagnew (2013), the expense of educating students
in combined schools is half that of teaching them in separate courses. This demonstrates that
including students who have impairments in ordinary schooling can be an affordable means
to alleviate some of the present budgetary constraints at a time when many educational
institutions are experiencing financial difficulties (Abebe et al., 2023). Furthermore,
advocates for inclusion have identified several advantages for students with disabilities and

their classmates without disabilities (MoE, 2012 ; Tefera & Van Engen, 2016).

These advantages for students with challenges include: encouraging more suitable
behaviour; creating greater possibilities for friendships with classmates without disabilities;
enrolling in a course for general education; raising the bar for education; creating a more
exciting atmosphere that promotes linguistic and adaptable growth in abilities; and
strengthening students’ capacity to adjust to various teaching and learning modalities
(Teklemariam, 2020). However, the advantages of inclusive education extend beyond
children with disabilities because it also extends to children without disabilities.

In addition to Peck (2017) and Zambwa et al., (2022) it is important to remember that
there are advantages for children who are not disadvantaged, such as having a connection to
extra educators who can assist every student with developing their skills, improvements in the
development of humanitarian behaviours, tolerance of students with impairments, and
understanding unique characteristics. Gaining experience as an administrator and having a
deeper awareness of the commonalities throughout various learning styles (Zambwa et al.

2022; Hunt, 2018).



These advantages involve heightening comprehension and appreciation of student
diversity, and extra support in learning environments through teachers with special needs and
their resources. While having an extra set of hands in an educational setting is always
beneficial, extracurricular faculty members’ expertise may offer valuable perspectives on
developing and implementing curricula (Andrews et al., 2021). Typically, a broad education
benefits not just the individual with a disability but also the nation within it and the wider
community. Additionally, inclusive learning must be introduced in areas where students with
disabilities are more accessible, as well as when institutions find children who are
participating in the same ways as their classmates (Hayes & Bulat, 2017a).

2.8 Inclusive Education in Developing Nations

It began as early as the 1980s; specialised schooling initiatives for children who were
handicapped led to the beginning of equal opportunity in the "United States and Europe™
(Ferguson, 2008). African nations are likewise striving to establish equitable schools as
parents, educators, political leaders, and residents attempt to prepare for the novel challenges
and possibilities of the 21% century (Winthrop, 2022).

The implementation of accessible education on an international, global, and national
level has demonstrated advancements in re-evaluating how students are organised for
educational purposes, how schools prepare for supplemental instruction, and how instructors
can adapt core instruction to accommodate students’ challenges (Hankebo, 2018).

It is important to keep in mind that the development of equitable learning did not have a
specific beginning, location, or pace while examining its various facets and important figures.
Although equitable learning has no set beginning or end, its motions differ per nation
depending on circumstances and initial requirements (Version & Boer, 2015).

A change in focus from merely attempting to fit the child into typical environments to

providing additional assistance for their unique needs or impairments and fostering their
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general growth in the best possible environment is known as welcoming instruction (Al-
Shammari et al., 2019).

As illustrated by Mesfin & Teferra (2021), the historical context of special schools,
originally founded by evangelists abroad, has provided instruction to students with evident
sensory impairments, such as eyesight and hearing, for the past forty years. Nevertheless,
those few unique schools have only been able to accept a small number of students, and their
enrolment potential has remained restricted. In the late 1980s, Kokebe Tsibeha Elementary
school in Addis Ababa, Ethiopia, opened special courses for students with mental illness.
Since then, distinct ordinary learning environments have seen the emergence of special
courses for students with developmental disorders (Schiemer, 2017). Numerous students with
literacy, visual appeal, and sensory problems, mild intellectual disabilities, behavioural
problems, motor disorders (including outbreaks of polio and other neurological in nature
issues), special needs education, and various other disabilities attend regular schools
alongside students without first handicaps (Schiemer, 2017; Abiodun & Prof, 2021).

On the other hand, Burningham et al., (2024) noted that the educational system has
never provided an admissions service that assesses students at the moment of admission to
assist in identifying those who require more support, and schools were not equipped to offer
the services required to meet the requirements of students. As a result, it appears that most of
these students lack any assistance with their schooling. Students are doomed to drop out of
education shortly with no achievement because they frequently struggle academically and
psychologically (Mitiku et al., 2014).

Likewise, UNESCO (2008) emphasised that a broad movement for equitable
educational opportunities has emerged in the last few decades, with the aim of encompassing
students with disabilities in ordinary classroom environments. In addition to the

aforementioned statement, UNESCO (2015) stated that children with intellectual disabilities
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and those with sight and hearing impairments now have many more special classes available
in conventional school settings because of this effort. Public discussion and dialogue among
participants, specialists, exclusive instructors at schools, rehabilitation programmes for
community workers, and non-governmental organisations have been sparked by the current
movement that supports the concept of inclusion as opposed to distinguished educational
opportunities (Yitayih, 2018).

In the same way MoE (2016) starts up, generally speaking, Ethiopian students with
impairments appear to have five distinct schooling experiences: special day schools, which
are daytime institutions for students with similar difficulties; specialised boarding
institutions, which are accommodations where students with similar impairments spend the
day alongside and spend their nights separately; Special courses are classrooms in which
students with disabilities are placed in regular educational settings; inclusive schools are
regular schools in which students with impairments are placed either entirely or partially in
regular classes with students without difficulties; and consistently, education institutions are
conventional schools in which students with disabilities who have not yet been diagnosed
join normal learning with others (MoE, 2012; Tonegawa, 2019 ; Beadle-brown et al., 2019).

According to Mupa & Chinooneka (2015) sought to offer the required learning
resources, including pedagogical backup assistance, in the first four categories of delivery of
education, have attempted to address the children's particular requirements. However, most of
these institutions struggle with overcrowding, a lack of resources for specialised training,
insufficient infrastructure, and a lack of specialised education-trained staff (Hayes & Bulat,
2017a).

There is a significant issue with budgetary limits that inclusive colleges and special
education programmes report, both of which depend on government funding. The condition

for students with concealed or undiscovered impairments who attend ordinary school courses
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alongside their classmates without impairments who do not receive special educational
assistance is much worse. As previously mentioned, there is a very low enrolment rate of
disabled children in Ethiopian government educational institutions and programmes
(Burningham et al., 2024).

According to Srivastava et al., (2015) the primary goals of inclusive learning
programmes are to close achievement disparities and uphold the rights of students with
disabilities and special needs. According to the "Salamanca statement™ (1994), the "Dakar
framework for action™ World Education Forum (2000), and the rights of individuals with
disabilities Degener (2024) asserted that students with disabilities and special needs must
receive a comprehensive education that includes complementary primary and secondary
schooling in a neighbouring home environment school.

Additionally, EFA (2003) ; Tesemma (2011), justify the implementation of inclusive
learning as crucial because, of the approximately 150 million students who make up the total
number of individuals with impairments, 80% live in developing regions, such as Africa, and
only 2% receive assistance and are engaged in learning. Recent investigations conducted in
Africa revealed that in 2015, 61 million people did not benefit from the free elementary
school programme, which was part of the "Millennium Development Goal." Of those
individuals, one-third were children with disabilities (Mitchell, 2017).

Along those lines, McDonald et al., (2012) stressed that because of societal
constraints stemming from culture and attitudes, the majority of students in underdeveloped
countries who have special needs and disabilities still face a life of marginalisation and
separateness. This is pending the start of initiatives by teachers, parents, and politicians to
pool resources and work cooperatively to establish welcoming educational settings and

equitable opportunities for socially excluded groups (Pluralism et al., 2018).
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Another study carried out in Africa by "World Vision International” Abawi, (2013)
2UNISCO (2018) claimed that special needs/inclusive methods of instruction had been
developed for teacher training, school facilities, curriculum creation, and materials for
instruction support services to facilitate the educational system’s suitability for those who
were excluded and differentiated in nations like Burkina Faso, Ethiopia, Gambia, Ghana,
Niger, and the Republic of Rwanda.

The difficulties in implementing equitable educational opportunities in
underdeveloped nations include poor programmes for educating teachers, a dearth of
pertinent research data, poor resources and supplies, improper assistance services, and
inefficient tactics and guidelines (Pluralism et al., 2018).

As Mokaleng & Mowes (2020) emphasised, the persistent obstacles that cause
conflicts among educational institutions regarding equitable educational practice s include the
unwavering refusal to embrace inclusive education trends in developing nations, rigid
educational policies and methods, and the belief that someone’s impairment is the result of
past actions and that it is the hand of God (Sharma & Michael, 2017). The consequences of
unstable politics and economic challenges are obstacles to the successful adoption of
inclusive education practices in developing nations, particularly those in the southern Sahara
(Charema, 2010). While there are certain benefits to the adoption of equitable schooling in
Ethiopia, there are also drawbacks, including a lack of knowledge, dedication, and teamwork,
which makes it difficult to ensure the successful execution of inclusive education.
Additionally, according to Mitiku et al., (2014) to maintain and effectively implement
inclusive education, organisations must collaborate more to increase monetary and physical
support and opportunities to overcome obstacles.

The fundamental issue facing the majority of emerging economies is the

predominance of large class sizes, which, when combined with teacher shortages, causes
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uncertainty about inclusive education practices and makes learners with disabilities fearful of
taking on too much work (UNICEF, 2003). Reviewing research from poor nations shows that
instructors receive relatively little time and effort (Srivastava et al., 2015). Investigations on
the implementation of inclusive schooling in underdeveloped nations are scarce (Mendoza &
Heymann, 2024).

According to Ginja & Chen (2023) instructors lack the necessary knowledge and
competency to meet the needs of students with disabilities in inclusive educational settings.
They also have improper attitudes. Once more, the emphasis of these investigations was
solely on understanding mind-sets, and abilities; they did not address the practice behaviours
of teachers receiving instruction regarding inclusive instruction, and further research in poor
nations is thus required (Mendoza & Heymann, 2024).

As stated by Cerna et al., (2021), there are variances in the setting elements based on
their progression in the delivery and achievement rate of inclusive learning. There exists a
significant disparity in the enactment rates of inclusive education in the Global South with
respect to contextual considerations. Some review their educational approaches in light of
worldwide declarations; more work on developing new plans; still others work on putting
plans into practice ; and yet others rely on the expectations of international
organisations(Kalyanpur, 2018).

The formulation of policies pertaining to the execution of equitable learning has a
significant influence; nevertheless, the execution of inclusive learning is mostly contingent
upon the transformation of education inside schools and classrooms (Ferriday & Cantali,
2020).

The biggest obstacle to the implementation of inclusive learning in underdeveloped
nations is the dearth of practitioners capable of comprehending the requirements of all

students as a result of inadequate teacher preparation and inclusive strategy executioners’
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lack of expertise (Forlin & Loreman, 2011). Another investigation’s result showed that the
greatest obstacles to the advancement of equity in education are educators’ understanding,
skills, and behaviours, and that teacher preparation should concentrate on addressing these
issues (Sharma & Michael, 2017).

Concerning Cate & Krolak-Schwerdt (2018), therefore, they highlight the importance
of educators in implementing inclusive education practice s in an efficient manner. Not only
did it highlight the many benefits of inclusive schooling for poor countries, but it also
highlighted how it allows students with disabilities and other special requirements to
participate in classroom settings and learn alongside others in an inclusive environment that
fosters mutual acceptance and compassion (Version & Boer, 2015).

To ensure high-quality instruction in inclusive educational settings, teachers’
individual behaviours and collective knowledge must be improved with deliberate attention.
To train learners to respect diversity, teacher educators must enhance their abilities in
providing a curriculum that is acceptable and using appropriate methodologies (Mwajabu &
Joseph, 2017). It can be particularly difficult in nations where there are few instructors with
broad education, and the majority lack the abilities, know-how, and viewpoints needed to fill

such a job (Sharma et al., 2013).

2.9 Ethiopia’s Education System for Children with Disabilities

As evidenced by EFA & United Nations Education (2015), there are an estimated
691,765 students with disabilities in Ethiopia; of these, only over 2,300 have been enrolled in
school and have a significant likelihood of dropping apart (MoE, 2012; UNESCO, 2012).
These figures are alarming considering that the nation has established national plans for
special needs education, incorporated principles of supporting individuals with disabilities
into its constitution, and committed to international declarations supporting the rights that

students with impairments have to access to schooling.
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Achieving "Education for All," especially for children with impairments, requires
much more than just putting students in classrooms and enforcing policies (Tesemma, 2011).
This is evident when one looks past these declarations and guidelines and considers the
realities of classrooms in elementary schools and the communities surrounding them. Actions
based on the belief that comprehensive education is about more than just access, but also
about systemic and societal changes, are necessary to achieve real inclusiveness in Ethiopia
(ILO, 2013).

The participation of individuals with disabilities in education has a long history in
Ethiopia. In the traditional education system in Ethiopia before modern education, individuals
with visual impairments participated greatly in learning and teaching spiritual education in
churches and mosques (Temesgen, 2014). The strong belief of Emperor Menelik 11 to build a
modern state in Ethiopia and strengthen to strengthen the existing political power was the
main cause for the introduction of modern education (Alemayehu, 2020).

As noted by Temesgen (2021), there is an inability and scarcity of the intellectual
establishments that were already in place to deal with the climate of political demands on a
global scale and the conviction to promote national requirements. Then, in 1908, Emperor
Menelik founded Addis Ababa’s first modern school. Ethiopia created its first special
education school during this era of modern education, although the "teacher education
programme”.

For the first time in 1917, American Mennonite missionaries established the first
special school in Ethiopia’s western region of Dambi Dolo for students with visual
impairments. In 1942, Kazanchis in Addis Ababa reopened the second special school
intended for children with visual impairments. In 1957, this school was moved to “Sebeta
Special School” (Temesgen, 2014). Subsequently, more special schools and programmes

were developed for students with disabilities. Furthermore, special schools for students with
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hearing problems were founded between 1956 and 1959 by American and foreign
missionaries (Tefera, 2014 ; Temesgen, 2021).

The earliest special education programmes were established as free public courses for
students with mild intellectual disabilities, visually impaired individuals, and hearing
impairment individuals in the late 1800s and early 1900s. Several unique classrooms have
been opened in various parts of the country. Up to 2000, the nation had 203 special courses
connected to various ordinary primary schools, based on (MoE, 2011).

Above all UNICEF (2023), alongside students with no impairments, a number of
children with various conditions have been attending regular schools, including those with
motor disorders (including those caused by polio and other neurological issues), reading and
writing challenges, low vision, hearing issues, mild developmental delays, behavioural issues,
and other issues. Issues of special needs: most of these disabled students are frequently
ignored and do not receive any extra help in their schoolwork (Tiruneh, 2019).

From the outset, foreigners founded and managed special schools and classes;
nevertheless, the Ministry of Education became fully involved in the execution after 1980.
Later, the fundamentals of special needs education were consciously implemented in
accordance with the training and education policies mandated by the "International
Convention on the Rights of the Child." Ethiopia has already adapted to provide education for
all children, especially those with particular educational requirements, in compliance with
their abilities and requirements (MoE, 2011; MoE, 2012).

The implementation of inclusive education is contingent on several requirements.
Ethiopia recognises all international agreements ratified by it as fundamental to its domestic
laws. Human rights considerations should direct that activity, according to the "United

Nations Convention on the Rights of the Child," which the Ethiopian government has
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endorsed. Considering all this, the Department of Education and Training Policy (1994)
asserted the significance of providing education to meet the diverse needs of all children.

Teacher training institutions and colleges must require prospective educators to take a
course on special needs/inclusive education for the Ministry of Education’s new “Teacher
Education System over All” (TESO) initiative to successfully implement its revamp of
teacher education. The goal of this project is to make it easier for Ethiopian schools to accept
students with impairments (Kene et al., 2021).

According to the MoE (2015), it is unknown how many students in Ethiopia have
disabilities. However, the World Health Organisation estimated in 2011 that 15% of the total
number of people in any given nation has disabilities. Approximately 5 million children
between the ages of 4 and 18 require special education, according to the over 33.5 million
school-age population. According to the WHO data from 2013 to 14, 77,850 learners had
disabilities. Of these, 42% were girls and 58% were boys who were recognised and registered
as enrolled in grades 1-12 (Schiemer, 2017).

Again, Uromi & Iboku Mazagwa (2014) identified several challenges as the causes
for the low progress made in helping students with disabilities throughout the "Education
Sectors Development Programme-Four" (ESDP-1V). These include a lack of understanding,
expertise, and dedication to putting special needs education into practice, which applies from
the government to educational institutions (MoE, 2015). The educator is the a priceless and
important educational source regarding inclusive education practices. Everyone's ability to
learn effectively depends on how well educators organise the classroom (Tesemma, 2011).

Any college that offers teacher education must come up with long-term solutions to
ensure that trainees may be assisted in gaining and demonstrating the skills required to
become certified instructors (Juvonen et al., 2019). Additionally, trainees must comprehend

that they are part of a process of inclusion that involves learning about other people; they
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must receive support in maximising educational outcomes and maintaining inclusivity; they
must comprehend the characteristics of specific impairments; they must handle this
knowledge delicately to prevent dehumanising specific students; and they must recognise the
accommodations that are available. Teachers should assist students in coping with the
exclusionary pressures they encounter and prevent them from becoming resentful or closed
off to future opportunities for inclusivity claims (Adu-Yeboah & Kwaah, 2018 ; Tesemma,
2011)

The master plan of MoE (2016) in Ethiopia, preparing teachers for special needs
education, has been a major undertaking since the 1990s. Most foreign assistance for
inclusive education and special needs education in the nation has focused specifically on such
education. The “Ethiopian Special Needs Education (SNE) Programme Strategy” emphasises
that, up until the early 1990s, the majority of special needs education teacher preparation was
provided through brief, non-governmental organisation-funded workshops that did not result
in long-lasting modifications to teaching and learning procedures. The Nazeret Teacher
Training Institute created a six-month programme in 1992-1993, with assistance from
Finland. The goal of the course was to build educators’ capacity to support currently
operating special education schools, create new specialised classes, and include more
students in regular classrooms (Osamwonyi, 2016 ; Darling-Hammond, 2010).

As explained by Kassa (2012), subsequently, the construction of the Sebeta Special
Needs Education Teacher Training Centre and financing for Addis Ababa University courses
came from Finland. Sebeta continues to provide a ten-month programme for trained
instructors. Subsequently, other ordinary colleges and schools have extended inclusion
training to all students. Admittedly, Albarracin et al., (2021) in the World Vision 2007 report
document, stressed that the number of special courses and units has increased, and therefore,

the number of students with disabilities completing school, as a consequence of Sebeta's
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training programme. However, it is unclear whether there have been comparable
advancements in the integration of students with disabilities into inclusive classrooms.

In an effort to fulfil its obligations under the special needs education programme
strategy, the Ministry of Foreign Affairs of Finland has more recently provided funding for a
project that will assist pre-service and in-service teacher education as well as the
establishment of a multi-level support system (federal, regional, district, and school levels).
Collaboration between an Ethiopian university and a Finnish institution is involved (Darling-
Hammond, 2010; Moses & Kiprop, 2020).

In terms of the report given by the MoE (2012) report, the country’s teacher training
institutes began offering introductory special needs education as a common subject in 2001,
and the practice subsequently spread to all of Ethiopia’s universities and teachers’ education
institutions. Teacher training institutes must be the starting point and a stronghold for the
implementation of genuine reforms that promote inclusiveness (Mclaren, 2013). In a general
learning environment, meeting the needs of all students—disabled or not—presents a
challenge for inclusive education. Overcoming social and attitudinal hurdles is a difficult
process that requires significant work and dedication (Negash, 2020).

Based on Zegey, 2022is (2021) stated that the training of educators should lessen the
effect of legacy in the training of educators, ensure that educational materials on
inclusiveness are less unclear and more necessary, and establish collective cultures to
embrace novel concepts to guarantee that instructors have the necessary abilities. Educators
must comprehend the fundamentals of human rights and requirements, as well as the laws
and regulations of the problems facing the nations where they work, to evolve. They must
also pay greater consideration to investigating how and exactly what to teach in educational

courses as well as in classrooms (Shimelis, 2011).
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According to Yorke et al., (2022) ; Kuppusamy et al., (2016), the main obstacles to
the implementation of inclusive learning include a lack of knowledge about impairments, an
adverse mind-set towards students with impairments, and a hardened aversion to
modification. Furthermore, there are a number of other potential sources of reluctance to
change strict school policies regarding learning environments, as well as the absence of
defined academic methodologies, a shortage of teaching resources, and insufficient funding
(Mitiku et al., 2014).

Similarly, Shimelis (2011) asserted that diverse differences in competence, which go
to cultural backgrounds and behaviour, ought to be welcomed and tolerated by educators. In
addition, Watkinson (2013) evaluated educators who must also acknowledge that all trainees
have an obligation to be recognised and treated as individuals in the classroom, ensure that
every trainee feels valued, and set high standards for each trainee while emphasising their
achievement. The main problem is that teacher educators themselves lack the skills to educate
in-service teachers about inclusion, especially in nations that are introducing inclusiveness for
the first time (Sharma et al., 2013). To effectively implement equitable educational
opportunities, the nation must work to enhance and create several prerequisites and
operations.

2.10 Ethiopian Constitution on the Right to Education

Ethiopia has supported and adopted many globally recognised declarations and policy
instruments in the field of general and special education to introduce a legal framework for
inclusive education. The comprehensive right to education derives directly from the 1948
“Universal Declaration of Human Rights”, which specifically developed it for the first time.
Article 26(1) states: “Everyone has the right to education. Education must be free, at least at

the primary and secondary levels. Elementary school classes are compulsory education.
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Technical and vocational education should be universally accessible, and higher education
should be equally accessible to all on the basis of merit.”

The 1975 Declaration on the Rights of Persons with Disabilities demands both
national and international action to guarantee the disabled’s entitlement to all offerings, allow
them to maximise their capacity, acquire skills, and speed up their integration into social
integration procedures (McGregor et al., 2023).

The Convention on the Rights of the Child, 1989, established widespread support,
free basic instruction, effective access to basic services, pre-employment education, and
recreational opportunities for children and adolescents with special needs to enable children
and adolescents to realise their full potential ability to integrate into society and develop
personally (Quennerstedt, 2013).

In the 1990 Jomtien World Conference on Education for All, the World Declaration
on Education for All (EFA) emphasised the inherent right of a child to a full cycle of primary
education and equal access to education for all, including those with special needs, in the
same setting as the 1993 Standard Rules on the Equalisation of Opportunities for Persons
with Disabilities (Sobsey, 2007).

In 1994, in Salamanca, Spain, it was declared that each child has unique
characteristics, interests, abilities, and learning needs and that "children with special
educational needs should have access to mainstream schools with child-centred pedagogy
that are capable of meeting these needs. The Salamanca Declaration also affirms that
education systems take into account the diversity of characteristics and needs of children,
which “is the most effective way to combat discriminatory attitudes, create welcoming
communities, build an inclusive society, and achieve education for all; moreover, they ensure
effective education for the majority of children and improve the efficiency and cost-

effectiveness of the entire education system” (Kuo, 2012).
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Several conventions, such as Applestein et al. (2021), the World Education Forum in
Dakar in 2000, and Gebru & Demeke (2014), have indicated that the Millennium Declaration
in 2003 and the United Nations Assembly on the Rights of Persons with Disabilities in 2006
have the potential to empower people with disabilities.

The most recent convention (UN, 2007) concerns the rights of persons with
disabilities. These conventions, as stated in the objective of the convention itself, "seek to
promote, protect, and ensure the full and equal enjoyment of all human rights and freedoms
by all persons with disabilities and to promote (United Nations, 2014). The fundamental
principles of the convention include respect for the dignity of autonomy and independence of
individuals, non-discrimination, participation, and integration into society, equality of
opportunity, access, and acceptance of the diversity of persons with disabilities. The
Convention pays special attention to the most vulnerable groups of persons with disabilities,
such as women and children, and calls on states to ensure the protection of the rights of these
groups by establishing appropriate policies and enforcement mechanisms as well as necessary
provisions (Beadle-brown et al., 2019).

2.10.1 Ethiopia’s constitutional rights

The 1995 Constitution explicitly addresses disability in Article 41 concerning
economic, social, and cultural rights: "The state shall, within its available capacity, allocate
resources to ensure the rehabilitation and support of people who are physically and mentally
disabled, the elderly, and children who are orphans.”

o According to Article 41, "Every Ethiopian national has the right to equitable
access to publicly funded social services,”
o According to Article 25, the "right to equality excludes disability in its list of

reasons not to discriminate, which does cover gender, colour, etc.”
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o According to Article 9.4, "All international agreements approved by Ethiopia
constitute an inherent element of the law of the land”.
2.11 Inclusive Education in Ethiopia

In 1994, the Ethiopian government created the Education and Training Policy (1994)
This policy states that "ensuring universal access to high-quality elementary education is not
only a right but also a guarantee of progress. “ The policy guarantees that economically
exploited groups will receive particular education support and strives to provide education to
all children without prejudice (UNESCO, 2015a). To this end, it confirms “special education
and training will be provided for people with disabilities” (Educational Structure No.3.2.9).
The policy has also underlined in one of its specific objectives that efforts will be made “to
enable both the handicapped and the gifted to learn in accordance with their potential and
need” (MoE 1994:7; Tadesse & Kenea, 2022) The policy also gave due emphasis on the
training of special educators. To this end, it stated, “teacher training for special education will
be provided in regular teacher training programmes” (Educational Structure No.3.4.11).

As Yorke et al., (2022) stated, Ethiopia adopted its Special Needs Education approach
in 2005 based on the country's educational policy; the plan's main components focused on
encouraging inclusive schools and inclusive education systems to achieve the objectives of
EFA-15 and UPEC. It listed many steps to increase educational access and emphasised the
need to provide an equitable opportunity to individuals who are considered disadvantaged,
including women, people who live in rural or semi-pastoral areas, and people with special
needs (MoE and UNICEF, 2012). The values of 1994 served as the foundation for the
proposed approach. Teacher Education Programmes and the objectives were as follows:

o Put into practice the government-endorsed worldwide standards and the

Teacher Education Programme to uphold people’s rights to instruction;
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Create and implement policies for curriculum adaptation and the
creation of support systems in schools for students with special needs;
Supports the rights of special needs students in vocational and technical
education and other higher learning establishments;

strengthen teacher preparation establishments’ special needs education
campaigns;

Ensure the availability of qualified labour and relevant materials to
educational institutions, such as schools. Along with action items and
timelines for implementing the strategy with regional education
agencies, the approach.

This would enable the creation of regional plans of action; strengthen the
capacity of regional and woreda-level stakeholders in education, develop
guidelines and curricula, train Special Needs Education educators,
establish provincial support groups, and facilitate the wider exchange of

innovative ideas.

In accordance with the federal government’s Proclamation No. 568/2008 on the rights
to employment of disabled people, individuals who experience social, economic, or cultural
discrimination due to intellectual, physical, or sensory disabilities are considered persons

with disabilities. The legislation prohibits hiring, promoting, and assigning civil servants to

positions in government departments (ILO, 2013; Assefa, 2018) .

As stated by Henok (2014), the design and construction of public buildings in
Ethiopia must be accessible to people with physical disabilities, as stated in Article 36 of
Building Proclamation No. 624/2009. Disabled people’s privileges, rights, and advantages are
often included in all of the aforementioned international conventions that Ethiopia has ratified

and national policy papers. However, other difficulties occurred during installation. The
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nation's failure to properly tackle the issue of providing universal elementary education for all
citizens. Even though several statements on disabilities have been made, they are not being
carried out well, and comprehensive education does not assist all students with disabilities
(Assefa, 2018).

Multimodal learning has long been used to help people with modest impairments,
including behavioural, emotional, and physical impairments. This type of approach has the
potential to exclude people with disabilities and special needs in additional ways if it
continues without systematically changing the environment, teaching and learning strategies,
or activities used (Yorke et al., 2022). However, inclusive education is the process of
providing education for all people through the dedication and assistance of service providers,
which equalises educational access while lowering obstacles to learning (Sharma and
Michael, 2017).

As further emphasised by EADSNE (2003), the way that equitable learning is
assumed to be practice d is mostly determined by the activities educators conduct in an
educational setting. Teachers’ actions in the classroom are determined by their training; this
training meets the demands of educators’ staff development, and the information,
observations, opinions, and outlooks that instructors have gained to adopt inclusiveness into
everyday practice are the deciding factors (Walker, 2021).

Teachers indicated areas that required training: educators’ understanding of
impairments; their attitudes towards teaching; their expectations; and their previous
experience in inclusion (Kocha & Senapathy, 2022). There are no statistically significant
differences between the number of inclusive programmes taken and classroom teachers’ self-
efficacy scale scores, but particular education teachers’ profound trust in their ability to teach
has a high impact on learning when compared with those in general education(Lindner &

Schwab, 2020).
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According to the findings of other studies, the successful implementation of inclusive
education development depends not only on teachers’ increased knowledge but also on their
dedication to considering their attitudes and views. To put it succinctly, this means that
commitment is necessary for inclusive practice in addition to knowledge because knowledge
may not always translate into classroom practice (Okongo et al., 2015).

Teacher education for inclusive practice , Roy et al., (2020), confirmed UNESCO’s
(2008) introduction as an on-going effort to deliver high-quality education for everyone while
accepting the variety in needs and abilities, gender, ethnicity, and language features. Inclusive
education eradicates all types of prejudice in the practice of learning expectations. In order to
help normal education teachers better fulfil the needs of including trainees with disabilities,
sufficient training on the features of disabilities, instructional adjustments, and fostering
teamwork and cooperative skills among school workers would be greatly beneficial (Njui,
2017).

Therefore, educators who specialise in inclusive education must be ready to intervene
when behavioural issues arise while maintaining the stimulating atmosphere that results from
teamwork. This would make teaching a more favourable experience for new instructors and
support the preservation of a more positive perception of the teaching profession (Kocoglu et
al., 2016). Maintaining and expanding equitable educational practices The teacher education
college in charge of pre-service teachers entering the teaching profession should be
knowledgeable about fostering accessible learning environments and addressing social justice
concerns, such as those involving respect, legal services, and equality (EADSEN, 2006).

The "European Agency for Inclusive Teacher Education” stated that in order to enable
high-quality inclusive education, training in inclusive education for all educators and
assistance with systems set up to encourage inclusion are necessary (EATEI, 2006).

According to Park et al., (2016) stated that to put the concept of inclusive education into
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reality, teacher preparation should focus on a diverse educational topic covered in a teacher
preparation course. It should also incorporate specialised professional experience and create a
well-organised curriculum of lessons and activities. This helps future educators gain the
expertise and expertise they need to work with students with disabilities in inclusive
classrooms by providing them with opportunities to work together with college major
customers like teachers, support teachers, and teacher aides (Woodcock et al., 2012).
Although the reality today is further distant than prior training programmes, they have a
considerably greater impact on learners’ perceptions and the effectiveness of inclusion
procedures (Kurz & Paul, 2005).

The impact of single subject implementation outcomes on trainee behaviour is a topic
of conflicting research findings. A basic inclusive education course is offered in most teacher
preparation programmes at colleges (Cabanova & Integracyjnej, 2019). Pre-teachers’
perspectives and competence have improved as a result of receiving this comprehensive
introductory training (Krtkova et al., 2023).

Mandatory topics that deal with inclusive education bring about behavioural changes
that have a positive influence on a person’s comfort level, empathy, decision-making,
uncertainty, fear avoidance, coping mechanisms, and confidence. Additional research
corroborating similar notions showed a statistically significant correlation between the
offering of an introduction course and teacher educators' attitudes towards inclusion and their
understanding of trainees with impairments. The explanation explains why educators with
greater experience have more optimistic outlooks (Ferriday & Cantali, 2020).

Contrary to popular belief, additional research revealed that offering one-year teacher
preparation programmes had very little effect on instructors' views towards inclusion, even
when they adhered to a brief introductory inclusive curriculum (Nuttall, 2016). Furthermore,

Cheon et al., (2024) claimed that offering a single inclusion introduction course is insufficient
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to adequately train instructors for the range of responsibilities associated with inclusive
practice and for addressing the diversity of needs addressed in an inclusive learning
environment.

The awareness of inclusive education is expanding globally, leading to a shift in
educational policy and practice towards inclusivity (EASNIE, 2014). All trainees benefit
from the social component of education and training, which establishes the conditions
necessary for the successful inclusion of trainees with disabilities in inclusive environments
(Borg et al., 2011).

Due to their inclusiveness and high-quality education, all students benefit from this.
Providing quality education and facilitating access to education are related and mutually
supportive. Equal opportunity approaches are essential to guarantee inclusive education. To
increase accomplishment through enrolment, attendance, and academic performance of all
students, inclusive education addresses heterogeneity (Vrasmas, 2018).

To promote equitable educational opportunities, all individuals must have an
inclusive teacher status. It is important to view its practice as a group effort. When
implementing inclusive schools, various stakeholders are involved, each with specific roles
and duties. To complete access requirements for structures that support teamwork and
communication among a variety of individuals as well, as possibilities for on-going
professional development (John, 2013).

Generally speaking, trainees should grow and acquire the abilities, information, and
comprehension that provide them with self-assurance and a positive outlook so they can deal
with a variety of wants in an efficient manner. Then, to help students prepare for their future
careers, teacher education institutes must assess and enhance the design of their courses

(Khan & Intakhab, 2023).
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As stated by Gitterman (2008), collaborative classroom instruction and cooperative
problem resolution are important components of effective inclusive practice . According to
the Canadian Association for Community Living, which is a body of teacher education,
colleges should create a plan that will assist instructors in implementing equitable educational
practice s and help participants gain experience in creative teaching methods, collaborative
behaviour, and working together (Bota, 2023).

2.12 ‘Education for All’ (EFA)

The issue of inclusion has to be framed within the context of wider international
discussions around the United Nations’ agenda on “Education for All” (EFA), as stimulated
by the Jomtien Declaration of 1990. “The Salamanca Statement on Principles, Policy, and
Practice in Special Needs Education” UNISCO (2010) provides a framework for developing
policy and practice forward. Indeed, this statement and its accompanying framework for
action are arguably the most significant international documents that have ever appeared in
special education. It argued that regular schools with an inclusive orientation are “the most
effective means of combating discriminatory attitudes, building an inclusive society, and
achieving education for all.” Despite positive advances, an estimated 115-130 million
children still fail to go to school, notwithstanding positive advances. Over 80 million of these
children reside in Africa, and 90% reside in low- or lower-middle-income nations.

Similarly, the Ministry of Education and UNICEF (2012) found that many people
who do enrol in primary school leave before they finish elementary school. It has not been
possible to adequately address the needs of children and teenagers who are at risk of
discrimination or exclusion through current policies and initiatives. Initiatives in the past
include associations, expert instructors, and specialised classes. Although well-intentioned,
the unfavourable outcome of this distinction has often been more difficult to exclude.

Reaching the EFA and MDGs 2 within the deadlines set forth would necessitate
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unprecedented levels of intersectional and interagency cooperation across partners (MoE,
2016).

It is important to view education as a tool for promoting human growth and abilities
in all individuals, irrespective of physical obstacles. Disabilities, whether mental, physical, or
emotional, cannot serve as barriers to admission. Thus, inclusiveness entails embracing a
wide definition of education for all and attending to the range of needs of all students,
especially those who are at risk of discrimination and being excluded (Zegey, 2022in, 2008).

Everybody's right to inclusion in education, as per UNESCO, inclusion is defined as
"a dynamic strategy that recognises individual differences as possibilities for enhancing
learning rather than obstacles and responds constructively to student variety." As a result, the
shift towards inclusion is a movement with a distinct mind-set in addition to being a
technological or organisational shift. To ensure the successful implementation of inclusion,
nations must establish a set of inclusive principles and useful suggestions to direct the shift
towards inclusion-related policies in education. The inclusive ideals outlined in several
international declarations are a good starting point. Therefore, it is possible to interpret and
modify these to suit the specific circumstances of other nations. The 1948 Universal
Declaration of Human Rights, which asserts that “everybody has the right to education," is
the cornerstone of inclusive education. At the basic and primary levels, education must be

free (MoE, 2012).

2.13 Constraints on Implementing Inclusive Education

2.13.1 Lack of Parental and Community Involvement
Likewise, Beaton, M and Burke, A and Dharan, V and Galkiene, A and Kyro-
Ammala, O and Lakkala, S and Lo6fstrom, J and Maxwell (2022) defined inclusion as an
educational approach and philosophy that affords all students community belonging and

greater opportunities for academic and social success. Inclusion means ensuring that every
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student feels welcome regardless of intimidation and that their unique needs and learning
styles are considered and valued (Musa, 2019). It is clear that one of the main causes of the
lack of awareness between the home and school contexts in which inclusive education was
held was parents’ inaccurate and out-of-date contact information (Williams & Sanchez, 2013
: Muhammed, 2022).

Educational governments and schools are not the only entities responsible for
achieving the objective of providing children with particular educational needs with a good
education. To achieve this, families must work together, community and volunteer groups
must be mobilised, and the public must support the effort. According to Parveen (2018),
numerous important lessons can be learned from the experiences of nations and regions that
have made strides in providing equitable educational opportunities for children and teenagers
with particular learning requirements (Owino et al., 2018).

Seeking community engagement can help address a lack of family support, augment
in-school operations, and assist with activities. In this regard, it is important to note the
involvement of youth clubs and movements, family organisations, neighbourhood
associations, and the potential contribution of older adults and other volunteers—including
those with disabilities—to after-school and in-school applications (Salamanca, 1994).

In addition to the above statements, Salamanca (1994), the community must
determine whether a community-based effort that is started outside of it will be integrated
into on-going efforts to develop the community. It is important to provide different
community partners, such as groups that support people with disabilities and other non-
governmental organisations, with the authority to oversee the programme. Government
organisations at the municipal and federal levels should also provide financial and other

assistance as necessary.
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2.13.2 School Facilities

As Okongo et al.,, (2015) emphasised one of the greatest concerns in realising
inclusive education is the deficiency of resources to affect inclusion. Access to funding is a
key component of inclusive education. In terms of funding, support for inclusive education
should be allocated on a needs basis rather than based on the labelling and categorisation of
certain individuals (Musyoka, 2018). In addition, studies indicate that when given access to
the breadth of the general education curriculum and the appropriate support systems and
accommodations, most students learn and perform better (Maulidina, 2019). Inclusion does
not mean lowering the bar for academic performance or content in the classroom. On the
other hand, inclusion may benefit students learning and special needs or not. The objective is
to give every child the teaching they require to excel as learners and meet high standards
alongside their classmates and neighbours. Students learn and utilise the information they
receive in diverse ways (Tewoderos, 2014).

Most necessary adjustments have nothing to do with including students with special
needs. They are a component of a larger educational reform that is necessary to rise all
students’ learning attainment levels and enhance the quality and relevance of instruction. The
World Declaration on Education for All emphasised the necessity of a child-centred strategy
to guarantee every child's effective education. As highlighted by Moh. Rif’attullah &
Ciptaningrum (2024) adopted more adaptable, flexible systems that can fully address
children’s diverse needs and support inclusiveness in education as well as academic
achievement (Salamanca Statement, 1994).

The creation of a welcoming, caring, and respectful atmosphere for students is a
prerequisite for their learning. The ability to encourage learning is a crucial component of

effectiveness and inclusivity. When students are willing to move outside of their comfort
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zone to discover and express new ideas, as well as to collaborate with peers in other groups,
supportive and effective learning settings are visible (Mariga et al., 2014).

According to MoE (2012), educational institutions with strong moral missions are
both inclusive and effective. Regardless of a student’s aptitude or impairment, the goal is to
help them learn how to stay involved in the learning process. According to the Ethiopian
Education Development Roadmap (2018), although it is now widely acknowledged in the
teaching profession that all students can learn regardless of ability or disability, there are still
circumstances in which this belief cannot always be realised. These conditions can affect
students’ learning because the programme sets clear expectations for students’ learning,
requires effort from them, and arranges its resources to maximise the possibilities for student
learning (Hasan et al., 2023).

The traditional staff mix in schools is shifting because of innovative approaches taken
by schools to meet students’ learning requirements. They have engaged youth workers,
counsellors, special education instructors, and therapists in addition to classroom teachers.
Special education personnel can enhance and expand the abilities of educators and other
individuals who work in a school context to help students with special needs (MoE, 2012).

Students with disabilities in public schools, particularly those in impoverished or
urban areas, sometimes struggle to navigate conventional learning environments because of
the high expense of making necessary modifications, even though the ‘Individuals with
Disabilities Education Act’ (IDEA) requires that they be taught in the least restrictive setting
possible. Attitude barriers and a lack of ability to execute inclusive practices and techniques
are the main obstacles that prevent instructors from teaching compassionately (Sharma &
Michael, 2017). Furthermore, most secondary school teachers reported having little
understanding of pedagogy and psychological topics. They believed that "chalk and talk"

methods of instruction were the foundation of secondary school curricula and exam-driven
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instructors. Secondary educators often lack pedagogical competence or are unwilling to admit
it. If teachers had not realised this, they would not have looked for or welcomed opportunities
to gain new knowledge (Sharma & & Kumar, 2019).

2.13.3 School Management

Accordingly, Salamanca’s 1994 statement argued that if granted the requisite power
and sufficient training, local administrators and school heads can significantly contribute to
improving schools’ responsiveness to students with special educational needs. They should
be asked to create more adaptable management practice s, reorganise educational materials,
expand learning opportunities, organise peer-to-peer support, assist students who are having
problems and cultivate strong links with the community and parents. The creation of
productive collaborative environments to satisfy the requirements of students, as well as the
continual and creative engagement of teachers and staff, are essential components of
excellent school administration (Logofatu, M. et al., 2020).

Similarly, the Salamanca conference (1994) gave emphasis that school heads have a
special responsibility in promoting positive attitudes throughout the school community and in
arranging for effective cooperation between class teachers and support staff. Appropriate
arrangements for support and the exact role played by various partners in the educational
process should be decided through consultation and negotiation (Salamanca statement, 1994).
Although Nigeria passed an inclusive education policy in 2008, the country still faces
socioeconomic challenges, insufficient money, infrastructure shortage, teacher preparation
for inclusive teaching methods, and organisational issues in schools (Melaku, 2018). Many
educational institutions have dilapidated buildings lacking labs, library resources and other
support services (Biswas, 2021 ; Meremikwu & Ibok, 2020 ; Akanmu & Isiaka, 2016).

In contrast, there are significant obstacles to inclusive schooling in Uganda. These

include a lack of accessibility devices, insufficient instruction for educators in inclusive
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methods, inadequate funding, and negative cultural views towards disability. These factors
dissuade learning institutions from allocating resources to equitable education (Abimanyi-
Ochom, J., & Mannan, 2014)

To successfully address students’ educational requirements and eliminate obstacles to
implementing the concept of inclusive education, schools must establish mechanisms for
inclusive methods. The term "adapting the school procedures” refers to changing the overall
school climate to promote an environment free of obstacles for education (Fullan, 2015).
Also Effective inclusion is impacted by inadequate facilities (Parveen, 2018).

The creation of a welcoming, caring, and respectful atmosphere for students is a
prerequisite for their learning (Kern & Wehmeyer, 2021). The ability to encourage learning is
a crucial component of effectiveness and inclusivity. When students are prepared to step
outside of their comfort zone to explore and communicate new ideas, as well as to collaborate
with peers in other groups, encouraging and effective educational circumstances are visible,
to take on assistant or managerial duties, as well as more individual accountability for
controlling their learning (Hankebo, 2018).

Furthermore, well-established learning environments should support teaching
collaboration, the employment of teaching assistants, specialists, or trained employees, and
provide greater freedom in terms of changing the size and makeup of instructional groups
throughout the school setting (Alzahrani, 2020). The largest obstacle to inclusiveness
appears to be educators who either try to avoid planning and teaching for variety because it
takes a longer period to prepare lessons or who do not know how to do so (Tefera & Van
Engen, 2016). More varied access to learning materials is required for teachers. Even in the
case of an outcome-based curriculum, external tests may still play a significant role in the
programme of study. Looking at superficial activities, school management (Sharma &

Kumar, 2019).
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2.13.4 Educational Policies

All people should have access to education, as it is one of their fundamental rights.
For all people, including those with disabilities, McLeod (2018), it is a means of achieving
success in both life and the workplace. Individuals with disabilities are entitled to educational
services because they are members of a particular society and humans. Thus, the concern of
providing equal access and opportunities for students with disabilities across all educational
levels has garnered the interest of many parties (Tefera, 2014). Providing for the preparation
of instructors to instruct all students is a crucial component of equitable education (Leider et
al., 2021).

The achievement of inclusion is contingent on educators who are capable change
agents who possess the values, expertise, and mind-set necessary for each child to thrive.
School systems are rapidly shifting from recognising problems with children to recognising
impediments to learning, despite variances in expectations for educators and qualifications
(Hayes & Bulat, 2017b). In order to fully implement this change, the educational system must
provide opportunities for professional development and instruction for teachers that challenge
the long-held belief that some students are flawed, unable to succeed in gaining knowledge,
or incompetent (UNESCO, 2020).

““The right to inclusive education encompasses a transformation in culture, policy, and
practice in all formal and informal educational environments to accommodate the
differing requirements and identities of individual students, together with a commitment
to remove the barriers that impede that possibility. (UN 2016, 3)"’

Assuredly, Charema (2010), although in favour of diversity, contends that emerging
economies have not yet reached the stage where equitable learning is required in all
educational institutions across the board. Any educator working in conventional schools must

be prepared to teach students of diverse backgrounds, regardless of their unique
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characteristics. Every child should have access to all educational materials and other
activities related to school (Stentiford & Koutsouris, 2022). Numerous obstacles have been
identified in the way of authorities’ attempts to implement equitable schooling globally
(Parveen, 2018).

According to Shields (2018) the effectiveness of inclusive education critically
depends on government assistance and administration. The development and execution of
equitable educational programmes are complicated in the absence of policies and guidelines
(Greene, 2017). Established broad educational policies serve as a blueprint for nations to
successfully implement universal education. Countries in Africa like Ethiopia, Uganda,
Burkina Faso, South Africa, and Kenya, have enacted legislation and policies to implement
inclusive education (MoE, 2016).

Special attention should be given to the specific requirements of students and teens
who have many or severe disabilities (N’jie, 2014). Along with everyone else in the
community, they should have access to the best education available to them in order to fulfil
their dream of growing up to be as self-sufficient as possible (Kirac et al., 2022). In relation
to this right to education for students with hearing difficulties, various regulations and
declarations have been prepared and are expected to be implemented. Uniform rules
providing equal opportunity to individuals with disabilities have been established by the
United Nations (UNICEF, 2013).

Dugarova (2015) stated that the promotion of equitable participation for people with
impairments has received particular focus in the standard guidelines. To meet these needs,
measures for the provision of healthcare, rehabilitation, accessibility, employment, and
education were considered. The new ‘Convention on the Rights of Persons with Disabilities’

makes the right to education very evident.
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Secondary school principals must pledge their support for taking steps to make their
institution more comprehensive and to help the teaching staff carry out the inclusion policy in
the classroom (Costello & Boyle, 2013). Policies regarding education for students with
disabilities are becoming more stringent in Ethiopia’s government. The ‘Ethiopian Ministry
of Education’ states that the Ethiopian Constitution upholds the universal right to education
and highlights the necessity of allocating funds and aiding marginalised communities (ACPF,
2010). Specifically, the constitution (articles 41 and 91) outlines the state’s obligation to
provide the required rehabilitation and support services for individuals with disabilities.
Additionally, Ethiopia has accepted many international agreements and conventions pertinent
to inclusive education (Maclachlan et al., 2014 ; Butz & Cook, 2017).

The ‘Education and Training Policy' (1994) in Ethiopia seems to favour special
education in the current context. Apart from the provisions mentioned in the education
policy, the ‘Federal Democratic Republic of Ethiopia’ (FDRE) 1995 constitution states in
Article 90 that "policy should strive to ensure that all Ethiopians have access to public health
and education, to the degree that national resources allow" (FDRE, 2014).

In reality, very few students with special needs receive the benefits of special
education, despite efforts to create new policies for education that grant equal access to all
individuals. One of the main causes of the low enrolment of special needs students in schools
seems to be the unfavourable attitudes that society has about people with disabilities
(Tilahun, 2023).

As the "expansion of quality primary education to all citizens is not only a right but
also a guarantee for development,” educators and students must adopt a favourable mind-set
towards the incorporation of students with special needs into regular classrooms for
integration to become a reality as an effective educational practice in the Ethiopian context (

Abebe, 2014). Additionally, it guarantees that economically exploited groups will receive
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extra assistance in training, development, and policy. It also seeks to provide education to all
children without prejudice (Debela et al., 2020).

As Howgego et al., (2014) highlighted, evidence supporting inclusive education in
African nations is insufficient and dispersed. Learners with disabilities face challenges in
Africa because of inaccessible locations, unaccommodating policies, unfavourable attitudes,
biased application and admission processes, and a lack of accessibility regulations and
options(Burningham et al., 2024).

Research on the execution of policies has revealed that the capacity to perform a
policy determines its comprehension (Viennet & Pont, 2017). It is well recognised that many
development initiatives in many nations fail because of a lack of institutional capacity to
perform and maintain policy practices. The ability to carry out policy functions, resolve
issues, and establish and achieve policy goals is the standard definition of capability (Hehir et
al., 2016; Bell & Stevenson, 2015).

2.13.5 Teacher Gender Factors

To create a more comprehensive school, educator involvement is essential (Parveen,
2018). Research has indicated that the demographic characteristics of educators, including
age and gender, may impact the provision of inclusive education. Alghazo et al., (2004)
found that research in Dubai supported Loria (2010) results from Georgia on the impact of
educators’ gender on the adoption of inclusive education. Research indicates that female
instructors have a more favourable attitude towards inclusiveness compared to their male
counterparts (Boyle et al., 2013). Another research investigation conducted in Spanish
secondary schools revealed no appreciable gender differences in the practice s of inclusive
learning among teachers (Singh et al., 2020 ; Trivifio-Amigo et al., 2022).

These results, however, were at odds with studies from the United Arab Emirates and

India that claimed that instructors' sex had no appreciable impact on the adoption of inclusive
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education Bibiana et al., (2020) ; Wangio (2014) ; Awal ( 2015b) ; Costello & Boyle (2013)
investigated "secondary school teachers' attitudes towards inclusive education.” The study
found no difference in the attitudes of male and female teachers.

As evidenced by Majoko et al., (2018) in studies conducted in South Africa, the
gender of the head teacher had no bearing on how inclusive education was run because both
genders were adept at managing inclusive institutions. However, another South African study
found that female instructors were favoured over male teachers when dealing with students at
lower levels who frequently weep and relieve each other during class (Mashiya, 2014 ;
Wangio, 2014).

Studies conducted in Kenya demonstrated that gender imbalances in head teacher and
educator arrangements negatively impacted inclusion because male teachers were less
accepting of inclusive education than female teachers, which hindered the enrolment of
students with special needs in regular schools (Emily & Mclaughlin, 2014). Similarly, Kaur's
(2020) study of a secondary school in India found that male and female teachers’ attitudes
towards inclusive education were better; hence, females were better.

In contrast, in terms of teacher attitudes and knowledge (feelings), men have a better
significance difference than women in the implementation of inclusive education (Parveen,
2018). In contrast, studies in Pakistan by Imran et al., (2024) and in Kosovo by Uka (2024)
showed that there was no significant difference between male and female primary school
teachers’ attitudes towards inclusive school students. Nazim et al. (2023) similarly found that
gender had no effect on teachers’ attitudes.

Research findings by McKay (2016) in North Florida and Loria (2010) in Georgia
revealed that older instructors had a more unfavourable attitude towards inclusion than

younger teachers, which had an impact on the implementation of inclusive education.
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However, research from the UAE has revealed that the age of instructors had no bearing
whatsoever on inclusive education strategies used (Dukmak, 2013;Wangio, 2014a).

Research conducted in Zululand, South Africa, revealed that the age of instructors
impacted inclusive education adoption. Older teachers were shown to be less able to adapt to
new teaching techniques; hence, it was deemed prudent to exclude them from the inclusive
system (Chitiyo et al., 2020). This was in contrast to research in Tanzania and Kenya, which
showed that more experienced educators were more adept at implementing inclusive
education than less experienced educators (Patrick, 2013 ; Hofman & Kilimo, 2014;Wangio,
2014a).

On the same path, Okech et al.,(2021) confirmed that the successful implementation
of inclusive education also involves the use of effective teaching practice s (such as creating
instructional adaptations) to meet the needs of students with disabilities (Kocha & Senapathy,
2022). Other factors contributing to this success include a favourable mind set towards
inclusive education, successful educational procedures, and adequate teacher knowledge of
inclusion. The majority of mainstream administrators’ and teachers' attitudes regarding
inclusion were frequently unfavourable, despite the fact that role practice , teacher
understanding, and mind-sets are considered essential for efficacious inclusiveness
(Alhassan, 2014).

Research conducted in Hadiya, Ethiopia, revealed issues with the attitudes, skills, and
abilities of educators, as well as how inclusive programmes are run in schools. According to
Ludago (2020), more recent research has revealed that many children with disabilities do not
always benefit from inclusive education; this is due to a lack of specialised instructional
abilities, unfavourable teacher attitudes, and a lack of awareness of inclusion on the part of
school administrators. Mintesinot (2018), strongly acknowledged the inflexibility of school

curricula and the absence of frequent in-service training opportunities for educators, which
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impeded innovative efforts for inclusive programming and included principals’ lack of
support. In addition to the teacher’s gender, it was found that male teachers tended to be more
negative than female teachers.

2.13.6  Teachers’ Teaching Experiences

The adoption of inclusive education by instructors is influenced by their experience
working with students with special needs. Research conducted in the United States by the
‘Centre for Personnel Studies in Special Education’ revealed that more experienced teachers
were better at identifying and forecasting learning obstacles that helped students with
disabilities overcome such obstacles (Brownell et al., 2011). Additional research revealed that
teachers with less than six years of experience were more accepting of students with physical
limitations, whereas those with six to ten years of experience revealed a decline in this
respect (Avramidis & Norwich, 2010; Wangio, 2014b; Awal, 2015b).

In terms of teachers teaching experience, there are no statistically significant
differences in their attitudes (Karacabey et al., 2019; Uka, 2024). Studies conducted in
Talisay District, Division of Batangas, in Philippines; by Masongsong et al., (2023) found
that teaching experience does not significantly affect inclusive education implementation.
Instructors in larger classrooms did not significantly change their attitudes despite years of
experience working with students who required extra help (Boyle et al., 2013).

Unlike wise Wangio (2014a); Ni Bhroin & King (2020) teachers, older teachers had a
negative attitude towards inclusive teaching. In addition, teachers who were teaching in
secondary schools had less favour than those who were teaching in primary schools. This is
all in all factors: a lack of pre-service and in-service training and policies were the main
barriers to implementing inclusive education. Inconsistently, Costello and Boyle (2013)
investigated statistically significant differences in the attitudes of teachers who have more or

less experience. More experienced teachers preferred inclusive settings.
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Research conducted in Northern Ireland revealed that less experienced educators—for
example, pre-service teachers who had little interaction with students with a variety of special
needs—were more positive about inclusion than more experienced educators. Previous
research in Dubai showed that although instructors with 12 years of experience embraced
inclusive education, those with less experience were less supportive of it (Siolou & Angelov,
2023).

According to Mokaleng & Mowes (2020) educators in Kenya with extensive
experience teaching students with special needs exhibit greater tolerance and confidence
when managing inclusive classroom environments. To create an inclusive educational
system, it is imperative to focus on teacher preparation and effectiveness (Cynthia &
Osanloo, 2014). However, secondary school teachers’ length of service was not a significant
factor influencing their attitude (Boyle et al., 2013).

Above all, Adewumi & Mosito (2019) identified that one of the major obstacles to
preventing students with disabilities from participating fully in education is the shortage of
qualified teachers. Training teachers will help them become more knowledgeable and have
better attitudes towards educating students with impairments (Ahmmed et al., 2012b).
Additional research on the fundamentals and features of inclusive assessment and Cabanova
& Integracyjnej (2019) accountability systems revealed that perceptions of particular problem
areas include inadequate teacher preparation and a lack of positive attitudes among teachers;
major challenges in teacher preparation centre on producing sufficient teachers and
developing suitable professionals (Kebede & Phasha, 2024).

The further emphasis given on the investigation’s context and the competence of
professionals in inclusive education practice revealed those teacher educators’ expertise,
skills, mind-sets and convictions are essential to enhancing inclusion and equipping them to

satisfy every student’s requirements in inclusion teaching Malle & Yehualawork (2015).
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Investigations by Able et al., (2015) revealed that the expertise, abilities, mind-sets, and
convictions of educator educators are generally regarded as critical to establishing an
inclusive classroom and its implementation, particularly for trainees with disabilities. In order
to effectively prepare lessons, assign assignments, and use communication techniques that
help them meet the needs and capacities of every student, teachers working in an inclusive
environment must acquire the necessary training (Munna & Kalam, 2021).

Therefore, professional educators’ expertise and skills, as well as normal classroom
teachers’ feelings and beliefs to meet diverse needs, are necessary for the effective
implementation of an inclusive education programme (Shatila, 2020). Furthermore, studies
on inclusive education practice s showed that teachers’ contributions to the implementation’s
success accounted for the majority of the success of the programme (Save the Children,
2016).

Educators in efficient and diverse schools are familiar with their students and
cognisant of their educational requirements. They can modify and implement contemporary
pedagogical information and ideas in novel ways, ensuring that every student participates in
significant learning opportunities(Florian, 2012) They evaluate their adaptations and work to
enhance their capacity to create and implement curricula and learning activities pertinent to
the needs and experiences of each child in real life (Murphy et al., 2021).

It is their responsibility to guarantee that every student has access to opportunities and
choices that allow them to engage in the entire array of programmes and services offered by
both the school and community. Furthermore, educators bear the dual burden of educating a
student body that is becoming more diverse in terms of race and language and meeting the
needs of students with special needs in ordinary classroom settings (OECD, 2013).

In a study conducted by Mosia (2014) conclusions from Lesotho indicate that

teachers’ negative views towards inclusive instruction are caused by ineffective in-service
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training, ineffective head teacher administration, time constraints between instruction, and a
lack of knowledge about effective teaching strategies for including every student with various
impairments.

In contrast, a study conducted by Zelina (2020) found that educators in Slovakia have
good perspectives on inclusive education and value working together with experts in the
classroom. The study identified a few obstacles to the implementation of equitable schooling,
such as underprivileged students’ low attendance rates and overall lack of school readiness.

Unlike some studies Galaterou & Antoniou (2017); Lindner et al. (2023), and
Saloviita (2020), which suggested that teachers’ views of inclusion vary with age, our study
showed no sex differences in teachers' attitudes towards inclusion. These findings are
consistent with those of several other studies (Chhabra, Srivastava, and Srivastava 2010).
Regardless of age or level of teaching experience, educators appear to have similar attitudes
and are eager to engage with students who have various needs (Cabanova & Integracyjnej,
2019).

There are several reasons why age-related disparities may not exist in this setting.
While older instructors draw from their depth of experience, younger teachers frequently
benefit from more extensive formal education, which enhances their readiness for inclusive
practice s (Groll et al., 2018). Conclusively, the information gained casts doubt on the notion
that educators’ direct experience with children with special needs shapes their attitudes
towards inclusion. These results add to the on-going literature review (Boitumelo et al.,
2020).

Some research, like Almalky and Alwahbi (2023); Parey (2019), indicates that
experience has a major effect, while other studies by De Boer et al., (2012) ; Boyle et al.,
(2013) reveal that teachers without experience have more favourable attitudes. The findings,

however, are consistent with those of Alnahdi et al. (2021) and Mukhopadhyay (2014), who
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reported no appreciable variations between teachers who had previously taught special
education students and those who had not.
2.13.7 Large Class Size and Inclusive Education Practice

As investigated by Tamar (2008) and Tshifura (2012) when few students are
available, teachers accept an inclusive curriculum. The most frequently mentioned obstacle to
establishing a productive, inclusive learning environment in the educational setting is the size
of the class (Froese-germain et al., 2012). This is one of the main obstacles to inclusive
education, according to many instructors. "It can be challenging to care for all abilities if the
class size is too high and there are many youngsters who require particular attention."”
Regarding the number of students, the subtheme that surfaced challenged every student and
satisfyed their requirements. "Providing challenges for more intelligent students while
serving everyone." Large learning environments were considered the most challenging barrier
to the successful administration of inclusion, according to a study conducted in South Africa
by (Swart et al., 2002).

Avramidis & Norwich (2010) discovered that 35% of English instructors concur that
when students with impairments are integrated into regular classrooms, fewer than 20
students is the appropriate number of students. Other research has revealed that teachers’
exposure to students with special needs, regardless of the severity of the need, improves their
ability to manage inclusiveness (Mambo, 2011).

Many classroom procedures, such as categorisation strategies, routine environments,
disciplinary measures, teacher-student interaction, atmosphere, and particular educational
requirements, are impacted by the total number of students or class size (Evans et al., 2009).
Furthermore, as class numbers increase, teachers' alternatives to using their toolkit of
pedagogical skills become increasingly constrained. Larger numbers of students are more

challenging to oversee, grade, and provide insightful feedback than smaller students. Larger
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class sizes require more time for extracurricular activities and accountability (Pedder, 2006 ;
Sowell, 2013).

Siegle et al., (2014) confirmed that as class sizes increase, teachers find it more
challenging to maintain the required pace, depth, and breadth of curriculum content. Greater
class sizes led to an increase in unsupervised seatwork and a decrease in students’ focus.
Teachers and students converse more socially in smaller courses. Finally, there is a decrease
in off-task behaviour among learners enrolled in smaller courses (Pedder, 2006 ; Sowell,
2013).

2.13.8 Attitudinal Barriers in Ethiopia

The United Nations (2017) stressed that throughout an entire nation or even a
geographical area; views regarding being disabled are not always the same. Beliefs in
disabilities can differ across various categories or people and the broader community, as well
as within local households and communities (Sharma, 2018). Ideas, mind-sets, and
information about disabilities are becoming less prevalent in Ethiopia. These constructs or
beliefs cause disability. Uninformed and callous media coverage reinforces unfavourable
opinions. Laws and policies that reinforce discrimination and phobias may reinforce negative
stereotypes about people with disabilities (ILO, 2013; lyassu & Mckinnon, 2021).

Okech et al., (2021) stated that a person’s attitude is a fundamental and essential
component of their life endeavours. Sensations, preferences, dissatisfaction, behavioural
goals, ideas, and thoughts all contribute to the state of mind (Adewumi & Mosito, 2019).
Supporting inclusive learning is only one aspect of what makes inclusive policies successful;
other factors include individuals’ views (school principals, legislators, instructors, young
professionals, educators, family members, and support providers), governing bodies,
organisations, and the mainstream media towards inclusiveness (Avramidis & Norwich, 2010

; UNICEF, 2013).
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The effective execution of inclusive education requires certain skills and expertise;
thus, it is critical to emphasise the significance of cultivating an upbeat mind set towards
educational inclusion (Edward, 2015). According to Nel et al (2016) teacher preparation,
positive attitudes and dispositions, pedagogical expertise, comprehension of various learning
requirements, and self-efficacy are all necessary for successful teacher-training. Thus, not all
educators have a positive outlook on students with special needs (Chiroodza, 2020). The
‘African Child Policy Forum’ (ACPF) found that prevalent beliefs regarding reasons for
infancy impairment include curse from one's ancestors, possession by spirits, or the mother's
guilt or promiscuity. These beliefs were based on field investigations conducted in
Cameroon, Ethiopia, Senegal, Uganda, and Zambia (ACPF, 2010).

2.13.9 Teachers, Students, and Parents’ Knowledge and Attitudes Regarding
Inclusive Education

Equilibrium schooling is a widely accepted approach to learning that reflects societal
growth patterns in many nations (Banks et al., 2015). Teachers’ individual perspectives and
emotions regarding this particular social issue are referred to as attitudes in the larger context
of equitable education, and they are crucial in fostering inclusive learning (Parveen, 2018).
This is related to the obstacles to this strategy and the achievement of it. School settings with
students who are not impaired, families of uninjured students, inadequately qualified
instructors, and a lack of specialised educational assistance are the most frequent causes of
these issues. Note that challenges and obstacles also impact achievement in special education.
This involves a lack of connection between educational institutions and families, the

condemnation of students, and educator readiness (Rapp & Corral-Granados, 2021).

The primary intricacy of educators’ perspectives on equitable learning and the
possible negative influence of teaching experiences on comprehensive education sentiments

are both significant factors. Furthermore, student mentality also controls and highlights the



need to deliver equitable learning appropriately. Practically little countrywide training or
assistance was available to educators or students to encourage a more favourable mind set

towards inclusive practice s (Dapudong, 2014).

In a study conducted by Papadakaki et al., (2022 ; Saminder Singh et al., (2023)
teachers were unsure about their understanding of the rules and regulations of equitable
learning. This insecurity might make it more difficult for them to assist diverse students.
They gave the impression that they were averse to changing their methods of instruction to
accommodate the wide range of demands of their students. This raises the possibility of a

discrepancy between the intended use of inclusive measures and their actual use.

Similarly, teachers have fewer significant knowledge and training opportunities to
deliver inclusive education (Ginja & Chen, 2023). According to research by Gedfie et al.,
(2020) and Wondim et al., (2021) on parental engagement in learning, most parents of
disabled children in the study region did not regularly monitor the activities of their children,
supervise their schoolwork schedule, or provide their students with evaluations. The same
scenario has been investigated by most parents without the necessary support system from

both teachers and parents (Sesay, 2018).

As reported by the European Agency for Special Needs and Inclusive Education
(EASNIE, 2013) students in ordinary schools might include talented students, learners who
are slow language learners, intellectually disabled students, restless students, emotionally
challenging students, and students from low socioeconomic backgrounds. A suitable
understanding of instructional techniques, sufficient teaching strategies, resources, and time
to manage the range of demands in the classroom are necessary to overcome all these

challenges facing the teaching profession (Fourie, 2016).
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To address appropriately the expected challenges in the inclusive classroom,
educators should empower with critical knowledge that is necessary for instructional
adaptation in the regular classrooms to trainees with disabilities, manage the challenging
behaviour of trainees with and without disabilities and collaborate with special needs
education teacher educators and related services providing experts (Greene, 2017; Halder,

2023).

Regretfully, a large number of currently employed educators finished their education
as educators during a period of inadequate inclusion, failing to emphasise the requisite
abilities and lacking suitable experiential learning opportunities (Lee, 2016). Likewise, there
are still notable disparities among educators among teachers who have attended other
educational institutions in the past few years (Hills & Sessoms-Penny, 2021;Maulidina,
2019). Then, to educate in a welcoming environment of learning, instructors must be
adequately prepared for the crucial role they undertake (EFA, 2003). To ensure that educators
have the necessary information, expertise, and experience to effectively implement equitable
educational programmes, educators should have opportunities for on-going students in pre-
service and during-service expert development across their initial education (Ackah-Jnr, 2020

; Onyesom & Igberaharha, 2021).

As a result, the effectiveness of on-going training initiatives is critical for maximising
the achievement of all students in inclusive learning environments. This calls for institutional
modifications to enable the widespread implementation of inclusive education that fully
values each student in the classroom(Maria, 2013). Most educators also believe that if they
possess sufficient expertise and skills in equitable learning, they will be better equipped to
deal with the challenges and opposition they encounter in the classroom (Hofman & Kilimo,

2014).

98



2.14 Major Strategies to Improve Inclusive Education

As stated by Hollenweger et al., (2015) real change requires a long-term commitment
to professional development. Practicing teachers is key to the successful implementation of
an inclusive system, and they will need time and on-going support from school stakeholders.

In modern worldwide society, education is a vital tool for resolving issues and
difficulties. In practice, it must satisfy all types of students' requirements and interests in the
expanding town. An investigation by Hay & Paulsen, (2001) revealed that a typical South
African teachers are either ill-prepared or unprepared to teach students inclusive learning
environments. Most educators are not prepared to effectively implement inclusive education
because of a lack of knowledge, skills, and training (Temesgen, 2021).

Additionally, they blamed huge class sizes, lack of facilities, lack of teacher
experience, inadequacy of training, and lack of time for their lack of preparation and
equipment in teaching integrated lessons (Handal et al., 2016). Likewise, instructors’ views
and opinions on equitable educational opportunities may become a major obstacle to student
achievement and development, as well as the effective execution of inclusive education
policies, if these views and opinions are not purposefully addressed (Temesgen, 2018).

By tackling the noted obstacles and problems, authorities and provincial education
ministries can assist teachers in their transition towards inclusion. To prepare teachers to
address the demands of a diverse classroom population, this may include offering them top-
notch professional training at the pre- and in-service levels (Ahmmed et al., 2012a ;
Engelbrecht et al., 2016). Furthermore, providing pertinent pre-service training is crucial to
foster acceptance of all students, regardless of their ability, and to put positive mind-sets
towards students with special needs. To assist teachers in successfully implementing
inclusive education, it is imperative to address challenges such as lack of facilities, time, high

class sizes, inadequate training, and teacher experience (Ludago, 2020). To allow teachers to
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effectively transition to inclusive classrooms, a coordinated effort is required to offer the
required resources, training, and support; the components that follow must be addressed
properly (Gedfie et al., 2020).

Teachers receive the necessary training, experience, and understanding to

properly implement inclusive education.

« Sufficient teacher and educational support in each circumstance, accordingly.

o Overthink adequate infrastructure, facilities, and assistive device provision.

e The possible impact of inclusive education on students who require special
education services in addition to regular students.

o Consideration should be given to large classrooms, unfavourable attitudes
towards disability, examination-oriented education systems, rigorous teaching
techniques, evaluation driven by a medical model, a lack of parent participation,
and a lack of clear national policy. It is essential to address these obstacles and
problems to assist educators in implementing inclusive education successfully
and guaranteeing that every student can engage to the fullest extent possible
(Sharma et al., 2012).

Among the main obstacles to equitable educational opportunities in Ethiopia, as
identified by Temesgen (2014) ; Assefa (2018) ; (Dagnew, 2013) are limited understanding of
the notion of disability, unfavourable attitudes towards people with disabilities, and a
hardened reluctance to change. Instructor attitudes are considered to be a critical component
of effective inclusiveness because teachers in conventional classrooms might not believe they
have the knowledge and abilities necessary to address learners with limitations.

Maria (2013); Galaterou & Antoniou (2017) contended that a teacher’s experiences
and training greatly influence their perception of inclusive education. Positive views towards

inclusion are more common among teachers who have undergone pre- and in-service training
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on the educational requirements of students with special needs. However, teachers with little
training and experience might not feel positively about inclusion. Advocates for the provision
of training, customised curricula, resources, and support in order to foster favourable attitudes
towards inclusive education (Wehbi, 2006).

To satisfy the educational requirements of children with disabilities, teachers must
possess the requisite skills and expertise. Supply of resources, equipment, and support; pre-
service and in-service training; and a flexible and accessible curriculum (Alemayehu, 2020;
Hay & Paulsen, 2001). Moreover, it underscores the need for initiatives aimed at mitigating
unfavourable attitudes towards inclusivity. For implementation to be implemented
successfully, programmes should be created to counteract negative attitudes and manage the
variables that lead to negative attitudes (Beyene & Tizazu, 2001 ; Neilson & Brink, 2008).

According to Temesgen (2021) there are several ramifications for advancing inclusive
education in Ethiopia. To successfully implement inclusive education, it first highlights the
necessity of developing positive attitudes. This suggests that it is critical to address
instructors' unfavourable views and foster an atmosphere that encourages inclusive activities.
Furthermore, it emphasises how important it is for teachers to have the highest level of
accountability for implementing inclusive education, as well as the availability of resources,
modified curricula, and training (Assefa, 2018 ; Negash, 2020).

This shows that initiatives should be taken to give educators the knowledge, tools, and
assistance they need to successfully meet the needs of children with disabilities in inclusive
environments. To successfully implement inclusion, actions can be taken to intervene in
negative attitudes and regulate elements that contribute to unfavourable attitudes. This might
involve creating focused initiatives to combat unfavourable attitudes and offer assistance to
educators. Additionally, thorough measurements are required (Meidrina et al., 2017 ; SIDA,

2014 ; Costello & Boyle, 2013 ).
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2.15 Conceptual Framework of the Study

This study intends to investigate the teacher and student levels of knowledge,
attitudes, and policy implementation of inclusive education and its practice in the secondary
schools. The reason for this is that teachers and students need to have appropriate knowledge
on the practice of inclusive education to train on the expected level to bring changes to the
attitudes and implementations of inclusive education to meet the diverse needs (Tiruneh,
2019).

Therefore, improving the degree of information that represents propensity knowledge
and attitude changes, as well as effective policy implementation, is necessary to assess the
extent of inclusive education implementation practice in secondary schools. Using
customised quantitative measures and self-assessment for every component, the application
of inclusive education and the connection between variables were investigated. To
incorporate both quantitative and qualitative data, a mixed sequential explanatory approach
was used. In this case, the more pertinent national and international scientific discoveries and
the variables under investigation were included in the literature review.

Similarly, Bronfenbrenner’s ecological model theory served as the primary foundation
for this study's theoretical framework. As a result, this inquiry considered the physical layout
of the classroom, the educational framework, the classroom size, the application of various
activities, and the use of resources in the teaching-learning process with the involvement of
teachers. The abilities, expertise and attitudes of teachers to execute inclusive education in
accordance with policy directives. These particular exercises aided in the investigation of the
degree of understanding, attitudes, and the application of policies for the efficient use of
inclusive education. This study also explored the interrelationship between each variable. The

authors have set this framework.

102



Figure 1: Conceptual framework of inclusive education development
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2.16 Chapter Summary

One of the most important aspects of education for students with diverse learning
challenges is inclusive education. The idea of inclusive education has evolved recently to
include all students who may feel excluded and vulnerable in their learning environments, not
only those with disabilities. The conversations that sparked the push for diversity in education
are examined, and an extensive summary of the value of inclusion in education is given in

this chapter. International and Ethiopian settings have been examined in relation to inclusive
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education. With particular reference to Ethiopia's adoption of inclusive education, a more

thorough analysis of the country's educational system was conducted.
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CHAPTER THREE
RESEARCH METHODOLOGY AND DESIGN

3.1 Introduction

This section filters out methods and methodological approaches. The current study
looked at secondary school inclusive education implementation practices in the Awi
Administration Zone, Amhara region, Ethiopia. In fact, the previous chapters described the
introductory and theoretical frameworks with a literature review. Similarly, the perspective of
inclusive education has been discussed in the preceding chapter. The investigation design and
research technique are presented in detail in this chapter.

In addition to demographic variables and sampling techniques, data collection
methods, research paradigm, methodology, and design, pilot studies, and research site
descriptions are included. This chapter also discusses the research's ethical concerns and the
data's consistency, reliability, and credibility. The study's underlying research objectives of
this study are presented in the following subheadings in detail.

In conclusion, this research is guided by the following questions:
1. To what extent is inclusive education practiced in secondary schools in the Awi zone?
2.  What are the constraints on inclusive education practices in secondary schools in the

Awi zone?

3. What measures have been taken in place to improve the implementation of inclusive
education in secondary schools in the Awi zone?

4. What are the knowledge, attitudes, and policy implementation of teachers and students
regarding inclusive education practice s in secondary schools in the Awi zone?

5. Is there any significant difference in the implementation of inclusive education in the

Awi zone?

EAVe)



By
v’ Teachers’ and students’ genders
v" Number of students/class size

v’ Teachers’ service years/experience/

3.2 Research Paradigm

The hypothesis states that researchers should employ a research paradigm whose
assumptions are most appropriate for the phenomena under investigation. Investigator’s
perspectives influence the investigations they choose to conduct, which are known as
research paradigms (Denzin, 2012). According to Bloom & Reenen (2013), research
paradigms are haphazard groups of logically connected presumptions, ideas, and concepts
that guide reasoning and investigation.

Researches paradigms help identify presumptions and viewpoints that shape an
investigator’s analysis of a question or study. Similarly, Leech et al., (2010) identified the
core belief frameworks that form the basis for investigation pillars of research paradigms are
ontology (the nature of reality), epistemology (the connection between the knower and the
known), and methodology (the process of study). Positivism, post-positivism, constructivism,
and critical theory are research paradigms that guide investigator’s thought process (Nugroho,
2018).

3.2.1 Positivism
The term positivism is an ideology that upholds the idea that only information that is
"factual” and derived from experience (through the senses), especially measuring, is reliable.
The sole responsibility of the person conducting the positivist study is to gather data and
analyse it objectively. In other words, the researcher conducts the study as an impartial
investigator, distancing himself from his/her views. Research results in such investigations

are often measurable and visible (Haefeli et al., 2009).



Measurable experiences that result in statistical analysis form the foundation of
positivity. As a school of thought, positivism agrees with empiricist theory, which holds that
knowledge derives from people’s experiences, according to some observations. From an
ontological and atomistic perspective, the universe is made up of distinct, visible components
and occurrences that communicate in a predictable, detectable way (Park et al., 2020). Thus
far in this study, it is important to adopt quantitative research approaches in some aspects.

3.2.2 Constructivism

This study is also grounded in constructivism in its qualitative form as a research
paradigm is grounded in people’s subjective and multifaceted worldviews and feelings
(Aalberg et al., 2012 ; De Oliveira et al., 2018). The implementation of inclusive education in
the Awi administrative zone, Amhara region of Ethiopia, was studied in relation to the
experiences, opinions, and perceptions of secondary school students and teachers.

As explained by Krauss (2015), the constructivism research paradigm holds that there
are several realities that are contingent upon a particular circumstance or environment rather
than a single reality. This study addressed the diverse understandings, implementations,
practices, and concerns of secondary school teachers in relation to inclusive education.
According to the constructivist research paradigm, reality varies among groups, peers, and
individuals, and it is a subjective experience.

This study paradigm helps clarify and comprehend the many viewpoints, experiences,
and perceptions that people have. According to Guba & Lincoln (2011) they practically used
the implementation practice s of inclusive education in secondary schools as a framework for
suggesting techniques and ideas to improve the programme's overall implementations and
practice s. In addition, the constructivist investigation paradigm’s epistemological premise is
that people create their own understanding of reality. Furthermore, Babchuk, W.A., & Badiee

(2010) stated that social factors play a major role in the creation of reality. The adoption of
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inclusive learning implementations in secondary schools is primarily a personal
responsibility.

In addition, the constructivism research paradigm uses qualitative methods as its
methodological framework for investigation (Choy, 2014). As demonstrated by Eide &
Ingstad (2011), the choice of research technique is based mostly on the study purpose and
research questions. Understanding and interpreting the meanings of phenomena assigned to
topics under consideration is the goal of the constructivist research paradigm (Guba &
Lincoln, 2011). The investigator obtains a better understanding and clarification of inclusive
learning implementations in secondary schools attributable to the constructivist research
paradigm in this case.

According to Kennedy & Kennedy (2016), the constructivism research paradigm
contends that interacting with participants in their social environment and spending time with
them is the best way to fully understand the subject under investigation. The researcher could
support the implementation of inclusive education in secondary schools in the Awi
administrative zone, Amhara regional state, Ethiopia, by applying the paradigm. This was the
study's methodology, which included collecting qualitative information through individual
interviews and non-participant observation (Gentles et al., 2015).

3.2.3 Pragmatism

In the pragmatic view, investigators maintain objectivity throughout the data
collection and analysis processes while acknowledging their opinion. In the work of scholars,
pragmatism has garnered significant support as a position for researchers using mixed
methods (Rae, 2019). Placing it in connecting philosophy and techniques, pragmatics "makes
connections between concerns at the mechanistic level of practical processes and the
intangible level of epistemological”. It is the most widely used option for investigators who

use mixed methodologies (Tashakkori et al., 2012 ; Tashakkori & Teddlie, 2010).
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Study methodologists and empirical investigators would benefit from considering and
debating pragmatism within mixed-methods study action because it provides an immediate
and helpful middle ground in terms of philosophy and methodology; offers a practical and
outcome-oriented approach to investigation that is action-based and repeatedly leads to
additional action and the removal of doubt; and provides a means of choosing approaches.

Combinations that can help investigators solve most of the study subjects
Onwuegbuzie et al., (2010) ; view pragmatism as an "approach” as opposed to a worldview.
This strategy gives researchers the flexibility to select study processes, methodologies, and
strategies that best suit their goals and objectives. combinations of techniques "here, research
is defined precisely as the category of research in which an investigator integrates or blends
quantitative and qualitative research methodologies, methods, notions, or terminology into
one investigation” (Johnson & Onwuegbuzie, 2004).

“Sometimes reality is what matters. It does not rest on a dualism
between the reality existing within the mind and reality existing outside
of it. To give the greatest knowledge of a study topic, researchers employ
qualitative as well as quantitative information in combination research”
(Creswell, 2009).

The subjective nature and realism are also not mutually exclusive. Pragmatists concur
with positive thinkers and post-positivism in their observation, measurement, and, to some
extent, understanding of individuals. They do recognise, nevertheless, that there are several
interpretations of reality rather than a single fact (1lling, 2013 ; Turyahikayo, 2014).

It is known as "inter-subjectivity," according to Morgan (2007), who also claims that
"there is no contradiction with stating the fact that there is a singular ‘actual world” and that

each human has a distinct perception of that reality." This enables researchers to consider
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research concerns from both global and micro perspectives. Investigators conducting cultural
investigations also make this claim (Pansiri, 2005 ; McCrorie, 2018).
3.3 Research Approach (Mixed Methods)

As it is well known, methodologies can be quantitative, qualitative, or mixed in
nature. To elucidate the use of a mixed approach in this study, it is necessary to define mixed
methods research. The term refers to a method that involves gathering, evaluating, and
combining qualitative and quantitative data at certain points in a study to gain a deeper
understanding of the research topic. There are several mixed-methods research designs to
select from, despite the fact that mixed-methods research is still unfavourable to many
researchers to triangulate gaps on both sides (Stephenson, 2021).

Research design tackles several facets of the research process, ranging from
philosophical presumptions to data collection and analysis, as stated by Creswell et al.,
(2016) further explained that if a design uses both quantitative and qualitative methods at
any point—during the formulation of research questions, sampling plans, methods for
gathering data, methods for conducting analysis, or conclusions—it may be classified as
mixed .

Various scholars, including Cameron (2010) have provided a typology of mixed-
methods study designs. Typologies are categorisation frameworks used to explain different
mixed-method designs. It is contended that because the typologies contain implicit
guidelines, protocols, and standards for combining data, they are crucial to effective practice.
However, Akinyode & Khan (2018) and Onwuegbuzie & Leech (2015) classified mixed-
methods designs into a three-dimensional typology that includes the following:

() The degree of mixing (completely Vs partially mixed);
(b) Timing (sequential Vs concurrent); and

(c) The methods' emphasis (equal status Vs dominating status).
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According to Shukla (2020) , typologies are needed for the following reasons:
These benefits include the following:

i. Helping establish a flexible organisational structure for the field;

ii. enhancing the credibility of the social and behavioural sciences in particular and
the field of education in general by offering examples of research designs that
differ significantly from mono-method designs;

ili. Advancing a common language for the field of mixed methods;

iv. Provide direction and guidance to researchers in designing mixed methods
studies; and

v. The potential to improve the instruction of mixed methods research courses.

However, current classifications address four core issues of mixed methods:
(@) Priority (QUAN or QUAL dominant or equal);
(b) Implementation (parallel, sequential, conversion, multilevel, or combination);
(c) Integration; and
(d) Theoretical perspective (implicit or explicit and related to purpose or research
questions).
3.4 Research Design (Sequential Explanatory Mixed Method Design)

In conducting an investigation, the research design is the plan for how to conduct
research on a certain issue. A summary of mixed-methods research is necessary before
defining a sequential mixed-method design. The term mixed refers to a method that involves
gathering, evaluating, and combining qualitative and quantitative data at a certain point in a
study to gain a deeper understanding of the research topic and its variables(Plano-Clark &
Ivankova, 2018). Given that many researchers have found mixed-methods research to be

somewhat perplexing, there are many mixed-methods research designs from which to select.
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Additionally, Boru (2018) stated that research design takes into account several
facets of the research process, ranging from data analysis to philosophical presumptions.
They further stated that a design may be deemed mixed if it incorporates quantitative and
qualitative methods at any point in the process, such as when developing research questions,
sampling plans, methods for gathering data, techniques for data analysis, or conclusions.

Authors have provided a typology of mixed-methods research designs, including
(Alivernini, 2012 ; Clark & Designing, 2009). Typologies are defined as categorisation
schemes that are employed to characterise different mixed-method designs. They contend that
the typologies are essential to successful practice because they incorporate processes, mixing

criteria, and implicit regulations.

Figure 2: Flowchart of Implementing a Mixed Sequential Explanatory Design
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3.5 Population and Sampling Techniques

A sample can be a subset of measures taken from a population that the researcher is
interested in, or it might include members of the community who are considered for
participation in the study. Shukla (2020) argued that mixed methods sampling is a research
phase that consists of three stages: conceptualisation, experiential, and inferential. The
researcher aims to create a representative sample that yields valuable data by utilising a
combination of methodologies (Carlin, 2016). It should be mentioned that sampling choices
in mixed methods are often decided before an investigation is conducted (Palinkas et al.,
2015).

In essence, mixed-method sampling is defined as a purposive sampling methodology
that includes identifying population subgroups and purposefully choosing individuals from
each segment (Taherdoost, 2018). Conversely, purposive and simple random sampling is
utilised in sequential mixed-method sampling for participant selection. The employment of a
Quan — Qual strand in this investigation was used. This indicates that the principals and
home room teacher participants were chosen from among the participants in all three schools
using purposive sampling for interviewing. Nonetheless, a straightforward and simple
random selection method was used to select the student and teacher participants.

The population for this study consists of public secondary schools in the Awi
administrative zone of the Amhara region, Ethiopia. The participants of are students,
classroom teachers, and principals. The total population of this study were secondary school
students from Chagni town Hidase secondary school, 1338 students (M = 605 and F = 733)
and teachers 128 (M = 92 and F = 36); from Dangila town Mengesha Jembere secondary
school, 2,600 (M = 1397 and F = 1203) and teachers 145 (M = 99 and F = 46); from Injibara

town Agew Midir secondary school, 2606 (M = 1383 and F = 1223); and teachers 153 (M =
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96 and F = 57), respectively. From this figure, the total population of the study was 6,544
students, and 426 teachers were included in the population.

Additionally, two from each school, for a total of six principals, were purposefully
selected. To collect data about social behaviours, systems as a whole, incidents, and
individuals during the research, a representative sample is chosen from the broader
community based on shared features. Individuals who fit specific criteria and offer pertinent
information during concentrated conversations to further comprehend the subject matter
(Delamont, 2012).

To select samples from the population, the following sampling techniques have been
utilised: First, districts were chosen purposefully; then, schools were selected, and
participants were selected using an appropriate sampling technique. The researcher's aim and
rationale for selecting the site and title were that no research studies have been conducted in
this area on the topic. Second, the researcher’s specialisation and familiarity with the zone for
best accessibility facilitate communication for data collection processes. Third, to minimise
economic and time constraints in collecting data, it would be better to minimise the area.
Using Yamane’s (1967) sample size determination formula, the researcher used the following

formula for each study site to make the sample more proportional.
1+ N(e)2

n

Where

N = designates the total population

n = designates the sample size that the researcher uses;

e = designates maximum variable or margin of error (5% or 0.05) with a 95% confidence

interval,
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1 = designates the probability of events occurring

Therefore, the required students sample size (respondents) is calculated as follows:

e Chageni Town-Hidase Secondary School n = 1338 =309
1+11338(0.05)2
. - 2606
¢ Injibara Town-Agew Midir Secondary School n = = 347

1+2606(0.05)2

2600 = 216

e Dangila Town —Mengesha Jembere Secondary School n = ————— =
1+2600(0.05)2

e For teachers as Yeman’s determining minimum returned sample size for a given
population table at the 95% confidence level, categorical data (400 population
size, 196 samples) were selected.

To illustrate briefly, the following table gives an adscription of the population and samples in

each study area.

Sample size
Population Determination
Study School Student Teacher
Site M F Total | M F Total | 3 S
=R I
0n o el <b)
Chagni Town | Hidase High
School 605 733 | 1,338 | 92 36 128 309
Injibara Agew Midir
Town Secondary school 1,383 | 1,223 | 2,606 | 96 57 145 347
Danigla Mengesha Jembere | 1,397 | 1,203 | 2,600 | 99 46 153 346
Town Secondary school
Grand Total 3,692 | 2,852 | 6,544 | 296 | 130 | 426 1001 | 196

3.6 Piloting the Instrument

To evaluate the tool and ensure that the questions were clear and would not elicit
biased replies, a pilot study of the questionnaires was carried out at one of the target schools

(Forrester, 2004). In the pilot test, 40 participants completed the questionnaire and provided
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input on how clear the questions were and how the instructions were written. As suggested by
Van Der Plas et al., (2012) the purpose of the pilot test was to enhance the questionnaire's
content validity and reliability as well as to determine how long it would take to complete.
Moreover, the testing was performed to provide an early indication of the types of
reactions that might occur. The final questionnaire draft, which was distributed to the entire
sample, was revised and reviewed based on input from the pilot test participants. Following

the pilot project, a final round of data gathering was conducted.

3.7 Data Collection Techniques

The process of obtaining research data in order to fulfil the goals and objectives of the
study is known as a data collection technique (Mertens, 2010). During the quantitative data
collection phase, standardised open-ended questionnaires and Likert scales were used to
collect data. In addition, the qualitative approach gathers data using several methods, such as
observation, videotapes, object analysis, interviews, and object demonstrations. As supported
by Rossman (2013), the study employed a mixed-methods design and utilised a combination
of structured and semi-structured questionnaires, individual interviews, non-participant
observation, document analysis, and observations during the qualitative phase.

3.7.1 Quantitative Data Collection Techniques

For the current study, a device designed to gather quantitative data served as the
study's initial step. To answer the research objectives, the quantitative portion of the study
used a questionnaire comprising closed questions based on a Likert scale and a small number
of open-ended questions (Scholtz et al., 2020). To acquire quantitative data for this study,
both teachers and students were involved. To enable participants to discuss inclusive
education implementation and practice in the study site, the questionnaire items were more
targeted, and concentrated on the research goals; it is emphasised by (Lombard & Kloppers,

2015).



3.7.1.1 Questionnaire

One of the most popular tools for gathering quantitative data is a questionnaire. As
per Taherdoost (2022) defined a questionnaire is characterised as "a document that includes
questions and other things intended to gather information suitable for analysis." The
investigator employed a survey that surfaced from the quantitative data examination to obtain
precise, dependable, and legitimate information. However, the researcher was primarily
responsible for devising the style and content of this study's questionnaire. A carefully
considered design was implemented to ensure that the survey vyielded sufficient data
(Auriacombe, 2016).

The questionnaire was designed and sent to specialists in inclusive education for
examination and evaluation. The researcher considered the constructive criticism and
suggestions obtained when completing the questionnaire. Each question included only one
idea and was phrased in a simple, straightforward, and jargon-free manner (De Vos & Segers,
2013). A questionnaire is a data collection tool that includes a series of questions and other
instructions to gather information (Abawi, 2013). The questionnaire was piloted, validated,
and cheeked before distributing the final data collection procedures. Detailed orientations for

both teachers and students were provided by the data collection assistants.

3.7.1.2 Types of Questionnaires
Only a few open-ended and mostly closed-ended questions were included in the
guantitative questionnaire. The questionnaire employed a Likert scale to answer closed-ended
questions, which precluded participants from voicing their own thoughts and instead required
them to fall into predefined groups (Van der Westhuizen et al., 2023). Conversely, the
participants were required to provide subjective answers to the open-ended questions. There
was room for the participants to write a word, phrase, or remark in response to the open-

ended questions (Creswell et al. 2016).



The researcher developed the key themes for the questionnaire, drawing from both the
current study and a review of related literature. Both closed-ended and open-ended questions
were prepared in English and translated into the “Ambharic” local language to access the
participants” mother tongue. Finally, measurement scales were administered. Hence,
participants' level of agreement was assessed using a four-point Likert scale, ranging from

strongly disagree (1), disagree (2), agree (3), and strongly agree (4).

3.7.1.3 Question Sequence
To maintain the questionnaire’s coherence, the questions were arranged topically. The
questionnaire came with a covering letter that outlined the goals of the research, asked for
participation, and included ethical declarations that guaranteed individuals' confidentiality
and gave them the option to decline participation (Creswell and Creswell, 2018).
Respondents felt that the first questions were simple and unthreatening. The questionnaire
was sequenced as follows:
I. Background information (closed questions)
I1. Knowledge of inclusive education implementation (closed questions)
I11. Attitude in inclusive education implementation (closed questions)
IV. Inclusive education policy implementation (closed questions)
3.7.1.4 Length of Questions
As indicated by Delport (2014) and De Vos & Segers (2013), there is consensus that
shorter, clearer, and more manageable questionnaires have higher response rates. A longer
and more complete questionnaire was used to guarantee that all necessary questions were
included to prevent inadequate concept representation and data collection. Therefore, the
researcher made every effort to accommodate the questionnaire length. The font size is
relaxed, unambiguous, and clear, resulting in a good outcome. The quantity and complexity

of the questions in a given questionnaire, their language and readability, and the demographic



to which it is targeted, and the method of administration all affect the quality of the data
extracted from it (Lipinski et al., 2022).
3.7.1.5 Questionnaire Distribution Protocol

In order to ensure that the participants completed the questionnaires on time, the
researcher personally scheduled time for the process of hand-delivering and collecting the
questionnaires. Initially, the researcher scheduled appointments with the principals to notify
them of the delivery dates of the questionnaires; this was supported by (Taherdoost, 2021).
On the day of administration, the researcher and assistants gathered the participants in a
single room, gave briefings, reassured them of their confidentiality, and distributed the
printed materials. Along with the number of teachers in each school, the researcher collected
data, which was subsequently sent to the administrators of the participating schools for
distribution and collection among all staff members and students. This part of the data
dissemination process requires cell phone connectivity. Nonetheless, hand-delivered surveys
have drawbacks, such as the possibility of participants misplacing the forms (van der Velden
etal., 2022).

Then, before analysing the quantitative data, it is important to first consider the
number of completed gquestionnaires and the frequency of the number of returned papers per
school. One thousand one (1001) copies of the survey questionnaires were distributed to the
student participants: 308 to Hidase, 347 to Agew Midir, and 346 to Mengesha Jembere
secondary schools. Similarly, one hundred ninety-six (196) copies were distributed to teacher
participants: 58 to Hidase, 69 to Agew Midir, and 69 to Mengesha Jembere secondary
schools.

Looking by each school respondent from Chagni town Hidase secondary school (308)
students completed the entire questioner and fifty five (55) teachers filled with 3 missed

papers. Injibara town Agew Midir secondary school had three hundred forty-five (345)
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students and sixty-three (63) teachers with 2 and 5 missed papers, respectively. Dangila town
Mengesha Jembere secondary school has three hundred forty-three (343) students and sixty-
four (64) teachers, with 3 and 5 missed papers, respectively. In total, 996 students with a 99%
response rate and 182 teachers with a 92% response rate questionnaire were analysed.

3.7.2 Qualitative Data Collection

To learn more about the participants' experiences implementing inclusive practices, the
study phase comprised the use of qualitative methodologies, such as individual interviews
and non-participant observation (Alase, 2017 ; Busetto et al., 2020)

3.7.2.1 Sole Semi-structured Interviews

When collecting data for qualitative studies, this method allows for spoken interviews
that delve into interviewees’ interactions with the researcher (Skovdal & Cornish, 2015b ;
Roberts, 2020). Semi-structured interview questions facilitated instant communication and
data collection in a one-on-one setting. During each interview, the investigator provided a
detailed explanation of the goals of the inquiry, the reasoning behind their decisions, and the
selection criteria. They were better able to understand the goals of the study as a result, and
they gained the courage to participate in a positive way by expressing their ideas, feelings,
and experiences.

According to Skovdal & Cornish (2015) the intended questions evolved from wide to
flexible and were probed to extract detailed or in-depth information. Open-ended questions
encouraged participants to express their thoughts, feelings, and observations openly.
Questions about ambiguous and succinct replies were answered with more in-depth responses
to improve completeness, perspectives, and independent thinking (Sharan et al., 2019).

Sharp inquiries revealed more details and understanding of respondents’ backgrounds,
feelings, and opinions, as well as their knowledge and responses in their many fields of work
(Porter et al., 2019). By following the guidelines for conducting interviews, the researcher
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assessed the participants’ opinions, ideas, meanings, situations, and creations of reality
(Punch & Hyde, 2011).
The following are considered to produce this:
o Audio recordings were made with the participants’ permission to capture all
the information that the researcher could have missed while taking the
notes. Every detail in the participant's responses was included in the
quotation.
o Data collection and result analysis were facilitated by note-taking.
o The researcher translated the English language into participant-spoken
languages (such as Amharic or Awigni languages).

Each interview took almost an hour. We coordinated and scheduled follow-up
meetings with the school in response to the researcher’s request for further information. This
study used semi-structured interviews to gather detailed and supporting data on secondary
school students' inclusive education practice s (Mackey, 2014). To find answers to the
challenges in implementing inclusive education, the researcher in this study employed
individual interviews in addition to describing the experiences of the participants and
providing a platform for reflection on those experiences. Principals and homeroom teachers
participated in the orientation to create an interview guide.

3.7.2.2 Non-Participant Observation

A systematic approach to documenting and collecting impressions on someone's
behaviour, activities, things, happenings, and phenomena without engaging with the
participants is known as non-participant observation (Ishtiag, 2019). Essentially, it depends
on auditory and visual cues. A qualitative study benefits greatly from observation because it
enables the researcher to observe the activities that teachers engage in the classroom,

capturing behaviour as it happens in the teachers' natural environments (Roberts, 2020).
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Through assessments at the chosen secondary school, the investigator had the
opportunity to learn about the teaching practice s of the professionals in inclusive educational
settings, how they met the various needs of students who faced obstacles to their training, and
the difficulties they encountered in doing so. Notably, throughout the sessions, there was no
communication with the educators. The investigator did nothing more than watch the teacher
engage in the phenomenon-related actions (Lodge et al., 2018). Employing various detection
methods, the investigator documented the events to learn more and comprehend the
phenomena under observation. To observe what actually happened in an actual situation
scenario, an investigator must be present at the location (Kimber & Maertens, 2023).

As stated by Creswell (2014) whenever an investigator collects records in an
unorganised or semi-organised way, using open-ended inquiries appropriate to the research
questions wants to know the answers to and makes a qualitative report of the behaviour and
activities at the study site. Describe how a researcher uses monitoring to observe and listen to
what is happening at the study site. The researcher opted for observation as a method because
it enabled to observe first-hand how inclusive instruction is implemented in a few selected
institutions.

According to Cirocki et al., (2014), being present gave the investigator access to
information on respondent attitudes, learning styles, assignment approaches, teachers, and
classroom management. Instead of using an instrument to gather information about the
strategies used by the teachers, the investigator of the present research was able to analyse
and thoroughly describe what transpired during class throughout monitoring. This was
because using a questionnaire prevented witnessing how educators use the techniques they
employ in a welcoming setting (Mirhosseini, 2020). By documenting evidence as it happened
and/or identifying unanticipated facts as it happened, the observational approach allows the

investigator to obtain direct input from those who participated.
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Kothari (2004) stated that investigators obtains evidence during an inspection by
directly monitoring the responder, gathering data on what is going on throughout the period
in question, and not asking questions. The primary benefit of observation is that, if done
correctly, it eliminates subjective bias; the information gathered is relevant to the situation at
hand; it is unaffected by past behaviour, present motives, or future attitudes; and it remains
devoid of people’s willingness to participate. As a result, it requires comparatively less active
cooperation from respondents than the questionnaire approach or conversation.

3.7.2.3 Document Analysis

The investigator carefully reviewed the school records to evaluate, critically assess, and
make decisions based on the information that was available in the paperwork to avoid any
misconceptions (Fusch et al., 2018). The verification of the information supplied by the focus
group participants and interviews was conducted via document review. Among the articles
examined were welcoming diversity policies, school policies, regulatory frameworks, and
education policies, among others.

Documents such as policy frameworks, teacher development guides, special education
guidebooks from the Ministry of Education, and legislative frameworks were evaluated.
Creswell and Creswell, J. W., & Plano Clark, (2018), on the other hand, highlighted a crucial
difference between private and public records. To make a distinction between primary and
personal documents should be distinguished including government publications (policies and
guidelines), meeting minutes, learner profiles, policies and guidelines, and personal growth
and school improvement plans. The investigator collected data for this study from primary
sources, including rules, regulations, official organisational documents, legal and personal

records, and learner files.
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3.7.3 Qualitative Research Strategies
3.7.3.1 Credibility

As O’Leary (2017) stated that credibility is more concerned with truth value or
accuracy. To ensure the research accomplished its intended goal, the methodologies and
approaches employed by the researcher were relevant to the topics under investigation
(Dawadi et al., 2021). While acknowledging the possibility of various facts, the deep
structure of the phenomena was clearly stated. Credibility is the degree to which one may
accept the veracity of reported facts and the methodological in-depth analysis of the
researcher (Bitsch, 2014).

This entails conducting the analysis in a way that raises the reliability of the data's
conclusions across time and under many circumstances. How well the researcher applies the
technique to the gathering and analysis of data, and how well he or she understands research
methodologies, will influence their credibility. According to Sanga et al., (2019) there are
three separate but connected components that make up a qualitative investigation's
credibility: a) reliable methods for conducting fieldwork that produce high-quality data that is
consistently assessed in terms of credibility issues; b) the reputation of the researcher, which
is based on their background, experience, track record, rank, and self-presentation; and c) a
philosophical conviction in the significance of qualitative study.

3.7.3.2 Transferability

According to O’Leary (2017), whether or not arguments are transferable serves as a
measure of a study’s credibility. If either the findings or the conclusions from a sample,
context, group, or both can be applied to a larger population, a new situation, or a different
group, then that is what is being considered. Transferability is demonstrated by proving that

the sample fairly represents the target population, that the participants in the sample have the
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knowledge, experience, and competence Elo et al., (2014), necessary to offer information in
that field, and that the target audience would find the topic pertinent.

Thus, by comparing the results of the new study with the other study, other
researchers can assess whether the samples accurately represented the target population and
whether they possessed the knowledge, experience, and expertise required to provide
information on the subject (Ferdinand et al., 2019).

3.7.3.3 Dependability

As it is defined by Khanna et al., (2022) defined dependability as an assessment of the
consistency and repeatability of study findings. This explains the degree of data stability over
time and in different situations. Thus, a reliability problem is internal consistency, which
means that the information obtained and the results produced or acquired remain the same
after several attempts. The investigator employs effective methodologies to consider study
subjectivities to enhance reliability and promote coherence among research findings (Polit,
2018).

3.7.3.4 Conformability

According to Polit (2018), conformability refers to the potential for mutual consensus
among persons regarding the accuracy, relevance, or importance of information. Thus, the
degree to which subjectivities are recognised and managed throughout the research process is
referred to as conformability in a research project. The key is to base judgments as much as
possible on observable occurrences that are untouched by subjective opinions, sentiments, or
personal injustices. To lessen the issue of subjectivity and ensure conformability, efforts to
detect any subjectivity must be controlled with an eye towards avoiding biasing results

(Rutberg & Bouikidis, 2018).
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3.8 Description of the research area

The description of the research area refers to the geographical site of the study. The
location of the study is where the participants live or are settled. For this study, the research
was conducted geographically in the Awi administrative zone, the Amhara regional state,
Ethiopia. The researcher selected samples from the population using simple random student
participants and purposive sample selection mechanisms for teacher participants (Glatte,
2015).

In general, Ethiopia has 12 regional states and two federal administrative towns. The
research area of this study is the Amhara region, which is one of 12 regional states. In this
region, there are 10 administrative zones with their own provinces or districts. Among these
ademistrative zones, the Agew Awi zone, which is considered the Awi subgroup of the Agaw
people, is bordered on the west by the Benishangul-Gumuz region, on the north by the North
Gondar zone, and on the east by West Gojjam. The administrative capital of the Agew Awi
Zone is Injibara. It is approximately 447 km away from the capital city of Ethiopia, Addis
Ababa, and 118 km from Bahir Dar, the capital city of the Amhara region. Other woreda-
centred towns were including Chagni, Dangila, Gimjabet, Tilili, Addis kidame, Azena,
Zigem, and Jawi. The Agaw Awi zone is relatively flat and fertile, with elevations varying

from 1,800 to 3,100 m above sea level and an average altitude of about 2,300 m.
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Figure 3: Map of the study area (Awi Administration zone, Amhara region, Ethiopia)
Figure 2: Figure by Author
3.9 Data Analysis Techniques
As per Muhammad (2016), a mixed-methods study entails gathering and examining
both quantitative and qualitative data in a single study, with an attempt to incorporate the two
methodologies at one or more points during the research procedure. The most widespread
understanding of mixed methods research, as reported by Hesse (2014) that it is a modular
procedure with parallel or sequential execution of quantitative and qualitative components.
Understanding the techniques for analysing both quantitative and qualitative data is necessary
for mixed-method data analysis. Afterwards, research projects can link, integrate, or combine
these two data analyses.
Consequently, Howitt & Cramer (2011) emphasised that quantitative and qualitative

data techniques were integrated, informed one another, and identified parallel, sequential,
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conversion, and multilevel mixed-methods data analysis. The investigator employed a
sequential explanatory mixed-data analysis approach, analysing the data during both the
QUAN and QUAL stages.

In addition to testing respondent-generated concepts, quantitative data and findings
were used. All the teachers and students at the three schools completed the quantitative
surveys. The completed surveys were examined and revised to ensure that all questions were
correctly answered and that guidelines were followed, as evidenced by (Cohen et al., 2007).
The data from the questionnaires were entered into the SPSS software. Next, the SPSS
(Version 25) software application was used to analyse the data.

In other dimensions, Speidel (2018) suggested that group discussions and audio-
recorded one-on-one interviews were the primary means of gathering qualitative data. This
strengthened and reinforced the quantitative data, in which the findings were clearly
corroborated. This study employed thematic analysis to identify categories and topics
pertinent to the research objectives and primary phenomena under investigation. Before
recording each word of the interviews, the investigator returned to the tapes several times.
The data were read many times after transcription to facilitate comprehension. The purpose of
grouping, labelling, and organising the data was to identify them based on units of
significance, then categorise and code them. Qualitative questionnaires were developed using
coded data, which were then allocated to themes and particular participant comments that
corroborated the themes (Vaismoradi et al., 2016).

Generally, qualitative data collected through semi-structured interviews and
observation checklist protocol were analysed thematically. Thematic analysis is the process
of analysing the raw data collected through interviews and observation in an attempt to
identify the necessary information from the collected data from the teachers. The themes

were developed using a deductive approach based on predetermined research questions and
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ideas. The data collected from both interviews and observations were used to explain the
quantitative data results and to substantiate interpretations of the quantitative study. Finally,
the results were interpreted by integrating the quantitative and qualitative analyses. The
following table shows the questionnaire type and its analysis techniques.

Table 1:

Data Analysis Techniques for each Research Question

Research | The type of Data | Instrument Data analysis techniques

questions

RQ1 Qualitative data | Semi-structured interview | Thematic analysis

RQ2 Qualitative data | Semi-structured interview | Thematic analysis

RQ3 Qualitative data | Semi structured interviews | Thematic analysis

RQ4 Quantitative data | Questionnaire Mean and standard deviation

RQ5 Quantitative data | Questionnaire Mean, SD, independent t-test,
and one-way ANOVA

3.9.1 Data Triangulation
Triangulation is an effective technique for investigating alternative realities and
confirming the study's topics by obtaining a thorough understanding of the event from several
angles (Vogl et al., 2019). Assertions given that until data have been triangulated, it ought not
to be given substantial attention; this claim was backed by Turner et al., (2017) who
strengthened the researcher’s understanding of the phenomenon.
3.10 Research Quality and Integrity
3.10.1 Validity Check
According to Creswell, J. W., & Plano Clark, (2018) stated that mixed methods
research enhances the validity of theoretical propositions and enables a researcher to obtain a
more comprehensive picture of the occurrence under study than is achievable with a smaller

scientific approach, which explains why the study used this approach. Moreover, validity
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refers to the degree of quality that a research study, its components, the results obtained, and
the applications derived from it can have.

According to Zaveri et al., (2016), data reliability guarantees that data consistently
and accurately represent constructions being examined, while data validity ensures that data
present constructs they intend to capture. Teachers and specialists in education,
psychologists, and local languages assessed the instrument’s face and content validity. It also
looked at the items’ exterior characteristics to determine whether they were reliable and had a
clear meaning. Validity of the instruments’ content: the study's title, goal, and research
question were attached to the questionnaires, and the researcher invited the participants to
participate ( Creswell & Creswell, 2018). They were asked to assess the degree to which the
items aligned with the study objectives, the degree to which they measured expected
behaviour, and whether the items were suitable enough to gauge the intended behaviour.
3.10.2 Reliability Check

In the quantitative phase of a mixed-methods study, validity and reliability may be
determined (Creswell, 2011) . Additionally, Hitchon et al., (2020) noted that methods such as
test-retest reliability, split-half reliability, parallel form reliability, and inter reliability can be
used to determine reliability and that evaluating content, convergent, concurrent, predictive,
and discriminant validity can be used to determine measurement validity.

According to Teddlie & Tashakkori (2012) they offer a paradigm for evaluating
validity in mixed methods research, suggesting the use of inference transferability and quality
as general terms. The researcher then tested the instruments’ dependability in a pilot study.
As Surucu & Maslakci (2020) stated, by piloting the reliability test, we can determine the
questionnaire’s reliability and, should the instrument prove to be too unreliable, whether the
questionnaire is ready for the main research or not. For each scale, Cronbach’s alpha was

determined. After conducting the pilot test and gathering data, the investigator used SPSS
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(version 25) software to calculate the reliability coefficient, also known as Cronbach’s alpha,
to assess the instrument’s dependability. The following table shows the reliability of the
questionnaire subsections:

Table 2:

Cronbach's Alpha of the Questionnaire for Subsections

Questionnaire Sections No Item Number and Alpha Level

For teachers a For students o

1. Inclusive Education Knowledge 14 74 6 71
2. Inclusive Education Attitude 13 71 12 .80
3. Inclusive Education Policy 10 12 7 12

Implementation

The internal reliability (consistency) was tested through Cronbach’s alpha, a test that
measures the consistency between all items on the scale; this is represented by the reliability
coefficient, which ranges from 0 to 1. The table above shows the outcomes generated when
conducting the Cronbach’s alpha reliability test. Reliability between 0.7 and 0.9 is preferred
and acceptable; however, reliability as low as 0.6 can be less acceptable.

3.11 Ethical Considerations
3.11.1 Permissions

As indicated, Wicks (2017), and Vogelzang et al., (2011) assert that in order to
ensure the ethical conduct of the job and protect the research design, study proposals ought to
be vetted by a body to which the researcher is attached. The University of South Africa’s
(UNISA) Research Ethics Committee granted permission to conduct this investigation
ethically. By holding the purpose of the research and the researcher’s qualification letter from
the Injibara University College of Education and Behavioural Science Department of Special

Needs and Inclusive Education, permission to carry out a study in Awi administrative zone
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secondary schools were secured, and the Awi administrative zone education bureau/office
offered permission. As soon as the approval letter was received, it was taken to the 3 selected
regular secondary schools in the Awi zone, where the researcher handed it to each school
principal.

3.11.2 Informed Consent

As stated by Doody & Bailey (2016), informed consent is one of the fundamental
tenets and legal mandates of research ethics. Before providing consent to participate in the
study, potential participants must be thoroughly informed about the research processes, risks,
and benefits (Richards & Hemphill, 2018). The goals of the study, its duration, methods,
advantages, potential risks, and pain that could arise were all described to the participants in a
meeting that the researcher called before data collection began.

According to Kenny & Fourie (2015), participants should be treated with respect
because they are volunteers. Participants were informed that their participation in the study
was entirely voluntary and that they could leave at any time if they felt unsafe. The researcher
provided each participant with a written consent form after discussing the specifics of the
study. Participants were given time to consider the full research process and sign the form;
thus, they did not feel compelled to do so. No force was used to persuade the subjects to sign
the permission form.

3.11.3 Confidentiality
Study participants’ identities must be protected, which is why confidentiality is
crucial. Qualitative researchers should behave politely and follow an ethical code of conduct,
as acknowledged by Stake & Eisele (2010), who view them as visitors to private spaces. In a
confidential, private session, the researcher and each participant discussed their
understanding, practices, concerns, and requirements regarding the implementation of
inclusive education. The discussion was conducted without the involvement of a third- party.
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According to Onwumechili (2018) to preserve confidence, private information must
be handled securely and safely. Participants were assured that all material gathered through
completed questionnaires, one-on-one interviews, observations by non-participants, and
document analysis would be handled in confidence. Participants were assured that all
physical copies of data would be securely stored in a locked filing cabinet by the researcher
and that electronic data would be retained on a password-protected computer.

3.11.4 Anonymity

Irby et al., (2010) contended that when publishing study results, participant names
must be kept secret from the wider public. It is recommended that qualitative researchers
safeguard their identities using assumed names or pseudonyms for locations and people
(Ishtiag, 2019). This study employed pseudonyms to denote the individuals and their
respective universities. In order to safeguard participants’ identities, the researcher ensured
that none of the photos or prints from the non-participant observations could be identified as
belonging to them.

3.12 Chapter Summary

In this study, an explanatory sequential mixed-methods design was employed to assess
inclusive secondary school education implementation. An explanatory sequential mixed-
methods design was chosen for this study because it is appropriate when the researcher first
quantitatively explores teachers and students’ knowledge, attitude, and practice regarding
inclusive education, followed by a qualitative method to examine the remaining objectives.
This study was conducted in the Awi administrative zone, in the Amhara region of Ethiopia.
The subjects of this study were regular secondary school teachers’ and students’ at three
schools. To gather data, a questionnaire, semi-structured interview, non-participant

observation, and document analysis were used.
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CHAPTER FOUR
DATA PRESENTATION, RESULTS AND FINDINGS
4.1 Introduction

In this chapter, the participants’ demographic information is presented in detail,
quantitative data are presented and analysed, and the same practice of qualitative data
analysis is presented. First, an output from SPSS was created using the quantitative data, and
tables were set up in sequential and mixed explanatory analyses. The quantitative results were
examined and interpreted in light of the table. Subsequently, a qualitative questionnaire was
administered to the participants to determine the major gaps and provide fresh information.
This questionnaire also served as a foundation for thematic analysis and the development of
response categories. In addition, codes were used to separate the main ideas and concerns of
the participants to identify themes in the qualitative data. English transcription and translation
of the Amharic language textual and oral qualitative data were completed.

The findings are presented and harmonised in accordance with the five research
objectives described in chapter one. Data were collected through questionnaires for
quantitative and qualitative data, semi-structured interviews, documentary reviews, and non-
participant observations. Accordingly, the purpose of this chapter is to present, analyse, and
interpret the findings of the empirical research data collected in relation to the research
questions. The presentation and analysis are based on the research objectives, namely:

e To assess the level of secondary school inclusive education implementation practice in
the Awi zone.
e« To identify the major constraints of secondary school inclusive education

implementation practice in the Awi zone.
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o To identify the level of knowledge, attitudes, and policy implementations of students
and teachers with relation to secondary school inclusive education practice s in the

Awi zone.

e To improve and tackle barriers to the implementation of inclusive education in
secondary schools in the Awi zone.
o To determine if there is a statistically significant difference in the implementation of
inclusive secondary school education in the Awi zone?
By
v" Teachers’ and students’ sex
v Class size/Number of students in class/
v' Teachers’ service years/work experience/
4.2 Participant Demographic Information

Participants’ demographic information is critical for assessing the generalizability and
applicability of research findings. In special education research, the evidence base for
interventions often lacks diversity, which raises questions about the generalizability of
findings (Robertson et al., 2017).

This study involved three purposefully selected secondary schools in the Awi
administrative zone, Amhara region, Ethiopia. These were Chagni town (Hidase secondary
school), Injibara town (Agew Midir secondary school), and Dangila town (Mengesgha
Jembere secondary school). In this scenario, both teachers and students were key
participants.

Respondents were asked to provide information on the following aspects: for students (sex,
age, grade level, and school name) and teachers (sex, age, education level, class size, (humber

of students in class), and service year (working experience). Their characteristics were
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clarified in terms of frequency percentages, tables, and descriptions. Therefore, the
demographic profile of the participants is presented in the following section.

The quantitative and qualitative findings are presented separately and then integrated
into a separate section. The results section of this study has two main sections. First, the
quantitative results, which were collected from the survey questionnaires, are presented. In
the second section, results from qualitative data obtained through semi-structured interview
guides and non-participant observation are presented. Finally, both findings were merged in
the integration section. The table below shows each participant’s demographic profile.

Table 3:

Description of Student and Teacher Participants’ Sex

Participants Sex Frequency % Total

Students Male 445 447 996
Female 551 55.3

Teachers Male 122 67 182
Female 60 33

As revealed in Table 3, students; 445 (44.7%) of the participants were males, whereas 551
(55.3%) were females. In total, 996 student participants were actively involved in this study.
Similarly, teachers 122 (67%) of the participants were males, whereas 60 (33%) of them were
females; a total of 182 teacher participants participated. In this regard, both teachers and

students were fully assured of their response.
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Table 4:

Description of Teacher and Student Participants Study Area Information

School Name Participants  Frequency %
Hidase Secondary School Teacher 55 30.2
Student 309 31
Agew Midir Secondary School Teacher 63 34.6
Student 344 345
Mengesha Jembere Secondary Teacher 64 344
School Student 343 35.2

As revealed in Table 4, regarding student and teacher participants study area
information: Hidase secondary school teachers were 55 (30.2%) and students were 309
(31%); Agew Midir secondary school teachers were 63 (34.6%) and students were 344
(34.5%); Mengesha Jembere secondary school teachers were 64 (34.4%) and students 343
(35.2%) were involved.

Table 5:
Description of the Study Participants’ Age

Age category Frequency %
12-15 years 81 8.1
16-18 years 708 71.1
19-21 years 207 20.8

Total 996 100

As shown in Table 5, student participants’ age were recorded in three categories: early
adolescents (12-15), middle adolescents (16-18), and late adolescents (19-21). As for the
student participants’ age category, 12-15 years, 81 (8.1%), 16-18 years, 708 (71.1%), and 19-

21 years, 207 (20.8%), a total of 996 participants participated.
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Table 6:

Description of the Student Participants’ Grade Level

Grade level Frequency %
Grade 9 247 24.8
Grade 10 249 25
Grade 11 251 25.2
Grade 12 249 25
Total 996 100

As illustrated in Table 6, the student participant’s grade level starts from Grades 9-12.
This shows that grade 9 (247, 24.8%), 10 (249, 25%), 11 (251, 25.2%), and 12 (249, 25%)
were participated.

Table 7:

Description of the Education Level of Teacher Participants’

Education level Frequency %
Diploma 0 0

Degree 159 87.4

Master's Degree 23 12.6
PhD 0 0

Total 182 100

As depicted in Table 7, in terms of teacher participants’ education qualifications, 159
(87.4%) were degree holders and 23 (12.6%) were master’s holders. Diploma and PhD

holders did not exist in the three study sites.
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Table 8:

Description of the Work Experience of Teacher Participants

Work Experience Frequency Percentage (%)
1-10 years’ experience 41 22.5
11-20 years’ experience 106 58.2
21and more years’ experience 35 19.2
Total 182 100

As illustrated in Table 8, Participants’ work experiences were recorded in three

categories: 1-10, 11-20, and more than 21 years. Concerning the teacher participants’ work

experience, 41 (22.5%) of the participants had 1-10 years; 106 (58.2%) of them had 11-20

years; and 35 (19.2%) had more than 21 years of teaching experience.

4.3 Quantitative Data Presentation and Analysis

4.3.1 Presentation and Analysis of Descriptive Data

Quantitative data include the background information of the participants, the levels of

inclusive education knowledge, attitudes and policy implementations of secondary school

teachers and students and the differences among the study variables.

Table 9:

Item Mean Scores and Students’ Responses on Inclusive Education Knowledge

Items SA% A% D% SD% Mean SD Decision
At school, all students are 280 420 172 124 285 .96 High
accepted by the school knowledge
community (28.1%) (42.2%)  (17.3%)  (12.4%)
Students help each other 371 421 163 41 3.12 .82 High
knowledge
(37.2%) (42.3%)  (16.4%) (4.1%)
Teachers and students are 342 334 240 80 294 95 High
respected knowledge
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(34.3%) (33.5%) (24.1%) (8%)
There is joint coordination 204 420 268 104 272 .90 Low
between  teachers  and knowledge
parents. (20.5%) (42.2%) (26.9%)  (10.4%)
Students, principals, 151 325 345 175 245 .95 Low
parents, and government knowledge
bodies share the philosophy  (15.2%)  (32.6%)  (34.6%)  (17.6%)
of inclusive education.
The school is working to 270 301 267 158 2.68 1.03 Low
avoid any discrimination knowledge
(for students with special (27.1%) (30.2%)  (26.8%)  (15.9%)
needs).

Overall mean score 2.79

Note: N=182, SA=Strongly Agree; A=Agree; D= Disagree; SD= strongly disagree;
Decision= weighted Average= 16.76/6=2.79

The response options for both the student and teacher participants on these dimension
items were: strongly disagree (1), disagree (2), agree (3), and strongly agree (4). From the
descriptive analysis, the dimension had an overall average mean score of 2.79 with a range of
2.45-3.12. Both the highest and lowest inclusive education implementation knowledge was
observed from the respondents, with each item’s mean score being compared with the overall
item mean score.

The data analysis shows that in Table 9, most respondents expressed that in the
school, students feel accepted by the school community, and students in the school help each
other mutually. Also, teachers and students respect each other in secondary schools.

On the other hand, most participants felt that there was no joint coordination between
teachers and parents. In addition, students, principals, parents, and government bodies do not
share the philosophy of inclusive education. In line with this, schools were not working to

avoid discriminatory action with relation to students with special needs.



Table 10:

Item Mean Score and Students Responses on Inclusive Education Attitude

Items SA% A% D% SD% Mean SD Decision
We learn by considering all 216 310 342 128 261 .96 Low
students (including those with (21.7%) (31.1%) (34.3%) (12.9%) attitude
special needs) when preparing
the lesson.
The education provided 342 376 199 79 298 .92 High
encourages the participation of  (34.3%) (37.8%) (20%) (7.9%) attitude
all students.
The education we receive 342 412 132 110 299 .95 High
enhances our understanding of  (34.3%) (41.4%) (13.3%) (11%) attitude
diversity
Students actively participate in 247 341 276 132 2.70 .98 Low
their individual studies (24.8%) (34.2%) (27.7%) (13.3%) attitude
Students learn by supporting 312 364 190 130 286 1.0 High
each other. (31.3%) (36.5%) (19.1%) (13.1%) 0 attitude
Principals plan, teach, and 382 315 135 164 291 10 High
review the school in (38.4%) (31.6%) (13.6%) (16.5%) 8  attitude
coordination
All students participate in 155 303 314 224 239 10 Low
activities outside classrooms (15.6%) (30.4%) (31.5%) (22.5%) 0  attitude
It has become possible to use 178 436 276 106 2.68 .88 Low
the professional knowledge (17.9%) (43.8%) (27.7%) (10.6%) attitude
and skills of teachers
Teachers prepare school 216 371 310 99 270 91 Low
resources (21.7%) (37.2%) (31.1%)  (9.9%) attitude
School resources are 236 377 270 113 273 .94 High
distributed in a way that is (23.7%)  (37.9%) (27.1%) (11.3%) attitude
suitable for the proper
implementation of Inclusive
education
The school resources are used 222 337 328 109 267 .94 Low
to meet the needs of students (22.3%) (33.8%) (32.9%) (10.9%) attitude
with special needs and to
enhance the school ability to
increase diversity.
When students with special 170 326 331 169 249 .96 Low
needs are assigned to a class, (17.1%) (32.7%) (33.2%) (17%) attitude
they receive appropriate
support from the school

Overall mean score 2.72

Note: N=182, SA=Strongly Agree; A=Agree; D= Disagree; SD=Strongly Disagree;

Decision-Weighted Average =32.71/12=2.72
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As revealed in Table 10, the item mean scores and student respondents regarding
inclusive education attitude and culture in the school are illustrated. From the descriptive
analysis, the dimension had an overall average mean score of 2.72 with a range of 2.39-2.99.
From each item’s mean score, some are less than the overall mean score, while others are

greater than the overall mean score.

Regarding students’ attitude towards inclusive education implementation, most
respondents perceived that the educational provision provided encourages the participation of
all learners. Additionally, the education provisions they learn encourage or enhance the
understanding of diverse learners. Students’ attitudes to learn by supporting each other have
been more visited by principals’ plans to plan, teach, and review the school in coordination.
School resources are distributed in a manner is suitable for the proper implementation of

inclusive education in principle.

Following the above statement, students’ attitudes in inclusive education
implementation, most respondents confirmed that they are learning without considering all
students (students with special needs) when preparing lessons. Similarly, in schools, it was
impossible to use teachers’ professional knowledge and skills to implement inclusive
education. The teachers did not prepare the school’s teaching and learning resources and
materials. School resources are not distributed and allocated in a way suitable for the proper
implementation of inclusive education.

Similarly, the school's resources are not used to meet the needs of students with
special needs or to enhance the school's ability to increase diversity. The rigid attitude and
low consideration imply that when students with special needs are assigned to a class, they

are not given appropriate support from the school to implement inclusive education.
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Table 11:

Item Mean Scores and Students’ Responses on Inclusive Education Policy Practice

Items SA% A% D% SD% Mean SD Decision
The school has made it 136 316 366 178 2.41 .93 High
easy for disabled (13.7%) (31.7%) (36.7%) (17.9%) practice
students to attend school.
When | arrived at school, 102 293 407 194 2.30 .89 Low
| was supported to adapt  (10.2%) (29.4%) (40.9%) (19.5%) practice
easily
Instead of forcing 224 324 295 153 2.62 .99 High
students with special (22.5%) (32.5%) (29.6%)  (15.4%) practice
needs out of school,
teachers try to address
their problems.
Teachers work hard to 245 400 257 94 279 91 High
make schools (24.6%)  (40.2%) (25.8%)  (9.4%) practice
comfortable for students.
The buildings/rooms /at 113 221 447 215 2.23 91 Low
the campus are designed  (11.3%) (22.2%) (44.9%) (21.6%) practice
for students with
disabilities.
With the implementation 118 243 451 184 2.29 .90 Low
of Inclusive education, (11.8%) (24.4%) (45.3%) (18.5%) practice
government policies are
being properly
implemented
They are being trained 89 190 509 208 2.16 .85 Low
on inclusive education (8.9%) (19.1%) (51.1%) (20.9%) practice

Overall mean score 2.4

Note: N=182, SA=Strongly Agree; A=Agree; D= Disagree; SD=Strongly Disagree;
Decision-Weighted Average = 16.8/7=2.4.

As revealed in Table 11, the item mean scores and student respondents’ responses

regarding inclusive education policy implementation in schools. From the descriptive

analysis, the dimension had an overall average mean score of 2.4 with a range of 2.16-2.79.

From each item’s mean score, some are less than the overall mean score, while others are

greater than the overall mean score. Concerning the implementation of the inclusive

education policy, the school had made it accessible and easy for disabled students to come to

E e 2= 4



school. Principally, instead of forcing students with special needs out of school, teachers try

to address their problems. Teachers also work hard to make schools comfortable for students

and to apply policy issues regarding inclusive education.

On the contrary, when students arrived at school, they were not supported in adapting

to the school environment. In the sample school, buildings, class rooms, and the building

compound were not designed for students with disabilities. With the implementation of

inclusive education, government policies are not being properly implemented. In addition, in

the school, they were not given training on inclusive education concepts to implement

Table 12:

Item Mean Scores and Teachers’ Response Regarding Inclusive Education Knowledge

Items SA% A% D% SD% Mean SD Decision
In the school, all students feel 11 17 113 41
that they are accepted by the (6%) (9.3%) (62.1%) (22.5% 198 .75 Low
school community. knowledge
Students help each other and 39 99 33 11
learn together (21.4%) (54.4%) (18.1%) (6%) 291 .79 High
knowledge
Teachers and students respect 28 42 77 35
each other. (15.4%) (23.1%) (42.3%) (19.2%) 2.34 .96 Low
attitude
There is a co-operation with 17 57 77 31 232 .86 Low
teachers and parents (9.3%)  (31.3%) (42.3%)  (17%) attitude
Directors and government 16 21 86 59 196 .89 Low
bodies work together (8.8%)  (11.5%) (47.3%) (32.4%) attitude
High estimates are given to all 5 36 95 46
teachers. (2.7%)  (19.8%) (52.2%) (25.3%) 2.00 .75 Low
attitude
Students, teachers, parents and 5 39 92 46
government bodies share the (2.7%)  (21.4%) (50.5%) (25.3%) 2.01 .76 Low
philosophy of inclusive attitude
education.
The school is working to 43 102 27 10
prevent any discrimination (for  (23.6%) (56%) (14.8%)  (5.5%) 297 .77 High
students with special needs) knowledge
| would like to help students 77 79 23 3
with disabilities (42.3%) (43.4%) (12.6%) (1.6%) 3.26 .74 High
knowledge
Teaching students with special 60 81 33 8
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needs to regular ones is a good (33%) (44.5%) (18.1%) (4.4%) 3.06 .82 High

knowledge
| am ready to help students 72 93 11 6
with special needs if | receive (39.6%) (51.1%) (6%) (3.3%) 326 .71 High
training in inclusive education. knowledge
Inclusive Education is a cost- 57 91 27 7
effective system of education. (31.3%) (50%) (14.8%)  (3.8%) 3.08 .78 High
knowledge
Acknowledge the child’s 34 39 70 39
education right to attend their (18.7%) (21.4%) (38.5%) (21.4%) 237 1.0 Low
home environment school. 2 attitude
Enables education structures 73 89 16 4
and systems to meet the needs (40.1%) (48.9%) (8.8%) (2.2%) 326 .71 High
of diversity knowledge
Overall mean score 2.62

Note: N=182, SA=Strongly Agree; A=Agree; D= Disagree; SD=Strongly Disagree;
Decision-Weighted Average =36.78/14=2.62

As illustrated in Table 12, the item’s mean scores and teacher respondents’ responses
regarding inclusive education knowledge in secondary schools. From the descriptive analysis,
the dimension had an overall average mean score of 2.62 with a range of 1.98-3.26.

Hence, students help each other and learn together. Also, the school was working to
avoid any discrimination (for students with special needs). In other words, teachers would
like to help students with disabilities in the classroom. The same sense teachers believe that
teaching students with special needs to regular needs is a good task. Teachers were willing to
help students with special needs if they received training in inclusive education.
Implementing inclusive education is a cost-effective approach. Finally, inclusive education
enables educational structures and systems to meet diverse learning needs.

On the other hand, teachers believe that in schools, all students feel that they are not
accepted by the community. Thereafter, teachers and students disrespect each other. There is
no cooperation with teachers and parents to implement inclusive education. In the school,
teachers noticed that directors and government bodies did not work together. In addition, high

estimates are not given to all teachers in the school environment and the community.
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Moreover, teachers believe that students, teachers, parents, and government bodies do

not share the philosophy of inclusive education in schools and do not acknowledge the right

of children to attend school in their home environments.

Table 13:

Item Mean Scores and Responses on Inclusive Education Attitudes

Items SA A D SD Mean SD Decision
The course is intended to attract all 11 17 113 41 198 .75 Low
students (even those with special (6%) (9.3%) (62.1%) (22.5%) attitude
needs)
Our education encourages the 39 99 33 11 291 .79 High
participation of all students. (21.4%) (54.4%) (18.1%) (6%) attitude
The lesson we teach highlights an 28 42 77 35 234 .96 Low
understanding of diversity (15.4%) (23.1%) (42.3%) (19.2%) attitude
students actively participate in 17 57 77 31 232 .86 Low
their private education (9.3%) (31.3%) (42.3%) (17%) attitude
students learn to support each other 16 21 86 59 196 .89 Low
(8.8%) (11.5%) (47.3%) (32.4%) attitude
Teachers plan, teach, and revise the 5 36 95 46 200 .75 Low
content of the school (2.7%) (21.4%) (50.5%) (25.3%) attitude
All students participate in activities 5 39 92 46 201 .76 Low
outside classrooms (2.7%) (21.4%) (50.5%) (25.3%) attitude
The use of professional knowledge 43 102 27 10 297 .77 High
and skills (23.6%) (56%) (14.8%) (5.5%) attitude
Teachers develop school inputs and 54 88 31 9 3.02 81 High
delivery tools (29.7%) (48.4%) (17%) (4.9%) attitude
The school resources have been 50 96 26 10 3.02 .80 High
distributed in a manner that is (27.5%) (52.7%) (14.3) (5.5%) attitude
conducive to the proper
implementation of inclusive
education.
School resources have been used to 31 105 41 5 2.8 .70 High
enhance the capacity to increase the  (17%) (57.7%) (22.5%) (2.7%) attitude
diversity of schools in order to meet
the needs of students with special
needs.
| receive appropriate support from 60 77 36 9 3.03 .85 High
the school when students with (33%) (42.3%) (19.8%) (4.9%) attitude
special needs are assigned to my
room
| appreciate the philosophy of 66 85 29 2 318 .73 High
inclusive plans and strategies. (36.3%) (46.7%) (15.9%) (1.1%) attitude
Overall mean score 2.58
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Note: N=182, SA=Strongly Agree; A=Agree; D= Disagree; SD=Strongly Disagree;
Decision- Weighted Average = 33.54/13=2.58

As revealed in Table 13, it demonstrates that each item refers to scores and teacher

respondents’ responses regarding inclusive education attitude in secondary schools. From the
descriptive analysis, the dimension had an overall average mean score of 2.58 with a range of
1.96-3.18.
Teachers feel that their education system encourages the participation of all students. Thus,
the use of professional knowledge and skills has been made. In teaching aids, teachers
develop school inputs and delivery tools. Furthermore, school resources have been distributed
in @ manner that is conducive to the proper implementation of inclusive education, even it has
drawbacks.

Similarly, school resources have been used to enhance the capacity to increase school
diversity to meet the needs of students with special needs. They receive appropriate support
from the school if students with special needs are assigned to my room. Teachers generally
support and appreciate the philosophy of inclusive plans and strategies in schools.

In dimensions other than the above statements, teachers feel that preparing a course is
not intended to attract all students (even those with special needs). The lesson we teach is not
to highlight diversity, and students are not actively participating in their private education.
Most students were not taught to support each other. Accordingly, the teachers did not plan,
teach, or revise the content of the teaching material and the school system. Teachers believe

that all students did not participate in activities outside classrooms.
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Table 14:
Item Mean Scores and Teachers’ Reponses on Inclusive Education Policy Practice

Items SA A D SD Mean SD Decision
The school facilitated the 10 18 113 41 198 .75 Low
possibility of students with (6%) (9.3%) (62.1%) (22.5%) practice
disabilities easily coming to
school.
When | come to school, | 39 99 32 12 291 .79 High
am supported and can easily  (21.4%) (54.4%) (18.1%) (6%) practice
adapt
Teachers try to address their 28 42 77 35 234 .96 High
problems rather than letting  (15.4%) (23.1%) (42.3%) (19.2%) practice
students leave the school.
The teacher works hard to 17 57 77 31 2.32 .86 High
make the school (9.3%) (31.3%) (42.3%) (17%) practice
comfortable for students.
Buildings for schools 16 21 86 59 1.96 .89 Low
considering students with (8.8%) (11.5%) (47.3%) (32.4%) practice
disabilities
Government policy in the 5 36 95 46 200 .75 Low
implementation of the (2.7%) (19.8%) (52.2%) (25.3%) practice

Education act is going down
to the ground and is being
implemented correctly.

Teachers are trained in 5 39 92 46 201 .76 Low
inclusive education (2.7%) (21.4%) (50.5%) (25.3%) practice
Teachers use class-wide 43 102 27 10 297 .77 High
rules and regulations to (23.6%)  (56%)  (14.8%) (5.5%) practice
support classroom
management.
Teachers have experience of 15 44 90 33 222 .84 Low
using Individualised (8.2%)  (24.2%) (49.5%) (18.1%) practice
Educational Programme
(IEP).
My school has effectively 8 51 83 40 214 81 Low
disseminated inclusive (4.4%) (28%)  (45.6%) (22%) practice
education policies

Overall mean score 2.28

Note: N=182, SA=Strongly Agree; A=Agree; D= Disagree; SD=Strongly Disagree;
Decision-Weighted Average = 22.85/10=2.28.
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As shown in Table 14, it confirms that each item refers to scores and teacher
respondents’ responses regarding inclusive education policy implementation in secondary
schools. From the descriptive analysis, the dimension had an overall average mean score of

2.28 with a range of 1.98-2.97.

Thus, when teachers came to school, they were supported to adapt easily in the
school. Teachers tried to address their students’ problems rather than letting them leave the
school. In addition, teachers were working hard to make the school conducive, as the
inclusive policy stated. Similarly, teachers felt that they had used class-wide rules and

regulations to support classroom management.

Teachers believe that schools that do not consider buildings do not consider students
with disabilities. Government policy in the implementation of the ‘Education Act’ is going
down to the ground and is not being properly implemented. Teachers were not trained in
inclusive education. Plus, teachers did not have experience using the Individualised
Educational Programme (IEP). Secondary schools have not effectively disseminated inclusive

education policies.
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4.3.2 Inferential Data Analysis

Table 15:
Independent Sample t-test Mean Comparison of Knowledge, Attitude and Policy

Implementation across Sex

Subject Variables Sex N Mean SD Df t p
Inclusive Education Male 445 16.48 3.30
Knowledge
Female 551 17.03 3.43 994  -2.56 .01
Students  Inclusive Education Attitude Male 445 32.25 6.75
Female 551 33.19 6.22 994 -2.3 .022
Inclusive Education Policy Male 445 17.08 3.91
Female 551 16.61 3.97 994 1.87  .061

A t-test is a parametric test to measure the effect of an independent variable with two
levels on dependent variables. The significance of the results was also determined using an
alpha level of 5% or 95% of the confidence interval. This test was used to measure the
differences in inclusive education knowledge, inclusive education attitudes, and inclusive
education policy implementation practice in terms of both teachers and students sex.

As shown in Table 15, there was a significant difference in secondary school students’
knowledge of their sex between inclusive education implementation scores for males (M =
16.48, SD = 3.30) and females (M = 17.03, SD = 3.34; t (994) = -2.56, p =.01, two-tailed). In
other words, there was a statistically significant difference in inclusive education knowledge:
t (994) = -2.56, p<.01) between male and female secondary school students; in this case, we
can conclude that the variation in the mean implies that females have better knowledge about
inclusive education than their male counterparts. However, using Cohen’s d to quantify the
effect size for the t-test of independent samples, the difference between males and females

was determined. Consequently, a slight difference was detected between the two groups, as
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indicated by the Cohen’s d value of 0.163. However, it does represent a trivial-sized effect
(Eta squared).

Similarly, we can reveal that regarding secondary school students’ inclusive education
attitudes, there was a significant difference in students’ attitudes of their sex between
inclusive education implementation scores of males (M = 32.25, SD = 6.75) and females (M
= 33.19, SD = 6.22; t (994) =--2.3, p <.022, two-tailed). In other words, there was a
statistically significant difference in inclusive education attitude, t (994) =-2.3, p <.022)
between male and female secondary school students. In this case, we can conclude that the
variation in the mean implies that females have a better attitude towards implementing
inclusive education than their male counterparts; however, using Cohen’s d to quantify the
effect size for a t-test for independent samples, we determined the amount of the difference
between male and females. Consequently, a slight difference was detected between the two
groups, as indicated by the Cohen’s d value of 0.145. It did represent a small-sized effect (Eta
squared).

Finally, we can illustrate that there was a significant difference in secondary school
students’ policy implementation of their sex between inclusive education implementation
scores for males (M = 17.08, SD = 3.91) and females (M = 16.61, SD = 3.97; t (994) = 1.87,
p =.061, two-tailed). In other words, there was a statistically significant difference in
inclusive education policy implementation: t (994) = 1.87, p <.061) between male and
female secondary school students. In this case, we can conclude that the variation in the mean
implies that males have better policy implementation towards inclusive education than their
female counterparts; however, using Cohen’s d to quantify the effect size for a t-test for
independent samples, the amount of the difference between males and females was

determined. Consequently, a slight difference was detected between the two groups, as
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indicated by the Cohen’s d, which was 0.119; it did represent a small-sized effect, (Eta
squared).
Table 16:
Independent Sample t-test Mean Comparison of Teachers’ Knowledge level, Attitude

level and Policy Implementation across sex

Variables Sex N Mean SD Df t p

Inclusive Education Male 122 33.27 4.64 180 .64 .18
Knowledge Female 60 3231 433

Teachers Inclusive Education Male 122 33.00 4.57 180 -1.11 .67
Attitude Female 60 33.30 4.03

Inclusive Education Male 122 22.89 4.38 180 22 .80
Policy Female 60 22.00 3.82

As shown in Table 16, concerning secondary school teachers’ sex, there was no
significant difference on teachers‘ inclusive education implementation knowledge scores
between males (M = 33.27, SD = 4.64) and females (M = 32.31, SD = 4.33; t (180) =.64, p
=.18). In other words, there was no statistically significant inclusive education
implementation knowledge difference among teachers sex (t (180) =.64, p >.18). In this
statistical information, we can confirm that the mean implies that there was no difference in
inclusive education knowledge implementation between male and female counterparts.

Similarly, concerning secondary school teachers’ sex, there was no significant
difference in teachers’ inclusive education implementation attitude scores between males (M
= 33.00, SD = 4.57) and females (M = 33.30, SD = 4.03; t (180) = -1.11, p >.67). In other
words, there was no statistically significant inclusive education implementation attitude
difference among teachers sex (t (180) = -1.11, p >.67). In this statistical information, we can
confirm that the mean implies that there was no difference in inclusive education knowledge

implementation between male and female counterparts.
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Finally, concerning secondary school teachers’ sex, there was no significant
difference in teachers’ inclusive education implementation knowledge score between males
(M =22.89, SD = 4.38) and females (M = 22.00, SD = 3.82; t (180) =.22, p =.80). In other
words, there was no statistically significant inclusive education implementation knowledge
difference among teachers sex (t (180) =.22, p >.80). In this observation, the variation in the
mean implies that there was no difference in inclusive education policy implementation
between male and female students.

Table 17:
One -way ANOVA Mean Comparison of Teachers’ Service Years with Knowledge

Level, Attitude Level and Policy Implementation Level to wards Inclusive Education

Variables Sum of Squares Df F p

Inclusive Education Between Groups 100.409 2 1.663 .92
Knowledge Within Groups 5403.157 179
Total 5503.566 181

Inclusive Education Between Groups 65.606 2 1.235 .293
Attitude Within Groups 4753.164 179
Total 4818.769 181

Inclusive Education Between Groups 119.560 2 2.604  .077
Policy Within Groups 4109.034 179
Total 4228.593 181

Independent one-way analysis of variance (ANOVA) was used to test the effect of
work experience on the dependent variables. This parametric test aims to test the effect of
independent variables (that have three or more levels) on dependent variables. This test
allows the researcher to determine whether there is a significant effect using an alpha level of
5% or a 95% confidence interval. If there is a significant difference between the independent
and dependent variables, the ANOVA test allows for measuring the difference between any

two levels of the independent variables that are conducted through post hoc tests. In this



study, this test was measured by teachers’ service years and student numbers/class sizes/;
classified into three groups i.e., small, medium, and large.

As can be seen, one-way ANOVA in Table 17 revealed that, in terms of teachers’
work experience, the one-way ANOVA results show that work experience has no significant
effect on inclusive education knowledge implementation. The participants’ mean score from
the implementation of inclusive education knowledge was not statistically significantly
different at the p <.05 level for the three groups of teachers’ work experience, i.e., 1-10 years,
11-20 years, and above 21 years: F (2,179)=1.663, p=.92).

Similarly, the one-way ANOVA result reveals that, in terms of teachers’ work
experience, it has no significant effect on the implementation of inclusive education and
inclusive education attitude. In addition, the participants’ mean score from the
implementation of inclusive education attitude was not statistically significantly different at p
<.05 level for the three groups of teachers’ work experience, i.e., 1-10 years, 11-20 years, and
above 21 years: F (2,179) =.1.235, p=.29).

Finally, the one-way ANOVA results reveal that, in terms of teachers’ work
experience, it has no significant effect on inclusive education policy implementation. The
participants’ mean score from the implementation of inclusive education policy was not
statistically significant at the p <.05 level for the three groups of teachers’ work experience,

i.e., 1-10 years, 11-20 years, and above 21 years: F (2,179) = 2.604, p =.077).
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Table 18:
One- way ANOVA Mean Comparison of Class size with Teachers Knowledge, Attitude

and Policy Implementation level to wards Inclusive Education

Variables Sum of Squares Df F P

Inclusive Education Between Groups 31.828 2 521 595
Knowledge Within Groups 5471.738 179
Total 5503.566 181

Inclusive Education Between Groups 62.108 2 1.169 .313
Attitude Within Groups 4756.661 179
Total 4818.769 181

Inclusive Education Between Groups 33.153 2 707 494
Policy Within Groups 4195.440 179
Total 4228.593 181

As can be seen in one-way ANOVA in Table 18, which reveals that in terms of
student number/class size, the one-way ANOVA result shows that class size has no
significant difference on inclusive education knowledge implementation. The participants’
mean score from the implementation of inclusive education knowledge was not statistically
significant difference at the p <.05 level for the three groups of class size, i.e., 30-40 students,
41-50 students, and above 50 students: F (2,179) =.521, p= .595).

Similarly, the one-way ANOVA result above reveals that, in terms of student
number/class size, result shows that class size has no significant effect on inclusive education
attitude implementation. The participants’ mean score from the implementation of inclusive
education attitude was not statistically significant difference at the p <.05 level for the three
groups of class size, i.e., 30-40 students, 41-50 students, and above 50 students: F (2,179)
=1.169; p = .313).

Finally, the one-way ANOVA results reveal that, in terms of teachers’ work

experience, it has no significant effect on inclusive education policy implementation. The
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participants’ mean score from implementation of inclusive education policy was not
statistically significant at the p <.05 level for the three groups of teachers’ work experience,
i.e., 1-10 years, 11-20 years, and above 21 years: F (2,179) = .707 , p= .494).

4.2 Qualitative Results

Themes emerged from qualitative data to gain further understanding of inclusive
education implementations in secondary schools in the Awi ademistrative zone. The probing
interview guide questions were forwarded to both principals and teachers. In addition, non-
participant observations were held in the three secondary schools. The compounds, class
rooms, teaching materials, etc., were observed in accordance with inclusive education
assumptions.

Finally, documents were analysed at the regional and federal levels, including
manuals, books and other supporting policy documents on inclusive education
implementation. Qualitative data were obtained from six directors (two in each school) of the
three selected secondary schools. There was one principal and one vice academic principal
who led the school towards ademistrative and academic issues. The two teachers who were
interviewed in parallel at each school are presented in this section. The findings of the
interviews were therefore coded, categorised, analysed and implemented. The findings
focused on the participants’ background, the experience of teachers’ knowledge, attitudes,
and policy implementations towards inclusive education. The results are presented to
demonstrate the similarities and differences between the participants and identify common
shared experiences among the participants within each section of the study.

4.2.1 Background Information of the Principal Interviewees

The two in each school total of six principals and six teachers from three schools,
namely Chagni town (Hidase secondary school), Injibara town (Agew Midir secondary
school), and Dangila town (Mengesha Jembere secondary school), were interviewed. They
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were purposefully selected with the view that schools have better experiences than other
schools when trying to implement inclusive education.

After completing the quantitative phase of analysis, the researcher organised a
convenient time and conducted face-to-face interviews with the respondents at their schools.
The six principals had a service record for several years in teaching, including in school
leadership positions.

4.2.2 Background Information of the Teacher Interviewees

In total, six teachers from the three secondary schools were selected. Teacher 1 is a
female interviewee who received a BA degree in Biology, and teacher 2 is a male interviewee
who received an MA degree in counselling psychology; they have been teaching and
counselling in Chagni town (Hidase secondary school) for 15 and 10 years, respectively.

Teacher 3 and 4 were male interviewees from Injibara town (Agew Midir secondary
school). They hold a BA degree in Civic and Ethical Education and an MA degree in Climate
Geography.

Finally, teachers 5 and 6 were female and male participants who were from Dangila
(Mengesha Jembere secondary school). They have BA degrees in English and Economics.
Table 19:

Socio Demographic Characteristics of Interviewees

Respondents | Profession Role Age | sex | Experience

Rpl BA in History Main Principal of Hidase Secondary |43 | M | 16 years
School

Rvpl BA in Amharic | Vice Principal of Hidase Secondary |40 | M | 18 years

language School

Rp2 MA in EDPM Principal of Agew Midir Secondary |52 | M | 23 years
School

Rvp2 BA in Biology | Vice Principal of Agew Midir 48 | M | 17 years
Secondary School

Rp3 BA in civics Principal of Mengesha Jembere 39 | M |12years
Secondary School

Rvp3 BA in English | Vice Principal, Mengesha Jembere |51 | M | 19 years
Secondary School
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RT1 BA in Biology | Hidase Secondary School Teacher 46 | F | 15years
RT2 MA in Hidase Secondary School Teacher 37 | M |10 years
Counselling
psychology
RT3 BA in Civics Teacher at Agew Midir Secondary 41 | M | 11 years
School
RT4 MA in Climate | Teacher at Agew Midir Secondary 39 | M | 14 years
Geography School
RT5 BA English Teacher at Mengesha Jembere 38 | F | 11years
Secondary School
RT6 BA Economics | Teacher at Mengesha Jembere 40 | M | 13years
Secondary School

Note: Rp= Respondent Principal; Rvp=Respondent vice p\Principal; RT = Respondent Teacher
4.3 Interview Results
The interviews were conducted in order to support the data that were untouched in the
quantitative data collections, and regarding the results of the quantitative data analysis, we
focused on the main gaps that were observed. In this interview session, six teachers and six
principals were interviewed, two at each study site.
4.3.1 Categorising the Interview Data Collected from Principals and Teachers
Data from in-depth interviews, field notes, and tape records were processed using
qualitative data analysis. For this purpose, patterns that comprised similar categories were
grouped with respect to principals’ and teachers’ views on inclusive education knowledge,
attitudes, and policy implementation in secondary schools.

Table 20:

Themes and Subthemes of the Interviewed Qualitative Data

Themes and Themes and subthemes content
subthemes
Theme one Inclusive Education Knowledge
Subtheme 1: Principals’ and teachers’ understanding of and skill gaps in

inclusive education

Sub-theme 2: Principals and Teachers misunderstanding, societal belief, on

Inclusive Education
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Theme Two Principals and Teachers Attitude on Inclusive Education
Sub-theme 1: Principals’ and teachers’ perceptions of inclusive education
Sub-theme 2: Principals’ and teachers’ commitment and willingness to

implement IE
Theme 3 Challenges in Implementing Inclusive Education Policies
Sub-theme 1: Government-level challenges
Sub-theme 2: Parental-level challenges
Sub-theme 3: Teacher- level challenges

As can be illustrated in Table 20, the data were analysed from capturing the semi-
structured interview guides. Three main themes and seven sub-themes were captured.
Therefore, the collected interview guide data were analysed in terms of the themes and
categories of ideas that could be extracted from both the principals’ and teachers’ interviews.
4.3.1.1 Inclusive Education Knowledge

Regarding teachers’ and principals’ perceptions of inclusive education, the researcher
proposed the study’s first query. This initial question was intended to build a link between the
participants’ prior knowledge and the questions the researcher planned to ask later.
Sub-theme 1: Knowledge, understanding, and skills regarding Inclusive Education

Most teachers and principals understood inclusive education as a method for including
students with special needs, rather than gifted and multilingual, multicultural, and diverse
needs. They do not have better knowledge to manage and accomplish the task of inclusive
education. The knowledge of inclusive education helps students with disabilities. This theme
explains principals’ and teachers’ understanding of inclusive learning. The interviewees
discussed the importance of inclusive education in relation to their educational setting. A 46-
year-old female educator in biology related what she remembered. The next verbal

expression helps address the above issues:
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... We know that the concept of inclusive education involves including students with
minorities and diversities together and teaching provided by a single teacher in a
single classroom, but this simply merges together without proper guidance and
support that each learner needs (teacher 1).

In line with the above statement, the 41-year-old male civic teacher interviewees stated that:
In my view, to tell the truth, inclusive education is a wired concept; it is not practical in
third-world countries, specifically in Ethiopia; it is time-consuming and worthless. It is
better to send students with disabilities to religious schools or separate class rooms to
provide teaching according to their learning style (teacher 3).

In addition to that, 39-year-old geography teachers concerning Inclusive education said that;
| am bored teaching here because | feel it is not acceptable by the school community.
Teachers and students have not respected each other. A low estimation has been given
to us. Ethnic conflicts marginalised each teacher and student, leaving status; since this
zone is a special zone, we cannot offer residents living here. A knowledge gap was
observed among the local teachers (Awi-Awigni language speakers) (Teacher 4).

In the same scenario, a 48-year-old vice principal asserted that the knowledge level of

inclusive education it was sounding from other participants’ point of view.
All school teachers do not have training opportunities in the workplace regarding
inclusive education implementation. However, some teachers introduced special
needs education courses as a common course in their first year bachelor's degree
programmes. However, they lack practical skills and they do not have better
knowledge in handling students with diverse needs... (Vice Principal 2).

The main inclusive education knowledge by teachers and principals were focused on

theoretically because they are not new to this paradigm, but practically they cannot handle it

as expected. This was supported by a 43-year-old principal history teacher who asserted that:
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Honestly speaking, | took a special needs education course during my first degree as
a common course. Theoretically, it is a good concept, but practically, it is difficult to
implement inclusive education. This requires time, financial resources, and
commitment. My school teachers were not committed to filling the gaps in this regard.
Simply, they knew how to allocate class time in a given period, and they went out of
school to support other work with extra money. Because the government does not pay
satisfactory salaries, almost all teachers engage in extra work or outside teaching

(principal 1).

Concurrently, another participant (a 51-year-old male English teacher vice principal) stated
the impact of knowledge on inclusive education implementation; he added that:
I really think that this has posed a major challenge in teaching different abilities and
diverse needs in a single classroom. This is the practice of economically wealthy
countries. Teachers have insufficient knowledge to implement inclusive practice
scientifically. They try to do as common sense chalk and board... this requires
inclusive education, which involves providing educational services for students with
disabilities with the help of special education teachers (Vice principal 3).
Sub-theme 2: Principals and Teachers’ Misunderstanding, Societal Belief, on Inclusive
Education
In this section of the thematic area, the participants were given the opportunity to
express their personal perspectives and opinions about how inclusive education may
meet the various requirements of each student in their school. The purpose of this theme
area was to obtain detailed, individualised answers from the participants on their
experiences with inclusive teaching methods. A 46-year-old female teacher stated that
she understood and believed in the inclusive education philosophy. She recounted the

events as follows:



I really tell you that in this way, my understanding is not good, and my society. As
you have seen, the school building is not conducive to accommodating disabled
students and other extraordinary students. Parents must do so when teaching
students, but they give up on teachers’ support. The primary choice was
mainstreaming school/class... (Respondent Teacher/RT1/).
In the same way as the expression above, society does not have well-constructed
knowledge and attitude. Although they sent children with disabilities at the
beginning of elementary schools, after some boring years, they sent their students to
Orthodox religious schools to become priests or monks (Teacher participant /TP3/).
Regarding students with gifted and talented abilities in schools and the zone areas, a 39
respondent principal in Menegsha Jembere Secondary School stated that with regard to
extraordinary and underachievers, he said:
Governments and parents have a static understanding of able students; they focus
on the hard sciences rather than students’ interests. For example, if students earn
high grades, they are primarily set to become doctors or pilots; in reality, students
want to become keyboardists and artists or others. In the same manner, if the student
scores a low mark, they are ignoring and demotivating the student who has been
given a direction to become a trader or driver (three-tier vehicle) rather than
supporting the student to dig out their talents and gifts. This is all, and I also accept
this tactic (Principal 3).
4.3.1.2 Attitudes Regarding Inclusive Education
The perspectives of educators and administrators are narrated and clarified in this respect
by the following sub-themes: In this approach, every major issue is covered. The researcher
sent the semi-structured questionnaire to teachers and school administrators to determine

their feelings about implementing equitable learning in their schools.
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Sub-theme 1: Perceptions of Principals and Teachers on Inclusive Education
Concerning teachers’ and principals’ attitudes regarding inclusive education, interviews
were held at each study site. Respondents replied to the question raised by the interviewer,

“What is your perception and willingness to implement inclusive education in your school?”

Their perception (attitude) is better and acceptable. Most teachers and principals have a better

attitude towards the implementation of inclusive education. However, the current situations

of Ethiopian civil war students and teachers have been frustrated with the need to live and
learn together.

The following quotations support this idea:

Mr. | told you the fact that my belief is that | love teaching, but the current
circumstances of our country—political instability, economic inflation, student
misbehaviour—could lead me boredom to teach eagerly. My salary could not afford me
to exist with my family, so teaching for me in this time is as recreation; | engaged as a
broker, sold, and rented houses for many years (teacher 2).

Similarly, regarding the above interview, we can capture information on inclusive education.
I do not believe that in a third-world country, inclusive education is applicable and
manageable. Because we have devastating minds and think separate schools for
students with disabilities and minorities are needed. | observed fillings in different
statuses in economy, ethnicity, and religion among students this time (vice principal 2).

Sub-theme 2: Principals’ and Teachers’ Commitment and Willingness to Implement IE

Although school directors and zone education officials merely engage in a surface-level

manner to promote inclusion, some teachers are less willing and devoted than others.
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Mr. | regret informing you that students have a difficult time in class because there are
moments when | feel powerless. Their academic achievements were not particularly
successful (teacher participant 4).
Similarly, a 40-year-old teacher supported the above statement. This is mostly concerned
with salary subsidies; not heartless feelings, he forwards:
Despite my strong commitment to helping students with disabilities, special needs
students, and above-average students, my biggest challenges are the lack of
professional support and the lack of a pay package. All these things affect how
committed | am to helping them. I spend an hour and 20 minutes a day, 6 hours a week,
teaching. The rest of my time is spent driving a (Bajaj) three-wheeler motor (teacher
participant 6).
In a similar vein, a 38-year-old t female participant teacher stated:
| try my hardest to fulfil my commitments, but 1 am overwhelmed by the many
difficulties that come with working at a private school to make enough money to live
and look after my children (Participant Teacher 5).
4.3.1.3 Inclusive Education Policy Implementation
To acquire in-depth information from interviewees from teachers and principals about
inclusive education knowledge, in their schools, exhibiting training sessions regarding
inclusive education were not offered. In terms of inclusive education, they stated the
following:
Sub-theme 1: Government-level challenges
Inclusive education requires money. | have transferred to more than four schools in my
life. In each school, the government does not provide the cost of inclusive education.
Various resources are not met, such as books, computers, and class room

arrangements etc. The government should provide professionals to schools beyond
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theory-based talking. They need it only for reporting; they do not apply it at ground
level, especially in rural and province-level schools (respondent principal 1).

There is a dearth of collaboration among NGOs operating in this area to support
education. Regarding the health sector, non-governmental organisations are actively
involved, but the education sector lacks talent. Thus, based on what | observed during
my teaching career, the government should promote this industry and give it the
attention it deserves to create a well-educated generation, regardless of problems,

because being a human is enough (principal 3).

...Yes, we may do that, but the school is not that ready as far as I can see the physical
condition, appearance of the school, and physical structure of the school. The
government does not work on it... (Principal 1).

... In order to ensure high quality and fair education, the government must ensure that
schools have an adequate supply of books, learning resources and qualified teachers.
Despite having a psychologist on staff as a school counsellor, he also engaged in
extracurricular activities. He did not have a safe place for consultation, and he works
as a hobbyist at private colleges and attends class every day (teacher 3).

..Financial constraints abruptly affected the implementation of inclusive education; to
fulfil each individual’s needs, the government budget has been under the expected
amount. In this year, the new curriculum books were not distributed to for students;
instead, teachers were used to address the content from online sources (teacher 2).

.1t is important to note that since August 2023, there has been a struggle in the
Amhara area between the federal administration and the armed forces (Fano). The
young Amhara students who were not in school were made to feel actively ashamed by

this action. Young men were joining "Fano" militias, schools were closed, and women
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were getting married young and leaving the country. This has a broad impact on school

activities.

Sub-theme 2: Parental-level challenges

We know that there are various challenges to the educational sector. In particular, to
implement inclusive education. This requires good facilities, community acceptance, parental
involvement, and active participation in school communities. This sub-theme includes
teachers’ and principals’ perspectives on inclusive education in Awi zone secondary schools.
Among the participants, a 48-year-old teacher, who was counted, his view as follows:

Actually, parents were sending their children off with all their needs met with great

enthusiasm, but they could not care less about the support that schools provide.

Financially capable parents help their students during extracurricular study sessions

for the hard sciences. However, students who came from remotes have not been

provided for students with disabilities (Vice principal 3).

Due to the common misconception that children typically do not find employment
following graduation and cannot enter universities after completing grade 12 exams,
parents of young people are frequently demoralised and unwilling to engage in their

children’s education.

....As you know of low-income students actively participate in government-run
educational institutions. Parents, particularly those with lower incomes, do not
aggressively enforce learning environments for their students. Most boys and girls
work in the straight market, selling pulses and shining shoes after school. Except for a
few parents mentioned in the annual meeting report, parental engagement was quite

low in this case.
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Sub-theme 3: Teacher-level challenges
In the segments of inclusive education policy implementation, sub-theme 3, which addresses
teacher-level challenges in implementing policy and legislative issues regarding the inclusive
education paradigm, a 46-year-old participant teacher stated that:
To be honest, I did not study inclusive education in my teacher preparation programme.
| was assigned to a class containing students who had diverse needs, yet | had no idea
where to begin. At first, | was really lost. However, once | began to teach, | began to
see certain ideas about inclusive education and special education coming together
(participant teacher 2).
Because there are no skilled professionals in the subject matter area and a
standardised assessment tool to assess the case of students, it is entirely difficult to
discuss a meaningful support and intervention plan for helping students in inclusive
classes. Some of the students in our school are still being misunderstood and
misperceived because there is no special need experts to treat them, understand them,

and make proper follow-up of both their strengths and weaknesses.

Uhmm...Oh, the problem at my school, in my opinion, is not a lack of passion, rather, it
is the fact that most of the teachers, including myself, did not receive constructive
training on how to implement inclusive education practically, and new political
concerns quickly surfaced. They wrote in front of the school building, "quality
education for all,” but in reality, they do not care because everything changes the

nation’s political landscape (Teacher 6).
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4.4 The Observation Results
4.4.1 School Physical Structures in Study Areas
The interior and exterior layouts of construction sites, education facilities, libraries, labs,
restrooms, teacher staff members’ office doors, ground arrangement, playing surfaces,
roadways, and paths are not appropriate for students with disabilities or inclusion concepts,
according to the researcher’s observations of the physical environment of secondary schools
in each school. In summary, a large number of students in grades 9 through 12 are enrolled in
these institutions; however, the school grounds were unmaintained, and their resources were
difficult to manage.
Hinders the availability of steps and ramps; open water pipes (sewerages) in the entrances
to each structure and classroom doorways; uncovered ground holes at various locations; and a
school with a veiled fence between Ethiopian Defence Force military camps—a very dire
state. Less leaving the location because the students were becoming irritated. When the
fences are broken down and abused, anyone can easily enter and exit the area without
restriction.
4.4.2 Classroom Setups for Inclusive Education Practices
The researcher observed that certain classroom locations, gates, doors, and windows
in secondary schools were inappropriate for students with limited ability to readily locate and
operate classrooms. The room had inadequate ventilation and lighting. The number of
students in the class was inappropriate for a conventional classroom, but given the
circumstances of the ‘Civil War® surrounding the area, students from rural or farming
backgrounds were more likely to drop out of school. Therefore, the actual class composition
ranged from 35 to 51. Before the event, there were up to 70 students were placed in each
classroom at the school. Additionally, these placements violated the inclusionary teaching

practice concept, which addresses the needs and aspirations of every individual.
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Surprisingly, no expert in inclusive education or special needs exists at the selected
secondary school research locations. Despite addressing only a section of the subject matter,
no one can do braille reading, sign language, talent training, etc. with only the subject matter
knowledge. The dearth of teaching tools and textbooks and their abhorrent monthly income
gross salary of 5,163 up to 10,150 ETB, based on their teaching experience or around 50 up
to 85 US dollars, are the main reasons why teachers are demotivated.

4.4.3 Teaching Methods and Challenges in the Classroom

According to the observations made in the classroom, the instructional tactics
employed there were not adequate or differentiated enough to fulfill the requirements of
students with disabilities. There was not a discernible range of activities available for every
student. The most difficult obstacles in the studied regions were untrained instructors,
restricted living conditions, issues with the allocation of funding, political interference,
principals who did not pay enough attention, limited parental engagement, and a lack of hope
for the future of young people. Many students commented, "This is not the time for learning”;
instead, they should be working on technical projects. Learning up to grade 10 takes plenty of
time.

Although every classroom was built using a building, its quality was not
compromised. The manifestations in the area are dust, wooden, traditional crooked
blackboards, chalk, and blackboards. Although teachers make an effort in this regard, it
appears that when outsiders or supervisors enter the classroom, participatory teaching occurs,
but not in reality.

They are unable to use the restrooms freely due to their dusty conditions. Whatever
the appearance of the government’s plans and approaches, the work being done with people
who have special needs in order to achieve full inclusion in schools and full involvement in

all aspects of society at large suggests that much more work has to be done. It turned out to
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be confusing in secondary schools but, generally a positive scenario, especially in primary

schools. The net picture was as witnessed from the researcher’s observations.

45  Document Analysis in Inclusive Education

In this sense, an examination of documents is the procedure of ensuring that a
deployment document for equitable learning is prepared for use or dissemination. In order to
realise this, users often need to read the written material, verify the accuracy of any data
points, and verify the sources. Whether regulations play a role in these issues or not, schools
should be mindful of the documents to appropriately apply them. After discussing the current
state of customised schooling for students, this study now addresses the relevant policy
framework. Let it be first, provide a quick summary of how government policies and
programmes have included schooling for children who have special needs over the course of

time.
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4.5.1 National and International policy plans on Inclusive education

Table 21:

International and National Policies, plans and Programmes

Year | National policy plans and programmes International policies
1994- | e The Ethiopian Federal Constitution (1995) e Education for All (2000)
2005
e Education and Training Policy (ETP) (1994) e Salamanca Statement (2004)
¢ Education Sector Development Programme | (1997)
eEducation Sector Development Programme I
(2000)
2005- | e Education Sector Development Programme il e United Nations Convention
2010
(2005) on the
e Special Needs/Inclusive Education Strategy (2005) Rights of Persons with Disabilities
(2006) (ratified in Ethiopia in 2008)
e General Education Quality Improvement Project |
(2008)
2010- | e Education Sector Development Programme IV e Sustainable Development
2015
(2010) Goals (2015)
e Special Needs/Inclusive Education Strategy (2012)
e General Education Quality Improvement Project 11
(2013)
2015- | eEducation Sector Development Programme V
2020

(2015)

e Master Plan for Special Needs Education/Inclusive
Education (2016-2025)

¢ General Education Quality Improvement

Programme for Equity (2018)
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According to the "Education Training Policy," education ought to support the nation’s
need for workers, including children with disabilities. To help our nation’s economy grow,
we must acquire the required education and join the workforce. According to the approach,
this is the intended outcome. Therefore, although it appears that the federal government has
always prioritised inclusive education; bilateral agreements may have contributed to the
continued momentum of this initiative. In fact, accesse to schooling and fairness have both
generally improved. However, access to high-quality education is limited for the most
marginalised groups, including those with disabilities, girls living in different sections of the
population, and others.

Despite receiving more attention from the government, some stakeholders have
criticised the top-down methods used in the creation of policies, plans, and programmes.
Because the plans, strategies, and programmes were not conducting the intended vision
functionally. Although the practicality of the policies was debated, in the case of the current
research, thorough visualisation of the policies developed from the top level to the lowest.
The plans that were in place at the time were seen as being very rigid and did not take into
account the needs of disabled students attending other schools in this area or the changing
resources and skills available to provide support to students in an inclusive learning
environment. This demonstrates that the government cannot make practical promises through
proper testimony, even when supporting and ratifying policies, plans, and strategies.

The foundation for special needs and inclusive education in Ethiopia has been built
around six strategic pillars over the next decade, from 2015 to 2025. Fundamentally, it covers
fundamental topics related to the implementation of inclusive education for those with special
needs. To throw light in a more thorough manner, they are mostly based on Special Needs

Education (SPN) components that are integrated into the ESDP-V as traversal concerns.
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Increasing awareness of inclusive education and special needs education is another
goal. Concerns that are either absent from the development plan or require enforcement are
addressed by issues that are already included in the ESDP IV: enhancement of pre-service
and during-service teacher preparation with a greater emphasis on special needs education,
outlining the qualifications, career paths, and positions for SNE educators and other
professionals, and creating pay structures that take SNE educators into consideration; the
objectives of inclusive education resource centres should be made clear. They should also
focus on assessment and identification, provide information on counselling and guidance,
support for learning and attendance and curriculum; examine curricula, teaching and learning
materials and teacher guides; expand the approach to include students with learning
difficulties; and emphasise the value and procedures of evidence-based decision making. The
aforementioned methods were attempted in primary schools, but professionals in secondary
education have no opportunity to work.

The six pillars and their objectives are as follows:

o Development of pre-service, in-service, and leadership training for teachers to
better address special needs education and support;

o Establish a policy environment that supports inclusive and special needs
education;

e The assurance of pertinent structures, mandates, and responsibilities at all levels
to support inclusive and special needs education; and

e The assurance of access to high-quality education for all students.

o Create a system that directs all administration levels through sound evidence
and relevant performance information.

e To create a financing framework addressing the provision of education and

support for learners with special needs and disabilities, each of the pillars starts
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with analytical considerations, assumptions, and requirements. After that, a set

of strategic priorities is set for each pillar, followed by activities through which

the objectives are met. The outcomes and possible indicators are then

represented.

4.6  Mixed Results Triangulation

First, a quantitative strand was created and used in this inquiry. The numerical results
are then made clear. Second, a qualitative thread was created to explain the quantitative
results. In this case, triangulation with qualitative data was modified to support the
quantitative conclusions. This lends credence to the study’s conclusions and results. This
mixed-methods strategy employed two distinct data gathering techniques to offer a thorough
understanding of inclusive education in secondary schools.

The main conclusions of each approach were combined to create a more thorough
analysis. The degree of knowledge, attitudes, and policy implementations on inclusive
education among students and instructors were among the factors covered by the quantitative
data. A summary of perceived attitudes, knowledge, and obstacles to implementing inclusive
education was also included in the qualitative data. Here, the survey questionnaire and
interview results were compared and contrasted to triangulate the data and highlight
differences between the outcomes of each approach. Consequently, the following topics
demonstrate the integration.

4.6.1 Practical Realities of Inclusive Education in Secondary Schools
The focus of this section was on the research questions and designs, which are closely
linked. When examining the quantitative analysis using mean ratings, the students’ and
teachers’ scores were above and below the expected level. Participants in the interview
guides also noted that teachers and principals were relatively unsuccessful in implementing
inclusive education because they felt it was an unpleasant hope; however, some attitudinal
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and knowledge gaps made it difficult for them to implement inclusive education in their

schools. This study had three basic inclusive education implementation dimensions.

I.  Inclusive Education Knowledge: Despite the fact that the quantitative data indicated
that, according to the students’ responses, parents and teachers were not working together
to achieve inclusive education. The new inclusive education paradigms are also not
shared by parents, government agencies, educators, teachers, and students. Lack of
knowledge leaves the school unable to prevent discrimination against students with
special needs. At the same time, remarks made by the teachers revealed that none of the
students felt like they belonged there and that they were not always present to help one
another when learning. Similar to this, there was a lack of respect between teachers and
students, cooperation between teachers and parents, evaluations of all teachers,
disagreements among educators about the principles of inclusive education, and
acknowledgement that the child did not legally have the right to attend school in their
home. Furthermore, the quantitative conclusions were corroborated by the interview data.
There was a lack of awareness among students and instructors about inclusive education,
notwithstanding the gender difference that was observed, with female students having a
stronger understanding and attitude towards inclusive education.

Il. Inclusive Education Attitude: In another noteworthy example, students responded that
they had not learned by planning lessons with consideration for all students, including
those with special needs. Students did not actively engage in their individual studies or
extracurricular activities; additionally, teachers failed to prepare lesson plans and make
use of their professional expertise; schools failed to diversify; students with special needs
were not placed in a class; and the school failed to provide adequate support. In a similar
vein, instructors react when the course is ready; it is not meant to draw in every student,

even those with specific needs. Teachers did not plan, teach, or revise the curriculum at
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school; students did not actively participate in their private education; students were not
taught to support one another; and none of the students engaged in extracurricular
activities. These are some reasons why the lesson they teach does not emphasise
appreciation for diversity. In this regard, the qualitative results are consistent with the
quantitative findings. Students, teachers, and parents attitudes were, in some ways,
misapplied in relation to inclusion principles. However, a few other elements have caused
their negative attitude. Therefore, qualitative and quantitative outcomes are
complementary to one another.
Inclusive Education Policy Implementation: Students commented that the campus
buildings, rooms, and other spaces were not constructed with handicapped students’ needs
in mind, nor were they assisted in adjusting when they first arrived at the school. As a
result, because these children were not trained in inclusive education, the government
policy on inclusive education is being improperly executed.

Furthermore, the teachers stated that the school did not make it possible for children with
disabilities to attend classes easily. It also demonstrates how schools’ architectural design
did not take students with impairments into account; the way government’s policy is
implementing the Education Act is correct, however, it does not go all the way to the
grassroots levels. In addition to schools’ ineffective dissemination of inclusive education
policies, teachers receive insufficient training on inclusive education. The results of the
qualitative interviews corroborate the quantitative data’s assertion that the research
references’ execution of the policy was questionable. The inclusive education policy was
like a balloon in the sky—it could not touch the earth. In summary, the findings indicate
that the degree of inclusive education implementation across the three dimensions was
below anticipated levels. As a result, information from the interview and questionnaire

supplemented one another, which may have increased the validity of the findings.
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IVV. Barriers to Implementing Inclusive Education

Three primary themes emerged from the triangulation of the two datasets regarding
challenges. These are the knowledge, attitudes, and application of inclusive education
policies held by teachers and students. Barriers to implementing inclusive education have
been identified. Knowledge and attitude deficits were identified based on the quantitative
analysis and results. The qualitative outcome supported the aforementioned situation
similarly. However, the interview data revealed that obstacles to inclusive education
included a lack of training, budgetary limitations, commitment issues and policy
implementation at the practical level. The last prevalent obstacle was the disapproval of
disabilities and education held by parents and educators. A paper from the Ministry of
Education highlighted that a lack of commitment among educators and administrators
resulted in the poor practical application of policies. This deficiency was exacerbated by a
lack of follow-up from regional and district managers, who viewed their role as simply
distributing documents. Field observations confirmed similar challenges, noting that
schools lacked trained personnel, adequate resources, and proper infrastructure, and that
issues with accessibility had not been addressed. The quantitative evidence in this regard
reveals that learning is discouraged because of the fear of stigmatisation.

4.6.2 Strategies to Increase Inclusive Education Implementation

Information was collected using interview guides and survey questionnaires. The

outcomes of both tests demonstrated that if certain tactics were employed, inclusive

education implementations might be more effective. Most participants, including students and

teachers, offered specific recommendations to improve the implementation of inclusive

education while examining the quantitative analysis.

Likewise, information collected through interview guides demonstrated the most effective

means of implementing inclusive education. In this study, the best strategies to improve
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inclusive education implementation were teachers’ short- and long-term training, parental
involvement and attitude changes, professional assignments, economic empowerment, and
real-world policy practice.

In addition, the findings reveal that students and instructors started to participate more
actively when schools made them feel more at home. Furthermore, the findings from both
data sets indicated that teaching parents about various issues was one of the best strategies.
Regarding tactics to enhance the execution of inclusive education, both datasets identified

nearly identical results.
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CHAPTER FIVE

DISCUSSIONS OF FINDINGS

This study investigated inclusive education implementation practices in the Awi
administration zone, Amhara region, Ethiopia. This study assessed the knowledge, attitudes,
and policy implementations of teachers and students regarding inclusive education. This
chapter provides a summary of the study’s main conclusions and gives an indication of their
theoretical and practical implications. Each finding’s implications have been connected to
previous findings to illustrate the study’s contribution to inclusive education in the study area

and to represent the research’s implications.

Finally, a critical evaluation of the research has been conducted, and conclusions to be
drawn. The following sections address the study’s primary findings and practical

consequences.

5.1 Teachers’ and Students’ Extent of Inclusive Education Implementation

In this study, the extent of the implications of implementing inclusive education was

not as good as expected. In the study sites, the school communities were eager to implement

and practice inclusive education in previous years. However, in the current study, teachers

and principals have not addressed these issues. In this study, teaching and learning activities
were affected by political and financial instabilities.

In general, inclusive education has not been implemented in a desired manner. The
study found that general curriculum teachers have no basic knowledge of managing learners
with diverse needs. College/university courses did not prepare students adequately for
inclusive environments. Generally, during the in-depth conversations, many teachers revealed
that the adoption of equitable education in the chosen public secondary schools had only been

partially executed.
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5.2 Existing Status of Teachers’ and Students’ Knowledge and Attitudes

Regarding Inclusive Education Implementation

The practice of inclusive education is primarily intended to overcome excluded and
marginalised citizens educational problems throughout the world. In this study, the findings
showed that the knowledge and attitudes of teachers and students were somewhat limited.
The practice s of inclusive education in secondary schools was scarce compared with
elementary schools in the study area. Social, economic, and political factors have stagnated
the status of inclusive education in secondary schools in the Awi educational zone.

The availability of manpower, infrastructure and society’s beliefs have not been
consistent with the current philosophical assumptions of inclusive education implementation.
Teachers’ knowledge and attitudes about inclusion varied; however, most of them were found
to have theoretical knowledge on inclusive education concepts and activities.

However, there was an observable limitation in the inclusive classroom in the
presentation of instruction by using different teaching methods and instructional material
usage to address the diversity of students’ needs. Halder (2023) asserted that theoretical and
fundamental information must be thoroughly understood by educators to ensure a better
inclusive culture. In addition, Sharma and Michael (2017); Ginja & Chen (2023) found that
attitudinal barriers and Forlin (2011), Yorke et al. (2022), and Kuppusamy et al. (2016) lack
of ability and expertise adversely affect the practice of inclusive education.

Teachers in secondary schools stated that most lacked pedagogical and practical content
knowledge. In their view, curriculum and examination-driven secondary school teachers
trusted upon traditional "chalk and talk" teaching methods. Similarly, Watkinson (2013)
evaluated secondary teachers who were either unaware or did not want to acknowledge their
lack of pedagogical knowledge. Again, the current finding is consistent with Meidrina et al.,

(2017), SIDA (2014), Costello and Boyle (2013) and UNESCO (2020)), who also asserted
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that attitude plays a significant role in achieving inclusive education goals. Temesgen (2014),
Assefa (2018), Dagnew (2013), and Singh et al. (2023) revealed those teachers’ attitudes,
knowledge, and abilities can be major barriers to inclusion (Adewumi & Mosito, 2019).

In other dimensions that contradict the current findings, Okech et al. (2021) found out
that teachers’ attitudes towards learners with disabilities and other special needs were
reported to be increasingly positive in the last decade; that is the best support to practice
inclusion.

5.3 Inclusive Education Implementation Constraints and Challenges
5.3.1 Challenges at the School Level
School management can either elevate it or deprive inclusive education implementation
practice s of their level of understanding. In the current study, the principals revealed that
inclusive education is not properly implemented. They cannot force teachers to do
everything, unless for the purpose of reporting to higher-level officials. Highly recommended
by Logofatu et al., (2020), they stressed that teachers and staff needed good management to

implement inclusion.

This result is also consistent with Okongo et al., (2015) study that a deficiency of
resources affects inclusion at the school level. This concept was supported by Logofatu, M. et
al. (2020) and the Salamanca statement (1994). School factors beyond the attitudes of
individual teachers include the school leaders; the role of leadership and the resources
available in the school are mandatory pillars. They can motivate and adjust the entire school
system to implement inclusive education. The reality here is that leaders are more concerned
with political issues and students’ superficial scores to report to the woreda, province, and

zone education heads.
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5.3.2 Challenges at the Teacher Level

In the meantime, the implementation of inclusive education has been systematically
curtailed by teachers’ willingness to accept their living conditions. Teachers failed to
implement the recommendations in their classes due to workload, time constraints, and a lack
of resources. According to the findings of this study, teachers play a vital role in the teaching

and learning process but less in the implementation of inclusive education.

The primary obstacle to delivering daily lessons in accordance with students’ needs and
abilities was a lack of knowledge and skills in the development and exploitation of
instructional materials. By eliminating difficult barriers and providing various opportunities,
accommodations, and suitable structures and arrangements, inclusive education seeks to meet
the diverse needs and abilities of people and facilitate their participation in education and
other social and cultural activities (UNESCO, 2005). This allows each student to maximize
their potential to benefit from their education. According to Park et al., (2016) and Kurz &
Paul, (2005) stated that research findings indicated inclusion teacher preparation is

guaranteed to bring dreams to life.

Similarly, Singh et al.'s (2023) showed that educators still hold the view that inclusive
classrooms are the same as traditional classrooms, assuming that all students need to receive
the same instruction to complete all course materials, regardless of their degree of
involvement or participation. As Okech et al., (2021) found that educators are making every
effort, but this is difficult because people like you are cognizant, they lack training and
continue to employ outdated techniques that affect the expected goals to practice inclusion.
Maria (2013) and Galaterou & Antoniou (2017), contended that teaching experiences and
training greatly influence the perception of inclusive education. Supply of resources,
equipment, and support; pre-service and in-service training; and flexible and accessible

curriculum (Alemayehu, 2020; Hay & Paulsen, 2001).



The practice of inclusive education benefits everyone, and this highlights the role that
support services play in helping people overcome learning difficulties. In the process of
teaching and learning, inclusive education works in this way to promote human growth,
particularly for individuals who receive special treatment. As far as educators are concerned,
inclusive teaching is an effort to ensure that every student has access to education. However,
many educators connected the idea of special needs thinking to ways to provide everyone

access to education; nevertheless, thinking is counterproductive.

5.3.3 Parental and Community-level Challenges

Parental and community-level participation in school improvement, quality education,
and inclusive education implementation has a backbone. According to the teachers' reports in
this study, the main parental-related obstacles to implementing equitable educational
opportunities comprised parents' unfavourable mental state, lower levels of perception,
economic difficulties, and a lack of skills and expertise. The qualitative findings revealed that
the teachers reported that parents were less active in inclusive education implementation
activities. Additionally, the study revealed that a primary obstacle to parental and community
participation was the unfavourable mind set and misunderstanding of parents. Because
parents believe that a child’s impairment is a result of God’s retribution, they believe that
education at a higher level cannot change their child.

Consistent with the current study, Parveen (2018) and Temesgen (2021) reaffirm that
the biggest obstacles to integration into a larger community and the negative attitudes of their
loved ones prevented youngsters from attending school. Less skills, wealth, and education
level were determined to be the most prevalent barriers that prevented parents from
participating in inclusive education, which is consistent with the findings of (Williams and

Sanchez, 2013 and Muhammad, 2022). The last component of the structure, cooperating, was
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emphasised by Paju et al. (2022) and (Garcia-Melgar et al., 2022) who also emphasised that
cooperation is necessary for successful inclusion.

This is supported again by Beaton et al. (2022) ; (Beaton, M and Burke, A and Dharan, V
and Galkiene, A and Kyro-Ammala, O and Lakkala, S and Lofstrom, J and Maxwell, 2022)
and Musa’s (2019) finding that inclusion ensures that all students, regardless of any
intimidation feelings, feel welcome and that their individual needs and learning styles are
valued. Herz (2023) supported this approach; it may also require making parental and
community participation mandatory. Salamanca (1994) also confirmed that parents and
communities play a great role when they are aware of inclusive education.

5.3.4 Government-level Challenges

Poor political stability, poverty, illiteracy, inattention, and lack of commitment all have a
significant, harmful impact on the quality of education. The observation confirmed that all
schools in the research locations had physical structures, but none were adequate for or
accommodating students with disabilities. This includes classrooms, libraries, laboratories,
restrooms, gate entries, sports fields, and pathways. The practice of inclusive education
involves more than just giving students with disabilities and their peers the opportunity to
attend classes together; it also entails setting up the right conditions for accommodating
students with disabilities through flexible curricula, teaching-learning methodologies, and
aesthetically pleasing physical environments.

Furthermore, some areas that require further adaptation include the open fluid lines
(sewerages) in front of each building and the classroom gate; the absence of covered ground
holes in various locations; and the placement of collections of stones and other materials on
various surfaces, which serve as some examples of the challenges associated with the

physical structures of school compounds. The government's disregard for inclusion in
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education is the main cause of this problem. In particular, the classroom stairs were
constructed without taking the needs of children with disabilities into account.

In line with the current study, Musyoka (2018) and Mitiku et al. (2014), assert that
obstacles to inclusive education may come from various sources, including a reluctance to
alter inflexible learning environments and school structures. A classroom that isn't favourable
to learning might affect students’ moods for learning in both physical and psychological
ways. The results of this have a detrimental impact on students’ academic achievement and
ability to help students reach their full potential.

The other research revealed that physical settings, infrastructures, cultures and policy
changes should all be considered while promoting inclusive education. Consistent with
Uchem et al. (2014) the goals of all these educational systems are to address the diverse
needs of community members as learners. Similarly, Okongo et al. (2015) and Maulidina
(2019) stated that school buildings must be modified to promote a positive, inclusive school
climate.

A study by Mariga et al. (2017) also stated that it encourages students who are eager
to voice fresh ideas and innovations in the classroom. Many educational institutions have run-
down structures that lack resources for libraries, laboratories, and other support services.
Similarly, the findings of Akanmu & Isiaka (2016) ; Charema & Centre (2016); Biswas
(2021) and Meremikwu & Ibok 92020) confirmed challenges related to inclusiveness of
politics and economic impact.

In line with this, a local study by Henok 92014) suggested that Ethiopian public
buildings should be accessible in both design and construction. To assist teachers in
improving their skills, it is crucial to provide relevant experience in real-world settings
following training, in addition to hands-on training and internships. Governments, according

to Halder (2023) and Kavua (2022), must prioritise giving educators the necessary experience
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in real-world settings following training, in addition to hands-on training and internships that
will allow them to further develop their skills.

In line with the current study, according to Fullan (2015), unfavourable educational
environments impact inclusive practices. In addition, Shields (2018) asserted that government
support and management play crucial roles in the efficacy of inclusive education. Improved
accessibility, safety, and friendliness of learning and boarding facilities for all students are
essential for a sound barrier-free environment. They still do not have the proper methods and
techniques to guarantee success. Sufficient funding, instruction, supplies, and encouragement
from educational institutions, local communities, and even parents are required to advance
inclusive education.

5.4 Poor Policy Implementation Implications

Despite being open and sincere in its intentions to assist students with disabilities,
Ethiopia’s education policy may be challenging to implement in daily life. In practice , the
policy has only been mentioned in the text, but the government intends and plans to
implement it. Although the Special Needs Education Policy calls for the creation and
execution of methods to identify and improve recruiting processes for SNE staff, the
investigation results revealed that no such hiring had occurred in the schools studied. In the
three schools, no one was ever allowed to work with special needs or inclusive education
capacities. This was not in line with the recognized papers, either domestically or
internationally, regarding the plans, strategies, and programs of the Federal Democratic

Republic of Ethiopia.

In Ethiopia, policies are enforced to implement inclusive education, as Tesemma
(2011) and MoE (2016) stated that inadequate policies consider the absence of equal
education in a manner consistent with the latter. Furthermore, it was made abundantly evident

by UNESCO (2020) that laws and policies promoting inclusive education have been passed
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in several African nations, including Ethiopia, Uganda, Burkina Faso, South Africa, and

Kenya.

Additionally, Ethiopia has accepted numerous international agreements and
conventions pertinent to inclusive education (Maclachlan et al., 2014 ; Butz & Cook, 2017).
The ‘Education and Training Policy' (1994) in Ethiopia seems to favor special education in
the current context. Similarly, it guarantees that economically exploited groups will receive
extra assistance in training, development, and policy. It also seeks to provide education to all

children without prejudice (Debela et al., 2020).

Consistent with Howgego et al. (2014), evidence supporting inclusive education in
African nations is insufficient and dispersed. Learners with disabilities face challenges in
Africa because of inaccessible locations, unaccommodating policies, unfavorable attitudes,
biased application and admission processes, and a lack of accessibility regulations and

options (Chataika et al., 2012).

Research on the execution of policies has revealed that the capacity to perform a
policy determines its comprehension (Viennet & Pont, 2017). It is well recognized that many
development initiatives in many nations fail because of a lack of institutional capacity to
perform and maintain policy practices (Parveen, 2018). The ability to carry out policy
functions, resolve issues, and establish and achieve the goals of policy Greene (2017) is the

standard definition of capability (Hehir et al., 2016 ; Bell & Stevenson, 2015).

5.5 Tactics to Reduce Challenges in Implementing Inclusive Education
5.5.1 Offer Trainings
The growth of teachers overall depends heavily on teacher training. No special
education background exists among the instructors in the inclusion schools; nevertheless, a

handful of them completed PGDT courses as required by their universities. In particular, the
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teachers did not put much effort into finding effective ways to teach students who experience
learning difficulties in their courses. They also showed a lack of commitment to inclusive

teaching methods.

Consequently, Munoz et al. (2007) emphasized that curriculum development must
coincide with inclusion teacher training and school amenities. Furthermore, studies by Hayes
& Bulat (2017); Zegey (2021); Temesgen (2021) and Ludago (2020) corroborated the
conclusions that the implementation of inclusion is affected by a lack of infrastructure,

specialist trainees and resources.

Regarding Melaku (2018) findings, educators who are willing to assume this duty often
realize that they require support and guidance to modify their teaching and learning
approaches. Additionally, providing professionals with excellent pre- and in-service training
enhances the programme (Ahmmed et al., 2012b ; Engelbrecht et al., 2016 ; Gedfie et al.,

2020).

5.5.2 Financial Support
Every action requires financing in one form or another. Therefore, it often costs
significant money to place children with substantial special needs in an inclusive classroom
without the experience and knowledge of an instructor. The programme will undoubtedly
require significant financing, and it may be necessary to train a substantial portion of the

teaching staff.

For the inclusive strategy’s goals to be implemented and realized, there must be
sufficient resources and administrative structures must be available and used appropriately.
Because government or non-governmental organizations pay for everything, most low-
income Ethiopian parents wish to send their disabled children to boarding schools. Parents

must invest time and financial resources in their children to ensure inclusive education. This
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research identified financial issues as a major barrier to the implementation of inclusive

education.

Consistent with current findings, Abimanyi-Ochom & Mannan (2014 and Parveen
(2018), found that obstacles to adopting inclusive education indicated a lack of specialized
material resources for student instruction. Rahaman & Sutherland (2011), Sharma and Kumar
(2019), and Gedfie et al. (2020) also showed that budgetary constraints affect the
implementation of inclusive education. One of the unresolved concerns in this field is how to
support equal educational opportunities. It has deteriorated in inclusive education practices,

particularly in industrialized nations.

5.5.3 Commitments
True commitment is needed to establish fair education. The results of this study
demonstrate that instructors are less committed for various reasons. Their lack of
accessibility, low pay, lack of subsidies, lack of education, and attitude are the reasons behind
their lack of commitment. Srivastava et al. (2015) confirmed that instructors allocate less

time and energy to inclusion.

Furthermore, Rouse (2008) emphasised that while knowledge may not always
translate into classroom practice, dedication is also required for inclusive practice. According
to Van Lancker & Parolin (2020) and Okech et al. (2021), a number of educators are
reluctant to incorporate inclusive education techniques into their classroom instruction
because of a lack of requisite skills. The results of Hollenweger et al. (2015) are likewise in
line with the preceding conclusions, which stated that sustained professional growth is

necessary for genuine transformation.

The majority of interviewees identified time and commitment limits as obstacles to

efficient inclusive education practices, particularly administration, paperwork, homework
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correction, and policy development. According to the results of the current study, instructors'
salary-related commitment was the main issue, and time constraints arose during the test
period. Teachers are unwilling to work in inclusive schools because of their lack of desire and

excessive workloads.

5.6  Sex Differences in Knowledge, Attitude, and Policy Practice towards
Inclusive Education Implementation among Students and Teachers
Research has indicated that the demographic characteristics of educators, including

age and gender, may impact the provision of inclusive education. In this study finding, there

were some differences in knowledge, attitudes, and policy implementation by sex.

The current study found substantial differences between the students’ sex in
secondary school students’ knowledge and attitudes regarding inclusive education. Although
some female respondents were more knowledgeable about inclusive education and had a
more positive attitude than male respondents, some male respondents were also better at
implementing policies. Regarding the teachers, no discernible gender difference was
observed in their knowledge, attitudes, and application of inclusive education policies among

the teachers.

Consistent with this, Loria (2010) recognized the results from Georgia on the impact
of educators' sex on the adoption of inclusive education. Inconsistent with the current finding,
Fakolade et al. (2009), Boyle et al. (2013) and Mintesnot (2018) found that female teachers

have a more favorable attitude towards inclusiveness compared to their male counterparts.

The current findings align with research conducted in the United Arab Emirates,
India, and Spain by Bibiana et al. (2020); Wangio (2014); Awal (2014); and Trivifio-amigo et
al. (2022), which suggested that the gender of educators had no significant influence on the

implementation of inclusive education. In a similar vein, Costello & Boyle (2013) studied on
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"the attitudes of secondary school teachers towards inclusive education” revealed no

distinction between male and female educators’ views.

Similar to this, Majoko et al.'s (2018) research in South Africa showed that managing
inclusive institutions did not depend on the gender of the teachers, as both sexes were skilled
at doing so. In contrast to the present research by Mashiya (2014) and Wangio (2014), a
different South African study revealed that female teachers preferred male teachers to female
teachers. Contrary to recent research by Parveen (2018), which revealed that women had less
of a significant difference in teacher attitudes and knowledge (feelings) when it comes to

implementing inclusive education, males have a greater difference.

In other ways, consistent with the current finding, Emily & Mc Laughlin (2014)
conducted studies in Kenya demonstrated that male teachers were less accepting of inclusive
education than female teachers, which hindered the enrolment of students with special needs

in regular schools.

The present research corroborates Okech et al. (2021) findings that successful
implementation of inclusive education requires the use of effective teaching practice s to
cater to the needs of students with disabilities. Additionally, as noted by Kocha & Senapathy
(2022) positive attitudes towards inclusive education, effective educational procedures, and
sufficient teacher knowledge of inclusion are other factors that contribute to the success of
inclusive education. Though role practice , teacher comprehension, and mindsets were
regarded as crucial for effective inclusivity, most teachers' views towards inclusion were

often negative, which is consistent with the current study (Alhassan, 2014).

Similar to the current findings, research conducted by Ludago (2020) in Hadiya,
Ethiopia, revealed issues with attitudes, skills, and abilities among educators, as well as how

inclusive programs are run in schools. Many children with disabilities do not always benefit
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from inclusive education; this is due to a lack of specialized instructional abilities,
unfavorable teacher attitudes, and a lack of awareness of inclusion among school

administrators.

5.7 Differences in Class Size in Knowledge, Attitude, and Policy Practice
towards Inclusive Education Implementation among Teachers
According to some studies, material assistance and resource availability are more
important for high-quality education than class size. Thus, the results of this study
demonstrate that differences in student population or class size have no impact on how

differently instructors apply policies or how much knowledge and attitude they possess.

In contrast to the contrary of the current findings, teachers would embrace an
inclusive curriculum if there were few students in the class, according to Tamar (2008) and
Tshifura (2012), who discovered data. Similar to this, South African researchers, Evans et al.
(2009) and Swart et al. (2002), emphasized that big learning settings are considered the most
difficult obstacle to effective inclusion management. Class size or total number of students
affects teacher-student interaction, climate, and specific educational requirements. According
to Pedder (2006); Sowell (2013) ; and Siegle et al. (2014), instructors find it more difficult

to teach in larger classes and that extracurricular activities require more time.

5.8 Differences in Work Experience in Knowledge, Attitude, and Policy
Practice towards Inclusive Education Implementation among Teachers
The development of the abilities necessary for successful instruction is undoubtedly
aided by classroom experience. Supporting and managing a diverse student body in
educational settings is made easier by experience. In the current study results, work
experience does not affect the knowledge, attitudes, and policy implementations to practice

inclusive education. Studies by Avramidis & Norwich (2010), Wangio (2014), and Awal
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(2015) showed inconsistent results with the current findings on the acceptance of students
with physical limitations by teachers with less than six years of experience compared to those
with six to ten years of experience, who showed a drop in the acceptance of students with

physical limitations.

Similarly, older instructors have a worse attitude towards inclusive teaching than
younger teachers, according to studies by Wangio (2014) and (Ni Bhroin & King, 2020).
Similarly, Costello & Boyle (2013) found inconsistent results when examining statistically
significant attitudes of instructors with and without experience; teachers with greater

experience preferred inclusive environments.

Inconsistent with the current findings, a study by Lambe & Bones (2006) in Ireland
claimed that less experienced educators—pre-service teachers who had little interaction with
students with a variety of special needs—were more positive about inclusion than more
experienced educators. Previous research by Alghazo et al.(2004) in Dubai showed that
although instructors with 12 years of experience embraced inclusive education, those with

less experience were less supportive.

In contrast to the present research findings, a study by Mokaleng & Mdwes (2020)
demonstrated that Kenyan educators with considerable experience teaching children with
special needs are more tolerant and self-assured when managing inclusive classroom
environments. The study conducted by Costello and Boyle (2013) also revealed a statistically
significant difference in the attitudes of instructors with and without experience, with more

experienced teachers favoring an inclusive environment.

The adoption of inclusive education was impacted by older teachers’ less positive
attitude towards inclusion than younger teachers, in contrast to studies conducted in North

Florida by McKay (2016) and in Georgia by Loria (2010). Consistent with a study conducted
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in the United Arab Emirates, however, the teachers’ experience did not influence the

inclusive education techniques employed (Dukmak, 2013 ; Wangio, 2014).

An investigation carried out in Zululand, South Africa, by Chitiyo et al. (2020) found
that teacher age affected the uptake of inclusive education. It was thought wise to keep older
instructors out of the inclusive system because research indicated that they were less able to
adjust to new teaching methods. This was contrary to studies conducted in Tanzania and
Kenya by Patrick (2013) ; Hofman & Kilimo (2014), and Wangio (2014), which
demonstrated that more experienced teachers were better at implementing inclusive education
than less experienced teachers. Both are inconsistent with the current research
findings. Consistent with the results of the present research, teaching experience does not
significantly affect the implementation of inclusive education, according to research
conducted in Talisay District, Division of Batangas, Philippines by (Masongsong et al.,

2023).

This study suggests that the “Policy Practice Alignment Theory” ensures that school policies
effectively implement national inclusive education frameworks. This theory facilitates the
downward translation of these policies from the national level to practical, accessible
classroom accommodations. Effective implementation at the microsystem level requires

collaboration among families, teachers, and classmates.

At the classroom level, teachers reported that their negative attitudes, insufficient confidence,
and lack of skills hindered their ability to support learners with disabilities. This resulted in
inadequate support during classroom interactions. To address this, the mesosystem level
requires collaboration among teachers, parents, school nurses, therapists, and the wider

community to promote inclusive education through an interdisciplinary approach. However,
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infrequent communication between parents and teachers negatively impacted individualised

learning support, creating a weak collaborative link.

Furthermore, continuous professional development (CPD) is essential for equipping teachers
to meet diverse student needs through training, capacity building, and targeted briefings. This
capacity development operates within and supports the exosystem, enhancing reflective
teaching and differentiated instruction. However, at this level, issues were noted where
resource allocation decisions made by district and zonal authorities limited the availability of

essential services.

At the macro system level, societal attitudes, beliefs, and cultural, religious, or local norms
regarding persons with disabilities significantly influenced whether schools embraced

inclusive education concepts.

Collectively, this theoretical framework aligns with the study's findings, offering a clear lens
that emphasises that inclusive education cannot be confined to the classroom alone. Instead, it
demands a multi-layered effort that requires systemic support, integrated collaboration,

cultural shifts, and on-going reflection.

5.9 Strengths of the Current Study

Determining the significance of this thesis requires a methodological evaluation, which
is extremely commendable. There are several advantages to the current analysis that justify
the findings. The primary advantage of this study is its use of a mixed-method design,
specifically a sequential "explanatory mixed design." Both quantitative and qualitative
components are present in the design. The study’s qualitative components made it easier to
analyse the viewpoints of participants on pertinent issues related to teachers’ understanding

of inclusive education, attitudes towards it, and the application of policies.
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The incorporation of numerical information enhances the utility of qualitative
discoveries. Subsequently, the researcher employed interviews and a survey to gather
pertinent and useful data. Qualitative data came from a more focused, small sample, whereas
surveys allowed me to quickly obtain information from a notably larger sample of

respondents.

Regarding the current researcher, combining surveys and interviews proved to be
effective in obtaining comprehensive data and assistance in creating a significant and
exhaustive problem study. Through their cooperation, | have been able to obtain the opinions

of the responders regarding the topics of my inquiry.

Finally, the researcher in question felt that this study employed a suitable technique of
analysis to determine the presence of sex, professional experience, and student differences by
combining the two analytical methods. Independent t-tests and ANOVA were applied for

these validations.

5.10 Limitations of the Current Study

Similar to other studies, the present investigation has several limitations that may have
affected the findings. In spite of the researcher’s highlighted qualities, this study was limited
by the fact that the researcher had to take laborious notes during certain interviews, and some
interviews were not freely recorded. The conditions of students and teachers were under a
state of emergency due to the civil war.

In addition, the extent of the issue could be overstated or understated because the
questionnaire used to gather data from both students and instructors was based mostly on
self-reflections. Finally, the study was limited to government secondary schools. As a result,
there may be specific restrictions in private schools; therefore, it may not be feasible to

generalise.
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5.11 Chapter Summary
The results of the exploratory sequential design, which involved gathering both
quantitative and qualitative data in two phases, are presented in this chapter. According to the
researcher’s results, secondary school instructors and students are implementing inclusive
education in a way that is well analysed. The results also highlighted the difficulties and
methods of meeting a range of learning requirements and boosting each student’s engagement
to the fullest. On the other hand, this chapter highlighted the difficulties teachers face when

implementing inclusive methods into reality.
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CHAPTER SIX

SUMMARY, CONCLUSION, AND RECOMMENDATION

To provide equal educational opportunities for secondary schools run by the Awi zone
administration, this study employed a mixed-methods design. A combination of surveys,
observations, and interviews was used to collect data. The conclusive section offers a succinct
summary of the main findings from the analysis of the inquiry's both the quantitative and
qualitative information. This section also addresses the conclusions drawn from the research
findings and the recommendations that were made.

6.1 Summary

Research on inclusive education practices is crucial for providing various forms of support
for students with diverse needs. However, there are currently several potential obstacles to the
adoption and practice of inclusive education, including those from government agencies,
families, neighbourhoods, and school heads. All these obstacles prevented inclusive education
from going beyond theoretical presumptions in an effective manner. Consequently, in a few
government secondary schools in the Awi zone administration of the Amhara National
Regional State in Ethiopia, this study aimed to investigate the knowledge, attitudes, and
policy implementations of inclusive education among teachers and students.

Three secondary public schools participated in the investigation. To address the topics
under study, five major research concerns were developed. The research used a sequential
explanatory mixed method design, in which data were gathered sequentially using both
quantitative and qualitative approaches. The quantitative techniques were given more weight
than the qualitative ones.

Data were collected using questionnaires for both teachers and students, and semi-
structured interview guides were also used for teachers and principals. In all, 196 teachers and

1001 students responded to the questionnaires designed to measure the three dimensions of
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inclusive education: knowledge, attitude, and policy implementation status. In addition, 12
participants were interviewed, of whom six were teachers and six were principals.

The validity and dependability of the instruments were also examined. In addition,
qualitative and quantitative data analysis techniques were applied. Thus, thematic analysis
was used to study qualitative data, whereas descriptive and inferential statistics were used to
analyse the quantitative data.

Various techniques for gathering and analysing data were applied to the study topics.
Examining the execution of equitable education was the focus in this investigation. A
combination of quantitative and qualitative techniques was employed in analysis
simultaneously; qualitative data were subjected to thematic analysis, whereas quantitative data
were subjected to descriptive statistics, an independent sample t-test, and one-way ANOVA.
The results of quantitative and qualitative research indicated that inclusive education did not
offer significant benefit in the study sites.

To determine sex differences between teachers and students, independent T-test statistics
were used. Therefore, students’ knowledge, attitudes and policy implementation in inclusive
education showed statistically significant sex disparities. Women differed significantly from
men in terms of inclusive education policy implementation, although women had higher mean
differences in knowledge and attitude. Besides, there was no discernible difference in
inclusive education knowledge, attitudes, or policy implementation among teachers based on
their sex.

In the second dimension, the results of a one-way ANOVA revealed no significant
differences in the total number of students or class size, teachers’ work experience,
knowledge (equitable educational understanding), attitudes, and the execution of policies

regarding inclusive education implementations.
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Furthermore, the qualitative results demonstrate that the main obstacles to the
implementation of inclusive education were low levels of knowledge, skills, and attitudes on
the part of both teachers and students; less than ideal school conditions; low levels of
community and parent participation; a lack of funding; commitments, and a lack of training.
In this case teachers, students, parents, school administration, and government agencies are
the key stakeholders involved in these hurdles.

6.2 Conclusion

This research examined how inclusive education is being implemented in the
Ethiopian Awi administrative zone in the Amhara region from the perspectives of both
teachers and students. The major conclusions drawn from the survey made clear that inclusive
education was implemented at a very basic level. The study’s quantitative results indicate that
in terms of inclusive education knowledge and attitude, female students outperformed their
male counterparts, but in terms of policy implementation, the opposite was true. However, no
appreciable disparities were found in the understanding, attitudes, or application of inclusive
education policies among teachers based on their sex.

The qualitative findings also revealed obstacles and methods for enhancing inclusive
education in the research region. The community, parents, educators, students, school
administrators, and government entities were sources of obstacles to inclusive education. The
primary obstacles were low levels of financial hardship, unfavourable attitudes from parents
and the community, and teachers’ lack of training and experience. Secondary school-related
obstacles to inclusive education included unwelcoming attitudes of teachers and
administrators, a dearth of a welcoming school climate, a lack of dedication, and inadequate
school training.

Lastly, because there were many obstacles preventing the full implementation of

inclusive education, strategies to increase its implementation were suggested. These include
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training sessions, advocacy, the planning and provision of awareness-raising programmes, the
creation of a welcoming school environment, and government body concentration at the local
level, parental active involvement, and NGO support.
6.3 Recommendations
Lastly, to improve equitable educational opportunities in the study location, the

investigator would like to provide and advocate recommendations that follow in response to
the results of the investigation. Teachers, parents, politicians, investigators, and administrators
from educational bodies receive ideas and requests.

6.3.1 Recommendations for Further Study

In the first place, one of the premises used to conduct this research was the theoretical
and empirical claims about inclusive education implementation barriers and role-taking in
elementary schools. This insight has indicated that this study focused on the implementation
of inclusive education in government secondary schools. However, in this regard, government
elementary and secondary schools must be evaluated for their implementation of inclusive
education. This was due to the fact that apart from being geographically delimited in the Awi
administrative zone, the rest of the Amhara region had to be taken.

6.3.2 Recommendations for Governments, Schools, and Parents

The study’s conclusions demonstrate the teachers’ and principals’ blatant lack of
dedication and skill sets. To address the expertise gap, mind-sets require on-going
programmes to raise awareness and specialised trainings on contemporary issues related to
the policy implementation of inclusive education. Since, in the current investigation,
inclusive education was minimally implemented. In general, it would play a significant role
in the learning and growth of schools by working with school leadership bodies, parent-
student-teacher interactions, teacher preparation programmes, and the Awi educational zone

education office.
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The following stakeholders have participated in this research recommendations and

suggestions.

I. Recommendations for Governments (MoE —Ethiopia)

The federal government agencies are giving the implementation of inclusive education

the attention it deserves, which is low. It is a must; the government revises and ratifies

national and international policies and strategies, but the execution of components has not

been carried out correctly.

>

The survey found that a lack of inclusive training, instruction, and abilities has
presented educators, students, and parents with difficulties. Thus, school
administrators, zone education offices, regional education bureaus, and the
Ministry of Education should have been able to accommodate all of this.
Government agencies should consider the accessibility of the entire educational
facility, including buildings, grounds, restrooms, and general architectural design
for students from diverse backgrounds.

Budget and resource centres must be allocated with checks and balances and
professional herring.

To better motivate and support teachers in their efforts to adopt inclusive
education, it is imperative that the payment package be given careful
consideration. This can be used to improve the living conditions of instructors in

cash or as one of the house amenities.

Il. Recommendations for Schools (Teachers and Principals)

>

>

Teachers and principals should collaborate with parents and stakeholders.
Teachers and principals should avoid superficial commitments in practice and

rather attach them to political purposes.
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» Principals must adjust their short-term training and invest in additional teacher

training workshops and seminars with the collaboration of Injibara University.
I11. Recommendations for Parents

> Parents should actively participate in school case related issues with increased
willingness.

» They must collaborate with teachers, students, and governments to better
implement inclusive education. Finally, the study revealed that female students
scored better than male students, suggesting that male student organisations still
have room for improvement in advocacy, instruction, and attempts to dissuade
unfavourable opinions. It is necessary to customise some rules, guidelines, and

strategies to meet the demands of female groups.
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Appendixes

Appendix A: Cover Letter for the Students’ Questionnaire

University of South Africa
College of Education
Department of Inclusive Education
Title: Secondary School Inclusive Education Implementation Practice: in the Awi Zone, Amhara
National State, Ethiopia

Dear respondent,

My name is Mintesnot Fentahun Aseress from Injibara University College Education and
Behavioural science in the department of Special Needs and Inclusive Education. This questionnaire
form is part of my doctoral research entitled “Secondary School Inclusive Education Implementation
Practice : in the Awi Zone, Amhara National State, Ethiopia” for a PhD degree at the University of
South Africa. This study aims to assess secondary school inclusive education practice about knowledge,
attitudes and policy implementation of inclusive education. Therefore, you have been selected by
random sampling techniques from a population; I warmly invite you to participate in this survey.

This study aims to assess secondary school inclusive education implementation practice s in
Awi Administrative Zone. You are requested to complete this survey questionnaire as honestly and
frankly as possible and according to your personal views and experiences. No foreseeable risks are
associated with the completion of the questionnaire, which is only for research purposes. The
guestionnaire will take approximately 30 min to complete.

Do not indicate your name or identity number, and your anonymity will be ensured; however,
an indication of your age, gender, residence, etc. will contribute to a more comprehensive analysis. All
information obtained from this questionnaire will be used for research purposes only and will be kept
confidential. Your participation in this survey is entirely voluntary, and you have the right to omit any
question if so desired, or to withdraw from answering this survey without penalty at any stage. After the
completion of the study, an electronic summary of the findings of the research will be made available to
you via your best options or other addresses.

Permission to undertake this survey was granted by the Awi Zone Education Office and the
Ethics Committee of the College of Education, UNISA. If you have any research-related inquiries,
please contact me directly. My contact details are +2519 3654 76 83 or e-mail:
17217288@mylife.unisa.ac.za. The receipt of the questionnaire implies that you have agreed to
participate in this research. Please return the completed questionnaire to me prior to the time specified
on the questionnaire.

Thank you so much.

+4

Mintesnot Fentahun Aseress

!
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APPENDEX B: Questionnaires to be filled out by Students

University of South Africa (UNISA)
College of Education
Department of Inclusive Education
Questionnaires to be filled out by Students
The purpose of this questionnaire is to assess the status of ‘“‘Secondary school Inclusive Education

implementation practice in selected high schools of Awi administrative Zone’’. Therefore, the
information you provide is very important to the success of the study, so we ask you to cooperate with
us by responding appropriately to the questions presented.

Thank you for your cooperation!
Part I: Background Information of the Participant

Indicate your answer to the questions below by placing a (V) in the box and writing in the underlined

space.
1. Name of the school:
2. Gender: Male [] Female [
3. Age
4. Grade level:

5. Number of students with special needs (handicapped) who learn with you:
Part I1: Likert Scale Questions

Express your opinion by choosing your level of agreement with the sentences presented in the table
below and writing a ‘v ‘symbol on your choice.

No Detailed questions I strongly | lagree | Istrongly | Idis-
agree dis-agree | agree

A. Inclusive Education Knowledge and Culture System in the school

1. At the school, all students feel accepted by the school community

2. Students help each other

3. Teachers and students are respected

4 There is a joint coordination between the teachers and the parents

5 Students, principals, parents and government bodies share the

philosophy of inclusive education

6 The school is working to avoid any kind of discrimination (for
students with special needs).

B. Inclusive Education Attitude Application Questions
We learn by considering all students (including those with special
needs) when preparing the lesson

2 The education given to us encourages the participation of all
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students

The education we learn enhances the understanding of diversity

Students actively participate in their individual studies

Students are learning by supporting each other

Principals plan, teach, and review the school in coordination

All students participate in activities outside the classroom

| N| O o b W

It has been possible to use the professional knowledge and skills
of teachers

9 Teachers prepare school resources/resources

10 | The schools resources are distributed in a way that is suitable for

the proper implementation of Inclusive education

11 | The schools resources are used to meet the needs of students with
special needs and to enhance the schools ability to increase

diversity.

12 | When students with special needs are assigned to a class, they are

given appropriate support from the school

C. Policy oriented questions

1 The school has made it easy for disabled students to come to

school

2 When | came to the school, | was supported to adapt easily

3 Instead of forcing students with special needs out of school,

teachers try to address their problems.

4 The teachers work hard to make the school comfortable for

students

5 The buildings / rooms / in the campus are designed for students

with disabilities

6 With the implementation of Inclusive education, the government

policy is being implemented properly

7 They are being given training about inclusive education

Part 111: Open ended questions

Please write and elaborate your feelings regarding the question raised under

1. Isthere a teacher or principal in your school who can read sign language or Braille? If
any, mention their quantity

2. Do you believe that inclusive education is being properly implemented in your school as planned?
Yes No
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3. If the answer to question no. 1 is yes, then how? Or if it is not being implemented, mention the
problems that hinder the implementation of inclusive teaching in the way it is intended

4. Describe the activities that should be done to teach inclusive better

Thank you for your cooperation!
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APPENDEX C: Cover Letter for Teachers’ Questionnaire

University of South Africa
College of Education

Department of Inclusive Education

Title: Secondary School Inclusive Education Implementation Practice : in the Awi Zone,
Ambhara National State, Ethiopia

Dear respondent,
This questionnaire is part of my doctoral research entitled “Secondary School Inclusive

Education Implementation Practice : in the Awi Zone, Amhara National State, Ethiopia™ for the
fulfilment of my PhD degree at the University of South Africa. This study aims to assess secondary
school inclusive education practice about knowledge, attitudes and policy implementation of
inclusive education. Therefore, you were selected using a purposive sampling strategy from a
population. Thus, I would like to ask you to participate in this survey.

Dears, you are kindly requested to complete this survey questionnaire as honestly and frankly as
possible and according to your personal views and experiences. No foreseeable risks are associated with
the completion of the questionnaire, which is only for research purposes. The questionnaire will take
approximately 30 min to complete.

You are not required to indicate your name or field of specialisation and your anonymity will be
ensured; however, an indication of your age, gender, service year, etc. will contribute to a more
comprehensive analysis. All information obtained from this questionnaire will be used for research only
and will remain confidential. Your participation in this survey is voluntary, and you have the right to
omit any question if desired, or to withdraw from answering this survey without penalty at any stage.
After the completion of the study, an electronic summary of the findings will be made available to you
via your email or other email address.

If you have any research-related inquiries, you can be addressed directly to me through my
contact details: +251 9 36 547 683 or e-mail: 17217288@mylife.unisa.ac.za. The receipt of the
questionnaire implies that you have agreed to participate in this research. Please return the
completed questionnaire to me prior to the time specified on the questionnaire.

Thank you very much!.

e =3

Mintesnot Fentahun Aseress
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APPENDEX D: Questionnaires to be filled by Teachers

University of South Africa (UNISA)
College of Education
Department of Inclusive Education
Questionnaires to be filled by Teachers

The purpose of this questionnaire is to survey the status of the implementation of inclusive education in
selected high schools in the Awi demonstrative zone. Therefore, the information you provide is very
important to the success of the study, so we are asking you to cooperate with us by responding
appropriately to the questions presented.

Thank you for your cooperation!

Part I: Demographic Information of Participants
Indicate your answer to the questions below by placing (V) in the box and writing in the underlined

space.

1. Name of the school

2. Gender: Male 1 Female 1
3. Education level: Certificate L1 Diploma [ Bachelor degree 1 Master degree [_1

4. Work experience:

6. Number of students taught per class (on average):

7. The number of students with special needs among the students you teach:

Part I1: Likert scale questions

Express your opinion by choosing your level of agreement with the sentences presented in the table

below and writing a “\ ‘symbol on your choice.

No I strongly | I strongly | dis-
Detailed questions agree agree | dis-agree agree
A. Inclusive Education knowledge and Culture in school Questions
1 In the school, all students feel that they are accepted by the school
community

2. | Students help each other every time and learn together

3. | Teachers and students respect each other

246




4 There is a co-operation with teachers and parents

5 Directors and government bodies work together

6 High estimates are given to all teachers

7 Students, teachers, parents and government bodies share the
philosophy of inclusive education

8 The school is working to avoid any discrimination (for students
with special needs)

9 I would like to help students with disabilities in the classroom

10 | Teaching students with special needs with the regular ones is a
good task

11 | I am ready to help students with special needs if I receive training
in inclusive education

12 | Inclusive Education is a cost effective system of education

13 | Acknowledge the child education right to attend in their
home environment school.

14 | Enables education structures and systems to meet the needs
of diversity

B. Inclusive Education Attitude and Application Questions

1 When the course is prepared, it is intended to attract all students
(even those with special needs)

2 Our education encourages the participation of all students

3 The lesson we learn is to highlight the understanding of diversity

4 students actively participate in their private education

5 students are being learning to support each other

6 Teachers plan, teach, revise the content of the school

7 All students participate in activities outside the classroom

8 The use of professional knowledge and skills has been used

9 Teachers develop school inputs / delivery tools

10 | The school resources have been distributed in a manner that is
conducive to the proper implementation of inclusive education

11 | The school resources have been used to enhance the capacity to
increase the diversity of the school, in order to meet the needs of
students with special needs

12 | lam receiving appropriate support from the school when students

with special needs are assigned to my room
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13 | I appreciate the philosophy of Inclusive plan and strategies

C. Policy-Practice based Questions

The school facilitated the possibility of students with disabilities
easily coming to school

2 When | come to the school, | have been supported to adapt easily

3 Teachers try to address their problems rather than letting students

out of the school

4 The teacher works hard to make the school comfortable for

students

5 Buildings in schools considering students with disabilities

6 Government policy in the implementation of the Education act is
going down to the ground and is being implemented correctly

7 Teachers are being trained about inclusive education

8 | Teachers use class-wide rules and regulations to support

classroom management.

9 | Teachers have experience of using Individualized
Educational Program (IEP).

10 | My school has been disseminate Inclusive education policy

effectively

Part 111: Open ended questions

Please write and elaborate your feelings regarding the question raised under

1. Is there a teacher or principal in your school who can read sign language or Braille? If any,
mention their quantity

2. Do you believe that inclusive education is being properly implemented in your school as planned?

Yes no

3. If the answer to question no. 1 is yes, then how? Or if it is not being implemented, mention the

problems that hinder the implementation of inclusive teaching in the way it is intended

248




4. Describe the activities that should be done to teach inclusive better?

Thank you for your cooperation!
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APPENDIX E: Interview Questions

University of South Africa (UNISA)
College of Education
Department of Inclusive Education

Format of Interview Guide Question for Teachers

1. Do you know the concepts of Inclusive Education?

2. What challenges do you have to implementing inclusive education?

3. Does the class rooms and school environment conducive for all learners?

4. Does the school have inclusive education implementation pillars?

5. Do you have Special Needs Education professionals in this school?

6. What are the biggest challenges to practice facing inclusive education in this

school/zone?
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APPENDIX F: Observation Cheek List
University of South Africa (UNISA)
College of Education
Department of Inclusive Education

School Grade

Inclusive teaching strategies

Comment

Whole class teaching

Access to teaching and resources planned, for visibility, lack of background noise,

ease of handling

Classroom clear of obstacles and seating planned

All students clear about the structure and objectives of the lesson

Teacher checks for understanding of vocabulary and instructions

Strategies in place for pupils who need support to remember the task or

instructions

Questions pitched to challenge pupils at all level

Questions used to ensure pupils are listening

Time is given (thinking time, partner time etc.) to allow for response

pupils given time and opportunity to help one another

Buddying used for seating for paired, partner and group work

Visual, auditory and tangible aids used

Evidence of pupils who need it being given pre-tutoring or follow up support

Group and Independent Work

Transition from class to independent

work clearly signaled and actively managed

Tasks clearly explained or modeled, checking for understanding

A variety of materials and resources available and accessible for all pupils

A distraction free area has been set up for pupils who need it

Pupils have been taught strategies to enable them to continue when they are stuck

Tasks linked to earlier or later learning

Tasks simplified or extended for pupils or groups of pupils

Tasks made more open or closed according to pupils’ needs

Alternatives to pencil and paper tasks

Help given to pupils who need support or resources to access text

Variety of groupings so that pupils use one another’s skills




Appropriate behavior noticed, praised, rewarded

Effective use of ICT as an access strategy

assessment is used effectively during the lesson to progress learning

Pupils are helped to stay on task

Pupils can explain their work to others
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APPENDIX G: Permission Letter
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et g Date 14/6/2023

To: College of Education, Department of Inclusive Education
University of South Africa (UNISA)

Subject: Giving Letter of Consent

Mr M F Aseress (Mintesnot Fentahun Aseress) requested our office to get letter of consent
from the participants in his research work. Awi zone education office on behalf of Hidase
high school, chagni town; Mengesha Jenbere high school, Dangila town and Agew Midir high
school, Injibara town give permission to participate in the study by explain his research thesis
and show positive responses. The respondents will be teachers and students who are living in
the three high schools. This study is very essential to pin point the inclusive education

practices implementations in our Zone schools.

Therefore, we would like to inform you we give him consent that Mr M F Aseress
((Mintesnot Fentahun Aseress) to conduct his PhD thesis “in title Secondary School Inclusive
Education Implementation Practice: in the Awi Zone, Amhara National State, Ethiopia™

"Best Regards”

%}Q CcAhAIT A

ccC:/

» To Hidase high school, Chagni Town
> To Mengesha Jenbere high school, Dangila Town

» To Agew Midir high school, Injibara Town
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APPENDIX H: Ethical Clearance Certificate

university
of south africa

UNISA

UNISA COLLEGE OF EDUCATION ETHICS REVIEW COMMITTEE

Date: 2024/02/14 Ref: 2024/02/14/17217288/28/AM
Name: MF Aseress
Dear MF Aseress Student No.:17217288

Decision: Ethics Approval from
2024/02/14 to 2029/02/14

Researcher(s): Name: MF Aseress
E-mail address: 17217288@mylife.unisa.ac.za
Telephone: +251 41226972

Supervisor(s): Name: Dr Siva Moodley
E-mail address: siva4d9moodley@gmail.com
Telephone: 0825781552

Title of research:

Secondary School Inclusive Education Implementation Practice in the AWi
Administrative Zone, Amhara National State, Ethiopia

Qualification: PhD Inclusive Education

Thank you for the application for research ethics clearance by the UNISA College of Education
Ethics Review Committee for the above mentioned research. Ethics approval is granted for
the period 2024/02/14 to 2029/02/14.

The medium risk application was reviewed by the Ethics Review Committee on 2024/02/14
in compliance with the UNISA Policy on Research Ethics and the Standard Operating
Procedure on Research Ethics Risk Assessment.

The proposed research may now commence with the provisions that:

1. The researcher will ensure that the research project adheres to the relevant
guidelines set out in the Unisa Covid-19 position statement on research ethics
attached.

2. The researcher(s) will ensure that the research project adheres to the values and
principles expressed in the UNISA Policy on Research Ethics.

Prelfler Street, Muckleneuk Ridge, City of Tshwane

PO Box 392 UNISA 0003 South Africa

Telephone: +27 12 429 3111 Facsimile: +27 12 429 4150
www.unisa.ac.za
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. Any adverse circumstance arising in the undertaking of the research project that is
relevant to the ethicality of the study should be communicated in writing to the
UNISA College of Education Ethics Review Committee.

. The researcher(s) will conduct the study according to the methods and procedures
set out in the approved application.

. Any changes that can affect the study-related risks for the research participants,
particularly in terms of assurances made with regards to the protection of
participants’ privacy and the confidentiality of the data, should be reported to the
Committee in writing.

. The researcher will ensure that the research project adheres to any applicable
national legislation, professional codes of conduct, institutional guidelines and
scientific standards relevant to the specific field of study. Adherence to the following
South African legislation is important, if applicable: Protection of Personal
Information Act, no 4 of 2013; Children’s act no 38 of 2005 and the National Health
Act, no 61 of 2003.

. Only de-identified research data may be used for secondary research purposes in
future on condition that the research objectives are similar to those of the original
research. Secondary use of identifiable human research data requires additional
ethics clearance.

. No field work activities may continue after the expiry date 2029/02/14.
Submission of a completed research ethics progress report will constitute an
application for renewal of Ethics Research Committee approval.

Note:

Committee.

The reference number 2024/02/14/17217288/28/AM should be clearly indicated on
all forms of communication with the intended research participants, as well as with the

Kind regards,

3 e

Prof AT Motlhabane
CHAIRPERSON: CEDU RERC
motlhat@unisa.ac.za

pproved - decision template — updated 16 Feb 2017
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Preller Street, Muckleneuk Ridge, City of Tshwane

PO Box 392 UNISA 0003 South Africa

Telephone: +27 12429 3111 Facsimile: +27 12429 4150
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