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Abstract

This study explores preprimary teachers' knowledge, attitudes, efficacy toward inclusive
education and the provision of support for children with special needs in Addis Ababa. A
convergent parallel mixed-methods design was employed, combining a quantitative survey using
a five-point Likert scale and qualitative semi-structured interviews. The study took place in three
sub-cities, Arada, Yeka, and Gulele, which have a total of 515 preschool teachers. From this
population, a sample of 115 teachers from six inclusive schools was selected. In addition, 13
teachers and special education teachers participated in the interviews. Data collected through
surveys and interviews provided insights into teachers' understanding, attitudes, and efficacy
related to inclusive education. The findings revealed a significant gap between teachers' self-
reported knowledge and their actual understanding of inclusion. Although teachers generally
expressed positive attitudes toward inclusive education and reported high confidence in
implementing inclusive strategies, they often lacked practical skills and struggled to adapt
teaching activities to meet diverse needs. The study also found a positive correlation between
teachers' knowledge, attitudes, and self-efficacy, indicating that higher levels of knowledge are
associated with greater confidence in implementing inclusive strategies. However, no significant
differences were found between demographic factors such as age, teaching experience, or
exposure to students with special needs in influencing teachers' knowledge or attitudes. The
study further highlighted gaps in service provision for children with special needs, compounded
by limited collaboration with special education experts and class teachers and insufficient
training. Thus, advancing inclusive education in preschool settings requires targeted professional
development, stronger collaboration between teachers and special needs, and better allocation of
resources. Recommendations for policy and practice include comprehensive teacher training

programs and improved cooperation between general and special education department.

Key Terms: Inclusive Education, Knowledge, Attitude, efficacy, service provision
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Chapter One

1. Introduction

This research study explores Pre Primary Teachers' Knowledge, Attitudes, and Self-Efficacy
Toward Inclusive Education and the Provision of Services for Children with Special Needs. It is
organized into six chapters. Chapter One introduces the study's background, problem statement,
objectives, and significance. Chapter Two presents a literature review highlighting gaps in
existing research. Chapter Three describes the research design, sampling methods, and data
collection and analysis procedures. Chapter Four presents the findings. Chapter Five discusses
the results in relation to the research objectives, and Chapter Six concludes the study and offers

recommendations.

1.1. Background of the study

In the past, the education of children with disabilities was often provided by charities,
religious organizations, and volunteers. The early 20th century marked a turning point with the
emergence of special education as a separate field. During this period, specialized schools were
founded, targeted teacher training programs were developed, and materials and equipment
adapted to different disabilities were created, with the aim of providing more structured and
effective support (MoE, 2022). This shift towards inclusion was reflected in international policy
through the Salamanca Statement and Framework for Action on Special Needs Education,
adopted in 1994, and in national policy in Ethiopia, such as the Special Needs Education
Program Strategy of 2006 and the Special Needs/Inclusive Education Strategy published in 2012
(MoE, 2016).

As inclusive education gained global traction, the debate shifted from access and location
to a wider philosophical and practical understanding of what inclusion really means. The idea of
inclusive education, originally intended to provide equal opportunities for children with
disabilities, has evolved to include all children in mainstream educational settings (Allday,
Neilsen-Gatti, & Hudson, 2013). Despite this development, there continues to be no broad
consensus on the definition of inclusive education. Some scholars distinguish between a narrow

and a broad understanding of inclusivity. The narrow view focuses on specific children with
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identified special educational needs and disabilities (SEND) and addresses their placement and
support (Nelis, Pedaste & Suman, 2023; Haug, 2017). On the other hand, the broader perspective
takes into account the diversity of all children and highlights the necessary changes in schools
and the education system to create a supportive learning environment for all (Nelis, Pedaste &
Suman, 2023; Haug, 2017).

In light of this broader concept, early childhood inclusion has received considerable
attention. This educational practice involves teaching children ages 3 to 6 who have special
needs alongside their typically developing peers (Lawrence, Smith, & Banerjee, 2016). It has
gained widespread attention worldwide because it provides equitable and quality education for

all children, including those with different learning needs.

Inclusive early childhood education (ECE) addresses the diverse needs of young learners
and aims to create supportive learning environments that promote educational equity and holistic
development. This approach ensures children's active participation and involvement in the
learning process, promotes educational equity, and contributes to the overall development of the
child (UNESCO, 2021; Park et al., 2014).

Beyond its foundational principles, inclusive ECE has shown to deliver significant social
and developmental benefits to all children. The benefits of successful inclusion highlight how it
benefits both children with and without special needs. Buysse (2002) found that typically
developing children in inclusive settings had more friends than those in special classrooms, while
Okagaki (1998) observed positive interactions between children with and without disabilities in
inclusive programs. Odom (2004) further supports these findings, stating that inclusive settings
lead to positive developmental and behavioral outcomes for all children. These studies highlight
the importance of inclusive education in promoting social interaction and positive attitudes

towards diversity.

Recognizing these benefits, many countries have adopted inclusive education as a
guiding framework, though its implementation varies across contexts. Finland considers
inclusion a fundamental right, with teacher training that supports individualized learning plans
and collaboration among educators, families, and specialists. Canada also advances inclusive

education through comprehensive policies that encourage respect for diversity and improved
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social outcomes (World Bank, 2021). In contrast, developing countries like Ethiopia face
multiple challenges in implementing inclusive education. These include limited teacher training,
insufficient resources, and societal stigma toward disability. Although national policies
emphasize inclusion, practical implementation remains inadequate. Enrollment rates for children
with disabilities are still low, reflecting persistent barriers in accessing quality education (World
Bank, 2021).

These systemic challenges are reflected in the classroom, where teachers' perceptions and
preparedness play a critical role in shaping inclusive practices. Ethiopian teachers hold mixed
perceptions of inclusive education. While some acknowledge its value in fostering peer
interaction and acceptance, others express doubt about their preparedness due to limited training
(Alemayehu et al., 2022). This can hinder effective inclusive practices, especially in early
childhood settings.

Considering the significant benefits of inclusive education for the overall development of
children with special needs, its effective implementation matters to maximize the benefits it
offers. A critical element in successful inclusion is teachers' knowledge. This encompasses
understanding diverse disabilities, employing inclusive teaching strategies, and applying legal
frameworks supporting inclusion. Knowledgeable teachers are more adept at creating inclusive
classrooms and adapting materials to support varied learning needs (Geleta, 2019; Singh et al.,
2023).

Understanding the concept of inclusive education among teachers covers several key
areas. First, it involves recognizing that inclusive education goes beyond simply placing children
with special needs in mainstream settings; the aim is to create a learning environment where
every child, regardless of abilities or disabilities, feels welcome, supported, and valued. This
understanding includes knowledge about different types of disabilities and their unique learning
needs (Geleta, 2019). Additionally, teachers must be familiar with specific strategies and
accommodations to adapt their teaching methods, materials, and assessments to meet the needs
of all learners. This knowledge is critical because teachers knowledgeable about inclusive
education create a supportive classroom environment (Singh et al., 2023).



Studies in countries like Australia and Canada reveal that teachers with comprehensive
training in inclusive education can effectively differentiate instruction and enhance outcomes for
all students. However, Ethiopian pre-primary educators often lack such training. For instance,
Gurmessa (2018) found that only 25% of teachers had received formal instruction in inclusive

education, limiting their ability to support children with special needs.

In addition to teachers' knowledge about inclusive education, teachers' attitudes toward
inclusion play a critical role in its successful implementation. Positive attitudes involve belief in
the capabilities of all learners, appreciation of diversity, and willingness to adapt (Beyene &
Tizazu, 2011). In Ethiopia, societal stigma can influence teacher attitudes negatively. Tefera and
Abebe (2020) found that 60% of teachers held biases that hindered their perceptions of children
with disabilities and special needs, often seeing them as burdens rather than integral members of
the classroom.

Moreover, teacher efficacy is a key element in the successful implementation of inclusive
education. Teacher efficacy in inclusive education refers to a teacher's confidence in their ability
to teach successfully in an inclusive classroom. This includes managing a diverse group of
learners, differentiating instruction, addressing challenging behaviors, and fostering positive
relationships (Brady & Woolfson, 2008). It also includes collaboration with parents and
specialists because inclusive education requires effective teamwork. High teacher efficacy means
believing that all students, regardless of their challenges, can learn and succeed. A teacher with
high self-efficacy has a greater chance of meeting the needs of children with special needs
(Brady & Woolfson, 2008). In Ethiopia, pre primary teachers report low confidence in handling
diverse classrooms. Tefera and Abebe (2020) noted that 70% of teachers felt overwhelmed by

inclusion-related challenges, which discouraged the adoption of inclusive strategies.

While teachers are expected to effectively implement inclusive education, many lack the
necessary knowledge and experience to teach children with special needs in inclusive settings.
This knowledge gap often leads to negative attitudes toward inclusion and a reluctance to
accommodate these children in mainstream classrooms (Odom, 2004). This lack of knowledge
acts as a significant barrier to effective inclusive practices, impacting teachers' ability to meet the

diverse needs of all students. Along with knowledge, a teacher's attitude toward inclusion is
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crucial for its success. These attitudes shape expectations and behaviors that can either facilitate
or hinder the inclusion of students with disabilities. Furthermore, as teachers gain more
knowledge about inclusive practices, their attitudes tend to become more positive, leading to
increased self-efficacy in meeting the needs of all children, including those with disabilities
(Brady & Woolfson, 2008).

All these factors play a crucial role in the support and services teachers provide to all
children with special needs within inclusive pre-primary schools (Noreen, Intizar, & Gulzar,
2019; Laskar, 2018). Support provision refers to supporting children with special educational
needs in educational settings. It can be referred to in various terms such as "additional help and

attention,"” "special needs support,” or simply "special support.” The objective of these provisions
is to increase children's engagement in activities, routines, and play, as well as to facilitate and

improve their learning experience (Sandall & Schwartz, 2008).

Children with special needs often require changes to the curriculum and teaching
methods to meet their individual needs. To include these children successfully in pre-primary,
teachers must adjust the classroom setting, use effective teaching strategies, and provide equal
learning opportunities for all children (Bricker, 2000). These steps are crucial for helping
children with special needs feel included, thrive, participate actively, and learn effectively
(Sandall, Schwartz, & Joseph, 2001; Sandall et al., 2008). It is important to give children with
special needs the extra help and attention they need to benefit from their education and fully

integrate into their classroom environment.

Despite the increasing emphasis on inclusive education, gaps remain in understanding
how pre primary teachers in Ethiopia approach inclusion, particularly in terms of their
knowledge, attitudes, and self-efficacy. Addressing these gaps is crucial for ensuring that

inclusive education delivers on its promise of equitable learning for all children.



1.2. Statement of the Problem

Early childhood education is widely recognized as a critical foundation for lifelong
learning and development (UNESCO, 2015). In Ethiopia, the government has shown a strong
commitment to promoting inclusive education by developing policies that encourage the
integration of children with special needs into mainstream classrooms. Despite these efforts, the
practical implementation of inclusive education in early childhood settings remains a significant
challenge. Pre-primary teachers, who play a central role in creating inclusive environments, often
face many barriers that limit their ability to effectively support children with special needs
(Ainscow, 2021).

Research shows that successful inclusive education depends on teachers having the
necessary knowledge, skills, attitudes, and values (European Agency for Development in Special
Needs Education, 2012). Teachers' attitudes toward children with special needs, along with their
knowledge and training, significantly influence their competence in implementing inclusive
practices. In many low- and middle-income countries, including Ethiopia, teachers often receive
limited or no training in inclusive education practices. As a result, many feel unprepared, lack
confidence, and are hesitant to adapt their teaching strategies to meet the needs of diverse

learners.

In response to these challenges, a significant focus was placed on addressing the needs of
children with special needs and disability during the fifth Ethiopian Education Sector
Development Plan (ESDP V) from 2015 to 2020. Subsequently, the Ministry of Education
introduced a 10-year Master Plan for Special Needs and Inclusive Education from 2016 to 2025.
Furthermore, the National Early Childhood Development and Education policy framework
(FDRE, 2022) highlights that Children with special needs will receive a sufficient and high-
quality education alongside their peers in any local pre-primary setting, without facing any

discrimination.

However despite these efforts, children with special needs face significant challenges in
accessing and benefiting from education, making them one of the most disadvantaged groups.
These challenges vary depending on the type and severity of their disability and challenges, as

well as their gender and socio-economic status (Franck & Joshi, 2016). The difficulties they
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encounter in accessing education stem from several factors, including inadequate physical
infrastructure on their journey to school, unfriendly physical school environments, a lack of
trained teachers and professionals, and negative attitudes from various stakeholders.
Additionally, the formal processes for identifying children with special needs are limited, leading
schools to rely on informal visual observation processes, which are often ineffective (Franck &
Joshi, 2016).

According to the Ministry of Education's directives, Ethiopian general education teachers
are required to understand the philosophy and principles of inclusive education and develop
competencies to address the diverse needs of students Ginja & Chen, 2021). However, there is a
recognized gap in teachers' knowledge and experience, particularly in understanding inclusion
strategies, managing diverse interactions students need in classrooms, and implementing
effective teaching strategies. This gap hinders the quality of inclusion in classrooms, highlighting
the urgency for teachers to receive adequate support, training, and access to resources (Ginja &
Chen, 2021).

While there is a growing body of research on inclusive education, much focuses on
primary and secondary education. There remains a noticeable gap in studies that examine how
preschool teachers’ knowledge, attitudes, self-efficacy, and service delivery impact inclusive
practices in early childhood education, especially in Ethiopia. Most research emphasizes policy
discussions rather than the practical challenges that preprimary teachers face. Yet, early attitudes,
knowledge, and teaching practices are crucial in shaping children’s educational experiences

during this formative stage (Ainscow, 2021).

Understanding the factors that influence preprimary teachers' ability to implement
inclusive practices is therefore essential. Teachers who possess knowledge of inclusive practices,
maintain positive attitudes toward children with special needs, and feel confident in their
teaching abilities are more likely to foster truly inclusive learning environments (Sharma et al.,
2012). However, many pre-primary teachers feel inadequately trained and supported. A study by
Fekadu and Hailu (2021) reported that more than 60% of preprimary teachers felt unprepared to
teach children with special needs, which impacts their perceived knowledge, attitudes, and



efficacy. Overwhelmed by the diverse needs of their students, teachers may become reluctant to

implement inclusive strategies.

Similar challenges are reported in other low- and middle-income countries. For example,
studies from Kenya, Uganda, and South Africa show that while policies promote inclusive
education, teachers often feel ill-equipped to put these policies into practice ( Engelbrecht et al.,
2019). Additionally, teacher characteristics such as age, educational background, and previous
training in special needs education may influence their knowledge, attitudes, and confidence.
However, very little research has explored these factors within preprimary contexts in Ethiopia.
There is also limited understanding of the specific services and strategies pre-primary teachers

use to support young children with special needs.

Given these gaps, this study aims to provide valuable insights into pre-primary teachers’
perceived knowledge, attitudes, efficacy, and service provision related to inclusive education in
Ethiopia. Understanding these aspects is important for informing future teacher training
programs, improving policy implementation, and ultimately creating more inclusive and

supportive learning environments for all young children.

1.3. Research Questions

This study seeks to answer the following research questions:

%+ What are the levels of perceived knowledge, efficacy, and attitudes of pre-primary school

teachers toward inclusive education?

0,

% Is there any statistically significant difference in pre-primary school teachers' knowledge,

Attitude, and Efficacy across their demographic characteristics?

0,

% Is there any relationship between the levels of efficacy, knowledge, and attitude among

pre-primary teachers?

% What types of services do pre-primary teachers provide to support the inclusion of

children with special needs?



1.4. Objective of the Study

The main objective of this study is to investigate preprimary teachers' knowledge of inclusive
education practices, attitudes towards including children with special needs, self-efficacy in
teaching children with special needs, and service provision practices for children with special

needs in three sub-cities in Addis Ababa.

1.5. Significance of the study

Understanding the concept of inclusive education is important because it ensures all children,
including those with special needs, have equal opportunities to learn. It helps create supportive
environments where every student can succeed. By focusing on this, we can better address the
challenges and improve the quality of education for everyone. Thus, this research, “Preprimary
Teachers' Knowledge, Efficacy, and Attitudes Toward Inclusive Education, and Provision of

Services for Children with Special Needs," holds significant importance for several reasons,

% Provides insights into pre-primary teachers' knowledge, efficacy, and attitudes toward
early childhood inclusive education, highlighting effective practices and areas
needing support.

+ Helps develop targeted professional development programs to improve teachers' skills
and confidence in inclusive classrooms.

% Adds to the research on inclusive education, particularly in early childhood education
in Ethiopia, and identifies challenges faced by pre-primary teachers.

% Inform policymakers in identifying gaps in educational practice and contribute to the

development of policies that promote inclusive education.

1.6. Delimitations

This study is confined to examining the attitudes, knowledge, and efficacy of pre-primary
teachers concerning inclusive education practices and the provision of services for children with
special needs. The research was conducted in three sub-cities of Addis Ababa, where 68 pre-
primary schools are located. Given the impracticality of including all of these schools, the study
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focused on a purposely selected sample of six pre-primary government schools across the three

sub-cities.

1.7. Operational Definition of Variables

Knowledge: This refers to preschool teachers' understanding and awareness of
various aspects related to inclusion, such as types of disabilities,
inclusive strategies (e.g., IEPs), and best practices in inclusive

education.

Efficacy: Refers to teachers' confidence and belief in their ability to
effectively implement inclusive practices, adapt teaching
methods, manage classroom dynamics, collaborate with other
professionals ( special needs ), and meet the diverse needs of

children with special needs.

Attitude: Teachers' beliefs, values, and feelings toward inclusive education

and accepting diversity.

Service Provisions: Refers to the support and assistance that preschool teachers offer
to children with special needs. This includes specific strategies,
accommodations, and resources that teachers use to help these
children learn and participate in classroom activities. It also
involves working with other professionals and families to create

a supportive environment for all students.

Children with special Refer to all children who require additional support or
needs accommodations due to different factors. These factors can
include developmental disorders, physical disabilities, sensory
impairments  (visual or hearing impairments), cognitive
challenges, communication difficulties, and emotional or

behavioral disorders.
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Chapter Two

2. Literature Review

2.1. Definition and Importance of Early Childhood Inclusive Education

Early Childhood Care and Education (ECCE) provides comprehensive care and education for
children aged 0 to 8, covering health, nutrition, hygiene, safety, responsive caregiving, early
stimulation, education, and developmental activities. The aim is to ensure a proper environment
that can offer developmental support for the child in the areas of physical, cognitive, social,
emotional, and linguistic development (UNESCO, 2021).

Early childhood education consists of activities focused on age-appropriate learning, which
enhances children's curiosity, creativity, critical thinking, problem-solving skills, and social
interaction (Hirsh-Pasek et al., 2009). These programs often include activities such as play-based
learning, storytelling, art, music, movement, and early literacy and numeracy experiences
(Bodrova & Leong, 2007).

The goals of Early Childhood Care and Education are to ensure the well-being and healthy
development of young children, to support families in their caregiving roles (Sylva et al., 2004),
to prepare children for formal schooling (Pianta et al., 2009), and to promote lifelong learning
(McCoy et al., 2017). ECCE is important for laying a strong foundation for children's future

academic success, social adaptability, and well-being (McCoy et al., 2017).

On the other hand, Early Childhood Inclusive Education (ECIE) refers to an educational
approach that welcomes diversity, promotes equality, and promotes the active participation and
learning of all young children, regardless of their abilities, disabilities, language, culture, or
socioeconomic status (UNESCO, 2021). It recognizes and values the unique strengths, needs,
and potential of every child, striving to create inclusive learning environments that accommodate

and support diversity.
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The main objectives of ECIE are holistic development, social inclusion, improved learning
achievements, and successful transitions to further education and beyond the early years (Forlin
& Loreman, 2020). Similarly, ECIE aspires to provide each child access to quality education and
individualized support, to actively participate in learning experiences, and to develop positive

attitudes toward diversity and inclusion.

2.2. Legal and Policy Frameworks for Inclusive Education

Legal and policy frameworks play a critical role in shaping inclusive education practices by
providing guidelines, mandates, and support structures for ensuring equitable access and
participation for all learners (UNESCO, 2021). This section examines key legal and policy
frameworks at the international, national, and local levels that influence inclusive education, with

a focus on their implications for educational systems, practices, and outcomes.

2.2.1. International Perspectives on Inclusive Education Policies

Internationally, groups like UNESCO and the United Nations have pushed for inclusive
education using declarations, conventions, and guidelines (UNESCO, 2019). The Salamanca
Statement (UNESCO, 1994) was a key document that said inclusive education is a basic human
right. It stressed removing barriers, giving proper support, and valuing diversity in schools. Later
efforts, like the Sustainable Development Goals (SDGs), also highlight how inclusive education
helps reach global education goals (UNESCO, 2020). These international frameworks discuss
accessibility, adjusting for needs, and teaching that includes everyone as important parts of
inclusive education policies (UNESCO, 2021).

2.2.2. National Legal Frameworks and Inclusive Education Policies

Many countries have developed specific laws, policies, and guidelines to promote inclusive
education within their educational systems. For example, the Individuals with Disabilities
Education Act (IDEA) in the United States mandates the provision of free and appropriate

education in the least restrictive environment for students with disabilities (IDEA, 2004).
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Similarly, the United Kingdom's Special Educational Needs and Disability (SEND) outlines

principles for identifying and meeting the needs of learners with SEND in mainstream schools.

National frameworks often address issues such as assessment and identification, access to
support services, teacher training, parental involvement, and transition planning, that is,
supporting children with special needs as they move from one educational stage to another to
promote inclusive practices (European Agency for Special Needs and Inclusive Education,
2018).

Ethiopia has made notable progress in promoting inclusive education, as reflected in its policy
frameworks and initiatives. The Education and Training Policy (MoE, 1994) emphasizes the
principles of equity, access, and inclusion for education for all learners. Further more, the
Inclusive Education Strategy (MoE, 2016), details the specific objectives and strategies to

promote school-level inclusive practices.

2.2.3. Local Implementation and Impact of Inclusive Education Policies

Policies for inclusive education are implemented locally in schools and communities. Schools,
teachers, administrators, parents, and community members are important stakeholders who play
their roles by creating cultures of inclusiveness, overcoming obstacles, and encouraging
successful outcomes for all learners. Ethiopia has taken significant steps to implement inclusive
education policies, particularly through its Education Sector Development Program (MoE,
2015). The program emphasizes the importance of inclusive practices, teacher training,
curriculum adaptations, accessible learning materials, and community involvement in promoting
inclusive education (MoE, 2019). Local education offices, schools, educators, and communities
play important roles in translating national policies into effective practices that meet the diverse

needs of learners.
Although there has been progress in inclusive education, significant challenges persist. Limited

resources, infrastructure constraints, inadequate training, and support for educators, as well as

attitudinal barriers, remain key issues (MoE, 2019). Addressing these challenges requires
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targeted interventions, policy reforms, collaboration between stakeholders, and sustained

investments in inclusive education initiatives (FDRE, 2019).

2.3. Theoretical Perspectives on Inclusive Practices

Theoretical perspectives guide inclusive practices in educational settings. Below are key
theoretical frameworks, highlighting their implications for policy, pedagogy, and student

outcomes.

2.3.1. Social Constructivism and Inclusive Practices

Social constructivism emphasizes that knowledge is actively constructed through social
interactions and experiences (Vygotsky, 1978). In the context of inclusive education, this
perspective emphasizes collaborative learning, peer support, and the importance of inclusive
classroom environments. Research by Ainscow and Miles (2008) highlights the role of social
constructivist approaches in promoting positive attitudes towards diversity, creating a sense of
belonging among all students, and facilitating collaborative problem-solving. Educators adopting
social constructivist principles often emphasize cooperative learning, peer tutoring, and

differentiated instruction to meet different learning needs (Dyson, 2010).

2.3.2. Universal Design for Learning (UDL) and Inclusive Practices

UDL is a framework that advocates for designing flexible learning environments and
instructional materials to accommodate diverse learners (Rose & Meyer, 2002). Implementing
Universal Design for Learning (UDL) means teachers need to identify and remove obstacles that
prevent students from learning effectively. They should create lesson plans that consider
different learning styles and needs, offering various ways for students to engage with the
material. This approach helps create a classroom where all students can participate and succeed
(Rose and Mayer, 2002).

The core principles of UDL's multiple means of representation, engagement, and expression
align closely with inclusive education goals. Research by Hall, Strangman, and Meyer (2003)
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highlights the benefits of UDL in promoting access to the curriculum, reducing barriers to
learning, and encouraging student engagement. Educators who implement UDL principles often
utilize a variety of teaching strategies and accessible materials to create inclusive learning
experiences that benefit all students (Dalton, 2017; Salend, 2016).

2.3.3. Ecological Systems Theory and Inclusive Practices

Ecological Systems Theory, proposed by Bronfenbrenner (1979), emphasizes the
interconnectedness of individuals with their environments and the impact of various systems on
development. In the context of inclusive education, this theory highlights the importance of
considering multiple levels of influence, such as the individual, classroom, school, family, and

community, in promoting inclusive practices.

Research by Bronfenbrenner and Morris (2006) discusses how ecological systems thinking can
inform inclusive policies, collaboration among stakeholders, and the creation of supportive
learning environments. Educators applying ecological systems theory often engage in
collaborative problem-solving, family-school partnerships, and community outreach initiatives to

support inclusive practices (McLeskey & Waldron, 2011).

2.3.4. Implications of Theoretical Perspectives on Inclusion Policies

Different theories help educators understand and address diversity, equity, and inclusivity in
schools. By taking on inclusive theories like Social Constructivism and Ecological Systems
Theory, educators can gain a deeper understanding of the complex and ever-changing nature of
inclusive education. Theories like Social Constructivism give a framework for understanding
how social and cultural factors influence learning and support inclusivity. These theories
emphasize the importance of creating inclusive learning environments that value diversity,
promote fairness, and empower all students to succeed. They also highlight the need for
collaboration among educators, families, and other stakeholders involved to make inclusive

practices work effectively.

15



These theories on inclusive education give valuable insights into how to address diversity,
equity, and inclusion in schools (Florian, 2014). Theories also highlight the complexities and
dynamics of inclusive education (Amor et al., 2018). Such frameworks help recognize and
provide frameworks for addressing the social, cultural, and systemic barriers that prevent
marginalized students from having equal educational opportunities. They stress the importance
of teamwork among educators, families, and other stakeholders to make inclusive practices a

reality.

2.4. Practices and Challenges in Implementing Inclusive Education

Inclusive education is a critical component of modern educational systems worldwide, aiming to
create environments where students of all backgrounds and abilities, including those with
disabilities, can learn together in the same classroom. In Ethiopia, significant strides have been
made in promoting inclusive education through national policy frameworks guided by
international conventions, such as the United Nations Convention on the Rights of Persons with
Disabilities (UNCRPD) and the Education for All (EFA) framework. Policies such as the
Education and Training Policy (1994) and the Education Sector Development Program (2006)
emphasize the integration of students with disabilities into mainstream classrooms (Alemu,
2019).

Despite this progress, the implementation has faced considerable barriers in Ethiopia. Teachers
often lack specialized training, and resources are limited, especially in rural areas. Special
schools and resource centers exist primarily in Addis Ababa, but are frequently under-resourced
and unable to fully support inclusive teaching. Moreover, teacher preparation programs are only
beginning to integrate training on inclusive education, creating a gap between policy intentions
and classroom realities (Fenta & Mekonnen, 2020).

Looking at global contexts offers valuable insights into effective strategies. In Finland, inclusive
education is a fundamental part of teacher preparation, with a strong emphasis on collaborative
teaching models where general and special education teachers work together (Ainscow &
Sandhill, 2010). Similarly, in Canada, inclusive education involves the development of

individualized education plans (IEPs) and close collaboration among families, educators, and
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school communities (Skerbetz, 2013). New Zealand’s application of the Universal Design for
Learning (UDL) framework encourages teachers to use flexible strategies that meet diverse

learner needs, promoting multiple ways of engagement and expression (Smith, 2019).

Nevertheless, challenges remain in many contexts, including Ethiopia. A major obstacle is
inadequate teacher training. Many teachers, particularly in underserved regions, have limited
exposure to inclusive practices, making it difficult to meet the needs of students with disabilities.
Resource constraints also persist, with challenges in adapted learning materials and accessible
infrastructure. Cultural attitudes pose additional challenges. In Ethiopia, children with disabilities
often face stigmatization, and some families resist inclusive approaches due to limited awareness
or societal stigma (Dube & Ayele, 2018).

Another significant issue is the inflexibility of curricula. These are often not adapted to the needs
of diverse learners, leaving teachers without guidance on how to modify content or assessment.
While international frameworks like UDL advocate for flexible curricular approaches, such

adaptations remain underutilized in many countries, including Ethiopia (Skerbetz, 2013).

2.5. Preprimary Teachers' Knowledge about Inclusion

Knowledge involves the ability to observe and recall events both generally and specifically
through information processing and restructuring methods (Yusof, N. I., & Ismail, H. 2020).
Teachers are often the primary individuals in identifying children who require special education.
Hodkinson (2005) emphasizes that teachers' conceptualizations of inclusive education
significantly impact its implementation. Therefore, inclusive education requires teachers to
possess a clear awareness and understanding of how to identify, support, and adapt instruction
for learners with varying needs including those with disabilities within the general education
classroom. This includes knowledge of inclusive pedagogical strategies, special education
policies, individual learning profiles, classroom management for diverse learners, and

collaboration with support professionals.

Effective inclusive education requires teachers to understand the diverse needs and abilities of

their students. This knowledge allows them to adopt appropriate pedagogical strategies and
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classroom management techniques that cater to the unique needs of each student. Preschool
teachers play an important role in including children with special needs in mainstream settings
(Kilgallon & Maloney, 2003). However, they often lack the necessary knowledge and skills for
effective inclusive practices (Akalin et al., 2014).

Despite the critical role of preprimary teachers, many studies have highlighted the limited
knowledge and readiness of teachers to support students with special needs in regular
classrooms. Gyasi, Okrah, & Anku (2020) found that teachers often lack in-depth knowledge of
inclusive practices and specific learning disorders. This issue is compounded by the challenge’s
educators face when applying the curriculum to students with special needs (Thompson et al.,
2018).

Preschool teachers often lack sufficient knowledge and experience to work with children with
special needs. They perceive their knowledge and experience as the most significant barrier to
inclusion (Sucuoglu et al., 2014). Teachers require knowledge in various areas, including
techniques to support interactions among children with and without special needs and effective
classroom strategies. They also need support from principals, experts, and access to necessary

resources.

Additionally, despite believing in the benefits of inclusive education, preschool teachers report
feeling unprepared to educate children with special needs (Sucuoglu et al., 2014). Teachers
indicate a need for training, support from special education teachers, and additional materials and
tools for inclusive classes. They emphasize the importance of learning how to adapt the
preschool program to meet inclusion requirements and engage children with special needs in
daily routines (Akalin et al., 2014).

Teachers believe that inclusion would be more successful if they received appropriate on-the-job
training. One-time in-service training is not sufficient to equip them with the necessary skills to

meet the needs of children with special needs. Many teachers only gain the necessary knowledge
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and experience through trial and error after special needs children are placed in their classroom
(Akalin et al., 2014).

One crucial factor is the training and professional development preprimary teachers receive in
inclusive education. Teachers who have received comprehensive training on adapting
instructional strategies, managing diverse classrooms, and collaborating with specialists are more
likely to feel confident and knowledgeable in implementing inclusive practices (Singh et al.,
2023) This training should be a shared responsibility of all stakeholders, including the
government, education partners, and teacher education programs (Ngadni et al., 2023).

Furthermore, the availability of resources and support systems for preprimary teachers. Adequate
funding, specialized equipment, and access to a network of support professionals, such as special
education teachers and therapists, can greatly enhance teachers' ability to cater to the needs of all
students in an inclusive setting (Ngadni et al., 2023). Additionally, the attitudes and beliefs of
preschool teachers towards inclusive education can significantly influence their knowledge and
implementation of inclusive practices. Teachers with positive perceptions of inclusive education
and believe in the benefits of including children with diverse needs are more likely to embrace

inclusive teaching strategies.

A study by (Sucuoglu et al., 2014), aimed to create and validate a test called the Inclusion
Knowledge Test (IKT) to measure preschool teachers' understanding of inclusive practices. They
developed short stories (vignettes) about inclusion, which involved 169 preschool teachers.
Results showed that teachers generally lacked knowledge in areas like incidental teaching,
working with families, and behavior management. Taking a pre-service course on special
education significantly improved IKT scores. The study suggests that educating preschool
teachers about effective inclusive practices could enhance preschool inclusion and support

children with special needs.
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2.6. Attitudes of Preprimary Teachers towards Inclusion

Attitudes are defined as "a psychological tendency that is expressed by evaluating a particular
entity with some degree of favor or disfavor” (Eagly and Chaiken 1993, 1) On the other hand,
Latchanna & Dagnew, (2009) define attitude as a complex mental state involving beliefs and
feelings that influence behavior. This is particularly relevant in teaching, where teachers'

attitudes can significantly impact their performance and the learning environment.

Research shows that when teachers have a positive attitude toward inclusive schools, they
become more willing to adapt their teaching methods to meet the diverse needs of their students
(Cullen et al., 2010, as referenced by Mata and Clipa (2020). In contrast, the negative attitude of
teachers toward inclusion is associated with students having less satisfaction within the
classroom, friction, competitiveness, and difficulty in behavior among students (Ewing, Monsen,
& Kielblock, 2017).

Teachers' attitudes toward including children with special educational needs (SEN) in
mainstream classrooms vary widely. Some teachers support inclusion when adequate support is
available, while others believe it may affect other students' education. Some feel SEN children
would be better served in special schools, where they may receive higher-quality support
(Ewing, Monsen, & Kielblock, 2017). However, preprimary teachers displayed more positive
expectations about inclusion compared to higher-level school teachers. This difference is
attributed to preprimary teachers' focus on social and developmental aspects rather than
academic skills (Nonis et al., 2016).

Given their critical role in early education, preprimary teachers play an important role in the
implementation of inclusive practices, and their attitudes towards inclusive education can
significantly impact its success. Several factors have been identified as influencing preschool
teachers' attitudes toward inclusive education (Avramidis & Norwich 2002) which can be

categorized into child-related, teacher-related, and educational environment-related variables.
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Child-related variables include the type and severity of disabilities, with teachers generally more
accepting of students with physical disabilities over those with cognitive or emotional-behavioral
difficulties (Avramidis & Norwich 2002). Moreover, preprimary teachers find it more
challenging to work with children with emotional or behavioral difficulties compared to those
with other types of disabilities (Singh et al., 2023). Another important factor is the teachers'
previous experiences with inclusion (Mata and Clipa, 2020). Findings suggest that teachers who
have had positive experiences with inclusion, either through their teaching or through observing
successful inclusive classrooms, are more likely to have favorable attitudes toward inclusive
education (Leatherman & Niemeyer, 2005. Dias & Cadime, (2016) add that teachers with
experience in special needs and inclusive classrooms tend to show more positive attitudes toward

inclusion compared to less experienced teachers.

Teacher-related variables encompass demographic and personality traits, including years of
experience, training received, and self-efficacy beliefs. One of the key factors is the level of
training and support that teachers receive in managing inclusive classrooms. Studies have shown
that pre-service teachers who receive more comprehensive training in inclusive practices tend to
have more positive attitudes toward inclusion. Moreover, the level of teachers' training positively
impacts their attitudes towards inclusion, with higher levels of training correlating with more
positive attitudes (Nonis et al., 2016). In addition, teachers' perceived efficacy influences their
attitudes towards an inclusive system. Self-efficacy influences teachers' attitudes towards
inclusive education, particularly social integration. It is the only proven factor affecting their
willingness to integrate students with special needs into general schools.

Environment-related include the physical environment of the preschool classroom, which also
impacts preschool teachers' attitudes toward inclusive education. The level of administrative
support and resources available to teachers can significantly influence their attitudes (Avramidis
& Norwich 2002).

Various studies have emphasized the significance of teachers' attitudes toward inclusive

education and how these attitudes influence their practices in the classroom. For example, Boer
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et al. (2011) highlight the importance of understanding teachers' attitudes towards inclusive
education and their impact on the social participation of students with special needs in regular
schools. Furthermore, well-trained teachers are more likely to hold positive attitudes toward
inclusion. This finding aligns with (Khokhar et al., 2023), who investigated the impact of
Teacher Efficacy for Inclusive Practices (TEIP) on teachers' attitudes towards inclusive

education, stressing the role of teacher efficacy in shaping attitudes towards inclusion.

On the other hand, research done by Tsegaye, Menbere, Godie, & Birhanu, (2024) to evaluate
the attitude of preschool and primary school teachers towards including children with autism
spectrum disorders (ASD) in their classrooms in public schools in Addis Ababa, teachers
between the ages of 20 and 25 had 90% lower knowledge compared to those above 40 years.
Teachers whose source of knowledge about ASD did not come from surrounding people were
2.5 times more likely to have a positive attitude. The study concluded that teachers displayed a
generally positive attitude towards autism spectrum disorder, but there is a need for increased
emphasis on educational interventions aimed at enhancing attitudes towards ASD further. The
study recommended focusing on providing training and resources to teachers to improve their

knowledge and attitudes towards inclusive education for students with ASD.

2.7. Preprimary Teachers' Efficacy for Inclusion

The concept of self-efficacy was introduced by Bandura and according to Bandura (1997), self-
efficacy refers to one’s beliefs in their ‘capabilities to organize and execute the courses of action
required to produce given attainments’. In the context of teaching, Teachers' self-efficacy, and
their belief in their capacity to promote learning and manage diverse classrooms, significantly

influence their implementation of inclusive practices (Soodak, Podell, & Lehman, 1998).

Teacher efficacy is commonly divided into two dimensions: general and personal. General
teacher efficacy pertains to a teacher's belief about the teacher's ability to influence student
learning (Malinen 2013). On the other hand, personal teacher efficacy is a more individual and
specific belief about the effectiveness of one's teaching. Teachers with high instructional self-

efficacy believe that even challenging students can be taught. Higher self-efficacy leads to
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increased teacher effort, better performance, and the formation of higher efficacy beliefs.
Moreover, Teachers with a strong sense of self-efficacy tend to exhibit more effective
instructional practices, better classroom management skills, and a more positive attitude toward
their students (Malinen, 2013).

Research has established a positive correlation between teachers' self-efficacy and their ability to
create inclusive learning environments (Soodak, Podell, & Lehman, 1998). Teachers' self-
efficacy, or their belief in their ability to successfully teach and support all students, is essential

for the effective implementation of inclusive education.

Moreover, studies have indicated that preprimary teachers' self-efficacy toward inclusive
education can greatly impact the success of inclusive learning environments. Teachers with high
self-efficacy are more likely to use innovative instructional methods and approaches that
promote student participation in classroom activities (Lu & Mustafa, 2021). Additionally,
teachers with strong self-efficacy are more likely to engage in proactive and solution-focused
pedagogy, leading to increased student engagement and academic achievement (Ningsih et al.,
2020).

However, numerous studies shed light on the challenges that can undermine teachers' self-
efficacy. Lee, Patterson, & Vega, (2011) and Black (2015) point the impact of limited resources,
inadequate preparation, and high workloads on self-efficacy. When teachers have low teaching
efficacy, they may not exert much effort because they feel they lack the necessary skills or
resources to make a meaningful impact on their students' lives. On the other hand, teachers with
high teaching efficacy are likely to put in significant effort in the classroom and demonstrate

persistence in their endeavors (Park et al. 2014).

Additionally, research on teachers' self-efficacy in inclusive education has identified various
predictors and consequences. Internal factors such as knowledge, experience, and training, as

well as external factors like school climate, can influence teachers' self-efficacy (Kristiana,
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2018). However, research on teacher efficacy toward inclusion has been limited (Sharma,

Loreman, & Forlin, 2011).

Teacher self-efficacy significantly impacts student outcomes, including academic achievement,
motivation, and engagement. Highly efficacious teachers tend to create more enriching and
supportive learning environments, which in turn foster positive student outcomes. Teacher self-
efficacy is a multifaceted construct encompassing a teacher's beliefs about their ability to fulfill
their pedagogical duties effectively. It involves a sense of confidence in their capacity to design
and deliver engaging and meaningful learning experiences, manage the classroom environment
effectively, motivate and engage students, and engage positively with colleagues and parents
(Shah & Bhattarai, 2023)

Teacher self-efficacy is context-specific which means that teachers experience varying levels of
efficacy in different situations. For instance, they may feel highly efficacious in teaching certain
subjects or at specific grade levels, while feeling less efficacious in others (Malinen et al., 2013).
Factors such as teacher experience, training, and classroom environment can all contribute to

variations in teacher self-efficacy.

Furthermore, teacher self-efficacy is a multidimensional construct, consisting of several distinct
dimensions that are related to instruction, classroom management, engaging and motivating
students, and in a recent study of how teachers work with parents and their colleagues (Malinen
et al., 2013). These dimensions reflect a teacher's confidence in their ability to plan, implement,
and evaluate effective instruction. It involves an understanding of the subject matter, pedagogical
strategies, and assessment techniques. Classroom management efficacy relates to a teacher's
ability to establish a positive and productive learning environment. It encompasses the ability to
set clear expectations, manage student behavior, and create a supportive and disciplined
classroom climate. Student motivation and engagement efficacy reflect a teacher's confidence in
their ability to motivate and engage students in the learning process. It involves the capacity to
create a stimulating and challenging learning environment, use effective instructional strategies,

and build positive relationships with students (Malinen et al., 2013).
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Ultimately, teachers' self-efficacy beliefs influence teaching practices in inclusive education and
positive attitudes toward students with special needs. Teachers with high self-efficacy hold more
positive attitudes towards inclusion, are more sensitive to students with special needs, and
perceive their success in teaching students with special needs in general education classrooms.
Training and experiences play an important role in enhancing teachers’ efficacy toward
inclusion, ultimately benefiting students’ learning experiences. Moreover, previous interaction
with individuals with special needs increases self-efficacy and efficacy regarding inclusion
(Ozokcu, 2017).

2.8. Service Provisions for Children with Special needs in inclusive education

The concept of inclusive preschool education is grounded in the belief that all children,
regardless of their abilities, backgrounds, or developmental needs, should have access to high-
quality educational opportunities that serve their unique strengths and challenges. Inclusive
preschool classrooms are designed to provide a nurturing and stimulating environment where
children with different needs, including those with disabilities, can learn and grow alongside

their typically developing peers.

High-quality inclusion combines general early childhood practices with specialized teaching
strategies to meet individual learning needs (Buysse & Hollingsworth, 2009). The NAEYC has
created a framework to guide high-quality inclusive programs. This framework focuses on three
main features: access, participation, and support. It aims to achieve key goals such as a sense of
belonging, positive social relationships, and the development needed to reach one's full potential
(Buysse & Hollingsworth, 2009).

Ensuring access means making the environment easy for all children to use, physically, socially,
and academically, while participation means the curriculum and teaching methods should be
flexible to fit children's abilities, interests, and needs. On the other hand, comprehensive support

systems are also important, including extra help and specialized assistance to improve
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participation, learning, and overall experience (Lundqvist, Allodi, & Siljehag, 2015). Without
these supports, children with special needs may struggle to benefit from their education and feel

included in their classroom.

Inclusive education aims to avoid making students adapt to a rigid system. Instead, it involves
adjusting teaching methods, curriculum, staff, and pedagogy to support the learning of all
students (UNICEF, 2014). Therefore, the provision of services to students with special needs in
inclusive schools is crucial for the successful implementation of inclusive practices. Quality
services and practices in these settings benefit everyone - children, families, educators, and

communities.

Effective service provisions are crucial for meeting the diverse needs of children with special
needs in inclusive settings (Odom et al., 2021). This includes personalized support plans,
accommodations, and access to specialized services, which are key factors in successful
inclusion (Salend, 2008). A study by the New Zealand government in 2011 assessed the
inclusion of children with moderate to severe special needs in early childhood services (ECS)
across 268 locations. They found that highly inclusive services share common traits: belief in the
abilities of children with special needs, implementation of inclusive practices, additional support
provision, and collaboration with parents and professionals. Effective transitions and support
positively impact the well-being, learning, and development of children with special needs.
Conversely, less inclusive services often struggle due to physical environment limitations,
inadequate adult-to-child ratios, limited pedagogical knowledge, and challenges in adapting the

curriculum (Education Review Office, 2012).

Implementing inclusive practices in early childhood education (ECCE) successfully depends on
several important factors. Professional development and training are crucial because they help
practitioners effectively implement inclusive practices in ECCE (Soukakou, Dionne, & Palikara,
2024). One critical factor is the support and resources available to early childhood educators.
Professionals in inclusive programs have highlighted the importance of factors like sufficient
funding, suitable training and development opportunities, and access to specialized equipment
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and services (Soukakou, Dionne, & Palikara, 2024). These resources are valuable for early
childhood educators to meet the diverse needs of all children in their care. With them, educators
may be able to provide adequate support. However, successful inclusion in early childhood care
and education (ECCE) depends on collaboration across sectors and coordinated efforts.

In Ethiopia, the commitment to inclusive education has gained momentum, with policies such as
the Ethiopian Disability Policy (2011) and the Education and Training Policy (1994)
emphasizing the inclusion of children with disabilities in regular educational settings. However,
significant challenges remain, particularly in rural areas, where schools often lack the necessary
physical infrastructure, resources, and specialized staff to support students with special needs.
Teacher training is another barrier, as many educators are not adequately equipped with the
knowledge and skills needed to implement inclusive teaching strategies effectively. Cultural
attitudes toward disability can also hinder the inclusion of children with special needs, as stigma

and discrimination persist in many communities.

Despite these challenges, efforts at the grassroots level, supported by NGOs and advocacy
groups, are working to improve the situation by raising awareness and providing resources
(Solomon, 2022). Globally, inclusive education emphasizes the importance of access,
participation, and support, ensuring that all children, regardless of ability, have the opportunity to
learn in a supportive and engaging environment (Buysse & Hollingsworth, 2009). In Ethiopia,
while policies exist to support inclusive education, resource limitations, teacher training deficits,
and physical environment barriers must be addressed to fully realize the potential of inclusive
education. Ensuring that children with special needs have the necessary accommodations,
specialized services, and meaningful participation in the learning process is crucial for their

success and integration into society.
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Chapter Three
3. Research Methodology

This chapter focuses on research methodology employed in the study, including the research
design, variables, location of the study, and target population. The chapter also discussed the
sampling technique, sample size, and data collection methods, including a description of the

ethical procedure used in the data collections.

3.1. Research Design

A convergent parallel mixed design, which combines both qualitative and quantitative methods,
is a valuable approach to research. This design involves collecting both types of data
simultaneously, giving equal importance to each, with independent analysis of both sets before
integrating the results during the interpretation phase to draw comprehensive conclusions
(Creswell, 2008). This approach is ideal for this study because it helps explore the different
aspects of inclusive education. The quantitative component, through surveys, provides
measurable insights into pre-primary teachers' knowledge, attitudes, and self-efficacy regarding
inclusive practices for children with special needs. These surveys help identify broad trends and
patterns across a large sample of teachers, providing a statistical overview of the general state of

inclusive education in preschool settings.

In addition to the quantitative component, the qualitative part of the study, which involves semi-
structured interviews, offers a deeper understanding of teachers’ personal experiences,
challenges, and the specific support they provide to children with special needs. This qualitative
approach adds value to the study by offering detailed insights into teachers' beliefs, attitudes, and
the difficulties they face when applying inclusive practices. The combination of both data types
offers a comprehensive perspective, where the numerical data from the surveys are
complemented by the insights from the interviews. This integration helps to clarify underlying

patterns and provides a deeper understanding of the issues at hand.
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3.2. Description of study sites

The research was conducted in Addis Ababa, the capital city of Ethiopia, focusing on six
government pre-primary schools located in three sub-cities: Yeka, Arada, and Gulele. These sub-
cities were randomly selected from the 11 sub-cities in Addis Ababa to ensure representation of
different geographical areas within the city. The study sites included Genet Pre-primary School
in Arada Sub-city, Dil Betigil Pre-primary School and Dejazmach Belay Zeleke Pre-primary
School in Gulele Sub-city, and Kokebe Tsibah Pre-primary School, Hizbawi Serawit, and

Wendirad Pre-primary School in Yeka Sub-city.

The decision to focus on government schools in Addis Ababa was made to ensure the study
captures a broader and more diverse range of early childhood education experiences.
Government schools in Ethiopia typically serve a larger proportion of the population, including
children from various socioeconomic backgrounds, providing a more comprehensive
understanding of the challenges and practices in inclusive education. By selecting schools from
different sub-cities, the research aimed to gain a well-rounded perspective on early childhood
education practices and to shed light on the experiences of teachers in varied contexts across the

city.
3.3. Targeted population

The study involved pre-primary teachers working in different public schools with varying
experience levels in inclusive education and teaching children with special needs. In Addis
Ababa, there were a total of 214 government pre-primary schools registered across 11 sub-cities.
From this list, three sub-cities were randomly chosen: Gulele sub-city, Yeka sub-city, and Arada
sub-city, with a total population of 515 teachers. The study focuses on inclusive school teachers
working in various public schools that include children with special needs. Conducting the study
in all sub-cities would have been impractical, thus, three sub-cities were randomly selected due

to time and budget limitations.
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3.4. Sampling and Sampling techniques

This research uses a multistage cluster sampling technique to ensure a representative and
comprehensive sample of pre-primary teachers in Addis Ababa. The initial stage is a simple
random sampling in which three sub-cities (Arada, Yeka, and Gulele) were randomly selected

from the eleven sub-cities to represent different geographical areas.

The second stage focuses on the clustering of inclusive preschools within the three sub-cities.
Thus, there are a total of 21 preschools in the sub-city of Gulele, of which 5 are inclusive
schools. In addition, there are 15 government pre-primary schools with 4 inclusive schools in
Arada sub-cities and 31 government preschools with 9 inclusive schools in Yeka sub-cities. A
number of schools were selected from each sub-city (Arada: 1 school, Yeka: 3 schools, Gulele: 2
schools), identified based on logical feasibility and availability of resources for data collection.
In the final stage of the sample, all pre-primary teachers from the selected pre-primary inclusive
schools are included. Thus, a total of 134 teachers were involved in the study. Out of these, 115
teachers participated in the survey, representing a response rate of 85%. Additionally, a total of
13 teachers participated in the semi-structured interview, comprising 8 regular teachers and 5

special needs teachers.
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Table 1 : Sampling techniques.

Stage Description Selection Outcome Sample
Method
Initial Stage Random selection of Simple 3 sub-cities With a
sub-cities to represent random selected total of
diverse geographical sampling (Arada, 67
areas Yeka, and schools
Gulele)
Second Clustering of inclusive Clustering 18 Inclusive
Stage schools within each schools
selected sub-city
Second Random selection of Random Arada: 1 6 schools
Stage Pre-primary schools selection school, Yeka:
within each sub-city 3 schools,
Gulele: 2
schools
Final Stage Inclusion of all pre- Inclusion All pre- A total
primary teachers of all primary sample of
within the chosen teachers teachers from 134
schools selected teachers
schools

3.5. Data collection instruments

A survey questionnaire was administered to assess teachers' knowledge, self-efficacy, and

attitudes regarding the inclusion of children with special needs. The survey includes Likert-scale

questions. Additionally, semi-structured interviews were conducted with a subset of teachers to

explore their experiences, challenges, and strategies related to providing services to students with

special needs, as well as their knowledge, attitudes, and efficacy regarding inclusive education.

The questionnaire consists of four parts: the first section gathers demographic information on

teachers' age, sex, years of experience, and years of teaching students with special needs,

teaching level, and qualifications. The rest of the questions focus on teachers' knowledge of

inclusive education (8 questions), teachers' attitudes towards inclusive education (10 questions),
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and teacher efficacy towards inclusive education (8 questions), with a total of 26 items (see

Appendix).

3.5.1. Questionnaire for teachers

A standard survey was used to assess teachers' knowledge, attitudes, and efficacy. The survey
was developed by the researcher to measure teachers' knowledge of inclusive education. It
assessed preprimary teachers' understanding of key concepts such as the purpose of inclusive
education, methods for evaluating student progress, identifying learning needs, making
curriculum adjustments, using diverse teaching strategies, and the importance of collaboration
with other stakeholders.

Another survey includes the Teachers Attitude Towards Inclusive Scale (TATIS), which
originally consisted of 30 questions and was developed by Cullen, Gregory, & Noto (2010) to
measure teachers' attitudes toward the inclusion of children with special needs in the classroom.
The other survey is Teacher Efficacy for Inclusive Practice (TEIP), developed by Tschannen-
Moran and Woolfolk Hoy (2001), which included 18 questions measuring teacher efficacy.
However, for the research, the questionnaire was adopted and modified to reflect the cultural
context. The research questions were translated into Amharic for better understanding.

3.5.2. Interview questions

For effective qualitative research, a commonly preferred interview format is the semi-structured
approach. This format allows for a balance between structure and flexibility. In semi-structured
interviews, the interviewer provides topics and questions but encourages the interviewee to speak
freely and express their thoughts and opinions without being directed towards specific answers.
The interviewer uses probing techniques to go deeper into the interviewee's responses and gather

detailed information.

In this study, a semi-structured interview procedure was chosen to gather information on

teachers' attitudes, efficacy, and knowledge toward inclusive education and the service provision
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of preschool teachers to students with special needs. An interview question was developed to
ensure consistency and relevance in the questions asked of participants. Each interview lasted
approximately 30 minutes, with additional time allocated as needed based on the discussion
during the interview. Participants were encouraged to share openly and provide as much detail as

possible.

3.6. Validity and Reliability

To ensure the credibility of the study results, both the validity and reliability of the research tools
were carefully considered. The suitability of the techniques was first examined through a
thorough literature review before the instrumentation was developed and modified. Following
the development of the tools, valuable suggestions were gathered through discussions with the
thesis supervisor, which helped to improve the quality of the instruments. Based on feedback,
several revisions were made to refine the questions. In particular, feedback from both the thesis
advisor and teachers in the pilot study led to adjustments in the wording and context of certain
questions to ensure they were culturally appropriate for the Ethiopian context. For example,
questions that were unclear to participants were modified to enhance clarity.

To assess reliability, the instruments was tested during the pilot study using Cronbach’s Alpha,
0.774 for knowledge, 0.74 for attitudes, and 0.828 for efficacy. The results indicated that the
instruments demonstrated acceptable reliability, with Cronbach's Alpha values exceeding the
acceptable threshold for each section of the surveys. This suggested that the items within each
survey were consistent in measuring the intended constructs. After the pilot study, feedback from
both teachers and experts, along with the results of the reliability and validity tests, was used to
make final adjustments to the instruments. Once these adjustments were made, the instruments

were finalized and then administered for the main data collection.

3.7. Method of data gathering

The researcher visited the selected schools to complete the survey questionnaire after obtaining
permission and making necessary arrangements with school principals. A formal letter from the

university requesting collaboration was submitted, explaining the purpose of the research.
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During the school visits, the researcher explained the research objectives to the participants and
assured them of the confidentiality of their names and identities. The researcher established a
positive relationship with participants, addressed potential questions, and provided clear
instructions on how to complete the survey questionnaire. Participants were encouraged to
provide honest and accurate answers. They also had the option to decline participation or

withdraw from the study.

3.8. Method of Data Analysis

Data analysis involves both quantitative and qualitative approaches. Various procedures were
used to analyze the quantitative data. Descriptive statistics summarized and described the survey
responses on teachers' knowledge, self-efficacy, and attitudes. This approach helped identify
patterns in the data and detect significant differences based on teacher demographics, such as

age, years of experience, and experience working with children with special needs.

In addition, the Kruskal-Wallis test, a nonparametric test, was used to examine differences in
knowledge, attitudes, and efficacy across various demographic groups (age, years of experience,
and experience in teaching special needs children). Correlation analysis was also used to explore
the relationships between teachers' knowledge, attitudes, and efficacy, as well as to compare
these factors across different demographic groups. SPSS (Statistical Package for the Social
Sciences) version 26 was used to perform the descriptive statistics, Kruskal-Wallis tests, and

correlation analyses.

Qualitative data from interviews undergo thematic analysis to identify patterns, themes, and
insights related to teachers' experiences, knowledge, attitudes, efficacy, challenges, and strategies
for supporting students with special needs. This approach was important for understanding the
personal experiences and challenges teachers face in inclusive education, which quantitative
methods alone could not capture. All interviews recorded in Amharic were transcribed and
translated into English. After carefully reviewing the transcripts to ensure no missing ideas, the
data were categorized, and themes were identified as the final step of the analysis.
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3.9. Ethical Considerations

Ethical considerations in research are crucial for ensuring the protection and well-being of
participants and the integrity of the research process (Hasan et al. 2021). This involves adhering
to a strict code of ethics throughout the research project (Hasan et al. 2021). To maintain ethical
standards, researchers should consider the potential impact of their work on individuals and
society and seek approval from research ethics committees (Dahlof, 2013). This involves
obtaining informed consent, ensuring confidentiality, and minimizing potential harm (Hasan et
al. 2021). Overall, ethical considerations in research are essential for upholding the principles of

fairness, respect, and honesty (Hasan et al. 2021).

In this study, the researcher obtained informed consent from participants, ensured confidentiality,
and protected the rights and privacy of participants. Participants were informed about the
potential benefits of the study. Additionally, all participants were treated with respect and dignity
throughout the research process, with more consideration given to their values, beliefs, and

cultural backgrounds.

35



Chapter Four
4. Results

This chapter presents the key findings of the study, including descriptive statistics, results from
the Kruskal-Wallis test, and findings from Spearman’s rho correlation analysis. The chapter also
includes an overview of the interview responses.

4.1. General and demographic information

The following table summarizes the general demographic information of the participants who
participated in the study.

Table 2 . Frequency distribution for demographic

Characteristics of the Participants Frequency %
Gender Female 112 97.4%
Male 3 2.6%
Age 18-25 17 14.8%
26-30 37 32.2%
31-35 41 35.7%
36-40 14 12.2%
41-45 4 3.5%
>46 2 1.7%
Education Status Certificate 2 1.7%
Diploma 111 96.5%
Degree 2 1.7%
Masters 0 0.0%
PhD 0 0.0%

In this study, 132 pre-primary school teachers from Addis Ababa participated. As indicated in
Table 2, the participants were 115 teachers, with 112 (97.4 %) female teachers and 3 (2.6%)
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male. The age distribution reveals that the majority fall within the 26-35 years range with a total
of (67.9%), indicating a relatively young population. The representation decreases significantly
at age 46 and above (1.7%). On the other hand, the majority of individuals hold a diploma
(96.5%). There is a minimal representation of higher educational qualifications such as degrees

(1.7%) where there are no master's or PhD holders.

Table 2 (Continued)

Characteristics of the Participants Frequency %
Years of Experience 1-5 33 28.7%
6-10 59 51.3%
11-15 19 16.5%
16-20 4 3.5%
21-25 0 0.0%
> 26 0 0.0%
Years teaching SN None 31 27.0%
<1 Year 24 20.9%
1-3 Years 36 31.3%
4-5 Years 21 18.3%
> 5 Years 3 2.6%

Regarding teaching experiences, More than half of the individuals have 6-10 years of experience
(51.3%), suggesting a moderately experienced workforce. Very few individuals have over 15
years of experience (3.5 %). In addition, a notable proportion of individuals have experience
teaching students with special needs, with 31.3% having 1-3 years of experience. Nonetheless, a
significant portion of participants (27.0%) had no experience teaching students with special

needs.
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4.2. Preprimary teacher's Knowledge towards Inclusive Education

One of the objectives of the current study is to find out pre-primary school teachers’ knowledge
of implementing inclusive education and the inclusion of children with special needs in the
regular classroom. Teachers were asked to answer five-point Likert scale survey questions to
achieve this objective. The findings are presented below in Table 3using frequencies,

percentages, and Mean.

Table 3: Teachers' knowledge of inclusive education

Items SD D Neutral A SA M SD
(%) (%) (%) (%) (%)

Q.l.Inclusive education aims 2.6% 16.5% 09% 504% 29.6% 3.88 1.093
to ensure that all students,

regardless of their abilities or

disabilities, can learn together

in the same classroom.

Q.2. I understand the legal and  16.5% 15.7% 13.9% 41.7% 12.2% 3.17 1.306
policy frameworks that support
inclusive education practices.

Q.3. | can identify common 6.1% 6.1% 5.2% 47.0% 35.7% 4.00 1.100
developmental milestones in
preschool-aged children.

Q.4. | understand different 6.1% 22.6% 13.0% 40.0% 183% 342 1.199
types of disabilities and how

they affect learning in

inclusive classrooms (e.g.,

autism, ADHD, speech

disorders).

Note. SD = Strongly Disagree; D = Disagree; A = Agree; SA = Strongly Agree. Percentages

reflect responses on a 5-point Likert scale. M = Mean; SD = Standard Deviation.
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Likert scale averages are interpreted using standard intervals that represent varying degrees of
agreement or disagreement. For example, the interval from 1.00 to 1.80 means “Strongly
Disagree,” which indicates strong disagreement. The range of 1.81 to 2.60 represents “disagree,”
indicating a lower level of disagreement. Values between 2.61 and 3.40 are considered “neutral,”
which means neither agreement nor disagreement. “Agree” corresponds to values from 3.41 to
4.20, indicating agreement, while “Strongly Agree” ranges from 4.21 to 5.00, indicating strong

agreement.

The table above shows that participants generally demonstrated a strong level of knowledge
about inclusive education. The average agreement score was 3.84 out of 5 (SD = 1.01), with the
median score being 4.00. This suggests that teachers generally agree with the concept of

inclusive education, with the central tendency reflecting an agreement across the items.

Table 3 (Continued)

Items SD D Neutral A SA M SD
(%) (%) (%) () (%)
Q.5.Modifying teaching 1.7% 11.3% 35% 435% 40.0% 4.09 1.022

approaches supports children
with disabilities or special needs.

Q.6.Collaboration and teamwork  2.6% 1.7% 43% 69.6% 21.7% 4.06 0.7553
among educators, children, and

families are essential  for

successful inclusive education

Q.7. 1 can adapt teaching 2.6% 7.8% 52% 53.9% 304% 4.02 0.955
strategies to meet the needs of
children with special needs.

Q.8. I understand how individual  3.5% 14.8% 6.1% 53.0% 226% 3.77 1.071
support plans support children

with disabilities in inclusive

classrooms by offering

customized teaching strategies

for improving their learning

participation.
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Furthermore, participants showed varying levels of agreement across different aspects of
inclusive education. Notably, a high level of agreement was observed for items such as the
understanding of common developmental milestones in preschool-aged children (M = 4.00, SD =
1.10) and the belief in the importance of modifying teaching approaches for children with
disabilities (M = 4.09, SD = 1.02). Conversely, lower levels of agreement were seen in items
related to understanding legal and policy frameworks supporting inclusive education practices
(M =3.17, SD = 1.31) and adapting teaching strategies to meet the needs of children with special
needs (M = 4.02, SD = 0.96). These findings suggest that while participants generally support
inclusive education, there may be areas where additional training or education could strengthen
their understanding, especially in legal and policy contexts and in adapting teaching strategies for

specific needs.
4.2.1. Interview Insights on Teachers' Knowledge

Preschool teachers have a general understanding of what inclusive education entails, though they
struggle with identifying children's developmental milestones, which are crucial for

understanding their growth and progress.

While teachers are aware of the broad principles of inclusive education, their understanding of
specific concepts, policies, and practices varies. For example, Participant 3 explained, "Inclusive
education is where children with special needs learn alongside children without special needs."
The focus of this approach is on integration and mutual learning. Furthermore, Participant 6
highlighted the social benefits, stating, "Children with special needs and children without special
needs both benefit from inclusive education, particularly in their social interactions. Children
without special needs learn acceptance and empathy." This demonstrates how inclusive methods
benefit both groups of children.

Additionally, teachers recognized the significant role they play in the process. Participant 10
acknowledged the importance of teachers, stating, "Inclusive education is important and benefits
both children with and without special needs. However, it depends on the teacher to create

awareness within their classroom nd encourage children with special needs to participate fully in
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lessons.” This highlights the significant responsibility educators have in creating an inclusive

environment.

When asked about common disabilities and developmental challenges affecting children with
special needs, teachers expressed difficulty in identifying specific conditions. Participant 9
explained, "I don’t have much knowledge of the types of disabilities or characteristics; we only
took one course in university, which is not enough to help us understand children with special
needs. Additionally, the administration and special needs teachers don’t inform us of the
children's challenges.” Further more, participant 5 also pointed out, "There are different types of
special needs, ranging from epilepsy to physical, developmental, and behavioral challenges.”
However, despite this awareness of the range of conditions, teachers often struggled to pinpoint
the specific conditions impacting their students and understand the reasons behind certain
behaviors in the classroom. Participant 2 remarked, "I don’t know the specific conditions of the
three children in my classroom, but | suspect one of them may have Down syndrome.”
Participant 13 echoed this sentiment, saying, "I don’t have the knowledge or confidence to
identify the types of disabilities or challenges, but I can easily identify a child who is struggling
by comparing their behavior to that of other children.”

4.3. Attitude of Preprimary Teachers toward Inclusive Education

One of this study's objectives is to determine preschool teachers' attitudes toward inclusive
education, particularly the inclusion of children with special needs. Survey responses were
collected using a five-point Likert scale. The results, including frequencies, percentages, and

means, are summarized in Table 4 below.
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Table 4. Attitude toward inclusive education

Items

SD
(%)

D Neutral
(%) (%)

A

(%)

SA
(%)

SD

Q.1.The needs of children
with special needs can best be
served  through  separate
classes.

Q.2. Children with special
needs classroom behavior
generally require more
patience from the teacher than
does the behavior of a non-
special needs child.

Q.3. The extra attention
children with special require is
to the detriment of the other
children

Q.4. The behavior of children
with special needs sets a bad
example for the other students

Q.5. A child with special
needs probably  develops
academic skills more rapidly
in a special classroom than in
a regular classroom.

12.2%

7.0%

9.6%

18.3%

19.1%

18.3% 5.2%

7.0% 4.3%

38.3% 8.7%

48.7%  13.0%

23.5% 7.0%

38.3%

36.5%

28.7%

14.8%

35.7%

26.1%

45.2%

14.8%

5.2%

14.8%

3.48

4.06

3.01

2.40

3.03

1.373

1.187

1.288

1.107

1.401

Note. SD = Strongly Disagree; D = Disagree; A = Agree; SA = Strongly Agree. Percentages

reflect responses on a 5-point Likert scale. M = Mean; SD = Standard Deviation.

The result indicates a generally positive attitude toward including children with special needs in

a regular classroom, with an overall mean ( M= 3.6). Respondents believe that inclusion

promotes the social independence of children, which means they think that children with special

needs can gain the skills and confidence to participate in everyday social activities within an
inclusive setting ( M= 3.73, SD= 1.02).
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Table 4 (Continued)

Items SD D Neutral A SA M SD

Q.6.The inclusion of children 43% 148% 17.4% 452% 18.3% 3.58 1.084
with special needs requires a
significant change in regular
classroom procedures

Q.7.Including the child with  1.7% 8.7% 35% 55.7% 30.4% 4.04 0921
special needs in the regular
classroom promotes his or
her social independence.

Q.8.The inclusion of children  0.9%  148% 19.1% 409% 24.3% 3.73 1.020
with special needs can be
beneficial ~ for  students
without  special needs.

Q. 9 Children with special 2.6% 7.8% 35% 504% 357% 4.09 0.969
needs benefit from repeated,
clear instructions from a
teacher who explains what
they need to do and how to

do it.

Q.10.Inclusion of children 2.6% 6.1% 0.0% 27.8% 63.5% 4.43 0.965
with special needs

necessitates extensive

retraining of regular
classroom teachers.

Participants also acknowledged the need for change in classroom procedures (M= 3.58, SD=
1.084) and extensive teacher training to effectively implement inclusive practices (M= 4.43,
SD=0.965). Furthermore, respondents strongly agreed that children with special needs require
more patience from teachers ( M= 4.06, SD =1.187 ) and they also benefit from clear instruction
( M= 4.09, SD=0.969). Opinions are mixed on whether separate classes better serve children
with special needs ( M= 3.48, SD=1.373) and whether the extra attention they require distracts
others ( M= 3.01, SD= 1.288). There is a clear disagreement on the notion that children with
special needs set a bad example for other children ( M= 2.40, 1.107). Overall, the survey shows
that teachers are generally positive about the inclusion of children with special needs in

mainstream classes.
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4.3.1. Interview Insight on Attitudes towards Inclusion

Preschool teachers generally had positive attitudes toward inclusive education. Interview
participants echoed the survey results, noting that exposure to students with special needs has
encouraged acceptance and compassion. They emphasized the significant benefits of inclusive
education for both the academic and personal growth of children with special needs.

Participants recognized the benefits for both special needs students and their typically developing
peers, emphasizing the importance of social acceptance, empathy, and creating inclusive
environments. As Participant 6 stated, "Inclusive education benefits both students with special
needs and students without special needs, in their social interactions, and for non-special needs,
they learn empathy and acceptance.” Similarly, Participant 10 highlighted, "Inclusive education
has a lot of benefits, for special needs, one is social acceptance, having the opportunity to learn
and have access to education, having a natural environment, which will also be helpful when

they grow up and have jobs."

Moreover, inclusive education is seen as a supportive environment that contributes to students'
development. According to Participant 11, "The benefit of inclusive education is evident with the
change in the children. In my class, I have a student who doesn’t speak a single word, but now
she can communicate and reply to the prompts. This development is a direct result of being in an

inclusive setting".

Teachers expressed satisfaction with the progress observed in children with special needs, noting
improvements from the start of the academic year to the time of the interview. They reported
significant advancement in social skills, language development, fine and gross motor skills, and
self-help abilities, attributing this improvement to the inclusive setting. As Participant 11 noted,
"there should be increased emphasis on providing training, resources, and support systems for

teachers and other stakeholders to promote the effectiveness of inclusive education”.
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4.4. Preprimary Teachers' Self-Efficacy

This section focuses on preschool teachers’ self-efficacy in implementing inclusive education.
One of the objectives of this study is to assess both their understanding of inclusive practices and
their confidence in applying them. These aspects were measured using a five-point Likert scale

survey, as shown in Table 5.

Table 5. Teachers' efficacy towards inclusive practice

SA D Neutral A SA
Items (%) (%) (%) (%) (%) M SD

Q.1. I am able to provide an 1.7% 26% 09% 44.3% 50.4% 4.39 0.791
alternate  explanation  or

example when students are

confused

Q.2. | have confidence in 0.9% 9.6% 87% 452% 35.7% 4.05 0.954
planning educational
activities so  that the
individual needs of students
with disabilities are
adequately addressed.

Q.3. I am able to calm a 2.6% 26% 35% 522% 39.1% 4.23 0.849
student who is disruptive or
noisy.

Q.4. | can assist families in  2.6% 35% 52% 56.5% 32.2% 4.12 0.860
helping their children do well
in school and their children
with special needs.

Q.5. I can work together with  1.7% 87% 87% 47.8% 33.0% 4.02 0.964
other professionals and staff

(e.g., assistants and other

teachers) to teach students

with special needs in the

classroom.

Note. SD = Strongly Disagree; D = Disagree; A = Agree; SA = Strongly Agree. Percentages

reflect responses on a 5-point Likert scalee. M = Mean; SD = Standard Deviation.
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The data in Table 5 indicates that preprimary teachers generally feel confident in their ability to
support children with special needs in inclusive education, with an overall mean score of 4.08,
suggesting positive teacher self-efficacy. Most responses received a mean score of around 4.0,
indicating a general consensus of agreement or strong agreement with the statements provided.
The highest mean score (M = 4.39) was recorded for the item: "l am able to provide an alternate
explanation or example when students are confused.” This suggests that teachers are particularly

confident in adapting instruction to support understanding.

Table 5 (Continued )

SA D Neutral A SA
Items (%) (%) (%) (%) (%) M SD
Q.6. I am confident in 7.0% 10.4% 18.3% 42.6% 21.7% 3.62 1.144

informing others who know
little about laws and policies
relating to including students
with special needs.

Q.7. | can assess children's 2.6% 6.1% 1.7% 47.8% 41.7% 4.20 0.938
performance using various

methods, such as reviewing

their daily activity,

administering tailored tests,

observing their task

execution, and more.

Q.8 .I have confidence in my  2.6% 52% 7.8% 53.0% 31.3% 4.05 0.916
ability to involve parents in

the school activities of their

children with disabilities or

children with special needs.

Conversely, the lowest mean score (M=3.62) was for the item "I am confident in informing
others who know little about laws and policies relating to including students with special needs."
This indicates a notable degree of uncertainty or lack of confidence in this area. Other areas of
strength include the ability to calm disruptive students (M = 4.23), assess children’s performance
using various methods (M = 4.20), and plan educational activities that meet individual needs (M

= 4.05). Teachers also reported confidence in working with other professionals (M = 4.02) and
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involving parents in the school activities of children with special needs (M = 4.05), though some
responses reflected moderate hesitation. Overall, the findings point to a strong sense of teacher
efficacy in classroom management and instructional adaptation, with a relative weakness in

policy-related communication.

4.4.1. Interview Insights on Pre-primary Teachers’ Self-Efficacy in Inclusive Education

This section presents qualitative findings from teacher interviews regarding their self-efficacy in

supporting students with special needs in inclusive classrooms.

The self-efficacy of teachers in supporting children with disabilities or special educational needs
in inclusive settings varied widely. Participant 12 expressed confidence despite a lack of
knowledge, stating, "l have the confidence to support children with special needs to the best of
my ability, even though | do not have enough knowledge.” Similarly, Participant 1 said, "I

believe that | can handle students with special needs despite their challenges."

While some teachers felt capable and experienced, others highlighted the need for further
training and support. Participant 8, with 7 years of experience, emphasized the necessity of
comprehensive training, support plans, and increased parental awareness to effectively support
these students, noting, "Inclusive education is beneficial, but proper training, support plans, and
parental awareness are essential for effectively supporting special needs students."

4.5. Support and Service Provision

In the service provision sections, teachers discussed various aspects of support for students with
special needs. One significant concern is the lack of flexibility in the curriculum, as it doesn't
include a specific section for these students. This makes it challenging to adjust teaching
methods and materials to meet children's unique needs. Furthermore, schools employ different
support strategies. Some schools provide pullout services, where special needs students receive
specialized instruction from a special needs teacher for a limited time. For instance, Participant 4

mentioned that special needs students get pullout services for 15 minutes twice a week.
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However, in regular classrooms, students with special needs often don't receive extra support
such as additional activities or explanations of content. As Participant 12 noted, "There is no
extra activity or separate workbook provided for them; however, they are encouraged to scribble
or do the activity on their own." Additionally, there's a lack of specialized assessments and plans
tailored to the needs of special needs students. Participant 4 highlighted this, stating, "There are
no specialized plans prepared for the students to accommodate the child.” Similarly, Participant
13 mentioned, "There is no special assessment for students with special needs; they take the

same assessments as other students," which may not accurately gauge their abilities and progress.
4.6. Correlations between Efficacy, Knowledge, and Attitude

A Spearman rank-order correlation analysis was conducted to investigate the potential
relationship between preprimary teachers’ attitudes, knowledge, and efficacy regarding inclusive
education and including students with special needs. The result of the analysis is presented in
Table 6 below.

Table 6. Spearman's Rho correlation between Knowledge. Attitude and Efficacy

Knowledge  Attitude Efficacy

Spearman' Knowledge  Correlation 1.000
srho Coefficient
Sig. (2-tailed)
N 115
Attitude Correlation 3277 1.000
Coefficient
Sig. (2-tailed) .000
N 115 115
Efficacy Correlation 5297 3317 1.000
Coefficient
Sig. (2-tailed) .000 .000
N 115 115 115

**_Correlation is significant at the 0.01 level (2-tailed).
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The two-tailed significance test revealed a substantial correlation between knowledge and
attitude rs (113) =.327, p <.01. This implies that teachers' attitudes become more positive as their

knowledge of inclusion increases. This finding suggests that enhancing teachers' understanding

of inclusive practices could positively impact their attitudes toward inclusive education.

Additionally a significant positive relationship was found between knowledge and efficacy
rs(113) =.529, p <.01, suggesting that teachers who have greater knowledge about inclusive
education also report stronger self-efficacy in implementing inclusive practices. Furthermore, the
study showed a significant positive relationship between attitude and efficacy rs (113)=.331, p <
.01, indicating that teachers' positive attitudes toward inclusive education are associated with a
greater sense of self-efficacy in implementing inclusive practices.

4.7. Variance across demographic variables

A series of Spearman rank-order correlation analyses were conducted to examine possible
relationships between years of teaching students with special needs, participants' age, and
teachers' years of experience, in terms of Knowledge, Attitude, and Efficacy. The result showed
that there was no significant correlation between years of teaching students with special needs
and knowledge of inclusive education, rs(113)=.022,p=.812; Age of participants and knowledge
of inclusive education, rs(113)=—034,p=.720; or the teachers' years of experience and

knowledge of inclusive education, rs(113)=.008,p=.933.

Likewise, no significant correlations were found between years of teaching students with special
needs and attitudes toward inclusive education, rs(113)=.134,p=.152; Age of participants and
attitude towards inclusive education, rs(113)=—.135,p=.149; or teachers' years of experience and
attitude towards inclusive education, rs(113)=—115,p=.220. For preprimary teachers’ self-
efficacy towards inclusive education, there were no significant correlations with years teaching
students with special needs, rs(113)=.130, p=.166; or the age of participants,
rs(113)=.065,p=.491. However, a significant positive correlation was found between teachers'

years of experience and self-efficacy in inclusive education, rs(113)=.221,p=.018. This suggests
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that teachers with more years of experience tend to have higher self-efficacy in implementing

inclusive educational practices.

Table 7. Spearman Rho correlation between Knowledge, Efficacy, Attitude and demographic

variables
Years teaching
special needs Age of the ~ Teachers' Years
students participants of Experience
Spearman's Knowlege IE Correlation .022 -.034 .008
rho Coefficient
Sig. (2-tailed) 812 .720 933
N 115 115 115
Attitude_IE  Correlation 134 -.135 -.115
Coefficient
Sig. (2-tailed) 152 149 .220
N 115 115 115
Efficacy IE  Correlation 130 .065 2217
Coefficient
Sig. (2-tailed) .166 491 .018
N 115 115 115

*, Correlation is significant at the 0.05 level (2-tailed).

In addition to correlations, the Kruskal-Wallis, a nonparametric test, is used to determine
whether there are statistically significant differences in median scores between three or more
independent groups (teachers' experiences, age, and special education teaching experience) on
three dependent variables: Knowledge, effectiveness, and attitude. The result is summarized in

Table 8 below.
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Table 8. Kruskal-Wallis Test, Years of experience

Test Statistics®

Knowledge Attitude Efficacy

Kruskal-Wallis H 1.077 7.988 7.806
df 3 3 3
Asymp. Sig. 783 .046 .050

a. Kruskal Wallis Test

b. Grouping Variable: Teachers’ Years of Experience

A Kruskal-Wallis test was conducted to examine the differences in knowledge about inclusive
education, attitudes toward inclusive education, and efficacy in implementing inclusive practices
across groups based on teachers' years of experience. The Kruskal-Wallis test statistic was H(3)
= 1.077, p=.783. This suggests that there is no statistically significant difference in pre-primary

teachers' knowledge about inclusive education among years of experience.

On the other hand teachers' years of experience are associated with differences in their attitudes
toward inclusive education, H(3)=7.988, with a significant p-value of .046. Pairwise comparisons
were conducted for pre-primary teachers’ attitudes, revealing significant differences between the
following groups; the 16-20 years of experience group and the 11-15 years of experience group
p=0.047, the 16-20 years of experience group and the 1-5 years of experience group p=0.016,
and the 16-20 years of experience group and the 6-10 years of experience group p=0.007.
However, since the overall test did not show significant differences across the groups, no

pairwise comparisons were performed.

Furthermore, A series of independent-samples Kruskal-Wallis tests were conducted to assess the
distribution of knowledge, attitude, and self-efficacy of preprimary teachers across different age

categories of participants as shown in Table 9.
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Table 9. Kruskal-Wallis test, Age of Participants

Test Statistics®

Knowlege IE Attitude IE Efficacy IE

Kruskal-Wallis H 3.372 4.880 3.758
df 5 5 5
Asymp. Sig. .643 431 585

a.Kruskal Wallis Test
b. Grouping Variable: Age of the participants

The test statistic for preprimary teachers' knowledge was H(5) = 3.372, with p = 0.643,
indicating that there is no significant difference in knowledge between age categories. Similarly,
the test statistic for preschool teachers' attitudes was: H(5) = 4.880, with p = 0.431, indicating
that there is a significant difference in preschool teachers' attitudes toward inclusive education
between age categories. Furthermore, the test statistic of preschool teachers' self-efficacy
revealed that H (5) = 3.758, p = 0.585, which also indicates no significant difference between
age categories. Overall, Kruskal-Wallis tests revealed no significant differences in the
distribution of preschool teachers' knowledge, attitudes, and self-efficacy regarding inclusive
education across different age groups, suggesting that age may not be a significant factor

affecting these variables.

Finally, A Kruskal-Wallis test was conducted to examine the differences in teachers' knowledge
of inclusive education, their attitudes toward inclusive education, and their self-efficacy in
implementing inclusive practices based on the number of years in which they teach students with

special needs. Table 10 summarizes the result.
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Table 10 .Kruskal-Wallis test , Years of experience of teaching Special needs

Test Statistics®

Knowlege IE Attitude_IE Efficacy_IE

Kruskal-Wallis H 561 3.265 3.913
df 4 4 4
Asymp. Sig. 967 514 418

a. Kruskal Wallis Test

b. Grouping Variables: Years teaching special needs students

The test results showed no significant differences between the different categories for any of the
variables. For Knowledge, H(4)=0.561, p=.967; for Attitude, H(4) =3.265, p=0.514; and for self-
efficacy, H(4)=3.913, p = .418. These results indicate that there are no statistically significant
differences in knowledge, attitudes, or self-efficacy regarding inclusive education based on the
number of years teachers have taught students with special needs.

4.8. Emerging Insights: Challenges in Implementing Inclusive Education

Although the primary focus of this study was to assess teachers’ knowledge of inclusive
education, several challenges in implementing inclusive education were highlighted by interview
participants. These insights, though not a central objective of the study, provide valuable context

on the barriers teachers face in effectively supporting students with special needs.

Curriculum

A recurring issue identified by participants was the lack of inclusion for students with special
needs in the curriculum. This includes the preparation of materials for students with lower
abilities and the creation of resources such as braille. Participant 5 highlighted this issue: "There
is a gap in the curriculum; it doesn’t include assessment options for students with different
challenges. Working outside of the curriculum is not acceptable. There should be lessons suitable

for teaching students with special needs included in the curriculum. The curriculum should
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provide ways to assess students with special needs, offering options on how to observe and

assess them."

Collaboration

Teachers emphasized the need for the special needs department to collaborate more closely with
general education teachers, providing consistent support. There were also challenges in involving
parents in the process, particularly those who are unwilling to acknowledge their child’s
condition. Participant 11 stated, "Raising awareness among parents would enhance the

effectiveness of support provided to children with special needs."

Training

Participant 8 highlighted the lack of adequate preparation in university in-service courses. They
stressed, "The government needs to pay more attention to inclusive education, provide proper
training, and offer more opportunities for teachers to learn how to support students with diverse

special needs."

Creating Awareness

A significant barrier mentioned by several participants was the lack of awareness, even among
professionals, regarding how to effectively include students with special needs. Participant 7
observed, "There is no special needs professional to properly assess whether a child fits in

inclusive education or the special needs room/center."

Infrastructure

Several participants pointed to infrastructure limitations, particularly the lack of updated
resources for special needs students. Participant 10 remarked, "There are not enough materials;
only some resources like maps, braille, canes, and computers. However, there are no updated

braille books for the current curriculum."
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Support to Teachers

Teachers expressed the need for more support to help them build their confidence and knowledge
in supporting children with special needs. Participant 12 remarked, "We should give more
attention to students with special needs. Rather than just saying they should be included, we need
to see the reality and work on how to best support these children. Once the government initiated
inclusion, students were included but then forgotten and not sufficiently supported. They need
attention. The government needs to support teachers and help them develop their knowledge in
training for the types of special needs.” The lack of support for teachers was also highlighted by
Participant 1: "Inclusive education is a good approach for both special needs and typically
developing students. Students become more tolerant and empathetic towards special needs
students. However, teachers are important; they need to be supported and encouraged in

supporting students with special needs."
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Chapter Five

5. Discussion of Major Findings

This chapter presents and interprets the main findings of the study in relation to existing
literature on inclusive education in preprimary settings. It discusses the results in the following
order: teachers’ knowledge of inclusive education, their attitudes toward inclusion, their self-
efficacy in implementing inclusive practices, and the services provided to children with special

needs.

5.1 Pre-Primary Teachers' Knowledge of Inclusion

Existing literature indicates that pre-primary teachers often lack sufficient knowledge to
implement effective inclusive practices (Akalin et al., 2014). The findings of this study reflect a
mixed picture. In the Likert scale survey, teachers' knowledge of the concepts of inclusive
education showed that teachers believed that they had a high level of knowledge. The questions
included the conceptualization of inclusive education, most participants reported that inclusive
education includes students with special needs in a mainstream classroom and learning with their
age mates. Existing literature points to the conceptual ambiguity surrounding the term.
Researchers such as Nelis, Pedaste, and Suman (2023) and Haug (2017) argue that the concept of
inclusive education is often vague and difficult to define. This aligns with the finding from this
study's interview, where teachers are unable to explain what inclusion entails and what an

inclusive classroom requires.

The survey further explored teacher’s knowledge on various aspects: identifying developmental
milestones in preschool-aged children, understanding different types of disabilities and their
impact on learning, teachers' knowledge in modifying teaching approaches and adapting teaching
strategies to meet the needs of children with special needs, the role of collaboration and
teamwork among educators, and families. Despite teachers’ self-reported knowledge, the semi-
structured interview indicated a different picture. Teachers have a general idea of what inclusive
education entails, but they struggle with identifying children's milestones, which is important in

understanding students' growth stages. When asked about the common disability and

56



developmental challenges, teachers are unable to explain specific conditions. Although they
could identify children with Down syndrome based on their facial characteristics. Generally,
teachers lacked specific knowledge about the conditions affecting children and faced challenges

in understanding and managing certain behaviors in the classroom.

The research finding highlighted that the knowledge gap among teachers in inclusion is evident
in teachers' difficulties in adopting appropriate pedagogical strategies and classroom
management techniques for children with special needs (Gyasi, Okrah, & Anku, 2020;
Thompson et al., 2018). This was supported by the semi-structured interview, which found that
teachers pointed out that they don’t modify their teaching approach or prepare a simpler activity
for students with special needs. On a more positive note, teachers believed that collaborating
with other professionals, like special needs teachers and parents for successful inclusion.

Research findings stressed that pre-primary teachers lack the necessary knowledge and skills for
effective inclusive practices (Akalin et al., 2014). Further literature emphasizes that preschool
teachers perceive their lack of knowledge and experience as significant barriers to inclusion
(Sucuoglu et al., 2014). This is consistent with the study findings, where teachers emphasized the
need for constant and targeted training and ongoing professional development to better support
children with diverse needs. The study by Sucuoglu et al. (2014) also found that pre-service
courses in special education can significantly enhance teachers' understanding and effectiveness
in inclusive settings. Teachers also mentioned that inadequate university preparation in inclusive
education has affected their professional competency. This suggests that structured and
continuous training programs are essential for equipping teachers with the necessary skills and
knowledge.

5.2 Attitudes of Pre-primary Teachers towards Inclusion

The findings of this study reveal that pre-primary teachers predominantly showed a positive
attitude toward inclusion and inclusive education. The highlights that positive attitudes of
preschool teachers toward inclusion play a critical role in the successful implementation of

inclusive practices. Research indicates that positive attitudes are associated with a greater

57



willingness to adapt teaching methods and create supportive learning environments (Cullen et al.,
2010; Meta & Clipa, 2020).

The Likert survey assessed preprimary teachers’ beliefs regarding the benefits and challenges of
inclusion. It addressed topics such as the need for separate classes, the impact on classroom
behavior and other students, and the requirements for adapting teaching strategies and classroom
procedures. It also evaluates the perceived benefits of inclusion for social independence and the
overall classroom environment. Overall, teachers expressed a positive attitude towards inclusive
education and how it benefits both students with special needs and students without special

needs.

The semi-structured interviews provide further insights. Participants emphasized that exposure to
students with special needs has normalized acceptance and fostered a more compassionate
attitude toward these children. Respondents also highlighted the significant benefits of inclusive
education, noting positive impacts on both the academic and personal growth of children with
special needs. The teachers observed significant improvements in social skills, language

development, fine and gross motor skills, and self-help abilities in the inclusive setting.

These findings are consistent with prior studies by Nonis et al. (2016), which found that pre-
primary teachers tend to have a more positive attitude towards inclusive education compared to
teachers at higher levels of schooling. Preprimary teachers prioritize social inclusion over
academics, which was reflected in this study where teachers reported satisfaction with the

development of children with special needs.

However, research indicates that teachers with positive attitudes toward inclusion are more likely
to embrace inclusive teaching strategies (Dias & Cadime, 2016). This contradicts the findings of
the study, where both the survey and interview questions indicate that preschool teachers did not

significantly adapt their teaching strategies to accommodate students with special needs.
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Furthermore, teachers expressed a preference for working with students who have mild or
moderate needs, particularly those without significant behavioral challenges. This aligns with
findings by Singh et al. (2023), who noted that teachers find it more difficult to support children
with emotional or behavioral difficulties compared to those with other types of disabilities.
Overall, while pre-primary teachers in this study appear to value inclusion and recognize its

benefits, their practices do not always reflect these attitudes.

5.3 Pre-primary Teachers' Efficacy for Inclusion

In the Likert scale survey, teachers' perceived self-efficacy for supporting children with special
needs in inclusive settings generally indicated high confidence levels. Most teachers agreed or
strongly agreed that they could provide alternate explanations when students were confused,
disruptive, and assess children's performance using various methods. This suggests a positive
self-perception of their abilities to manage diverse classrooms effectively and support students

with special needs.

However, interviews revealed a significant gap between perceived efficacy and actual practice.
While teachers believe they can manage diverse classrooms, many reported not adopting lessons
to accommodate students with special needs. For example, despite recognizing challenges with
writing activities or understanding concepts, teachers admitted they rarely modify their teaching
methods or assessments to support these students. This discrepancy suggests that while teachers
are confident in their abilities, they lack the practical strategies and support to implement

inclusive practices effectively.

When asked if they could accommodate child with special needs, teachers generally expressed
confidence. However, this belief did not translate into modified instructional practices. One
teacher noted, "I feel capable of including any student in my class, but I'm not sure how to adapt
my lessons to meet their specific needs.” This indicates a need for more practical training and

resources to bridge the gap between confidence and effective inclusion.
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Research indicates that factors such as knowledge, experience, and training can significantly
influence teachers' self-efficacy (Kristiana, 2018). Teachers who receive comprehensive pre-
service and in-service training on inclusive education tend to feel more confident and competent
in implementing inclusive practices. This finding was echoed by participants in the interviews,
highlighting that experience with special needs students in their classrooms increased their
exposure and confidence. For instance, one participant stated, "Having a special needs student in
my class has definitely made me more aware and confident, but I still need more training on
specific strategies.” These insights suggest that while teachers' self-efficacy is high, it is often

based on theoretical knowledge rather than practical application.

5.4 Service Provisions for Children with Special Needs

The literature highlighted that effective service provisions are essential for the successful
inclusion of children with special needs (Buysse & Hollingsworth, 2009; Odom et al., 2021).
This study covers the types of services provided to students with special needs in an inclusive
learning environment. Ensuring that physical, social, and academic environments are accessible

to all children is critical for fostering a sense of belonging and positive social relationships.

Comprehensive support systems, including personalized support plans, accommodations, and
access to specialized services, are identified as key factors in effective inclusion (Salend, 2008).
However, the findings reveal a discrepancy between teachers' reported abilities to accommodate
students with special needs and their actual practices. While teachers claim to adjust lessons and
assessments to meet the needs of these students, semi-structured interviews indicate that

additional activities tailored to the severity of students' challenges are often lacking.

Moreover, the provision of pullout services aimed at enhancing life skills is inconsistent across
different schools. Teachers identified several barriers to effective service provision, such as a
lack of collaboration with special needs professionals, insufficient resources, inflexible curricula,
and inadequate ongoing training. These challenges are consistent with the findings of Soukakou,
Dionne, & Palikara (2024), highlighting systemic issues that hinder the implementation of

inclusive practices.
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Despite a clear understanding of what constitutes effective service provision for children with
special needs, significant gaps remain in practice. Addressing the challenges, is crucial to
improving the delivery of inclusive services in early childhood education settings.

5.5. The relationship between knowledge, attitude, and efficacy.

The Spearman rank-order correlation analyses conducted in this study examined the relationships
between pre-primary teachers' knowledge, attitudes, and efficacy regarding inclusive education.
The results revealed significant positive correlations among all three variables.

This indicates a moderate positive correlation between knowledge and attitude, suggesting that
as teachers' knowledge about inclusive education increases, their attitudes toward inclusion
become more positive. Moreover, a stronger positive correlation was found between knowledge
and efficacy, suggesting that teachers with greater knowledge about inclusive education also feel
more confident in implementing inclusive practices. This aligns with the findings by Lu &
Mustafa (2021), which show that teachers with high self-efficacy use instructional methods that
could accommaodate students with special needs.

Additionally, the correlation between attitude and efficacy indicates a moderate relationship.
This suggests that preschool teachers' positive attitude towards inclusive education is associated
with a greater sense of self-efficacy in implementing inclusive practices. This finding aligns with
(Khokhar et al., 2023), who highlighted the importance of teacher efficacy in shaping attitudes

toward inclusion.

Building on this, the findings suggest that enhancing teachers' knowledge about inclusive
education could promote more positive attitudes and greater efficacy, potentially leading to
better inclusive practices in pre-primary settings. However, it is important to consider potential
limitations, such as the self-reported nature of the data and the specific context of the study,
which may affect the generalizability of the results. Future research could explore these
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relationships among teachers with varying levels of experience to provide a comprehensive

understanding.

5.6. Attitude, efficacy, and knowledge across the demographic variables

5.6.1. Age demographic

Literature pointed out that demographic factors significantly influence teachers' attitudes towards
inclusive education. According to Koligi and Zabeli (2022), older teachers tend to exhibit more
negative attitudes towards inclusive education compared to younger counterparts. However, the
result of the study contradicts this idea. The Kruskal-Wallis results show that preschool teachers
don’t have differences across ages for this study. Similarly, there are no notable variables in
teachers' efficacy across age groups, which contradicts the finding by Lu & Mustafa (2021). This
previous research suggested that older teachers might have more experience but could also face
challenges adapting to new inclusive education practices, which can affect their self-efficacy. On
the other hand, more experienced teachers may be more resistant to change and may require
additional support and professional development to effectively implement inclusive strategies
(Beyene & Tizazu, 2011). Interestingly, the study did not find any significant differences in
teachers' knowledge levels based on age. These results lead us to consider the complexity of

factors that influence attitudes toward inclusive education.

5.6.2. Preprimary Teachers' Experiences

According to Florian & Panti¢ (2017), teaching experience can significantly influence preschool
teachers' understanding and approach toward inclusive education. Experienced preschool
teachers often have a deeper understanding of diverse learning styles and strategies for
accommodating students with special needs due to their extensive time in the classroom. While
teaching experience didn't show significant differences across different groups in knowledge,
attitude, or efficacy, it's worth noting the positive correlation between experience and self-
efficacy, indicating that experienced teachers may feel more confident in implementing inclusive

practices.
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Positive experiences, such as the successful implementation of inclusive strategies and seeing
children's progress, can boost teachers' confidence in their abilities and foster a positive attitude
toward inclusive education (Koligi and Zabeli, 2022). Conversely, negative experiences, such as
facing challenges without adequate support or training, can undermine their confidence and lead
to more negative attitudes toward inclusive practices. This indicates that while teaching
experience undoubtedly affects the effective implementation of inclusive education, its direct
impact on knowledge, efficacy, and attitude in inclusive education may not be as straightforward
as previously implied in research. Recognizing this complexity draws attention to the many
factors that influence teachers' readiness and efficacy in inclusive classrooms. Despite how long
teachers have been teaching or what experiences they have had, it shows that providing teachers
with support and ongoing training could be quite important in ensuring that they effectively

implement inclusive education.

5.6.3. Experience teaching special needs

Research highlights that teaching experience and previous interactions with children with special
needs can shape teachers' attitudes, often leading to more positive attitudes toward inclusive
education (Koligi and Zabeli, 2022). However, the study did not find a statistically significant
difference in attitude between teachers with experience in teaching special needs and those
without. On a related note, Ozokcu (2017) pointed out that teachers who have prior interactions
and experience with students with special needs tend to have higher self-efficacy regarding
inclusion. This experience enhances their confidence and effectiveness in managing diverse
classrooms and implementing inclusive practices (Kristiana, 2018). However, this contradicts the
finding that there is no difference between teachers who have experience in teaching special
needs and teachers who do not.

Moreover, the finding reveals that there is no significant difference in teachers' knowledge level
between those with experience in special needs and those without. Further analysis of the
Spearman rank correlation also shows that there is no significant relationship between years of
special education teaching experience and preschool teacher self-efficacy, knowledge, and

attitude. This highlights the complexity of the factors that influence teachers' attitudes,

63



knowledge, and self-efficacy in inclusive educational environments. Further exploration of these
discrepancies could provide valuable insights into effective strategies to support teachers in

implementing inclusive practices.
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Chapter Six

6. Summary, Conclusion and Recommendations

This final chapter presents the summary, conclusion, and recommendations of the study. It
outlines the major findings related to teachers' knowledge, attitudes, self-efficacy, and support
for inclusive education in preprimary settings, and offers practical recommendations for

improvement.

6.1. Summary

The study investigated preprimary teachers' knowledge, attitudes, self-efficacy towards inclusive
education, and the provision of support for children with special needs. A mixed-methods
approach was utilized to address the research questions. A total of 115 preschool teachers from 6
inclusive schools in 3 sub-cities participated in the study, including both general education and
special needs teachers. Semi-structured interviews were conducted to gain deeper insights into
the knowledge, attitudes, efficacy, and the services they provide to children with special needs.

The study uncovered a discrepancy between teachers' self-reported knowledge and their actual
understanding of inclusive education concepts. While teachers believed they were well-informed
about inclusive education, they struggled to clearly define inclusion and apply its principles in
practice. Although teachers generally had positive attitudes towards inclusion, they faced
difficulties in implementing inclusive teaching strategies. While teachers expressed confidence
in their ability to promote inclusion in their classrooms, they lacked practical strategies and
support for effective implementation. Additionally, there were gaps between the reported
abilities and actual practices of service provisions for children with special needs in inclusive

settings.

The study also found a strong positive correlation between teachers' knowledge, attitudes, and
efficacy regarding inclusive education. Higher levels of knowledge were linked to more positive
attitudes toward inclusion and greater self-efficacy in implementing inclusive practices.
However, despite these positive correlations, practical implementation remained a challenge,
highlighting the need for targeted interventions and support.
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Additionally, the study examined how demographic factors such as age, teaching experience, and
exposure to special needs affect pre-primary teachers' knowledge, attitudes, effectiveness, and
support for inclusive education. While these factors may influence teachers, no significant
correlations or differences were found between demographic groups in knowledge or attitudes.

However, there is a positive relationship between self-efficacy and years of experience.

The research also examines the services provided to children with special needs in inclusive
preschools. It emphasized the importance of effective services for successful inclusion, including
personalized support plans, accommodations, specialized services, and creating accessible
environments for all children. However, the study found that there was a gap between teachers'
self-reported skills in accommodating students with special needs and their actual
implementation in the classroom. Teachers were willing to adapt lessons and tests, but the study
showed they did not have the skills to do so. Challenges to providing good support included a
lack of collaboration with special education experts, limited resources, and inadequate ongoing

training.

6.2. Conclusion

Inclusive education in Ethiopia has made progress, but teachers face significant challenges in
implementing inclusive practices in preschool settings. A key issue is that many teachers lack a
clear understanding of what inclusion entails and believe that inclusive classrooms do not require
additional preparation, revealing misconceptions that need to be addressed. Despite expressing
positive beliefs about inclusion, teachers often lack the practical knowledge and skills to

implement inclusive strategies effectively.

While surveys showed that teachers rated their knowledge and self-efficacy highly, qualitative
interviews revealed gaps in their understanding of developmental milestones, disability-specific
needs, and appropriate pedagogical adjustments. This discrepancy highlights a reliance on

theoretical knowledge over practical application.
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Although attitudes toward inclusion were generally positive, with teachers recognizing the social
and emotional benefits for all children, these attitudes did not always translate into adaptive
teaching practices. Teachers rarely modified their instruction or assessments to meet diverse
learning needs, often preferring to work with students with milder challenges. This mirrors

concerns in the broader literature on inclusive education.

Service provision remains inconsistent, with inadequate resources and limited collaboration with
specialists further hindering effective implementation. These systemic barriers, along with
insufficient training, compound the challenges faced by preschool teachers. Statistical analysis
confirmed a positive correlation between knowledge, attitude, and efficacy, emphasizing their
interdependence. However, demographic factors such as age, general teaching experience, and
prior exposure to special needs students did not show significant differences, suggesting that

experience alone is not enough.

Moreover, collaboration between special education departments and teachers needs to be
strengthened to improve support for inclusive practices. Parental resistance and lack of
awareness also pose significant barriers, with some parents hesitant to acknowledge their child’s

learning needs or to accept suggestions on how best to support them.

Ultimately, inclusive education has the potential to bring about positive changes, but it is
essential to ensure that educators have the skills, knowledge, and resources needed to effectively
support children with special needs. Adapting lessons to meet diverse needs and creating a
supportive, collaborative atmosphere is important for successful inclusion in preschool settings.
Ongoing research, collaboration, and policy backing are necessary to address challenges and

advance inclusive practices that benefit all children.

6.3. Recommendations

e The Ministry of Education should develop and implement comprehensive training
programs for preprimary teachers that focus on practical strategies for inclusive practices,

thereby bridging the gap between theory and practice.
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Higher education institutions should integrate additional coursework and practical experiences
in inclusive classrooms into pre-service teacher education programs, ensuring that new
educators are well-prepared to implement inclusive education effectively.

Parents should be supported through targeted outreach efforts aimed at increasing their
awareness and acceptance of children's special needs. Additionally, they should receive
guidance on how to effectively support their children's learning and development at home.
Schools and special education departments should strengthen communication and
collaboration between general education and special education teachers. This collaboration
would promote the sharing of expertise and the development of strategies to address the
diverse needs of students with special needs.

Educational authorities should ensure effective follow-up on the placement of children with
special needs in preschool settings. They should also oversee the implementation of inclusive

practices and provide teachers and institutions with the necessary resources and support.

Research institutions and educational stakeholders should examine demographic factors, such
as teaching experience, age, and prior exposure to students with special needs, that influence
teacher knowledge, attitudes, and efficacy. Insights from this research should inform future

professional development initiatives and policy interventions.
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Appendices

Appendix A: Survey Questionnaire
Addis Ababa University
Colleague of Education and Behavioral Studies

Center for Early Childhood Care and Education

Thank you for taking part in this survey. Your responses will help us understand the Preschool
teachers' knowledge, attitudes, efficacies, and service provision regarding students with special
needs. Please carefully read each question and choose the response that most accurately reflects

your opinion or experience. Your answers will be kept confidential and your honest input is

invaluable. Please select the appropriate boxes (v) and answer without any reservations. Please

avoid writing your name on the paper.

Part 1: Demographic Information

Please use a checkmark (v") to indicate your responses

How many years have you been teaching?

Age [118-25 [126-30 [131-35
[136-40 [141-45 [ 146 and above

Gender [IFemale [IMale

Education status [ICertificate LIDiploma [IDegree
[IMasters LIPhD

How long have you taught [JLess than 1 year [J1-3 years [14-5 years

students with special needs in

regular classes? (15 years and above
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Part I1: Knowledge of Preschool Teachers towards Inclusive Education

This section focuses on assessing your knowledge and understanding of inclusive education
practices. Please indicate your level of agreement with the following statements by using a

checkmark (v).

Knowledge of Inclusive Education

ltems

Strongly
Disagree

Disagree

Neutral
( Neither
agree nor
disagree )

Agree

Strongly
Agree

1. Inclusive education aims to ensure that all
students, regardless of their abilities or
disabilities, can learn together in the same
classroom.

2. lunderstand the legal and policy
frameworks that support inclusive education
practices.

3. | can identify common developmental
milestones in preschool-aged children.

4. 1 understand different types of disabilities
and how they affect learning in inclusive
classrooms (e.g., autism, ADHD, speech
disorders).

5. Modifying teaching approaches supports
children with disabilities or special needs.

6. Collaboration and teamwork among
educators, children, and families are
essential for successful inclusive education

7.1 can adapt teaching strategies to meet the
needs of children with special needs.

8.1 understand how individual support plans
support children with disabilities in
inclusive classrooms by offering customized
teaching strategies for improving their
learning participation.

78




Part 111. Preschool teachers' attitude towards inclusive education

This section aims to assess your attitudes regarding inclusive education practices, particularly
focusing on the inclusion of children with special educational needs in mainstream pre-primary
schools. Please indicate your level of agreement with the following statements by using a

checkmark (v).
Teachers' Attitude Towards Inclusive ( TATI)
Strongly | Disagree Neither Agree | Strongly
Items Disagree agree nor Agree
disagree
(Neutral)

1.The needs of children with special needs can best
be served through separate classes

2. Children with special needs classroom behavior
generally require more patience from the teacher
than does the behavior of a non-special need child.

3. The extra attention children with special require
is to the detriment of the other children

4.The behavior of children with special needs sets
a bad example for the other students

5.A child with special needs probably develops
academic skills more rapidly in a special classroom
than in a regular classroom.

6.The inclusion of children with special needs
requires a significant change in regular classroom
procedures.

7. Including the child with special needs in the
regular classroom promotes his or her social
independence

8. The inclusion of children with special needs can
be beneficial for students without special needs.

9.Children with special needs benefit from
repeated clear instructions from a teacher that
explain what they need to do and how to do it.

10.Inclusion of children with special needs
necessitates extensive retraining of regular
classroom teachers.
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Part. I'V. Preschool teacher’s efficacy towards inclusive practice.

This part measures how confident you are in your ability to include students with special needs
and make sure they feel welcome. Please tell us if you agree or disagree with the following

statements by using a checkmark (v').

Teacher Efficacy for Inclusive Practices (TEIP)

Items

Strongly
Disagree

Disagree

Neither
agree nor
disagree
(Neutral)

Agree

Strongly
Agree

1.1 am able to provide an alternate
explanation or example when students are
confused

2.1 have confidence in planning
educational activities so that the individual
needs of children with special needs are
adequately addressed.

3.1 am able to calm a student who is
disruptive or noisy.

4.1 can assist families in helping their
children do well in school and their
children with special needs.

51 can work together with other
professionals and staff (e.g. assistants, and
other teachers) to teach students with
special needs in the classroom.

6.1 am confident in informing others who
know little about laws and policies relating
to including students with special needs.

7.1 can assess children's performance using
various methods, such as reviewing their
daily activity, administering tailored tests,
observing their task execution, and more.

8.1 have confidence in my ability to
involve parents in the school activities of
their children with disabilities or children
with special needs.

80




Appendix B: Amharic version
K80 ANN RLACAL

P FIPUCTST NUCE DT+ hAS

PHLMEL ALY  HOPY AYhNhNT +9UCT MOhA

2NN DT D PEPT

NP e NHU 8NN AL AMPA+E &PLE NALE ATPAITAM = PACNP JRART AR &AYT
PATMY +aPF NPLae aend F9Yct Aht AMN+RC AT hHU  JIC +PeH9
PADIRYLT T AM$FT AODANNTT @M F99y%( efficacy) NTERTILT® PAIAIART APCNTT

ATENLE R8T

ANNPY API818.T MmPe NYPe NTINN PACNPYT ANTPPT LR A9Re NFhha
PR PIBNCPMYT JRAR LI/M-# GRANFFE NMNAMNC PRPHST ATEUI® AHU T+ NF
PIPIMPIONF BLUPTA = ANAP FPAATT NHINE- ADPTF O-ND P(V) PAPTM-: ANAPT

NIPY NP+ AL NARRE LSMM-

N&EA I N7-shHN ™28
ANHP PPARTPYT AMAANT P(v) EMmepa>

NV AODF PAON+OC AGPL Aot
4o, []18-25 ] 26-30 [131-35
1 36-40 [ 41-45 (146 NAL
25 O At 0 mye
PrIRUCTE Ui O P9RANC dl$H J & TA O 8°1¢
P PA+IR4NT PREGA £25 O @A+Ch O ThTSE
AR AT PATMT +09/PF [ n1 Ad®%F NFF []1-39ams% | []4-5 9003+t
Na@eNg N&AT 927 PUA 1H
ANTIRLPA?
[] 5 A@2%5 NH.P NAL
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n&A Il DA AhF+ F9UCT A@-+T aPAD P

NHU NFF PAT MPEPTF PA P+dt AMFPT AT PANT FIUCT ITHNPY dDIGRIIR AL
1M ANAPTY PAN+ATTY ARoARPTF ODAMRAHT: MPIR KAAMAMAFPY N+ING- AMY

@AM P(v) FPANFT NT9ASADA PaDAR-f::

NA AN+F MA+MC A IRYULT Ad-++7

nmge
AANT@IR

hd-tham
a9 ge

1AM+

+Haggo
FAM-

Amgm
+hTIe FAD-

1.AN%? F9RUCt YAMD UGAD +I2PF
APMF@D MLI® Ahd FEFFMm 990 BUT
ot NATE A&A OND ANZE® AT8.M4
AR L] T

2. NA AT FIPUCTH +oNGT PaRLo4 PUT AG
P7AN, TOPETT AD-PAD-:

3.9ga0 aeeng FIRUCT NF 0L AR Ak
AET PARTY BLBPTY APAPYT ATAAU:

4. PATAPR PRhA 8% 9RIRF  (AJRAA:
At HIT ADHD?® 79191C ARA T PARC AT
@-AT1T) 2UTR PANA 18T NTIRUCHTFO- AL
NAAD- +&AP NAT AD-$F a AIDTF RAT:

5.A% &A1 PATEY ART AdRLI& PA9n+a9(
HE.RY NAP$ PPCT NTAARA AN+HIRLAD-:

6,NMIYLT AT NHANT aehhd ANNC AT
PHEY N ANNLFT  ANT F9RUCT ANLAT
T

742 &ATF PAFMY ABRT P PNLATIM-T
PTINUCT &ATF ATITRAT PN+ NAPTT
e PPLC ATAAML:

8NA T8+§F +MLPFY ANt AMN+IC
Pan e/ PRI ARLT AGA @-NM NAD+INC
A8t ATRMSTFD +L B FAU
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n&A Il hA A+ F9UCT PA29RUL T AdAhhT a2AD P

NHU NFF PAT mPRPF DA Ah® F9PUCT +9Nst PAPTT AAPANNT AdRqgRgD PAGD
1-=NTARIR AR PTFIRUCT AT PATET AET NARENT F9°UCTH NPT @AM Aht
NATIA+AL Ptird-ds: ANNPT PAN+ATY dRe)AR,PT ADNARAGTE MPGR RARAAYARFPT
N+IN@ AT @AD P(V) FRARTT NTRAPAR M PaDAR -+

NA AhF% +9RUCT PR YLY AA”AhhT

nmge
AAhmage

Adtha
g

1AA+E

+hMIe FAD-

Nmgr
+NMI°FAD-

1. AR AT PAT@®T AETF N+AR h&AT @Np
NG &ATFFFO NLNAD A TIA EFAN:

2. AR §ATF PAFM ABT AR &ATF NAATD
AET 2A® NAgRy4 FHNTT LAA:

3. AR ®ATT PAFM AET PO PALAITO-
+HTe Fdt NAART +MLPT AL +RAT
PAL A

4. AR P&ATT PAFM AET NUZL AdAT
+a9LPF aME IRAA BIPTA:

5. AR &ATT PATD AET PAM+$T MUAFTO-
haoeng hed 24P NAR h&ed @A ANFFo-
N4 NEMTT AL8NC LFAA:

6. AR &A1 PATM-Y ALTF NADLNG h&A m-Nmp
@h++ NMLENT F9oUCT 1LtT AL h&e+d
AD-m A78a0M PHTLSA:

7. AR &A1t PATMD-T ALF NARLNG W& A BN
MmN+t MUNEP ALTFFFET PNELFFA:

8. AR ®AF PAF@TY AET NAPLNG h&A M-AM
ANT MA+TC AR &AM AATED ART Mo,
AT £FAA:

9. AR &AYTT PAFM-T AETF NFHhhA 9o 9L/
ATBANTM™ AT ATET AR W4 RI9qP
ANTTZM AYC AAN T

10. AR &AYF PAFMT ABEF NAend hed
aNm™  AT&T ANt MA+MC AL FA
ARNTTLPTF $MLTT PAM- NAMT deAMT
PN4AIA
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NEA IV. NANT TIUCT AL 0P Lran av NG AR DY Ly @M JF M 1T
(Efficacy)

NHU NFF AT MmPRPTF AR &ATTF PATMT AETY ATYN+F AT PNANEYF Nt AT8ATTFO-
ALl Pty NPT LANA: ANAPT PO N+ATT dR9AERPT dPAARART M LgD
AATPATYAYEPY N+IN,M- ADT AN P(V) FPARTT NTINPR AR PADAR+::

paRgRy Ly A+ Mh+aC @M FM7E ( Efficacy)

nmge RATNTT | IAA+E +hMgRF | Nmge
hANR@ge | oo Al +hTI°FAD-

1.AET NMAMO- F9°UC AL ©14- NI Tl
@MNLLP MLID TOAA TPLN ATFAAL:

2. AR ®AYT PAFMT ART AR ®AVFRFF@-TY
NNe Ui PI9HN +9°UCHP dDAMEPTTY
@AM ATLICTFA ATCTF AAT:

3.9/NA IR APT PA NUZL PAGL +9947
M/ I9F ATAAU=

4. AR §AYT PATET AET MAET AEFFO-7
NFIRUCTFFO AT ATRSZT  AT&T
aC8Ft AL T AT ATAAU:

5. AR &A1t PAT®T AET Nh&A @Nm
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13.

Appendix C
Interview Questions
What does 'inclusive education' mean to you, and how does it differ from traditional

education approaches?

How important is it to include students with diverse learning needs in regular classrooms?

What are the benefits for all students?
Can you name a policy or strategy for inclusive education/special needs education?

What strategies do you use to address the needs of students with disabilities or special

educational needs?
How do you create and follow personalized learning plans for children with special needs?

How do you assess the progress and learning outcomes of students with special needs, and

what adjustments do you make based on these assessments?

Do you believe that all students, including those with disabilities or special educational

needs, can succeed in inclusive classrooms?

How do you perceive the social interactions and relationships between these students? Do

you think inclusive education promotes positive social relationships among students?

How confident are you in teaching students with special needs within an inclusive

classroom?
How confident are you in identifying different disabilities and children with special needs?

What accommodations, modifications, and special services are available to support children
with special needs? How do you assess the students progress and make necessary

adjustments?

How do you collaborate with parents and other stake holders to help children with special
needs succeed in their school experiences and can you share any success stories from your

experiences?

Have you received any specialized training or professional development related to supporting
students with special needs? What are some of the difficulties you face, and what additional

resources or support would you need?
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