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ABSTRACT

The main purpose of the study was to investigageimhplementation of Inclusive Education in North N§oZone primary
schools In order to relate the findings of the gtwith reality, adequate related literature, docotmeview and direct observation

was conducted.

Descriptive survey method was employed in the stddwe sources of data were three woreda of the Zwtte four of the
schools which were giving Special Needs Educateindinclusive in their schools. There were 10poeslents covered in four

schools, three woredas and zone education departrsed as source of data.

The data collection tools employed were questiaenanterview and focus group discussion. To tridate the data surveyed

document analysis and direct observation was aed.u

The main findings of the study are that teachetstae school community didn’t have the proper frajror knowledge to give
education to students with Learning DifficultiessBbilities. The attitudes of the school communigrevalso not positive to give
successful Inclusive Education in mainstream schaldie implementation of Inclusive Education inatigchools of North wollo
was only at infant stage. There was high dispaoitynclusive Education in rural schools than urlseas. Children with

Learning Difficulties/Disabilities had low accesiloclusive Education and contributed less in tegedlopment of the country.

The challenges of Inclusive Education were Laclawhreness ;Ineffective or non specific pre-sertiagning and in service
training; Absence of community /parent involvemeNggative attitude of school partners; Teacherspmience to carry out
Inclusive Education strategies and instruction asdessment methodologies; Inflexible curriculum arstructions; Lack of
accommodation equipments, and materials for stgdeith Learning Difficulties/Disabilities; Commurgtion barriers between
students with Learning Difficulties/Disabilities éithe school community; Infrastructure of the sdtow environment; Absence
of pre-school education and support, mentoring @afpe designed for students with Learning Diffitak/Disabilities; and

Meager financial resources for students with Lesgibifficulties/Disabilities accommodations.

The researcher emphasized the importance of inelnsss in development especially improving attisudad knowledge of

stakeholders to raise the implementation statuisabfisive Education.

Awareness raising of the school community and imgirof teachers specific to disability types heipsieal with students with
Learning Difficulties/Disabilities to improve thettidudes of the community towards disability. Cieat of least restrictive
environment by fulfilling and adjusting accommodas in the school, as well as selecting effectéaching methodology that
encourages students with Learning Difficulties/Disties participation helps them to continue theducation. The creation of
more access of schools that are inclusive to ahildvith Learning Difficulties/Disabilities gives m opportunity for them to
enable themselves and contribute significanthhimdevelopment process.

The government has also great responsibilitiesadbilizing stakeholders and finances well as settiogducive environments for
children with learning difficulties/disabilities gtat inclusive education and Millennium Developm&oals become a reality

and the children shall be drivers of rural develepin
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CHAPTER ONE

1. INTRODUCTION

Rural development in the refined definition encosges agriculture, food-security, education,
infrastructure, and health, capacity-building, éher than on-farm employment, rural institutiomsl ahe
needs of vulnerable groups. To meet the challefagag the rural world today, an integrated view of
education is required, centered on access to yumic education for all (D. Atchoarena and L. fizami,
2003).

Like education for rural people, rural developmieas been a very productive field in developmendisti
Education is the mirror to the society and is thedsas well as flower of the socioeconomic devebymit
transforms human beings from ignorance to enlightat, from shades of social backwardness to light o
social amelioration and a nation from underdevelepirio faster social and economic development (A.
Kohama, 2012). The discussion about education ral rareas is closely related to the broader rural
development concept.

The recognition of basic education as a preregudtsustainable rural development is also visitit&in

the FAO which launched, in 2002, in collaboratiothwUNESCO, an ‘Education for All' flagship on
Education for rural people. However, thinking abthé contribution of education to development edten
far beyond the school context.

Education for a large number of people in ruralaarés crucial for achieving sustainable development
(UNESCO, 2002). As the majority of the world’s ppitliterate and undernourished live in rural argass

a major challenge to ensure their access to quatitication. The lack of learning opportunities ahba
cause and an effect of rural poverty. Hence, edutaind training strategies need to be integratiéinmall
aspects of sustainable rural development, throdghspof action that are interdisciplinary (Gomes &
Camara, 2004).

According to various research findings no two indidals are exactly alike (CICC, 2013). Althoughrthe
exists common needs of human beings; hereditaryerapk environment, family & community interaction
etc... bear specific impacts on each individual. Digges of individuals may refer to a wide rangé o
conditions that may interfere with a child’s alylio perform everyday activities including learnigkjll.

When we see disable persons, they have specifétsroree to their special characteristics.
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Special Education is a conventional term used sxrilge the services and support provided to disable
persons. In previous times, the support and sewaedelivered to severe and observable disablesbpe
in segregated environment which was beyond thedbsehool system.

The objectives and modes of provision of Speciaéd¢eEducation passed through changed due to social,
political and other changes. Public concerns, conitypuservices, educational philosophies, and
organizations of disabled people’s internationahkn rights movements etc have their impact onaiity

and speeding up the changes from segregated imtwraintegrated forms of education. As noted byyna
educators, one of the reasons for integrating ltapged students in to the regular class room was to
facilitate positive interactions among handicappad non handicapped students (Warren 1979, aslojted
Horne, 1985). Interactions with different age greupelp young children the opportunity to practice
teaching different activities and imitate and picctrole relations from older children (Whiting and
Edwards 1988; Whiting 1975 as cited in Rogoff ,2003

The Inclusion of Children with Special Needs s du@ational settings has become a primary servitierop
since the adoption of the UNESCO’s Salamanca s@iems frame work for action on Special Needs
Education (UNESCO 1994). Inclucsive education isaproach that ensures the presence, participatidn
achievement of all students in education. It emizleasopportunities for equal participation, but hwit
options for special assistance and facilities asded and for differentiation within a common leami
framework.

1.1 Background of the study

Inclusive Education is an endeavor to recognizetake in to account the sameness of learners \ahilee
same time paying due regard to differences andrgltyeamong individuals concerned (Norwich 1996).
Ainscow (1995) states that the aim of Inclusive &ation is restructuring schools so as to address th
learning needs of all learners. That is, schoolstrabange in order to be able to meet the leannésgls of

all learners in a given community (Kisanji, 1999).

Inclusion (Inclusive Education) is a continuousqae®ss addressing and responding to the diversitysnee
all learners regardless of factors such as disgbgender, age, ethnicity language HIV Status geaigcal

location and sexuality recognizing that all cane@NESCO,2005).

Recently, the number of persons with disabilityvggaat an alarming rate in the world. In fact, ishmeen

predicted that by the year 2008, the number ofgrersvith disabilities in the world would at least 600

2
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million of which 150 million children (under age )lWere with disability living in developing areas
(Tirusew, 1996).

The prevalence of disabilities in developing coi@strseems to be higher than it is in the developed
countries. Moreover, studies indicated that ab®% &f all people with disabilities live in isolatedral
areas in developing countries. (Tirusew, 1996)dsini countries seem to share the same problem; even
worse. For instance, according to the national bilisg survey of Zimbabwe (1981), out of its total
population one million (10%) persons were clasdifes disabled out of whom 25% were school age
children (Fred 1996). As Tirusew (1996) notedtig situation of persons with disabilities in Ethafs not

far from the global conditions but even worse.

Out of the currently estimated 74 million populaso 4.9 million Ethiopians have some form of
impairment. The total number of children with impaent exceeds 2.5 million, excluding those children
with disabilities hided by their families and couldt attend school. Thus, only few children outtlueé
legible children entertain SNE in Ethiopia (MOLS2Q04).

According to the 1994 population and Housing censiug&thiopia (PHCE), out of the total population
(53,073,322), there were 988,853 (1.9%) personk digability (excluding the homeless) and out a$ th
figure 131,359 persons have hearing problems andl58have hearing and speaking problems (PHCE,
1994,) The statistical information indicated théattlee total persons with disability 17.7% are ire thge
group 0-14 years and 48% in the age group 15-4& €& CE, 1994).

Recent reports of successful trends of Inclusivecation had been reported from developing countries
(UNESCO, 1998, 1999 as cited in Tirusew, 1999).Ethiopia, pockets of successful Inclusive Educatio
trails with children having visual impairment andeMal Retardation in Kokebe Tsebah primary school,
(Gilnesh and Tibebu ,1999) and German Church PyirBahool Dagne (2000) (as cited in Tirusew, 1999)
in Addis Ababa reported respectively. Furthermaestudy conducted on Blind students integrated in
Sebeta School showed positive experience on theopahe teachers, sighted students as well as blin
students (Teferi, 1996; as cited by Tirusew, 1999).

According to WHO (Cited in Tibebu, 1991) there alout 3 million children with disabilities in Etlpa,

from this population only 2,300 children get accesgducational service in 7 special boarding siEhd®
special day schools and 42 special classes. Acgptdi Tirusew (2005), the number of children attegd
in special boarding and day school is about 1,08618210 children with a total number of 2,276 dteh.
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The Amhara Regional State endorsed the countrylisypand regulations ratified by the governmenteTh
regional education bureau prepared implementatlan for the education policy and Education Sector
Development Programme (ESDP) activities which idekiSpecial Needs Education.

The data collected in the year 2004/5 indicates 988 children and youth with different disabilgiattend
formal education in 53 special classes being helyye®4 trained teachers with SNE (Ministry of edica
2006). From the total of 989 children with disai®, 45.3% are visually impaired, 43.78% are Imggri
impaired and 10.8% are children with intellectuigbtilities (Ministry of education, 2006). All sgatunits
are run by the government except one special eidacainit at Gondar run by one Catholic charity
organization. The special unit and schools founthéregion are few in numbers are limited to urberas
(Nitsuh B.Habte, 2008).

There had been a decrease in the number of SNEe@tuth the region for the last five years (200@/1
2004/5.) It decreased from 1,137 to 989 during pleisod. Across the types of disabilities, there haen a
decrease of visually impaired students by 5.46%)ewthe number of hearing impaired and intellectual
disability students decreased by 1.33 % and 9.4fexively. During the same 3 years period, thebarm

of Special Needs classes has also decreased B 6v@7ile the number of teachers increased by 5.46%.
Special Needs Education classrooms are found onB8ischools out of the 4,650 regular schools & th
region. (Amhara Region JRM, Team, 2006). This sibmetriggers the researcher to investigate thetma

of Inclusive Education in the study area.

1.2 Statement of the problem

Researchers and human rights groups indicatedetreat though the rights of the disabled are stated a
endorsed by governments, they couldn’t exercise tight to their full potential. In this connectip UN
(2006) report indicated that people with disal@btare the most universally excluded from educatome
agencies estimate that 90 per cent of children dighbilities are not accessing school (UN, 200&)il&V
many factors contribute to this exclusion — nostgaoverty and inaccessibility — prejudice is freqgily the
root cause. The assumption that people with disigsilare not full human beings, and so are somethew

exception in terms of universal rights, is common.

While the right of children with disabilities hagdn acknowledged, the type and location of edutatio
remains hotly debated— should it be through setgelgapecial schools, full inclusion in mainstream
schools, or some sort of combination.
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“Notwithstanding the best intentions, it is concedbat all too often the result [of

special programmes, specialized institutions, sgemilucators] has been exclusion;

differentiation becoming a form of discriminatioleaving children with Special

Needs s outside the mainstream of school life ated,las adults, outside community

social and cultural life in general.” (Sue StubR§08)
The objectives and modes of provision of SpeciatddeEducation passed through changes due to social,
political and other changes. Public concerns, coniyiservices, educational philosophies, organireti
of disabled people’s international human rights erognts etc have their impact on initiating and djpeg
up the changes from segregated in to a more irtegfjfarms of education. As noted by many educators,
one of the reasons for integrating handicappecesiisdn to the regular class room was to facilipdsitive

interactions among handicapped and non handicagipddnts (Warren 1979, as cited by Horne, 1985).

Educational philosophies regarding children witratning Difficulties/Disabilities have changed actent
years (in the past 2 decades) and several couhtiesled the effort to implement policies whiolster the
Integration and more recently, Inclusion of thegelents in to mainstream schools (Avramidis & Nafwi
,2002).

The main challenge with integration / Inclusiorihat mainstreaming has not been accompanied bygekan
in the organization of the ordinary school, itsrimulum and teaching and learning strategies (UNESC
2005 as cited by Tilahun, 2007).

It has been argued that for Inclusive Educatiobgaeneaningful, schools must recognize and respmtiuket
diverse needs of their students, accommodating Oiftérent styles and rates of learning and engurin
quality education to all through appropriate cuwid; organizational arrangements, teaching strasegi
resource use and partnership with either commuenifleNESCO, 1994). But schools and teachers find it
difficult to accommodate students with Special Neecand compel them to adapt to the school insiéad
adapting schools to the needs of students (IBE UNES007).

Inclusive Education is an educational practice dasethe social premise of justice that advocategdual
access to educational opportunities for all childregardless of their physical, intellectual, emoal or
learning disability (Loreman et al., 2005). Thedjng principle in Inclusive Education is that aHildren
have a right to learn in mainstream schools. Theigsue is that Inclusive Education is based omglats
and social model; the system should adapt to thé, cfot the child to the system.



THE KNOWLEDGE, ATTITUDES AND PRACTICE OF INCLUSIVE EDUCATION IN NORTH WOLLO ZONE RURAL PRIMARY SCHOOLS

Even though the concept and provision of SpeciatddeEducation have a relatively short history in
Ethiopia, the development of provision of serviteschildren with, Learning Difficulties/Disabilitge is
increasing (UNESCO , 1995) which indicates thatidftia is one of the countries which has a policyolth

encourages Inclusive Education.

The Ministry of Education has launched Special d¢éeBducation Program Strategy in May 2006 and
includes due emphasis on the implementation otifieé Education in ESPD IV. But, there are few $gdec
Education and under resourced mainstream schodtshvdouldn’t accommodate so many children with

Learning Difficulties/Disabilities.

The Amhara Regional Education Bureau indicated thate were 10,900 (4,802 female) children with
Special Needs who were enrolled in sixty six spedasses in the region in 2011. But there was N& S
unit at the Regional Education Bureau level rathetas managed by SNE expert. SNE classes areabiail
only in few urban centers such as Debremarkos,rB2di, and Children with different types of disétyil

are enrolled in Inclusive schools. (Mary Jennirifxl 1).

In North Wollo Zone, the situation of Special Nedttiucation is not different from the Amhara Regiona
State. In 2008/9, there were 11,793 children wehrning Difficulties/Disabilities in Amhara Regipfiom
which only 925 get access to education in Northldvdbne (ANRS Education Bureau, 2008/9).

To have Inclusive Education for children with S@dNeeds, it requires initiatives at various levels
Regional/ Woreda level that have overall respohsibat school level to make arrangements and peepa
the school, teachers and students, and at commamityhouse hold level in terms of awareness otinl
with disability right to an education.

Thus, a systematic study particularly in the arfelmdusive Education in the zone appears to beomamt.

Hence, the following research questions were foatedl that the study should answer,

1. What are the level of knowledge and practices diusive Education in North Wollo Rural Schools?
2. What are the attitudes of teachers, studentstendommunities towards disability?
2. What are the major challenges that affect the implaation of Inclusive Education?

3. Is there any conducive environment in the schoolatcommodate children with learning difficulties
/disability?

4. Is there geographical disparity in the implementatf Inclusive Education? (Rural /Urban)

5. What are the possible strategies to improve ingtusif children in primary schools and its implicets on
Rural Development?
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1.3 Obijectives of the study

The current study has the following general andifipeobjectives

1.3.1 General objective

The main objective of the study is to assess thAwistof implementation of Inclusive Education inrtiio
Wollo Zone primary schoals

1.3.2 Specific Objectives

The specific objectives of the study are

a. To analyze the knowledge and practice of Inclugdacation in North Wollo Rural Schools.
b. To assess the attitudes of teachers, studentharmbmmunity members on disability.

c. To investigate the challenges that hinder the implaation of Inclusive Educations in North Wollo
primary schools.

d. To examine Rural/ Urban disparity in the accommiodabf Inclusive Education for children with
Learning Difficulties/Disabilities.

e. To suggest some instructional strategies and italicaplications of Inclusive Educations on Rural
Development based on the findings of the study.

1.4 Significance of the study

Even though some preconditions are on progresdisabled persons to entertain their rights andageéss

to Inclusive Education, the situation yet needsroupment. The numbers of disabled children whoyenjo
the opportunity of Inclusive Education are far ldbsn expected in the legible children. Despite a
governmental policy of Inclusive Education for cinén with Special Needs s, they remain amongst the
most marginalized and inclusiveness is still aembryonic stage. To a large extent, activitiesyises and
interventions are left to NGOs and church groupsrtwvide. (Mary Jennings, 2011).

Education of children with Special Needs s has entmyed many challenges through time. It is assuased
a common knowledge that most attitudes towardsdikabled are not positive in Ethiopia as in other
countries. A base line survey done by Tirusew €f18985) showed that there is also attitudinal défee

between rural and urban dwellers and persons wfférent general educational backgrounds.

Special Needs Education is taken as an integrdl gfaearly education, primary education, secondary
education technical and vocational education, higlgeication and alternative basic education indpili
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It is the responsibility of the Regional EducatiBnreau to ensure that SNE issues are includedlin al
education programme activities. Children with dibtds are usually excluded from the community and
hidden at home, parents are ashamed of them, asability’ is considered as ‘Misfortune’ or a ‘cefs

from God.

Thus, it is pertinent to study the implementatidrinelusive Education in North Wollo Zone and cooe

with research findings which may be helpful foridagg better academic intervention.
The researcher believes that this study would tiaedollowing significances,

» It will indicate the practice of SNE in North Wolkelected schools.
* It will show the challenges in implementing SNENorth Wollo.
* It will create awareness about the status of SNEarth Wollo.

« It will serve as feed back to the concerned botletake practical measures about the effective
implementation of Inclusive Education.

e It will suggest some practical solutions and futsteategies to attain easy access and better
implementation of Education For All (EFA).

* It will enable others to share experience and lessath similar socio-cultural setting or different
economic and geographical situations.

* It will indicate the implication of Inclusive Eduan on rural development.

e It will add contribution to further & investigatioregarding Special Needs Education in promoting
access and quality primary education for thosedodil with and or disabled learning difficulties
persons.

1.5 Delimitation of the study /universe of the study

The research was delimited to North Wollo whichoise of the administrative zones of the Amhara
Regional state with recurrent food insecurity arghhevel of disability. Out of the 3 schools irban areas
and 8 schools in rural places which give SpeciadseEducation to get a clear view of the zone, &dur

them were selected.

From the North Wollo Zone population statisticslyofew children with disabilities are accommodated
continue their Inclusive Education with specialirteal teachers (Amhara Region JRM, Team, 2006).
Primary education is selected because it is thel lexshere children develop their basic attitudes and

approaches to learning. It is also their basictrigltenjoy quality and free primary education.
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1.6 Limitation of the study

Special Needs Education is a relatively new phemaméo Ethiopia. At the same time, Inclusive Edigrat

Is a recent educational philosophy to serve thetsitpased service to children with Special NeedtsisT
locally written literature particularly on Specidleeds Education and Inclusive Education is scarcely
available.

Research studies on similar issue were not foupdcidlly, research studies on children in ruraiany
schools in North Wollo zone were generally not klde. Therefore, it was difficult to collect past

information about the subject matter. Documentatibtne schools was not kept as required.

The schools are situated geographically furthertapaorder to collect data within shortest possitime.

The researcher however felt that the social and@mwental difficulties did not deem the resultarfid out.

1.7 Organization of the study (Chapterization)

This study has five chapters. The first chaptetsdeéh introduction of the study that includes bgwund
of the study, statement of the problem, objectiokthe study significance of the study, delimitatiand
limitation as well as operational definition of tes. In the second chapter, Review of related liteeais
related. The third chapter focuses on methodologyhe study. Data collection and interpretation is

included in chapter four. Finally chapter five deaith summary, conclusion and recommendations.

1.8 Operational Definition of Terms

» Regular classesare classes where the Special Needs studentd dtteir education in the selected
governmental primary schools.

» Special classesare classes located within the selected primawgigonental schools set up where Special
Needs students are attending their education.

» Mainstreaming is the provision of education service for disabddents in the regular schools. The
effect of this provision has been to greatly inseeaontacts between non disabled and
disabled students

e Impairment refers to any loss on lack of psychologidatgiological or anatomical structure.

* Disability is any restriction or lack of ability (résag from impairment) to perform an activity inegh
manner or within the range considered normal fpeeson of the same age, culture and

education.



THE KNOWLEDGE, ATTITUDES AND PRACTICE OF INCLUSIVE EDUCATION IN NORTH WOLLO ZONE RURAL PRIMARY SCHOOLS

» Handicap refers to the societal level the environmeata societal deficits influenced by social nhorms

and policy.

e Attitude is a mental and neural state of readinessnargd through digits experience, exerting a
directive and dynamic influence up on the indivickieesponse to all objects and situations
with which it is related.

* Inclusion is a process of addressing and respondirtbetaiversity of needs of al learners through
increasing participation in learning cultures armmmunities, and reducing exclusion
within and from education. It involves changes amadifications in content, approaches,
structures and strategies, with a common visiorciwhovers all children of the appropriate
age range and a conviction that it is the respditgibf the regular system to educate all
children (UNESCO, 2005).

* Inclusive Education is a process of the education system to reachoall learners (Children with
learning difficulties of disabled)... as an overafingiple it should guide all education
policies and practices starting from the fact #dtication is a basic human right and the
foundation for a more just and equal society. (USBES2005)

* Integration is placing of students with Special Needs sainstream schools. The restructuring and
improvement of physical facilities, the increasenmmbers of special class rooms and
specially trained teachers in the mainstream ngkliand the providing of learning
materials were and still are some of the main camepts for the application of Integration
models (IBE-UNESCO, 2007. P.11)

» Accommodationsare practices and procedure in the areas of pegamtresponse setting and terming
scheduling that provides equitable access durisgguation and assessments for students

with disabilities.

10
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CHAPTER TWO
2. REVIEW OF RELATED LITERATURE
2.1 DEVELOPMENT AND EDUCATION

Development is a multi-dimensional process thatiitefrom a combination of several factors: sustdimgrowth;
modification of social and economic structures; hteslogical progress; social, political and instiogl
modernization; and overall improvement in the papah’s standard of living (Adelman, 2001 cited By
Atchoarena and L. Gasperini, 20@#velopment applies at all levels from individuab nations irrespective of
culture, religion and geographical location. Depetent could be conceptualized as a set or vectatesirable
societal objectives or a development index, whisesdnot decrease over time i.e. sustainable (Pétrak 1990 cited
in K.Singh 2009).Sustainable development emphagizesneed society to ensure inter-generationaltyduithe
sense that the present generation does not corsumeich as to affect the option of the future gatians to enjoy
at least the present level of consumption and talhg.

Human beings are both the cause and consequencieveibpment. It is the human factor which is pavdb the
process of development. Thus, the study of humangbewhat makes them changes the condition to mduc
development makes it very important. Consequetitly, whole structure of national societies and oérimational
society is, therefore, relevant to the developnaépieople (ibid.).

“If you plan for a year, plant a seed. If for teears, plant a tree. If for a hundred

years, teach the people. When you sow a seed ymeayill reap a single harvest.

When you teach the people, you will reap a huntiaadests”. Guan Zhong (7th

Century).
Education, or the transmission, acquisition, cceaind adaptation of information, knowledge, skiixl
values, is a key lever of sustainable developntedtcation is essential to individuals’ developmasit is
to the development of their families, of the loaall national communities to which they belong, tnthe
world at large. Beyond its well-established soaore@mic development, education also has a crucial
socialization function through the shaping of pee@and collective identities, the formation ofpessible
citizenship and the promotion of critical socialtpapation, based on principles of respect foe,lihuman
dignity and cultural diversity (UN,2012).

There is a strong relationship between educati@hemonomic development. On the one hand, educgtion

seen as a product of the development processsthairihy of pursuit by itself. On the other handyueation

11
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is considered a crucial input into the developmpmicess (as economic growth, health outcomes,

institutional development, and possibly trade).

Even though Education has significant positive @ffeon several aspects of development such as awcom
growth, health outcomes, political stability, andmen'’s participation in national politics, the ame is
different depending on the levels of education (@h-Brempong, 2010).The income growth comes out of
the effect of education since it causes advancesmamtthe faculties of the human mind , improve theal

settings, create and absorb new technologies,drdhalities effects of education (Groweic,2010).

Thorough examination of the five specific econoroamponents of the development question—growth,
inequality and poverty, population and fertilityjgration, and rural development, demonstrates tvay w
relationships that exists between Education andeldgwment. The expansion of education in the prodact
of skilled and semiskilled professionals that catesgield improved GNP in developed countries inickih
third world countries is lacking has been attrilobute formal education. The income distribution inality
has positive correlation between levels of schgplmd amount earned in the life time. In third dorl
countries the financial and other factors hinder pbor to enjoy secondary and tertiary educatiatening
the gap of inequality in income. Education found tw influence Rural-Urban migration, as educated

individuals wander for better paying jobs in theam places as rural villages couldn’t accommodegent

Most studies reveal an inverse relationship betwi®e education of women and their size of family,
particularly at the lower levels of education. Edliltg women has been shown to be a critical ingredn
breaking the vicious multigenerational cycle of pobild health, low educational performance, lowame,
high fertility, and poor child health. Numerous dies have documented that women's education leads t
lower infant mortality rates. In the past few desmdnore emphasis was given to modernization and
development of the urban sector where the ruradsareere neglected. At present, especially in tlive th
world countries in which 70% of their population @8 in country sides, directly or indirectly depeim
agricultural incomes, due attention and successidl development programs should be implemented to

cope up the serious challenges embedded.

12



THE KNOWLEDGE, ATTITUDES AND PRACTICE OF INCLUSIVE EDUCATION IN NORTH WOLLO ZONE RURAL PRIMARY SCHOOLS

2.2 RURAL DEVEOPMENT,.EDUCATION AND DISABILITY

2.2.1 Rural Development

Rural developmentncompasseggriculture, education, infrastructure, health, @amiy-building for other
than on-farm employment, rural institutions and tieeds of vulnerable groupRuraldevelopment aims at
improving rural people’s livelihoods in an equitabbnd sustainable manner, both socially and
environmentally, through bettaccess to assets (hatural, physical, human, teatiical, and sociatapital),
and services, and control over productive capitalité financialor economic and political forms), that
enable them to improve thelivelihoods on a sustainable and equitable basis Af@hoarena and L.
Gasperini, 2003).

Before discussing further rural issues, it seenpontant to define the term ‘rural’ itself. Differeaountries
and institutions has different perceptions on tledivrural’, in such a way that comparison is ditfit.
Somehow, the definition of FAO seems to encomplasabtions of various researchers. According to the
FAO, the definition of a ‘rural area’ should meuwiot criteria: one related to place of residence kand
settlement pattern, and the other related to the of work that residents engage in . First, rarabs are
generally open areas, with low settled populatiensities. A high proportion of the unsettled lamdaa
and/or land used is for primary production (miniagyiculture, livestock, forestry, fisheries). Sedpthe
residents of rural areas are largely dependentheredirectly or indirectly — on these primary puation

activities as their principal, if not their onlygwrce of livelihood (D. Atchoarena and C.Sedel,300

Although there is a common understanding of whatiial, a universal definition does not exist. inedfort
to better capture the concept of rurality some astiused a multi-criteria approach, defining raraas as:
* aspace where human settlement and infrastructatgy only a small share of the landscape;
» natural environment dominated by pastures, forestgintains and deserts;
» settlements of low density (about 5-10,000 persons)
» places where most people work on farms;
* the availability of land at a relatively low cosnd,
* a place where activities are affected by a highsation cost, associated with long distance from
cities and poor infrastructures (Ashley and Maxy2{0l01).
The overall population increase experienced duf6§12000 led to a considerable growth in the sfazb®

rural population from 2 billion in 1960 to 3.2 kah in 2000. This expansion was mainly due to rural
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demographic expansion in the less developed regiorads in rural fertility and population growtked to

be considered for approaching rural developmeniessindeed, in developing countries rurality often
equates to poverty. Yet, in spite of significantateurban migration, the great majority of the paoe still
rural. Average income levels remain lower in theirdoyside than in cities and a larger share of the
population is living below specified poverty lines.

It is estimated that 1.2 billion people live in exhe poverty, meaning that they spend less thataadard’
dollar a day. Among them about 75 per cent liverural areas (IFAD, 2001). Furthermore, despite
urbanization, 60 per cent of the world poor isl st#pected to be rural people by 2020.The situation
continues to deteriorate in sub-Saharan Africa wliee number of poor has been growing due to stagna
of per capita incomes. Africa is the region witle thrgest share of people living in poverty. Lasdléarm
workers and casually employed farm labourers dibem the majority of the poor in rural areas. Hoeev

in Africa, smallholders constitute the largest gaty of poor.

“Where resources have to be divided between ranal urban spending on, for instance, health and
education, outlay per head is normally less in lmewgrural areas, even though rural people haveelow
initial health and literacy. So higher spendingumal areas should normally improve outcome moga th
higher spending in urban areas” (IFAD, 2001). Thhis urban bias in public expenditure is not only

inequitable, it is not cost effective, nor doesantribute to a country’s sound, overall developimen

Basic facts and figures help in understanding #edrto devote more attention to rural areas.dsisnated
that for the next two decades, the majority of pbeulation living in developing countries will camie to
be rural. This implies that, during this periode ttevelopment challenge will continue to be relatedural

trends and conditions (D. Atchoarena and L. Gasp&003).
2.2.2 Education and Rural Development

The discussion about education in rural areasasety related to the broader rural development ephc
Like education for rural people, rural developmieas been a very productive field in developmendisti
(Stamoulis, 2001; Ashley and Maxwell, 2001).

Education is one of the mechanisms to empower peopthke part in poverty reduction. It was launithe
a key strategy of rural development. Increasecethecation is a means to achieve development tdveeso

the rural problems (Lasker, Weiss, & Miller, 20G&di in Sharada Weir, 1999). Recent research shuats t
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improvements in education boost local developmerggects (Echeverria, 1998). Education has a tésira
controlling influence over development of thealuindividual, community, and society, leading ealuced
poverty, income and controlled unemployment (Nawvema, 1986).

In many countries social change and economic dpueat have been organized by providing not only
basic education, but also specific training to iower techniques employed in the rural economy.
Furthermore, recent work on social capital showat tknowledge constitutes a key element for
strengthening rural communities and facilitatingittadaptation to change. Education and trainiegtan

of the most powerful weapons in the fight againsalpoverty and for rural development.

In recent years, however, as verified by D. Atckoarand C.Sedel, 2003, that the provision of basic
education in rural areas, or at least how it isvei@, has been heavily influenced by two main cusrer
development policy. The first, proper to the ediocasector itself, derives from the World Confererm
Education for All: Meeting Basic Learning Needsridien, Thailand, 1990). Providifgasic educatiorior

all children, adolescents and adults, through forama non-formal education, is now understood tombe
only a fundamental obligation of any governmentt ttlaims to respect human rights, but also to be a
necessary prerequisite for social and economicldpreent. The second and concurrent influence oitbas
education in rural areas has been the world comyisnienewed commitments during the 1990s to

alleviate poverty and give increased attentiondiping the poorest in the poor countries.

Urban/rural disparities in learning achievement distinct advantage of pupils in schools locatediires
over those in rural and isolated areas and evelfl smans in reaching at least tineinimumlevel of reading
literacy. In respect to thdesirablelevel of achievement, the urban advantage wasvalsoclear (ibid.).

Rural development approach, nowadays, recognizstiere are many different stakeholders in thalrur
space. The diverse collection of stakeholders énrtlial space will need education and training thither
from that available in the past. What is neede@yad a broader educational approach serving tedsef
diversified target groups and focusing priority tke basic learning needs of rural children, ousdiool
adults and youth and the rural poor to make rueaietbpment effective method to combat ignorance and

poverty.

2.2.3 Disability and Rural Development

The World Health Organization (WHO) estimates th@% of any population is disabled (Thomas, 2005a).

In addition, approximately 85% of the world’s chigd with disabilities under 15 live in developing
15
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countries (Helander, 1993, cited in K.G.Lindsay,200It is further thought that with disability, or
impairment, being both a cause and consequencevefty, the Millennium Development Goals cannot be
achieved without a specific disability focus (DFIZQ00).

People with disabilities have health, nutritiorediucational and gender needs too, yet the goatedeto
these issues currently ignore the often unique s1eé@eople with disabilities within these goaleeTWHO
estimates that up to 50% of disabilities are prealgde, with 70% of blindness and 50% of hearing
impairment in children in developing countries lgepreventable or treatable (DFID, 2000). Althoulgts t
can be seen as more of a health issue than aldisgblitics one, its link to healthcare, malntish and

poverty makes disability a development issue.

Out of the world population which lives with a alslity, 80% of the people with disabilities liva i
developing countries (A. Kohama, 2012). The variseivices such as education, health, rights o€liid,
etc.. available for people with disabilities difigrdely between developed and developing countfes of
these services is education. Globally, childrerhvdisabilities count for one-third of all childremut-of-
school. In developing countries, the numbers amnewore staggering, with 90% of all children with
disabilities out-of-school.

DFID (2000) highlights how disability can exacedabverty because it can lead to isolation and @oan
strain for the whole family. Disabled children amere likely to die young, or be neglected, malnsiued
and poor, while the denial of education can lead tlack of employment opportunities and so poverty
(ibid). Similarly, poverty can lead to malnutritiopdlangerous working and living conditions (incluglimad
accidents) bad health and maternity care, pootagam, and vulnerability to natural disastersl-oawhich

can result in disability.

One of the prominent discrepancies of servicesisabies persons is between rural and urban settings
Educational facilities accessibility and numbeurban areas are abundant where as scarce and iepéns

present at all, in rural areas. Thus, students eigghbilities are more marginalized in rural areas.

2.3 RURAL DEVEOPMENT AND INCLUSIVE EDUCATION
There is a growing consensus that people with disab should be included in development prograrame

as the exclusion to date of this marginalized gralpprobably result in the non-achievement of thi
Millennium Commission’s broadly inclusive global v##opment agenda. However, if a person with a
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disability is dehumanized by cultural belief orgstia, as they are in India (Alur, 2002), then thap be
‘invisibilised’ and not considered worthy of righBisability is clearly a development issue thatigmore
at a price, including that of human rights (K.Gdsay, 2007).

Disability is not only closely related to poverKID, 2000), but is also becoming widely recognissca
cross-cutting development issue that bears relevamall dimensions of social exclusion (Thoma€5).
Although social exclusion is not necessarily thepagite of inclusion (Kabeer, 2000), the extensive
literature that is fast developing around procesdgesocial exclusion (Subrahmanian, 2003; Sen, 2660
Haan, 1998) can potentially assist in our undedstenof combinations of exclusionary dimensionstbes
such as gender, ethnicity, disability, and poveatg rarely experienced exclusively, and as such are

mutually reinforcing.

The International Community, especially since tié Convention on People with Disabilities, is becogni
increasingly aware of the different models of spe@ducation. The three basic models, segregated,
integrated and inclusive special education, havenbdifferentiated between by international and
governmental agencies, and overwhelming suppdoeisg shown by human rights activists, nonprofits,
governmental organizations, governments and intiemel agencies, all in favor of inclusive special

education as the most beneficial type of educdtiopeople of all ability levels

In developing countries, inclusive education isns@s an approach to serve special educational needs
children within general education settings. Howevgernationally, inclusive education is seen aystem
which caters for the needs of a diverse rangearhérs and supports diversity, effectively elimingtall
forms of discrimination (UNESCO, 2009).

Charema (2007) claims that, 87% of individuals vdibabilities in developing countries live in rueakas.
Inclusive education is considered to be a meanpra¥iding educational opportunities for all childre

including children with disabilities.
In the inclusive education model, the capacity anthpetency of key role players, adequate available

funding and a uniform stance of national implemgotaare key determinative factors as to whether

inclusive education will effectively and qualitagly address the needs of the greater learner popula
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“In the countries of the South, the major constrarthe serious shortage of resources — lack lmdas or
inadequate facilities, lack of teachers and/or tslger of qualified staff, lack of learning materiaad
absence of support.” UNESCO (2001).These situatemesclearly worse in the rural areas where the

scarcity of even basic resources is strongly praned.

2.4 HISTORICAL DEVELOPMENT OF SPECIAL EDUCATION

Education is both a means of, and a part of, dpveémt. The United Nations Organization declareds/ea
2005 to 2014 as the Decade of Education for Swet@rDevelopment. The UN acknowledges education as
one of the major instruments with which societalaadtement can be brought about in a sustainable way
Education for sustainable development in the raoattext should therefore go further than just eraitg
illiteracy. Ability to read and write should be tegping stone to achieving rural development. Etloigas

a part of social policy (Gwarinda, 2007) and thuaseatitlement of the people. History has shown how
colonial powers in many developing countries ussbsl curricula as a tool to keep indigenous people
subordinate roles, (Odora Hoppers, (2000).

History of disabled individuals starts as the af@wman beings. In the early days, disabled persars
placed in hospitals, asylums or excluded from theiety and could not attend education (Tremblay, P.
2007). During the 18th and 19th centuries, edusatggened a variety of special schools for disabled
students. From about 1890, the movement for spelsases gathered strength. By the turn of theucgnt

the schools’ responses to student heterogeneignteanore organized and the new century ushered in a
massive expansion of special, segregated classeagW\M.A, 2006).

From 1910 to 1930 there occurred a huge spurteretirolments in and types of special classes. 8peci
settings and specially trained teachers servediremlvariously described as deaf, blind, hard @iring,
near blind, undernourished, crippled, academicatigladjusted, mentally retarded, speech defective,
tubercular, and so on (Palen, 1923).Special Edutatiasses within regular school programs begaheat
beginning of the 20th century (Wizner, M.A., 2006).

As the fervent egalitarianism and humanism of tB@0s created a new climate, the Educational Integra
of students with disabilities became the centrainté of Special Education (Wizner,M.A., 2006). The
1960s, which marked large-scale political, sociahd economic change in the context of many
disenfranchised and marginalized groups, saw the#emmorewriting of the Special Education script dnel

beginning of a genuine movement towards Integradioth desegregation (Ibid.). From 1960 onwards due t
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civil rights movements, government conventionseiimational NGO interventions, societal attitudendes

have occurred towards Special Needs Educationtamahplementation.

Beginning in the early 1980s, waves of reform sdrgeross the educational systems of many nations. O
of the strongest and most basic of the reform &ffan general education revolved around ensuring

educational equity and opportunity for all studgiszner,M.A., 2006).

In the early-1990s, the clarion call was for fulclusion started.. Advocates contended that it mase
enlightened to alter the classroom and school strei¢o allow all children to gain an educationréhéhan

to segregate some students in special settingsn@aand Lipsky, 1987; Stainback and Stainback?2199
1996; Ismail, 2004 as cited by ElZein,H.L,2009) rt@mly, Inclusive schooling has moved from an itdea

a conviction to become the dominant ideology intemporary Special Education. But despite ideoldgica
and philosophical convictions, Inclusion remaindtdre accepted in the concept than in the practice
(Wizner,M.A., 2006).

2.5 CONCEPTS AND PRINCIPLES OF SPECIAL NEEDS AND INCLUSION

2.5.1Definition of Special Needs

Professionals who have the responsibility for hedpchildren with Special Needs, like pediatricians,

psychologists and educators, define Special Edutand use the Functional Developmental and the
Clinical Diagnostic approaches to help determinactvithildren may most appropriately benefit from

available treatment and services, and what paaticiglp a child may need (CICC, 2013).

A. Clinical Diagnostic Approach explains how and why professionals diagnose ileesand special
conditions that some children have and about titerier they use for diagnosis. A child with Special
Needs is basically a child who, because of hisesrumique medical or developmental difficulties,
has needs in addition to those of his or her peers.

B. Functional Development Approach Looking at a child's functional development invaw@bserving
whether or not the child has mastered certain dpwe¢ntal milestones and expectations for his or

her age.

1. BodyMovement: Physical Development and Motor Skilld/hen a child turns over, or pulls him

or herself to a standing position for the first éinwe see physical and motor development in
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action. Example Milestones such as reaching, gittarawling, walking, running and jumping
etc...

2. Thinking and Learning: Cognitive Development SkillSCognitive Development involves the
mental and intellectual growth of the child. Exaemph various tasks of learning, memory,
reasoning and problem solving.

3. Communications: Language Development SkillsTechnically, language is the code made up of
a set of rules that include what gestures, utt@snar words mean and how to combine these to
express thoughts or desires. Example Speech, geptsign language and writing are a few.

4. The Senses: Vision, Hearing and Touch (Sensorgriien) :- Infants and young children first
learn about the external and internal world throtighir senses of sight, sound, touch, taste and
smell as sensory information is transmitted toltteen and interpreted in a meaningful way.

5. Relating to Self and Others: Social DevelopmentlsSknd Emotional Development Skills: -
Human beings need relationships in order to suraie grow. In a good enough relationship, the
primary caregiver (mostly the mother) and babyret@ar respond to one another. Example the
child coos, gazes, hugs, smiles, holds, imitatescethe primary caregiver.

6. Self Care and Daily Living Skills:-Adaptive Devetognt: - Adaptive development refers to the
ability of the developing child to care for him berself in age appropriate ways. Example self

feeding with fingers, manipulation with equipmerdss.

A child may have a special need when he or shaliday in one or more areas of development.\eig
important for practical purposes that children vitawe Special Needs be identified as early as pessiid
that they be defined as such, so that they canveetige special help they need in order to livelibst lives
possible. The advantage of using a functional agraéntal approach to define children with Special
Needs, and to evaluating and treating them, isiti@tonsistent with the reality that every cheda unique
individual with specific strengths and weaknes§d€(C, 2013).

Children with learning or physical disability netm be identified at an early stage. If they are, moany
will drop out at primary school (Lewis, 2009), basa of the lack of appropriate support programs
Unfortunately, this is usually the case with digabthildren in Ethiopia (Tirussew, 2005).
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2.5.2 Concepts of Special Needs and Inclusive Education

Special Education is a conventional term used tecrlee the support and services given to disabled
persons. The service and support, in previous timas intended for those persons with severe prabla
segregated schools since it was beyond the scopeediormal school. The services were given out of
humanity, love and concern for others. Thus, ttiemale behind providing Special Education is ieficed

by several assumptions about disability and indigld with disabilities which consequently changes
through time and development of the society. Thecept of Special Needs Education is defined on the
basis of human rights and international experiemckicational policy and the legal framework at the
national level (Mamo, 2000).

In Sue Stubbs (2008), it is indicated that Inclasschooling policy and practice, to a large extstems

from two strong educational movements:

A. School Improvement (linked to concepts of effednools and quality educatip- If students, or
particular groups or individuals, fail to learnogrout, repeat classes, learn things that are ssele
irrelevant, are abused or unhappy, then the systdailing. This clearly demonstrates that Inclusie
about more than just access.

B. Special Needs Education The concept of Special Educational Needs waginally intended to be
broad and to refer to a wide range of difficultibat all types of learners might experience. Ircfica,
it has often had a narrower focus, but still hasnhbeand can continue to be, a key influence on the
development of Inclusive Education.

Some of the key concepts to Inclusive Btioa, according to Sue Stubbs (2008), include:-

1. Concepts about Learnergprimary stakeholders-education is fundamental human right for everyone,
everyone can learn, and any child can experientfeeudiies in learning, all learners need their
learning supported child-focused teaching benefitshildren.

2. Concepts about the education system and schooléexible, responsive educational systems broader
than formal schools, school improvement, whole sthpproach collaboration between partners.

3. Concepts about Diversity and Discrimination— responding to/embracing diversity as a resouotes
a problem, combat exclusionary pressures.

4. Concepts about processes to promote Inclusicnidentifying and overcoming barriers to participat

and exclusionary pressures, increase real participand partnership among stakeholders.
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5. Concepts and Resources Fully using local resources, perceiving peoplelftkn, parents, teachers,

community, etc) as key resources.

2.5.3Principles of Special Needs and Inclusive Education

Research findings indicate that rapid growth ofvieess to the disabled occurred in the 1960’s due to
advocacy of individuals, organizations, professiogeoups and parents. This increases more positive
attitudes towards disabled persons and ensure g education according to their needs and aanep

of disabled persons as individuals only with Spedeeds (Wizner, M.A., 2006).

The dimension of changes in Special Education aeatgand diverse ranging from abandoning and
segregating children to Inclusion in-service prmns the beneficiaries of the support servicesexttended
from the few —blind, deaf, mentally retarded angsatally disabled to all individuals who have Spéci
Needs(Slee,1997).

Rajkumari (2006), states that Special Needs Edutéadibased on the following agreed principles:-

1. Individual Differences- There is an individual difference among persdisnce, Special Needs

Education is required to meet the needs of thepiareal children.

2. Zero Rejection- All children with disabilities must be providedfree and appropriate education.
The school system does not have the option to aawepeject a child for education in a regular
school.

3. Non-Discriminatory Educatian Each student must receive a full individual rex@ation.

4. Individualized Education Program Students with Special Needs require individzeadi education

program either in a resource room or a speciatétathe regular school for some part of the day.

5. Least-Restrictive Environmert As much as possible children with handicappestnibe educated

with children who are not handicapped in the regcl@assroom.

6. Special Process- the parents of handicapped children have thet rio evaluate the effort of the
school system to identify and assess the handidagipiren to modify the program of the school to
meet the specific needs of these children if threyrat satisfied with the program of the schoadyth
have the right to withdraw their children from thsthool for a better program in any other

organizational institution.
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7. Parental Participation - Special Needs Education can be made effectivpaoents participate

actively in the educational program designed fardigapped children.

2.5.4The differences Between Mainstreaming, Integratiorand Inclusion

To understand similarities and differences wittea e€ducational system, there arise various commesdy
terminologies. At one extreme, different terms a@sed to mean the same thing, and at the otherigdén
terms are used to mean very different things (S1€93). The terms mainstreaming, Integration and

Inclusion are commonly used to describe the edoiaktisupport and services given in different sg#tin

According to Sue Stubbs (2008), these terms antbapbes have many positive concepts in common, for

example:

» the right of all children, including children withisabilities, to education;

* acommitment to finding ways to help children wkarh in different ways and at different speeds to
really learn;

» promoting the development of the individual chilg@tential in a holistic way: physical, linguistic,
social, cognitive, sensory;

» Supporting different methods of communication feople with a range of different impairments
(sign language, Braille, signboards, computer-gssispeech, Makaton, etc).

At the same time, there are significant differenoetsveen these terminologies based on their origin,

philosophical thoughts and principles and poliébgled by an institution or a country.

2.5.4.1Mainstreaming
Ainscow (1991) explains that “the withdrawal apmieathe remedial approach and the mainstreaming

approach to Special Education, although they hafferent methods and strategies they continue to
perceive the problem as being the child.” Furtheem®lee (1993) notes that mainstreaming became
popular after several articles appeared in theggsdbnal literature criticizing the effectivenegsspecial
classes for learners with mild to moderate disti

Farman and Muthukrishna (1998) assert that “masasting focuses on how to help a particular category
marginalized learners to fit into the existing &yst It is the process of placing learners into reagy
schools from which they have previously been exatudn conditions that they can show that they ball
able to meet the requirements of the existing culwim. The emphasis is on how the learner camtit the

existing school structure and cope with the exgstiarriculum.”
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According to Hardman, Drew and Egan (1996) “maewtning had advantages and disadvantages. It began
the move away from segregational services. On tieehand, it allowed learners with exceptionalitesl
other learners to interact. But on the other hdediners with exceptionalities were often placet in

classrooms without necessary support and services.”

“Mainstreaming is related to the concept Integratiwhich both reinterpreted and extended the issised

by Special Needs approach in mainstream classéafk,(yson, Millward and Skidmore (1997) explain
that “mainstreaming in the 1970's and 1980's selebt integrated learners with Special Needs into
mainstream classes on a case-by-case basis, degendithe needs of each learner and demands of the
specific class.”

The term ‘mainstreaming’ has been commonly useckfer to “the placement of a learner with ‘Special
Needs’ in the mainstream or regular school settamgl because the concepts of ‘Inclusion and Ingtusi
Education’ have broader implications than the témmainstreaming’, they are preferred words today”
(Donald, Lazarus & Lolwana, 2002).

Although there are several variations of the da&éni of mainstreaming, most sources seem to atpaeitt
is defined as the selective Integration of studevit disabilities in general education classeshwit a
system of support (Zionts, 2005 cited by Turnk2@10).

2.5.4.2Antegration
The term Integration has been used to describgerbeess of the transfer of learners and young petapl

mainstreaming schools (Jackson et al, 2000). Aaegrtb Barton (1998), Integration is about additibn

unchanged arrangements.

Rouse and Florian (1997) counter that Integrati@s woo narrowly defined as placement, without any
regard to the quality or placement and that mudégimation practices not only involved the relocataf
learners from special to mainstreaming, it alsmivwed the transfer of many special practices. @nathmer
hand, Jenkinson (1997) states “special classesity in Special Education provision are seen aw'a of
Integration, providing more opportunity for intetiao with mainstream peers than a segregated dpecia

school on a separate site.”

According to Rouse and Florian (1997), specialsgaslike special schools, were initially set updter for
learners with serious learning problems, but witheithdrawing learners from the regular school, nieg

mainstream school, Integration is the main contnitgufactor in the development of Inclusive schogli
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2.5.4.3 Inclusion

In an effort to differentiate Inclusion from maireiming, researchers and advocates of Inclusioarbeg
defining Inclusion as a process of integrating stud with disabilities into general education atsswhile
including the necessary support system (Lipsky &&=, 1994; Keefe & Davis, 1998). According todbe
definitions, Inclusion can be divided into two eifént types: selective Inclusion and full Inclusion
Selective Inclusion occurs when students attendd Acahdemic and non-academic general educatioreslass
as well as some segregated Special Education slaghes differs from mainstreaming in that thereais
system of support in place to help students sucted#tir class placement (Zionts, 2005). In casttréull
Inclusion is a “zero-reject” policy that calls ftire accommodation of all students in all generalcation

classes (Ibid.).

Inclusion is a result of a major shift in such b#diand practices regarding the provision of sesvito
learners and youth with disabilities. Inclusion meahat learners with disabilities are educated and
supported in heterogeneous, age-appropriate, hatum@ learner-centered classrooms (Hallahan and
Kauffman, 1994). Thomas, Walker and Webb (1998kmsthat Inclusion is about a philosophy of
acceptance; it is about providing a framework witkihich all learners — regardless of ability, gende
language, ethnic or cultural origin — can be valegdally, treated with respect and provided withadq

opportunities at school.

The term Inclusion, according to Bailey (1998), medbeing in ordinary school with other learners,
learning the same curriculum at the same time énsime classroom with full acceptance by all and in
way which makes the learners feel no different frother learners.” It has been further explained tha
“Inclusion is a process of addressing the diversityearners’ legitimate needs within regular ediaca
provision using all available resources efficierttlycreate a diversity of opportunities to learrpreparing
children for active economic and social life inwdterally diverse and rapidly changing world” (UNES,
1999).

The definition of Inclusion according to UNESCOmtefrom Salamanca Conference (1994) which is a

movement to improve the educational system as dewho

“Inclusion is seen as a process of addressing aesponding to the diversity of
needs of all learners through increasing participat in learning, cultures and
communities, and reducing exclusion within and freshucation. It involves

changes and modifications in content, approachiesctires and strategies, with a
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common vision which covers all children of the ajgpirate age range and a
conviction that it is the responsibility of the tdgr system to educate all
children.”(UNESCO, 2005).

On the other hand, Ainscow et al (2004) explaiag thclusion can be understood to comprise four

elements namely:

e ltis aprocess;

* Itis concerned with the identification and remloafbarriers;

» It is about the presence, participation and a@ment of all students, and

* Itinvolves a particular emphasis on those grafdearners who may be at risk of marginalization,
exclusion or underachievement.

Inclusive Education will therefore involve placicbildren in an education setting that providessingport
that meets their emotional, social, and educatioealds (Deiner, 2005). Though globally acknowledged
the principle and practice of Inclusive Educatisrgenerally conceived as relatively new and implgimg
it appears not to be simple.

2.5.5 Accommodations of Special Needs Children

Accommodations are practices and procedures in aiteas of presentation, response, setting, and
timing/scheduling that provide equitable accessindutinstruction and assessments for students with
disabilities (Sandra J. T., et al, 2005).

Accommodations are intended to reduce or even mditaithe effects of a student’s disability; theynd
reduce learning expectations. It is critical toentitat although some accommodations may be apptepri
for instructional use, they may not be approprfateuse on a standardized assessment. Accommoslation
for instruction and assessment are integrally iwiaed.

According to Sandra J.T. (2005), Accommodationscammamonly categorized in four ways: presentation,
response, setting, and timing and scheduling:

1. Presentation Accommodations—Allow students to access information in ways tthatnot require
them to visually read standard print. These altermaodes of access are auditory, multi-sensory,
tactile, and visual.

2. Response Accommodations-Allow students to complete activities, assignmeatsl assessments

in different ways or to solve or organize problemsig some type of assistive device or organizer.
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3. Setting Accommodations—Change the location in which a test or assignme&ngiven or the
conditions of the assessment setting.

4. Timing and Scheduling Accommodations—Increase the allowable length of time to comphate
assessment or assignment and perhaps change thibentaye is organized.

2.5.6 Models and Approaches
According to Sue Stubbs (2003), educational prognarg pertaining to Special Needs Children could be

treated through the following models and approaches

1. The Social Modeiks the simplest form about changing the systefit the student, not the student to
fit the system. It originated in the early daystloé disability civil rights movement, and providad
radically different definition of disability thanhfluenced understanding and practice. It states tha
society is disabling, not the particular impairmentondition that a person may have.

2. The Twin-Track Approach It expresses order to achieve full inclusionp tapproaches working
towards the same goal are needed- like a trainmg@amoothly on two tracks: focus on the system to
overcome barriers of inclusion and focus on thenk@ to ensure that they get the necessary support
from the community and learning environment.

3. Right-Based Approachk Rights-based approaches aim to combine theareldwuman rights relating
to education, and to highlight key underpinninghpiples such as participation, accountability and
transparency, non-discrimination, and links to homaghts standards. A rights-based approach
clarifies the role of the child or learner as ahtgyholder with entittements, and the role of the
government and its institutions as duty bearersali@Queducation is integrally linked to Inclusive
Education and is highlighted in human rights docotsieThe UN outlines the basic principles of this
approach in relation to development as a wholésistatement of common understanding (UN, 2003
as cited in Sue Stubbs, 2008).

2.6 POLICY ISSUES AND CONVENTIONS ON SPECIAL NEEDS AND
INCLUSIVE EDUCATION
2.6.1 International Conventions

2.6.1.1 The Convention on thedRts of the Children (1948)

The United Nations Convention on the Rights of @feldren is an international treaty that recognittes
human rights of children for those member countoéshe United Nations. The member countries are
required to ensure that children should benefimfrihe services such as education, health etc withou
discrimination.
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The CRC states that all State Parties haveegpect and ensure the rights of each child, withou
discrimination of any kind, irrespective of the Idls or his or her parent’s [...] disabilityarticle 2).
Besides that, the CRC focuses on disability irckErt?23, mentioning the rights of disabled childoema full
and decent life, special care, assistance and swtcdgealth care services, education, trainingahbigitation
and (preventive) information (article 23).

The UNCRC (1989) is the most ratified and constéidaconvention of previous conventions .Four gdnera
principles underpin all other articles, includifgp$e on education:

1. Non discrimination (Article 2),

2. Making specific mention of children with disabiéi§ best interests of the child (Article 3)

3. Right to survival and development (Article 6) and

4. Respect for the views of the child (Article 12).
Ethiopia ratified the Convention on the Rights loé Child (CRC) on the 4of May 1991 and adopted it
on 9 December 1991 (Tirussew, 2005).

2.6.1.2. Education for All

The World Declaration on Education for All — forrated at the World Conference on Education for All i
Jomtien, Thailand, 1990 — tried to address the large gatpvden the ideal and the reality of achieving
universal education for all. Although the term usion’ was not used, several statements show the
importance of ensuring that people from marginaligeoups have access to education in the mainstream
system. It stated that “Steps need to be takerrdwige equal access to education to every categbry

disabled persons as an integral part of the educatistem”.

The World Education Forum (2000) agreed on six Egéals, which were considered to be essential,
attainable and affordable given that strong commaitivare given to them by specific governments and b
international communities, The Dakar FrameworkAotion declared that by 2018|l children of primary-
school age would participate in free schooling afegptable quality and that gender disparities rosting
would be eliminated. In the same year, the MillenmiDevelopment Goals were agreed, two of which —
universal primary education (UPE) and the elimmratof gender disparities in primary and secondary

education — were defined as critical to the elihoraof extreme poverty.

Ethiopia aims to achieve the MDGs, including MDGotthat focuses on the achievement of universal
primary education (UN, 2012). To reach that sechiiic, UNESCO has designed six Educations for All
(EFA) goals, which are internationally agreed. Tingt and third goal focuses indirectly on childreith

Special Needs. Goal one states that early childlvaoel and education should be expanded, espefoally
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vulnerable and disadvantagedchildren (UNESCO, 2012). The third one directsetjuitable access$o
educational programs. Unfortunately, no furtheertibn is given to students with learning disaieiit
According to Lewis (2009), in the past, the EFA mment has supported and assisted education for

disabled people to a very limited extent.

2.6.1.3 The Salamanca Statement of Framework

The Salamanca Statement on the education of alblid students, agreed at a UNESCO World Conference
on Special-Needs Education held in Salamanca ia 1884, called for Inclusion to be the norm (UNESCO
1994).The delegates that signed the commitmenbudimg representatives of Ethiopia, recognizeie”
necessity and urgency of providing education foldcén, youth, and adults with Special Educationaéds

within the regular education systém

Article 2 provides a particularly important instrant for Inclusive schools: “Regular schools witlsth
Inclusive orientation are the most effective meanfs combating discriminatory attitudes, creating
welcoming communities, building an Inclusive sogieind achieving education for all; moreover, they
provide an effective education to the majority bfldren and improve the efficiency and ultimatehet

cost-effectiveness of the entire education system”.

2.6.1.4 United Nations Convention on the Rights ¢fersons with Disabilities (2006)

It is stated in Article 24 that with a view to reahg the Right of Persons with Disabilities to edtion
without discrimination and on the basis of equapaunity, states shall ensure an Inclusive, edoicat
system at all levels and lifelong learning. Thisncoitment to Inclusive Education became a legalgation
through Article 24 of the 2006 Convention on thegRs of Persons with Disabilities (CRPD), which
reaffirms the right of disabled children to qualggucation and committed governments to ensure that
‘persons with disabilities can access an Inclusiyeality and free primary education and secondary
education on an equal basis with others in the conmmes in which they live’. Article 32 places an
obligation on donor governments to make their supfaclusive of and accessible to persons with
disabilities’.

Ethiopia has signed the United Nations Conventiotthe Rights of Persons with Disabilities on th& 80
March 2007 (UN, 2012).
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2.6.1.5 Other Inteational Commitments

The African Charter on Human and People’s RightBamjul Charter (1998) is ratified by Ethiopia i898
as one of the first countries (ILO, 2003) and exdento force in the same year. The Charter isgthesi by
the State members of the African Unity ‘promote and protect human and people’s rightd teedoms,
taking into account the importance traditionallytaathed to these rights and freedoms in Afrigafrican
Charter on Human and People’s Rights 1998). Axti@ states thatlfe aged and the disabled shall also
have the right to special measures of protectiokeeping with their physical or moral neédgfrican
Charter on Human and People’s Rights 1998).

2.7 THE NATURE AND CHANGE IN SPECIAL NEEDS AND INCLUSIV E
EDUCATION

In the decades, concerns have been debated algosituhtion in which how the children(students)hit
the school can be labeled and designed “speciallees and assumptions which support current
education practice, in particular exclusionary @pts from pathology and medicine that accompany
learning and other difficulties within the individiTirusew,2005).

The social model of disabilities and difficultieslearning underpins Inclusive Education, whicdiféerent
from the medical model, views difficulties in learg as resulted from personal deficiencies. Thus,
Inclusion program replaces concern with the idemtifon of children with disabilities and learning
difficulties to learn with all children by mobilizg Inclusionary resources (Slee, 1997) Thus, thereaf
Inclusive Education is to create an ordinary edooagystem that is responsive to learners’ divemsitd to
ensure all learners have the best possible opptyrtinlearn, and to maximize participation for k#arners

in regular class.

2.7.1Current Trends in Special Needs and Inclusive Edudan

The general objective of Special Needs Educatiomfthe end of 1940s in the developed countries was
based on the aims to secure as normal conditigrossible for people with the functional impairment.
Thus, children with functional impairment have tt quality and normal education at school in thegal
area as other children do. As Wizner (1990) expldin
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“Normalization is the philosophicalelief that all exceptional individuals, no
matter what their level and type of handicap (disgt) should be provided with

an education and living environment as close tamadras possible.”

Thus, the normalization movement gave guidelineshe treatment of people with disabilities, aslvasl
concrete suggestion for action. Nowadays, in mamynties people have better understanding of and
changing attitudes towards children with disalg@ti International trends are now on the developroént
the potentials of the children with Special Need$udation and other needs as prescribed by the
International Convention on the Rights of the Clilindly, 2000).

The main issue of Inclusive Education is the humght to education pronounced in the Universal
Declaration of Human Rights of the Child in 194&HRies, the basic ideas of Inclusion can be equally
found in many international policy documents, Cartians, and Action Plans such as CRC (1989), The
Jomtien declaration on EFA (1990), The Standard ruleshenEqualization of Opportunity for Persons
with Disabilities (1993), The Salamanca Statementhe disabled children etc.. Currently, in devebbp
countries the emphasis is in schooling and incng@sion Inclusive Education with a corresponding

decrease in institutions and special schools ( &aen et al 2000).

In Ethiopia, Special Needs Education principlesmmposefully outlined according to 1994 Educatimal
Training Policy as prescribed by the InternatioBahvention on the Rights of the Child, which Eth&op
already adapted to provide education for all ceifdincluding those with Special Needs, education-
learning in accordance with their full potentialdameeds. Inclusiveness of Disabled and learning
difficulties are nowadays being recognized of thaghts is included in major regulations and policy
documents of the country. However, the developnaér@pecial Needs Education provision is still very

low (MOE, 2005), especially in the rural areasihearly not implemented.

2.7.Z7he Shift to Inclusive Education
It has been argued that the concepts underpinmpegia education and integrated education refleet t

thinking of orthodox medical models of disabilityhigh locate the source of the ‘problem’ in the dhil
rather than in the wider society. Even though sammidren in special schools achieve high scores in
assessments and enjoy strong social relationshps@ those with whom they interact, these studergs
segregated from the rest of society during a ctyaat of their lives, and this negatively impabtsth on
individual children and on society as a whole(UNES£009).
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The Convention on the Rights of the Child (1990 tost widely ratified international human rights
treaty, highlights the need for governments to emsaccess to education for disabled children. The
Salamanca Statement (1994) stresses the importdntelusive Education, calling on governments to
‘give the highest policy and budgetary priorityto. enable them to include all children regardleés o
individual differences or difficulties’ and to ‘agbas a matter of law or policy the principle otlusive
Education, enrolling all children in mainstream ®als, unless there are compelling reasons for doing

otherwise'.

This commitment to Inclusive Education became allegpligation through Article 24 of the 2006
Convention on the Rights of Persons with DisaletitiCRPD), which reaffirms the right of disabled
children to quality education and committed goveenta to ensure that ‘persons with disabilities aecess

an Inclusive, quality and free primary educationl aecondary education on an equal basis with others

the communities in which they live.”

Education requires the support of the culturesicigs and practices in schools to help the learm@ind
participation of the diversity of learners in theeammunity. Policy development has to operate (@mant)
at all level and the development within communitiese to be supported by local and national pdicie
Accordingly, national policies have to be consisteith the realities of life within local commures and
ensure that strategies are in place to move loeatipe forward (UNESCO, 2003).

In order to maximize the participation rate of peowith disabilities and enable to facilitate nessgy
conditions to Inclusive Education, the disabledpgte@rganizations and organizations of parentssaided
children should play the important role in the aa#él and local policy formulation. In most coungrie
including Ethiopia, an Inclusion strategy oftenrsees part of Special Needs Education policy prevent
exclusionary practices within the educational sysées a whole. In general, the concept of Inclusgsris
related to the very nature of general educationtaedregular school. Hence, Inclusive Education loan

viewed in the light of an effort to improve schagifor all children with Special Needs Education.

In general Inclusive Education is the result of gndifferent influences: activities of communitiegincerns

of Activists and Advocates; The Quality Education &chool Improvement Movement; The Special Needs
Education Movement; International Agencies Polioy @ractices; and NGOs, Civil Society Initiatives,
Networks and Campaigns (Stubbs,S., 2008).
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2.7.3Barriers to Inclusive Education

Even though the ideas of Inclusive Education arduded in international and respective national
documents, their implementation has not been sefffity succeeded in breaking the vicious circle of
poverty, inequality and exclusion. This doesn’t m#é@at governments have not made efforts to imptbhge
quality and equity of education and help to redtle® social gap. Nevertheless the educational reform
processes underway in most countries, especiaby diveloped countries have introduced important
changes, which bring hope to the future of Incladiducation (UNESCO, 2003, Salvolainen et al 2000).

In most of the developing countries, children wijhecial Needs Education still experience barrierdul|
learning and participation. For example, in theil.@&merica and Caribbean region children face poid
(barriers) for learning and participation that arepoverty; children of native groups; working asigleet
children; nomadic families; and children with didiies. Besides, there is disparity between Urlaeual

Rural areas as well as the distribution of quadycational provision (Guijarro, 2000).

The key barriers in many developing countries thiader Special Education provision and sustained
exclusion (Ibid, Pivik et al., 2002, UNESCO, 2001):

- Problems in the provision and organization of etiona
- Socio-economic barriers.

- Attitude.

- Lack of Resources.

- An inflexible curriculum.

- Problem with Language and Communication.

- Lack of enabling and Protective Legislation.

- Inaccessible and unsafe labeling environments.

- Lack of Human Resource Development.

- Knowledge base

Such barriers could be avoided when the econondoalition of the country is increased, equitable
distribution of human and material resources, sigfit financing and appropriate Inclusive Educadlon
practice. If distrust and uncertainty are fabri€san institutional culture, Inclusion becomes uaiaihble
with a limited understanding and concepts of diggbnegative attitude towards persons with disaés
and resistance to change are also some of thestsami implementing Inclusive Education (TiruseWw0?3,
Guijarro, 2000).
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Barriers include biases of general and special &dus, rigid expectations, lack of collaborativarpiing
time, lack of administrative support, limited expdion of roles within the classroom, and lack @éguate
preparation to provide supports in Inclusive enwinents (McDonnell, 1998; Wood, 1998; and York &
Tunidor, 1995).

Rousso, H. (2007) as cited in Chavuta,A.(2008)Joa other hand, states that barriers to Inclusive
Education include: cultural biases which lead tefgmential treatment and allocation of resourced an
opportunities to male children and children withdigabilities; lack of access to SNE services ampert,

distance to school, inaccessible physical enviroimehysical and verbal abuse of children with
disabilities, and the nature of the education sgtiivhich mostly encourage negative attitudes tosvard

learners with SEN.

2.7.8Benefits of Inclusive Education

2.7.4.1 Benefits of Inclusidar students with Special Needs

The goal of Inclusion is to prepare both studenith vand without disabilities to become contributing
members of their community and society (Lipsky &t@ar, 1994). Other benefits of Inclusion for stoide
with disabilities are senses of normalcy, respaet, dignity (Zionts, 2005). Students with disatl@itmust
learn how to communicate with their peers in tresstoom, just like they must do to succeed in speie

adults.

Another possible benefit of Inclusion is that fidships will result from the classroom interactiamsl that
these friendships will become future natural sufsp@or the students into adulthood. Research hasdfo
that without the proper support the benefits ofiaaateractions and friendships are not ensurezhen an
Inclusive classroom (Sapon-Shevin, Dobbelaere, i@orr Goodman, & Mastin, 1998; Taylor, Peterson,
McMurray-Schwarz, & Guillou, 2002 as cited by TuafitK, .2010). Most advocates for Inclusion explain
the negative social outcomes as the results ofri@cbimplementations of Inclusion (Fredericksonagt,
2007).

Research has also shown that academic improverf@nssudents with disabilities when included in the
general education classroom. The curriculum dedideén a pull-out special class room service is somnes
diluted compared to the curriculum in a generalcation classroom, and as some research has stated,
special educators providing instruction in resourgems are often not highly qualified in the spiecif
content area they are assigned to teach (Zion@g; Houck, 2009).
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Another possible reason students with disabilitiegrove in achievement is, as Janney and Snell§)199
have suggested that students with disabilities sterave higher self confidence and exhibit greater

independence when working with peers in the geregtatation classroom.

2.7.4.2 Benefits of Insion for Students without Disabilities

One of the main benefits of Inclusion for studewmtithout Special Needs is a greater awareness of
disabilities which Fisher (1999) suggested causeith@ease in students' empathy and toleranceeCantl
Kennedy (2006) also found that students withouslligies, who were in Inclusive classrooms, showed
greater appreciation of diversity and raised exqtents of their classmates with severe disabilitidsey
also found that these typically developing studegdased self esteem and developed new friendships
(Carter & Kennedy, 2006). Vaughn et al. (1998) disond that average to high-achieving students in

Inclusive settings showed increases in peer acceptand friendship quality within a year's time.

Other researchers have found that the longer stsidéth disabilities were included in a general eation
classroom, the more accepting their peers withmathdities became (Krajewski & Hyde, 2000; Townden
Wilton, & Vakilirad, 1993 as cited by Turnbull,K2010).

Research found that students with disabilitiesrotb@d unique viewpoints on topics during discussion
which allowed their peers without disabilities tdend their thinking (Copeland, McCall, Williamsut,
Carter, Fowler, Presley, & Huges, 2002, as citedThynbull, K., 2010). Copeland et al. (2002) noted
several teachers reporting positive changes irr thteidents' behavior and achievement. Students with
disabilities were found to be role models for tydig developing students because they tended to be
interested in the subject material and completstjaments carefully (Copeland et al., 2002).

2.7.4.3. Parents and Commutyni

Parents also gained from the Inclusive Educatiagm@mme. They became more aware of their children’s
needs, and the knowledge they gained by attendiaghers’ workshops boosted their confidence and
empowered them (Mphohle, P. &Paneng, 1997).

2.7.RAttitude

Attitudes are beliefs, which influence people taaten a positive, negative, or ambivalent way fgeeson,
object, or idea (Encarta Encyclopaedia, 2001). Adiog to Aggrawal (1994) An Attitude is learnt... it is

adopted”An attitude is a point of view that somebioéds towards an idea or objects in his /her eleyy
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life. Anyone can develop a positive or negativéwde toward the object or idea. In any case, t@adiven

task effectively there is a need to have a posdttieude toward it. (Beyene,G.,and Tizazu B.,2010)

Padeliadu and Lampropoulou (1997) noted the impmcattitude on Inclusive Education that ‘the
effectiveness of any program is dependent on titedgs of the people” taking part in the implenation.
This appears true mainly due to the fact that idial with positive attitudes will be willing to west their
effort depending on how much they positively vatbe program and how they think it is going to be
functional. In addition, for inclusion to be welemeived by individual with disability and non-disigy
and by the staff who teach them, certain conditramuding the existence of positive attitude hawebée
met( cited by Tesfaye,2005 in Websre and Wood5)L9Bherefore, positive attitudes of individualsttwi
disability, none-disabled peers, teachers and adtrators contribute to successful implementatidn o

Inclusive Education.

The main stakeholders of Inclusive Education inosth have different attitudes towards IE on thadas

their educational status, social interactionsntray, experience, age, etc variables.

2.7.5.1 Attitude of Slents towards Inclusive Education

As strong and Shaver (as cited in Sinkonnen, 19943 suggested that the best method to change any
adverse attitude of the deaf is to create the pitisigis of structured contacts between the heaand the
deaf. Teachers need to plan for the social integraif their hearing-impaired students and encoaitagm

to initiate contacts with their hearing peers (Szhat al., 1991). It is also suggested by UNESQQ00Q)

that it is always necessary to inform the sociéiyt thearing-impaired persons can do everything pxce
hear. But it is certainly not easy to change oltiefseand views of man deeply rooted in societytakes
great effort, struggle and the development of newvkedge and attitudes-it demands a change in

awareness!

Some investigators have, on the other hand, studeetiehavior and attitudes of the hearing towhaeddeaf

as seen by persons with impaired hearing. The figaters have pointed out that the deaf may exagger

or misinterpret the behavior of persons with normeéring, that innocuous and situation — demanding
behavior on the part the latter may be misintegutdty the deaf according to their stereotype ohthredeaf
(Barker, et al., 1946 cited in Tirussew, et al.93p In two separate studies in the same artickdsiv
appeared that the deaf had more negative attittcdesrds deafness than the hearing. The deaf seem to
perceive themselves as lacking in comparison with iearing. This results in relatively negativef-sel

concepts (Cates, 1991 cited in Sinkonnen, 1994).
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Attitudes, which are largely negative, place limda on students with Special Needs and inhibit the
responsibility of their success (Tirussew, 1999).

2.7.5A%titude of Teachers towards Inclusive Education

Teachers with more positive views of inclusion madre confidence in their ability to support studeint
Inclusive settings, and to adapt classroom maseaat procedures to accommodate their needs. émeals
assessed, general classroom teachers rated tHegffsmacy, ability, and understanding, in relatido
Inclusive practice, to be lower than did specialadion teachers, and expressed a greater neeeldted
in-service training and increased support and messu Similarly, Bender et al. (1995) found thaicteers
with more negative attitudes towards inclusion regm much less frequent use of instructional sfiate

known to facilitate the effective inclusion of ahién with learning disabilities.

Teachers’ attitudes are additionally influencedtbg level of disability they are asked to accomnteda
within their classroom. Center and Ward (1987) tbuhat while the majority of teachers expressed a
generalized agreement with the policy of inclusihen asked specifically about their own willingnes
include students with particular disabilities withtheir classrooms, they were only willing to adctpe
inclusion of students with mild physical disabési (Rainforth, 2000; Scruggs & Mastropieri, 1996tliR

et al., 1996 as cited in Campbell. et al., 2003).

The research literature on teachers’ attitudes rsvdisability suggests that negative attitudesad to low
expectations of a person with a disability” (Fargt al., 1999b, p. 209) which in turn could leaddduced
learning opportunities, beginning a cycle of impdiperformance and further lowered expectatior by
the teacher and the child.

Referring to the effect of teachers' attitudes talent's perception, Turnbull and Carpenter (1984)her
declared that teacher attitudes "not only set ohe for the relationship between teachers and bhapped
students, but they also substantially influence #tetudes of non handicapped classmates (lbid.).
Additionally, it is noted that the attitudes andlredge teachers have concerning children with icapg
"are highly influential in determining the sociahtellectual and emotional adjustment of thesedrbil,’
(Tibebu, 1995).

Elias Avramidis and Brahm Norwich, 2010 summatifactors influencing teachers attitude towards
Integration/Inclusion in to child-related variahlésacher-related variables and educational enwieot-
related variables.
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1. Child related variables
Teachers’ concepts of children with SEN normallysiet of types of disabilities, their prevalencel dine
educational needs they exhibit (Clough and LindskE891). Generally, teachers’ perceptions could be
differentiated on the basis of three dimensionsysmal and sensory, cognitive, and behavioral and
emotional (Avramidis, E., and Norwich, B., 2010).

Teachers seem generally to exhibit a more posdttieide towards the integration of children withypical
and sensory impairments than to those with learmiifigculties and emotional-behavioural difficulie
(EBD)(Bowman’s ,1986, and Chazan ,1994)

2. Teacher-related variables

Researchers have explored a host of specific teadm@ables, such as gender, age, years of teaching
experience, grade level, contact with disabled @ersand other personality factors, which might iotpa
upon teacher acceptance of the inclusion principle.

A. gender

Some researchers noted that female teachers heshteegtolerance level for integration and for $mlec
Needs persons than did male teachers (Aksamit, isl@amd Leunberger, 1987; Eichinger, Rizzo and
Sirotnik, 1991; Thomas, 1985), but the evidenceeanconsistent.

B. Age-teaching experience

Considering teaching experience of teachers, yautegehers and those with fewer years of experience
have been found to be more supportive to integrg@erryman, 1989; Center and Ward, 1987; Clough an
Lindsay, 1991).

In a study by Harvey (1985), compared the willinggyef teacher trainees and primary teachers tqtacce
children with SEN in their classes, there was arcteluctance on the part of the more experienciedapy
teachers compared to teacher trainees in theingiiless to integrate SEN children. Thus, it isoeable to
assume that newly qualified teachers hold posittudes towards integration when entering the
professional arena.

C.Grade level taught

Leyseret al’s (1994) international study found that seniggthschool teachers displayed significantly more
positive attitudes towards integration than didgumigh school and elementary school teachers jamdr
high school teachers were significantly more pesithan elementary school teachers.

Salvia and Munson (1986), in their review, conchiideat as children’s age increased, teacher atud
became less positive to integration, and attribdited to the fact that teachers of older childremdtto be
concerned more about subject-matter and less abdividual children differences. In this, it couluk
argued that primary school ethos is more holistadlisive, while secondary is subject-based, andntiight
impinge on teachers’ attitudes (Avramidis,E., dddrwich,B.,2010).

D.Experience of contact

Experience of contact with children with SEN oratliked persons was mentioned by several studies as a
important variable in shaping teacher attitudesarols integration. The ‘contact hypothesis’ in Yuker
1988 (cited by Avramidis,E., and Norwich,B.,20%0pgests that as teachers implement inclusive
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programmes and therefore get closer to students sighificant disabilities, their attitudes mighedome
more positive .Leysest al (1994) found that, overall; teachers with mucheience with disabled persons
had significantly more favorable attitudes towardsgration than those with little or no experience

E. Training

Pre and in service training was considered an itapoffactor in improving teachers’ attitudes toveathe
implementation of an inclusive policy. Without aheoent plan for teacher training in the educatioresds
of children with SEN, attempts to include thesddren in the mainstream would be difficult (Avransid
E., and Norwich, B., 2010). The importance of tranin the formation of positive attitudes towards
integration was supported by the findings of Befe&a (1992) and Shimman (1990).

The response of attitude survey of regular andiapeducators is that, both groups of respondessaled
more favorable attitudes towards inclusion (noedméation) after their in-service training than thdigl
before with regular education teachers showing dftengest positive attitude change (Dickens-Smith,
1995).

F. Teachers’ beliefs

More recently, Canadian research has identifiedhemdactor that influences not only teachers’ regob
attitudes towards inclusion, but their actual téaglstyles and adaptations in heterogeneous class;0o
that is, their views about their responsibilitiesdiealing with Special Needs children. Jordan, saydand
Stanovich (1997) found that teachers holding ah‘pghomonic’ perspective, in which the teacher agsum
that a disability is inherent in the individual déant, differed in their teaching instruction frohose closer
to an ‘interventionist’ perspective, in which tleather attributes student problems to an interat@ween
student and environment.

G. Teachers’ socio-political views

There have been a few studies of integration degguin relation to educators’ wider personal belief
(political outlook, socio-political views) and attdes. Stephens and Braun (1980), in a US studpdfthat
attitudes to integration were more positive wheackers believed that publicly funded schools should
educate exceptional children.

3.Educational Environment-related Variables

A number of studies have examined environmentabfaand their influence in the formation of teashe
attitudes towards integration/inclusion. One fadtmat has consistently been found to be associaitud
more positive attitudes is the availability of soppservices at the classroom and the school |¢@dster

and Ward, 1987; Clough and Lindsay, 1991; Myles &mdpson, 1989). Here, support could be seen as
both physical (resources, teaching materials, Idiggent, a restructured physical environment, etnd
human (learning support assistants, special teschspeech therapists, etc.) (Avramidis,E.,and
Norwich,B.,2010) .

Other aspects of the mainstream school environimerg also been identified in the above studiessagyb
obstacles that have to be surmounted in ordeirfdlusive programmes to be successfully implemerfted
example, more often than not, teachers report omeded classrooms, insufficient pre-prepared malteri
(differentiated packages), insufficient time torphaith learning support team, lack of a modifieeiible
timetable, inadequately available support from ekspecialists and lack of regular INSET (Avraisiet
al., 2000).
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2.7.5.3 Attitude of Edaton professionals towards Inclusive Education

Implementation of Inclusive Education is hampergdpkrsisting negativity towards disability among th
professionals in the education system. Governnmamnatment to inclusion initiatives and the philobogs
supporting them are very new, and counter many lgdegdd beliefs about education. The majority of
teachers continue to have the same discriminattiitydes towards disability as those evidencedhm t
majority population (UNICEF, 2012).

“The most serious barrier to the Inclusive Educatims been the attitude of administrators who have
insufficient time and patience to learn about andasstand its Inclusive Education objectives. (Tan§
Ahuja, 1994). As a consequence of lack of suppstwell as a prescriptive and examination-oriented
curriculum, discouraged teachers from trying innmres and “made it difficult for them to implemetiie

new approaches they were learning” (Jangira & AhL§®4).

2.7.5.4 Attitude of Parents towards Incluge Education

Research has shown that parent’s attitudes affectsticcess of inclusion and their attitudes haen be
shown to be more favorable when allowed input thi®decision making process (Lewis, Chard and Scott
1994). In addition, parental involvement playedimportant role in changing the educational polices

for Special Needs children.

Vague understanding of the purpose and the beradfitse inclusion of exceptional children on thetp
the parents can be a main reason for holding negattitudes towards inclusion (Green and Shin@5).9
Nevertheless, some evidence suggests that paattitiaties towards inclusion can be positively emeanf

adequate information about the benefits of inclussogiven (Green and Shinn, 1995).

Furthermore, Yesseldyke et al. (1994) found thaema of students with disabilities seek an edooati
system that meets their child’s educational needgre there is frequent communication with parents,
where their child receives adequate attention, /ieeir child can attend school with siblings andnds.
When they express concerns, families focus moréeanher qualifications, adequacy of instruction and

fears of social rejection for the children withahdities (Bang and Lamb, 1996).

A sample study which was conducted by Tirussew €295) on the attitude of the society towardsspas
with disabilities in Ethiopia revealed that mosttbé people have negative attitudes towards indalil

with disabilities.
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Attitude is a critical challengen terms of inputs to Inclusive Education. Succeisticlusive Education
programs are finding that one of the “root problémmsterms of access is lack of political will basen
attitudes of government officials ( Peters,S.J030

In Ethiopia, the movement towards Inclusive Eduwgatcontinues on the assumption that teachers are
willing to admit students within the regular classsnd be responsible for meeting their needs. Hewyev
negative attitudes and misconceptions have begbe teflected in researches conducted in some kchoo
Etenesh (2000), for example, found that most teactegect the admission of students with disabitinto
their schools. The same source indicates that ¢éeacltso refuse the placement of students withbilityain

their classes with the notion that this could beewarding and burdensome. The rejection is stronggbr

those children with severe disabilities than thegh less severe disabilities.

2.8 _SOME MAJOR CHALLENGES IN THE PROVISION OF INCLUSIV_E
EDUCATION

2.8.1 Inaccessibility of pre-school education

Encompassing the period of human development froengtal through the transition into early primary
grades, early childhood development (ECD) or eatyidhood care and education (ECCE) is “the
socialization, education and readiness for schamlyell as the provision of basic health care atetjaate
nutrition, nurturing and stimulation within a cagienvironment for children”(Gertsch L.,2009). Besathe
connections made in the brain at an early age taffex brain’s capacity in the long term (Mustard, F
2007), research shows that ECCE increases the elwdrec child to participate and succeed in schaodl a
life.

For pre-schools, schools and education systems thibd-friendly they should be among other things,
Inclusiveof all children, particularly children with disabiés, girls in some countries — boys in some
others- and children with a disadvantaged social backyio(UNICEF,2005)

As Wizner (1990). States that there is greateabdity in preschool program as reflected by theiculum

in organizations. Thus, a single early childhoodriculum doesn’t exist. But different curriculum gzl
teaching methods are developed and implementeddicgoage and abilities of the children. Whatever t
methods are implied in the pre-school educatioprepares children for the primary education. Galher
pre-school programs focus on stimulating and swoistgigrowth in a certain areas of the development.

However absence of per-school program may leadremlto demonstrate less in their development.
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The Ethiopia education and Training policy (1994cldration ensures the importance of the early
childhood education establishments to promote thaistic development and as it prepare them faméd

education (Tirussew, 2005). But not much effort edsy the government to strengthen and expand
preschool program in this country, because thidoseis left for private and other non-government

organizations.

In addition, the Ministry of Education needs to sidier early childhood educational program as a qfats
comprehensive education to facilitate as a pre-tiondbefore joining in the regular education syste
Hence, some education programs of children withcapeNeeds require preparatory programs before
regular schools, but pre schools (Kindergatern)cation program do not admit children with disataht
such as blind and deaf (Tirussew, 2005; MOLSA, 20@d4mo, 2000). In principle pre school program is

essential for all children, but it is difficult frovide it in all rural and urban areas in Ethiop@@ntext.

2.8.2 Lack of Awareness

Vague understanding of the purpose and the berwgfitse inclusion of exceptional children on thetpz

the parents can be a main reason for holding negattitudes towards inclusion (Green and Shin85).9
Nevertheless, some evidence suggests that paattitiaties towards inclusion can be positively emeanf

adequate information about the benefits of inclussogiven (Green and Shinn, 1995).

In some cases, people are not aware of the diversds of all children with or without disabilitiestl!
others think that the provision of education foildien with disabilities is a humanitarian’s activiAs a
result of this, though it may affect Special Ne&hication in the implementation’s process, accaggin
the existing provisions in Ethiopia mainly are @dr out by humanitarians and non-government
organizations (Tirussew, 2005; Mamo, 2000)

Tirussew (2005) suggested that awareness raisiogrgm should involve parents, family, community
members who need to be enforced and convincedveajetheir contribution in promoting Special Needs
Education. Besides, sufficient level of awarenesgery important for official and experts who angalved

in budget allocation and decision making regardimeyr duties concerning Special Needs Children.

2.8.3 Parent and community

2.8.3.1 Lack of pareimvolvement

One of the ways of schools development for Spededds Education is creating an essential relatipnsh

with parents or /and families (Carpenter, 2001)otder to do these parents need to be encouragkd an
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awarded to promote participation in school actgtconcerning development of their children. Beside
positive parent attitude to schooling may creatiebainderstanding for improving children learnisugd
development. One the contrary, the parents’ negatttitude and lack of participation in school ates
(Schooling) may create negative impact on the lagrof their children with disabilities Thomas (&t in
Tirussew, 2005).

Moreover, parents and other family members shoeldtrgining to use special strategies to facilitte
promote the overall development of children withatilities at home. A desirable partnership to tbeng
between teacher, parents and guardians on a naltaahg of experience, knowledge and skills reqaga
bridge among them. However, undesirable situatioh iasufficient relationships among parent, teasher
(schools) as well as children with disabilitieselik to affect development of the children with didisies.
(Tirussew, 2005; Meisels and Shankoff, 1993).

Furthermore, Nywe as mentioned (in Tirussew, 2@0&)promotion of friendship development for childre
with disabilities is being considered as a primadycational goal. Thus, parents’ involvement inosth
activities may help to develop sufficient educagibprovision for their disabled children. Lack adrpnt,

School/ teachers relationships, therefore, consdity affect the implementation of Inclusive Edumat

2.8.3.2. Commnity

The preferable way to increase community understgndbout the rights, needs and potential of person
with disabilities, is by making collaborative efferwith disabled persons and their organizations, t
exchanges ideas, views using mass media, whiclirivs tpromote the flow of information among the
people. Therefore the community awareness prograoculd also include specific strategies for the
prevention of disabilities, and then governmenboms$f focus on early identification, interventiondan

prevention that should be developed and strengthétmeugh community awareness (Tilstone, 2001).

Schools can perform their activities better whezytbould be integral and positive part of the comityu It

is true that learning is neither limited to whatnist formally taught, nor the time spent in clasem or
school but the learning is to interact with thersunding environment (Muthukrishna, 2000). The term
community refers to families, government officed amongovernmental organizations (NGOs) parents,
disabled persons and non-disabled persons. A€#udt rthe success or failure of the Inclusive E&dioa is
directly or indirectly tied with these groups anganization, which is called community.
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Moreover, an Inclusive approach to education rezegnthat the community and the careers have a real
contribution to make. They can make a contributiorchildren’s learning and they have the right & b
involved in the decision making process. Howevesearch evidences suggests that those parent who
become involved in the education of their childvath Special Needs often are people with more ressu

but, a great challenge, therefore, is to get thmilies of the most marginalized students involved.
(UNESCO, 2001). At the end, it can be said thahait involvement of the community, provision of the

Inclusive Education may not be effective as expbcte

As Carpenter et al (2001) stated that the educadfochildren with Special Needs cannot be achieved

without active participation of parents as a widege of community services.

2.8.4Teachers
2.8.4.1. Working Conditions of Teachers

A condition of teachers’ work is yet a critical upin Inclusive Education programs. Most impleménota
efforts focus on training teachers effective instienal strategies and ignore the conditions withimch
teachers must carry these out. Many projects regart the literature also did not meet goals due to

teacher/staff turnover and transfers (Peters, Z03).

Other conditions of teachers’ work reported to hawggnificant impact on their ability to deliveffextive
instruction: class ratios, classroom physical ldy@aadministrative support and supervision, incesgiyor

participation, and release time for preparation evaluation (Jangira &Ahuja, 1994).

2.8.4.2 Teachers Competence

The adequacy of the teachers’ knowledge, skill®@dgperception and positive attitude towards chidr
with Special Needs, as well as availability andiaation of important material make a teacher corapein
providing Special Needs program. Actually, thesadtions help a teacher to be engaged in the school
cultures, policies and practices in order to inseekearning ability and participation rate of chelid with
diverse needs. On the contrary negative altitud® mmsconceptions of the teachers as well as school
administrators towards children with disabilitieavle a great impact of the provision of required cipe
Needs Education (Schmidt S.c., 1991 and Nagat2993).

Moreover, lack of supportive structural leadersdnipl capacity of resources and lack of interestircation

on the part of parents and students are also assdawith low quality of education. One the contra
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positive school climate and culture is an emerggrality that promotes the well being of studentirt

families and staff (Carpenter, 2001).

Teachers have to have some fundamental understpedithe philosophy and assumptions about the
current policy issues of Inclusive Education. Besiteachers (professionals) have to have a goodlenor
towards teaching by shaping feelings of satisfactw well-being (Bailey, 1998).It is obvious that
unavailability of these conditions on teachers addinistrators’ likely to affect implementation tfe

Inclusive Education.

2.8.4.3 Teachers training

Today, Inclusive Education creates new challengbéenvay which teacher development is constructed a
organized in a country through important trainimgsulfill the Inclusive Education. In order to deke the
intended goal of Inclusive Education, differentliskand training strategies are essential for speéeacher

to overcome challenges in the system.

The special educator attitude, skills and compet@an be developed in various training mechaniserthé
line of change in Special Education into Inclusi@ucation, teacher training system itself wouldngea
because, of the context and focus of their workngeaMany countries employ in-service and pre-sesvi
programs to enhance teachers’ competence (Mutlhmajset al, 2000). For Example, in Sweden and in
Denmark all teachers are released regularly tochtiie service training and it considered as avéldbr
local education sectors. Similarly, United Staté®\merica (USA) provides in service training progra

which focuses on Special Needs and make them @lolestrcome the challenges on Inclusive Education.

The development of an Inclusive Education and teatfaining programs are the most challenging issue
the process of implementation of Inclusive Educat{@irussew, 2005). Besides to avoid pedagogical
challenges, of Inclusive Education ordinary clasacher who teaches students (Children) with Special

Needs should be capable of teaching skills and ledhye.

2.8.5Curriculum and Instruction

The term curriculum is the most fluid concept favshparents, it means textbook; for teacher itides the

text guides and perhaps the syllabi, for other &§ynmean the contents and structures of the lessons.
However, in the professional context, the curriaulincludes the national goals of education, edanati
objectives and structure of the lesson. Whateverntieanings are given by different groups, meetirg t

needs of the people with disabilities is importafihe curriculum should be balanced in terms of the
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children with Special Needs. The curriculum shdwdbalanced in terms of the competencies and coihtex
includes incorporating learning related to the dmwement of knowledge, skills and values; to be

meaningful and functional for every child (Gaijgrg®00).

Chinn and Ashcroft (1999), for example, point dutt‘if a child does not learn the way you teattent
teach him the way he learns’. This will suggest teachers have to identify, possibly through assest
individual children’s learning style in order to eteheir needs (Stakes and Hornby, 2000). By legrni
style, it is meant the application of an individeatognitive style to a learning situation (Mortim&000,
cited in Exley, 2003),

Now days Inclusion is mainly a curriculum issuecsircurriculum is concerned as the most significant
problem to learning and exclusion for many learnéss those in special school settings or in ordma
school settings (UNICEF, 2003). These problem®airing arise from interlocking parts of the curhien
such as content of learning programs, the languagganization of the classroom, time frames for
completion of curricula etc. Assessing the problenthe learners with learning difficulties the inmamt
modification in a core curriculum may encourageostf to use the range of available flexibilitiesoirder

to respond to local and individual difference (W&gn1990). In addition, Tirussew (2005) states that
current trend Inclusive approach curriculum needseatain degree of flexibility in modification,

substitutions, compensation that are needed tavaooalate the educational needs of children.

Ashdown and Carpenter (2002) stated that studeitiisdigabilities need specific strategies so asrtsure
their participation in the curriculum and curricodlushould comprise all learning and other experience
based on the modified curriculum in each school. tm other hand, as a part of the curriculum, the

language of instruction may create problems téealiners or some of them

When we see Inclusive Education, in any educatimtesn, curriculum is one of the major problems to
facilitate the development of more Inclusive sysi&iNESCO, 2003). In many situations the curriculigm
centrally designed and is rigid not leaving flektiifor local adaptations for teachers to expemtnand try
out new approaches. In some conditions the comaytbe distant to the reality in which the studéives

and therefore, inaccessible and unmotivated tcestisd

The research work which was carried out by UNESC@99) in a number of schools and other centers of
learning around the world suggested some key elen@ncurriculum that guide in developing Inclusive

Education. These are:
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* Broad common goals defined for all including thewtedge skills and values to be acquired

» A flexible structure to facilitate responding tcetdiversity and providing diverse opportunities for
practice and performance in terms of content, nestamd level of participation

* Assessment based on individual progress

» Cultural, religious and linguistic diversity of leeers acknowledge and

« Content, knowledge and skills relevant to learmergext

Therefore, curriculum should consider the diversitgulture, language, skills and knowledge lev#lthe
community and children with Special Needs so thawvauld be flexible to overcome challenges in an
Inclusive Education.

2.8.6 Lack of assessment and identification

Finding, identifying and encouraging children to tgoschoolhas been another critical challenge (Peters,
S.J., 2003). Assessment in teaching learning psoesery important to identify an individual chgd
problems and to follows the progress and improvénretearning activities. It also examines not otig
educational needs but also the environmental stahish has influence on the child’s learning adtes
directly or indirectly. In line of this (Lewis, 2Q) explained that assessment record keeping and
acknowledging progress and achievement should bentegral part of teaching and learning for all
students. This implies that assessment is theraamis process to identify where the students statiteir

learning.

Stubbs (1993) suggests that Inclusive Educatiogrpros look for improvements at all levels: indivadlu
family, community, organization, and governmente@fic indicators include: presence, participation,
choice, respect, knowledge and skills. Lynch (208dyocates for evaluation of Inclusive Education
programs at all levels (institutional and teachenfgrmance as well as student performance) anchstgidie

goals of inclusion within a democratic, human-rgghased environment.

Some of the best quality indicators for InclusivduEation in the developing countries include: Early
intervention when children are still in the fornvatistage of developmerBmall classes; Well-trained and
valued teacherdylulti-ability groups; Positive learning environments (that is, a senseosfimunity and

commitment to mutual benefit) and Strong paremabivement.
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According to (MoE, 2005) assessing needs to afssschool management and environment, knowledge
and skills of teachers, social cultural backgroamd characteristics of learners as well as aviithalof

adapted materials and equipments have to be takeeonsideration case by case.

One the other hand, policy and programs for humatenal and financial resources development
concerning disabled persons should be based oasessment of their needs and the potential ofirexis
development programs services to achieve thosesrigdaE, 2005 ).Thus, the assessment that is castied
by the personnel trained helps to identify the f@ols, which can reduce students’ participation in
education .1t also helps to identify the level afadilities in practical terms, levels of disalyiliwithin each
category as well as the needs and potentials ¢f iedividual are very different depending on theswerity
level. For those reasons, to identify the real segdhe people with disabilities, the appropriassessment

mechanisms might play great role in the processlatation provision.

Besides, Mamo (2000) states that to meet the niedsldren with Special Needs, assessment meaimanis
should be appropriate to the local context. Howeassessment should be carried out starting fraid ch
natural environment (home) collaborating with p&semo identify detail problems. Thus, parents’
involvement in an assessment program, may helpetoagailable information about the children with
disabilities and information gathered during assesd may help in understanding the Nature of the
developmental problems. Accordingly, a wide varietyassessment devices should be available, imgudi
both formal standardized measures and less forheadkclists and rating scales based on the obsenveti
the child. (MOE.2005, Mamo, 2000).

In fact, identifying difficulties, assessing neeatsd providing supports as early are important gheoito
prevent repetition, dropout and other related disgbcondition. Due to the lack of assessment,
identification and support, children with disalildre likely to repeat and dropout (MoE, 2005).

2.8.7 Access, Repetition and Drop-out

Demand issues provide arguably predominant chadetg Inclusive Education. Access issues are affect
by factors at all levels of inputs: student, schéainily/community and national. Probably most urhtial
are socio-economic and cultural factors within taeily: family economic survival needs, traditional
societal attitudes towards disability that may iIweo shame, guilt, under-expectations,
sheltering/patronization. These factors often combbith distance to school, mobility, school-builgli
accessibility, discrimination, shortage of trainedchers and resource supports to address teavlekshg
conditions, and shortage of school places (Pefeds, 2003).
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Student characteristics are another critical chgheto Inclusive Education. Most of the developing
countries have concentrated their Inclusive Edooagifforts on moderately and severely disableddoénl

in four categories: physical/mobility impairmenitdindness, deafness and cognitive impairments. KHewe
the vast majority of children with disabilities leamnild impairments. These children most likely ddote a

significant percentage of drop-outs and grade-lesgbaters (Peters, S.J., 2003).

Repetition doesn’t improve the achievement of dieavners and it also affects self —esteem as seheir
prospects for future success. Hence such childs&ndénts) in normal classes suffered from undedecte
impairment or health problems. Lack of professioassessment and standardized tool to assess these
individual with learning difficulties or health gotem are also major problem in placement or setting
process (UNESSCO, 1994).

On the other hand, drop-out can be explained mgeasf the student who leaves school before conmgjeti
given grade in a given school year. In developiogntries, dropping — Out has been a major problem i
primary education system. The dropping out probtétan assumed of socio economic problem. However,
children in primary schools mostly forced to leaahool before the school year because of undetected
problems. Regarding this Tirussew (2005) explaipesumably, “Children with undetected mild problems
may constitute a good number of early repeatergdamul out of the primary school in Ethiopia”.

2.8.8 Lack of school Physical Facilities and Climate

School Climate and Teaching/Learning are two brd@chains concerned with the processes of challenges
of Inclusive Education. A whole-school approachrclusive Education is emerging as critical to efifes

implementation, with basic principles participat@md collaboration (Peters, S.J., 2003).

It is clear that lack of physical facilities anctkaof a good climate in school have impact on #errding
and participation of students with disabilities. r Fexample, in available teaching materials (aids)
inconvenient class room arrangements, inconverdesign of building unavailability of water, toilkke
basic facilities can affect learning activitiesabiildren with visual impairment. Besides, a UNES003)
survey states that lack of conducive physical emrirent (activities) of the school (centers) comss@oth

student with disabilities to participate and thega of learning activities and out of the classroom

In addition, the absence of a good climate at schught influence development of the students with
disabilities as well as theirs school. So it is artpnt to create the conditions that enable bathhers and

students learn and feel well. If all these aspects available, the students will be reinforced gart
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(UNESCO, 2003). Thus, the existence of a bad cénaatd physical facilities in schools are most kel

affect the students’ self esteem and in turn,g@atas a negative condition in their learning preces

2.9 THE HISTORY AND EVOLUTION OF INCLUSIVE EDUCATION | N
ETHIOPIA
2.9.1 Inclusive Education in Ethiopia

Regarding the historical development of speciacatdan in Ethiopia, it has a relatively closer gadhtime
reference with the establishment of the first ragsichool in the country. It was within a time gd#dess
than a decade since the establishment of therégstlar school (Menilik Il school) that special edtion

for the disabled was opened in its modern formthdpia (Tibebu, 1995).

Inclusive Education is a current global trend tdrads the educational right of persons with Spedegds.
The shift towards Inclusive Education in Ethiopjgens a huge opportunity for children with disalagitto
have access to education within their communit@sfar from their residence. This means regulaoeth
will unlock their doors to children with disabiks and learning difficulties and accept their rightbe
educated with their peers. This will encourage amativate the parents of children with disabilitiesd
learning difficulties to send their children to sodfs instead of leaving them to “vegetate at home”
(Tirusew, 2005).

The Dakar World Education Forum (2000), stated thairder to achieve Education for All goal, itvisal
to implement Inclusive Education that helps chifdvath disabilities and learning difficulties tojew their
rights of education. Ethiopia, since it adopted tleelaration, enters a paradigm shift towards Bickl

Education.

Tirusew (2005) mentions that the educational seéerarchildren with disabilities and learning dftilties

in Ethiopia seems to have the following five faees:

1. Special Day Schoals where children with the same type of disala$itand learning difficulties
attend during the day time.

2. Special Boarding Schools residential schools where children with the saype disabilities
and learning difficulties attend during the daydiand stay the night together.

3. Special Classes classes in regular school settings where aildvith disabilities and learning

difficulties are placed.
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4. Inclusive Schools regular schools where children with disabifit@nd learning difficulties are

fully or partially in regular classes with childrenthout disabilities and learning difficulties and

5. Regular Schools- schools where children with undetected disaédiand learning difficulties
are attending regular classes with others.

2.9.2 National Policies and Conventions on SpatNeeds and Inclusive
Education

2.9.2.1 The Constitution

The Ethiopian Constitution is adopted in 1994 antkred into force at the 21th of August 1995 (UNHCR
2012). In this Constitution, the rights of disableeople are only described in article 41 sectio s
article states that the government is responsdsi¢hie supply of rehabilitation services for disabpersons
(ILO, 2004): The State shall, within available means, alloca¢saurces to provide rehabilitation and
assistance to the physically and mentally disaltleel aged, and to children who are left withouteyds or
guardian

2.9.2.2National Education Policy

In 1994, the Ministry of Education prepared the &tion and Training Policy, recognizing educatisraa
essential element in human development. One ofsgeeific objectives of the Education and Training
Policy (Article 2) is to enable both the handicapped and the gifted lé&am@rccordance with their potential
and needs(Education and Training Policy, 1994). Besideattkection, no other one focuses on people

with disabilities specifically. Therefore, LewisO@9) states that the Policy lacks accuracy andldeta

2.9.2.3Special Needs Education Program Strateqy (2006)

The 2006 Special Needs Education Program Stragegyepared by the Ministry of Education to enhance
participation of children with disabilities in Edatioon. The document begins by stressing Ministry of
Education’s commitment to achieve universal prima&gucation by 2015 and aim to establish an
educational system that is to be open to all. @irlyi| it emphasizes the idea that all children andlents
can learn. It underscores the substantial effoedad “to expand and strengthen Special Needs Edaocat

and training provisions, enhance Inclusive Educadind enrich the regular education curricular et

The strategy emphasizes on provision of Inclusistadation which provides education opportunitiesdibr
children with Special Needs and hopes as “wider”ghte to equitable access in the regular schet¢isy

That is the strategy has given priority for InckesEducation in the regular school system and ppasu the

51



THE KNOWLEDGE, ATTITUDES AND PRACTICE OF INCLUSIVE EDUCATION IN NORTH WOLLO ZONE RURAL PRIMARY SCHOOLS

system by providing available materials and equipiien the school as well as to train and develop

necessary human power (Teachers).

2.9.2.4 General Education @lity Improvements Package (GEQIP)

Further, the government of Ethiopia has developedGeneral Education Quality Improvements Package
(GEQIP) to improve the quality of education andrtainstream vulnerable groups. The objectives of the
Package are the improvement of curricula and t@k®ahe conversion of assessment practices, E®ogfe
teacher qualifications, and training in managemami encourage schools to manage their resources.
According to this initiative, textbooks have to prate Inclusive learning, teachers are obliged ttovio
Special Education trainings, management trainieggsiire Inclusive issues and awareness has to dedrai
through forums and other activities for parents studients (World Bank, 2008). In other words, Isola

Education is promoted in some of the objectivethefGEQIP.

2.9.2.5. National Plan of Aom for Equality of Opportunity and Full Participa tion of
Persons with Disabilities

The policy shows the focus of the Ethiopian governtron disability mainstreaming and is based on the
CRPD (ILO, 2011, MOLSA, 2010 (draft)). The purpadehe plan is to improve the life circumstanced an
to promote the rights and full participation of peowith disabilities in Ethiopia (ILO, 2011).

“The National Plan of Action is based on a visioradtilly Inclusive Ethiopian society, where childre
youth and adults with disabilities, regardless ehder or kind of disability, as well as their paterand
families, enjoy the same rights and have accesthdé¢osame medical, educational and social services,

training, work and leisure opportunities enjoyeddilier citizens(MOLSA, 2010 (draft)).

2.9.2.6Education Sector Development Program (ESDP)

Ethiopia has had several general national educadicies. Currently, Education Sector Development
Program IV 2010/11 — 2014/15 (ESDP 1V) (2010) igdrce, which replaced ESDP Il (2005). ESDP Il
mentions the importance of Special Needs Educdtopeople who require it (ESDP Ill, 2005, article

2). However, nothing is said about students wigreng and physical disabilities.

ESDP IV is developed to continue the work done urkel&DP |Il, to realize a long-term vision and to
address the remaining goals (ESDP IV, 2010). Is thost recent Program, the government recognizes
the misconceptions and negative attitudes towas#blkd people throughout society. Further, besrier
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education are enumerated, including lack of knog#edbad teaching methods and lack of adequate
assessment procedures. In order to overcome tlagerb, to increase the limited number of disabled
people enrolled in education and to achieve thec&in for All (EFA) goals Ethiopia has emphasized

Inclusive Education in ESDP IV, in contrast to fhst three Education Sector Development Programs.

2.9.3 Prevalence of Disability in Ethiopia

Data pertaining the prevalence and situation ofges with disabilities are different according ttiedent

reports. To have some image, some evidences diilities in Ethiopia are presented in tables.

Table 1. Prevalence of Disabilities in General in tBiopia

Type Prevalence in !
S.N.
1 Persons with Disorde 41.2
2 Persons with Visual Impairme 30.£
3 Persons with Hearing Impairmi 14.¢€
4 Persons with CognitivDisability 6.t
5 Persons with Speech and Language Impair 2.4
6 Persons with Behavioral Proble 2.4
7 Persons with Multiple Disabiliti¢ 2

Source: Tirusew (2005) in Wegayehu (2004)

As table 1 indicated, most of the persons with Dilgages are people with Visual and Hearing Impagmn
(30.4% and 14.9% respectively).It further descritiegt persons with various disorders accountedhfer
maximum percentage (41.2%) and the least in caenpersons with multiple disorders (2%).

Table 2. Prevalence of Disability by Sex in Ethiopi

Se» Prevalence in ¢
1 Male 55.¢
2 Femals 44 2

Source: Baseline Survey Tirusew et al (1995)
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In table 2, considering the prevalence of Disabditwith respect to sex, 55.8% of the Disabledsteged
are males and the remaining 44.2% are females.ifithisates that males’ prevalence is slightly higthan
females.

Table 3. Regional Distribution of Persons with Dishilities in Ethiopia

Regon Prevalence in ¢

S.N.
1 Addis Ababi 17.7
2 South Nations, Nationalities and Peoples Re 16.¢
3 Harare 14.¢
4 Ambhare 14.C
5 Tigray 13.c
6 Oromie 12.7
7 Benishangt 9
8 Dire Dawz 8.€
9 Gambell: 4.4

Total 14.:

Source: Tirusew (2005)

According to the table 3 data, the highest Dispbitate is found in Addis Ababa region (17.7%), dhd
lowest is Gambella (4.4%).Amhara region stood thwith 14.0 %. Even though the percentage of
Disabilities in Amhara is slightly lower than theatibnal average, it is relatively large considerthg
population size of the region.
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CHAPTER THREE

3 RESEARCH DESIGN AND METHODOLOGY

3.1 METHOD OF STUDY

The main objective of the study was to investighteimplementation of Inclusive Education in North
Wollo Zone primary schools. Both qualitative ancntitative data collecting mechanisms were applied
to get ample and accurate information from the cetk target samples. These mechanisms were
selected to collect detail & relevant information the current practice of Inclusive Education of
children with Learning Difficulties/Disabilities.

To conduct this study descriptive survey method wasgployed. This was because the researcher
believes that this method will help to gather dethiinformation to the problem under the study.

Descriptive survey verifies the reason for paracyractice, and describes the existing phenomgna b
using numbers or words (Yalew, 2011). In additimsBand Kahn (1999) noted that descriptive survey

is effective to describe the phenomena in natathilns).

3.2 SOURCE OF DATA

3.2.1Children with and without Learning Difficulties/Cabilities in sample schools.

3.2.2Teachers which teach children with and without béeag Difficulties/Disabilities in sample
schools.

3.2.3School principals and Cluster Supervisors of saraph®ols.

3.2.4Zone Education Department Expert and Woreda FaaaldAs on Special Needs Education
3.2.5Zone Education Department and Woreda Educatioic®©Heads

3.2.6Members of Parent Teachers Association of the sasg#iools.

3.2.70bservation of School accommodations, Documentzoofe Education Department and
Woreda Education Office and sample schools.

3.3 SAMPLE SIZE AND SAMPLING POPULATION

3.3.1 Sampling Population

There are 9 Woredas with 11 schools which havei8peeds Education trained teachers in North Wollo

Zone .Three of these schools are found in urbagsaaad the rest are in rural settings.
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In order to represent rural schools, types of dig@s, and Woredas of the zone, cluster sampivasg
implemented. Thus, three Woredas and four schobishvaccommodate Special Needs children were

selected.

At the same time, 50% teachers who teach studeithslearning difficulties or/and disabilities anthaut

25% of the teachers who do not teach SN students eazered with questionnaires.

Pertaining to Special Needs Education Studentd9b&hildren with Learning Difficulties/Disabilitieis the sample
schools were selected to get detail informationth&tsame time, Principals of the sample schohlster supervisors
of sample schools, Special Needs Education focedope of the Woreda and Zone Education Offices thed
respective office heads were also included forruidéev by purposive sampling to get detailed ancevant
information about the subject matter.

Student with Learning Difficulties/Disabilities ithe target schools were 88 (F 40, M 48) in numBg@péndex A).
Among these 21(23.6%) were learning in Inclusivaigdion but those in first cycle primary studer@sdr 76.1%)
attended in special unit classes segregated framests without Learning Difficulties/Disabilitied:rom such
universal population only 9 were from primary ficstcle students for comparison. The remaining Lidestts were

from primary second cycle students who learn Irekislass rooms.

In the target schools there were 21 students wéthriing Difficulties/Disabilities in second cycleirpary grades,
from such population 13(61.9%) were included foe thuestionnaire. Along with students with Learning

Difficulties/Disabilities 30 students without Leamg Difficulties/Disabilities were selected frometih classes.

Considering students with Learning Difficulties/Bislities in the target schools 43(48.8%) were imggimpaired,
27(30.7%), visually impaired, mental disorder acteufor 6(6.8%), and the remaining 12(13.6%) weawirg
multiple disorders. From the visually impaired stots 17(62.9%) were females and 28(65.1%) of hganipaired
students were males (Appendex B).

3.4 SAMPLING TECHNIQUE

From nine Woredas of North Wollo Zone who giveluisive Education with Special Needs Education
trained teachers, four were selected by random lgagng eachers (25%) in mainstream schools whoato n
teach children with disabilities and 15% of studewho learn without Disabled children were seledigd
random sampling. This is because simple random lgagnprovides equal chance to each unit .Yalew
(2011) described that simple random sampling pew/idqual opportunity to be selected and this reduce

personal bias. As a result, the total student @djmid and the sample size was determined from these
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schools. At the same time, four of schools werectetl from nine schools using random sampling

technique.

Children with Learning Difficulties/Disabilities,chool principals, cluster supervisors, SNE focalspas,
and education officials of the Woreda and zone Btiow Offices, Woreda Education Offices and zonal
Education Department heads were selected by usirppive sampling technique. Yalew (2011) statedl th
purposive sampling is used when the researchesvieslito include those who have more informatioruaibo

the issue.

3.5. TOOLS FOR DATA COLLECTION

3.5.1Questionnaire

The questionnaire used in this study was prepaasddon the literature used in the main body ofd¢search. The
guestionnaire is prepared originally in English hranslated in to Amharic (especially for studenfs) the
respondent’s convenience. It has open and closdddequestions. The open ended questions have ysaal
options to select. This was addressed for teacmatstudents in sample schools.

Questionnaire was used to collect the desired lbetause of its advantages. According to Kothar@{20in using

questionnaire
A) There is low cost even when the popalats large;
B) It is free from bias; answers are irp@wents’ own words;
C) Large samples can be made use of anes$iiis can be made more dependable and reliable.

The questionnaire was formulated with similar gioest for four groups of teachers, and students. quesstionnaire
had 5 sub categories dealing with Basic questidmmitarespondents; Knowledge and Trainings abouusne

Education; Teachers and Students attitudes abaltisiie Education; Curriculum, instructional stg¢ and
assessment; Accommodations and material accebiidoen with Learning Difficulties/ Disabilities;ral disparity of
SN children.

3.5.2Interview of key informants

Unstructured interview items were prepared for 8tHerincipals, Supervisors of the cluster schodsreda and
Zonal Special Needs Education experts and officadfieThere were 10 guiding questions for each\iieeee

prepared in open end questions and which weretedrraspectively.
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3.5.3. Focus Group Discussion (FGD)

About 5 members of PTA in each sample school wetd im focus Group Discussion. The questions weepared

in open end questions that should address commreptgsentatives of the school. The questions agdeessed to
the respondents in Amharic. The response inclubdedstatus and view of the community towards Spédeeds

Education, Inclusiveness and Disability.

3.5.4 Observation Guide

* The selected schools for study were observed tigbigdor

» the conduciveness of the school for Inclusive Etion

» the accommodations of the teachers and the sckedlto help SNE students.
» the instructional and assessment strategies us&Nié students.

» the interaction of the SNE students with the sclooohmunity.

3.5.5. Document analysis

All available documents released from the Regidbdlication Bureau, Zonal Education Department andedéo

Education Office as well as cluster supervisorfitefpertaining to Inclusive Education were exardictosely.

3.5.6. Pilot Administration of the Qud®nnaire

Prior to application of data collecting tools inngae schools, the questionnaire was conducted itkdviKolie
primary school which has special unit class of dieih with Learning Difficulties/Disabilities. Theasple
questionnaire were distributed to 5 regular teal2etrained Special Needs trained teachers, 5 risideno learn
with Disabled children and 3 student with Learnifficulties/Disabilities.

Then, after discussing about the questionnaire midtration, the respondents’ data were analyzedirftarnal
consistency of the items. Based on the analysibeopilot test, items were revised. Finally theised questionnaire
was administered to the target respondents.

3.6. Data Presentation and Analysis

The data collected through questionnaires was a#dxlil organized and critically analyzed using stiatl

tools such as SPSS. At the same time, qualitatte flom focus group discussion and interview itames
narrated in detail separately. In addition to tlelected data, primary information was collectedngs
observation guide. At the same time, documentsindd in the Woreda, zonal offices and literatesgaw

were consulted to strengthen the findings.
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CHAPTER FOUR

4. RESEARCH FINDINGS, ANALYSIS AND DISCUSSION

4.1 RESEARCH FINDINGS AND ANALYSIS

This chapter deals with presentation and analysiata gathered through questionnaire administeré&®
students and 26 teachers as well as informatiomegad through interview with four school directdimyr
cluster supervisors, four education office headsl &our educational professionals. Focus Group
Discussions were also conducted in four schoolsngnl3 members of Parent Teacher AssociationscDire
observation was conducted using check lists onntipementation of Inclusive Education in the sclsool

and examining documents in the four schools, thieedas and the zone education offices.
The presentation and analysis of the data confsggwen sections. They are

4.1. General characteristics of participants, £82owledge about Inclusive Education, 4.3.Attitucle
Inclusive Education 4.4. Practices of Inclusive &ation, 4.5. Findings on the interview with key
informants, 4.6. Findings on the discussions willhPhembers and 4.7. Findings on the observatiodesui

in target schools.

4.1.1 General characteristics of participants

This study was carried out in four primary scho@tersa,Woinye,Filakit and Debrezebit) and the total

number of informants was 107(60males and 47 ferhakesdicated in table 4.

Table 4 indicates that the respondents were 528tad26 teachers, 13 PTA, 4, 4 school directocigter

supervisors, 4 education office heads and 4 edcwrtprofessionals.

It is evident from the student respondents thatt@®() of them were females and 26(50%) of the
respondents were males. The compositions of tesohere 15(57.7%) females and 11(42.3%) males.
Educational professional (school principals, supens and education office heads) were 100% males.
Parent Teacher Association members involved irfdbes group discussions were 6 (46.2 %/) femalds an
7(53.8 %/) males.
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Table 4 Respondents’ type and sex

Primary School Cluster Education Educ.
Name Directors | Supervisors Office Profess.
Woreda Students Teachers PTA Heads
Mersa Habru F 9 6 2 - - - -
M 9 1 2 1 1 1 1
T 18 7 4 1 1 1 1
Woinye Gubalafto F 6 3 2 - - - -
M 8 4 1 1 1 1 1
T 14 7 3 1 1 1 1
Filakit F 7 5 1 - - - -
M 6 1 2 1 1 1 1
Meket T 13 6 3 1 1 1 1
Debre F 4 1 1 - - - -
zebit
M 3 5 2 1 1 - -
T 7 6 3 1 1 - -
F - - - - - - -
Zonal Education M - - - - - 1 1
Department,
T - - - - - 1 1
Woreda Education 3 3
Office
3 3
F 26(50%) 15(57.7%) | 6(46.2%) - - - -
Total | M 26(50%) 11(42.3) 7(53.8%)| 4(100%) 4(100%) 4(100%) | 4(100%)
T 52(100%) | 26(100%) | 13(100%)| 4(100%) 4(100%) 4(100%6 | 4(100%)
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4.1.1.1 Characteristics of Pupil respondents

Table 5. Characteristics of Pupils in Grades, seand Disability

Students with Learning Students without Learning
School's Name Difficulties/Disabilities Difficulties/Disabilities
Grades Grades
112 3|4, 5| 6/ 7 8 Total 5 6 7 8 Total
Mersa F 2(-1-1-121|-1]-]- 3(5.8%) 2 2 - 2 6(11.5%;
M [2]-T-T-T11]-1-]-] 368%) - | 2 - 4 6(11.5%)
Woinye F o[-Ja]-12] 2 -]-]-1 4@77%) 2 | - - - 2(3.8%)
M | -]-]1|2| 2 ]|-]-]- 5(9.6%) 3 - - - 3(5.8%)
Filakit F [-]-]-1-1271-]-]-] 238%) 5 | - - - 5(9.6%)
M [-|-]-|-]12]|-|-]- 2(3.8%) 4 - - - 4(7.7%)
Debre zebi | F -l-l -l -] - -] -2 2(3.8%) - - 1 1 2(3.8%)
M | -]-]-]--]- 1 1(1.9%) - - 1 1 2(3.8%)
F [2]1] -] 1] 5] -] -] 2 11(21.15%) 9| 2 1 3 15(28.8%
Total [M |2 1l 2] 5] -] -] 1| 11(21.15%)] 7| 2 1 5 15(28.8%)
T |4|1]1] 3] 10| -| -| 3 22(42.3%) 16 4 2 8 30(57.7%

Table 5 indicates that the class size in each geads of children with Learning Difficulties/Disdliies

was lower than the standard class size which i ft@3-15 depending on the type of disabilities iadgs 1-
4. It is evident that there were no students wetarning Difficulties/Disabilities in grades 6-7.dants with
Learning Difficulties/Disabilities were 22(42.3%ha students without Learning Difficulties/Disakigis

were 30(57.7%) in both cases 50% were females.
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Table 6. Characteristics of Pupils in Age, sex anDisability

School’'s Name

Students with Learning
Difficulties/Disabilities

Students without Learning Difficulties/Disabilities

11-12 13-14 >14 T 8-10 11-12 13-14 >14 T
Mersa F - 1 2 3(13.6%) 1 4 - 1 6(20%)
M 1 - 2 3(13.6%) - 1 1 4 6(20%)
Woinye | F - 1 3 4(18.2%) 1 1 - - 2(6.7%)
M - - 5 5/27.7%) - 3 - - 3(10%)
Filakit F - - 2 2(9.1%) 1 2 2 - 5(16.7%)
M - 2 - 2(9.1%) 1 2 - 1 4(13.3%)
Debre F - - 2 2(9.1%) - - - 2 2(6.7%)
zebit
M - - 1 1(4.5%) - - - 2 2(6.7%)
F - 2(9.1%) | 9(40.9%) | 11(50%)| 3(10%)| 7(23.3%)| 2(6.6%| 3(10% | 15(50%)
Total [M | 1(4.5%) | 2(9.1%) | 8(36.4%) | 11(50%)| 1(3.3%)| 6(20%) | (B.3%) | 7(23.3%) | 15(50%)
T 1(4.5% | 4(18.2%) | 17(77.3%)| 22(100%) 4(13.3%) 13(4B%b) | 3(10%) 10 30(100%)

As indicated in table &bove, the age of children with Learning DifficaliDisabilities was above the

school age for primary school. Students with LeagnDifficulties/Disabilities aged >14 were 17(77.8%

but those between 13 and 14 years of age were 18%8. and within age group 11-12 was only

1(4.5%).When students without Learning Difficulfi@sabilities were considered, all age groups were

represented. But the highest age group was 11-12)3The highest for males age group >14 was 23.3%

and for girls age group 11-12 was 23.3%.
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4.1.1.2. Characteristics of Teachers Respondents

Table 7. Characteristics of teacher regpdents in Age, school and sex

Respondents by School
Ite Mersa Woinye Filakit Debre
m Range zebit Total
F | M| F M FIM|F | M F M T
Age | <2C - - - - - - - - - - -
21-29 3 - 3 3 2 1 - 4 8 8 16(61.5%)
30-34 1 - - - 1 - - 1 2 1 3(11.5%)
35-39 1 - - - 1 - - - 2 - 2(7.7%)
>4C 1 1 - 1 1 - 1 - 3 2 5(19.2%)
Total 6 1 3 4 5 1 1 5 15 11 26
(57.7%) | (42.3%) | (100%)

Table 7 indicates that in the age range of <20gtlgre no teacher respondents. Most of the tesehene
within the age range 21-29(16/61.5 %/). There wads® 5(19.2%) teachers within age range above 40
years in the study.Table 8. Educational Status of teachers, by schoahd sex

Teacher Respondents
Item Special Needs Mainstream
Education Teachers teachers
Range Total
F M F M F M T
Education | Certificate - 1 - 1 - 2(7.7%) 2(7.7%)
Level
Diploma 5 - 10 9 15(57.7%) 9(34.6%) 24(92.3%)
Degree - - - - - - -
Summer in i i i i i i i
service degree
Total 15(57.7%) | 11(42.3%) 26(100%)
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According to table 8 there were only 2 (7.7%) diedie teachers. But the remaining 24 (92.3%) teech
were diploma holders. Among the Special Needs #yachwho teach students with Learning
Difficulties/Disabilities, there were 5 (83.3%) fatas, and only one of them was male. In the maasir
teachers, 10(50%) were females and the remaini(Ep%) were males.

There was 1(16.7%) Special Needs teacher and 1j3:@8instream teacher with certificate educational
status who teach Special Needs students. On tlee b#md, 5(83.3%) of the Special Needs and 19(95%)

mainstream teachers were diploma graduates.

Table 9. Service of teachers in teaching Pupilsytschool and sex

Teacher Respondents
Items Special Needs Education Mainstream Teachers
Teachers
Range
In Total
years
F M T F M T F M T
Total <5 1 1(16.7%) - 2 2(7.7%)| 1(3.8%) 2(7.7%) 3(11.5%)
Service
in 5-10 2 1 3(50%) 6 5 11(42.3%) 8(30.8%) | 6(23.1%) | 14(53.8%)
Teaching
11-20 1 - 1(16.7%) 2 1 3(15%)| 3(11.5%) 1(3.8%) 4(15.4%)
> 20 - 1 1(16.7%) 3 2 5(25%)| 3(11.5%) 2(7.7%) 5(19.2%)
Total 4 2 11 9 20 14 12 26
6(100%)
(66.7%) | (7.7%) (42.3%) | (45%) | (100%) (53.8%) (46.1%) (100%)
Service | <5 3 2 5(83.3%) 8 6 14(70%) 11(42.3%) | 8(30.7%) | 19(73.1%)
in
teaching | 9-10 1 - 1(16.7%) 3 2 5(25%)| 4(15.4%) 2(7.7%) 6(23.1%)
Special
Needs 11-20 - - - - 1 1(3.8%) - 1(3.8%) 1(3.8%)
Children — 20 . . . . . . a ; :
Total 4 2 6 11 9 20 15 11 26
(66.7%) | (7.7%) (100%) | (42.3%) | (45%) | (100%) (57.7%) (42.3%) (100%)

Table 9 indicates that majority of teachers wahching experience for 5-10 years were 14(53.8%) an
those with maximum service were 5(19.2%).But wresachers service in teaching Special Needs Children
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was considered,19(73.1%) taught below 5 years. Q(ly7%) had 11-20 years teaching experience of
Special Needs Education.

Most of the Special Needs Education teachers, 3¥88.and 14(70%) of mainstream teachers had tts¢ lea
total experience (<5 years). On the other hand; ©(i6.7%) female teacher had 5-10 years experignce
teaching Special Needs children. Table 9 also t&epi@5%) of the mainstream teachers served 5-afsye
of teaching Special Needs children, maximum semwiae observed in 1(5%) of them.

4.1.1.3. Characteristics of Education Professiats and Office Heads

Table 10. Education Professionals and Office headge, educational status and Experience

Respondents by School

Iltem Range School Cluster Education Education Total
Principals Supervisors | Office heads | Professionals
of age in
Years F M F M F M F M F M T
Age <20 - - - - - - - - - - -
21-29 - - - - - - - - - - -
30-34 - - - - - 1 - - - 1(6.2%) 1(6.2%)
35-39 - 2 - 3 - 2 - 3 - | 10(62.5%) 10(62.5%)
>40 - 2 - 1 - 1 - 1 - 5(31.2%) 5(31.2%)
Total | - 16(100%) 16(100%)
Education | Certificate - - - - - - - - - - -
Level
Diploma - 1 - - - - - 1 - 1(6.2%) 1(6.2%)
Degree - 3 - 4 - 3 - 1 - | 11(68.7%) 11(68.7%)
Masters - - - - - 1 - 1 - 2(12.5%) 2(12.5%)
Total | - 16(100%) 16(100%)
Total <5 years - - - - - - - - - - -
service in
teachlng 5'10 yeal’S - - - 1 - - - - - 1(62%) 1(62%)
11-20 years - 1 - 2 - 3 - 2 | - 8(50%) 8(50%)
> 20 years 3 - 1 - 1 - 2 |- 7(43.7%) 7(43.7%)
Total | - 16(100%) 16(100%)
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Considering table 1@he age of respondents in Item 1, 10(62.5%) okethecation professionals and office
heads were within age range 35-39, and 5(31.2%Yeald0 years of age. The educational status of the
respondents in Item 2, 11(68.7%) held their firsges and both Zone education department head and

Special Needs expert had masters degree and tlaniegione school principal was diploma graduate.

In Item 3, except one of the cluster supervisag,dther 15 (93.5%) respondents had total teactengce
more than 11 years. Eight (50%) of the respondemie within the range of service 11-20 years, but
7(43.7%) of them taught students for more thane&4ry

4.1.1.4. Parent Teachers Association Members

Table 11. Parent Teacher Association members by ageex and educational status

Respondents by School

Item Range Mersa | Woinye Filakit | Debre Total
zebit
F| M F M|F|M|F M F M T

Age <20 - - - - - - - - - - -
21-29 - - N I R e - - -
30-34 - - 1] - -] - -] 1] 17.7%) | 1(7.7%) | 2(15.4%)
35-39 20 - 1 - 1] 1] 1] -| 5(38.5%) | 1(7.7%) 6(46.1%)
>40 -1 2 -] -] 1] -] 1 - 5(38.5%) | 5(38.5%)

Total | 6(46.1%) | 7(53.8%) | 13(100%)

Education | llliterate - - - - - - - 1 - 1(7.7%) 1(7.7%)
Level
Efurzztr;;ry olala| - 2| o1l 1] -] 3(231%)| 3(15.4%)| 5(38.5%)
Secondary Education 1 1 - . - il - - 1(7.7%) 1(7.7%) 2(15.4%)
Diploma 1| 1] 1] 1| - -] -] 1] 2(15.4%)| 3(23.1%)| 5(38.5%)
Degree and Above - - - . 1 - - -

Total | 6(46.1%) | 7(53.8%) | 13(100%)

66



THE KNOWLEDGE, ATTITUDES AND PRACTICE OF INCLUSIVE EDUCATION IN NORTH WOLLO ZONE RURAL PRIMARY SCHOOLS

In table 11, PTA members with age group 35-39 v&#6.1%) and 2 (15.4%) were 30-34 years of age.
Among the PTA members under the study, 5 of the8i5@) had only elementary education; whereas 5
(38.5%) hold diploma and 1 (7.7%) PTA member wasstered to be illiterate.

4.1.2. Knowledge about Inclusive Education

4.1.2.1. Teachers Training on Special Needs Eduaat

Table 12. Course on Special Needs Education of témes during pre-service training

Teacher Respondents by school

Item Participation Mersa | Woinye | Filakit | Debre zebit | Total %
Have you taken courseA. Yes 5 5 2 6 18 69.2
on Special Needs
Education? B. No 2 2 4 - 8 30.8

If the answer for the A. Less than 3 Months - - - - - -
above question is ‘A
(yes), how long did youf B. Less than 6 Months 4 2 1 5 12 66.7
training last?

C. Certificate for 1 Year - - - - - R

D. Diploma 1 3 1 1 6 33.3

E. Degree - - - - - -

In item 1 of table 12, it is indicated that 18(8@)Y0of the teachers took course on Special Needsdfidn
during their pre-service college training. Wher8&30.8%) of the teachers didn't take the coursdendi

college training.

On the other hand, the course that the teachels l&mbed less than six months for 12(66.7%) of the
teachers. At the same time 6(33.3%) of the teachiers trained to teach Special Needs Childrenpbha

educational status.
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Table 13. Training of teachers on Special Needs Edation/In service Training/

Participation Teacher Respondents by school
ltems Mersa | Woinye | Filakit | Debre zebit | Total %
Have you been trained A. Yes 1 3 1 1 6 23.1
on Special Needs
Education? B. No 6 4 5 5 20 76.9

If the answer for the A. Less than 3 Months - - - - - -

above question is ‘A
(yes), how long did your B. Certificate for 1 Year - - - - - -

training last
C. Less than 6 Months - - - - - R

D. Diploma 1 3 1 1 6 23.08

E. Degree - - - - - -

Table 13 illustrates the in-service training ofdeears for Special Needs Education. Six (23.1%)hef t
teachers involved in the study were trained inadipd level to teach Special Needs Children and 29¢%%%

of the teachers were not trained in Special Neetlg&tion.

4.1.2.2. Knowledge of teachers and students amclusive Education

Table 14. Knowledge of Teachers and staff members ¢heir responsibilities

Parti Students Total
cipati
Items on With Learn. Diffic./Disab. Without Learn.Diffic./D isab.
Mersa | Woiny | Filaki | Debre Mers | Woinye | Filakit | Debre Teache | student
e t zebit a zebit rs S
Do teachers know A. 4 9 2 3 12 4 6 3 22 43
their roles and Yes
responsibilities  on 18.2% | 40.9% | 9.1% | 13.6% | 40% | 13.3% 20% 13.3%| 84.6%| 82%
teaching an i 5 S
supporting  children Tota 18(81.8%) 25(83.3%)
with — Learning g5 5 - 2 - - 1 3 1 Z 9
Difficulties/Disabilit
ies? 9.1% - 9.1% - - 3.3% 13.3% 3.3% 154% | 17.3%
Total 4(18.2%) 5(16.7%)
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Table 14, confirms that 22(84.6 %) of the teaclzard 43(82.7%) of the students responded that temache
knew their responsibilities in teaching and suppgrchildren with Learning Difficulties/Disabilitee On
the other hand 4(15.4%) teachers and 9(17.3%) stsid®nfirmed that they didn’t know their roles and

responsibil

ities.

Table 15. Responsibilities of teachers in supportstudents with Learning Difficulties/Disabilities

Partici Students Total
pation
Items With Learn. Diffic./Disab. Without Learn.Diffic./D isab.
Mersa | Woiny | Filakit |Debre Mersa | Woinye | Filaki | Debre | Teache | student
e zebit t zebit rs S
Do you think| A. Yes 4 7 3 3 8 5 6 4 18 40
that assisting
children  with 18.2% | 31.8% | 13.6% | 13.6% | 26.7%| 16.7%| 20%| 13.3%| 69.29% 76.9%
disability/
impairment  /tol  Total 17(72.3%) 23(76.7%)
protect them
from  Danger,[ B. No 2 2 1 - 4 - 3 - 8 12
falling, crashing
etc...is  your 9.1% | 9.1% 4.5% - 13.3% - 10% - 30.8% | 23.1%
responsibility?
Total 5(22.7%) 7(23.3%)

According to table 1540(76.9%) of students and 18(69.2%) teachers atefic that responsibility of
assisting and protection of children with LearnDifficulties/Disabilities was their responsibilitWhereas,
12(23.1%) of students and 8(30.8%) of teachersoretgd that it was not their responsibility.

Table 16. Rural children access to Inclusive Edutian

Partici Students Total
pation
With Learn. Diffic./Disab. Without Learn.Diffic./D isab.
Items Mersa | Woinye Filakit | Debre Mersa | Woin | Filakit |Debre Teache | student
zebit ye zebit rs s

Rural A. Yes 6 8 2 3 9 2 6 3 18 39
children
with 27.3% | 36.4% 9.1% 13.6% 30% 6.7% 20% 10% 69.2% 75%
Learning
Difficulties/ Total 19(86.5%) 20(66.7%)
Disabilities
have less | B. No 1 2 3 3 3 1 8 13
access to
Inclusive 4.5% 9.1% 10% | 10% | 10% | 3.3% | 30.8% | 25%
Education?

Total 3(13.6%) 10(33.3%)
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Rural children especially with Learning Difficuls®isabilities had less access than urban childretable
16, 39(75%) of the students and 18(69.2%) of teachesponded that rural children had less access to

Inclusive Education.

4.1.3 Attitudes on Inclusive Education
4.1.3.1 Attitudes of Teachers and students on the perceptipof Inclusive Education

Table 17. Respondent’s opinion on the Perception tdéachers and students on Inclusive Education

Students Teachers

Items With Learn. Diffic./Disab. Without Learn.Diffic./D isab.

A U D SD A U D SD

Students with Learning N 14 3 5 - 16 11 3 - 22 3 1 -
Difficulties/Disabilities
will benefit from the
Inclusive program in
mainstream clas
rooms.

% 63.6 13.6 | 22.7 - 53.83 36.7 10 84.6 1115 38 -

U7y

Students Learning N 14 6 2 - 17 9 2 2 16 9 1 -
Difficulties/Disabilities

are academically betteroy,

in Inclusive clasg
rooms. 63.6 27.3 9.1 - 56.7 30 6.7 6.7 61.5 34/63.8 -

Students with Learning
Difficulties/Disabilities 18 2 2 - 25 3 2 - 22 1 3 -
have the right to receiveN
an education in
mainstream classes.

81.8 9.1 9.1 - 83.3 10 6.7 84.6 3.8 115
%

The placement of N 1 3 10 8 10 3 12 5 3 7 13 3
students with Learnin
Difficulties/Disabilities
in regular class affectso/
the performance of ”° 4.5 13.6 | 455 36.4| 338 10 40 1647 115 26.9 50 511
mainstream students
negatively.

Key: A- Agree U- Uncertain D- Disagree SD-tfngly Disagree
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In item 1 of table 17, 22(84.6%) teachers and 3@%]J students had the idea that Inclusive Educasion

important for children with Learning DifficultiesiBabilities, at the same time 1(3.8%) teachers and
8(15.4%) students disagreed the idea. Still sigaffi number of students 14 (26.9 %) and 3(11.5 %)
teachers were uncertain about its benefit for caildat the school.

In item 2, 31(59.6%) of the students and16 (61.8%the teachers indicated that children with Leagni
Difficulties/Disabilities were better in inclusivaassrooms.

In item 3, 43(82.7%) of the students and 22(84.6%ihe teachers replied that it is the childremght to
get Inclusive Education in mainstream classes. 8\V3(l1.5%) of the teachers disagreed about theadéa

5(9.6%) of the students were uncertain about tigts.

In item 4, 22(42.3%) of students and 13(50%) ofcleas disagreed that placement of students with
Learning Difficulties/Disabilities in mainstreamasises affect the learning capacity of mainstreamests
negatively. On the same item, 13(25%) of students 3(11.5 %%) of the teachers strongly disagreed th

idea.

4.1.3.2 Attitudes of teachers and students on the collaboti®n of teachers for Inclusive Education

Table 18. Respondent’s opinion on the Collaborationf teachers in Inclusive Education

Students Teachers
ltems With Learn. Diffic./Disab. Without Learn.Diffic./D isab.
A U D SD
A U D SD A U D SD

Special Needs Educati}rllN 18 1 3 i o8 i 1 1 20 5 1 5
teachers and regular
teachers need to work
together in order to teach
students  with  Specidlos | g18 | 45 | 136 933 - | 33 33 769 77 3 77
Needs  Education in
Inclusive class rooms.
In the_: implemer_ltation of N 3 4 12 3 4 5 15 7 3 4 19 i
Inclusive Education, therg
is objection from th
mainstream class room ) i
teachers. % 13.6 18.2 54.5 13.6 154 16. 5 23 11. 15.4 73.1
Special Needs EducatignN 2 2 11 7 3 6 15 6 1 2 18 5
teachers are onl
responsible to help
students with  Special 9.1 9.1 50 31.8 10 20 5( 20 3.8 7.7 69 19.2
Needs Education. %

Key: A- Agree U- Uncertain D- Disagree SD-tf®ngly Disagree
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Item 1 of table 18 depicts that 46( 88.5%) of thedents and 20(76.9%) of the teachers agreed on the
collaboration of regular and Special Needs Edunatteachers to teach children with Learning
Difficulties/Disabilities. While, 4(7.7%) of the wients and 1(3.8%) the teachers disagreed about the
collaboration of mainstream and Special Needs #¥achwhile teaching children with Learning

Difficulties/Disabilities.

In item 2, 27(51.9%) of the students and 19(73.t&f4lhe teachers disagreed that the there was ainjenh
the implementation of Inclusive Education from nsiiteam teachers. But 7(13.5%) of the students and
3(13.5%) of the teachers agreed there was objefthom mainstream teachers.

In item 3, 26(50%) of students and 18(69.2%) ofhess Students disagreed on the idea that Speeads\
Education teachers were only responsible to hekri@pNeeds children. On the other hand, 5(19.2f6) o
students and 1(3.8%) teachers agreed that Speeedd\NEducation teachers were only responsiblelpo he
students with Special Needs Education. However,72(y of the teachers and 8(30.7%) of the students
became uncertain whether Special Needs Educaterhees have responsibility only to Special Needs

children or not.

4.1.3.3 Attitudes of teachers and students on the stratedyr Inclusive Education

Table 19. Interaction of children with and without Learning Difficulties/Disabilities among themselvesnd the

community
Students Teachers
With Learn. Diffic./Disab. Without
Items L Diffic./Disab
earn.Diffic./Disab. A U D )
A U D SD A U D SD
Students with  Learning N 1 4 16 1 3 6 17 4 3 5 12 6

Difficulties/Disabilities
interaction with learners

without  disabilities are % 45 | 18.2| 727 45 10 2( 56.7 133 115 19.2 46.13.1 2
(]

successful.

Key: A- Agree U- Uncertain D- Disagree SD-tfngly Disagree

According to table 19, 31(63.4%) of students an@462%) of teachers disagreed on the successful
interaction of students with Learning Difficulti®ssabilities and students without Learning
Difficulties/Disabilities. On the same issue, 5@)60f students and 6(23.1%) of the teachers styongl
disagreed. But 5(19.2%) teachers and 10(19.2%)stadvere uncertain on the success of interaction o
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students with Learning Difficulties/Disabilites amg the students without Learning
Difficulties/Disabilities.

Table 20. The extent of Interaction of students wit Learning Difficulties/Disabilities with the schod

community
Students Teachers
Iltems With Learn. Diffic./Disab. Without Learn.Diffic./D isab.
H M L VL
H M L VL H M L VL
The social interaction N 2 10 6 4 1 14 10 5 1 15 4 5
of children with

Learning
Difficulty/Disability
with  the  school
community is

% 9.1 45.4 27.3| 18.2 3.3 46.7 33.3 16.7) 3.8 57.7 154 19(2

Key: H-High M-Medium L-Low  VL-Very Low

Table 20, 24(46.1%) Of students and 15(57.7%) athers responded that the interaction of childrgh w
Learning Difficulties/Disabilities with the schoadommunity was medium. Students with Learning
Difficulties/Disabilities 2(9.1%), 1(3.3%) studentsthout Learning Difficulties/Disabilities and 1&%0) of
the teachers described that the interaction ofdcdnl with Learning Difficulties/Disabilities withchool
community was high. Teachers 4(15.4 %) and studesit80.7 %) indicated social interaction of studen
with Learning Difficulties/Disabilities with the Bool community was low.

Table 21. Teachers and students response o ttommunity support to children with Learning
Difficulties/Disabilities

Students Teachers
ltems With Learn. Without Learn.
Diffic./Disab. Diffic./Disab. A U D )
A U D| SD A U D SD

The communities, especiallyy | 19 3 - 26 3 1 - 18 3 4 1
families of students with

Learning

Difficulties/Disabilities should

have good relationships witho, | 86.4 | 136| -| - 86.7| 10 3.3 69.2 1155 154 3|8

the school to work for the
success of Inclusive Education.

Children with Learning| N 21 1 - - 27 1 1 1 18 4 3 1
Difficulties/Disabilities deserve
an intensified follow up from
the school community.

% | 955 4.5 - - 90 3.3 33 33 69

I

154 115 3|8

Key: A- Agree U- Uncertain D- Disagree SD-tfngly Disagree
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In item 1 of table 21, 45(86.5%) of students an(628%) of teachers agreed that families of stusleuith
Learning Difficulties/Disabilities should have goeelationships with the school to work for the ssx of
Inclusive Education. Students 1(3.3%) and 4(15.4%deachers disagreed that families of studentd wit

Learning Difficulties/Disabilities should have gooalationships with the school.

Item 2 illustrates 48(92.3%) of students and 1&®8).of teachers responded that agreed that studethts
Learning Difficulties/Disabilities deserve an insgfired follow up from the school community. But 1§30)

of the teachers and 1(1.9%) of the students disdgstrongly on the close follow up of students with
Learning Difficulties/Disabilities by the schoolmonunity.

Table 22. Presence of Resource materials for chiteh with Learning Difficulties/Disabilities

Students Teachers
With Learn. Without Learn.
Items Diffic./Disab Diffic./Disab
iffic./Disab. iffic./Disab. A U D sD
A Ul D SD A U D SD
Although Inclusive Education is N 20 - 2 - 20 8 2 - 18 5 3 -
important, the resources for the
students with Learnin
Difficulties/Disabilities in a |
. 909 | -| 9.1 - 66.7 26.7 6.7 - 69.2 192 115 -

mainstream class room ar&o
limited.

Key: A- Agree U- Uncertain D- Disagree SD-tfngly Disagree

In table 22, 40(76.9%) of students and 18(69.2%gathers agreed that the resources for the ssidatht
Learning Difficulties/Disabilities in a mainstreachass room were limited. Only 2(9.1%) of studentthw
Learning Difficulties/Disabilities, 2(6.7%) of stadts without Learning Difficulties/Disabilities and

3(11.5%) of teachers disagreed on the importanddi@itations of mainstream class rooms.
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Table 23. Drop out and repetition of children withLearning Difficulties/Disabilities

Students Teachers
Iltems With Learn. Diffic./Disab. Without Learn. Diffic./ Disab.
A U D SD
A U D SD A U D SD
Students with Learning N | 5 4 5 21 4 4 1 10 8 6| 2
Difficulties/Disabilitie
s coming late to schoal
should be tolerable.
% 59.1 18.2 22.7 70 13.3 13.3 3.3 385 30.7 28.1 (7.7
The dropout andN | 17 3 1 1 14 10 1 5 18 3 4 1
repetition rate  of
students Learnin
Difficulties/Disabilitie
s is higher due to %

physical, social an 77.3 | 136 45| 45 4671 333 3.4 167 692 115 415.3.8
educational barrier

that can be over come
by the society.

Key: A- Agree U- Uncertain D- Disagree SD-t®ngly Disagree
Item 1 of table 23 depicts 44 (84.6%) of studemtd &0(38.5%) of teachers agreed that students with
Learning Difficulties/Disabilities coming late toclsool should be tolerable. Teachers 6(23.1%), and

9(17.3%) students disagreed on the tolerance diesta with Learning Difficulties/Disabilities congrto
school late.

Item 2 describes 31(59.6%) and 18 (69.2%) of tlaehers agreed that physical, social and educational
barriers made drop out and repetition rate of sttglevith Learning Difficulties/Disabilities. Howeke
2(3.8%) of the students and 4(15.4%) of the teactisagreed on the same issue.
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4.1.4 Practices of Inclusive Education

4.1.4.1Suitability of the curriculum for Inclusive Educati on and its application

Table 24. The extent of participation of studentsni class room and co-curricular activities

Students Teachers
With Learn. Diffic./Disab. Without Learn.
Items Diffic./Disab
iffic. ) M L VL

H M L VL H M L VL
The participation of N 8 13 9 1 6 15 9 6 13 5 2
children with Learning
Difficulties/ disability
in class room learning 36.4 | 59.1| 40.9 4.5 20 50 30 23, 5 19.2 7.7
is %
The participation of N 1 4 11 6 2 7 15 2 7 14 3
children with Learning
Difficulties or
disability i~ co- 45 | 182| 50 | 273] 671 233 50 77 260 538 115
curricular activities is %
Key: H-High M-Medium L-Low  VL-Very Low

In item 1 of table 24, it is revealed that 28 (88)80f students and 13 (50%) of teachers repliet ttea
participation of children with Learning Difficults#Disabilities in class room learning is medium. tBa

other hand, 14 (26.9%) of students and 6(23.1%pathers indicated that participation of childreithw
Learning Difficulties/Disabilities in the class nmowas high.

In Item 2, 26(50%) of students and 14(53.8%) otleas described the participation of children with
Learning Difficulties/Disabilities was low in co-micular activities in the school. At the same time
12(23.1%) of the students and 3(11.5%) of the tel@ctonsider the participation very low.

Table 25. Support of the woreda and zone educatigirofessionals for Inclusive Education

0.8

Students Teachers
ltems With Learn. Diffic./Disab. Without Learn.
Diffic./Disab. M VL
H M L VL H M L |VL
How do you describe theN 2 3 10 7 3 6 12 9 5 11 8
support of the woreda
and zone educatio
professionals in planning
and implementation of | g1 | 136 | 455| 318 10 20 40 3 7 192 423
Inclusive Education i} %
the school?
Key: H-High M-Medium L-Low  VL-Very Low
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In table 25, it is revealed that 22 (42.3%) of stud and 11 (42.3%) of teachers replied that tippat
from the woreda and zone education professionalslanning and implementation of IE was low. The
planning and implementation of Inclusive Educatsupport of the school by woreda and zone education
professionals was very low as indicated by teach@&®0.8%) ,students with Learning
Difficulties/Disabilities 7(31.8%) and students out Learning Difficulties/Disabilities 9(30%).

Table 26. The extent of strategies developed byelschool for Inclusive Education

Students Teachers
With Learn. Diffic./Disab. Without Learn.
ftems Diffic./Disab
) ' H M L VL

H M L VL H M L VL
The extent of strategigsN 1 1 6 14 2 3 8 17 ] 8 8 10
developed to promote student
independence to the
maximum extent possible and
fade dependence an A
s 45| 45| 27.3 63.6| 6. 1( 26.Y 567 |- 308 30.8 38.5
individual supports of o
students  with  Learning
Difficulties/Disabilities is

Key: H-High M-Medium L-Low  VL-Very Low

In table 26, it can be concluded that 31(59.6%}¥tofdents and 10 (38.5%) of teachers replied that th
strategy developed to promote students with Legriifficulties/Disabilities independence was veoyvl
Similarly, students 14(26.9%) and teachers 8(30.88t¢ed that the strategies developed to promotest
independence to the maximum extent possible inesiisdwith Learning Difficulties/Disabilities andda
dependence is low.

Table 27. The extent of the influence of Disabiljton Inclusive Education

Students Teachers
With Learn. Diffic./Disab. Without
Items
Learn. Diffic./Disab. H M L VL

H M L VL H M L VL
The extent of the N 5 10 4 3 11 14 4 1 7 15 3 1
influence of disability,
on the academic
performance of % 22.7 455 18.2 13.6 36.7 46.7 133 3.3 26.9 57.7 51138
students is ?

Key: H-High M-Medium L-Low  VL-Very Low
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According to table 27, 24(46.1%) of the studentd &6(57.7%) of the teachers indicated that diggbili
influence on the academic performance of studeiits kearning Difficulties/Disabilities was mediurit.
can also be implied from the table that 16(30.8%he students and 7(26.9%) of the teachers inglictite

influence of disability on the academic performaatstudents was high.

4.1.4.2 Accessibility of Inputs and Accommodations

Table 28. Conduciveness of the infrastructure ote school to children with Learning Difficulties/Disabilities

Students Teachers
With Learn. Diffic./Disab. Without Learn.
Items Diffic./Disab
iffic./Disab. H M L VL
H M L VL H M L VL
How do you see the
infrastructure of the - 2 12 8 - 3 19 8 - 5 15 6
school for students N
with Learning
Difficulties/Disabilitie
s to be suitable fof
Inclusive Education? - 9.1 545 | 36.4 - 10 63.3 26.7 ] 192 57,7 231
%

Key: H-High M-Medium L-Low  VL-Very Low

In table 28, 31(59.6%) of students and 15(57.7%gathers responded that the infrastructure o$theol

for the students with Learning Difficulties/Disabégs was low. On the other hand, 8(26.7%) students
without Learning Difficulties/Disabilities, 8(36.4students with Learning Difficulties/Disabilitiesnd
6(23.1%) of the teachers consider the school itrframire suitability for students with Learning

Difficulties/Disabilities was medium.
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Table 29. Materials accommodations to children with_earning Difficulties/Disabilities during instruct ion and

assessment
Students Teachers
With Learn. Without
ltems Diffic./Disab.
Learn. Diffic./Disab. VL
M L VL M L VL
The presence of materials 3 14 5 7 17 5 16 5
accommodate students with Learni
Difficulties/Disabilities during
instruction and assessment is (H.g. i
Braille for visually impaired, Sigr 13.6 63.6| 22.7 23.3 56. 19 61.5 19.2
Language, large print, etc)
How do you see Inclusiveness of t 4 14 4 8 16 3 13 10
library to accommodate students w
Learning Difficulties/Disabilities
(infrastructure, Books on tape, audio g 182 | 636/ 18.2 26.7 53.1 11 40 385
visual records, Reference Etc) ' ' ' ' N 7 '
Key: H-High M-Medium L-Low  VL-Very Low

Iteml of table 29 depicts 31(59.6%) of students B(b1.5%) of teachers responded that the preseince

materials to accommodate students with Learnin§ddifies/Disabilities during instruction and assegent

(E.g. Braille for visually impaired, Sign Languad&ge print, etc) was low. In the same token, 11(%o)

of the students and 5(19.2%) of the teachers cugfirthe presence of supporting materials to be legry

In Item 2, 30(57.7%) of students and 13(50%) otheas responded that the inclusiveness of therfilica
accommodate students with Learning Difficultiesdbidities infrastructure, books on tape, audio aisdal
records, Reference etc was low. . Besides, 10(38d%he teachers and 10(19.2%) of the studentslimad
idea that Inclusiveness of the library to accomm®dstudents with Learning Difficulties/Disabilities

infrastructure, Books on tape, audio and visuabm@®, Reference etc) was very low.
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4.1.4.3 Disparity towards Inclusive Education

Table 30. Opportunity of education for children with Learning Difficulties/Disabilities

Students Teachers
With Learn. Without
Diffic./Disab. | Learn.Diffic./
Items Disab.
no % no % no %

Which of the children with Learning Difficulties/Babilities have better
opportunity for education?

16 72.7 24 80 20 76.9
A. Boys
B. Girls 4 18.2 4 13.3 4 15.4
C. Both

If your answer for question No.1 is A/ Boys/, whlatyou think is the
reason behind?

A. Parents favor boys' education than girls
12 75 17 70.8 15 75
B. Boys are expected to achieve better academpéerformance

2 16.7 2 8.3 1 5
C. Education is considered as males’ duty.
2 16.7 5 20.8 2 10
D. All
If your answer for question No.1 is B/ Girls/, wiet you think is the
reason behind?
1 25 - - - -
A. Girls are believed that they were deprived @fithight in the past time
2 50 3 75 3 75
B. Nowadays, priority is given to empower females.
- - - - 1 25
C. Learning difficulty, and/or disability on girls more prevalent.
D. Girls are believed to be more effective in acaideperformance.
1 25 1 25 - -

E. All

Iteml of table 3@lescribes 40(76.9%) of students and 20(76.9%)auihters responded that students with
Learning Difficulties/Disabilities who have bettepportunity for education were boys. Whereas 8@d.4
of the students and 4(15.4%) of the teachers cereidgirls had better opportunity for educatiomtbhays.
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In item 2 of the same table, 29(72.5%) of studamd 15(75%) of teachers responded the reason dor th
better opportunity of boys for education was thhéyt were expected to achieve better academic
performance. In Item 3, 5( 62.5% ) of the studemd 3(75%) Of the teachers who responded girlth wi
Learning Difficulties/Disabilities have better oppmity for education agreed that the reason being
nowadays priority should be given to empower girls.

Table 31. Comparison of Disability in sex

Students Teachers
With Without Learn.
Learn.Diffic./Disab. Diffic./Disab.
Items
no % no %
no %
How do you see learning difficulty, and/or disatyili
on girls’ education compared to boys?
A. Disability on girls is worst
15 68.2 23 76.7 18 69.2
B. Disability on boys is worst
1 45 1 3.3 2 7.7
C. The same for both
4 18.2 5 16.7 6 23.1
D. Other
2 9.1 1 3.3 - -

In table 31it is indicated that 38(73.1%) of the students &8¢69.2%) of teachers evidenced that learning
in disabled girls was worst. However, 2(3.8%) o gtudents and 2(7.7%) of the teachers verified tha

learning difficulty, and/or disability on boys wHse worst.
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4.1.4.4 Implementation of Inclusive Education strategies
Table 32. The participation of teachers, families fostudents, community members and students

Students Teachers
ltems With Learn.Diffic./Disab. Without Learn. Diffic./D isab.
N S o] A
N S o] A N S O A
How ~often dofN| _ | 4 5 13 - 7 8 15 1 2 21
stakeholders
participate in th
planning of the
School Improvement i
Plan? a. Teachers - 18.2 22.7 59.1 - 23.3 26. 50 3.8 7.7 77 80.8
%
b.Parents/communit| N 2
y members/ 13 3 4 7 14 5 4 1 21 2
9.1 59.1 13.6 18.2 23.3 46.6 16. 13 3|8 80.8 1.77.7
%
c. students with N 15
Learning 4 3 - 17 8 5 - 18 4 2
Difficulties/Disabilit
ies
68.2 18.2 13.6 - 56.7 26.7 16. - 692 15.4 77 1.7
%
d. Parent Teacher | N -
Association 15 7 - - 18 3 9 1 21 2
- 68.2 31.8 - - 60 10 30 3.8 80.8 1 7.7
%
How  often do| N 7
policies, strategies 9 2 4 6 14 6 4 3 13 3
and plan of action of
the education sectqr
are implemented to
achieve  Inclusive | 379 | 409| 91| 182 20| 466 20 133 115 50 269 511
Education?
%
Key: N-Notat Al S- Sometimes  O- Often A- Always
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In table 32, it is indicated that 28(53.8%) of #tadents and 21(80.8%) of teachers evidencedehahérs
always participated in the planning of the SchHagérovement Plan. Item 2 of table 32, shows 28%i).

of the students and 21(80.8%) of teachers rematked parents/community members sometimes
participated in the planning of the School Imgmment Plan. From item 3 of table 32, it is obserned
32(61.5%) of the students and 18(69.2%) of teachewafirmed that students with Learning
Difficulties/Disabilities did not participate atlalin the planning of the School Improvement Planitem 4

of table 32, it is indicated that 33(63.5%) of #tadents and 21(80.8%) of teachers evidenced tranP
Teacher Association members sometimes participaiadthe planning of the School Improvement Plan.
Item 5 of table 32, displays that 23(44.2%) of shedents and 13(50%) of teachers explained thatips)|
strategies and plan of action of the educationosesere sometimes implemented to achieve Inclusive
Education.

Table 33. Responses on rating of individualized ptening of the lesson by teachers

Students Teachers
Iltems With Learn.Diffic./Disab. Without Learn. Diffic./D isab.
N S (0] A
N S 0] A N S (@] A

H ften d t N
HOW Often do you se - | 13| s 4 - 18 7 5 2 19 3 2
instructional objectives
to include all children
including children with
Learning 1,1 |91 227 182 - 60| 233 167 7.7 731 115 77
Difficulties/Disabilities
?
How often do you N 2
design 13 4 3 2 19 5 4 4 15 4 3
Individualized
education plan fo
children with Learning
e 1 N 9.1 59.1| 18.2| 13.6 6.7 63.3 16.7 13{3 15.4 5Y.7 415.11.5
Difficulties/Disabilities
? %

Key: N-Not at Al S- Sometimes  O- Often A- Always

In item 1 of table 33, it is indicated that 31(3®)1of the students and 19(73.1%) of teachers ecelbthat
teachers sometimes set instructional objectivemdtude all children including children with Leang

Difficulties/Disabilities.
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In item 2 of table 33, it is indicated that 32(6%)c0f the students and 15(57.7%) of teachers eeetbthat
teachers sometimes designed individualized edutatiplan for children with Learning
Difficulties/Disabilities. On the other hand, 4(%Y of teachers and 4(15.4%) of students indicaled t
teachers doesn’t design individualized educati@m por students with Learning Difficulties/Disakigis at

all.

Table 34. Responses on teachers’ frequency of adfiies on the Instruction of the lesson

Students Teachers
Items With Learn.Diffic./Disab.. Without Learn. Diffic./ Disab.
N S (0] A
N S (@] A N S (@] A

How often do you N
select  instructiona 6 10 5 1 6 15 7 2 4 12 5 5
materials and vary th
pace to make i
possible for all
children especially
students with % ]
Learning 0| 27.3 454 | 22.7 4.5 20 50 23.8 6.7 1514 46.1 19.2 .21
Difficulties/Disabilitie
s to learn?

D

How often do you N
make all students tp
work together ang
help each other whil¢
performing
assignment? 27.3 40.9 27.3 4.5 23.3 40 30 6.7 1115 73.1 19.21.51

D

%

How often do you N| 4 10 6 2 6 12 8 4 - 12 9 5
select learning task

that children with
Learning

Difficulties/Disabilitie | %
s can do?

[%2)

18.2 454 | 27.3 9.1 20 40 26.Y 133 - 46.1 34.6 21D.

How often do you N
present tasks in bits
and give individual 3 12 4 3 8 14 4 4 S 12 6 3
attention to childrer
who need help?

13.6 545 | 182 13.6 26.7 46.Y 13,3 133 19.2 46.13.12 115
%

Key: N-Not at Al S- Sometimes  O- Often A- Always
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In item 1of table 34, 25(48.1%) of students and421%) of teachers responded that teachers sosgtim
selected instructional materials and vary the pageake it possible for all children especiallydstats with
Learning Difficulties/Disabilities. However, 5(194) of the teachers and 12 (23.1%) of the students
indicated that teachers didn’t select instructiomaterials and vary the pace to make it possibieafio
children especially students with Learning Diffices/Disabilities. In Item 2, 21(40.4%) of studemtsd
19(73.1%) of teachers responded that teachers snegeimade all students to work together and heatp ea
other while performing. It can also be observed 8{41.5%) of the teachers and 13 (25%) of theesitsl
indicated that teachers didn’t make all studéatsiork together and help each other while perfagni

assignment.

In Item 3, 22(42.3%) of students and 12 (46.1%}eaichers responded that teachers sometimes selected
learning tasks that children with Learning Diffitak/Disabilities can do. On the other hand, 6(%).5f

the students and 5(19.2%) of the teachers hadlézethat teachers always select learning taskshiidten

with Learning Difficulties/Disabilities can do. litem 4, 26(50%) of students and 12 (46.1%) of teexh
responded that teachers presented tasks in bitgimadndividual attention to children who needhdh

spite of this, 7(13.5%) of the students and 3(1).6%4he teachers always presented tasks in bdsgare

individual attention to children who need help.

Table 35. Responses on teachers’ frequency of angement of the classroom

Students Teachers
ltems With Learn.Diffic./Disab. Without Learn. Diffic./D isab.
N S (0] A
N S (0] A N S (0] A
How often do you N 4 2 10 6 2 3 16 9 4 4 12 6

arrange your class roo
to be spacious an
comfortable to children %
with Learning 18.2 9.1 | 45.4| 273 6.7 10 53.B 3( 15.4 154 14p.23.1

Difficulties/Disabilities
?

=

o

Key: N-Notat Al S- Sometimes  O- Often A- Always

Table 35 indicates 26(50%) of students and 12 4% df teachers responded that teachers often adang
their class room to be spacious and comfortabldesiis with Learning Difficulties/Disabilities. Onet
other hand, teachers 6(23.1%), students withoutnluieg Difficulties/Disabilities 9(30%) and studemsth
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Learning Difficulties/Disabilities 6(27.3%) respadithat teachers always arranged their class rooins

spacious and comfortable for students with LearBifficulties/Disabilities.

Table 36. Responses on the frequency of distributicof questions and coverage of sections

Students Teachers
Items With Learn.Diffic./Disab. Without Learn. Diffic./D isab.
N S 0] A
N S O A N S O A
How often do you
ensure that questiorjs - 11 4 7 3 15 7 5 1 12 8 5
are fairly and evenly N
distributed &
constantly monitor td
allow all children to - | 50 | 182] 318 10| 50| 233 167 3.8 461 308 19.2
have equal
opportunity? %
How often do you N 2 | 11| 6 3 3 14 8 5 1 12 7 6
proceed to a new
section or unit whe
all  children have 50 13.6
understood and can 9.1 27.3 10 | 467 | 26.7| 167 3.8/ 461 268 231
perform what they
have learned? %

Key: N-Notat Al S- Sometimes  O- Often A- Always

Item 1 of table 36 indicates 26 (50%) of studeawtsl 12(46.1%) of teachers viewed that teachers
sometimes ensured that questions are fairly amshlgwlistributed & constantly monitor to allow all
children to have equal opportunity questions ardyfand evenly distributed among all children. The
opinion that teachers ensured questions werly &id evenly distributed & constantly monitoredatow

all children to have equal opportunity was recorteti2(%) of the students and 5(19.2%)of thehess.

In item 2, 12(46.1%) of teachers and 25 (48.1%gtoflents replied that teachers sometimes procdeded
new section or unit when all children have underdtand can perform what they have learned. However,
6(23.1%) of the teachers and 8(15.4%) of the stisdewlicated that teachers always proceeded tora ne

section or unit when all children have understood @an perform what they have learned.
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4.1.5 Findings on the Interview with Key Informants/Education Professionals/

Four cluster supervisors and four school princiglschool level, three Special Needs Educatioalfoc
persons and three education office heads at wdexdhand one zonal education Special Needs Edurcati

expert and zonal education department head weadview in the interview for the study.

Key informants service on the current position f@asd out that 2 (12.5%) of them were posted foreno
than 10 years, 5 (31.2%) of the respondents fdd §ehbrs and the remaining 9(56.25) for less thyeass.

The practice in teaching children with Learning fRiflties/Disabilities was that they attend thess$on
being separated in special unit classes in prirfiesly cycle (1-4) grades. In primary second cyctadgs
students with Learning Difficulties/Disabilities vee integrated with mainstream students. When the
meaning and practice of Inclusive Education wasddo the interviewees, they perceived as ‘teaching
students with Special Needs together with mainstrstudents’. Accommodations were not set and Specia
Needs trained teachers manage in lower gradesngestudents with Learning Difficulties/Disabiligen

special units.

The respondents explained that the collaboratiomaihstream teachers and Special Needs Educatisn wa
important to help students with Learning DifficeliiDisabilities. Special Needs Education teachelg h
teachers and students in integrated classes coratenamong themselves. But only few trainings on
Special Needs Education were set in the schoatlip inainstream teachers manage professionally rstside

with Learning Difficulties/Disabilities.

The schools tried to select better classes forestisdwith Learning Difficulties/Disabilities espeally for

first cycle special units. Even so, except selectd site of the class almost nothing special wasedto
make the school conducive to students with Learbiffifjculties/Disabilities. The toilets were resttive to
students with Learning Difficulties/Disabilities éithey couldn’t entertain reference materials brdries.
In fact, there were no reference materials foraligumpaired students in Braille; it was set foaimstream
students. There were few water points for so mamyesnts and the service is given only at break dirtbe
school day. This created chaos and shoving in wétictients with Learning Difficulties/Disabilitiesddnot

get water easily if they wanted to drink or wash.

As observed in all the target schools there were resource rooms for children with Learning
Difficulties/Disabilities. Even the special unitams were their class rooms where few sign language

drawings were posted on the wall for hearing imgzhipupils. There were no text books in Braille,iaud
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and video recordings of lessons, long cane, orelapgyints, etc. according to their Learning

Difficulties/Disabilities.

The respondents agreed that the policies and gieatelaid for children with Learning
Difficulties/Disabilities in the school could noelexpressed as successful. But some adjustmentsefmd
were given to the students. Since the accommodatbrthe school were poor and materials not fefill
and at the same time, knowledge on Inclusive Edutaand how to manage students with Learning

Difficulties/Disabilities was not satisfactory.

It was described by the respondents that, comiteg rop out and repetition of students with Leagni
Difficulties/Disabilities is relatively low once dy were registered to attend school. This was Isecatithe
willingness and commitment of the students withrbeay Difficulties/Disabilities. They consideredtie
only way to challenge the world and sustain thewesel But the number of new students with Learning
Difficulties/Disabilities who were registered evemear was very limited than expected from the
community. Still there are challenges from the camity to face before they brought them to the sthoo

willingly.

According to education professionals and schoohgypals, the challenges to students with Learning
Difficulties/Disabilities were not properly addresk This is because various inputs/resources wrnited
and absent, lack of training and knowledge to marthgm, distance of the school from their home for
those physically challenged children, lack of famalose follow up of their children, economicaltataof

their family, etc. were described.

The community/parents interaction with the schoaswveak. They come to school to attend school
ceremonies or few times when they were called abmit children. They didn’t closely follow up thei
children behavior, result or challenges in the stlmo communications. But in general when parergsew
called upon school, they contributed money for ¢hpsor children with Learning Difficulties/Disaltigs to

retain them at school throughout the year.

The key informants disclosed that there has beeplatoand strategy devised to break the communpitati
barriers and improve interactions of pupils withatmng Difficulties/Disabilities and the school
community. They also described that there had besractivity or awareness building in the school
community about the treatment, support needed aaoliowf up of students with Learning

Difficulties/Disabilities.
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4.1.6 Findings from the Discussions with Parent Teacher Association

Members
The response from PTA members for the meaning disive Education is that “teaching students with
Learning Difficulties/Disabilities together with wgtents without Learning Difficulties/DisabilitiesThey
explained that no training or awareness sessiome wesigned to accommodate children with Learning
Difficulties/Disabilities. Considering the roles BTA members on the education of children with beay
Difficulties/Disabilities, they expressed that hakie responsibility to bring the students to scHomh their
home, and within the school their discipline shwllooked out. They expressed that they visitedstheol

sometimes, to look at schools educational planemghtation.

When PTA members were asked about mistreatmertudésts with Learning Difficulties/Disabilities by
students without Learning Difficulties/Disabilitieesponded that though some students may refragitaio
and interact with children with Learning Difficuds/Disabilities there is not significant segregattitude
among themselves. But the environmental conducsghmits the activity of the school in out of tblass

room for students with Learning Difficulties/Disébes to play and interact between them.

For the question pertaining to educational perfareeaof children with Learning Difficulties/Disaliks,
PTA members had the opinion that students with riegr Difficulties/Disabilities could compete with
students without Learning Difficulties/Disabilitieghen they special help and support is given tanthe

They are dependent on the support given by sclayohwinity.

When PTA members were asked about the communicatnuh interaction of students with Learning
Difficulties/Disabilities with the school societysgecially with mainstream students and teacheesy th
opinion was that they communicate mostly among Hedwes. They are more disciplined than students
without Learning Difficulties/Disabilities; theiraenmunication with the school community is smootht B
to involve in every activities of the school, plroai boundaries and conduciveness of the schoaiatsst
them from enjoying with students without Learningfibulties/Disabilities.

When the issue of challenges of children with LeayrDifficulties/Disabilities was raised to the PTA
members, they depicted that low willingness of sgmaeents to bring them to school, distance from the
school, absence of leader/help/ for those visuailyaired, reader for hearing impaired, lack of sufipe
inputs in the school, low economic status of pare¢atfulfill the necessary equipments for school atere

some of the problems that they face.
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PTA members further indicated about the questi@msaming their interaction and suggestions onusigie
Education improvement that the students with Legyrifficulties/Disabilities shall be supported Hye
government in well equipped and constructed bogrdamools, monthly payment is very small to sunase
their economical status is very low. Besides, anese on students with Learning Difficulties/Dis#las

education for the community and committee shalyjiven.

4.1.7 Findings on the Observation Guide on Target Schosl

4.1.7.1 Facilities and Instructional Materials

The researcher observed all the target schoolsttbrgt hand information guided by observationakhkst.
In two of the schools few Braille and stiles weneego some of the students who were practicingnduihe
study. Sign language drawings were posted on thleofvapecial unit classes in first cycle primamghsol
grades. The selection of classes conducive to tttotdren with Learning Difficulties/Disabilities & good

considering their situations.

Besides the efforts of Special Needs Educationhtgacto help their students, even the least minimum
requirements for help to students with LearningdfiBulties/Disabilities were not fulfilled eg. Refaice
materials in Braille, shortage of Braille and stileng cane for visually impaired, audio and videssons,

special trainings for teachers to manage Speciatblehildren etc. were not present.

Especially in second cycle primary education, wretglents with Learning Difficulties/Disabilitiesdrn
together with students without Learning DifficuliBisabilities, almost no accommodations were ntade
make the school environment conducive for studeitis Learning Difficulties/Disabilities. The teaafse
didn’t take special training or education on Splelieeds except some of them took one course dtiniig
pre-service training. Some of the teacher askegl fnein those Special Needs teachers in lower gréates

communication with students with Learning Diffidakt/Disabilities.

41.7.2 Observation Check list

The woredas yearly plan and schools improvement gdiescribed that special help would be given to
Special Needs children. But the plan didn’t haviaited activities or what should be done to atthm help
that students with Learning Difficulties/Disabiéit need. Nor the plan was supported by appropiatget

to implement the outlined help indicated.

When children with Learning Difficulties/Disabils were observed in their class rooms and in theosc

compound, they were not freely mixing up with studewithout Learning Difficulties/Disabilities, tar
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cling around themselves. But they communicate gfitilents without Learning Difficulties/Disabilitiesd
their teachers without constraint. Children withatm@ng Difficulties/Disabilities were not actively

participating in outdoor activities as in theirgdaaooms as the environment was restrictive to them

The accommodation of the schools to students wigarhing Difficulties/Disabilities was poor and
individualized plan or progress of every studenthwipecial Needs were not recorded. No researahes o
case studies presented to the researcher thathbeldried to alleviate the learning needs of artaih with
Learning Difficulties/Disabilities. Instructionadgustments, assessment records and achievementvitiee

not well documented in the schools.

4.2 DISCUSSIONS

The main aim of the study was to investigate thewkadge, attitude and practice of the school conityiun
about Inclusive Education in North Wollo rural sol& An overview of the challenges encountered and
possible instructional strategies are also diseubssed on the findings of the study. The respookése
participants are grouped in to categories. In plaig of the study, the research findings are dssdisand

narrated in regard of the literature reviewed earli

4.2.1 General Information

In North Wollo Zone schools Special Needs Educadibfirst cycle (Grades 1-4) primary schools wasgi
in Special Units separated from children withouaitreng Difficulties/Disabilities. Whereas, childrevith
Learning Difficulties/Disabilities learned beingtégrated in mainstream classrooms in second cycle

(Grades 5-8) primary education.

In three of the targeted schools, students withriiiag Difficulties/Disabilities were enrolled withib any
pre-school education. But in one of the schools (M primary school) children with Learning

Difficulties/Disabilities were mentored for one y€&®’ grade) before starting grade one education.

In the current study, the nature of disability aséstudents was multi-categorical but with higbidence
of disability types included: hearing impaired 48@P%0), visually impaired 27(30.7%), students witantal
disorder 6(6.8%), and with multiple disorders 13.G26).

From grade 1-4 there were 9 or 17.3% pupils withrheng Difficulties/Disabilities included in theusty
even though they were learning in Special Units regafed from students without Learning

Difficulties/Disabilities to get more informatiorbaut their knowledge and practice of Inclusive Eatiom.
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Whereas, for children without Learning Difficulti€ssabilities, only those students from grade 48 6r

82.7%), were selected since Inclusive Educationexascised in those grades.

Out of the selected students, 26(50%) were girleoAg the selected children, 11(21.1%) were students
with Learning Difficulties/Disabilities. Children ithh Learning Difficulties/Disabilities 22(42.3%) ithe
selected school were included for questionnaire, mbst 30(57.7%) were children without Learning
Difficulties/Disabilities.

The FGD members and key informants revealed tha& mumber of students with Learning
Difficulties/Disabilities were very low than expedt to attend education in their rural neighborhdsill
there were children with Learning Difficulties/Dishties in the community who didn’'t get educatibna
opportunity. Even from those children with LearniBgficulties/Disabilities who got the opportunityf
education, their number was higher at the stathefprimary second cycle and became descendinigeas t
grade level increased (in Table 5). The childrethwiearning Difficulties/Disabilities at grade 5 we
10(45.4%) but in grade 8 they became 3(13.6%).

The pupils with Learning Difficulties/Disabilitieage reflected that there were large differences ftioe
average years in primary school ages (Table 6)ofia, the standard school age of children fraadg
1-8 is 7-14 years. Pupils with Learning DifficekiDisabilities had relatively higher average agprimary
schools than pupils without Learning DifficultiesgBbilities. This indicated that they began schesrly
late than pupils without Learning Difficulties/Diséities. The number of pupils with Learning
Difficulties/Disabilities also steadily decreaselbray grades from first cycle to second cycle primar

schooling (Table 5). The low retention rate indéchthat they dropped out due to various challenges.

Furthermore, the class size of students with LegrmDifficulties/Disabilities contained fifty to six
students without any special consideration to mizxénthe number of students in inclusive settingse T
large class room setting hence created challengitugtion for the teachers to help and give special
attention to students with Learning Difficultiesabilities.

Most of the teachers were young adults (19 or 73.Wthin age range <34.The number of teacher
participants decreased as the age range incre@abte (7). They lack both the experience and skiliréat

students with Learning Difficulties/Disabilities inclusive classrooms.

Most of the teachers in both Special Needs and streim settings had small experience of teaching in

general and accommodating students with LearnitigcDities/Disabilities in particular (Table 9). Mo of
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the teachers under study were young and had fexiceegyears in teaching. In most rural schools, ees

have low teaching experience and were youngerertlzn in urban schools.

The number of educational professionals was depegratethe number of woredas. Because of this reason
there were three woreda education office headsgetlroreda education office Special Needs Education
focal persons, one zonal education department bhaddone zonal Special Needs Education expert. The
total was 16, all males (Table 10).

The education professionals and office heads ager&atively higher than teacher respondents (Tab)e
The median age laid in the age interval of 35-38ryevith 10(62.5%) respondents. They had also more
teaching and career experience with 7(43.7%) >2&syand 50% in 11-20 years total service. The
educational status of key informants/interviewees \watter than teacher respondents in which 11(68.7%
were degree holders and two zone respondents veisitens degree. There was high gender disparitgyn k
informants as there were no females assigned itatget positions.

If we consider courses on Special Needs Educatiolly, those education professionals, principalsfoc®
heads with service years less than 10 years tawkcdiirse. Hence, most of them didn’t take pre-servi
training course on Special Needs Education. Begmlesservice training, none of them took in-service
training on Special Needs Education. At the sameetinone of the principals, supervisors, education
professionals or office heads had teaching expegiei students with Learning Difficulties/Disaliiis.
This affected the effectiveness of supervision augport from woreda education professionals and
ultimately the program negatively.

PTA members were 13 in number in the four schodigclvwas considered that above 60% of the PTA
members involved in the discussion. According tad 1, PTA members 6(46.1%) were in the age iaterv
of 35-39, still significant number of the member8&5%) were aged >40.The age interval of PTA
members was greater than those in education profiegs, office heads and teachers. The educational
statuses of parent members of PTA had only elemeatad secondary education. Parent members of the
committee had lower educational status than teaahanter parts. Even though their educational statas

not beyond secondary education, their age matardge them contribute much in handling students with
Learning Difficulties/Disabilities.
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4.2.2 Knowledge about Inclusive Education

4.2.2.1. Teachers Training on Special Needdtation

Mainstream and Special Needs Education teacherstoeee prepared to meet the needs of students with
disabilities in general education settings. Teaduercation programs must prepare teachers to loessfal

in Inclusive Educational environments in which gt with or without disabilities have a mutualbiwed
presence (Mattson & McGregor, 1997; Ryndak & Kenn@900; and Villa et al., 1996).

Simui (2009) propounds that teacher education shbel at the ‘centre’ of Inclusive Education reform,
hence the need to see pre-service teacher educadica beginning in the long journey of Inclusive
Education. He further argues that preparing teactwerinclusive Education should include strategiesed

at transforming teachers’ practices, which aredprgnfluenced by their attitudes, beliefs and eslyas
cited in cited in Regis Chireshe, 2011).

In addition, Avrmidis (2005) calls for making irati teacher training courses more relevant to Imotus
Education while Loreman et al. (2007) advocatether inclusion of practical experiences withinclesiv
Education by teacher training colleges. This is tiikely to result in teachers’ colleges producigll
qualified teachers for the Inclusive Education nmoeat.

However, in the present study, three forth of teechers took one course while they were takingspreice
college training on Special Needs Education. Thesswas general introductory lesson to handlei&pec
Needs children. At the same time, 8(30.8%) of grechers didn’t take any course or training on $peci
Needs Education but they were teaching students ketirning Difficulties/Disabilities (Table 12). h
made the teachers not to handle students with lrepiifficulties/Disabilities in the way they shaube
treated.

From the mainstream teachers who also managed nssudeith Learning Difficulties/Disabilities,
12(66.7%) of them took Special Needs Educationsmonly in pre-service training, and 6(33.3%) &fnth
didn’t have any training on Special Needs Educatwbatsoever (Table 12). Thus, 8(30.8%) of the teech
had neither the qualification nor the training tarmage students with Learning Difficulties/Disalelt in
Inclusive class rooms or special units. This hamligde the teachers competent to teach students with
Learning Difficulties/Disabilities.

Effective implementation of Inclusive Education, @esearches indicate, needs proper supports. These

supports include appropriate resources, properapagipn at the pre-service or in-service level,hhig
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expectations for students with disabilities, apilib work with / direct support staff, a positivitide
towards inclusion, and time for collaborative teagn(Daane et al., 2001; Salisbury & McGregor, 2002;
Werts et al., 1996; and Wolery et al., 1995 asddateHeather Christine Young, 2004). However, mahy
the teachers working with students with Learnin{fi€ilties/Disabilities in inclusive environmentsh not

received the proper preparation at the pre-seteics.

Five of the teachers (83.3%) who taught childreith Learning Difficulties/Disabilities in speciainits
were trained in Special Needs Education at diplteval; 1 (16.7%) of the teacher didn’t have quedifion
to teach students with Learning Difficulties/Didélgs (Table 8).

The results of this study indicated that generalcation and special education teachers need todpaned

to meet the needs of students with disabilitiegeneral education settings. Similar findings weése aoted
that teacher education programs must prepare teadiee be successful in Inclusive Educational
environments in which students with or without diiies have a mutually valued presence (Mattson &
McGregor, 1997; Ryndak & Kennedy, 2000; and Villaak, 1996).In this connection, Ferguson, 20080 al
noted that teachers for all ages (elementary thr@egondary) need additional information on howadapt

curriculum and instruction to meet the educatiormds of these students.

Starting from grade 5, pupils with Learning Diffltas/Disabilities were taught by regular teacherth
diploma educational status (24 or 92.3%) and 2(J Gé#ificate holders with no special training tgpport
the specific barriers of the students (Table 8)thwespect to respondents’ level of education, atnadi
teacher respondents 24(92.3%) in their respecéttengs met the qualification required by the Minjisof
Education except certificate teachers 2(7.7%). @hesre small number of educators who had gone gfirou
Inclusive Education training to deal with specifisability types. Teachers and education profesdson
didn't have the proper training to treat studentghwLearning Difficulties/Disabilities and adjust
accommodations of the school so that they couldnlea the least restrictive environment. Teachers,
education professionals and office heads didn'tehanough preparation and training for Inclusive

Education. This had a negative influence on thggaum implementation.

A related argument was put forward by Mpofu (20@8@p asserted that everyone from school personnel to
parents and local communities need preparationtiing for Inclusive Education to succeed in sub-
Saharan Africa. In a similar vein, Mutepfa et 2DQ7 (cited in Regis Chireshe, 2011) state thaamet on
Zimbabwean teachers’ attitudes towards students digabilities point to a need for boosting of tearc

training in Inclusive Education practices.
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4.2.2.2. Knowledge of teachers astlidents on Inclusive Education

The support of teachers to students with Learniii§cDIties/Disabilities plays significant role ithe
improvement of their academic performance. Whentehehers know their roles and responsibilitiesirth
help in teaching and accommodation is significaeachers 22(84.6%) and students 43(82.7%) confirmed
that teachers knew their responsibilities to héliplents with Learning Difficulties/Disabilities. Qhe same
issue, 4(15.4 %) of the students and 9(17.3 %hefteachers responded that teachers didn’'t know the
roles and responsibilities (Table 14).

The researcher found out that regular class teadhed problems in adopting their teaching methods t
cater for the inclusive class because they werdraoted to handle SNE children. There are alsadlaim
findings in South Africa as Pottas (2005) who répdrthat teachers lack adequate knowledge, skills a
training for effective implementation of Inclusitgucation.

Results of the study, in table 15, also indicated #0(76.9%) of students and 18(69.2%) teachelisated
responsibility of assisting and protection of cheld with Learning Difficulties/Disabilities was tine
responsibility. However, 12(23.1%) of students &(®D.8%) of the teachers considered protectingestisd
with Learning Difficulties/Disabilities from dangefalling etc were not their responsibility. A sifjcant
number of teachers didn't consider protecting sttslavith Learning Difficulties/Disabilities as thei
responsibility. Regarding this idea, Smith and M€r995), have shown that when teachers are nioetta

in techniques for including children with disabjliind do not share responsibilities with othersytwould

not have change of attitudes. In other words whianning and training have not taken place, teachers
develop negative attitudes towards inclusion wincturn affects their roles.

Information from key informants, PTA members, astddents also verified that they didn’'t have any
special training on the roles and responsibilite$reat students with Learning Difficulties/Diskiiies so
that students could achieve better performancee ap the various barriers of disabilities.

In table 16, 39(75%) of the students and 18(69.2%dhe teachers described that rural children less |
opportunity for Inclusive Education than urban dhenh. Thus, the numbers of students with Learning
Difficulties/Disabilities in rural areas were fewdran in urban areas. There were still rural ckidwith

Learning Difficulties/Disabilities who couldn’t emy their right of education.
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4.2 3Attitudes on Inclusive Education

4.2.3.1 Attitudes of Teachers and students on thperception of Inclusive Education

The respondents opinion on the attitudes of teaaerthe perceptions of IE was generally encougagh
least in theoretical level (Table 17). But, stilsignificant amount of both students and teachehs'tthave

the correct perception or attitude towards IE. Adomly, in Item 1, 22(84.6%) teachers and 30(5%.8%
students considered students with Learning DiffieslDisabilities benefited from the Inclusive prag in
mainstream class rooms. However, 8(15.4%) of theesits and 1(3.8%) of teachers disagreed on the
notion that their education with mainstream stusleist beneficial. whereas 14(26.9%) students and
3(11.5%) of the teachers were uncertain. Thus, atiéudes on the benefits of IE were found to be

encouraging in the school community.

Research has indicated that academic improvemdnstudents with Learning Difficulties/Disabilities
increases when they attend their education in #méuschools. . In item 2, the perception of 16§68d).
teachers and 31(59.6%) students agreed that studatht Learning Difficulties/Disabilities learningith
mainstream students were academically better lnsne class rooms. However, 15(28.8%) teachetheof
target groups and 9(34.6%) of the teachers werertain of the benefits of IE in the academic perfance
of students with Learning Difficulties/Disabilitie$he awareness of teachers and students abousivel

Education and its benefits were not well grasped.

In Item 3, both the teachers and students had nexed) the rights of children with Learning
Difficulties/Disabilities to be treated as studewithout Learning Difficulties/Disabilities. Eveimaough the

school environment setting and accommodations wetréulfilled they could have exercised their right

The effect of placement of students with Learniniffi€ulties/Disabilities in mainstream classroomasv
indicated in item 4. Majority of students withoutdrning Difficulties/Disabilities reacted that péacent of
students with Learning Difficulties/Disabilities amg them hadn’'t negative attitude to their academic
achievement. Teachers and students disagreed #ae titht the placement of students with Learning
Difficulties/Disabilities within the same classroonith students without Learning Difficulties/Diséibes
negatively affected the academic performance adestts with Learning Difficulties/Disabilities. Bustill
17(32.7%) of the students and 10(38.4%) of theheacdidn’t disagree on the issue of placement of
students with Learning Difficulties/Disabilities amg students without Learning Difficulties/Disabés,
negatively influenced the academic achievementuafents without Learning Difficulties/DisabilitieBoth
teachers and students didn’t have clear perceptiorke attitudes of students’ placement.
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4.2.3.2 Attitudes of teachers dustudents on the collaboration of teachers for Idasive
Education

The collaboration between the mainstream and tleei8pNeeds teachers is a critical factor in deieing

the successful implementation of Inclusive progr&tasearchers have determined collaboration between
educators to be a necessary support for successfusion (Downing & Peckham-Hardin, 2007; Lohrmann
& Bambara, 2006). Zalizan (2000) also suggested ithaorder to ensure the success of an inclusive
program, a collaboration or co-operation form omdebdetween the particular teachers should be intexti
within the programme as soon as possible. In theeot study, the collaboration among teachers in
mainstream teachers and Special Needs Educatiohnetesawas understood both by teachers and stuaents
indicated intable 18.

Pertaining to the collaboration of Special Needshers with mainstream teachers, teacher and studen
respondents had similar stand on the matter. Tea@0€76.9%), and 46(88.5%) of the students agitestd

collaboration of mainstream and Special Needs trachas essential for IE implementation.

The research study indicates that 27(51.9%) ofstbdents and 19(73.1%) of the teachers disagrexd th
ineffective implementation of IE was due to objen8 of mainstream teachers. However, according to
3(11.5%) teacher respondents and 7(13.5 %) studgnéed that ineffective implementation of IE wae d

to objections of mainstream teachers.

Besides, Teacher respondents 18 (69.2%) and studérfb0%) expressed that Special Needs teachees we
responsible for only children with Learning Diffities/Disabilities. This implies that the attitudesthe
respondents had not been improved to be respon&ibén though the respondents replied the impogtanc
of collaboration among mainstream and Special Needigcation teachers, they didn’t recognize the
responsibility of Special Needs teachers was fdh lstudents with Learning Difficulties/Disabilitieend

students without Learning Difficulties/Disabilities

In this conjunction, researchers has documentedthieasuccess of the inclusive program depends gmon
others, on the attitudes of the classroom teactoevards the children with Special Needs (Anotonak &
Larrivee, 1995 & Wilczenski, 1992 in Zalizan, 2000)
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4.2.3.3 Attitudes of teacheasd students on the strateqy for Inclusive Educabin

Implementation of IE is effective when studentshwlitearning Difficulties/Disabilities and their tdears
interact successfully. But there are barriers thater their communication. Table 19, indicatedt tiie
interaction of students with Learning Difficulti€8sabilities was not a success. The data implied th
31(63.4%) of students with and 12(46.1%) of the@chers verified that the communication of studetitts

Learning Difficulties/Disabilities was not succadsh the school.

The major perceived factors rated more often by shelents with Learning Difficulties/Disabilities
(specially hearing-impaired students) to disfavaegration/inclusion were: communication problenthwi
regular teachers and students, fear of coping ufh wiearing students in academic activities,
mistreatment/teasing by the regular class studants the perceived negative attitude of regularsclas

teachers in accepting the hearing impaired stud&wbresillassie, A., 2000).

The social interaction of students with Learnindfibulties/Disabilities with the school communitglps to
solve the barriers of communication among thems Tiniturn helps to improve the academic achievesnent
of students. But the evidence from the currentysindicated that the extent of social interactidrstoidents
with Learning Difficulties/Disabilities was mediurfor 24(46.1%) of students and 15(57.7%) of the
teachers. The social interaction of students witarhing Difficulties/Disabilities seems was moreclass

room but they depended among themselves outsidgabe room.

Carpenter et al (2001) stated that the educatiahitddren with Special Needs cannot be achievetouit
active participation of parents as a wide rangearhimunity services. The school community could play

significant role in the learning of students spkgiehildren with Special Needs.

Similarly, Thomas & Feilder (cited in Tirussew, B99ndicated that what will count for much more and
what will have a direct impact on children's leamis what parents do. In a country like Ethiopihere
the magnitude of the problem is broad and the nurmbtained personnel in the field of special emtian
is negligible the involvement of parents in the eaion of children with disabilities in of utmost

importance (Tirussew, 1999).

Table 20 indicated that necessity of involvement parents of students with Learning
Difficulties/Disabilities in their education wasragd upon by the respondents in general. At thes gane,
frequent monitoring and close follow up of studewith Learning Difficulties/Disabilities by the sobl

community was considered to be beneficial to IEerEthough parents and the school community didn’t
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support the students closely and follow up freglyetheir response to the question had been agrpesh
by students and teachers. The parents of studetitd @arning Difficulties/Disabilities and PTA memis

visited the school only few times.

Resource materials are essential for children wiarning Difficulties/Disabilities to help them cepvith
learning situation of the school. Hence, the presesf some resource materials for Special Needdrehi
determines their learning capacity. However, it wigsrly demonstrated in this research that thexe mo
distinction between resource room and general ¢idmcalassroom. The general education teachers were
not aware of the importance of resource rooms.

Even so, the current study revealed that let ateseurce rooms, there were no adequate accommodatio
materials for students with Learning Difficulties#@bilities in all of the target schools in whichet
research was conducted. Their class rooms werestadjufor lesson with some models of teaching
especially in Debre zebit school. In most of theosds, even in their class rooms only sign language
drawings were posted on the wall. But in Debre zdarge prints of alphabets, word games, and other
models for visually impaired and mentally disordeséudents were presented.

Learners are expected to be punctual to class elgrySpecial Needs children require special sugpmn
their teachers, school community, the society,raodtly from their parents. Social and physical ieasr

affect the learning situation of children with Leenrg Difficulties/Disabilities.

In table 20, educational wastage (late coming, rateseand drop out) of students with Learning
Difficulties/Disabilities was discussed. Thus, 2.%) of students and 10(38.5%) teachers agre¢dbtiea
coming of students with Learning Difficulties/Dightiles were tolerated. Teachers 6(23.1%) and sttgle
9(17.3%) disagreed on the tolerance of studenth Wwaarning Difficulties/Disabilities coming late to
school. This indicated there is negative attitudspldy in tolerating students with Learning
Difficulties/Disabilities.

Unlike the case of tolerance, the cause of edutdtiowastage in students with Learning
Difficulties/Disabilities was agreed by respondentgh a higher magnitude. As table 23 indicates,
31(59.6%) of students and 18 (69.2%) of the teachgreed that physical, social and educationaldvarr
made drop out and repetition rate of students wid#arning Difficulties/Disabilities. Keeping the
classroom’s physical environment comfortable ip8al for Inclusive Education, for, it promotedesand
healthy relationships between and among teacher€lfdren and reduces the problems of stigmatmati

and discrimination in the classroom (cited in Gyimta ,Kofi, 2011). The absence of comfort compels a
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child to lose interest and drop out of school. pPresence of comfort, on the other hand, makessisipte
for a child to participate actively in teaching alehrning activities to achieve academic excellence
(Ainscow, 2004).

4.2 4Practices of Inclusive Education

4.2.4.1 Suitability of the curriculum forinclusive Education and its application

According to Antia and Stinson (1999), if the classn teacher does not take proper actions, such as
structuring class discussion to encourage partiopathen the experiences of the students withriiag
Difficulties/Disabilities (hearing impaired studshtare doubtful to be successful. In similar thdudghe
teacher should facilitate to meet the individuali@ational needs to increase the participation wdestts

with disabilities (Cawthon, 2001).

According to the patrticipation of students with tr@ag Difficulties/Disabilities in mainstream classom
teaching 28(53.8%) of the students and 13(50%heftéachers respondents reacted that their actinsy
recorded as medium. This record was observed alwitdsbut any accommodations or setting adjustments
in the class rooms as they were set for studerttsouti Learning Difficulties/Disabilities. The studyso
identified the regular teachers were teaching éiticlusive classroom setting without special iregnand

knowledge (e.g. Sign language for hearing impaired

Extra-curricular activities are activities perfordnby the student outside normal curriculum of theosl
including clubs and groups to get support from p#tedents. These clubs and groups help to meaests
who are different with each other to bring togetéued to develop social interaction and participaamong
students ( Habte, N.B, 2008).

Extra-curricular activities for all children aresesitial factor not only for encouraging inclusiartside the
classroom among students but also for develop #i®us types of the potentials and talents of both
children with and without disabilities (Dereje, B)0 Extracurricular activities provide most imparta
opportunity by which students can get a sense lohigeng to the school community and advantageous fo
students to learn about each other and to sharxierpes (Antia et.al, 2002).

Teachers (14 or 53.8%) and students (26 or 50%yoreents of the study described that students with
Learning Difficulties/Disabilities involvement iroecurricular activities of their school (Table 24as low.

In similar study, Habte, N.B, 2008, indicated tlsttidents with Learning Difficulties/Disabilities dii’t
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sufficiently participate in co-curricular activisenot because they didn’'t have the interest ortyabather
lack of attention from the school society.

Monitoring and evaluation of the school is the giilfor the implementation of school plan. Inclusive
Education strategies and application can also feetefe while monitoring the plan under executidime
support of the zone, woreda and cluster educatifiegsionals could exchange experience and train
students and teachers in the implementation of HBwever, 10(45.5%) of students with Learning
Difficulties/Disabilities, 12(40%) of students witht Learning Difficulties/Disabilities and teachers

11(42.3%) considered the support of woreda and edneation professionals was low (Table 25).

Supporting this issue, Habte, N.B, 2008 descriledauthorized bodies that are responsible for stsde
with disabilities do not have sufficient backgrouktbwledge in Special Needs Education and theyado n
have the initiative to give special support forghetudents, from the school level up to the lef@oreda

educational office.

Special Needs Education in Ethiopia has been imphed with designed strategies and action plans.
Inclusive Education has been a recent phenomendrthb government has ratified various internationa
conventions and agreements on Special Needs. Tpactnof Inclusive Education on the children with

Learning Difficulties/Disabilities is expected taig life skills and develop self confidence andependent

life style leading their life by themselves. Buhen we consider on the implementation of Inclusive

Education at school level with respect to the sgatdesigned, it has its own limitations.

Table 26 indicates that the extent of strategiegldped at school level to achieve independentlaapand
able citizens with Learning Difficulties/Disabis was low. Students 31(59.6%) and 10 (38.5%) of
teachers indicated that the extent of strategieeldped to attain capable and independent studeittts

Learning Difficulties/Disabilities was very low.

In the early times, there was deep rooted stigndanagative attitude on children with disabiliti#rough

the advancement of technology, living standard owpment, international and national commitments on
human rights and increased access to educatiodrehilvith Learning Difficulties/Disabilities areetuted
properly and given support to overcome their diffies. The growing in public awareness, the actnesnt

in the technological advancement and the improegalation in some countries have opened the way f
better provision of education to children with digiéies (Moores, 1996; as cited in Abebe, 2001).

However, the main challenge with integration/ingasis that mainstreaming has not been accompdnyied

changes in the organization of the ordinary schislcurriculum and teaching and learning strategie
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(UNESCO, 2005; as cited by Tilahun, 2007). Thiklat organization change has proved to be oneef th
major barriers to implementation of inclusive pm& However, the barriers are so complex and our
situation so delicate that some of the attitudidéferences persist till today. Teacher respondents
15(57.7%) and students 24(46.1%) considered tleainftuence of disability on academic performanasw
medium. On the other hand, students with Learnimf§jcDIties/Disabilities 5(22.7%), students without
Learning Difficulties/Disabilities 11(36.7%) andathers 7(26.7%) considered that the influence of
disability on academic achievement of students lgls. This implies that there is still lack of knieage,
awareness and accommodations in the school whiclpposts children with Learning

Difficulties/Disabilities.

4.2.4.2Accessibility of Inputs and Accommodations

It has been argued that for Inclusive Educatiobgaeneaningful, schools must recognize and respmtiuet
diverse needs of their students, accommodating Oiftérent styles and rates of learning and engurin
quality education to all through appropriate cuwid; organizational arrangements, teaching strasegi

resource use and partnership with their communtid&¢ESCO, 1994).

Infrastructure is one of the challenges at the steam schools. The physical facilities like ranfips
wheelchairs, appropriate ablution facilities, eveathways, designated parking areas, etc. should be
available (Molope, M., A, 2007)

Students with Learning Difficulties/Disabilitiesiéndly school infrastructure create conducive legayn
system for the students to achieve better acadperiormance. However, the present study verified th
31(59.6%) of students and 15(57.7%) of teachergeeponduciveness of the infrastructure of thehaols
was rated low. During the study, additional obseovaconfirmed that toilets, libraries, play grosndlass

rooms and other rooms were not conducive to stgdeitih Learning Difficulties/Disabilities.

Materials used in accommodations for students wetarning Difficulties/Disabilities are used to reguor
eliminate the effects of their disabilities. Depergdon the nature of disability, different matesisdre
needed to accommodate students with Learning Diffes/Disabilities. The presence and effect ofhsuc
materials used for accommodations were under silidly.results of the study indicated that 31(59.6%0)
students and 16(61.5%) teachers expressed prestémeaterials to accommodate students with Learning
Difficulties/Disabilities during instruction and sesssment (E.g. Braille, Sign Language, large peia), was
low. Except drawings of sign language for hearimgpaired students and some large prints other audio

visual or structures to support Special Needs a#ildvere absent in all the target schools.
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Etenesh (2000) specifically suggests that the tdaklevant facilities and materials is a majorl&rge to
the implementation of effective Inclusive Educatiommany places. It seems to be the case thairipest
teaching materials that could even be producedlyosach as maps, charts and other illustrativaasvare
not available in educational institutions in margh@ol environments. However, inadequate financial
provision remains one to the major obstacle to ithplementation of meaningful programs such as
Inclusive Education in many countries. This idesoakflected by Tirussew (1999) as money is a caimst

to run Inclusive Education programs.

Item 2 of table 29 indicated the presence of refezdbooks and accommodating materials. Thus, 30¥&)7.
of students and 13(50%) of teachers indicated timatinclusiveness of their libraries to studentshwi
Learning Difficulties/Disabilities was low. Durindjrect observation also confirmed that the librsudedn’t
have reference materials in Braille or audio resdai visually impaired, video recording equipmefus
hearing impaired or other such materials were abdergeneral the libraries were designed for stisle
without Learning Difficulties/Disabilities but notset or adjusted for students with Learning
Difficulties/Disabilities.

4.2.4.3 Disparity towardaclusive Education

In the household that children with Learning Ditfittes/Disabilities are living, there are gendelesoset
due to cultural and practices accustomed in theéeocThus, children are raised performing socially
oriented, gender specific roles in the household eommunity in general. In the present study, the
opportunity of Inclusive Education on gender wagdso respondents. The result indicates that ¢19¢%)

of students and 20(76.9%) of teachers describadhibgs with Learning Difficulties/Disabilities hduktter
opportunities to Inclusive Education than girlsiwiitearning Difficulties/Disabilities. (Table 30).

The teacher respondents 4(15.4%) and 8(15.4) %hefstudents also decided that girls with Learning
Difficulties/Disabilities have better opportunity education than their male counterparts. In raedlings
for girls with Learning Difficulties/Disabilitieshiere are challenges of education. Parents ne&daher at
the household due to low economical status, afvaidpe while traveling long distance, absenctawofily

member to accompany her to schools every timeegative attitudes of family towards girls education

The study also indicated that 29(72.5%) of studemd 15(75%) of teachers described that the better
opportunity of boys over girls was due to the belat boys have better academic performance thiés g
In this connection, 4(10%) of students and 1(5%j}eaichers responded that in addition parents censid

education to be males’ duty and they tend to féays education.
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Among the respondents who indicated girls with besag Difficulties/Disabilities had better opportimi
over boys 5(62.5%) of the students and 3(75%) etélachers described the reason being nowadaygyprio

was given to girls.

The present study also covered the effect of disalzigainst sex. Thus, 15(68.2 %) of students with
Learning Difficulties/Disabilities, 23(76.7 %) otuslents without Learning Difficulties/Disabilitieand
18(69.2 %) teachers responded that disability issthia both boys and girls (Table 31).

4.2.4.4 Implementatiad Inclusive Education strateqgies

Parents and teachers need to help young childmmhoacreate a course for self-esteem by focusintheim
strengths, supporting them, and helping them te &dminister of their lives with their own cultuaed
values (Ornstein et.al, 2003).

In the research document the respondents seemrée ag the main issue of planning involvement of
teachers, parents, PTA members and students wiming Difficulties/Disabilities. But the magnitude
varies slightly (Table 32). Thus, 13(50%) teaclespondents and 28(53.8%) student participants idescr

that teachers were always involved in the prepamatnd implementation of the school plans.

The document also revealed that parents of studeiits Learning Difficulties/Disabilities and PTA
members participation in the school improvement plaas only limited. The research findings dictate o
the participation of students with Learning Diffites/Disabilities parents that 27(40.4%) of thadents

and 21 (80.8%) of the teachers were sometimes\vadoin the preparation of school plan. On the same
issue raised, the reactions of students 33(63.5%})24.(80.8%) teachers were PTA members sometimes
involved in the preparation of the school improvemén general, parents visit the school only somes

when they were called up on.

Least representation in the preparation of schogrovement was recorded by students with Learning
Difficulties/Disabilities in which special attentioand proper support was needed. The researcmdndi
states 32(61.5%) of the students and 18(69.2%Netdachers indicated the involvement of studeiitts w
Learning Difficulties/Disabilities in the school provement plans never occurred in the schools. This
implies the lack of attention of the school comntynitowards children with Learning
Difficulties/Disabilities.
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Educational policies and strategies to make Inckugiducation a success were implemented sometimes.
This was confirmed by 23(44.2%) of the student 2B(b0%) teacher respondents. Besides, the researche

also found out it was not practiced sufficientlythg school or community.

Access to the school curriculum is central to exa@md’s learning and development. If Inclusive Edtion
can be achievable, then teachers have to adagratdifférentiate instruction. Through such adaptadi the

child is able to access the school curriculum (DfE®1 cited in Anne K. Arno, 2009).

Individualised education plans are written docurag¢héat indicate a child’s strengths and weakneSdes.
use of individualised education plan (IEP) can emage access (DfES, 2001 cited in Anne K. Arno,92200
cited in Anne K. Arno, 2009). The importance of IE&not be over-emphasised. It sets out both lodg a
short term goals, indicates when service will bartet, defines other services to be given and when
programme will be evaluated (Gyimah E.K, 2011).t&ein-Geller, Alonzo, Braun- Monegan, and Tindal
(2007) reported general education teachers nesthke it a priority to familiarize themselves with EEP

of a student they have in their classroom becalisentore consistency in delivery of accommodations

written in an IEP, the higher chance for a studeictess.

The study from Anne K. Arno, 2009 and Fisher aneyBr(2001) confirm that research on students with
individual educational plans that a student casumessful as long as there is collaboration afettefe
communication between teams such as special ednctachers and general education teachers who

utilize each other’s ideas and both follow accomatimhs and supports indicated in the IEP.

The setting of instructional objectives and prepamaof individualized plan for students with Learg
Difficulties/Disabilities was found out to be preetd sometimes in 31(59.1%) of the students and
19(73.1%) of teachers. (Table 33).In spite of thpartance of the instructional plan, teachers cmrsd it

as additional burden, due to lack of knowledge &anhing. Besides the preparation IEP to help sitgle
with Learning Difficulties/Disabilities cope up thalifficulties in learning was not much appreccteor
exercised in the schools under study. In this comme 32(61.5%) of the students and 15(57.7%) of
teachers described that design of Individualizeducadion plan for children with Learning

Difficulties/Disabilities was conducted sometimes.

Ali M., et al, 2006 indicated that the teachingatgies developed to be answered by the respondents
selected as most frequently used to attain qualfitie (Table 34). But the respondents reacted téethers
carried out the instructional activities with freuecy of ‘'sometimes’. Most of the time, teachersdugerbal

presentation of the lesson instead of preparintalsieéi and accommodating strategy for the studeitts w
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Learning Difficulties/Disabilities. In the first ate, teachers do not know alternative teaching odetb
accommodate students with Learning DifficultiesAbigities and secondly they lack motivation.
Incidentally those strategies teachers reportdaetased less frequently were those that were foundo

ensure inclusivity.

For children with Learning Difficulties/Disabilitee to go along with mainstream students proper
accommodations are necessary in the classroonmgsettid teaching methodology. But in the findings
(Table 34) teachers 12(46.1%) and students 25(48.4%pressed that teachers sometimes selected
instructional materials and vary the pace to makpossible for all children especially studentshwit
Learning Difficulties/Disabilities to learn. Thisreated disfavoring conditions for students with

Difficulties/Disabilities to go along with their pes.

The interaction and communication of students vi#arning Difficulties/Disabilities becomes effeciv
when teachers make students work together help etdr. Interaction of the students with Learning
Difficulties/Disabilities with students without Lez@ng Difficulties/Disabilities creates opportums to
prove themselves to their peers how worthy and ldepthey are. However, 21(40.4%) of students and
19(73.1%) of teachers indicated that teachers sorastmade students work together and help each. othe
This made children with Learning Difficulties/Didhties to depend and work out within themselves,
became shy to interact or communicate with studesittsout Learning Difficulties/Disabilities easilgnd

freely in school classroom or within the school paund or the society.

The selection of tasks in the instruction of th&stn for students with Learning Difficulties/Diskiti@s by
teachers depends on the nature of disabilities gosgess. The current study verifies that 22(42.896)
students and 12 (46.1%) of teachers sometimes tsdldearning tasks that children with Learning
Difficulties/Disabilities can do. On the other han26(50%) of students and 12 (46.1%) of teachers
confirmed that teachers sometimes presented tagktsiand give individual attention to childrenavheed
help. Due to the lack of proper training and knalgle, teachers didn’t use alternative methodology an
select tasks that involve students with Learnindfi@ilties/Disabilities, which affected their acade

performance.

Students with Learning Difficulties/Disabilitiespetially with hearing impairment are integrated bglly
in the regular classroom, but not in the systerthefeducation because of the classroom environwigich
was not conducive to communicate the teacher aesetstudents in the teaching and learning processes

(Habte, N.B, 2008).In inclusive classroom, if temch do not actively support the effort to achieve
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integration, the placement of students with Speblakds in regular setting will remain problematic
(Catherine, 1988 cited in Habte, N.B, 2008).In twerent study, however, 26(50%) of students and 12
(46.1%) of teachers pointed out that teachers @fteanged their class room to be spacious and ctabfe
students with Learning Difficulties/Disabilities gble 35).The teachers effort to set the classroom f
conducive learning for both students with Learniifficulties/Disabilities and students without Learg

Difficulties/Disabilities was encouraging.

Teachers could be of great help to children witiNSEthey could move to a new section or unit wizdin
children have understood and can perform what Haae learned as well as select learning tasks end/o
activities that children with SEN and disabilitiean do (Gyimah E.K, 2011).In table 36 of the présen
research data, 26 (50%) of students and 12(46.1%pohers confirmed that during assessment dksts
teachers sometimes ensured that questions wehe &aid evenly distributed & constantly monitored to
allow all children had equal opportunity. Thiseaffed the results on the academic performanceidésts

with Learning Difficulties/Disabilities.

At the same time, 12(46.1%) of teachers and 251%48.of students viewed that teachers sometimes
proceeded to a new section or unit when all childnad understood and could perform what they had
learned. This affected the learning potential ofdenhts with Learning Difficulties/Disabilities siadhey

didn't have other extra reference materials or sugpto refer or cope up other than the teachers

presentation.
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CHAPTER FIVE

5_CONCLUSIONS AND RECOMMENDATIONS OF THE STUDY

The main purpose of the study was to understandthetice, knowledge and attitudes; investigate the
challenges that hinder implementation; examinelfunzan disparity; suggest instructional strategies
indicate implications of Inclusive Education onaludevelopment in North Wollo rural schools. Thedst
was conducted in four schools selected which ta®pecial Needs Education by trained teachers on
Special Needs. The relevant data was gathered ghr@uestionnaires from students with Learning
Difficulties/Disabilities and students without Leang Difficulties/Disabilities, and teachers in thehools.

To triangulate the information gathered through sfjoanaire, interview with school principals, clest
supervisors and education office expert and headsacus group discussions were carried out as agell
appropriate documents compared. Finally, pilot ytués conducted in one school not included in the

actual study and final modifications made on theadallection tools and applied on the actual study

In this part of the chapter conclusions and recemgations were made based on the findings of thay st
after considerations of the responses of the questires, interview answers, discussion pointsgctlir
observation and literature review of the study.

5.1 CONCLUSION

The research finding indicated that there were éaly children with Learning Difficulties/Disabilis who

could enjoy their education in nearby their hont&gen so the schools couldn’t accommodate childrigm w
severe disabilities. There were still children damttheir homes who couldn't attend education due to
restrictive school environment, not suitable infirasture, non conducive school setting, and geddcap
barriers, nearby schools couldn’t enroll them doeabsence of trained teachers to teach students wit
Learning Difficulties/Disabilities.

There were few schools opened to enroll childreth Wwearning Difficulties/Disabilities and small niners

of those students came to school. There were sijhificant numbers of children with Learning
Difficulties/Disabilities out in the rural areas wihlidn’t access pre-school and primary educatidrosé
who got access in primary education registered at lage than students without Learning
Difficulties/Disabilities since parents lacked tivdlingness and awareness to bring to school artdak
time for the children to socialize being at home.
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5.1.1 knowledge on Inclusive Education

The research findings indicated that teachers, athurc professionals and parents didn’t have adequat
knowledge to support children with Learning Diffites/Disabilities for the effective implementatiohlE.
Mainstream teachers were incompetent to teach shéject matter in which they are qualified, sitioey
didn't take proper training to help students witleakning Difficulties/Disabilities. Teachers in the
mainstream class took insufficient training or talngithout training pertaining to Special Needs Eation.
Thus, they could not manage to support students katirning Difficulties/Disabilities with variouofms

of disabilities. They were not capable of teachidgildren with Learning Difficulties/Disabilities
inclusively. They couldn’t select suitable instioa@l strategies, develop individualized plan, @ate least
restrictive environment for children with Learnidgifficulties/Disabilities. Most of the educational
professionals and office heads also didn’'t haviaitrg on Special Needs Education that they werdlena

support them in classroom or out of class Inclu&dacation implementation.

Awareness raising program should involve parerasiilfy and community members in order to improve
contribution of promotion of Special Needs Eduaafjdirusew, 2005). However, in the present studyas
found out that PTA members and students didn’ndteny awareness workshops or programs, didnt visi
students with Learning Difficulties/Disabilitiesefjuently, and couldn’t bring the students to scherad

support Inclusive Education effectively.

5.1.2 Attitudes on Inclusive Education

Attitude plays a key role in the implementationlo€lusive Education in mainstream schools since thi
requires the interaction between teachers, studedtgation professionals and parents. There areuga
factors that affect the attitudes of such maineftakders of the school such as knowledge aboutenatu
disability, lack of training, adaptation of currlam, supply of equipments and materials to supgirdents
with Learning Difficulties/Disabilities, and claggm size etc. The positive attitude of them createsoth
and effective application of IE where students wlitmarning Difficulties/Disabilities could enjoy tine

quality education that results independent citiaghe challenge their barriers.

In the present study, the attitudes of the staldgislwere positive, but it was inconsistent. Thifidates
that even though there is encouraging tendency titudes concerning children with Learning

Difficulties/Disabilities and IE; still it requirea lot to be done in order to achieve a stronguai that will
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not be reversible. Still one third of the studeantsl teachers have negative attitude on the peocepabout
IE.

Collaboration of mainstream and Special Needs &racplays main role for the effectiveness of IEt Bu
more than a quarter of the teachers and one thitdeostudents without Learning Difficulties/Dishties
believed that it becomes ineffective due to ma@astr teachers objections. The communication of the
students with Learning Difficulties/Disabilities thi their teachers was not satisfactory as theyirequ

Special Needs teachers to mediate between them.

The interactions and communication of students witlarning Difficulties/Disabilities among students,
their teachers and parents was rated medium alhdhstie are one third of the respondents with tiega
attitudes on the interaction among the responddiis created isolation of the students with Leagni
Difficulties/Disabilities in the school communitithey were mixed up only while in class rooms, ie th

recess time or out of class room they tend to aimg among themselves.

The absence of accommodating materials and resourdbe schools affected their attitude towardslnE
fact students with Learning Difficulties/Disabié8 are learning in a school environment set fodesits
without Learning Difficulties/Disabilities. The dérence to imply integration of students at theyesed
schools remains only physical. The school envirammieeing restrictive, no wonders created disfagri
conditions for students with Learning Difficulti@sabilities to continue their education at higher
education. There is a steady decrease of studatitsLearning Difficulties/Disabilities as school agtes

increased.

5.1.3 Practices of Inclusive Education

The participation of students with Learning Diffites/Disabilities in class room and co-curricular
activities was low. Even most of the teachers didoimmunicate with them. Visually impaired students
attended oral lecture whereas hearing impairedestsdcopied writing on the blackboard. There was no
modified form of teaching methodology to includeid#nts with Learning Difficulties/Disabilities for
participation. Other students with multiple disasleould not comprehend the lesson, disfavorechby t

teaching and kept at home.

Extra-curricular activities for all children aresesitial factor not only for encouraging inclusiartsade the
classroom among students but also for develop #r®us types of the potentials and talents of both
children with and without disabilities (Dereje, Z)OExtracurricular activities also provide mosipiontant

opportunity by which students can get a sense loihigeng to the school community and advantageous fo
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students to learn about each other and to shaexierpes (Antia et.al, 2002).In the current stutg,form

of participation is still lower in the case of cordcular activities in which mainstream teachedrdi
consider that it was also the students with Legrifficulties/Disabilities right to participate.

Support from the cluster and woreda in teachingctpeNeeds children was low. The education
professional and office heads didn’t take appraerigining to support. Even though the regionaloation
bureau included Inclusive Education in its planirtgplement, at grassroots level in schools only eagu
perceptions were encountered. The woreda and seumational action plans mentioned Special Needs
Education only briefly without detailed activitiasthout budget allocation.

The effort made by the schools to make the schealstl restrictive to students with Learning
Difficulties/Disabilities was low. The infrastrucer (placement of students with Learning
Difficulties/Disabilities class rooms, position bibraries and laboratories, playgrounds, pavemarasind
the school, etc.) were not conducive to students laearning Difficulties/Disabilities. Hence, acdamng to

the research findings in participants’ response @mgkical observation, the infrastructures of tbeosls
were not adapted to accommodate Special Needsrehildhese barriers of education to students with
Learning Difficulties/Disabilities affect the leang potential of the students.

The supply of instructional and assessment mase(@ag. Braille, long cane, audio-video materiidsge
prints, models, etc.) were few in one and almodtindhe other schools.

The research also indicated that there was digpafrgexes towards the opportunity of Inclusive &ation

in rural areas. Boys have better opportunity thats gowards Inclusive Education. Their enrolimeat
primary education also indicates 54.5% of boys @mpx A)

Teachers implementation of instructional Incluskgucational strategies were found out to be pobe T
participation of teachers, students, parents anl lA&@mbers on the planning and implementation obsth
improvement plan and to make IE a success was pBarents of students with Learning
Difficulties/Disabilities and PTA members visit treehool only sometimes, especially when they were
called upon. Considering additional care and supjochildren with Learning Difficulties/Disabiliis in

the school, the participation of the school comryuwias found out to be limited.

The participatory nature of the schools plan egdgdio students with Learning Difficulties/Disaibiés and
parents were minimal. Hence, their support in brggchildren to school and their accommodations at
school became less than required.

Carefully selected instructional strategies thatusth be applied by teachers were designed andiszb&

teachers and students. These instructional stesteggre divided to be implemented frequently, matedy

112



THE KNOWLEDGE, ATTITUDES AND PRACTICE OF INCLUSIVE EDUCATION IN NORTH WOLLO ZONE RURAL PRIMARY SCHOOLS

and less frequently applied to attain quality lisohe Education. In general, the knowledge, appboaand
frequency of implementation of the strategies weve The teaching methodologies and accommodations
indicated were applied in the school only sometinidss should be the knowledge gap and low attantio
and commitment of the teachers under consideration.

Research indicates that inclusive schooling effoats be effectively implemented with the properpsufs
such as appropriate resources, proper prepardtibe gre-service or in-service level, high expeote for
students with disabilities, ability to work withdirect support staff, a positive attitude towardslusion,

and time for collaborative teaming (Daane et Q12 Salisbury & McGregor, 2002; Werts et al., 1,9896d
Wolery et al., 1995).

In general, in the North Wollo zone rural schodls implementation of Inclusive Education is atifitant
stage. In fact, the only thing that the prograninetato be inclusive is that the integration of st with
Learning Difficulties/Disabilities in mainstreamasises and support during assessment. Hence,dt bett
describe that the students with Learning Diffi@g{Disabilities are taking their education in imstgd

school systems. To implement Inclusive Educatinrhée rural schools of the Zone a lot has to beedon

5.1.4 Challenges of Inclusive Education

Access to primary education to children is one la# tights of the child included in the Mellenium
Development Goals ratified by the Ethiopian GoveentnPolicy documents were modified and designed in
line with Special Needs Education delivery to studavith Learning Difficulties/Disabilities. Howexeghe
implementation of Special Needs Education hasvits kimitations. Inclusive Education on the othent,

IS a recent phenomenon changing the school envenhthan the child to deliver equal access anditgual
education for students with Learning DifficultiessBbilities. During its implementations Inclusive

Education encountered so many challenges thae#igarch found out the following
-Lack of awareness
- Ineffective or non specific pre-service traingugd in service training

- Absence of community /parent involvement

- Negative attitude of school partners

-Teachers competence to carry out Inclusive Edoicasitrategies and instruction and assessment
methodologies

- Inflexible curriculum and instructions
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- Lack of accommodation equipments, and materalstudents with Learning Difficulties/Disabilities

- Communication barrier between students with LiegynDifficulties/Disabilities and the school

community

- Infrastructure of the school and environment

-Absence of pre-school education and support, miexgtespecially designed for students with Learning

Difficulties/Disabilities.

- Meager financial resources for students with bewy Difficulties/Disabilities accommodations
Considering Inclusive Education a recent phenomeriba government took the initiative to ratify
international conventions and agreements on Sphleatls Education and rules of engagement on childre
with disabilities. However, the practices of IE giassroots level are far from the intended policiad
strategies designed for implementations.

5.2. RECOMMENDATIONS

The provision of accessible and quality educatioralt children particularly to children with Leany
Difficulties/Disabilities inclusively, requires cdsmed efforts of main stakeholders of educatiorr. the
effective implementation of Inclusive Education ke children with Learning Difficulties/Disabikts
independent, self-supportive and able bodies whiddcoontribute a lot for nation building, the faNing

recommendation are made.

A. Measures to be taken by the Government

* Intensive and specific pre-service training on $gebleeds Education is vital for the
teachers who manage students with Learning Dities/Disabilities.

* In-service training for teachers who teach studeuitts Learning Difficulties/Disabilities and
education professionals and office heads who giyepart to school is needed so that
experience sharing and scaling up of best practingbe program will be beneficial.

» The infrastructure of all the schools must be uggdato properly accommodate learners
with Special Needs. This creates least restrictimeironment and safe integration among
students without Learning Difficulties/Disabilities

» Special Needs teachers’ assignment in Inclusivec&ithn grades and classes alleviates the
communication barrier and supports instructionghtegies appropriate for students with
Learning Difficulties/Disabilities.
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* Financial resource allocation helps to supply niaer equipments and adjust
accommodations to students with Learning Diffi@dtDisabilities. As in the Salamanca
Statement and Framework for Action (1994) on Spddeeeds Education indicated, a well-
structured funding arrangement is desirable for tingethe cost of providing adequate
educational services for students with disabilitregiclusive schools.

» Clear and specified laws Enactment and their pralctineasures are necessary especially
against those activities that hinder the practie laclusiveness of education.

* Appliances and equipments production and easy acées students with Learning
Difficulties/Disabilities creates alternative supgind makes their education comfortable.

* Awareness raising campaign the government to asidies public is very important to
decrease the negative attitudes lingering in tioeesp

e The curriculum for Inclusive Education should beidaed involving special experts on the
issue so that it will be flexible to address theeGal Needs of students with Learning
Difficulties/Disabilities and make participationa &ll the school activities whenever and
wherever possible.

* Should make sure that special assistance must \mn do girls/females with Learning
Difficulties/Disabilities since disability is the awst in them. Accommodations, supply of
materials, infrastructural adjustments (Toilet)idd be given priority to girls.

» Children with learning or physical disability nedbe identified at an early stage. If they are
not, many will drop out at primary school (Lewi€)(®B); because of the lack of appropriate
support programs (Tirussew, 2005).But there arpreechool provisions in the targeted rural
areas of the study. According to UNESCO (1995)erghis little or no preschool provision
for children with special educational needs" in igpia. Since early identification and
intervention of the nature of Special Needs is ialuor the improvement of children with
Learning Difficulties/Disabilities, the governmestiould encourage the preschool provision
of special education at a sufficient level.

» Guidance counseling service is known basicallyanosdary schools but in schools with
students with Learning Difficulties/Disabilities wte mainstream teachers are not well
trained to address the problems of them, counselmgice seems meaningful in Inclusive
Education schools. This helps to alleviate negastereotypes of the school community,
communication problems and understand the needs clufdren with Learning

Difficulties/Disabilities.
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» Access to Inclusive Education in rural areas istéoh Thus more schools, teachers, trainings
and accommodations should set in rural areas ieraodaccept more children with Learning

Difficulties/Disabilities to school so that theyudd enjoy their right to Inclusive Education.

B. Measures to be taken by the School

The school should arrange various joint activitreghe school the involving both students with
Learning Difficulties/Disabilities and students kgut Learning Difficulties/Disabilities will
create better social integration and positivewatéttowards disability.

Should improve communication among the student$ witarning Difficulties/Disabilities,
parents and the school community so that theiracte®n and perceptions raised and hence
better attitude towards them.

Awareness raising events-conferences, symposiurentsaday, etc should be arranged to fort he
children with Learning Difficulties/Disabilities tgparticipate, and school community to
understand their roles in the making of Educatiasiusive.

Adjust the infrastructure of the school to creaast restrictive environment to students with
Learning Difficulties/Disabilities so that they ddwattend their education easily.

In Inclusive class rooms the curriculum should lexible and adapted to address the Special
Needs of students with Learning Difficulties/Didélgs. Thus, activities designed to covert he
lessons should include students with Learning Qiffies/Disabilities to participate in the
activities designed with their peers.

The number of students in classrooms with studeitts Learning Difficulties/Disabilities must
be reasonable and within the standard. This imgrosgccessful integration with students
without Learning Difficulties/Disabilities.

Arrange training sessions from cluster schoolssgoe teaching staff on the issue of Special
Needs.

Conduct action researches on students with Leariifficulties/Disabilities, barriers and

attitudes on Learning Difficulties/Disabilities igss for better improvement of their education.

C. Measures to be taken by the teachers

Identify the Special Needs and nature of studeiitts kearning Difficulties/Disabilities and set
the curriculum on the benefit of the disadvantadéuis teachers should prepare the curriculum
more responsive to students with Learning DiffiggtDisabilities.

Teachers should prepare Individualized Educaticam Riccording to the nature and type of

difficulty to the students with Learning Difficuéts/Disabilities. Thus, the IEP addresses the
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Special Needs of the students with Learning Diffies/Disabilities to cope up their difficulties
and more interactive of them.

They should select teaching methodologies thatiseel more frequently in Inclusive Education
to achieve Educational quality that involves studevith Learning Difficulties/Disabilities.

Close collaboration and working together of Spebkiaéds and mainstream teachers is essential
for experience sharing and to help students witlrhieg Difficulties/Disabilities achieve better
academic and social performance.

While students with Learning Difficulties/Disabiés meet academic and social challenges, their
teachers should be prepared to help them overctreptoblems through knowledge and
awareness.

Teachers should fulfill proper accommodations ttmatld be managed at school level and make

the classroom conducive to students with Leariifficulties/Disabilities participation.

D. Measures to be taken by the students

Students with Learning Difficulties/Disabilities studemonstrate their skills and talents to their
colleagues, teachers and the community so than#uative attitudes against them will be
broken.

Students with Learning Difficulties/Disabilities gpigipation in any activity or events made in
the school to make everybody believe that they eapable ( e.g. clubs, educational
competitions, games pedagogical materials settmg e

Students without Learning Difficulties/Disabilitieshould be considerate and understanding to
help students with Learning Difficulties/Disabiis and communicate with them.

Students with Learning Difficulties/Disabilities stuface the challenges of negative attitude
instead of withdrawing by presenting their talestslls and capacities to the society.

Students with Learning Difficulties/Disabilities @ld understand their physical, mental,
communication or Learning difficulties and be taletr to the stereotyped negative attitudes of
the society they might encounter. Instead they lshbe tolerant and present how they are
capable.

Demonstrate in every event possible that studeitts kearning Difficulties/Disabilities have

skills talents and capacities to accomplish varias&s.
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E. Measures to be taken by Parents

» Parents should be involved in the planning and @mgntation and supervision of their children
frequently. They need to see the acceptance af ¢thédren in the school community and their
achievement.

» Parents should bring their children to the opesdioool so they could overcome the academic
and social challenges. Parents have to collabosgte the school community to solve the
schools’ problems and achieve conducive schoolkenmient.

» Parents should frequently visit their children’siaals, follow up their children achievement

encourage them, give moral and financial support.

In general, Inclusive Education implementation amdctices in North wollo Zone rural schools istat i
infant stage. In fact the legal ground and somieitrg of teachers and enrollment of students wetring
difficulties/disabilities are started. Full implemtation of the Inclusive Education encompassingtta

children with learning difficulties/disabilities itme rural areas has a long way to go.

Rural development in the refined definition encosg®s agriculture, food-security, education,
infrastructure, and health, capacity-building, éher than on-farm employment, rural institutiomsl ahe
needs of vulnerable groups. To meet the challefegag the rural world today, an integrated view of
education is required, centred on access to quadisyc education for all (D. Atchoarena and L. &aisp,
2003).

In a developing country, like Ethiopia, in whichgsificant number of children with learning
difficulties/disabilities couldn’'t come to school, is not a matter of imparting knowledge rather a
development issue. The government has to give dnphasis to mobilize/allocate stakeholders and
financial resources to inclusive school, as they @more capital intensive than mainstream schools to

accommodate students with learning difficulties#tisities.

It is now, more than ever addressing children wehrning difficulties/disabilities through inclugv
education a development issue and avoiding negtetimarginalization for them to exercise their righd
use their potential to the maximum extent possibldess we give due emphasis to address the edoahti
needs of the children who accounts more than 10&eopopulation, Millennium Development Goals could
not be achieved. It is only when we nurture and tm#é®e needs of children with learning

difficulties/disabilities that they become forcdsaral development.
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APPENDICES

APPENDIX | DATA TABLES

Appendix A

Students with Learning Difficulties/Disabilities by Disability Type

1 2 3 4 5 6 7 8 Total

Disability FI M| T FIM|T|F| M|T|F| M| T|F/M|T|FIM|T|F|M|T|F|{M|T|F|M|T
Hearing
Impaired(HI) 2| 3|5 4| 2|6|1|4|5| 2| 9|11|{4|5|9]|-]-|-|-]-|-12|5]7]15| 28| 43
Visually
Impaired(VI) 2| 3|56 3|9 |1|1|2| 7| 3|10|-|-1|-1|-|-|-]2]0|1|-]|~-1|-/|17] 10| 27
Mental
Disorder(MD) | 1| 4| 5|0 | 2|2 |- -|-|-|-{-|-1-|~-+|{-1-{-1-|/-1-]1-]-]1-]1212]5]6
HI and VI -l - - - - trlof ) - - - - - - -1-11]0]1
HI and MD e I e e e e e e e e e e e N
HI and US -l - - - - -] -85 a|e|1|3|4a|-|-|-|-|-|-]-]-|-|6]4]10

Total | 5| 10| 15| 10| 6| 18 3 6 9 14 13 27 |5 |8 M3 |- |- - || 1| 2| 5| 7|40 48| 88
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Appendix B

Students with Learning Difficulties/Disabilities by school and woreda

Grades Rem
ark
1 2 3 4 5 6 7 8
Wore | Schoo
da | F M T F M T F M T F M T F M T FIM|T F M| T F M T
2 4 6 2 | 57 4 5 | 9
ora | VI- | VI-
il Bt B VI TN V/E-) ) ) 1, | 1, ) ) HE- | s s e o
HI-1 HI-2 HI- | HI- 4,
1| 4
1 3 4 2 1 [ 3] 1] 1]2]s 1 6] 1 3 | 4
Gubal | Woin VI HI HI
Ao | ve H-1 | MD-3 VL T i & | & & | Hi& |L_|JI§ TJIS- | - - - S
HI-1 HI- | MD us | us-1 1 2
1| 1 5
- ) - 4 3 | 7] - I ] 3 [ a| - - S R T T
Filaki
Meket | | ] ] H- | HI-2, T VI- | HI-2, ] ] i Vi |~ B
2VI-2 | VI-1 1 | Vi1 1
2 3 5 4 2 |6 8 9 |17 2 | 57
Debre VI-
Meket | zeit | VI-1, 1VF'”_ VI-3, | VI-1, ) ) 6, | VI-2, ) ) s e HI | HI
MD-1 | e HI-1 | MD-1 HI- | HI-7 2|5
2
Total | 5 10 15 10 6 | 18 3| 6| d 14 13 27 5 g 13 1 1 |2 |5] 7
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KEY VI- VISUAL IMPAIRMENT  HI-HEARING IMPAIRMENT MD-MENTAL DISORDER US- UNABLE TO SPEAK

Appendix C

Special Needs Education Teachers enrolled in SeledtSchools in 2006 e.c

Teachers Remarl
Certificate Diploma Degree Total
Woreda School F M T F M T F M T F M T
Habru Mersa 1 - 1 - - - - - - 1 - 1
Gubalafto | Woinye 1 - 1 - 2 2 - - - 1 2 3
Meket Filakit - - - 2 - 2 - - - 2 - 2
Debre
Meket zebit - - - 2 - 2 - - - 2 - 2
Total 2 - 2 4 2 6 - - - 6 2 8
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Appendix D

Total Teachers enrolled in Selected Schools in 206

Teachers Remarl
Certificate Diploma Degree Total
Woreda School F M T F M T F M T F M T
Habru Mersa 11 11 22 12 12 24 - - - 23 23 46
Gubalafto | Woinye 5 4 9 11 11 22 - 1 1 16 16 32
Meket Filakit 7 5 12 19 10 29 - - - 26 15 41
Debre
Meket zebit 4 1 5 13 14 27 - - - 17 15 32
Total 27 21 48 55 47 102 - 1 1 82 69 151
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Appendix E

Total Students enrolled in Selected Schools in 2086

Rem

Grades
ark

Woreda School F M T F M T F M T F M T F M T

Habru Mersa 1100 112 222 | 103 | 98 | 201 | 71 70 | 141 | 58 57 | 115 | 117 | 118| 235 | 95 91 | 186 | 77 79 | 156 | 71 109 | 180

Gubalafto | Woinye 29 48| 77 58 54 | 112 | 57 48 | 105 | 44 40 | 84 52 56 | 108 | 74 55 | 129 | 63 70 | 133 | 83 97 | 180

Meket Filakit 96 85| 181 58 88 | 146 71 76 | 147 | 59 61 | 120 | 135 | 105| 240 | 118 94 | 212 62 70 | 132 | 134 67 | 201
Debre
Meket zebit 93 108 201 | 80 69 | 149 | 97 129 | 226 | 105 | 114| 219 | 109 | 99 | 208 | 78 75 | 153 | 52 42 | 94 87 41 | 128

Total | 328 | 353 | 681| 299 309 608 296 323 619 266 272 pH38 |(4B38| 791| 365/ 31§ 680 254 261 515 3¢5 314 689
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THE PEOPLE’S
| UNIVERSITY

N[ IgNOoU
f!)g

Indira Gandhi National Open University

School of Graduate Studies Rural Development Department

Questionnaire for Teachers

The main purpose of this questionnaire is toewotlldata on the knowledge, attitude practice about
Inclusive Education in some rural schools of NaAtbllo zone.
Your cooperation by giving genuine informatiorhighly valuable to complete the study and subsettyie

to use its result for Academic purpose. Any infotiora that you give is confidential and will nevee b
passed on to any other party bearing your identity.

| thank you in advance for your co-opiers

Direction: - It is not necessary to write your name on this tjoesaire.
For questions from tpane-two and from part four-five circle the lettef your
appropriate choice of the letters except for qoestthat require written responses.

For questions of ghree and six indicate your answer by a ‘tick’\"" )
Mark in the boxes.

Part One .Basic Infor mation

1. Name of school---------------------- -- Weda ------------- memmmemmeeenees

2. Age A.below 20 year B.20-29 year C.30year D. 35-39 year E. above 40 year
3. Sex A F B.M
4. Education level

A. Certificate B. Diploma C. Degree D. Summer irvgzr degree E. If any other, specify -
5. Have you taken course on Special Needs Educatidn?/es B. No
6. Have you been trained on Special Needs Education?

A. Yes B. No
7. If the answer for question No. 5 is ‘A’ (yes), hdowng did your training last?

A. Short term training (Less than 3 Months)  SBort term training (Less than 6 Months)

B. Certificate for 1 Year D. Diploma E. Degree



THE KNOWLEDGE, ATTITUDESAND PRACTICE OF INCLUSIVE EDUCATION IN NORTH WOLLO ZONE RURAL PRIMARY SCHOOL S

Part Two. Teachers Knowledge about | nclusive Education

8. Total Service year inteaching

A. Below 5 year B.5-10year C. 11-20 year Above 20 year
9. Service year in teaching Special Neectation children

A. Below 5 year B.5-10year C. 11-20 year Above 20 year

1. Do you have children with Learning Difficulties/[isilities in your Class? A. Yes

2. If your answer to No.1 is A/'Yes’/, what categorfyahildren with Learning

Difficulties/Disabilities do you have in your cldss

A. Visual impairment
Hearing Impairment

. Mental disorder

F
F
F

Physical, health and other disorder F

. Communication Disorders

F
F

Behavioral and Emotional Disorders F

B
C
D
E. Learning disability
E
G
H

. If any other, specify -----------------

3. Did you attend in service training on Inclusive Edtion? A. Yes

M

M
M

M

< L L

M

.
.
.

.

- 7 4 4

B. No

4. If the answer for question No. 3 is ‘A’ (yes), htang did the training last?

B. No

A. Oneday B.2-3days C.1WeekD. 2 weeksl Month F. If any other, specify

5. Do teachers know their roles and responsibilitiesemching and supporting children with
Learning Difficulties/Disabilities? A. Yes

6. Rural children with Learning Difficulties/Disabiiés have less access to Inclusive Education?

A. Yes B. No

7. Do you think that assisting children with disélilimpairment /to protect them from anger,

falling, crashing etc...is your responsibility? Yes

Part Three. Teachers' Attitudes on Inclusive Education

B. No

No.

ltems
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1 Students with Learning Difficulties/Disabilities Wbenefit from the inclusive program in
mainstream class rooms.

2 Students Learning Difficulties/Disabilities areademically better in inclusive class rooms.

3 Students with Learning Difficulties/Disabilities V&the right to receive an education in
mainstream classes.

4 The placement of students with Learning Difficudfigisabilities in regular class affects the
performance of mainstream students negatively.

5 Special Needs Education teachers and regular tesashed to work together in order to teach
students with Special Need Education in inclusiessrooms.

6 In the implementation of Inclusive Educationrthés objection from the mainstream class
room teachers.

7 Special Needs Education teachers are only resdensibelp students with Special Need
Education.

8 Students with Learning Difficulties/Disabilitiesteract with learners without disabilities are
successful.

9 The communities, especially families of studentthwiearning Difficulties/Disabilities should

have good relationships with the school to worktfar success of Inclusive Education.

10 Although Inclusive Education is important, the nese@s for the students with Learning
Difficulties/Disabilities in a mainstream class mare limited.

11 Children with Learning Difficulties/Disabilities derve an intensified follow up from the
school community.

12 Students with Learning Difficulties/Disabilitiesming late to school should be tolerable.

13 The dropout and repetition rate of students Legrmiifficulties/Disabilities is higher due to
physical, social and educational barriers thatlmover come by the society.

Key: A-Agree D- Disagree  U-Uncertain SD- Strongly Disagree

Part Four. Practice on Inclusive Education

A. Curriculum Application and Suitability

1. When do children with Learning Difficulties/Disalbiés interact with their non disabled peers?

A. In class room learning B. While using libraayd resource rooms  C. out of class room
D. All E. If any other, specify--------

2. Indicate the accommodations/usage of materialdiare made for learners with Learning
Difficulties/Disabilities in your class room instition & Assessment?

A. Large print B. Extension of time Amanuensis (Scribe) D. Special furniture
E. Tape recording F. If any other, specify
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3. In which ways do you give special considerationseaching with reference to Learning
Difficulties/disabled children?

A. In problem solving situations B. In seiec of content C. In teaching Methods
D. In strategy development E. In Class room manamnt F. In Assessment G. If
anyother,specify

4. The participation of children with Learning Diffilties/ disability in class room learning is
A. High B. Medium C. Low . Yery Low

5. The patrticipation of children with Learning Diffilties or disability in co-curricular activities is
A.High B. Medium C. Low D. Very Low

6. The social interaction children with Learning Diffity/Disability with the school community is
A. High B. Medium . Cow D. Very Low

7. How do you describe the support of the school, d@@nd zone education professionals in planning
and implementation of Inclusive Education in thead?

A. High B. Medium C. Low D. Very Low
8. What type of methodology of teaching is applieganr school with main stream teachers?
A. Role Play B. Discussion C. Leetur
D. Group work E. All

9. The extent of strategies developed to promote studdependence to the maximum extent possible
and fade dependence on individual supports odesits with Learning Difficulties/Disabilities is

A. High B. Moderate C. Low D. Very low

10.The School Improvement plan, curriculum units agbsbns designed by the school using principles
of Inclusive Education ( multiple intelligence, rtidével instruction, learners styles, abilitiegdan
interests to address the learning needs of Spderds students) is

A .Appropriate B. Inappropriate C. More apprapei D. None

11. Inyour class room, which category afisints with Learning Difficulties/Disabilities calyou
professionally manage?

A. Hearing impairment B. Visual impairment C. Physical, health and motor disorder
D. Multiple disorder  E. Learning disabilityr. All G. If any other, Specify

12. The extent of the influence of disability i tacademic performance of students is
A. High B. Medium C. Low D. Very Low

B. Accessbility of inputs and Accommodations

1. How do you see the infrastructure of the scHioostudents with Learning Difficulties/Disabikis to
be suitable for Inclusive Education?
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A. Very conducive B. Moderately conducive CtiNonducive D. Problematic

2. The presence of materials to accommodate studerh Learning Difficulties/Disabilities during
instruction and assessment is (E.g. Braille fouaily impaired, Sign Language, large print, etc)

A. High B. Medium C. Low D. Vetpw
3. Is there library in the school? A. Yes B. No

4. If the answer for question No. 3 is ‘A’ (yesphvih do you see its inclusiveness to accommodateenta with Learning
Difficulties/Disabilities e.g. Books on tape, Biail Reference Etc)

A. High B. medium C. Low Dery Low

5. Is there any resource room for disabled / childvith Learning Difficulties in the school?

A. Yes B. No

6. If the answer for question No. 5 is ‘A’ (Yespw well is the room equipped for different categer
of disabilities to accommodate their learning p

A. Very good B. Good C. Low D. poor

C. Disgparity of Inclusive Education

1. Which of the children with Learning Difficultif3isabilities have better opportunity for educafion
A.Boys B. Girls C. Both  Dany other, specify---------------=-=-mmemnmeue
2. If your answer for question No.1 is A/ Boys/,atldlo you think is the reason behind?

A. Parents favor boysducation than girls. B. Boys are expected tdexehbetter academic
performance C. Education is considered as maldg. @u All E. If any other, specify

3. If your answer for question No.1 is B/ Girlshat do you think is the reason behind?
A. Girls are believed that they were deptieé their right in the past time.
B. Nowadays, priority is given to empowemtdes.
C. Learning difficulty, and/or disability anrls is more prevalent.
D. Girls are believed to be more effectivagademic performance.

E. All F. If any other, specify

4. How do you see learning difficulty, anddisability on girls’ education compared to boys?
A. Disability on girlsis worst  B. Disability oboys is worst
C. The same for both D. @shepecify

D. Implementation of Inclusive Education strategies
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No. Iltems S 0] A

1 How often do teachers, community members and staddth Learning
Difficulties/Disabilities participate in the plamg of the School Improvement Plan?

2 How often do policies, strategies and plan of actibthe education sector are implemented to
achieve Inclusive Education?

3 How often do you arrange your class room to beispa@and comfortable to children with
Learning Difficulties/Disabilities?

4 How often do you ensure that questions are faimty evenly distributed & constantly monitor
to allow all children to have equal opportunity?

5 How often do you present tasks in bits and givéviddal attention to children who needs
help?

6 How often do you select instructional materials aady the pace to make is possible for all
children especially students with Learning Diffite$/Disabilities to learn?

7 How often do you set instructional objectives tdinle all children including children with
Learning Difficulties/Disabilities?

8 How often do you make all students to work togetrat help each other while performing
assignment?

9 How often do you design individualized educatioarpfor children with Learning
Difficulties/Disabilities?

10 How often do you proceed to a new section or uhiémvall children have understood and can
perform what they have learned?

11 How often do you select learning tasks that childsith Learning Difficulties/Disabilities can

do?

Key: N-Not at all S- sometimes O- Often  Aways

“Thank You “
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Questionnairefor Students

The main purpose of this questionnaire is toewotlldata on the knowledge, attitude practice about
Inclusive Education in some rural schools of NoAtbllo zone.

Your cooperation by giving genuine informatiorhighly valuable to complete the study and subsettyie
to use its result for Academic purpose. Any infatiora that you give is confidential and will nevee b
passed on to any other party bearing your identity.

| thank you in advance for your co-opierd

Direction: - It is not necessary to write your name on this tjoesaire.
For questions from tpane-two and from part four-five circle the lettef your
appropriate choice of the letters except for qoestthat require written responses.

For questions of ghree and six indicate your answer by a ‘tick'\(* *)
Mark in the boxes.

Part One. Basic | nfor mation

1.Name of school Woreda
2.Age A. below8year B.8-10year C.1Wyear D.12-14 year E. above 14 year
3.Sex A.F B.M

4.Grade

5.How many years did it take to complete your gPade

Part Two. Students Knowledge about |nclusive Education

1.Do you have Learning Difficulties/Disabilities?  A. Yes B. No

2.1f the answer to question no. 1 is ‘A’ (yes), eiDisabilities/ learning difficulties do you hava? Visual impairment?
B. Hearing Impairment?  C. Mental disorder
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E. Physical, health and other disorder? E. Leardigability? F. Communication DisordeB? Behavioral

and Emotional Disorder? H. Gifted children? I. If any other, specify----------

3.Do you have children with Learning Difficultiegdabilities in your Class? A. Yes B. No

4.Did you attend training on Inclusive Education? A. Yes B. No

5.1f the answer to question no.3 is ‘A’ (yes), hlmug did the training last?

B. Oneday B.2-3days C.1WeekD. 2 weeks1 HEonth F. If any other, specify

6.Do teachers know their roles and responsibiltieseaching and supporting children with Learning

Difficulties/Disabilities? A. Yes B. No

7.Rural children with Learning Difficulties/Disaliies have less access to Inclusive Education?

A. Yes B. No

8. Do you think that assisting children with disékilimpairment /to protect them from Danger, fiad}i crashing

etc...is your responsibility? A. Yes B. No

Part Three. Students' Attitudes on Inclusive Education

No. Items SD

1 Students with Learning Difficulties/Disabilities Mbenefit from the inclusive program in
mainstream class rooms.

2 Students Learning Difficulties/Disabilities areademically better in inclusive class rooms.

3 Students with Learning Difficulties/Disabilities V&the right to receive an education in
mainstream classes.

4 The placement of students with Learning DifficudfiBisabilities in regular class affects the
performance of mainstream students negatively.

5 Special Needs Education teachers and regular tesached to work together in order to teacl
students with Special Need Education in inclusiessrooms.

6 In the implementation of Inclusive Education there is objection from the mainstream class
room teachers.

7 Special Needs Education teachers are only resdensibelp students with Special Need
Education.

8 Students with Learning Difficulties/Disabilitiesteract with learners without disabilities are
successful.

9 The communities, especially families of studentthwiearning Difficulties/Disabilities should
have good relationships with the school to worktfer success of Inclusive Education.

10 Although Inclusive Education is important, the nes@s for the students with Learning
Difficulties/Disabilities in a mainstream class roare limited.

11 Children with Learning Difficulties/Disabilities derve an intensified follow up from the
school community.

12 Students with Learning Difficulties/Disabilitiesming late to school should be tolerable.
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13 The dropout and repetition rate of students Legrmiifficulties/Disabilities is higher due to
physical, social and educational barriers thatlmover come by the society.

Key: A-Agree D- Disagree  U-Uncertain SD- Strongly Disagree

Part Four. Practice on Inclusive Education

A. Curriculum Application and Suitability

1.When do children with Learning Difficulties/Digéties interact with their non disabled peers?

A. In class room learning B. While using libraayd resource rooms  C. out of class room
D. All E. If any other, specify--------

2.Indicate the accommodations/usage of materialdiare/ made for learners with Learning
Difficulties/Disabilities in your class room instrition & Assessment?

C. Large print B. Extension of time Amanuensis (Scribe) D. Special furniture
E. Tape recording F. If any other, specify

3.In which ways do your teachers give special amrsitions in teaching children with Learning
Difficulties/disabled children?

A. In doing  B. In selection of content C. In teaching Methods D. Irastgy
development E. In Class room management RAssessment G. If
anyother,specify

4.The patrticipation of children with Learning Ddfilties/ disability in class room learning is

B. High B. Medium C. Low . Yery Low
5.The participation of children with Learning Difilties / disability in co-curricular activities is
6.High B. Medium C. Low D. Very Low

7.The social interaction children with Learning fizifilty/Disability with the school community is
A. High B. Medium . Cow D. Very Low

8.How do you describe the support of the schooted@ and zone education professionals in planning
and implementation of Inclusive Education in thibcsu?

A. High B. Medium C. Low D. Very Low
9.What type of methodology of teaching is appliegaur school with main stream teachers?
C. Role Play B. Discussion C. Leetur
D. Group work E. All

10.The extent of strategies developed to promoi#esit independence to the maximum extent possible
and fade dependence on individual supports odesits with Learning Difficulties/Disabilities is

B. High B. Moderate C. Low D. Very low
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11.The School Improvement plan, curriculum units agsbns designed by the school using principles
of Inclusive Education ( multiple intelligence, rtidével instruction, learners styles, abilitiesdan
interests to address the learning needs of Speerdis students) is

A .Appropriate B. Inappropriate C. More apprapei D. None

12. In your class room, which category afisints with Learning Difficulties/Disabilities calyour
teacher professionally manage?

A. Hearing impairment B. Visual impairment C. Physical, health and motor disorder
D. Multiple disorder  E. Learning disabilityr. All G. If any other, Specify

13. The extent of the influence of disability twe tacademic performance of students is
A. High B. Medium C. Low D. Very Low

B. Accessbility of inputs and Accommodations

1. How do you see the infrastructure of the scHioostudents with Learning Difficulties/Disabikis to
be suitable for Inclusive Education?

C. Very conducive  B. Moderately conducive CitNonducive D. Problematic

2. The presence of materials to accommodate stiderh Learning Difficulties/Disabilities during
instruction and assessment is (E.g. Braille fouaily impaired, Sign Language, large print, etc)

B. High B. Medium C. Low D. Vetpw

3. Is there library in the school? A. Yes B. No

4. If the answer for question No. 3 is ‘A’ (yes)pvih do you see its inclusiveness to accommodate
students with Learning Difficulties/Disabilitiesge Books on tape, Braille, Reference Etc)

B. High B. medium C. Low DYery Low
5. Is there any resource room for disabled / caridvith Learning Difficulties in the school?

B. Yes B. No

6. If the answer for question No. 5 is ‘A’ (Yespw well is the room equipped for different categer
of disabilities to accommodate their learning g2

C. Very good B. Good C. Low D. poor

C. Disparity of Inclusive Education

1. Which of the children with Learning Difficultid3isabilities have better opportunity for educafton

A.Boys B. Girls C. Both  Dany other, specify

2. If your answer for question No.1 is A/ Boys/,atldlo you think is the reason behind?

A. Parents favor boyeducation than girls. B. Boys are expected toieaehbetter academic performance C.
Education is considered as males’ duty. D. All Ifany other, specify

3. If your answer for question No.1 is B/ Girlshat do you think is the reason behind?
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A. Girls are believed that they were depttieé their right in the past time.
B. Nowadays, priority is given to empowemnfdes.

C. Learning difficulty, and/or disability agirls is more prevalent.

D. Girls are believed to be more effectivagademic performance.

E. All F. If any other, specify

4. How do you see learning difficulty, anddisability on girls’ education compared to boys?
C. Disability on girls is worst  B. Disability oboys is worst

C. The same for both D. @shepecify

D. Implementation of | nclusive Education strategies

No. Items N |S 0 A

1 How often do teachers, community members and stademith Learning
Difficulties/Disabilities the school Community paipate in the planning of the Schopl
Improvement Plan?

a. Teachers

b. Community members/Family/

c. Students/with Learning Disabilities/Disabilitie

d. PTA

2 How often do policies, strategies and plan of actibthe education sector are implemented to
achieve Inclusive Education?

3 How often do your teachers arrange your class rmob@ spacious and comfortable to children
with Learning Difficulties/Disabilities?

4 How often do your teachers ensure that questian&ity and evenly distributed & constantly
monitor to allow all children to have equal oppoity?

5 How often do your teachers present tasks in bitisgive individual attention to children who
needs help?

6 How often do your teachers select instructionalemals and vary the pace to make is possible
for all children especially students with LearnDifficulties/Disabilities to learn?

7 How often do your teachers make all students tckwagether and help each other while
performing assignment?

8 How often do your teachers design individualizedaadion plan for children with Learning
Difficulties/Disabilities?

9 How often do your teachers proceed to a new seotiemit when all children have understoqd

and can perform what they have learned?

10 How often do your teachers select learning tasischildren with Learning
Difficulties/Disabilities can do?

Key: N-Not at all S- sometimes O- Often Aways
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INTERVIEW GUIDE FOR SCHOOLSDIRECTORS. SUPERVISORS, EDUCATION
PROFESSIONALS, AND WOREDA & ZONAL EDUCATION OFFICIALS

The main purpose of the interview iscullect data on the knowledge, attitude practibeua
Inclusive Education in some rural schools of Noitbllo zone.
Your cooperation by giving genuineoimhation is highly valuable to complete the studyd a

subsequently to use its result for Academic purpAsg information that you give is confidential andll
never be passed on to any other party bearing iantity. The interview will be conducted if youear
willing to continue for 30 minutes.

| thank you in advance for your co-operation!

Part One. Basic Information

1. Age A.18-29 B. 30-34 C. 35-39 D. 40+
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2. Sexo A F NB.
3. Education Level
A. Certificate  B. Diploma C. Degree . Ndaster E. If any other, specify

4. Qualification Major area of study Minor area of study

5. Have you been trained/or course on i@pBleeds Education? A. Yes B.No C.Ifany
other, specify

6. If the answer for question No.5 is'A’(YeBow long did your training/course last?

A short term trainings < 3 Months  Bosdtterm trainings < 3 Months C. Certificate D.
Diploma E. Degree F. Master G. If atiyer, specify

7. Wore experience
7.1What is your responsibility and current positiorthe education sector?

7.2Total experience in teaching in other

7.3Do you have teaching experience in Special Needsning difficulties and disabled children? If
the answer is ‘yes’, for how many years?

7.4When were you assigned at the current position? How many years?

[11. Interview Guidefor Education ProfessionalOfficials

1. What is Inclusive Education?.

2. Do Special Need Education teachers and regulanatneam/ teachers collaborate to work together
to alleviate the learning needs of children witle8pl Needs? How?

3. How do you describe the infrastructure and intemmalits of Inclusive Education schools for Special
Need Education students to practice Inclusive Eiluta (Sanitation on facilities, toilets, water
points /etc).

4. Are there resource rooms or special units in thealkcto help children with Special Need Education?

5. Do you think that the policy, strategies and plahthe education sector pertaining to Inclusive
Education are successful and under progress iro&chath Special Need Education children?

6. Is there any educational wastage in children v@8itecial Need Education in rural schools? Why?
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7. What challenges do you face when teaching leamginsSpecial Need Education?

8. How do you describe the interaction & support afepés and the community in general to Special
Need Education children and the school societynflement Inclusive Education?

9. In some cultures /society/, disabled or impaireittcen will be hidden in their homes from the

community. Do you think this is practiced in youea? Specify

10.1f you have general comments.

O

ignou
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Focus Group Discussion for PTA

Thank You

The main purpose of the interview is to collectadah the knowledge, attitude practice about Inckisi
Education in some rural schools of North Wollo zone

Your cooperation by giving genuineoimhation is highly valuable to complete the studyd a
subsequently to use its result for Academic purp8sg information that you give is confidential andll
never be passed on to any other party bearing iantity. The interview will be conducted if youear

willing to continue for 30 minutes.

| thank you in advance for your co-operation

Part One. Basic I nfor mation

No.

Name of the Participant

S¢

HAge

Educ.
Status

Responsibility

Service

Remark
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Part Two. Discussion Points

1. Whatis Inclusive Education?

2. What is your role in identifying and bringing learg difficulties/disabled children to school to
ensure Inclusive Education?

3. In general, persons without learning difficultiexlaisabilities are said to be mistreating those
children with learning difficulies and disabilitiess this a factor for educational wastage?
Discuss.

4. How do you consider the educational performancehdéiren with disabilities/learning difficulties
from their peers?

5. How do you describe the communication and intesaatif children with disabilities/learning
difficulties with their peers, each other, teachargl the community inside and outside the school?

6. Is there any educational wastage ildmm with Special Need Education children in hgchools? Why?
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7. What challenges do you face when teachingézarwith Special Need Education?

8. How do you describe the interaction & suppdparents and the community in general to Special
Need Education children and the school societynflement Inclusive Education?

9. In some cultures /society/, disabled or imghichildren will be hidden in their homes from the
community. Do you think this is practiced in youea? Specify

10. What do you suggest to be done for the imgmreant of practice of Inclusive Education to clelar
with disabilities/learning difficulties?

Thank You
| UNIVERSITY
Indira Gandhi National Open University
School of Graduate Studies Rural Development Department
Observation Guidein Schools

A. Fadilitiesand Ingtructional Materials
Ser. Available | Not Comment
No. | Facilities and Materials Available
1 Resource Room
2 Library
3 Separate toilet
4 Class rooms for special need children
5 Play ground
6 Accommodations

a. Visual accommodations- i. large print,

iigs language

ihagnification devices

b. Tactile accommodations- i. Braille, etc
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Tiactile graphics

c. Auditory Accommodations- i. Reader

ii. Tape

iii. Amplifier

d. Multi-sensory Accommodations- i. Video

ii. Screen reader

iii. cues
iv. Notes
6 Materials and Devices
a. Calculation devices,
b. the long cane
B. Observation Check list
Ser.
No. ftems 5 |4 |3 |2 |1

1 Friendliness of the School to Children with Leagnin
Difficulties/Disabilities

a. Resource rooms

b. Library

c. Laboratory

d. Class rooms

e. Play Ground

2 Interaction and communication of Children with L@ag
Difficulties/Disabilities with children withoutidability.

3 Interaction and communication Children with Leagin
Difficulties/Disabilities among themselves.

4 Interaction and communication of Children with L@ag
Difficulties/Disabilities with their teachers.

5 Position of students mixing up.

6 Tasks completion before moving to other lessons
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7 Participation children with Learning Difficultif3isabilities in
outdoor activities & interests

8 Inclusiveness of Woreda and School Improvemesnt.PI

9 Records of Assessment of Learning Difficulties/Diftes
children for enrolment.

10 | Records of instructional and assessment, behaaoha¢vement,
performance, categories of learning difficulties¢d&bilities
children in the school, and woreda.

11 | Use of educational materials/ accommodations byrlieg

Difficulties/Disabilities children for Inclusive Egtation.

Key . 5. Excellent 4.Verygood 3.Good 2. Fair

C. General Comments

1. Poor

“Thank You *“
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