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Abstract 

The objective of this study was to explore the perceptions of special education teachers 

in Dhaka about inclusive education, as well as the challenges they face and the methods 

they use to overcome them. 

The main instrument for data collection for this qualitative descriptive study was a 

semi-structured questionnaire. Ten special education teachers from two inclusive 

schools in Dhaka city participated in interviews using both closed-ended and open-

ended questions.  

According to the results, most teachers had a positive view of inclusive education and 

understood how it could enhance the inclusion of children with disabilities. They also 

highlighted several barriers such as inadequate financial support, lack of expert advice, 

and lack of government training in inclusive approaches. 

These observations emphasize that focused professional development, better resource 

allocation, and legislative changes are needed to encourage inclusive practices. 

Students with disabilities can be integrated into regular classrooms and a more 

supportive learning environment can be created by putting these strategies into practice. 

Keywords:  

Inclusive education; Special educators; Perceptions; Challenges; Strategies; Dhaka city   
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Chapter I: Introduction & Background 

1.1 Introduction 

Regardless of a person’s gender, race, socioeconomic background, or physical or mental 

ability, everyone should have the fundamental human right to education. Since it ensures that 

everyone has access to high-quality education tailored to their diverse needs, abilities, and 

backgrounds, inclusive education is an essential part of a just and equitable society. By 

embracing inclusive education, we can establish an environment that values differences, 

promotes understanding, and supports the holistic growth of each individual. In doing so, we 

enable each individual to realize their greatest potential and make significant contributions to 

their community (Mezquita-Hoyos, Y. N. et al., 2018).  

According to the principle of inclusive education, all learners, regardless of their unique 

characteristics and characteristics, should have the opportunity to learn in an equitable and 

meaningful way in a nurturing environment. It seeks to remove barriers that might otherwise 

prevent them from fully participating in the educational process, in order to ensure equal access 

to high-quality education for all learners, including those from marginalized backgrounds or 

with disabilities, to actively participate in educational activities and to help them realize their 

full potential (UNESCO, 1994). 

The effective implementation of special education largely depends on the availability of 

qualified teachers and supportive service personnel (Ainscow & Miles, 2008; Ahsan et al., 

2012). Inclusive practices are more effective when teachers demonstrate positive attitudes 

toward children with special needs.. Proper identification, development of individualized 

education programs, their implementation, and evaluation are all essential components of this 

process (UNESCO, 2009). Regrettably, in Dhaka city services aimed at preventing and treating 

impairments, as well as identifying and referring students with special needs at the school level, 
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are virtually non-existent (Ahsan et al., 2012). The scarcity of training programs for special 

educators has resulted in a shortage of qualified personnel in this field (Choudhury & Haq, 

2016). 

In Bangladesh, children with disabilities have traditionally faced the highest levels of social 

marginalization. Unfortunately, their access to education is severely limited, hindering their 

overall development. A recent study revealed that only 4% of the approximate 1.6 million 

primary school-aged children with disabilities have the opportunity to attend school. In areas 

where disability-focused interventions exist, this figure rises to 18%. Of those children, 48% 

are enrolled in formal education, 23% attend privately managed integrated schools, 15% are in 

special education programs, 5% are in inclusive education initiatives, and 9% are pursuing 

other educational pathways. The study also highlighted a concerning trend of decreasing school 

attendance among students with disabilities as they grow older, dropping from 44% among 6 

to 10-year-olds to just 15% among 16 to 18-year-old adolescents, indicating high dropout rates 

(Directorate of Primary Education DPE, 2002). 

The conventional approach of teachers in developing countries often revolves around teacher-

centered strategies, which unfortunately leads to the marginalization of disabled children from 

the educational system. This issue arises due to factors such as high student-teacher ratios, 

inadequate resources and support services for students with impairments, and insufficient 

training for educators, both before and during their service (Le Fanu, 2013; Singal et al., 2015). 

Additionally, it's important to note that "Initial teacher education programs place minimal 

emphasis on inclusive instructional strategies" (Johnstone & Chapman, 2009). 

The lack of comprehensive and child-focused tactics being implemented could indicate a gap 

in teachers' understanding as well (Nketsia, 2016). 
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The conventional approach of teachers in many developing countries often revolves around 

teacher-centered strategies, which unfortunately leads to the marginalization of children with 

disabilities from the educational system. Large class sizes, lack of resources and support 

systems for students with disabilities, and a complete lack of pre-service and in-service teacher 

training are some of the reasons for this problem (Le Fanu, 2013; Singal et al., 2015). 

As Johnstone & Chapman (2009) noted, "Initial teacher education programs place minimal 

emphasis on inclusive instructional strategies" (p. 138). The absence of comprehensive, child-

focused teaching practices may reflect a broader gap in teachers' understanding of inclusion 

(Nketsia, 2016). 

To ensure the full integration of all students, it is vital to examine school-level attitudes toward 

inclusive education. Although school administrators may express support for inclusive 

practices, the reality of physical infrastructure and psychosocial conditions often creates 

significant barriers (Ainscow & Miles, 2008). For example, safety concerns were frequently 

raised by both educators and parents during interviews, with repeated calls for boundary walls 

around schools to protect students. 

In some institutions, beyond instructional shortcomings, unwelcoming school codes of conduct 

and instances of teacher violence were also reported. Such practices and environments 

undermine the creation of a safe, inclusive, and engaging educational setting, ultimately 

hindering the meaningful participation of children with disabilities (UNICEF, 2014). And 

learning of student with disabilities ((Zulfiqur et al., 2018) 

Numerous informants have expressed concerns about the inadequate quality of teacher 

education. They highlighted the need for a profound reassessment of school development and 
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teacher training, as student teachers often lack the understanding of how to work with a diverse 

student population (Huge, 1996).  

Consequently, special education should be included as an important component of teacher 

education and should enhance general teaching (Alghazo & Gad, 2004). Meeting the diverse 

needs of students – especially those who require more complex support – makes reflective 

practice particularly relevant. Aspiring special education teachers need to be prepared for the 

challenges of inclusive education through such reflective practice (Blake & Monaco, 2006; 

Kirch et al., 2007; Welch & James, 2007; Beacham & Rouse, 2011; Kausarano, 2011; 

Wolodarczyk, 2015). The activities discussed are unique because they center on the 

relationships among participants in the educational process. In practice, many challenges arise, 

such as personal objections, insufficient resources, conflicting emotions, and more. A reflective 

special educator, participant in the inclusive teaching and learning process, should blend 

personal experience with theoretical knowledge. Cultivating this reflective capacity is a key 

objective when preparing future Teachers of special education within inclusive settings, as 

reflection is considered a central part of educational practice. 

“The adoption of Western teaching methods in the Bangladeshi educational context has been 

hindered by resource constraints and large class sizes. Moreover, the concept and 

implementation of inclusive education remain relatively foreign, with only a few schools 

embracing this approach. These pioneering institutions serve as potential models for others 

seeking to integrate inclusive education. To facilitate this transition, teachers require practical 

knowledge to effectively operate within such educational frameworks. By educating teachers 

and practitioners about implementing inclusive education in Bangladesh, this study will make 

an important contribution to future research and practice. Furthermore, it serves as a 

foundational point for subsequent research endeavors within this realm in Bangladesh” 

(Mehtab, 2014) 
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After examining various studies, it became clear that teachers’ attitudes towards inclusion are 

influenced by a number of important and secondary factors. This research, conducted in 

different cultural settings and rigorous analysis of the data, found that teachers’ attitudes 

towards inclusion were consistent across the globe. Notably, training in inclusive practices, the 

type of vulnerability of a student, and the availability of appropriate facilities and resources 

were found to be the most important factors influencing teachers’ attitudes towards inclusion. 

The study was conducted in Dhaka city. 

Background of the Study 

Inclusive education (IE) is an approach designed to meet the diverse needs of all learners, 

regardless of their background, ability, learning style or differences. Rooted in the principle of 

equity, it seeks to ensure that every learner has equal access to quality education, meaningful 

participation in school life and the opportunity to achieve positive outcomes. The focus of this 

approach is to remove barriers to learning and provide equal opportunities for all. In addition 

to academic achievement, inclusive education also supports students’ social and emotional 

development by creating a safe, supportive and nurturing environment. By valuing diversity, 

promoting fairness and fostering a sense of belonging, inclusive education empowers every 

learner to realise their full potential academically and personally (UNESCO, 1994). 

Inclusive education is a comprehensive approach that extends far beyond simply integrating 

marginalized students into regular classrooms. It involves structurally modifying the 

educational system to accommodate the diverse needs of all students. The main objective is to 

establish an inclusive setting that ensures all learners, no matter their backgrounds or 

differences, are valued, supported, and experience a genuine sense of belonging throughout 

schooling. This inclusive environment fosters a sense of community, celebrates diversity, and 

promotes to thrive academically and socially for student. (Ainscow, 2005).     
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The last two decades, there has been a significant global emphasis on exploring a wide array 

of educational methodologies to effectively address the increasing diversity within regular 

classrooms. As schools become more diverse, it is imperative to cater to the specific learning 

needs of students with varying requirements. This necessitates a fundamental shift in teaching 

approaches from predominantly teacher-centered to more student-focused models. However, 

ensuring active engagement for every student in the classroom poses significant challenges for 

schools.  

For instance, Ainscow (2005) highlighted the difficulty of putting inclusive practices into 

practice, pointing out that there are several elements that contribute to the difficulties. He 

maintained that the creation of an inclusive school culture may be hampered by the absence of 

a common vocabulary amongst stakeholders, including legislators, educators, and the general 

public. Therefore, a comprehensive strategy that takes into account the interests and viewpoints 

of all stakeholders is necessary to effectively address diversity in education. 

Meeting the diverse needs of students with disabilities who require specialized education is an 

essential part of creating an inclusive school culture. Speech and language development, social 

and emotional skills development, motor skills development, sensory and tactile awareness 

development, and resources, core skills, and professional development for enhancing visual 

discrimination are just a few of the many topics included in these materials. Children with 

special needs face significant barriers as they advance in their educational journey because 

many mainstream schools lack access to these important services (Kawsar, Ahmed, & Ahmed, 

2016). 

Students with disabilities represent a substantial and varied population of learners globally. 

This group includes individuals with a big range of abilities, obstacles, and specific needs, 

reflecting the diverse nature of the human experience (Richard & Metcalf, n.d., p. 3). 
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The situation in Bangladesh is similar to many other places. Children with mild or hidden 

disabilities are often not reported and do not receive the necessary support and attention, even 

though there are schools specifically for the disabled and they provide services for children 

with severe and moderate disabilities. As a result, there is a large gap in identifying and helping 

children with these types of disabilities (UNESCO, 2009, p. 7). 

Inclusive education is based on the idea that all students should have equal access to education 

and opportunities for personal development in the classroom, regardless of their individual 

characteristics and abilities. By integrating them effectively into regular educational programs, 

it aims to serve a wide range of students who have been historically underrepresented, including 

students with special needs or disabilities. Ultimately, the objective is to foster an educational 

environment that acknowledges and nurtures each student's distinct abilities, thereby 

empowering them to make meaningful and valuable contributions to both the local community 

and the nation at large (Mehtab, 2014). 

Currently, only two higher education institutions in Bangladesh offer a four-year specialized 

Bachelor of Education (Hons) program designed to provide comprehensive knowledge on 

special education to pre-primary special education (PSpE) teachers. The program includes 

special education as one of its four focus areas, aiming to prepare teachers to effectively support 

students with special educational needs (SEN). PSpE teachers play a key role as resource 

educators across 64 districts and frequently conduct training sessions for other teachers at 

Upazila (Sub-district) Resource Centers (URCs). In addition, they have the potential to be 

promoted to the position of Upazila Education Officer (UEO), who oversees the training and 

supervision of primary education teachers. By strengthening the skills and competencies of 

PSpE teachers, the program not only encourages their professional development but also 

enables them to take on leadership roles within the education system (Malak, 2013). 
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Rather than focusing on the real-world implementation of individualized education (IE) 

practices, most of the currently published material examines the impact of disability rights and 

government regulations on students with special educational needs (SEN). Limited empirical 

research has been conducted in this area. Notable studies include Ahsan et al (2011), Malak et 

al (2005), Akhter and Malak (2008), and the Department of Primary Education, CSID (2002, 

2003, 2005). 

At various points in my teaching career, I have extensively examined the complex process of 

understanding the educational experiences of children with special educational needs (SEN). 

These studies have provided valuable insights into the various challenges and effective 

strategies in teaching students with SEN. However, there remains a significant lack of research 

specifically focusing on the perspectives of pre-primary special education (PSpE) teachers on 

the inclusion of students with SEN in mainstream classrooms. This study aims to fill this gap 

by closely investigating the perspectives of PSpE teachers, recognizing that their attitudes play 

a significant role in shaping their practice and interactions within the educational environment. 

By highlighting this important aspect, the study seeks to contribute to creating more inclusive 

and supportive environments for students with SEN (Ajzen, 2005). 

Gaining insight into the attitudes of pre-service teachers is essential for the effective promotion 

of inclusive education in mainstream classrooms. A thorough understanding of their beliefs 

and perspectives is crucial for successfully advocating for and implementing inclusive practices 

within regular classrooms. A thorough understanding of their perspectives will enable 

educators and policymakers to address any potential barriers and create a supportive 

environment that fosters inclusive practices (Malak, 2013). 

Based on the research findings, it was revealed that the attitudes of teachers towards inclusion 

are impacted by various factors, with age and gender being just two of them. It was discovered 
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that in addition to age and gender, inadequate teacher training and cultural influences 

significantly contribute to shaping teachers' attitudes towards inclusion. This suggests that a 

combination of factors, rather than just age and gender, plays a crucial role in influencing 

attitudes towards inclusion, with age and gender serving as reinforcing rather than primary 

determinants (Kim Jenson, 2018). 

Throughout their practical training, the students were afforded the invaluable opportunity to 

glean insights and expertise from seasoned special educators and teachers. This hands-on 

experience not only broadened their knowledge base but also honed the essential skills 

necessary for a promising and successful career in the field of special education. The educators 

and teachers graciously imparted their wealth of knowledge, covering a myriad of vital aspects 

including the unique challenges faced in the profession, the intricacies of children's education, 

various developmental disorders, effective treatment approaches, and the pivotal role of 

communication in the field. The students diligently immersed themselves in the organization 

of professional activities and the implementation of a diverse range of teaching methodologies. 

They devoted substantial time to observe and partake in both individual and group interactions 

with children, paying special attention to activities designed for children with special needs. 

Additionally, the training underscored the significance of aligning teacher education with the 

practical dynamics observed in real-life school settings. This approach was instrumental in 

preparing the students to confidently navigate the multifaceted nature of the profession upon 

their graduation. Ruth, a dedicated teacher at this school, discovered that fostering an 

environment of effective collaboration with school administrators, fellow teachers, and an 

external specialist was pivotal in addressing the complex needs of one particular student, Jon. 

The external specialist not only provided valuable insights and expertise but also played a 

crucial role in actively listening to Ruth's observations and validating the team's approach to 

supporting Jon. This collaborative setting provided teachers with an opportunity to engage in 
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meaningful discussions, exchange insights, and critically evaluate their teaching practices, 

thereby greatly enhancing their continuous professional development (Clark et al., 1997). 

The collaboration among team members has ushered in a new era of tackling challenges and 

resolving issues at the classroom level. This departure from previous practices, which involved 

isolating the 'problem child' physically, emotionally, and socially signifies a noteworthy shift. 

Historically, special education has been rooted in the idea that 'deficits' in individuals lead to 

special needs. However, our current approach favours a holistic perspective, suggesting that 

both students and the school possess untapped resources. By fostering diverse, positive learning 

experiences and minimizing the focus on 'deficits', we aim to cultivate new positive learning 

outcomes. Proficiency often lays the groundwork for subsequent learning endeavors. Ruth 

consistently underscored the importance of reinforcing positive attributes in all children. For 

instance, she made a point to highlight Jon's positive conduct and actively worked towards 

developing a nurturing relationship with him. Her primary focus was on providing Jon with the 

necessary support to achieve academic success and fostering positive interactions with his 

peers. 

According to Coffey International Development (2012) and EADSNE (2012) Educators are 

strongly encouraged to demonstrate effective inclusive practices to their student teachers. This 

can be highly beneficial in promoting inclusive teaching methods" (Coffey International 

Development, 2012; EADSNE, 2012). 

Research indicates that translating inclusive principles taught in training into practical guidance 

for teachers remains challenging (Pinnock & Nicholls, 2012). Rouse and Florian (2012) noted 

that many teachers face uncertainty about how to effectively implement inclusive practices. As 

a result, there is growing recognition of the need for comprehensive professional development 

for teacher educators. Such programs aim not only to increase practical teaching experience 
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but also to deepen teachers’ understanding of the complex concepts, skills, principles, and 

beliefs that underpin inclusive education (EADSNE, 2012; Mamah et al., 2011; Pinnock & 

Nicholls, 2012; Rouse & Florian, 2012; William Nketsia, 2016). 

The comprehensive and meticulous research was instrumental in gaining profound insights into 

the viewpoints of educators on the subject of inclusive education and the myriad of factors that 

influence their attitudes towards it. The study adeptly pinpointed a broad spectrum of 

influences that contribute to sculpting teacher attitudes towards inclusion, providing 

illuminating revelations about the considerable implications for further delving into the specific 

needs of teachers and potential strategies for fostering inclusion within educational settings. 

Further exploration in this area holds the promise of significantly facilitating the successful 

integration of inclusive practices, given the pivotal role played by teachers in this endeavor. 

The principal aim of the study was to intricately scrutinize the internal factors that mold 

teachers' perspectives on inclusive education. 

1.2  Statement of the Problem 

Proyash, a leading special education institution in South Asia, offers a wide range of 

academic programs and support services aimed at promoting the education and inclusion of 

children with special needs (Rahman, 2014). 

In most regular schools in Bangladesh, there is a tendency to separate special children (SEN) 

from their peers, leading to their isolation within the educational setting, according to 

research by Akter and Malak (2008) and Das (2011). Regular teachers often lack sufficient 

training to effectively support students with SEN, which is one reason for the segregation of 

these students, as highlighted by Kibria (2005). 

For inclusive education to flourish, teachers need to be equipped with the necessary 

information and skills to address concerns related to disabilities. However, many teachers have 
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few opportunities to meaningfully communicate and engage with people with disabilities 

because current teacher education systems often fail to prioritize inclusion. Activities such as 

case study analysis can be incorporated to help reduce barriers to entry. However, there are still 

very few formal professional development programs for teachers and teacher educators that 

focus on inclusive approaches. Because of this, there is a general lack of knowledge about 

inclusive education policies and disability-related legislation (Rahman and Sutherland, 2012). 

This study was conducted in two inclusive schools in Dhaka city, which have received little 

attention in previous research. The main aim was to provide a detailed examination of the 

learning environment and teaching methods used in these institutions.. 
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1.3  Purpose of the study 

This study aims to explore special education teachers’ perceptions of inclusive education and 

identify the primary challenges they face in implementing inclusive practices in mainstream 

schools in Dhaka city. This study also attempts to examine the strategies that special education 

teachers use or recommend to effectively include children with special needs in inclusive 

classrooms. Focusing on their lived experiences and professional insights, this study aims to 

provide a contextual understanding of how inclusive education is practiced, the factors shaping 

teachers’ attitudes, and the institutional and pedagogical reforms needed to support inclusion. 

Ultimately, this study aims to generate evidence-based knowledge to inform teacher training 

programs, policy development, and school-level implementation strategies for inclusive 

education in Bangladesh. 

1.4  Significance of the study 

This study has significant pedagogical, practical, and policy-level implications. Academically, 

it contributes to the growing body of literature on inclusive education by providing context-

specific explorations of the experiences and perspectives of special education teachers in 

Bangladesh, where inclusive practices are still evolving. Practically, the findings can serve as 

a valuable resource for teacher educators, school leaders, and curriculum developers who aim 

to improve inclusive teaching skills and support systems in schools. This study also provides 

insights that can help develop more responsive teacher training modules, particularly those that 

prepare teachers to meet the diverse needs of students in inclusive classrooms. At a policy level, 

the study highlights important gaps in infrastructure, teacher preparation, and institutional 

support that must be addressed to achieve meaningful inclusion. Ultimately, the study seeks to 

create a more equitable education framework in Bangladesh—one that values diversity and 

ensures that every child, regardless of ability, has the opportunity to learn, grow, and succeed. 

 



14 
  

1.5 Research Questions 

1. What are special educators’ perceptions of their professional roles and responsibilities 

in the effective implementation of inclusive education in classroom settings? 

2. What challenges and barriers do special educators face in the classroom? 

3. What opportunities and support systems do special educators consider essential for 

improving and sustaining inclusive education practices in the classrooms? 

Operational Definition  

Inclusion concept of adapting traditional school systems to meet the needs of all children, 

regardless of ability or disability, is commonly referred to as full inclusion. This approach is 

based on the principle that existing teaching methods and technological resources can be used 

effectively to meet the diverse needs of all students in regular classrooms, including those with 

disabilities (Avramidis & Norwich, 2002). Inclusion is not just a buzzword; it represents a 

fundamental philosophy that asserts that every individual deserves the opportunity to 

participate fully in society. Successful inclusion requires collaboration, flexibility, a 

willingness to overcome uncertainty, and support from a wide range of individuals, services, 

and institutions. When implemented effectively, inclusive practices benefit students, teachers, 

and the wider community. Far from being a temporary trend, inclusion is a permanent policy 

that is reinforced by legal precedent. Importantly, inclusion is not simply about placing children 

with special needs in mainstream classrooms without adequate support; it requires careful 

planning, ongoing monitoring, and adequate resources. While inclusion offers significant 

benefits, it also presents challenges that demand the active participation of parents, teachers, 

peers, and administrators (Peters & Jeremy, 1999). 

Inclusive education refers to the practice of educating children with and without disabilities 

together in mainstream classrooms in Dhaka, Bangladesh, where appropriate accommodations 
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and supports are provided to meet their diverse learning needs. This study examines inclusive 

education through qualitative data collected from special educators, focusing on their 

experiences, observations, and practices related to the inclusion of children with special needs 

in special education settings. 

 

Inclusive education is a philosophy that advocates for equal educational opportunities for all 

students, regardless of their personal circumstances or background. It emphasizes the 

importance of integrating all children – including children with disabilities and those from 

minority language communities – into the same classroom and school, with the aim of creating 

a welcoming and supportive learning environment that meets the needs of each student. 

However, there is no universally accepted definition of inclusive education. Sly (2011), in The 

Irregular School: Exclusion, Schooling, and Inclusive Education, notes that there is no single, 

comprehensive definition of the concept. Similarly, Bates et al. (2015) highlight the ongoing 

debate about the meaning of inclusive education and how it should be effectively implemented. 

This lack of consensus is partly due to the different perspectives and research methods used 

across different educational institutions (Loreman et al., 2014). 

Challenges - Address the barriers that special educators have identified to the successful 

adoption of inclusive education. These may include lack of infrastructure, inadequate funding, 

hostile attitudes, policy gaps, or inadequate training. 

Opportunities - Special educators have identified enabling factors that are helpful or 

potentially helpful for inclusive education. These may include school leadership, policy 

support, community awareness, professional development, and collaboration with support staff 

and families. 
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Student with Disabilities- An important federal law aimed at ensuring a free adequate public 

education (FAPE) for children with disabilities is the Individuals with Disabilities Education 

Development Act (IDEA) of 2004. Intellectual disability, deafness, speech or language 

impairment, blindness, mental retardation, orthopedic disability, autism, traumatic brain injury, 

other health disabilities, specific learning disabilities, deaf-blindness, or multiple disabilities 

are some of the many disabilities covered by the law. An Individualized Education Program 

(IEP) must be developed in accordance with the IDEA and customized to meet the specific 

needs of each student. Specialized instruction, related services, and accommodations are part 

of this IEP, which is designed to help students advance educationally. 

Special Needs students (SNE)-In Bangladesh, the population of students with specific needs 

is diverse, encompassing not only individuals with disabilities but also groups such as persons 

with albinism, orphans, survivors of abuse, street children, household heads, members of 

nomadic or pastoral communities, and internally displaced persons. In order to provide 

equitable access to education, the special educational needs of these different groups must be 

recognized and met (Republic of Kenya: Ministry of Education, 2009). The Individuals with 

Disabilities Education Act (IDEA) further emphasizes the need for inclusive educational 

approaches that meet a wide range of special educational needs, which also highlights the 

significance of making accommodations for individuals with disabilities.  
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Chapter II: Literature Review 

The notion of inclusion encompasses a multi-dimensional and continuously evolving process 

that involves consistently adapting physical environments, societal structures, and mindsets 

across various settings, including residential spaces, educational institutions, and local 

communities. Its fundamental aim is to ensure that every person, regardless of their unique 

characteristics and differences, has fair and unobstructed access to opportunities. Through the 

practice of inclusion, the primary objective is to foster a deep sense of belonging and 

interconnectedness by encouraging individuals to actively participate, collaborate, and engage 

in all communal activities. At the same time, the goal of inclusion is to ensure fair access to 

resources, services, and obligations for all (Ngugi, 2002). 

The concept of inclusive education and inclusion is highly complex, and its application may 

vary across legal frameworks in different countries. A broad strategy, inclusive education seeks 

to modify the classroom environment to meet the diverse needs of each student in the traditional 

classroom. The goal is to ensure that all students have access to and benefit from a high-quality 

education, regardless of their background or ability. Inclusion goes beyond the education 

system, encompassing broader societal inclusivity and acceptance, aiming to create a more 

equitable and respectful society. According to Frederickson and other critics, Inclusion is seen 

as a movement that challenges societal norms and empowers individuals who may have been 

marginalized or excluded. However, critics argue that Inclusion can potentially be used to 

unfairly benefit certain groups in society, leading to unjust societal advantages and overlooking 

the needs of others. This discussion highlights the challenges of implementing inclusive 

practices and emphasizes the need to account for a variety of perspectives and experiences 

(Crane, 2015). 



18 
  

The principle of inclusion is based on the core belief that disability should not be seen solely 

as a medical condition, but rather as a multifaceted social issue that demands careful attention 

and proactive interventions. Advocates for disability rights emphasize the importance of 

distinguishing disability from an individual's abilities and argue for a broader, non-medical 

understanding. This perspective emphasizes how important it is to establish inclusive 

environments and remove barriers that prevent people with disabilities from fully participating 

in all aspects of life (Shakespeare, 2006). 

Its important acknowledge and address the urgent need for comprehensive political solutions 

to mitigate the wide-ranging societal impacts of disability. Whether these challenges stem from 

physical impairments or deeply embedded social structures, they are intricately linked to all 

facets of society. Therefore, the primary focus should be on restructuring societal attitudes 

towards persons with disabilities, breaking down socio-political barriers through well-planned 

and well-designed policy reforms. The ultimate goal is to uphold the human rights of persons 

with disabilities in accordance with the standards set by the United Nations Convention on the 

Rights of Persons with Disabilities (UN, 2006). 

Changing societal attitudes, laws, and infrastructures that impede individuals with disabilities 

is the main goal of the social model of disability. The social model advocates for systemic and 

societal changes to create inclusive and accessible environments, in contrast to the traditional 

medical model, which places an emphasis on treating or rehabilitating individuals. By 

promoting more extensive reforms to encourage participation and inclusion for everyone, it 

transfers accountability from the individual to society (Shakespeare, 2006). 

The discussion on transitioning towards inclusion gained momentum in Jermaine, Thailand, 

during the 1990s. This period marked a significant shift toward using education as a key tool 

to promote a fairer and more just society (Grue, 2015). The World Conference on Special 
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Education held in Spain in 1994, known as the Salamanca Declaration (1994), was a turning 

point in this change. 

During this important meeting, nations reaffirmed their dedication to the idea of Education for 

All emphasized the significance of ensuring that children with special needs have access to 

educational opportunities within local mainstream schools (UNESCO, 1994). Inclusive 

education goes beyond merely accommodating all students’ learning needs; it involves 

adapting academic programs and fostering an inclusive environment to ensure equal 

opportunities for everyone. This approach is grounded in the belief that educational methods 

should be inclusive and progressive. 

According to Barton and Armstrong (2007), inclusive education involves recognizing and 

incorporating commonalities within communities into the existing educational framework. It 

supports the concept of community-based schools that embrace practices rooted in equality, 

aspiration, participation, and diversity. The fundamental principle of inclusive education is that 

all children and young people should have equal access to educational opportunities in their 

local schools, regardless of their socio-economic, cultural or learning differences (UNESCO, 

2005). 

Liasidou (2016) supports existing definitions of inclusive education but expands the concept 

by defining it as the provision of educational services that guarantee the participation of all 

children within the community. This approach emphasizes that inclusion is not merely about 

enrolling all children in the same schools but actively removing barriers that prevent full 

participation in the school community (Mittler, 2000). Furthermore, inclusion is viewed as a 

dynamic and continuous process requiring ongoing efforts to improve both the organizational 

and educational aspects of the general education system (Mittler, 2000). Ngugi (2002) 

underscores the importance of recognizing and addressing obstacles both inside and outside 
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schools that hinder inclusivity, advocating for adjustments in teaching methods, school 

environments, and educational systems to better support the diverse learning needs present in 

mainstream schools. 

The United Nations strongly advocates investing in Inclusive Education as a fundamental 

strategy to address the root causes and consequences of exclusionary behaviors, such as 

discrimination and inequality, in society. Inclusive Education is regarded as a critical approach 

to ensuring that all students, regardless of their background or abilities, have equal access to 

quality education. This approach emphasizes accommodating and valuing the diversity of all 

learners, including those with disabilities, marginalized backgrounds, and different learning 

styles. By promoting equality, diversity, and inclusion in education and beyond, Inclusive 

Education aims to foster a more equitable and just society for all (United Nations, 2006). 

Inclusive education encompasses a holistic and broad-reaching philosophy that goes beyond 

merely incorporating students into regular education classrooms. It centers on ensuring that 

every student, regardless of any barriers they may face, receives individualized and high-

quality instruction, specific interventions, and consistent support within the general education 

setting. This approach includes providing necessary accommodations, modifications, and 

personalized assistance to guarantee each student’s success in mastering the standard 

curriculum while fully participating alongside their peers (Buri, Quirk, Almazan, & Valenti, 

2010; Alquraini & Gut, 2012). 

The current body of literature on students with special educational needs (SEN) has 

predominantly focused on aspects such as disability rights and government policy, often 

overlooking the practical implementation of inclusive education. Despite extensive research on 

SEN, there remains a notable lack of practical studies exploring education for children with 

SEN. Noteworthy contributions in this area include works by the Directorate of Primary 
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Education, CSID (2002, 2003, 2005), Malak et al. (2005), Akter and Malak (2008), and Ahsan 

et al. (2011), which illuminate the critical significance of practical application in inclusive 

education for children with SEN. 

The current body of published research examining the attitudes of pre-service special education 

teachers towards the inclusion of students with special educational needs (SEN) in regular 

classrooms is notably deficient in comprehensive evidence. Existing literature on this topic is 

quite restricted, leaving a significant knowledge gap in this particular area of study. Therefore, 

this research aims to bridge this gap by conducting an in-depth exploration of the attitudes held 

by pre-service special education teachers. Gaining a thorough understanding of these attitudes 

is crucial, as they have the potential to significantly influence the behaviour and support 

provided to students with special educational needs in inclusive educational environments. This 

research endeavour seeks to contribute to the existing knowledge base by shedding light on the 

complexities and nuances of pre-service special education teachers’ attitudes towards inclusive 

education, thereby informing potential improvements in teacher training and support for 

inclusive classroom settings (Ajzen, 2005). 

The perspective and attitudes of pre-service teachers play a pivotal role in the successful 

implementation of inclusive education within mainstream classrooms. It is essential to 

understand the significance of nurturing educators' confidence in effectively catering to the 

needs of students with disabilities as a fundamental component of their training. In instances 

where teachers are not adequately prepared or lack the self-assurance to accommodate diverse 

requirements, Maddern (2009) underscored the paramount importance of not only recognizing 

but also actively catering to the specific needs of students with visual impairments to facilitate 

their seamless and efficient integration into mainstream classroom settings. It is imperative to 

conduct comprehensive inquiries into the viewpoints and convictions of educators regarding 

inclusive education, given the belief that the success of inclusive education initiatives hinges 
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on educators maintaining favorable mindsets. Over the past two decades, a multitude of studies 

have been undertaken to delve into educators' perceptions and attitudes, which have 

significantly contributed to a more profound comprehension of the prevalent challenges within 

the realm of education (Norwich, 2008; Scruggs & Mastropieri, 1996). 

The enrolment of students with severe disabilities in neighborhood schools posed considerable 

challenges due to the inadequacy of the existing curricula in meeting their specific needs. The 

standard curricula were not equipped to address the unique requirements of these students, 

thereby hindering the achievement of inclusive education. Educators specializing in teaching 

students with severe disabilities encountered difficulties in adapting their instructional 

techniques to align with the school's curriculum. Like, general educators faced challenges in 

incorporating functional skills into their standard curriculum, resulting in struggles to 

effectively address the diverse learning needs of all students within the inclusive classroom 

setting (Artiles, Kozleski, Dorn, & Christensen, 2007). 

In various cultural and educational settings, the determination of the maximum number of 

students with special needs who can be effectively accommodated in a single classroom 

depends on several factors. These include the level of authority schools have in setting class 

sizes, as well as the legal requirements and regulations that give schools the ability to select 

the students they enroll (Odongo & Davidson, 2016). 

The difficulties faced by students who find it challenging to meet the academic requirements 

in the classroom can have a significant impact on how teachers perceive them. Adapting to the 

varied educational needs of each student can be quite demanding for educators, leading to 

changes in their perspectives and teaching methods (Jenson, 2018). 

In order to effectively address the potential impact of increasing student diversity on the social 

dynamics within schools, it is essential to conduct a comprehensive examination and gain a 



23 
  

deep understanding of a broad spectrum of perspectives and experiences. This involves 

considering factors such as cultural backgrounds—including traditions, values, and belief 

systems—language differences and proficiency levels, socioeconomic status (including access 

to resources and support systems), and varying learning styles among students, such as visual, 

auditory, and kinaesthetic preferences. Understanding and addressing these factors can help 

create an inclusive and supportive environment that enables all students to thrive academically 

&socially(Sanchez-Marti&Ramirez-Iniguez,2012). 

UNESCO has created a groundbreaking framework aimed at revolutionizing our perceptions 

of social diversity within educational settings. This innovative approach emphasizes the 

importance of wholeheartedly embracing and integrating differences and diversity in a holistic 

way. As a result, inclusive education now extends beyond students in need of special education 

to encompass all students from historically marginalized groups. The primary objective of 

inclusive education is to ensure that every individual has equitable and just access to high-

quality education (UNESCO, 2001). 

It is crucial for every member of the school community, including teachers, staff, students, and 

parents, to actively participate in creating a welcoming and inclusive environment for all. This 

requires a dedication from all individuals involved in the educational journey to actively 

implement strategies that discourage and eliminate negative attitudes, behaviors, and beliefs. 

By doing so, we can effectively pave the way for the seamless integration and advancement of 

inclusivity within our educational institutions (Booth & Ainscow, 1998). 

Teachers play a crucial role in education, carrying significant responsibility as they have 

extensive interactions with students and are tasked with implementing inclusive education 

practices. They serve as intermediaries between society and the school, shaping the future of 

their students. As role models, teachers have a profound impact on students' attitudes and 

behaviours. Furthermore, it is essential for teachers to collaborate, align their efforts, and share 
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classroom experiences to ensure the success of inclusive education. This collaboration provides 

a holistic approach to education, fostering an environment where all students can thrive and 

succeed (Ünal Şimşek & Kılcan, 2019). 

Extensive research conducted in multiple countries globally has consistently emphasized the 

substantial influence of teachers' attitudes on the effectiveness and accomplishment of 

inclusive education (Agbenyega, 2007; Arbeiter & Hartley, 2002; Forlin, Earle, Loreman, & 

Sharma, 2011; Kuyini & Mangope, 2011). The professional development initiatives designed 

for educators have had a profound influence on their perception of inclusive education. These 

initiatives center on equipping teachers with the necessary knowledge and expertise to 

seamlessly integrate students with special educational needs into mainstream classrooms. 

Consequently, teachers have demonstrated increasingly favorable attitudes towards adapting 

and backing these students in their educational settings (Dart, 2006; Forlin & Chambers, 2011; 

Forlin et al., 2011). Studies conducted in various developed and developing countries have 

consistently demonstrated that teacher educators exhibit favorable and supportive attitudes 

towards inclusive education (Pinnock & Nicholls, 2012; Tungaraza, 2013; Nketsia, 2016). 

Inclusive education is a pedagogical approach that prioritizes recognizing and nurturing the 

unique strengths of learners rather than focusing on their perceived limitations. Its goal is to 

support students with disabilities in seamlessly integrating into both school and community 

life. 

In an inclusive school environment, teachers play a critical role in addressing the wide-ranging 

needs of their students, encompassing both those who are typically developing and those with 

disabilities. It is their responsibility to make appropriate modifications and accommodations to 

the curriculum and instructional approaches in order to ensure the academic achievement of 

every student, irrespective of their unique characteristics and learning styles (Kibria, 2005, p. 

44). As aspiring special educators, we are acutely aware of the tremendous responsibility that 
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comes with performing our duties effectively. We understand the necessity of engaging with 

each child in a personalized manner, recognizing the diverse professional skills required to do 

so. Each child we encounter has unique needs and abilities, and therefore we are committed to 

providing individualized attention and tailored support. Our approach emphasizes 

attentiveness, flexibility, and a considerate demeanor when working with children on an 

individual basis. We also prioritize anticipating the potential actions and behaviors of the 

children under our care. Central to our practice is empathy, which guides us in comprehending 

and addressing the needs and desires of the children we work with. This role demands a high 

level of responsibility, as well as thorough planning and organization of activities. Our 

approach to special education is centered on creating adaptable and positive learning 

experiences for our students. We focus on emphasizing their capabilities rather than their 

limitations and strive to enhance the resources available to both students and the school, 

ultimately aiming to foster positive learning outcomes and promote mastery for all students. 

In different countries, the concept of inclusion can take on various interpretations. Some view 

inclusion as embracing students from marginalized or underprivileged backgrounds, while 

others focus on integrating students with disabilities or special educational needs into 

mainstream schools. It is important to understand that inclusion and integration represent 

different perspectives, despite often being used interchangeably. This common 

misunderstanding can limit the exploration of the different forms of exclusion and 

discrimination within educational systems, as inclusive policies are frequently associated only 

with special education (SHS Conference, 2018). The role of teachers in shaping the success of 

inclusive education is incredibly important. It is crucial to understand that the perspectives and 

worries of educators regarding inclusion have a significant impact on how well inclusive 

practices are implemented in educational environments (Symeonidou & Phtiaka, 2009). 
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Some of research project, researcher meticulously conducted an extensive and thorough 

analysis to explore the viewpoints and concerns of a carefully chosen group of 100 educators 

actively involved in teaching students in inclusive classrooms in the educational setting of 

Ghana. The findings from the study brought to light that the primary concerns of the educators 

revolved around their perceived lack of expertise in effectively catering to the diverse needs of 

students with disabilities, as well as the insufficiency of resources available to accommodate 

individual differences. The evidence strongly suggested that the willingness and commitment 

of educators to implement inclusive educational practices are significantly influenced by their 

attitudes and concerns (Agbenyega, 2007). 

Changpinit, Greaves, and Frydenberg (2007) explored the attitudes and concerns of 702 in-

service teachers working in inclusive classrooms in Thailand. Their findings showed a 

significant negative relationship between teachers’ attitudes and their concerns: teachers with 

more positive attitudes toward inclusive education reported less concern, while teachers with 

more negative attitudes exhibited higher levels of concern. Building on this work, Forlin and 

Chambers (2011) investigated how pre-service teachers’ confidence in teaching students with 

disabilities and their knowledge of local policies influenced their attitudes and concerns. The 

study found a significant positive relationship between confidence and policy knowledge and 

positive attitudes toward inclusion, and a similar negative relationship with concerns about 

including students with disabilities. 

The research  pointed out simply gaining the knowledge of rules and regulations related to 

inclusion and building faith was insufficient in alleviating the worries or unease felt by teachers 

when In their classrooms, they engage with children who have disabilities. (Forlin & Loreman, 

2017). 
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Discussions on inclusive education centre on the integration of learners with diverse needs into 

the mainstream education system. Participants in the study highlighted two key aspects: the 

inclusion of all learners and the integration of learners with special educational needs (SEN). 

Most respondents (10 participants) emphasised that inclusive education involves the 

integration of all learners, with only four specifically mentioning the inclusion of learners with 

special educational needs. Accordingly, most supported a broader interpretation, supporting 

that inclusive education should be appropriate for all learners. Historically, the focus of 

inclusive education has been primarily on learners with special needs, particularly before the 

Salamanca Declaration. However, global initiatives led by UNESCO and ongoing international 

developments have broadened the concept of including all learners with diverse needs. This 

evolution reflects a significant shift in the understanding and practice of inclusive education, 

highlighting the importance of creating an educational environment that is inclusive of every 

learner (UNESCO, 1994; UNESCO, 2009). 

The inclusion of children with disabilities in regular classes is only one aspect of inclusive 

education. It reflects a pervasive concept that seeks to establish a welcoming and accessible 

environment that enables these students to engage in active interactions with their peers. The 

goal is to provide children with disabilities with opportunities to fully participate in a variety 

of educational and social activities in the same classroom. This approach uses a variety of 

teaching strategies that are designed to empower students by developing the independence, 

knowledge, and critical skills necessary for success in the classroom and society. Creating an 

environment where every student feels valued, encouraged, and able to realize their full 

potential (Jenkinson, 1997; Lewis & Durlag, 1999). 

The researchers discovered that a number of countries place significant emphasis on making 

sure that children with disabilities are not only included in inclusive education but are also 

given the support they need to thrive. Their findings offered valuable perspectives on how to 
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effectively tackle the various obstacles encountered by children impacted by factors such as 

gender, poverty, behaviour, culture, and immigration within the educational setting (Shaddock, 

Smyth King, & Giorcelli, 2007). 

Inclusive education, as described by Booth and Ainscow (1998), UNESCO (2001), and Simon, 

Echeita, Sandoval, and Lopez (2010), refers to an educational approach that aims to facilitate 

the realization of the learning potential of all students, including those with diverse 

backgrounds and abilities. This approach emphasizes providing support and resources to ensure 

that all students can receive education alongside their peers in the regular classroom setting. 

Upon conducting a thorough and in-depth analysis, the research findings unequivocally 

showcased that educators' perspectives on inclusion were intricately molded by a multifaceted 

interplay of interconnected elements. It became apparent that these viewpoints were not simply 

dictated by a singular factor, but rather by a nuanced and complex combination of various 

contributing factors (Ünal Şimşek & Bahadır Kılcan, 2019). 

Teacher Attitudes and Training  

The success of inclusive education hinges significantly on the attitudes of teachers and the 

effectiveness of their professional training. A teacher's willingness and confidence to 

implement inclusive practices are strong predictors of success (Agbenyega, 2007; Forlin & 

Chambers, 2011). Research consistently shows that a lack of expertise and resources are 

primary concerns for educators (Agbenyega, 2007). This highlights the need for practical, not 

just theoretical, training that equips teachers with the necessary skills to accommodate diverse 

learners. Nurturing positive attitudes in pre-service teachers is also critical, as their 

foundational beliefs will influence their future practice (Ajzen, 2005). 

Conceptual and Systemic Barriers  
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The literature emphasizes a shift from the medical model of disability, which focuses on 

"fixing" individuals, to the social model, which addresses societal barriers (Shakespeare, 2006). 

This conceptual change is vital for tackling systemic challenges. Barriers identified in the 

research include the inadequacy of standard curricula to meet the needs of all students, a lack 

of sufficient resources, and the need for comprehensive policy reforms (Artiles et al., 2007; 

Odongo & Davidson, 2016). The understanding of inclusion varies across different countries 

and cultures, further complicating its implementation (SHS Conference, 2018). 

Local Context and Research Gaps 🇧🇩 

The review reveals a significant gap in local research concerning the practical implementation 

of inclusive education in Bangladesh. While some work by organizations like the Directorate 

of Primary Education and authors such as Ahsan et al. (2011) exists, there is a notable lack of 

in-depth, practical studies on the experiences of special educators and the real-world challenges 

they face. This gap underscores the importance of the current study, which aims to provide 

valuable, context-specific insights into the perceptions of special educators in Dhaka.The 

extensive body of literature reviewed provides a comprehensive and detailed analysis of 

teacher attitudes towards inclusion across diverse cultural contexts. It effectively underscores 

the intricate and varied perspectives that emerge within specific countries, shedding light on 

the complexity of attitudes towards inclusion shaped by cultural differences (Avramidis & 

Norwich, 2002; Florian & Black-Hawkins, 2011). Recognizing and appreciating significant 

variations in attitudes towards inclusion across nations is fundamental for developing inclusive 

education policies and practices that are both impactful and contextually relevant (Forlin, 

2010). The sources examined encompass a wide spectrum of cultural viewpoints, highlighting 

the profound influence of cultural diversity on perceptions of inclusive education within 

educational settings (Kalyanpur & Harry, 1999). This underscores the imperative need for 
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culturally responsive approaches to inclusive education that honour and integrate the diverse 

cultural backgrounds of both students and educators (Artiles, Kozleski, & Waitoller, 2011). 
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Chapter III: Methodology 

This segment delineates the methodology employed to achieve the study's objectives. It begins 

by explicating the research strategy and design, followed by a description of the sample 

selection process then details the data collection and analysis procedures. The section 

concludes with a discussion of the ontological and ethical considerations that guided the 

research endeavor. 

The study adopted a rigorous qualitative methodology, utilizing in-depth techniques such as 

extensive discussions and interviews to collect rich and comprehensive data. The meticulous 

application of qualitative methods facilitated the generation of detailed and nuanced findings, 

thereby providing profound insights into the research topic (Patton, 2015). 

By employing this methodology, the objective was to thoroughly comprehend the fundamental 

components of the study phenomenon. Furthermore, it enabled the succinct summarization of 

the gathered data, ensuring that key principles were precisely highlighted while maintaining 

their utmost significance (Flick, 2009). 

3.1  Research Approach and Design 

This study adopts a qualitative research approach to deeply explore the perceptions and 

experiences of special educators regarding inclusive education practices. The qualitative 

approach is suitable because it emphasizes understanding participants’ perspectives, beliefs, 

and attitudes within their natural contexts, providing rich and detailed insights (Creswell, 2014; 

Patton, 2015). 

The research design is exploratory and descriptive, aiming to capture the complex realities 

faced by educators in mainstream classrooms that include students with special educational 

needs. Data collection involved semi-structured interviews (IDI), allowing participants to 
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express their views openly and enabling the researcher to probe for detailed information (Flick, 

2009). 

This design ensures that the study captures the depth and complexity of inclusive education 

from the educators’ standpoint, facilitating a comprehensive understanding of both the 

challenges and effective strategies in classroom practice. 

 

3.2  Research Site 

This research will be conducted in Dhaka, the capital city of Bangladesh, which serves as a 

central hub for educational development in the country. Dhaka is home to numerous institutions 

dedicated to both special education and inclusive education, providing a diverse and dynamic 

setting for this study. The city offers a unique environment where inclusive education policies 

and practices are being piloted and implemented across both government and private sectors. 

The availability of mainstream schools, special education centres, and inclusive pilot programs 

within Dhaka makes it an ideal location to examine the practical realities, challenges, and 

successes of inclusive education in Bangladesh. 

3.3  Research Participants 

The study specifically focused on two primary inclusive schools located in Dhaka city. A 

purposive sampling technique was employed to select ten full-time special educators from 

these institutions. All selected educators possessed a Bachelor of Special Education (B.S.Ed) 

degree, with a considerable number also holding a Master of Special Education (M.S.Ed) 

degree. The sample comprised eight female and two male special educators, reflecting the 

gender distribution commonly observed in the special education workforce (Malak, 2013). 
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3.4   Procedure/Participants Selection Procedure 

The researchers employed purposive and convenience sampling techniques to select special 

educators for the study. Purposive sampling involves deliberately choosing participants based 

on specific characteristics relevant to the research objectives, rather than random selection. 

Also known as judgmental sampling, this method relies on the researcher’s expertise and 

discretion to identify individuals, cases, or events that are most information-rich and pertinent 

to the study (Patton, 2015). Purposive sampling is widely used in qualitative and mixed-

methods research, particularly when aiming to gain in-depth insights when resources are 

limited (Creswell & Poth, 2017). Convenience sampling, on the other hand, selects participants 

based on their accessibility and availability, often used to complement purposive sampling in 

exploratory studies. 

 

 

3.5  Data Collection Tool 

The study employed a questionnaire guide to collect demographic and perceptual data from the 

participants. The questionnaire gathered information on participants’ age, gender, highest 

educational qualification, years of teaching experience, and relevant training in inclusive 

education. Additionally, it explored participants’ perspectives on inclusive education, their 

attitudes towards it, challenges encountered when working with students with exceptionalities, 

strategies utilized to address these challenges for improving inclusive education practices in 

classroom. The use of structured questionnaires in qualitative research helps to systematically 

capture both demographic variables and subjective viewpoints, facilitating a comprehensive 

understanding of the research context (Creswell & Creswell, 2018). 
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3.6  Data Collection Method and Procedure 

The researcher diligently sought approval for the research project from her affiliated institution. 

Prior to data collection, obtained all necessary permissions from relevant research ethics 

committees and institutional authorities. Upon securing the required approvals, copies of the 

permits were submitted to the school principals, who granted consent for conducting interviews 

using a questionnaire with special educators. Subsequently, the researcher carefully selected 

participants from a registry based on predetermined inclusion criteria. The heads of the 

educational institutions were informed about the study and requested to facilitate contact with 

the selected special educators. Once participants were identified, the researcher met with each 

individually to explain the study’s objectives and provided ample opportunity for them to 

voluntarily consent to participate. To uphold ethical standards, participants were thoroughly 

briefed on confidentiality, informed consent, and their rights, ensuring they fully understood 

the ethical guidelines before agreeing to take part (Creswell & Poth, 2018; Israel & Hay, 2006). 

3.7  Data Management and Analysis 

After conducting interviews with the participants, the qualitative data analysis process 

commenced. This involved carefully organizing and segmenting the data into manageable 

units, synthesizing information, and identifying emerging patterns while filtering out irrelevant 

details. A critical aspect of this process was deciding which information was significant to 

communicate. As the primary researcher, I independently coded the teachers’ responses item 

by item. Subsequently, a rigorous comparison of codes was undertaken to resolve through 

discussion, codes reflecting the most common responses were consolidated into reportable 

themes. The qualitative data was then systematically processed, analyzed, and presented in a 

narrative form, incorporating direct quotations from participants to add depth and context 

(Creswell & Poth, 2018). 
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In analyzing thematic analysis was employed—a qualitative method that involves identifying, 

analysing, and reporting patterns within the data. This approach enabled the researchers to 

systematically code the documents, uncover recurrent themes, and derive meaningful insights 

(Denzin & Lincoln, 2000; Braun & Clarke, 2006). 

The following major themes emerged from the questionnaire data: (1) Knowledge and 

Perception of Inclusive Education; (2) Challenges of Inclusive Education; and (3) Strategies 

Used to Include Students in Inclusive Settings. These overarching categories were further 

enriched by a number of sub-themes, which provided nuanced understanding and were given 

careful consideration during the analysis. 

3.8  Validity & Reliability 

Validity and reliability in this study primarily refer to the accuracy and trustworthiness of the 

findings as reflected in the data. Creswell and Miller (2000) argue that in qualitative research, 

validity depends largely on the researcher’s careful selection and application of study methods, 

as well as the credibility of the findings. Reliability, on the other hand is defined by Joppe 

(2000) as the degree to which research results are consistent and dependable over time. 

However, it is important to note that establishing traditional validity and reliability is often 

challenging in qualitative research due to its subjective and interpretive nature. To address this, 

the study adopts alternative conceptualizations more suited to qualitative paradigms, focusing 

on aspects such as consistency, truth value and neutrality to ensure the rigor and trustworthiness 

of the research outcomes (Creswell, 2013; Lincoln & Guba, 1985). 

3.9  Ethical Issues 

Throughout the study, the researcher adhered strictly to established ethical guidelines to ensure 

the protection and respect of all participants. Prior to data collection, the necessary permissions 
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were obtained from relevant authorities to conduct the research. Participants were provided 

with clear and comprehensive information about the study’s purpose, procedures, and their 

rights, ensuring informed consent was properly obtained (American Psychological Association 

[APA], 2017). 

The consent process emphasized voluntary participation, where participants had the full 

freedom to decide whether to engage in the study without any coercion or undue influence. 

Participants were informed of their right to withdraw from the study at any time without facing 

any penalties or repercussions. Furthermore, participants could choose to skip any questions 

they felt uncomfortable answering while still remaining part of the research (Orb, Eisenhauer, 

& Wynaden, 2001). To maintain confidentiality and protect participants’ identities, all data 

were anonymized, and privacy was safeguarded throughout the research process. 

 3.10  Privacy and Confidentiality 

Throughout the research process, privacy and confidentiality were rigorously maintained. Prior 

to conducting interviews through written questionnaires, participants were clearly reminded of 

their right to provide informed consent and were given the option to decline answering any 

questions they found uncomfortable. They were also informed of their right to discontinue 

participation at any time without any consequences. All data collected from individual 

participants were handled with strict confidentiality, and findings were reported using 

aggregated data to ensure that no participant could be personally identified (Orb, Eisenhauer, 

& Wynaden, 2001). The study was conducted in full compliance with the ethical guidelines 

and ensuring that all ethical considerations for research were thoroughly upheld. Participant 

information was kept confidential and used exclusively for the purposes of this research. 
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3.11 Limitations of the Study 

This study was geographically limited to Dhaka city and specifically involved only two 

inclusive schools. While this focused scope allowed for detailed investigation, a broader 

inclusion of all schools within Dhaka would have provided a more comprehensive 

representation of the inclusive education landscape in the city. Constraints related to time and 

financial resources restricted the study to the selected schools. Additionally, the research could 

not ensure equal representation of male and female participants, which may have influenced 

the diversity of perspectives captured in the findings. 
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Chapter IV: Results/Findings & Discussion 

The aim of this study was to explore the perspectives of special education teachers on inclusive 

education, the challenges they face, and the measures they implement to integrate students with 

special needs into inclusive education. This study identified three main themes: knowledge, 

perceptions, and attitudes regarding inclusive education, as well as the strategies used to 

include students in inclusive environments. 

4.1 Knowledge and understanding on Inclusive Education  

The success of inclusive education largely depends on teachers’ deep understanding of its true 

meaning and significance. Such understanding equips them to make informed decisions when 

dealing with student diversity and managing classroom activities effectively. Furthermore, an 

individual’s understanding of inclusion significantly influences how inclusive practices are 

implemented (Cresswell and Miller, 2000). 

In this study, special education teachers demonstrated positive attitudes towards inclusive 

education. All participants expressed agreement with the principle of including children with 

special needs in the inclusive education system. The findings indicate that special education 

teachers had adequate knowledge about inclusive education and had favorable attitudes 

towards integrating students with special needs. 

4.1.1 Social Acceptance & Awareness    

Most participants agreed that children with special needs will be able to fully participate in 

educational programs when there is greater social acceptance and awareness. Participant 3 

emphasized- "If the community welcomes these students, schools can successfully include these 

students. Inclusion is not just a classroom issue; it is about changing the perspective of families 

and society so that children with special needs can thrive while maintaining their dignity." 



39 
  

So, the numerous benefits of inclusive education, noting that such programs not only provide 

essential support to children with special needs but also promote greater appreciation for 

diversity, empathy, and collaborative relationships among all members of the school 

community. 

4.1.2 Holistic Development  

Participant 7 noted- “Children benefit from inclusive inclusion in all aspects of their 

development, including social, emotional and educational. In addition to learning to read and 

write, they also learn how to contribute to society. For this reason, I believe inclusion is the 

best path for their holistic development”. 

The majority of participants expressed a strong conviction that the successful integration of 

inclusive education for students with special needs would foster their holistic development and 

facilitate their acceptance as valued members of society. They underscored the importance of 

creating a nurturing and supportive environment within the inclusive education framework, 

ensuring that all students—including those with special needs—have equitable access to 

opportunities for growth across all developmental domains. 

4.1.3 Developing supportive Attitude 

The most of participants conveyed the belief that the inclusion of students with special needs 

in mainstream educational settings would reduce social disparities and foster a spirit of 

collaboration among all individual needs. They proposed that by sharing the same learning 

environment as their typically developing peers, students with special needs would benefit from 

improved learning outcomes, enhanced understanding, and the development of supportive 

behaviors. 
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Participant 4 highlighted- “Learning with others lowers barriers for children with disabilities. 

They blend into the group. And other children gain patience and kindness. It's not just about 

academics, it's about building a positive attitude throughout the class.” 

4.1.4 Right stabilised  

The educators involved in this study strongly advocate for safeguarding the civil and 

fundamental rights of children with special needs by promoting their active participation in 

inclusive education. Interviewer 1 stressed "As citizens of this nation, children with special 

needs should have the same rights as everyone else. Inclusion is justice, not charity. If we 

exclude them, we are denying them their rights". Educators emphasize that inclusive education 

is instrumental in affirming these children as valued and integral members of society and the 

family. The participants firmly believe that children with special needs are entitled to the same 

rights as their peers, and that inclusion within the educational system is a critical step toward 

the realization and protection of these rights. 

4.2 Challenges in Inclusive Education  

 The study revealed several challenges faced by students with exceptionalities in inclusive 

classrooms. These challenges primarily arise from insufficient teacher training, infrastructural 

limitations, diverse student learning needs, curriculum inadequacies, and the scarcity of 

necessary resources. 

 

4.2.1 Lack of positive Attitude  

The special educators who participated in the study emphasized the importance of fostering a 

positive societal attitude towards children with special needs. Participant 2 described-“Many 

parents and even neighbors see these children as a burden. As a result, they are deprived of 

opportunities to participate in social and academic activities. Schools cannot make children 
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feel included if society does not accept them.”However, they observed that families and the 

broader society often hold negative perceptions, frequently viewing these children as burdens. 

The participants highlighted that social participation opportunities for children with special 

needs are frequently limited or restricted. Due to the prevailing lack of positive attitudes within 

their social environments, these children continue to face significant challenges related to 

accessibility, acceptance, and meaningful engagement in social activities. 

  4.2.2 Infrastructural Barriers  

According to special educators, inadequate infrastructure within inclusive education settings 

poses significant challenges. Students with special needs possess diverse abilities, limitations, 

and requirements, necessitating a variety of support services. For example, inclusive school 

environments often lack essential facilities such as ramp and lift access, and the presence of 

unsuitable classroom materials can create physical and sensory barriers, thereby hindering the 

full participation of students with special needs. Participant 5 shared- "There is no elevator, 

and my classroom is on the third floor. It is impossible for a child in a wheelchair to get there. 

We lack sensory materials, adequate restrooms, and ramps. Without infrastructure, inclusion 

is not possible." 

4.2.3 Socio- Cultural Barriers  

Many participants acknowledged that the prevailing socio-economic conditions in the country 

present considerable barriers for children with special needs to access inclusive education. In 

numerous schools, these children face exclusion due to negative attitudes held by teachers, 

peers, and even their own parents, who fear that their presence might disrupt the learning 

environment. Consequently, students with special needs are frequently discouraged from 

attending mainstream schools, thereby limiting their opportunities for social inclusion and 

accessibility within the broader society. 



42 
  

9 explained- "According to some parents, a child with special needs in the classroom can create 

a disruption for other students. This deeply rooted cultural attitude makes it quite difficult to 

provide equal opportunities." 

4.2.4 Inadequate Teachers Training  

The consensus among participants was that teachers generally lack the necessary knowledge 

and training in inclusive education, which significantly impedes their ability to effectively 

instruct students with diverse learning needs within inclusive settings. Participant 9 admitted-

"My training only covered light learning topics. When I see a young person who has various 

difficulties, I feel powerless. I'm not always familiar with the techniques. I want to help, but I 

lack the necessary skills, so it stresses me out." The majority of participants identified 

insufficient teacher training as a critical barrier. Although teachers may possess a basic 

understanding of inclusive education principles, they often lack the practical skills and 

specialized knowledge required to facilitate effective learning for all students in inclusive 

classrooms. 

4.2.5 Inappropriate Teaching Strategies  

The current teaching strategies employed in schools are often considered inadequate for 

meeting the needs of students with special needs. When these students are integrated into 

regular classrooms, it is crucial that teaching methods become more flexible, engaging, and 

tailored to accommodate diverse learning styles. Several participants expressed the view that 

the existing instructional approaches may impede the learning process and contribute to 

student disengagement or apathy. There was a shared consensus among some participants 

that the prevailing teaching methods fall short in effectively supporting the educational needs 

of students with special needs. Interviewer 6 reflected- “Most schools continue to use the 
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same teaching methods. However, children with unique needs require a multi-sensory and 

adaptive approach. Without this, they quickly become disengaged.” 

4.2.6 More Flexible Curriculum  

The participants believe that the current curriculum lacks flexibility, posing challenges for the 

implementation of inclusive education. Special educators perceive the inclusive education 

curriculum as flexible, sensitive, and accommodating of students' diverse abilities, while they 

view the existing curriculum as inflexible. Interviewer 1 commented- “In a class of 30, with 

a fixed syllabus to finish, giving extra time to one child feels impossible. The curriculum is 

too rigid—it doesn’t allow space to adapt for inclusion.”  

4.2.7 Insufficient Resources  

Special education educators believe that inclusive schools lack sufficient physical 

infrastructure and essential services such as speech therapy, counseling, and occupational 

therapy. Interviewer 6 described- “We don’t have enough materials—no speech therapy, no 

occupational therapy, no assistive devices. Many times, I make my own teaching aids from 

cardboard because the school budget is zero for inclusive education.”The study participant 

also highlighted the insufficient availability of resources required for inclusive education, 

including teaching materials, assistive devices, and technological support. 

4.2.8 Lack of awareness in the community   

For many individuals, the concept of inclusive education is unclear and undefined. A large part 

of the population lacks familiarity with the principles of inclusive education, resulting in a 

shortage of positive attitudes towards inclusion. Interviewer 2 pointed out: 
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“People still don’t really understand what inclusive education means. There’s very little 

awareness, so the wider community doesn’t support it strongly.” 

 

 4.3 Strategies are used for include the students in inclusive settings  

Educators emphasize that effectively preparing students with special needs to thrive in 

inclusive settings involves cultivating positive attitudes, fostering acceptance, establishing 

supportive infrastructure, and creating flexible environments.  

4.3.1 Provide Infrastructural facilities 

Many special educators emphasize the vital importance of infrastructural accessibility for the 

inclusion of students with special needs. Interviewer 5 emphasized-“If schools have ramps, 

wide doors, and disabled-friendly washrooms, students with special needs can attend without 

barriers. Accessibility is the first step of inclusion.” This entails ensuring that students can 

seamlessly enter school premises and classrooms without encountering any obstacles. 

Enhancements such as widened school gates, the provision of ramps and lifts, wider classroom 

doors, and disabled-friendly washrooms are necessary to facilitate the integration of special 

needs students into regular school environments. 

4.3.2 Acceptance  

In order to successfully integrate children with special needs into mainstream education, it is 

essential for everyone involved, including school staff, teachers, therapists, students, peers, and 

parents, to demonstrate unwavering acceptance. Interviewer 3 stated-“True inclusion will only 

work when families, peers, teachers, and the community all accept these children—not just 

place them in the classroom.” Special educators emphasize that the seamless inclusion of 

students with special needs in mainstream educational settings is only possible if they receive 
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positive acceptance from their families, neighbours, community members, and all school 

affiliates. 

4.3.3 Sufficient Teachers Training 

A considerable number of respondents emphasized the importance of providing specialized 

training for all teachers directly involved in inclusive education. They highlighted the need for 

comprehensive training in special education, understanding the needs of special children, and 

inclusive education practices. It was suggested that equipping teachers with effective training 

in inclusive education would enhance their understanding of special needs students. 

Specifically, teachers involved in inclusive education would benefit from additional training to 

effectively manage classrooms, employ engaging teaching methods, implement suitable 

teaching strategies, and effectively address behavioural challenges. Participant 8 insisted-

“Training cannot be just a one-time seminar. It has to be ongoing, hands-on, and practical. 

And not only for us—general teachers also need training. Without their awareness, inclusion 

will not work.” 

4.3.4 Flexible Environments  

The consensus among the participants was that the learning environment should be adaptable 

to accommodate students in inclusive education. To ensure that students with special needs feel 

comfortable, the environment should be quiet, well-lit, and well-ventilated, with a vibrant 

classroom setting. Participant 4 suggested-“The classroom must be welcoming—quiet, bright, 

well-ventilated, with resources that support every child. The environment should make children 

feel safe and included.” Additionally, the classroom should be equipped with the necessary 

tools and resources to support the needs of all students. 
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4.3.5 Appropriate Curriculum  

The majority of participants was that the curriculum should offer flexibility, allowing students 

to select subjects based on their personal interests. Interviewer 7 explained-“The curriculum 

should be flexible and allow students to learn according to their strengths and interests. Every 

child has unique abilities that need space to grow.” The curriculum should be thoughtfully 

crafted to accommodate individual differences, ensuring that every student has abundant 

opportunities to nurture and explore their unique abilities and creativity. 

 

4.3.6 Existing current policy implements 

According to most participants, the current education policy is seen as being effectively 

implemented. Interviewer 10 noted-“When policies are really followed, inclusion works. The 

problem is not the policy—it’s the lack of proper implementation in schools.” When the policy 

is properly executed, students with special needs can be integrated into inclusive education 

without facing any obstacles. 

4.3.7 Awareness programmes 

Several individuals expressed a consensus that non-governmental organizations and higher 

education institutions should conduct awareness programs to help parents recognize the 

significance of inclusive education. Participant 2 concluded-“NGOs and universities should 

run awareness campaigns for parents and communities. Without awareness, people don’t see 

the value of inclusion.” 
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Discussion 

This research aimed to explore the perceptions and experiences of special educators in Dhaka 

city regarding inclusive education, as well as to identify the challenges faced in implementing 

inclusive practices. The findings reveal a predominantly positive attitude among special 

educators toward inclusive education, recognizing its significant benefits for children with 

special needs. This aligns with global perspectives that emphasize inclusion as a means to 

promote social integration, equal opportunities, and overall well-being of learners with diverse 

abilities (UNESCO, 2001; Booth & Ainscow, 1998). 

Special educators highlighted the importance of providing inclusive environments where 

children with special needs can learn and interact alongside their typically developing peers. 

Such opportunities are essential for fostering social skills, empathy, and a sense of belonging, 

which are critical components of holistic development (Barton & Armstrong, 2007). The 

educators’ optimistic perceptions affirm the growing acceptance and support for inclusive 

education within the professional community in Dhaka. 

However, despite the positive attitudes, the study uncovered significant challenges that impede 

the effective participation of children with special needs in inclusive settings. Issues related to 

societal acceptance and attitudes reflect deeply entrenched cultural and social barriers that 

persist in many contexts, including Bangladesh (Agbenyega, 2007). Negative behaviours and 

misconceptions from teachers, students, and families can limit the active engagement and 

inclusion of children with disabilities, corroborating findings from previous research on social 

stigma and exclusion (Norwich, 2008; Symeonidou & Phtiaka, 2009). 

Communication and social interaction difficulties further compound these challenges, 

emphasizing the need for specialized training and resources to support diverse learners. The 
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lack of tailored educational materials and appropriate assessment methods reflects systemic 

gaps within the current educational framework, which often fails to accommodate the unique 

needs of special children (Artiles et al., 2007). This inadequacy not only affects academic 

progress but also undermines the potential for inclusive education to be truly effective and 

meaningful. 

The findings underscore the critical role of teacher preparedness and ongoing professional 

development in fostering inclusive classrooms. Educators must be equipped not only with 

positive attitudes but also with practical strategies and resources to address varied learning 

needs and to facilitate meaningful participation (Forlin et al., 2011). Moreover, the necessity 

of supportive peer and administrative environments emerged as a pivotal factor in the success 

of inclusion, highlighting the interconnected nature of stakeholders in the educational process 

(Ünal Şimşek & Kılcan, 2019). 

The implications of this study are far-reaching. By illuminating both the strengths and obstacles 

experienced by special educators in Dhaka, the research provides valuable insights for 

policymakers, school administrators, and curriculum developers aiming to enhance inclusive 

education practices. Addressing the identified challenges requires a multifaceted approach, 

including community awareness programs to combat stigma, infrastructural improvements, 

development of flexible curricula, and investment in teacher training and resources. 

Furthermore, this study lays a foundation for future research that could expand on these 

findings, exploring the perspectives of other stakeholders such as regular educators, students, 

and parents, as well as evaluating the effectiveness of specific interventions designed to 

improve inclusion. Longitudinal studies may also offer deeper understanding of how inclusive 

education evolves over time within the Bangladesh context. 
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Conclusion 

The research conducted focused on understanding how special educators in Dhaka city 

perceive and experience inclusive education, as well as the challenges they face. The study 

revealed that the special educators hold a positive perception of inclusive education, believing 

it to be beneficial for children with special needs. They emphasized the importance of providing 

opportunities for these children to interact and learn alongside regular students, with the belief 

that it would enhance their overall well-being and integration into society. However, the study 

also highlighted various challenges that hinder the participation of children with special needs 

in inclusive education. These challenges include issues related to acceptance, attitudes and 

behaviour, communication, social interaction, support from teachers and fellow students, 

tailored educational resources, and assessment methods.  

The findings of this research have the potential to significantly impact educational practices 

and policies in Dhaka city, Bangladesh, and beyond. They offer valuable insights that can aid 

authorities in improving educational services for children with special needs. Moreover, 

researchers in this field can use the findings as a foundation for further exploration and 

development of inclusive education practices. 
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Recommendations 

The study highlights several key recommendations to advance inclusive education. It 

emphasizes the importance of collaboration between government bodies and non-

governmental organizations (NGOs) to develop a comprehensive dissemination plan aimed at 

raising public awareness and understanding of inclusive education (United Nations, 2006; 

UNESCO, 2009). Furthermore, the research underscores the need for community-level 

interventions to positively influence attitudes and enhance awareness regarding the value of 

inclusive education (Avramidis & Norwich, 2002). Additionally, the study calls for the 

establishment of extensive teacher training programs to equip educators with the skills 

necessary to effectively implement inclusive education practices (Forlin, 2010; Florian & 

Linklater, 2010) 
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Appendix- 1  

Consent Paper 

ব্রাক ইউনিভানস িটি, আই ই নি  

ঢাকা বাাংলাদেশ  

গদবষণায় অাংশগ্রহণকারীর সম্মনি ফর্ ি 

(র্াস্টাস ি নিনসস) 

বাাংলাদেদশর নশক্ষার নবনভন্ন স্তদর নশক্ষকদের একীভূি নশক্ষা নবষয়ক জ্ঞাি, েক্ষিা ও েৃটিভনি 

উন্নয়দির লদক্ষে নবনভন্ন গদবষণা কার্ িক্রর্ পনরচানলি হদে। ব্রাক ২০২৩ নশক্ষাবদষ ি এর্ এ নস 

প্রাগ্রাদর্র নবষয় নভনিক প্কাদস ির অাংশ নহদসদব একীভূি নশক্ষা সম্পনকিি গদবষণা কার্ িক্রর্টি 

গ্রহণ করা হদয়দে। এ গদবষণায় আপিার অাংশগ্রহণ সম্পন্নভাদব প্েোর্লূক। অিুগ্রহপূব ি রশ্ন 

পদ়ে র্িাস্থাদি আপিার র্িার্ি িিেগুদলা রোি করুি। গদবষণায় অাংশগ্রহদণর জিে অনগ্রর্ 

ধিেবাে। 
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ভূনর্কা: 

আপিাদক একটি গদবষণায় অাংশগ্রহদণর জিে আর্ন্ত্রণ জািাদিা হদে। অাংশগ্রহদণর পূদব ি 

অিুগ্রহ কদর নিদচর িিেগুদলা র্দিাদর্াগ নেদয় প়ুেি। আপনি চাইদল প্র্ প্কাদিা রশ্ন করদি 

পাদরি এবাং রদয়াজিীয় বোখ্ো প্চদয় নিদি পাদরি। 

গদবষণার উদেশে: 

এই গদবষণার উদেশে হদে—বাাংলাদেদশ একীভূি নশক্ষা চাল ুকরদি নগদয় নবদশষ নশক্ষকরা 

কী ধরদির চোদলদের র্ুদখ্ার্ুনখ্ হি এবাং এদি কী কী সম্ভাবিা রদয়দে—িা অদেষণ করা। এদি 

পাওয়া িিে ভনবষেদি িীনির্ালা রণয়ি ও নশক্ষার র্াি উন্নয়দি সহায়ক হদব। 

আপনি প্কি নিব িানচি হদয়দেি: 

আপনি একজি নবদশষ নশক্ষক নহদসদব কাজ করদেি, িাই আপনি এই গদবষণার গুরুত্বপূণ ি 

অাংশ। আপিার অনভজ্ঞিা এবাং র্িার্ি এই গদবষণাদক সর্ৃদ্ধ করদব। 

আপিার অাংশগ্রহদণ কী িাকদব: 

আপিার সদি ৪০-৪৫ নর্নিদির একটি সাক্ষাৎকার প্িওয়া হদব। আপিার সম্মনির নভনিদি 

সাক্ষাৎকারটি নলনখ্ি প্িয়া হদব এবাং অনিও প্রকিি করা হদি পাদর। সাক্ষাৎকাদর আপিাদক 

আপিার কাদজর অনভজ্ঞিা, চোদলে এবাং অন্তভভ িক্তির্ূলক নশক্ষার নবষদয় র্িার্ি জািদি 

চাওয়া হদব। 

প্গাপিীয়িা: 

আপিার প্েওয়া সকল িিে প্গাপি রাখ্া হদব। গদবষণার প্কাদিা রনিদবেি, উপস্থাপিা বা 

রকাশিায় আপিার িার্ বা পনরচয় রকাশ করা হদব িা। সর্স্ত িিে নিরাপদে সাংরক্ষণ করা 

হদব এবাং প্কবল গদবষণার জিে বেবহার করা হদব। 
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প্েোর্ূলক অাংশগ্রহণ ও রিোহাদরর অনধকার: 

এই গদবষণায় অাংশগ্রহণ সমূ্পণ ি প্েোর্ূলক। আপনি চাইদল প্র্দকাদিা সর্য় রদশ্নর উির িা 

নেদয় বা গদবষণা প্িদক সদর ো াঁ়োদি পাদরি, এদি আপিার প্কাদিা ক্ষনি হদব িা। 

 

সম্ভাবে উপকানরিা ও ঝুাঁ নক: 

এই গদবষণায় অাংশগ্রহদণ আপিার প্কাদিা সরাসনর উপকার বা ক্ষনি প্িই। িদব আপিার 

র্িার্ি বাাংলাদেদশর অন্তভভ িক্তির্ূলক নশক্ষা বেবস্থার উন্নয়দি সহায়ক হদি পাদর। 

প্র্াগাদর্াদগর িিে: 

র্নে আপিার প্কাদিা রশ্ন বা উদেগ িাদক, িাহদল নিদচর টিকািায় প্র্াগাদর্াগ করদি পাদরি: 

িত্ত্বাবধায়দকর িার্-প্র্াস্তাক আহদর্ে ইর্রাি 

ইদর্ইল- mostak.imran@bracu.ac.bd 

গদবষক: জান্নািভল প্ফরদেৌস র্ীর্ 

ইদর্ইল: jannatulfmim96@gmail.com  

রনিষ্ঠাি: ব্রোক ইিনস্টটিউি অব এিভ দকশিাল প্িদভলপদর্ন্ট, ব্রোক নবশ্বনবেোলয় 

সম্মনির প্ াষণা: 

আনর্ উপদরাি িিেসর্ূহ ভাদলাভাদব পদ়ে বুদঝনে। আনর্ প্েোয় এই গদবষণায় অাংশগ্রহদণ 

সম্মনি রোি করনে এবাং জানি প্র্ প্র্দকাদিা সর্য় অাংশগ্রহণ রিোহার করদি পানর। 

 

অাংশগ্রহণকারীর িার্: __________________________ 

োক্ষর: _____________________________ 

mailto:jannatulfmim96@gmail.com
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িানরখ্: _______________ 

 

☐ আনর্ অনিও প্রকনিিাংদয়র অিুর্নি নেক্তে। 

☐ আনর্ অনিও প্রকনিিাংদয়র অিুর্নি নেক্তে িা। 

 

 

 

 

 

 

 

 

 

 

 

Appendix- 2 

Interview Questionnaire 

সাদভি ফর্ ি 

 

পাদস িািাল ইিফরদর্শি (বেক্তিগি িিে) 
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১. িার্ (ঐক্তেক): ______________________ 

২. বয়স: ______ বের 

৩. নলি: ☐ পুরুষ  ☐ িারী  ☐ অিোিে 

৪. চাকনরর অনভজ্ঞিা: ______ বের 

৫. রনিষ্ঠাি: ____________________________ 

Close-ended রশ্ন (টিক নচহ্ন নেি) 

১. আপনি নক ইিক্লুনসভ নশক্ষার উপর প্কাদিা রনশক্ষণ প্পদয়দেি? 

   - ☐ হো াঁ   - ☐ িা 

২. আপিার রনিষ্ঠাদি নক ইিক্লুনসভ নশক্ষা কার্ িক্রর্ আদে? 

   - ☐ হো াঁ   - ☐ িা 

৩. আপনি নক ইিক্লুনসভ নশক্ষায় রদয়াজিীয় সহায়িা ও সরোর্ পাি? 

   - ☐ সমূ্পণ িভাদব সন্তুি 

   - ☐ সন্তুি 

   - ☐ নিরদপক্ষ 

   - ☐ অসন্তুি 

   - ☐ এদকবাদরই অসন্তুি 

৪. আপিার রনিষ্ঠাি নক নবদশষ চানহোসম্পন্ন নশক্ষািীদের জিে পিৃক IEP তিনর কদর? 

   - ☐ হো াঁ   - ☐ িা 
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৫. আপনি নক আত্মনবশ্বাদসর সাদি ইিক্লুনসভ প্েনণদি পািোি করদি পাদরি? 

   - ☐ খ্ুব আত্মনবশ্বাসী 

   - ☐ আত্মনবশ্বাসী 

   - ☐ নিরদপক্ষ 

   - ☐ কর্ আত্মনবশ্বাসী 

   - ☐ এদকবাদরই আত্মনবশ্বাস প্িই 

৬. আপনি নক ইিক্লুনসভ নশক্ষা বাস্তবায়দি রশাসনিক সহায়িা পাি? 

   - ☐ সমূ্পণ িভাদব একর্ি 

   - ☐ একর্ি 

   - ☐ নিরদপক্ষ 

   - ☐ নের্ি 

   - ☐ েৃঢ়ভাদব নের্ি 

Open-ended রশ্ন  

১. আপনি কীভাদব একজি নবদশষ নশক্ষক নহদসদব একীভূি নশক্ষায় আপিার ভূনর্কা ও োনয়ত্ব 

প্েদখ্ি? 

উির: ____________________________________________ 
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২. আপিার প্েণীকদক্ষ একীভূি নশক্ষা কীভাদব বেবহার করা হয় িার একটি উোহরণ নক 

আপনি প্শয়ার করদি পাদরি? 

উির: ____________________________________________ 

৩. একীভূি নশক্ষা বাস্তবায়দি প্েণীকদক্ষ  আপনি কী কী রধাি চোদলে ও রনিবন্ধকিার 

সম্মুখ্ীি হি? 

উির: ____________________________________________ 

৪. উি চোদলে ও রনিবন্ধকিার সর্াধাদি আপনি কী ধরদির উদেোগ গ্রহণ কদরি? 

উির: ____________________________________________ 

৫. আপনি কী ধরদির সদুর্াগ ও সহায়িা বেবস্থাদক একীভূি নশক্ষা উন্নয়দির জিে অপনরহার্ ি 

র্দি কদরি? 

উির: ____________________________________________ 

৬. আপিার নক এই নবষদয় আরও প্কাদিা র্ন্তবে বা পরার্শ ি আদে র্া একীভূি নশক্ষা উন্নয়দি 

সহায়ক হদি পাদর? 

উির: ____________________________________________ 

 

 


