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ABSTRACT 

 

Past research has indicated that teachers' attitudes, teaching-efficacy and 

concerns have a direct impact on their competence in the classroom and in students' 

achievements. Studies have identified that pre-service teacher education is the most 

appropriate time to prepare teachers with positive attitudes and high teaching-efficacy 

about inclusive education (IE). This research project aimed to understand pre-service 

teachers‘ preparedness for IE in Bangladesh through exploring their attitudes towards, 

teaching-efficacy for and concerns about IE.  

 

The study was conducted in two phases. In Phase 1, a survey and semi-

structured interview schedules were employed. A three-part survey questionnaire was 

used with 1,623 pre-service teachers that included a questionnaire for demographic 

information, the Sentiments, Attitudes, Concerns regarding IE (SACIE) scale for 

measuring attitudes and concerns and the Teacher Efficacy for Inclusive Practices 

(TEIP) scale for measuring teaching-efficacy of pre-service teachers. By applying a 

multiple regression analysis, it was found that variables such as length of training, 

gender, interaction with persons with disabilities, knowledge about local legislation 

and level of training involved had significant relationships with participants‘ attitudes, 

teaching-efficacy and concerns. In addition, pre-service teachers‘ teaching-efficacy 

was found to be positively correlated to their attitudes and negatively correlated with 

their concerns about IE. 

 

In Phase 1 of the study, semi-structured interviews were conducted with 22 

institutional heads (IHs) of higher education, pre-service teacher education institutions 
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to explore their beliefs and opinions about IE. Thematic analysis of the interviews 

indicated that some IHs conceptualised IE using a ‗medical-model‘ of diagnosis and 

normative development and believed that IE was not suitable for children with a 

severe disability. Challenges were identified under four themes: attitudinal beliefs, 

academic challenges, challenges in practicum and challenges for beginning teachers. 

Interviewees further identified some useful strategies to address those challenges such 

as curriculum reform, emphasising more practicum opportunities than theories, 

human resource development, resource support and more empowerment of IHs to 

implement inclusion. 

 

The Phase 1 survey findings of the study indicated that the relationships of 

three variables, i.e. level of training involved, gender and length of training, with 

participants‘ attitudes and teaching-efficacy were in sharp contrast to previous 

research. For example, Bangladeshi secondary level, pre-service teachers showed 

more positive attitudes and higher teaching-efficacy than their primary level 

counterparts: Bangladeshi pre-service teachers enrolled in a 1-year program showed 

higher teaching-efficacy than those who were in a 4-year program. Also, female pre-

service teachers in Bangladesh had more positive attitudes but lower teaching-efficacy 

than their male counterparts.  

 

In order to further understand those inconsistent results, the Phase 2 study was 

designed, employing semi-structured interviews with 6 IHs. Thematic analysis of the 

interviews done in Phase 2 indicated that possible reasons behind the findings that 

appear to be in sharp contrast with those from previous international research. The 
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differences in these findings are possibly explained by a number of curriculum, teacher-

related and contextual variables.  

 

Based on the findings of the two phases of this study, a number of 

recommendations are made for policy makers, teacher educators and others engaged 

in inclusive education reform. The study investigated how socio-cultural contexts may 

have impacted background variables to predict pre-service teachers‘ preparedness for 

IE. Several curriculum reform issues were identified: one significant finding was that 

it was the quality of the teacher education program that contributed to teacher 

preparedness for IE, rather than the length of the program. The study draws attention 

to the need for further research to investigate socio-cultural influences on variables 

such as gender and grade level of teaching to understand pre-service teachers‘ 

preparedness for IE. Further research could explore the longitudinal effects of pre-

service teachers‘ readiness for IE through observing their classroom practices as 

regular teachers. In addition, further analysis could validate the scales employed in 

this study for the Bangladesh context. 

 

Key words: Inclusive education, pre-service teachers, teacher attitudes, 

teaching-efficacy, concerns, Bangladesh. 
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CHAPTER 1 

Introduction 

 

Ó‡h wkï fzwgô nj AvR iv‡Î 

Zvi gy‡L Lei †cjyg; 

‡m †c‡q‡Q QvocÎ GK, 

bZzb we‡k¦i Øv‡i ZvB e¨³ K‡i AwaKvi 

Rb¥gvÎ myZxeª PxrKv‡i|Ó 

---QvocÎ; myKvšÍ fÆvPvh© (fÆvPvh©, 1948) 

―The child who is born this night 

I got message from him 

That he has brought a letter, 

At the very moment of birth 

In sharp (piercing) cries… 

Declaring about his rights in this new world‖ 

---Bangla poet Shukanta Bhattacarya (Bhattacarya, 1948) 

in his poetry Charpatra [The Testimonial] , (Translated by Barua, 2008) 

 

Since the passage of the Salamanca Declaration (UNESCO, 1994), 

Bangladesh, like many education systems around the world, promotes inclusive 

education (IE). IE aims to ensure that schools do not discriminate against any student 

on the basis of their gender, disability, culture, ethnicity, religion or any other 

difference (UNESCO, 1994). Implementation of IE in Bangladesh began with several 

policy reform initiatives. In 2001, the Government of Bangladesh enacted the 

Bangladesh Persons with Disabilities Welfare Act 2001 (Ministry of Social Welfare 

[MSW], 2001). Part D of this Act specifically stipulated that: 
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 opportunities are to be created in regular schools to ensure the full participation of 

children with disabilities,  

 adequate resources and an accessible environment must be made available to 

schools, 

 training opportunities must be provided for teachers and other professionals 

regarding inclusion of children with special needs into education (MSW, 2001, p. 

11-12). 

 

In response to international policy reforms, the Government of Bangladesh 

developed several large-scale education programs with a specific focus on IE, which 

include the Primary Education Development Program (PEDP) Phase Two (II) 2003 to 

2010 (DPE, 2005, 2007), the PEDP Phase Three (III) 2010 to 2015 (DPE, 2011) and 

the Teaching Quality Improvement in Secondary Education Project (TQI-SEP) 2005 

to 2011 (TQI-SEP, 2010). PEDP II and III were launched to make primary education 

more accessible for learners from varied backgrounds. TQI-SEP was designed as a 

pilot project at secondary school level. It was anticipated that the experience gained 

from the pilot project would guide the implementation of IE at larger scale in 

Bangladesh. In addition, these programs aimed to ensure that children who may be ‗at 

risk‘ from exclusion (e.g. children with disabilities, ethnic groups, socially 

disadvantaged children and girls) attended regular school (DPE, 2005, 2007; TQI-

SEP, 2006, 2010). In 2011, the Primary School Census 2010 of DPE (2011) reported 

that, due to PEDP II interventions, the enrolment of children with mild disabilities in 

primary schools doubled from 45,680 in 2009 to 83,023 in 2010.  
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An IE approach to schooling is strongly emphasised in the National Education Policy 

2010 (Ministry of Education [MOE], 2010). This policy prioritises four target groups 

for implementing IE: children with special needs, girls, children from ethnic 

communities and children who are disadvantaged due to socio-economic reasons. The 

policy provided several guidelines for implementing IE. These were: ensuring 

adequate resources so that all children can learn their native language, including those 

who are from ethnic backgrounds; providing physical and assistive device facilities at 

schools for children with disabilities. Furthermore, the policy recommended for 

supplying food and stipends to children from poor families; introducing flexibility to 

school timing for children from remote geographical areas; establishing separate toilet 

facilities for female students; and, making available adequate training in IE for pre-

service teachers (MOE, 2010). To promote the successful implementation of the 

Education Policy 2010, a draft law titled Proposed Draft Education Act 2013‘ (MOE, 

2013) was proposed by the Ministry of Education which supports inclusive education 

as a viable strategy to ensure a favourable learning environment for disadvantaged 

people, whether this disadvantage is from gender, religion, caste, language, ethnicity, 

disability, poverty, special needs for learning, geography or, indeed, for any other 

reason (MOE, 2013, p. 2).  The policy and program initiatives undertaken by the 

Government of Bangladesh for implementing IE indicate a commitment to enacting 

change in the education system, consistent with the goals of the Salamanca statement. 

In inclusive classrooms, teachers in regular schools will use practices that allow the 

full diversity of students to participate and be successful in classroom activities.  

 

Consistent with the UNESCO (2009) report, drafted at the International 

Conference on Education (ICE) 2008 and recommending teacher education programs, 
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including pedagogical knowledge and classroom practices, prepare pre-service 

teachers for IE, the Bangladesh Government‘s National Education Policy 2010 

articulated the importance of teacher preparation at the pre-primary and primary level 

for IE. It expressed a need to prepare ―at least one trainer specialised in one area of 

disability for every Primary Teachers‘ Training Institute‖ (MOE, 2010, p. 7). Further, 

it recommended the revision of existing Bangladeshi pre-service teacher education 

programs that were described as ―traditional, incomplete, certificate-oriented, theory-

based, providing less practical opportunities, rote-learning based…‖(MOE, 2010, p. 

56). Such concern regarding pre-service teacher education programs in the National 

Education Policy 2010 foreshadowed the challenge that policymakers and teacher 

educators are facing in Bangladesh. 

 

Pre-service Teachers’ Preparedness for Inclusive Classrooms 

While there are a number of studies related to pre-service teachers‘ preparedness for 

IE conducted in Western countries, limited studies have been undertaken in an Asian 

socio-cultural context. What research there is suggests that the implementation 

strategies of IE in developing countries is different from that in Western contexts 

(Forlin, 2008, Sharma, 2011; Sharma, Forlin, Deppeler & Guang-xue, 2013, Sharma, 

Forlin, Loreman & Earle, 2006; Singal, 2005). These differences may be related to 

cultural factors such as the beliefs and attitudes of pre-service teachers towards 

accepting children from different backgrounds in the classroom or the level of 

confidence of pre-service teachers to implement educational reforms within schools.  

 

An Organisation for Economic Co-operation and Development [OECD] 

(2009) study suggested that it is vital to understand teachers‘ beliefs and attitudes if 
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we wish to improve the status of any education system. More explicitly, it is 

important to understand pre-service teachers‘ beliefs and attitudes while they are 

undertaking their teacher education. The rationale is that their beliefs are formed 

during their early stage of training: they tend to remain unchanged thereafter 

(Bandura, 1997). Attitude research has shown that pre-service teachers‘ attitudes 

towards IE are a strong predictor of their teaching practices (Kim, 2006; Martinez, 

2003; Savolainen, Engelbrecht, Nel & Malinen, 2011; Soodak, Podell & Lehman, 

1998; Weisel & Dror, 2006). Pre-service teachers with positive attitudes towards IE 

appear to be more confident in teaching in inclusive classrooms (Kim, 2006; Weisel 

& Dror, 2006) and more welcoming towards children with disabilities (Shippen, 

Crites, Houchins, Ramsey & Simon, 2005). The influence of pre-service teachers‘ 

attitudes on their preparedness for IE, as observed through the study findings, 

indicated that understanding these attitudes may be useful to generate ideas for 

curriculum reform, selecting classroom management strategies and remodelling 

education policies in regard to IE. 

 

Several studies (Bechham & Rouse, 2011; Forlin, 2008, 2010; Lambe & 

Bones, 2006; Shade & Stewart, 2001) have demonstrated that the period during pre-

service teacher education is the best time to develop teachers‘ confidence and positive 

attitudes towards IE: teachers who participated in a pre-service program with specific 

IE components appear to be more confident and optimistic about their ability to teach 

students with special educational needs in inclusive classrooms (Martinez, 2003; 

Romi & Leyser, 2006). Conversely, other studies found that, although there has been 

substantial reform in teacher education programs, some teachers felt less confident in 

including children with special needs in their classes (Forlin, Loreman, Sharma & 
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Earle, 2009; Kim, 2011; Shade & Stewart, 2001). Slee (2010) argued that pre-service 

teacher education for IE is about more than embedding special education components 

into existing programs: it is the understanding, knowledge and expertise through 

practise gained from the program that ensures teachers are confident in teaching a 

diversity of children. 

 

Impact of Pre-service Teachers’ Demographic Variables on Their Preparedness 

for IE 

Previous research has revealed that pre-service teachers‘ attitudes towards IE may 

depend on several background variables. Female pre-service teachers, irrespective of 

geo-economic context, are found to be more positive towards IE than their male 

counterparts. For example, studies conducted in Ghana and Botswana (Kuyini & 

Mangope, 2011), Israel (Romi & Leyser, 2006) and Australia (Tait & Purdie, 2000; 

Woodcock, 2008) as well as comparative studies conducted in Australia, Canada, 

Hong Kong and Singapore (Forlin et al., 2009; Loreman et al., 2005) all reported that 

female pre-service teachers are inclined to have more favourable attitudes towards IE. 

There is, also, evidence that previous experience and interaction with people with 

disabilities may have considerable impact on developing positive attitudes towards IE 

among pre-service teachers (Caroll et al., 2003; Forlin et al., 2010; Kim, 2011; Romi 

& Leyser, 2006). Other studies found that young pre-service teachers tend to show 

more positive attitudes towards IE than their older counterparts (Avramidis & 

Norwich, 2002; Tait & Purdie, 2000). Researchers have noted that pre-service 

teachers who attained high levels of previous education (e.g. postgraduate degrees) 

seem to show relatively positive attitudes towards IE than those who had lower levels 

of education (e.g diploma or undergraduate degrees) (Sharma et al., 2009) and that 
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primary level pre-service teachers hold more positive attitudes towards IE than their 

secondary counterparts (Forlin et al., 2010; Woodcock, 2011). Attending a longer 

period of pre-service teacher education courses appears to increase positive attitudes 

towards IE. For example, a study conducted in the USA by Rademacher, Wilhelm and 

Hildereth (1998) on the attitudes of 78 pre-service teachers towards IE found that 

participants who finished the longest duration program (2-semester course) showed 

significantly higher optimism than those who completed the shorter duration (3-week 

and 1-semester) programs.  

 

The abovementioned results are consistent regarding the impact of these 

demographic variables on pre-service teachers‘ preparedness for IE. However, there 

are other studies which have concluded that variables such as gender (Carroll et al., 

2003); experience with persons with disabilities (Forlin & Chambers, 2011) and 

length of the pre-service teacher education course (Tait & Purdie, 2000) do not 

influence pre-service teachers‘ attitudes towards IE. The inconsistency of these sets of 

results, therefore, demands further investigation into the impact of the variables on 

pre-service teachers‘ attitudes towards IE. Additionally, it is important to explore 

whether there are any socio-cultural and contextual factors that may have an influence 

on Bangladeshi pre-service teacher preparedness for IE.  

 

Conceptual Framework of the Study 

In order to better understand pre-service teachers‘ preparedness for IE in Bangladesh, 

the current study is based upon three assumptions.  

1. Pre-service teachers need to have positive attitudes towards IE. 



8 
 

2. Pre-service teachers need to have high levels of confidence, as expressed by their 

perceived teaching-efficacy beliefs for IE. 

3. Institutional heads of pre-service teacher education institutions need to believe 

that IE is the best educational option for teaching students with various learning 

needs. 

 

The conceptual framework for this study was guided by the Theory of Planned 

Behaviour (TPB) proposed by Icek Ajzen (1985, 1991, 2005). It is important to note 

that the purpose of this study was not to replicate or test the theory proposed by Ajzen 

(1985, 1991, 2005); the TPB framework provides useful constructs to be investigated 

in research like the current study on pre-service teachers‘ attitudes. The TPB provides 

an informative model for understanding how attitudes are formed, based on the 

impact of different background variables, and how attitudes are interpreted in 

predicting behaviour. The TPB is widely applied in different disciplines where it has 

been found to be a successful model for predicting behaviour (Ajzen, 2011). This 

theory postulates that any person‘s intention to carry out a behavioural act is 

dependent on three factors: a) the person‘s disposition to the behaviour; b) the 

person‘s perceived beliefs, based on the views of other, associated people, to perform 

or not to perform a behavioural action; and c) the person‘s perception towards his or 

her control to perform or not to perform a behavioural action through analysis of 

available environmental components (Ajzen, 1991; 2005). Several studies (Ahmmed, 

2013, Mahat, 2008,  Randoll, 2008) have tested Ajzen‘s (1991, 2005) assertion and 

support the concept that all three factors have impact on predicting a person‘s 

intention to behaviour, however, the effect is not the same at all times.  
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The above three factors, according to the TPB (Ajzen, 1985, 1991, 2005), 

were named ‗attitude‘, ‗subjective norm‘ and ‗perceived behavioural control‘ 

respectively. Attitude towards a behaviour was defined as an evaluation by a person 

of his or her performance of this particular behaviour, which could be positive or 

negative. Perceived behavioural control describes a person‘s reading of the amount of 

control they have over performing a behavioural action, based on an examination of 

available environmental components such as opportunities and resources. Subjective 

norm referred to surrounding people‘s belief or opinion approving or disapproving of 

certain behaviour. Assumptions derived from the TPB (Ajzen, 1991, 2005) propose 

that the more favourable a person‘s attitudes and the subjective norm, as well as the 

greater the perceived behavioural control, the stronger should be his or her intention 

to perform the behaviour. 

 

Ajzen (2005) further explained the effects of several background factors on 

the three components that contribute to predicting intention of a person to perform a 

behavioural action. Ajzen recently argued that, while his theory could not identify the 

origin of a person‘s beliefs, it could, definitely, recognise background factors that 

influence a person‘s beliefs (Ajzen, 2011). His model suggested that the background 

factors can be categorised under three areas: Personal (personality traits, emotions, 

values, intelligence), Social (age, gender, religion, education background, race, 

ethnicity, income) and Informational (previous experience, previous knowledge, 

media exposure). This model postulates that these three categories of background 

factors influence a person‘s attitudes, perceived behavioural control and subjective 

norms which, ultimately, contribute to a person‘s intention to perform a behaviour.  
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The TPB has been widely applied across different disciplines since its inception 

(Ajzen, 2011). Ajzen (2005) reported a summary analysis of studies conducted over a 

20 year period to explore the strength of three components of the theory in predicting 

intention to perform behaviour. His analysis found that attitude was the most powerful 

predictor of intention, followed by perceived behavioural control and subjective norm, 

respectively. Applying the model for predicting teachers‘ attitudes, Randoll (2008) 

measured teachers' attitudes towards the behaviour required of them for successful 

implementation of IE in Canadian classrooms (attitudes component), as well as 

measuring teachers' teaching-efficacy beliefs to predict their performance in IE 

classrooms (perceived behavioural control component). Then, the researcher explored 

how principals‘ and colleagues' attitudes towards IE could affect teachers' own 

attitudes (subjective norm component). The same year, Mahat (2008) used the theory 

for predicting attitudes of regular primary and secondary school teachers in Victoria, 

Australia. She found the theory useful to explain teachers‘ intention towards IE by 

measuring their attitudes towards IE. Both of the above studies reported that teachers‘ 

attitudes towards IE are influenced by teacher, school and course related variables. In 

the current study, pre-service teachers‘ preparedness for IE in Bangladesh was 

explored through measuring both their attitudes towards and teaching-efficacy for IE. 

In addition, the beliefs of the heads of pre-service teacher education institutions 

towards IE in Bangladesh, as a subjective norm factor that may influence pre-service 

teachers‘ preparedness for IE, was investigated.  

 

Ajzen (2005) considered perceived behavioural control to be a similar 

construct to Bandura (1997)‘s perceived self-efficacy, which plays an important role 

in developing intention towards, as well as the performance of, actual behaviour. 
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Considering the self-efficacy issue in the context of pre-service teachers‘ 

preparedness for IE, several studies (e.g. Hofman & Kilimo, 2014; Kim, 2006; 

Savolainen, Engelbrecht, Nel & Malinen, 2011; Soodak, Podell & Lehman, 1998; 

Weisel & Dror, 2006) reported that pre-service teachers‘ teaching-efficacy appears to 

be a powerful predictor of their attitudes towards IE. Moreover, teachers having 

higher teaching-efficacy seem to apply a wide range of behaviour management skills 

(Woolfolk, Rosoff & Hoy, 1990), conduct more practical activities (Guskey, 1988) 

and take more initiatives for addressing the learning needs of all students (Mergler & 

Tangen, 2010). Several studies reported that factors such as: 

 age (Forlin et al., 2010; Romi & Leyser, 2006),  

 gender (Erdem & Demirel, 2007; Forlin et al., 2010; Gao & Mager, 

2011; Romi & Leyser, 2006; Tait & Mundia, 2014; Woodcock, 2008),  

 grade level of teaching (Baker, 2005; Forlin et al., 2010; Woodcock, 

2011),  

 previous training (Forlin et al., 2010; Romi & Leyser, 2006),  

 teaching experience (Forlin et al., 2010; Romi & Leyser, 2006),  

 previous interaction with people with disabilities (Forlin et al., 2010; 

Malinen, 2013; Romi & Leyser, 2006), and  

 knowledge about IE policies in the course content (Lancaster & Bain, 

2007, 2010; Romi & Leyser, 2006)  

may impact on pre-service teachers‘ teaching-efficacy for IE.  

 

Another factor that was considered important for understanding pre-service 

teachers‘ attitudes towards IE was their ‗concerns regarding IE‘. It is well 

documented (Bradshaw & Mundia, 2006; Chong et al., 2007; Forlin & Chambers, 
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2011; Loreman et al., 2005; Sharma et al., 2003; Sharma et al., 2006; Sharma et al., 

2008; Woodcock et al., 2012) that pre-service teachers‘ concerns about IE may 

influence their attitudes and perceived teaching-efficacy. As pre-service teachers‘ 

concerns decline, their attitudes towards IE seem to become more positive and their 

level of teaching-efficacy improves (Loreman et al., 2005; Sharma et al., 2003; 

Sharma et al., 2006). Several researchers (Chong et al., 2007; Forlin & Chambers, 

2011; Loreman et al., 2005; Sharma et al., 2003; Sharma et al., 2006) have noted that 

pre-service teachers‘ concerns about IE may be influenced by several background 

variables (i.e. age, gender, previous training on IE, interaction with children with 

disability, previous education and more) as is observed with attitudes and perceived 

teaching-efficacy towards IE. 

 

Figure 1 represents the conceptual framework of the study. The model 

illustrates the possible relationships between the independent variables (background 

variables) and the dependent variables (attitudes and perceived teaching-efficacy). 

Further, the model attempts to explain the possible inter-relationships between the two 

dependent variables to predict intention to perform behaviour. Also, the model aims to 

explain the role of the subjective norm (beliefs of institutional heads about IE) in 

predicting pre-service teachers‘ preparedness for IE in Bangladesh. 
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Figure 1 

Conceptual Framework of the Study  
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Research Questions 

This study aimed to answer the following research questions: 

 

1. What is the level of attitudes, perceived teaching-efficacy and concerns pre-

service teachers have regarding teaching in inclusive schools of Bangladesh? 

2. Is there any significant relationship between pre-service teachers‘ attitudes, 

perceived teaching-efficacy and concerns about IE and the following variables: 

age; 

gender; 

educational qualification; 

teaching experience; 

length of the pre-service teacher education course; 

level of training involved (primary/secondary); 

experience of teaching children with disabilities; and 

contact with persons with disabilities? 

3. Is there any significant relationship in pre-service teachers‘ attitudes, perceived 

teaching-efficacy and concerns towards IE? 

4. What are the beliefs of the heads of departments of higher education institutions 

about IE? 

5. What challenges do heads of departments of higher education institutions perceive 

in preparing pre-service teachers for inclusive classrooms? 

6. What strategies do the heads of departments of higher education institutions 

consider necessary to address the challenges? 
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Outline of the Study 

The thesis consists of seven chapters organised as follows: 

 Chapter 1 provides a general introduction, conceptual frame, research 

questions and presents the structure of the thesis.  

 Chapter 2 provides background information relevant to the context of the 

study in a published paper. Paper 1, titled ‗The journey towards inclusive 

education in Bangladesh: Lessons learned‘, presents a review of literature 

investigating IE policies and reform initiatives that arose in Bangladesh in 

response to international declarations. 

 Chapter 3 submits a critical review of the research literature related to pre-

service teachers‘ attitudes towards, teaching-efficacy for and concerns about 

IE for understanding their preparedness for inclusive classrooms in 

Bangladesh. 

 Chapter 4 describes the methodology for the two phases of the study including 

participants, instruments and tools applied, data analysis procedures and 

ethical considerations undertaken in this study. 

 Chapter 5 includes two published papers. They report on the status of pre-

service teachers‘ preparedness for IE by exploring their attitudes towards, 

teaching-efficacy for and concerns about IE in the context of Bangladesh. The 

first used quantitative methods in Phase 1 of the study and the other used 

qualitative methods, in Phase 2. The papers also report the impact of 

background variables on pre-service teachers‘ attitudes, teaching-efficacy and 

concerns regarding IE in the socio-cultural context of Bangladesh. 

 Chapter 6 presents, in two published papers, the findings from the qualitative 

methods followed in the Phase 1 of the study regarding the beliefs of the heads 
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of the higher education institutions that offer pre-service teacher education in 

Bangladesh.  

 Chapter 7 discusses the study findings in light of the existing literature and 

presents the limitations, implications of the study and includes some further 

research ideas generated through this study. 

 

It is acknowledged that, consistent with the nature of a thesis that includes published 

papers, some repetition may occur across the papers and in the chapters. The 

researcher has made every attempt to minimise this overlap. 
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CHAPTER 2 

Inclusive Education Policy and Reforms in Bangladesh 

 

Introduction 

 ―Eliminate discriminations on grounds of nationality, religion, class and 

gender; build up an environment that promotes secularism, global-

brotherhood, and empathy towards humanity and respect towards human 

rights‖ ---National Education Policy 2010 (Ministry of Education [MOE], 

2010, p. 1). 

 

This chapter discusses in the form of a published paper the IE policies and 

reform initiatives that took place in Bangladesh in response to international 

declarations, constitutes this chapter. Paper 1 titled ‗The journey towards inclusive 

education in Bangladesh: Lessons learned‘, provides a review of the documents 

collected from secondary sources to understand, specifically, the policy reforms 

regarding IE and the public sector IE interventions at primary and secondary levels of 

education in Bangladesh.  

 

The critical review of the policy documents presented in this chapter indicated 

that the Government of Bangladesh enacted several policies attempting to ensure 

inclusion of children with disabilities and disadvantaged children into education, yet 

several policies still contain some discriminatory statements. The paper also reviewed 

some of the major public sector interventions regarding IE, such as Phase 2 of the 

Primary Education Development Programme (PEDP II) and the Teaching Quality 

Improvement (TQI) Project. From the review, it would seem that Bangladesh has 
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achieved some success in ensuring equity into education (i.e. increased participation 

of girls and children with disabilities) despite the system facing, and continuing to 

face, several challenges. The issues that emerged from the review of both the policy 

and intervention initiatives reflect inadequate revision of the pre-service teacher 

education curriculum and insufficient preparation of the teacher educators for the 

implementation of IE.  
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Manuscript 1: The Journey Towards Inclusive Education in Bangladesh: 

Lessons Learned 
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Chapter Summary 

The review of policy and program documents regarding IE in Bangladesh presented in 

Paper 1 revealed that Bangladesh has made good progress in IE-related policy reform 

initiatives. One observation regarding the policy initiatives was that the initial policies 

(i.e. The Compulsory Primary Education Act 1900) contained some discriminatory 

statements. Subsequent, more recent policies (e.g. The National Plan of Action Phase 

II; and The National Education Policy 2010) do not, however, contain discriminatory 

statements. Further, it is apparent that the Government IE program initiatives in 

Bangladesh have achieved some progress towards IE goals, shown by an increased 

number of children with disabilities and girls enrolled in schools. However, there are 

several identified areas that require further improvement to ensure those who have 

newly enrolled through the IE programs receive a high quality of education and 

successfully complete their schooling. The review indicated that inadequate 

preparation of pre-service teachers is, largely, due to the emphasis on traditional and 

rote-learning teaching methods in teacher education programs in Bangladesh. 

Background factors that may impact pre-service teachers‘ preparedness for IE in 

general are not discussed in Paper 1 but are critically reviewed in the next chapter.  
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CHAPTER 3 

Pre-service Teachers’ Preparedness for Teaching in Inclusive 

Education Classrooms: A Review of Literature 

 

Introduction 

Inclusive education is useful for teachers and other education stakeholders 

because it addresses the key indicators of realizing quality education for all: 

presence, participation and achievement. It is therefore important that 

inclusive education is understood, taken seriously and integrated throughout 

pre-service teacher education. Initial teacher education is essential in 

preparing teachers to welcome diversity, offer the highest quality teaching for 

all and face the many social and educational challenges that exist in 

classrooms, schools and communities (UNESCO, 2013, p. 6). 

 

Presented in this chapter is a critical review of literature regarding pre-service 

teachers‘ preparedness for teaching in inclusive classrooms. Several studies have 

investigated factors that can influence pre-service teachers‘ readiness for IE. This 

section includes a review of literature specifically focused on the variables (i.e. 

demographic information, information relating to teacher education courses) that may 

influence pre-service teachers‘ attitudes, teaching-efficacy and concerns about IE. 

This chapter only discusses some of the most relevant studies related to the constructs 

investigated in this research. Further review of the literature related to each of the 

constructs is available in the published, peer-reviewed papers presented in this thesis.  
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Pre-service Teachers' Attitudes Towards IE 

The importance of understanding pre-service teachers‘ attitudes towards IE for 

predicting their future performances in inclusive classrooms was pointed out by a 

number of researchers (Forlin et al., 2009; Kim, 2006; Savolainen, Engelbrecht, Nel 

& Malinen, 2011; Sharma et al., 2006; Soodak, Podell & Lehman, 1998; Weisel & 

Dror, 2006). Attitude is a cognitive function that is expressed through the affective 

domains. It refers to an individual's continuing interpretation, general feeling and 

liking or disliking of any event, person or behaviour (Tuckman, 1992). Attitude 

research has shown that pre-service teachers‘ attitudes towards IE are dependent on 

several background variables.  

 

While there are various studies that have supported the view that pre-service 

teachers who are younger in age tend to show more positive attitudes towards IE than 

their older counterparts (Avramidis & Norwich, 2002; Tait & Purdie, 2000), there are 

other studies (Caroll et al., 2003; Forlin et al., 2009) which reported that age did not 

have any significant impact on pre-service teacher attitudes in both pre and  post-tests. 

It would seem that female pre-service teachers in general appear to be more positive 

towards IE than their male counterparts (Forlin et al., 2009; Kuyini & Mangope, 

2011; Loreman et al., 2005; Romi & Leyser, 2006; Tait & Purdie, 2000; Woodcock, 

2008). However, there are other researchers, for example, Caroll et al. (2003) and 

Harvey (1985), who reported that gender does not have any significant impact on pre-

service teachers‘ attitudes towards IE. 

 

Influence of the variables of previous educational background and previous 

training on pre-service teachers‘ attitudes towards IE has been examined by a number 



38 
 

of researchers. For example, a study conducted in India with 480 pre-service teachers 

indicated that participants with a high level of previous education are more positive 

towards IE than those who had lower levels of education (Sharma et al., 2009). 

Contrary to this, Caroll et al. (2003) and Forlin and Chambers (2011), in their studies 

with Australian pre-service teachers, did not find previous educational background of 

pre-service teachers to be a significant variable impacting on their attitudes towards 

IE. Positive attitudes were observed in pre-service teachers from Ghana and Botswana 

who received training on IE compared to those who did not have any such training 

(Kuyini & Mangope, 2011). Forlin et al. (2009), also, pointed out that previous 

training that exposed teachers to students with special needs seem to develop more 

favourable attitudes among pre-service teachers.  

 

There are studies that have examined the impact of experience and contact 

with persons with disabilities on pre-service teachers‘ attitudes towards IE. From the 

analysis of findings of studies conducted in Israeli (Romi & Leyser, 2006), USA 

(Kim, 2011), Australian (Caroll et al., 2003) and Mexican (Forlin et al., 2010) 

contexts, it would appear that pre-service teachers who had previous experience and 

interaction with persons with disabilities show favourable attitudes towards IE. 

However, Forlin and Chambers (2011), through their study with 67 Western 

Australian pre-service teachers, found that pre-service teachers who had the most 

interaction opportunities with people with special needs were less favourable in 

supporting those children in inclusive settings in comparison to another group of 

teachers who had limited or no contact. These researchers assumed that contact with 

children with special needs during the training may have made them aware of their 

responsibilities but, at the same time, increased their concerns. These mixed results 
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demand further research be undertaken to explore the effect of these demographic 

factors on pre-service teachers‘ attitudes towards IE. Understanding the attitudes of 

pre-service teachers towards IE would assist identification of areas of reform 

necessary to make pre-service teacher education programs more effective in achieving 

inclusive education outcomes. 

 

Pre-service teacher education course content has been shown to have 

significant impact on pre-service teachers‘ attitudes towards IE. Several studies 

(Beacham & Rouse, 2011; Campbell et al., 2003; Cook, 2002; Forlin & Chambers, 

2011; Forlin et al., 2009; Kim, 2011; Shippen, et al., 2005; Taylor & Ringlaben, 2012; 

Varcoe & Boyle, 2014) have found that, after completion of a course on IE, pre-

service teachers showed more positive attitudes towards IE. Further, Caroll et al. 

(2003) reported that the experience of working directly with children with special 

needs during the course had a noticeable impact on pre-service teachers in minimising 

their discomfort and increasing their confidence in teaching these children. Carpenter 

et al. (2005) argued that providing knowledge alone would not be sufficient to prepare 

pre-service teachers adequately for inclusive classrooms with positive attitudes. Their 

study suggested that opportunities for practical experience during the teacher 

education program would be necessary for building up positive attitudes towards IE 

among the pre-service teachers.  

 

Regarding grade level of teaching, researchers in Australia (Woodcock, 2011) 

and Mexico (Forlin et al., 2010) found that primary level pre-service teachers hold 

more positive attitudes on IE than their secondary counterparts. While examining the 

influence of the length of pre-service teacher education courses as a variable 
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influencing attitude, a study of 78 pre-service teachers in the USA, conducted by 

Rademacher, Wilhelm and Hildereth (1998), found that participants who finished the 

longer duration program (2semesters) showed significantly more positive attitudes 

compared to those who completed the shorter duration (3 week and 1 semester) 

programs. Contrary to this, Tait and Purdie (2000) conducted a study with 1,626 pre-

service teachers in an Australian context who were enrolled in a 4-year undergraduate 

and a 1-year postgraduate diploma pre-service teacher education course. Their study 

did not find the length of the course has any impact on pre-service teachers‘ 

preparedness for IE. The inconsistencies in the results of these different studies led the 

researcher of this study to further explore the impact of demographic variables in 

Bangladeshi pre-service teachers‘ attitudes towards IE. It is evident, from the research 

findings, that the impact of different variables on pre-service teachers' attitudes 

towards IE is mixed. However, several general trends in factors affecting attitudes of 

pre-service teachers are observed. 

 

Pre-service Teachers' Teaching-efficacy for IE 

One social construct that has gained significant attention from researchers in the field 

of teacher education is teaching-efficacy.  Perceived teaching-efficacy (Bandura, 

1997) is a construct that is very similar to Ajzen‘s (2005) notion of perceived 

behavioural control described in the TPB. Teachers' teaching-efficacy was 

conceptualised as their own beliefs and confidence in their capabilities to organise and 

execute courses of action required for successful accomplishment of a specific tasks 

in a particular circumstance (Tschannen-Moran, Hoy, & Hoy, 1998). According to the 

TPB (Ajzen, 1991; 2005), perceived behavioural control is a person‘s perception 

towards his or her control over performing a behavioural action through analysis of 
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available environmental components such as opportunities and resources. Various 

factors can affect pre-service teachers' teaching-efficacy development. Teachers' 

teaching-efficacy found to be related to specific contextual factors, subject-matter 

factors and student diversity issues (Tschannen-Moran et al., 1998). For example, one 

teacher may have a high level of teaching-efficacy with one group of students in 

teaching a specific subject-matter but show lower teaching-efficacy in teaching 

another subject to the same group or teaching the same subject to another group of 

students (Tuckman, 1992; Woolfolk, 2007). Thus, the nature of teachers' teaching-

efficacy makes the concept dependent on different personal and social factors or 

event-related variables (Bandura, 1997). The next section presents a review of the 

literature that explored the variables related to pre-service teachers' teaching-efficacy 

for IE. These variables include age, gender, educational qualification, experience of 

teaching children with disabilities, contact with people with disabilities, grade level of 

teaching and teaching experience.  

 

Pre-service teachers‘ age and gender were found to influence pre-service 

teachers‘ teaching-efficacy for IE. Weisel and Dror (2006) claimed that younger pre-

service teachers' teaching-efficacy towards children with special needs is much higher 

than older pre-service teachers. Regarding gender, there are some studies (Erdem & 

Demirel, 2007; Forlin et al., 2010; Gao & Mager, 2011; Romi & Leyser, 2006; Tait & 

Mundia, 2014; Woodcock, 2008) that support the view that female teachers have a 

higher degree of teaching-efficacy than their male counterparts. However, Cakiroglu 

(2008) examined the impact of gender on pre-service teachers‘ perceived teaching-

efficacy for IE in two countries and found different results: gender was not a 
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significant factor for predicting pre-service teachers‘ teaching-efficacy in the USA or 

Turkey. 

 

There are several studies (Forlin et al. 2010; Liaw, 2008; Malinen, 2013; 

Moeller & Ishii-Jordan, 1996; Romi & Leyser, 2006) noting that pre-service teachers 

with past experience of interacting with people with disabilities tend to have higher 

teaching-efficacy. This experience might be teaching a child with a disability before 

or having a child with a disability in the family or among close relatives, for example. 

However, such experience was not shown to have a significant difference in teaching-

efficacy in Woodcock‘s (2008) study with pre-service teachers in an Australian 

context. Various studies (Brown et al., 2008; Forlin et al., 2010; Lancaster & Bain 

2007, 2010; Martinez, 2003; Romi & Leyser 2006; Taylor & Ringlaben, 2012; 

Woodcock, 2008) reported that participation in IE-related courses seems to increase 

pre-service teachers‘ teaching-efficacy towards IE. A recent study by Woodcock, 

Hemmings and Kay (2012), however, found that little change was noted among pre-

service teachers regarding their teaching-efficacy from their participation in an IE-

related course. The researchers suggested limited practicum experiences as a possible 

reason to explain the finding. 

 

Relationships between grade levels (primary or secondary) for which pre-

service teachers are being trained and pre-service teachers‘ teaching-efficacy for IE 

have been examined widely. Some of these studies (Baker, 2005; Forlin et al., 2010; 

Woodcock, 2011) found that secondary level, pre-service teachers possess a lower 

level of teaching-efficacy than their primary counterparts. Woodcock‘s (2011) cross-

sectional study with 467 Australian pre-service teachers found no significant 
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difference in perceived teaching-efficacy between pre-service primary and secondary 

level teachers who were at the beginning of their courses. But, validating the findings 

of other studies, the primary level, pre-service teachers showed higher teaching-

efficacy than their secondary counterparts at the end of their teacher education 

programs.  

 

The studies reviewed, so far, seem to suggest that it is most difficult to draw 

any firm conclusions about factors that produce consistent results, other than 

identifying those with potential to predict pre-service teachers‘ preparedness for IE. 

However, several general trends have come to light regarding factors affecting 

teaching-efficacy of pre-service. More research is required to explore these trends 

further and broaden the investigations into the nature and extent of those variables in 

preparing pre-service teachers for IE. 

 

Impact of Pre-service Teachers’ Concerns on Their Attitudes and Perceived 

Teaching-efficacy for IE 

Several researchers (Loreman et al., 2005; Sharma et al., 2006; Woodcock, 

Hemmings & Kay, 2012) acknowledged pre-service teachers‘ concerns about IE to be 

a significant factor that may influence their attitudes and teaching-efficacy and some 

went on to look at how this concern affects attitudes and teaching-efficacy. The 

conclusion of studies conducted by Sharma et al. (2003), Sharma et al. (2006) and 

Loreman et al. (2005) suggest that, as pre-service teachers become more positive 

towards inclusion, their concerns decline and vice-versa. 
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It has been found that pre-service teachers seem to become more concerned 

after completing courses in IE. For example, in a study with South African pre-service 

teachers conducted by Oswald and Swart (2011), the participants showed positive 

attitudes towards IE and had increased levels of knowledge and skills to teach with 

children with disabilities after participating in an IE-related course. But they were 

more concerned about unavailability of resources, large class size, extra work load 

and inadequate support services. Martinez (2003) reported that pre-service teachers‘ 

teaching-efficacy became higher after attending the IE course that clarified the 

responsibilities of general education teachers in inclusive settings, i.e. being aware of 

legal obligations, being knowledgeable, collaborating with colleagues, but these 

participants expressed concern about increased workloads. Lambe (2007), as well as 

Evans and Waring (2006), argued that pre-service teachers‘ level of concern regarding 

personal competency to teach in inclusive classrooms may increase after participation 

in an IE-related course if it inadequately addresses the issue of IE. Furthermore, a 

study conducted by Forlin and Chambers (2011) found that course participation seems 

to increase concerns about issues of students‘ acceptance by their peers, lack of 

adequate knowledge about IE, having difficulty to provide sufficient attention in an 

inclusive classroom, increased workload and lack of resources.  

 

Hemmings and Woodcock (2011), similarly, mentioned that some pre-service 

teachers concerns regarding IE were related to barriers that could hamper IE 

programs, including negative attitudes of people, inadequate training, lack of teacher 

motivation, difficulty in time management in inclusive settings, lack of expertise as 

well as lack of support and resources. This study reported that more support is needed 
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from teachers, colleagues, parents, resource provision and through professional 

development to make the program successful.  

 

It has been found that lack of knowledge about inclusive cultures in the pre-

service teacher education program can be a concern among pre-service teachers 

(Wiseman & Garza, 2002). Further, a study with pre-service teachers in the USA, 

conducted by Cook (2002), found that participants showed a positive attitude towards 

including children with learning disabilities but they were concerned about including 

those children who had behaviour disorders or multiple disabilities. Concerns about 

lack of resources were raised in studies conducted in Chile (Fletcher, Allen, Harkins, 

Mike, Martinich & Todd, 2010) and Ghana (Agbenyega, 2007). It is apparent that, 

despite or, in some cases, by, participating in IE-related courses, concerns of pre-

service teachers may increase on many dimensions.  

 

As with attitudes and perceived teaching-efficacy, pre-service teachers‘ 

concern about IE is significantly related to various background variables. For 

example, Chong et al. (2007) found that female pre-service teachers were less 

concerned about IE than their male counterparts. However, Bradshaw and Mundia 

(2006), as well as Forlin et al. (2009), did not find gender to be a significant predictor 

of pre-service teachers‘ concerns about IE. Forlin et al. (2009) reported that age was, 

also, not a significant predictor of pre-service teachers‘ concerns about IE. However, 

they found that pre-service teachers who received prior training in IE were less 

concerned than those who did not have any such training. The study by Loreman et al. 

(2005) supported the view that pre-service teachers who had previous experience in 

teaching children with special needs were less concerned about IE. In another study, 
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Sharma et al. (2008) compared concerns of pre-service teachers from four countries- 

Australia, Canada, Singapore and Hong Kong. Their study found that Hong Kong and 

Singapore pre-service teachers were more concerned about IE than those in Australia 

and Canada. The researchers concluded that absence of any significant policy to 

promote IE in the pre-service teacher education curriculum of Singapore and Hong 

Kong could explain these results to some extent.  
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CHAPTER 4 

Methodology 

 

Introduction 

This chapter provides an overview of the methodology employed in this study. 

Detailed information regarding the specifics of different methods applied in this study 

is provided in the individual published papers presented in Chapters 5 and 6. 

Information about the methodology that is not included in those manuscripts is 

included herein.  To begin, the research questions of the study are introduced, after 

which the research design of the study is presented to describe the participant 

selection procedures, data collection and data analysis procedures. This is followed by 

a discussion of the ethical considerations of the study. 

 

Research Questions 

1. What is the level of attitudes, perceived teaching-efficacy and concerns of pre-

service teachers regarding teaching in inclusive schools of Bangladesh? 

2. Is there any significant relationship between pre-service teachers‘ attitudes, 

perceived teaching-efficacy and concerns about IE and the following variables: 

age; gender; educational qualification; teaching experience; length of 

the pre-service teacher education course; level of training involved 

(primary/secondary); experience of teaching children with disabilities; 

and contact with persons with disabilities? 

3. Is there any significant relationship in pre-service teachers‘ attitudes, perceived 

teaching-efficacy and concerns towards IE? 
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4. What are the beliefs of the heads of departments of higher education institutions 

about IE? 

5. What challenges do heads of departments of higher education institutions perceive 

in preparing pre-service teachers for inclusive classrooms? 

6. What strategies do the heads of departments of higher education institutions 

consider necessary to address the challenges? 

 

Research Design 

This study followed a mixed-method design, using both quantitative and qualitative 

methods to collect and analyse data. The study was conducted in two phases. In Phase 

1, a three-part survey instrument was used. A cross-sectional survey design was 

followed as this allows the researcher to take a snapshot of the status of a large group 

of the population (Cohen et al., 2007; Creswell, 2008; De Vaus, 2002). Semi-

structured interviews were, also, conducted to explore the views of the heads of the 

higher education institutions about IE. Findings from the Phase 1 survey indicated 

that the relationships of three variables, i.e. level of training involved, gender and 

length of training, with participants‘ attitudes and teaching-efficacy were in sharp 

contrast to past research. Consequently, the Phase 2 study was conducted, using semi-

structured interviews with the institutional heads to explore their views regarding the 

contrasting results. The following flow chart (Figure 2) gives a visual representation 

of the methodology. 
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Figure 2 

Diagrammatic Representation of the Methodology 

 

 

 
Aim of the Study 

Understanding pre-service teachers‘ preparedness for IE in Bangladesh 

Qualitative Method 
 

Participants : Institutional Heads [IHs] (n=22) 
 

Instrument : Semi-structured interview protocol 
 

Data analysis : Thematic analysis 
 

Questions : Research questions 4, 5 and 6 were answered 
 

Papers : Papers 4 and 5 were produced based on this 

data 

 

Quantitative Method 
 

Participants : Pre-service teachers (n=1623) 
 

Instrument : Three-part surveys (Demographic, SACIE & TEIP Scales) 
 

Data analysis : Mean and SD Calculation, Multiple Regression Analysis  

(Enter method), Pearson Product-moment Correlations were 

conducted by using SPSS. 
 

Questions : Research questions 1, 2 and 3 were answered 
 

Papers  : Paper 2 was produced based on this data 

 

Qualitative Method 
 

Participants : Institutional Heads [IHs] (n=6) 
 

Instrument : Semi-structured interview protocol 
 

Data analysis : Thematic analysis 
 

Questions : Research question 2 was further explored and answered 
 

Papers  : Paper 3 was produced based on this data 

 

Further Data Analysis & 

Interpretations of the findings 

 

Phase 1 
 

Phase 2 
 

Data Analysis & Interpretations of the Findings 
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Phase 1 Study Methodology 

In this phase, both quantitative and qualitative methods were employed - a survey 

design and semi-structured interview schedules. 

 

Quantitative method 

A three-part survey questionnaire containing a series of questions regarding 

demographic information [see Appendix 9 and Appendix 12], a Sentiments, Attitudes, 

Concerns regarding IE (SACIE) scale (Loreman, Earle, Sharma & Forlin, 2007) [see 

Appendix 10 and Appendix 13] and a Teacher Efficacy for Inclusive Practices (TEIP) 

scale (Sharma, Loreman & Forlin, 2012) [see Appendix 11 and Appendix 14] were 

employed in Phase 1 of the study. Participants in this first phase were final year/term 

pre-service teachers (N= 1,623) from primary and secondary level teacher preparation 

institutions in Bangladesh. A purposive sampling was used to select participants for 

the survey. Paper 2, presented in Chapter 5, provided demographics as well as 

detailed information about the selection process of the pre-service teachers, the 

instruments and data analysis procedures for this phase of the study. In addition, 

detailed demographic information regarding the 1,623 pre-service teachers who 

participated in this study is presented in Appendix 18. 

 

Qualitative method 

In order to gain a comprehensive understanding of the beliefs and views of the 

institutional heads (IHs) in relation to the implementation of IE in Bangladesh, a 

semi-structured, face-to-face interview protocol was designed. Detailed information 

regarding the interview protocol, participants, coding, theme extraction, data analysis 

procedures, translation, reliability and ethical issues related to Phase 1 qualitative data 
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collection is discussed in Papers 4 and 5 presented in Chapter 6.  Appendix 15 

presents the interview schedule used in this Phase 1 study. 

 

Phase 2 Study Methodology 

A Phase 2 study was conducted, using semi-structured interviews with the IHs to 

understand their views regarding the conflicting results found in Phase 1. Participants 

in Phase 2 were IHs who were selected from Primary Teachers‘ Training Institutes 

(PTIs), Teachers‘ Training Colleges (TTCs) and universities, the three types of 

institutions where the Phase 1 study was conducted. All the IHs of pre-service teacher 

education institutions who participated in Phase 1 were approached to determine their 

willingness to participate in a semi-structured interview to discuss the inconsistent 

findings and the 6 IHs who agreed to participate were, subsequently, interviewed. 

Paper 3, presented in Chapter 5, provides detailed information regarding the interview 

protocols, participants, coding, theme extraction, data analysis procedures, translation, 

reliability and ethical issues related to the Phase 2 qualitative data collection. 

Appendix 16 presents the interview schedule used in this Phase 2 study. 

 

Ethical Considerations 

Ethical issues in social studies include informed consent, confidentiality, originality of 

the work, demonstration of respect, risk and harm minimisation and voluntary 

participation (Cohen et al., 2007; Johnson & Christensen, 2008). The study followed a 

Monash University approved ethical guidelines developed by the Monash University 

Human Research Ethics Committee (MUHREC).  An explanatory statement was 

provided to the participants covering the research project, data collection procedure 

and their rights. A permission letter was signed by the head of each teacher education 
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institution for collecting data from the pre-service teachers. All interviewees also 

signed a consent form and the identities of all participants were kept anonymous in 

this report. Appendix 1 to Appendix 8 present the documents in relation to ethical 

issues of this study such as the human ethics certificate of approval, letters related to 

explanatory statements, samples of permission letters and consent forms. 
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CHAPTER 5 

Understanding Pre-service Teachers’ Attitudes, Perceived Teaching-

efficacy and Concerns about Inclusive Education in Bangladesh 

 

Introduction 

―educational beliefs of pre-service teachers play a pivotal role in their 

acquisition and interpretation of knowledge and subsequent teaching 

behaviour‖ (Pajares,1992, p. 328). 

 

The review of past studies presented in previous chapters indicated that pre-

service teachers‘ attitudes, teaching-efficacy and concerns are three important 

indicators for predicting their preparedness for IE. Further to this, the studies revealed 

that various demographic variables may impact on pre-service teachers‘ attitudes, 

teaching-efficacy and concerns for IE. This chapter presents the findings of the study 

in the form of two published papers, reporting on Phase 1 and 2 respectively, which 

investigated the factors appearing to significantly influence pre-service teachers‘ 

attitudes, teaching-efficacy and concerns about IE in Bangladesh. The first paper, 

‗Exploring pre-service teachers‘ perceived teaching-efficacy, attitudes and concerns 

about inclusive education in Bangladesh‘, conveys the results of Phase 1 of the study 

that used a quantitative approach to measure 1,623 pre-service teachers‘ attitudes and 

concerns, as well as their teaching-efficacy, about IE in Bangladesh. Based on a 

regression analysis, along with a comparison between demographic variables 

(including age, gender, teaching experience, educational background, length of 

training, previous training about IE, among others) and the scale items, the magnitude 

of pre-service teachers‘ attitudes and efficacy towards IE in Bangladesh are explored.  
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Analysis of the findings indicated that three variables, i.e. level of training 

involved, gender and length of training, showed significantly contrasting results to the 

previous research in relation to both attitudes and teaching-efficacy scores. What was 

not clear from this phase of research was why secondary level, pre-service teachers in 

Bangladesh appear to have more positive attitudes towards IE and higher teaching-

efficacy for IE than their primary level counterparts. In addition, Phase 1 study could 

not explain why Bangladeshi female pre-service teachers were found to have more 

positive attitudes, but lower teaching-efficacy, towards IE than males. In addition, the 

Phase1 study could not explain why Bangladeshi pre-service teachers who were in 4-

year courses showed lower levels of teaching-efficacy than those who were in a 1-

year course. 

 

Paper 3, ‗Predicting pre-service teachers‘ preparedness for inclusive 

education: Bangladeshi pre-service teachers‘ attitudes and perceived teaching-efficacy 

for inclusive education‘, reports on the outcomes of the Phase 2 study. By conducting 

semi-structured interviews with 6 administrative heads of the pre-service teacher 

education institutions in Bangladesh, this phase reported that several socio-

demographic characteristics, such as pre-service teachers‘ age, educational 

background, curriculum content and Government of Bangladesh IE initiatives, may 

explain some of the conflicting results found in relation to the effect of length and 

level of pre-service teacher education programs. Socio-cultural contextual issues 

related to South Asian male-dominated societies may explain the findings related to 

gender. Specific recommendations were made in Paper 3 to inform government policy 

and teacher education programs. 
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Chapter Summary 

The manuscripts presented in this chapter explored pre-service teachers‘ preparedness 

for IE in Bangladesh by learning about their attitudes, teaching-efficacy and concerns 

for IE. The impact of several background variables on pre-service teachers‘ 

preparedness for IE was identified. The studies conducted in the two phases identified 

several variables and contextual factors that may have impacted upon the readiness of 

pre-service teachers‘ for IE. It appears, from the analysis, that the findings may have 

several policy and curriculum reform implications for improving pre-service teachers‘ 

preparedness for IE. However, what was not yet clear from these investigations was 

whether IHs would identify alternative factors that might have been left unexplored 

through the quantitative methods and that might act as challenges to preparing pre-

service teachers for IE. The other issue that was not explored was whether IHs who 

participated in this study had a clear understanding about the concept of IE. 

Therefore, Chapter 6 addresses IHs‘ beliefs about IE and the challenges they 

identified for preparing pre-service teachers for IE in the context of Bangladesh. 
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CHAPTER 6 

Exploration of Beliefs of Institutional Heads about Pre-service 

Teacher Education for IE in Bangladesh 

 

Introduction 

―beliefs are the best indicators of the decisions individuals make throughout 

their lives‖ (Pajares,1992, p. 307) 

 

The findings from the investigation into the beliefs of institutional heads (IHs) 

regarding IE in Bangladesh are presented in this chapter in the form of published 

papers. These two qualitative papers describe the employment of semi-structured 

interviews with 22 IHs and the thematic analysis procedures that were followed to 

analyse the interview data. The first paper, Paper 4, titled ‗Beliefs of pre-service 

teacher education institutional heads about inclusive education in Bangladesh‘, 

examined the beliefs regarding IE of the IHs of higher education institutions that offer 

pre-service teacher education in Bangladesh. Analysis of the interview documents 

indicated that IHs had a limited understanding of IE, with a majority believing that IE 

was the ‗enrolment of children with disabilities‘ into regular schools. It was, further, 

found that there could be several factors that may present challenges to the 

preparation of pre-service teachers for IE in Bangladesh. What was not possible in 

this part of the analysis was determining how the IHs interpret these challenges and 

what strategies they suggest to address them. Therefore, further analysis of interview 

findings was undertaken and is presented in Paper 5. 
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Paper 5, ‗Challenges to prepare pre-service teachers for inclusive education in 

Bangladesh: beliefs of higher educational institutional heads‘, based on thematic 

analysis of the interview data derived from the 22 IHs, identified several challenges 

under four themes: attitudinal beliefs, academic challenges, challenges in practicum 

and challenges for beginning teachers. The interviewees identified some useful 

strategies to address those challenges. Collectively, the two qualitative papers enabled 

the researcher to critically examine the interpretations of IE by the IHs and their 

beliefs about the challenges that present when preparing pre-service teachers for IE in 

Bangladesh. 
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Manuscript 4: Beliefs of Pre-service Teacher Education Institutional 

Heads about Inclusive Education in Bangladesh
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Manuscript 5: Challenges to Prepare Pre-service Teachers for Inclusive 

Education in Bangladesh: Beliefs of Higher Educational Institutional Heads  

  



127 
 

 



128 
 



129 
 

 



130 
 



131 
 

 



132 
 

 



133 
 



134 
 



135 
 

 



136 
 



137 
 

 



138 
 



139 
 



140 
 

 



141 
 



142 
 

 



143 
 

CHAPTER 7 

 

Discussion and Conclusion 

 

Introduction 

It is not beyond our power to create a world in which all children have access 

to a good education. Those who do not believe in this have small 

imaginations—Nelson Mandela (Mandela, 2007, p. 1). 

 

This chapter presents a critical discussion based on the major findings that 

emerged from the current study with an aim of understanding their contributions in 

the area of IE. In addition, the chapter reflects on potential directions for future 

research based on the limitations of the study. Several policy and practical 

implications emerged from this study. These implications are presented under three 

themes: 1) Importance of the period of pre-service teacher education for better 

preparedness for IE; 2) Scope of reforming the pre-service teacher education 

curriculum for IE; and 3) Influences of socio-cultural and contextual factors in the 

preparation of pre-service teachers for IE. 

 

Importance of the Period of Pre-service Teacher Education for Better 

Preparedness for IE 

The findings derived from the surveys using the SACIE and TEIP scales indicated 

that pre-service teachers in Bangladesh possess moderately positive attitudes towards, 

and high level of perceived teaching-efficacy for, IE and that they were not very 

concerned about teaching in IE classrooms. Statistically significant positive 
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correlations were found between attitudes and teaching-efficacy scores. On the other 

hand, statistically significant negative correlations were found in concern scores for 

both attitudes and teaching-efficacy scores. This implies that pre-service teachers who 

had a high level of teaching-efficacy, showed less concern and positive attitudes 

towards IE. This finding is consistent with the findings of the studies conducted by 

many other researchers (e.g. Hofman & Kilimo, 2014; Kim, 2006; Loreman et al., 

2005; Savolainen et al., 2011; Sharma et al., 2006; Weisel & Dror, 2006), from which 

it can be concluded that pre-service teachers‘ teaching-efficacy was the single most 

important factor that affected their attitudes towards IE. In addition, those studies 

revealed that pre-service teachers‘ attitudes, perceived teaching-efficacy, and 

concerns scores were correlated with each other. It appears that, as pre-service 

teachers become more positive towards IE, their level of teaching-efficacy increases 

and their concerns decline. This finding points to an important policy suggestion that, 

if the concerns of pre-service teachers about IE are identified when they are attending 

pre-service teacher education courses, efforts could be made to minimise concerns 

during the period of training, which may stimulate pre-service teachers‘ positive 

attitudes and increase their teaching-efficacy for IE before they are sent to actual, 

inclusive, classroom settings. 

 

Scope of Reforming Pre-service Teacher Education Curriculum for IE 

Implications for the reform of pre-service teacher education curriculum in Bangladesh 

arise from the findings. First, the attitude mean score of specific items in the SACIE 

scale indicated that pre-service teachers showed positive attitudes to including 

children who required support in verbal expression and to providing attention to 

children who failed in examinations. But, they were, also, found to have less 
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favourable attitudes towards including children who require individualised academic 

programs and the support of communicative technologies, such as Braille and Sign 

Language. This result is consistent with other studies conducted in USA (Gao & 

Mager, 2011), Mexico (Forlin et al., 2010) and in Ghana (Agbenyega, 2007), which 

reported that pre-service teachers were less positive and more concerned about 

including children with disabilities who required support in sensory and behaviour 

management issues. This implies that pre-service teacher education curriculum in 

Bangladesh should provide greater emphasis on Braille, Sign Language and behaviour 

management techniques to enhance pre-service teachers‘ attitudes towards IE. 

 

Second, teaching-efficacy scale mean scores indicated that pre-service 

teachers appeared to have higher teaching-efficacy in managing behaviour in 

inclusive classrooms, followed by a high level of teaching-efficacy in using inclusive 

instructions. The lowest level of teaching-efficacy was in collaborating with others. 

The interview findings from the institutional heads and the National Education Policy 

2010 (MOE, 2010) supported this, reporting that pre-service teacher education 

curriculum in Bangladesh was very traditional, based on rote-learning and offered 

limited scope for interaction among the students and teachers. An implication of this 

finding for the pre-service curriculum in Bangladesh would be providing increased 

opportunities for collaboration among students in the pre-service programs with each 

other and with accomplished IE teachers.  

 

Third, pre-service teachers who participated in this study were found to have 

high levels of concern about increased workload and were, also, most concerned 

about providing appropriate attention to all children in a diverse classroom. IHs 



146 
 

interviewed in this study, also, expressed their concerns that pre-service teachers 

might have challenges in meeting diverse learning needs in the same classroom. 

Therefore, the pre-service teacher education curriculum might need to include 

strategies for mobilising and making better use of resources to minimise teachers‘ 

workloads. Most importantly, curriculum regarding effective inclusive pedagogy is 

needed to minimise their concerns. 

 

Fourth, the findings indicated that significant interaction with people with 

disabilities was a predictor of a high level of teaching-efficacy and low degrees of 

concern and, as the level of experience in teaching students with disability increased 

among pre-service teachers, their level of concern decreased. It is clear that positive 

results in ensuring better preparedness of pre-service teacher for IE may be gained by 

increasing their experience in teaching children with disabilities while they are 

enrolled in the program. The lack of opportunity to gain inclusive classroom experience and 

practice during pre-service teacher education was identified as a major concern by the IHs 

who participated in this study.  

  

Finally, knowledge about legislation and policy related to disability and IE 

was found to be a significant predictor of teaching-efficacy of pre-service teachers 

and, as knowledge increased, pre-service teachers showed higher teaching-efficacy 

towards IE. This finding is consistent with previous research (Brown, Welsh, Hill & 

Cipko, 2008; Sharma et al., 2007) and implies that incorporating legislation and 

policy relevant to IE in the pre-service teacher education curriculum is likely to 

contribute to better preparedness of pre-service teachers for IE. 
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The need for reform of the pre-service teacher education curriculum in relation to IE 

issues was viewed as highly important by the IHs interviewed in this study. IHs described the 

existing curriculum as teacher-centred and theory-based. IHs acknowledged that the 

curriculum had not been revised for a long time and the need to revise it was of high priority. 

In particular, IHs recognised that IE was not addressed sufficiently, teacher educators 

were inadequately prepared and practicum experiences were deficient. IHs suggested 

that specific subject, curricular pedagogy be linked with inclusive pedagogy and 

context-based practicum experiences. In addition, a need of embedding IE issues in 

appropriate sections of the whole curriculum was a recommendation by the 

participants. When considering reform of the pre-service teacher education 

curriculum, it could be argued, any changes should build upon the research findings 

based on the Bangladesh context rather than simply importing approaches from 

elsewhere. 

 

Influences of Socio-cultural and Contextual Factors in Preparation of Pre-

service Teachers for IE 

Interventions taken under the umbrella of IE have been mostly conducted in Western 

countries (Alur, 2001; Eleweke & Rodda, 2002; Johnston & Chapman, 2009; Miles, 

1997). Following success in these contexts, the same ideas were applied in Eastern 

regions (Sharma et al., 2013). This has led the practitioners, as well as the policy 

makers, to, sometimes; disregard the influence of socio-cultural factors in the 

programs. Ignorance of the contextual factors may contribute to a lessening of the 

success rate of IE programs in developing countries (Ainscow et al., 2006, Forlin, 

2013; Sharma, 2011). Hence, it is important to design IE programs based on specific 

socio-cultural contextual factors. This study has identified several contextual factors 

that may have impact on pre-service teachers‘ preparedness for IE in Bangladesh. 
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One unique, context-based finding of this study was that secondary level, pre-

service teachers showed more positive attitudes and higher teaching-efficacy for IE 

than their primary level counterparts. It appears that this finding is in sharp contrast 

with past studies, which reported that primary level, pre-service teachers had higher 

level of teaching-efficacy (Baker, 2005; Forlin et al., 2010; Woodcock, 2011) and 

more positive attitudes (Forlin et al. 2010; Woodcock 2011) than their secondary 

counterparts. Further investigation to uncover the reason behind this conflicting result, 

by interviewing the IHs, revealed several contextual issues. For example, the IHs 

reported that possible reasons behind the secondary level, pre-service teachers being 

better prepared may include reformed, IE-focused B.Ed. curriculum, Government‘s 

extra resource allocation at the secondary level for IE and pre-service teachers‘, as 

well as teacher educators‘, often higher educational backgrounds at the secondary 

level. These identified factors need to be considered if Bangladesh is to better prepare 

its primary level pre-service teachers. 

 

Another distinct finding of this study was that pre-service teachers enrolled in 

4-year courses showed lower levels of teaching-efficacy than those who were in 1-

year courses. This finding was in contrast to the popular belief that a longer teacher 

education program is more effective for developing higher teaching-efficacy for IE 

among pre-service teachers than a shorter program (Carroll et al., 2003; Rademacher 

et al., 1998; Theaker, 2008). Interviews with the IHs revealed some potential 

explanations of this contrasting result. The IHs suggested that several contextual 

factors, including providing more information in the curriculum about IE, 

Government‘s various motivational initiatives (e.g. orientation workshop, leaflets on 
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IE), pre-service teachers‘ previous teaching experiences, higher educational 

qualifications, their motivation to the profession and seniority (age) could have 

contributed to higher levels of teaching-efficacy among pre-service teachers who were 

enrolled in 1-year teacher education program than those who were in a 4-year 

program. In light of this finding, it could be argued that what is taught in the pre-

service teacher education program is more important than increasing the length of the 

program. Further to this argument, there are studies (Angelides, Stylianou & Gibbs, 

2006; Cook, 2002; Forlin et al., 2010) which revealed that attending an IE-focused 

pre-service teacher education course does not guarantee that the course would 

contribute to developing positive values and beliefs for IE. Instead, those studies 

suggested that curriculum content, practicum opportunities and experience with 

children with disabilities all contribute to pre-service teachers‘ better preparation for 

IE. Hence, it appears that the rare finding related to the length of the pre-service 

teacher education course might provide a useful insight towards improving the quality 

of teacher training programs and, also, might have important policy implications for 

further improvement of the IE component of 4-year pre-service teacher education 

programs in Bangladesh. 

 

Another interesting, context-specific finding of this study was that female pre-

service teachers who participated in the surveys showed more positive attitudes, but 

lower teaching-efficacy, for IE than their male counterparts. Consistent with this 

finding, other research studies (Loreman et al., 2005; Romi & Leyser, 2006; 

Woodcock, 2008) indicated that female pre-service teachers possess more positive 

attitudes towards IE than males. However, having lower teaching-efficacy among 

female than male pre-service teachers was inconsistent with previous studies (Erdem 
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& Demirel, 2007; Forlin et al., 2010; Romi & Leyser, 2006; Woodcock, 2008; Gao & 

Mager, 2011). IHs proposed that such results regarding gender may be related to some 

socio-cultural contextual issues existing in South Asian societies. Their opinions were 

that female pre-service teachers in Bangladesh showed positive attitudes for two 

possible reasons. Firstly, females‘ maternal instincts contribute to their willingness to 

accept IE. Secondly, the concept of IE itself is attractive to women as this parallels the 

social justice requirement of gender equity. In response to the conflicting result, IHs 

argued that female pre-service teachers probably had a lower level of teaching-

efficacy due to the negative effects of perceived gender-bias and discrimination in the 

Bangladeshi society that resulted in lower levels of confidence compared with men. 

This argument was supported by the findings of studies conducted on gender and 

equity in many South Asian countries (Acharya, 2007; Anam & Ahsan, 2002; 

Jayaweera & Gunawardena, 2007; Nasreen & Tate, 2007). A policy implication that 

can be drawn from this is if female teachers in Bangladesh were provided with 

increased access to teacher positions at schools they might feel more confident to 

teach in these schools.  

 

Further analysis of the findings from interviews conducted with IHs to 

understand their beliefs about IE revealed several contextual challenges that may have 

policy implications for preparing pre-service teachers for IE in Bangladesh. The IHs, 

in common, believed that existing pre-service teacher education curriculum must be 

revised to ensure adequate readiness of pre-service teachers for IE. One concern 

raised by the IHs was the pre-existing personal beliefs and values of pre-service 

teachers that would be difficult to change. Nespor (1987) and Kagan (1992) 

confirmed, through their studies, that, despite gaining new knowledge in the training 
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programs, pre-service teachers tend to retain their pre-existing personal knowledge or 

beliefs. Fortunately, there are several empirical research studies regarding changing 

teachers‘ beliefs through training. For example, Pajares (1992) and Richardson (1996) 

recommended that trainee teachers should have the opportunity to experience new 

ideas during the program and Kagan (1992) added that teachers‘ preconceived beliefs 

have to be challenged during the teacher education programs if we are to change it. 

From the literature in relation to this barrier, important policy recommendations can 

be made. 

 

The findings indicated that IHs were concerned about the level of confidence 

of teachers who are about to start their profession after completion of the pre-service 

teacher education program. Those concerns are because theory-based curriculum does 

not provide sufficient hands-on experience to trainee teachers and the non-cooperation 

of schools, large class sizes and administrative barriers presented as challenges for the 

beginning teachers. It can be argued that pre-service teachers in this study who 

possess moderately positive attitudes towards IE and high level of perceived teaching-

efficacy for IE could express less positive attitudes if they faced such challenges as 

beginning teachers. In support of this argument, interestingly, a recent study 

conducted on in-service teachers‘ intentions towards IE found that they hold neither 

positive nor negative attitudes (scored close to neutral) towards IE (Ahmmed et al., 

2012). However, further research could be done to understand the reasons behind 

differing levels of attitudes between pre and in-service teachers towards IE in 

Bangladesh. 
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Analysis of the IHs interview findings regarding their beliefs about IE 

revealed an atypical contextual challenge in Bangladesh. The study found that most 

secondary level IHs in TTCs did not have an education-related degree, nor did 

government education officers and academic supervisors have any education-related 

degree or training, even though they were responsible for supervising teachers in 

schools. This implies that they might not understand the concept of IE and would not 

be able to guide teachers adequately. This argument could be supported by the finding 

that most IHs had a confused or unclear understanding of IE, mostly dominated by 

defining it as ‗enrolment of children with disabilities‘ into regular schools. This could 

be a major issue as, if the IHs of pre-service teacher education institutions do not have 

a clear understanding of IE, it may negatively affect the preparedness of pre-service 

teachers for IE. In regard to this finding, a recommendation can be made that 

policymakers and implementers ensure TTC heads are recruited from among those 

who have the relevant educational background and qualification as well as have a 

sound orientation towards IE.  

 

A concluding recommendation can be made, based on another contextual 

challenge identified in this study. The study found that the IHs were not given scope 

to participate or share their thoughts and experiences in policy-making or curriculum 

reform processes. Input comes only from central-level policymakers in Bangladesh. 

This is a common feature of many developing countries (Singal, 2005). Therefore, a 

recommendation could be that IHs should be involved in the policy and curriculum 

reform processes regarding IE in Bangladesh to orient them more towards local needs. 

By involving IHs in the curriculum reform processes may create opportunity to utilise 

their leadership roles for implementing IE issues through their institutions. Besides, it 
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also can be anticipated that IHs may have deeper understanding regarding the 

strategies to minimise challenges in introducing IE through the teacher education 

programmes. Such experiences of IHs may contribute to the sustainability of the 

changes to be made in the teacher education curriculum for implementing IE. 

 

The broad objective of this current, mixed-method design, dual-phase study 

was to understand the preparedness of pre-service teachers for IE in Bangladesh. The 

study found evidence regarding the importance of the duration of pre-service teacher 

education programs for building up positive attitudes, increasing teaching-efficacy 

and minimising concerns about IE. The study, further, identified statistically 

significant, important predictors that could impact on pre-service teachers‘ attitudes, 

teaching-efficacy and concerns about IE in Bangladesh. By understanding the nature 

of those determinant variables through critical analysis of the findings, specific 

recommendations were made in relation to curriculum and policy reform initiatives. 

Further to this, the study provided strong recommendations regarding several 

contextual factors derived from both survey and interview findings (gender, length of 

course, level of teaching, educational policy-making process etc.) to make pre-service 

teacher education programs result in more IE in Bangladesh. Based on the overall 

analysis of findings, it is anticipated that the study offers some contributions to policy 

and curriculum reform areas, in the context of Bangladesh as well as in the 

international literature. 

 

Limitations of the Study 

Individual published papers included in this study have reported the limitations 

relevant to the topic discussed. However, this section of the thesis would like to 
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reconsider those limitations so that they are taken into consideration while 

interpreting the findings of the study. Further to this, based on the constraints of the 

current study, some directions for future research could be indicated. One limitation 

of the study was that, data collected in this study from pre-service teachers could be 

considered as a snapshot of their preparation for IE (data was collected during their 

final semester/term). As it is known that teaching-efficacy is a construct, which 

predicts beliefs about teachers‘ future actions, the current study did not collect any 

data about the actual behaviour of the participants in real classroom situations. In 

connection to that, pre-service teachers self-reporting of their preparedness may not 

be an accurate reflection of what they would do in inclusive classrooms. Future 

studies could be designed to explore the longitudinal effect of teacher preparedness 

for IE in different stages of pre-service teachers‘ development by observing practices 

of these participants after they have entered into regular schools on completion of 

their degrees. 

 

Another limitation of these findings was that the study did not interview the 

pre-service teachers themselves to learn their opinions of the Phase 1 findings. 

Therefore, additional studies would be required to understand pre-service teachers‘ 

own perspectives. Also, if IHs had not been informed about the Phase 1 findings, they 

may have expressed different opinions and raised different issues, in which case there 

is a possibility that the findings may have had different outcomes.  Again, further 

research is required to confirm and build upon these findings.  
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Appendix 1:  Human Ethics Certificate of Approval  
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Appendix 2: Permission Letter from the DPE 
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Appendix 3: Permission Letter from the DSHE 
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Appendix 4: Permission Letter from the Institute of Education and Research 

(IER), University of Dhaka 
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Appendix 5: Permission Letter from Uttara University 
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Appendix 6: Permission Letter from Darul Ihsan University 
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Appendix 7: A Sample of Explanatory Statement  

 

 

 

Explanatory Statement for Deans/ Department Heads 

 

Date: 

 

Title: Pre-service teachers' preparedness for inclusive education in Bangladesh 

 

The above titled research is a part of the researcher's (Mohammad Tariq Ahsan) 

Doctor of Philosophy program at the Faculty of Education in Monash University, 

Australia. This research project aims to understand pre-service teachers' preparedness 

for inclusive education in Bangladesh. This research is under the supervision of Dr. 

Umesh Sharma, Senior Lecturer, Monash University and Associate Professor Joanne 

Deppeler, Monash University.  

 

This study will investigate pre-service teacher preparedness for inclusive education in 

Bangladesh. To get a comprehensive understanding of the matter, opinions will be 

taken from the pre-service teachers and from the deans and the department heads of 

the higher education institutions that are offering pre-service teacher education in 

Bangladesh.  

 

This proposed project has the potential to make a contribution to national benefits by 

providing new data on teacher preparation for inclusive education and provide some 

policy directions for pre-service teacher education curriculum reforms in Bangladesh. 

Besides, higher education institutions that are engaged in the teacher preparation 

initiatives in Bangladesh may get some reform ideas from the findings of this 

research. 

 

Deans and the Department heads of the higher education institutions will be 

interviewed for this research. By giving consent, deans/heads will be agreeing to be 

interviewed for approximately one hour. The interview will be audio-taped and 

transcribed. Transcribed data will be provided to the participants to give approval 

before using it for the thesis write up purpose. 

 

This research has the approval of the Monash University Human Research Ethics 

Committee (MUHREC) and confidentiality of all the records will be maintained. All 

the participants' identity will not be exposed in the data or in any published materials. 

Anonymity will be highly maintained and pseudonyms will be used if required. All 

data will be stored in a safe place where only the researcher has access. Participants  
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can withdraw themselves at any time from the study and any data collected from them 

will be destroyed upon their withdrawal. 

 

If participants have any concerns or complain or require further explanations about 

the study, they can contact: 

 

Executive Officer 

Monash University Human Research Ethics Committee (MUHREC) 

Building 3e  Room 111; Research Office, Monash University VIC 3800 

      

  

 

Participant requiring any support regarding further information on the research or 

counselling supports in Bangladesh may contact the following person: 

 

Professor Nazmul Haq 

Chairman; Department of Educational Psychology and Guidance 

Institute of Education and Research (IER); University of Dhaka, Dhaka 1000, 

Bangladesh 

  

 

For any further clarifications, or for summary of the research findings participants can 

contact the researcher [Mohammad Tariq Ahsan,   (in 

Bangladesh)    ; e-mail: 

 and can also contact the supervisors, Dr. 

Umesh Sharma, Senior Lecturer, Monash University (

  and Dr. Joanne Deppeler, Associate 

Professor, Monash University      

 

 

Upon agreeing to participate in the study, participants need to sign a consent form 

attached to this statement and return it to the researcher when he physically come to 

see them.  

 

All participations are voluntary and any support of the participants in this research 

study is highly appreciated. 

 

  

With Regards 

 

 

Mohammad Tariq Ahsan 

Doctoral Research Candidate 

Faculty of Education, Monash University, Australia. 
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Appendix 8: A Sample of Consent Form 

 

 

 

 

Deans/ Department Heads Consent Form 

 

 

Title: Pre-service teachers' preparedness for inclusive education in Bangladesh 

 

  

NOTE: This consent form will remain with the Monash University researcher for their 

records 

 

 

I agree to take part in the Monash University research project specified above.  I have 

had the project explained to me, and I have read the Explanatory Statement, which I 

keep for my records.  I understand that agreeing to take part means that:  

 

1. I agree to be interviewed by the researcher             

  Yes   No 

 

2. I agree to allow the interview to be audio-taped and/or video-taped 

   Yes   No 

 

3. I agree to make myself available for a further interview if  required      

  Yes          No 

 

 

I understand that I will be given a transcript of data concerning me for my approval 

before it is included in the write up of the research. 

 

I understand that my participation is voluntary, that I can choose not to participate in 

part or all of the project, and that I can withdraw at any stage of the project without 

being penalised or disadvantaged in any way. 

 

I understand that any data that the researcher extracts from the interview for use in 

reports or published findings will not, under any circumstances, contain names or 

identifying characteristics.   

 

 

Participant‘s name 

 

Signature 

Date 
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Appendix 9: Questionnaire for Demographic Information 

(Please   on the line as appropriate) 

A. I am teaching / training to teach in: 

1. Primary _____  2. Secondary _____   

 

B. Length of the training program 

1. one-year _____  2. two-year _____  

3. four-year _____                4. Others, please specify _____ 

 

C. I am:  1. Male _____       2. Female  _____ 

 

D. What is your age?  _____  years  

 

E. My teacher education course has components of inclusive/special education in 

the curriculum 

1. Yes______ 2. No ______ 

 

F. My highest level of education completed is:         

  

1. Secondary School or its equivalent ______  

2. Higher Secondary School or its equivalent______   

3. Bachelor‘s Degree or its equivalent______ 

4. Master‘s Degree  ______ 

5. Other, please specify______ 

 

G. Previous teaching experience:  

1. None   _____ 

2. less than one-year _____ 

3. 1-2 years _____ 

4. 2-3 years _____     

5. 3-5 years _____ 

6. More than 5 years _____                   
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H.  I have a documented disability: 1. Yes ______   2. No______ 

 

I. If yes, please check the disability that applies to you: 

1. Blindness / Partial Sight / Low Vision ______   

2. Deafness / Partial Deafness / Hard of Hearing ______  

3. Physical Impairment ______  

4. Other, please specify ______ 

 

J. I have had significant/considerable interactions/dealings with a person with a 

disability: 

1. Yes _____     2.No _____ 

 

K. I have had significant/considerable experience in teaching a child with a 

disability?   

1. Yes _____     2.No _____ 

 

L. I have had the following level of training on educating students with disabilities: 

1. None ____ 2. Some ____ 3. High (at least 40 class-hrs) ____ 

 

M. My knowledge of the local legislation or policy as it pertains to children with disabilities 

is: 

1. None ____ 2. Poor ____ 3. Average ____  4. Good ____ 5. Very Good ____ 

 

N. My level of confidence in teaching students with disabilities is: 

     1. Very Low ____ 2. Low ____ 3. Average ____ 4. High ____ 5. Very High ____ 

 

O. My level of experience teaching a student with a disability is: 

     1. Nil ____ 2. Some ____ 3. High (at least 30 full days) ____ 
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Appendix 10: Sentiments, Attitudes and Concerns about Inclusive Education 

(SACIE) Scale  

 

Please circle the response which best applies to you 

 

 

 

 

SD D A SA 

Strongly 

Disagree 

Disagree Agree Strongly Agree 

1 
I am concerned that students with disabilities will not 

be accepted by the rest of the class. 
SD    D    A    SA 

2 
I dread the thought that I could eventually end up 

with a disability. 
SD    D    A    SA 

3 
Students who have difficulty expressing their 

thoughts verbally should be in regular classes.  
SD    D    A    SA 

4 

I am concerned that it will be difficult to give 

appropriate attention to all students in an inclusive 

classroom. 

SD    D    A    SA 

5 
I tend to make contacts with people with disabilities 

brief and I finish them as quickly as possible. 
SD    D    A    SA 

6 
Students who are inattentive should be in regular 

classes. 
SD    D    A    SA 

7 
I am concerned that my workload will increase if I 

have students with disabilities in my class. 
SD    D    A    SA 

8 

Students who require communicative technologies 

(for example Braille / sign language) should be in 

regular classes. 

SD    D    A    SA 

9 
I would feel terrible if I had a disability. 

 
SD    D    A    SA 

10 
I am concerned that I will be more stressed if I have 

students with disabilities in my class. 
SD    D    A    SA 

11 
I am afraid to look a person with a disability straight 

in the face. 
SD    D    A    SA 
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12 
Students who frequently fail exams should be in 

regular classes. 
SD    D    A    SA 

13 
I find it difficult to overcome my initial shock when 

meeting people with severe physical disabilities. 
SD    D    A    SA 

14 
I am concerned that I do not have the knowledge and 

skills required to teach students with disabilities. 
SD    D    A    SA 

15 
Students who need an individualized academic 

program should be in regular classes. 
SD    D    A    SA 
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Appendix 11: Teacher Efficacy for Inclusive Practices (TEIP) Scale 

 

This survey is designed to help us understand the nature of factors influencing the 

success of routine classroom activities in creating an inclusive classroom 

environment. Please circle the number that best represents your opinion about each of 

the statements. Please attempt to answer each question 

 

1 

Strongly 

Disagree 

2 

Disagree 

3 

Disagree 

Somewhat 

4 

Agree 

Somewhat 

5 

Agree 

6 

Strongly 

agree 

  SD   D   DS  AS   A   SA 

1 
I can use a variety of assessment strategies (for example, portfolio 

assessment, modified tests, performance-based assessment, etc.). 
1    2    3    4    5    6 

2 
I am able to provide an alternate explanation or example when 

students are confused. 
  1    2    3    4    5    6 

3 I am confident in designing learning tasks so that the individual 

needs of students with disabilities are accommodated. 
  1    2    3    4    5    6 

4 
I can accurately gauge student comprehension of what I have 

taught. 
  1    2    3    4    5    6 

5 I can provide appropriate challenges for very capable students.   1    2    3    4    5    6 

6 
I am confident in my ability to get students to work together in 

pairs or in small groups.  
  1    2    3    4    5    6 

7 
I am confident in my ability to prevent disruptive behaviour in the 

classroom before it occurs. 
  1    2    3    4    5    6 

8 I can control disruptive behaviour in the classroom. 1    2    3    4    5    6 

9 I am able to calm a student who is disruptive or noisy. 1    2    3    4    5    6 

10 I am able to get children to follow classroom rules. 1    2    3    4    5    6 

11 
I am confident when dealing with students who are physically 

aggressive. 
1    2    3    4    5    6 

12 I can make my expectations clear about student behaviour. 1    2    3    4    5    6  

13 I can assist families in helping their children do well in school. 1    2    3    4    5    6 
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14 

I am able to work jointly with other professionals and staff (e.g. 

aides, other teachers) to teach students with disabilities in the 

classroom. 

 1    2    3    4    5    6  

15 
I am confident in my ability to get parents involved in school 

activities of their children with disabilities. 
 1    2    3    4    5    6   

16 I can make parents feel comfortable coming to school.  1    2    3    4    5    6   

17 

I can collaborate with other professionals (e.g itinerant teachers or 

speech pathologists) in designing educational plans for students 

with disabilities. 

 1    2    3    4    5    6   

18 
I am confident in informing others who know little about laws 

and policies relating to the inclusion of students with disabilities. 
 1    2    3    4    5    6 
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Appendix 12: Demographic Questionnaire Bangla Translation 

 

mvavib cwiwPwZg~jK Z_¨ 

 

  

 

 

1.  cÖv_wgK wk¶v¯  

 

 

 

 1. GK eQi...............  2. ỳB eQi............... 

 3. Pvi eQi...............  4. Ab¨v  

 

M. wj½ :       2. gwnjv ............ 

 

N. eqm:  .............. eQi 

 

 

1. n üv .........       2. bv ........ 

 

 

  

  

  

 

Q. wk¶KZvi AwfÁZv :  

 1 ...............................  

 3.  

 5. cvuP eQi...........................  

 

n¨uv .........       2. bv ........ 
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cÖwZewÜZv...........  ¯̂í kªeY cÖwZewÜZv........... 

cÖwZewÜZv........ ¯^í kvixwiK cÖwZewÜZv....... 

  

 

  

 1. n¨vu .............          2. bv ............. 

 

 

 1. n¨vu .............          2. bv ............. 

 

 

  

  

 

 

 

4. fvj ............     5. LyeB fvj ............ 

 

 

   

 .........        
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Appendix 13: SACIE Bangla Translated Scale 

 

 

 

) w`b: 

 

  GKgZ 

bB 

GKgZ 

bB 
GKgZ 

m¤ú~Y© 

GKgZ 

1 cÖwZeÜx 

 

    

      

2 
 

    

      

3 
f©~³ 

Kiv DwPZ 

    

      

4 

 

    

      

5 

Kwi 

    

      

6 

f©~³ Kiv DwPZ 
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7 

 

    

      

8 
fvlv) 

f©~³ Kiv DwPZ 

    

      

9 
 

    

      

10 

 

    

      

11 

 

    

      

12 

 

f©~³ Kiv DwPZ 

    

      

13 

 

    

      

14 

 

    

      

15 

f©~³ Kiv DwPZ 
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Appendix 14: TEIP Bangla Translated Scale 

GKxf~Z wk¶v ev¯Z - s   

 

-

GKxf~Z wkLb-

 

18

(0)  

 

 

1 2 3 4 5 6 

GKgZ 

bB (SD) 

GKgZ 

bB 

 

(D) 

wKQzgvÎvq 

 

(DS) 

wKQzgvÎvq 

GKgZ 

(AS) 

GKgZ 

(A) 

m¤ú~Y© 

GKgZ 

(SA) 

 

 

 

 

Dw³mg~n 
GKgZ bB 

(SD) 

GKgZ 

bB (D) 

wKQz 

gvÎvq 

 

(DS) 

wKQz 

gvÎvq 

GKgZ 

(AS) 

GKgZ 

(A) 

m¤ú~Y© 

GKgZ 

(SA) 

1 

Afx¶v, GmweG 

 g~j¨vqb) 

1 2 3 4 5 6 

2 hLb wk¶v_©xiv 

m¶g 

1 2 3 4 5 6 

3 Avwg Ggb cvV 

m¶g hv cÖwZeÜx 

wkLb Pvwn`v c~iY 

 

1 2 3 4 5 6 

4 

welq covB Zv 

 

1 2 3 4 5 6 

5  
1 2 3 4 5 6 
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6  

AvZ¥wek¦vmx 

1 2 3 4 5 6 

7  

weksLjvc~Y© AvPiY 

Avgvi mvg_©¨ 

AvZ¥wek¦vmx 

1 2 3 4 5 6 

8 

 

1 2 3 4 5 6 

9 

AvPiYKvix ev 

 

 

1 2 3 4 5 6 

10 

m¶g 

1 2 3 4 5 6 

11 

AvZ¥wek¦vmx   

1 2 3 4 5 6 

12 

 

1 2 3 4 5 6 

13 

Kivi 

- 

Avwg wk¶v_©xi 

 

 

1 2 3 4 5 6 



189 
 

14 Avwg cÖwZeÜx 

wk¶K Ges 

 

1 2 3 4 5 6 

15 cÖwZeÜx 

we`¨vjq 

Kivi Rb¨ Avgvi 

AvZ¥wek¦vmx  

1 2 3 4 5 6 

16  

 

m¶g 

1 2 3 4 5 6 

17 Avwg cÖwZeÜx 

-

cwiKíbv 

Ab¨vb¨ 

wk¶K, w¯úP 

 

1 2 3 4 5 6 

18 hviv cÖwZeÜx 

GKxf~ZKiY mswkó 

wbqgvejx ev 

 

1 2 3 4 5 6 
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Appendix 15: Phase 1 Study Interview Protocol for the Institution Heads 

 

Interview Protocol for the Institution Heads 

1. What is your opinion about involving children with diverse needs in the regular 

classroom?  

1 a. Do you think that it is possible for a regular classroom teacher to support 

all children in a diverse classroom?  

If yes, why? .................... If no, why not? 

 

2. Can you identify some key attributes of the pre-service teacher education course 

content that helps teachers to deal with children with diverse needs?  

 

3. Can you identify some significant things in the practicum areas of the teacher 

preparation course that provide teachers opportunity to deal with children with diverse 

needs? 

 

4. Can you suggest some key strategies to develop teaching learning skills of pre-

service teachers to deal with children with diverse needs in their classroom? 

  

5. Can you identify some significant challenges that you think teacher preparation 

program is facing most to deal with children with diverse needs? 

 a. In academic areas...... 

 b. What could be some strategies to address those challenges? 

 c. In practicum areas...... 

 d. What could be some strategies to address those challenges? 
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6. Can you identify some challenges that you think teachers would face most to deal 

with children with diverse needs? 

 a. What could be some strategies to address those challenges? 

 

7. Do you have any suggestions about how the teacher training at the 

university/institution could be further improved teachers to teach effectively a class of 

diverse learners? 
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Appendix 16: Phase 2 Study Interview Schedule 

 

Phase 2 Study Interview Schedule 

 

a. Secondary level pre-service teachers have more self-efficacy and positive 

attitudes and less concern towards inclusive education than primary level pre-

service teachers.  

What is your opinion about it? What could be the reasons behind it? 

 

b. Female pre-service teachers showed more positive attitudes, but less self-

efficacy towards inclusive education than males.  

What do you think about this result? What could be the reasons behind it? 

 

 

c. Student teachers who are in 4-year length course showed less self-efficacy and 

negative attitudes than the one year length course.  

How do you judge this response? What could be the reasons behind it? 

 

d. Do you have any suggestions about revising our existing teacher preparation 

curriculums so that we can address such issues properly for inclusive 

education? 
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Appendix 17: A Sample of e-mail Correspondence with the Interviewees for 

Feedback on Transcribed Data 

 

[e-mail format] 

Date: 

To 

Mr. /Ms./Dr. …………………… 

Principal/Superintendent/Dean/Director 

……………..Primary Teachers' Training Institute/Teachers‘ Training 

College/………………………………….University 

 

Dear Sir/Madam 

 

Thank you for participating in the interview conducted for the PhD study titled Pre-service 

Teachers‘ Preparedness for Inclusive Education in Bangladesh. This study is being conducted 

at the Faculty of Education of Monash University, Australia.  

 

 Please find attached a copy (transcribed and typed in Bangla) of your interview. There could 

be some typing/spelling errors, please ignore it. If you have any observation or comments on 

the interview data, please provide me through e-mail. 

  

Thank you once again for your cooperation. 

 

Regards 

  

M. Tariq Ahsan 

PhD Researcher, 

Faculty of Education, Monash University, Australia 
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Appendix 18: Demographic Information of the Pre-service Teachers 

 

Variable n  

(Total N=1623) 

Percentage 

(%) 

 

Level of Training Involved   

           Primary 890 54.8 

          Secondary 733 54.2 

 

Length of Training 

  

         1-year 1429 88 

         4-year 194 12 

 

Gender 

  

         Male 631 38.9 

         Female 992 61.1 

 

Age 

  

         30 years and less 1229 75.7 

         Above 30 years 394 24.3 

 

Presence of IE/SpEd components in the course 

  

         Yes 1334 82.2 

         No 289 17.8 

 

Highest Level of Education 

  

         Secondary School Certificate-SSC (Grade X) 30 1.8 

         Higher Secondary Certificate-HSC (Grade XII) 411 25.3 

         Bachelors Degree 566 34.9 

         Masters & Postgraduate Degree 584 36.0 

         Bachelor Degree with an Education Degree 9 0.6 

         Masters Degree with an Education Degree 23 1.4 

 

Previous Teaching Experience 

  

         None 185 11.4 

         Less than one year 645 39.7 

         1-2 years 194 12.0 

         3-4 years 191 11.8 

         5 years 59 3.6 

         More than 5 years 349 21.5 

 

Presence of any Disability 

  

         Yes 45 2.8 

         No 1578 97.2 
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Significant Interaction/dealing with People with 

Disabilities 

         Yes 818 50.4 

         No 805 49.6 

 

Experience in Teaching Children with Disabilities 

  

         Yes 83 5.1 

         No 1540 94.9 

 

Training on Educating Students with Disabilities 

  

         None 1421 87.6 

         Some 175 10.8 

         High (At least 40 class-hrs) 27 1.7 

 

Knowledge of Local Legislations on Children with 

disabilities 

  

         None 548 33.8 

         Poor 598 36.8 

         Average 435 26.8 

         Good 34 2.1 

         Very Good 8 0.5 

 

Experience level in Teaching Students with Disabilities 

  

         Nil 1071 66.0 

         Some 486 29.9 

         High (At least 30 full days) 66 4.1 

 

Confidence level in Teaching Students with Disabilities 

  

         Very Low 131 8.1 

         Low 169 10.4 

         Average 984 60.6 

         High 246 15.2 

         Very High 93 5.7 
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Appendix 19:  A Sample of Manuscript Reprint Permission Letter 

 




