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ABSTRACT 

 This study was conducted to measure the attitude of teachers, administrators 

and policy makers towards inclusive education. It was conducted to achieve the 

following objectives: 1) to construct an attitude towards Inclusive Education Scale; 2) 

to measure attitude of representative sample of stake holders towards IE; 3) to find out 

difference between the attitude of special education and regular education teachers; 4) to find 

out difference between the attitude of female and male teachers both in regular and special 

education; 5) to find out difference between the attitude of rural and urban respondents; 6) to 

find out difference among the attitude of teachers, administrators and policy makers. 

An intensive review of related literature covered the to topics such as concept 

of inclusive education, emergence of Inclusive Education, International initiatives of 

inclusive education, benefits of inclusive education, National commitments, barriers 

for inclusive education, reservations about inclusive education, attitude, factors 

influencing attitude about inclusive education. 

A five point Likert Scale instrument was developed for the study. A panel of 

experts examined the content validity of instrument. Analysis of the data showed 

reliability of the instrument was .79. Instrument was piloted and improved then it was 

administrated for data collection.  

The population of the study comprised all the teachers, administrators and 

policy makers working in the province of Punjab. A sample of the 590 respondents 

was selected randomly.  As many as 432 teachers, 108 administrators and 50 policy 

makers were selected from both special education and regular education systems. 

Descriptive statistics were used to summarize the responses of the sample and 

inferential statistics were used to compare the differences among the sample. 



Different comparisons were made during the analysis of data on following basis age, 

academic qualification, professional qualification, regular and special education, 

personal relation with persons with disability, experience of interaction with persons 

with disability, monthly income, mother tongue, gender, living area, administrative 

division, marital status, professional experience and profession. 

Findings of the research showed that objectives of the study have been 

achieved. It was concluded that teachers, administrators and policy makers had 

positive attitudes towards inclusive education.  
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Chapter I 

Introduction 

 

Inclusive Education (IE) is a way to place students with disabilities in regular 

classes. Proponents of inclusive education are of the view that students with 

disabilities can and should be educated in regular classes with their peers. Inclusive 

education creates new hope for school success and social integration for persons with 

and without disabilities (Bennet, Deluca & Bruns, 1997; Cowne, 2003). The belief, 

attitude and concerns about disabilities, influence the practice of IE. It is an 

evolutionary ideology which came into origin gradually. With passage of time, as the 

systems of special education and regular education would improve and people 

understand and accept this ideology, its implementation will become possible.  

The purpose of this research work was to demonstrate the attitude of the 

teachers, administrators and policy makers towards inclusive education. The major 

concern of this study is the inclusion of students with disabilities as it is the most 

significant concept being discussed all over the world.  

Inclusion is a worldwide norm in the field of education. It demands active 

participation and working cooperation among the pertinent professionals.  It is 

obvious that educational professionals handsomely comprehend the rights of the 

pupils with certain disabilities along with the principle of inclusion, which the 

institutions are supposed to give to all the children, in their neighborhood without 

discriminating the disabled ones and the normal students (Foreman, 2008).  

Inclusion involves reshaping conventional schooling to provide more chances 

to all the children, either with disabilities or not (Avramidis & Norwich, 2002). The 



attitude of the teachers, administrators and policy makers of conventional education 

towards inclusion cannot be overlooked as the normal classrooms are the major 

facility for the inclusive education. That is why the many important researches 

conducted by Backman, 1984, Thousand, Meyers, & Nevin, 1996, Monahan, Marion, 

& Miller, 1996, Mastropieri, 1998, Villa, Wood, 1998, Snyder, 1999, Cornoldi, 

Terreni, Scruggs, Avramidis, Bayliss, & Burden, 2000, & Reusen, Shoho, & Barker, 

2001, have concentrated on the attitudes towards inclusion. 

Ivey and Julie 2002 conceded that applying inclusion as a policy has inspired 

the outcomes to a large extent. They are of the view that too much work must still be 

done to improve the teachers‟ approach towards inclusion. They realize that attitude is 

not a thing that can be legally bound. Attitude of teachers, administrators and policy 

makers become very crucial when we attempt to implement successfully the inclusive 

education (Elloker, 1999, Mowes, 2000, Gadium, 2002, Dover, 2002, & Mckeskey & 

Waldrom, 2002).  

Choles (1997) is of the view that successful implementation of the inclusive 

education highly depends on the approach of the teachers, administrators and policy 

makers. This point of view has a very significant hidden message: teachers, 

administrators and policy makers must be very active and keen in the course of the 

right implementation of the inclusive education. If inclusion is going to be a success, 

teachers, administrators and policy makers attitude towards inclusion are one of the 

most important constituent to reflect on.  

A lot of researchers have started to measure the success of inclusion. These 

experts are also studying how the teachers, administrators and policy makers react 

when the pupils with disabilities are invited to join a conventional education facility 

(Bothna, 1998; Van Reusen, Shosho & Barker, 2000; Choles, 2000; Gordon, 2000; 



Kgare, 2000; Avrandis, 2001; Van Staden, 2001; Hyan, 2001; Makunga, 2002; 

Siebalak, 2002; Ivey & Reincke, 2002).  

Initiation of Inclusive Education programs depends upon positive attitude of 

classroom teachers, administrators of schools and policy makers in particular and of 

society in general. Many teachers and administrators of schools feel unwary and feel 

fear to work with students with disabilities, demonstrate anger, frustration and 

negative attitude towards Inclusive Education. Some educators believe that inclusive 

education could lead to lower academic performance (Tiegerman, Farber & 

Radziewiez, 1998). It seems that for successful initiation of inclusive education 

program, all the stake holders should approach this ideology with positive attitude. 

 The mass of researches that measured attitude towards inclusive education 

were conducted in western countries (Giordano, D‟Alonzo, & Vanleeuwen, 1997; 

Harvey, 1998; Bullock & Helfin, 1999). Although they provide important information 

about attitude of general public, teachers, administrators and policy makers, but, these 

researches do not sufficiently address issues that are related to the Pakistani context. 

Because, Pakistan has many cultural, educational, religious, geographical and 

administrative differences from those countries. This study is therefore, important for 

having knowledge and information about attitude of teachers, administrators and 

policy makers towards inclusive education in Pakistan.  

Statement of the Problem 

This study was designed to measure the attitude of teachers, administrators 

and policy makers towards inclusive education. It is important because unless we 

have knowledge about attitude we cannot implement inclusive education successfully. 



Objectives of the study 

        Following were the objectives of the study 

1. To construct an attitude towards Inclusive Education Scale. 

2. To measure attitude of representative sample of stake holders towards IE. 

3. To find out difference between the attitude of regular and special education 

teachers? 

4. To find out difference between the attitude of female and male teachers both 

in regular and special education? 

5. To find out difference between the attitude of rural and urban respondents? 

6. To find out difference among the attitude of teachers, administrators and 

policy makers? 

Significance of study 

There is a limited amount of information about attitudes towards inclusive 

education in Pakistan. This study will provide information about attitudes towards IE. 

Being the signatory of International Declarations and Statements on Inclusive 

Education, it is ethical and legal responsibility of Pakistan to act upon the 

recommendations made in these declarations and statements.  Policies are being 

developed for implementation of inclusive education in future. At this stage, having 

the knowledge of attitude towards Inclusive Education is very important because if all 

stake holder approach this innovation with positive attitude there will be greater 

possibility of its successful implementation. 

Successful inclusion depends on the positive attitude of stack holder. This 

study provides knowledge about attitude of key stack holders i.e. teachers, 



administrators and policy makers which could be helpful for planning and 

implementation of inclusive education. 

The researcher is a teacher educator and has experience as an inclusive trainer 

in Pakistan and his personal interest and experiences are motivational force for this 

research. Researcher wanted to explore conceptualization of inclusive education and 

attitude of teachers, administrators and policy makers towards it. 

A standardized Attitude towards Inclusive Education Scale based on socio-

cultural conditions of Pakistan is not available, so the researcher had to designed to 

develop this kind of scale. The study also intended to measure the attitude of stake-

holders, such as, teachers, administrators and policy makers who would be involved 

in implementation of change toward inclusive education. This kind of study may 

serve as a stepping stone towards implementation of inclusive education and future 

research in this area.  

This study will help the researchers to better understand attitude of Pakistani 

teachers, administrators and policy makers towards inclusive education. 

Furthermore, findings of the study will guide and provide information to 

competent authority for better planning and decision making about successful 

implementation of inclusive education in Pakistan. 

Procedure & Methodology  

Population 

The population of this study constituted by all regular and special education 

teachers, administrators (head of the institutes), and policy makers (officers at 

directorate and secretariat level) working in the province of Punjab.  

 

 



The Sample 

A sample 0f 590 teachers, administrators, and policy makers working in the 

province of Punjab were selected by using stratified random sampling technique. 

Sampling frame is given below:  

Province of Punjab is divided into nine administrative division, teachers sample was 

48 * 9 = 432, sample of administrators was 12 * 9 = 108. (432+108=540) and the sample of 

policy makers was (25*2) twenty five each from special and regular education field. Total  

sample was 590 representing the whole province of Punjab. 

1.1 Teachers and administrators Sample Size Per Division 

 

 Respondents Special Education Regular education Total 

Urban female teachers 6 6 12 

Rural female teachers 6 6 12 

Urban male teachers 6 6 12 

Rural male teachers 6 6 12 

Administrators 6 6 12 

Policy Makers (Provincial Level) 25 25 50 

 Total 30 30 60 

 

Development of Instrument 

 

A Likert type five point scale was developed. A pool of items was generated 

with help of literature. After the selection of preliminary items, 06 judges were 

requested to classify each item as positive, negative, or neutral with regard to the 

attitudinal object. The item, which was not classified positive or negative by majority 

of judges  with regard to the attitudinal object and could not differentiate between 

highest and lowest scores was not included in the scale. 48 items were classified by 

judges. A piloting of instrument consisting on 48 items was administered and data 

was collected and analyzed to asses the reliability of the instrument. Cronbach‟s 



Alpha test was used to find out the reliability of the research instrument. Because of 

poor reliability 14 items were eliminated after analysis of data collected for piloting of 

instrument. Final reliability of the research instrument was .789.  Finally research 

instrument was consisted on 34 items.  

Administration of Instrument 

The instrument was sent to the respondents by mail or distributed among them 

personally, as it could be possible. In order to increase the return rate of the 

respondents were reminded telephonically and by mail. Rate of return of instrument 

was 90%.  

Analysis of data 

Statistical Package for Social Sciences (SPSS) was used for analysis of data. 

Different statistical analysis such as Cronbach‟s Alpha for reliability, descriptive 

analysis, t-test, Anova and kappa were used.  

Procedure of the Study 

This study explores the attitudes of teachers, administrators and policy makers 

towards inclusive education. It tries to describe the existing phenomena as it is. 

Descriptive research has been used to study the existing phenomena.  On the basis of 

the nature of the study, therefore descriptive design has been used. A five point likert 

scale was used for measuring the attitude of teachers, administrators and policy 

makers towards inclusive education. It tries to describe the existing phenomena as it 

is. All special education teachers, regular school teachers, administrators (head of the 

institutes), and policy makers (officers at directorate and secretariat level) working in 



the province of Punjab constituted the population for this study. Sample was selected 

for the study by using random sampling technique.  

After the selection of sample, 5 point likert scale developed for this study was 

distributed among sample by mail or personally as it could be possible. After data 

collection, it was analyzed with the help of Statistical Package for Social Sciences 

(SPSS). Both type of statistics, descriptive and inferential were used to analyze the 

data such as for reliability Cronbach Alpha, to analyze the opinion descriptive 

statistics, and to find out the difference in the attitudes of the gender and on the basis 

of other demographic information independent t-test and chi square were used. 

Analyzed results were interpreted; findings were made on the basis of analysis. Then 

researcher draws Conclusion and made recommendations on the basis of findings and 

data analysis.  

 

Limitations of the study 

All stake holders were not included in this study. Their attitude may be different from 

studied stake holders. Since data has been collected for this study from Punjab province that 

is specific geographical area, therefore generalization of the result may be applicable on target 

population from which the sample was selected. 

Delimitations of the study 

The study was delimited as follows: 

1. Study was delimited to province of the Punjab. 

2. It was delimited to measurement of attitudes. 

3. It was also delimited to measurement of attitudes of teachers, administrators 

and policy makers.   



Chapter II 

Review of Related Literature  

   This chapter includes concept  of inclusive education, emergence of inclusive 

education, international initiatives, challenges for inclusive education, benefits of 

inclusive education, reservation about inclusive education, attitude, factors 

influencing attitudes towards inclusive education, beliefs about inclusion, Beliefs 

about schooling, attitudes towards inclusive education  and  national perspective of 

inclusive education. It explores measurement of attitude and attitude towards 

inclusive education. 

Concept of Inclusive Education 

 Inclusion is perceived to place students with disabilities into a regular class 

room setting along with making adaptations for them. Voltz, Brazil, and Ford (2001) 

called inclusion a medium through which teachers react and make modifications to 

address diverse problems of the students. Though apparently inclusion stands for the 

physical positioning of the students with disabilities into a regular class room, yet the 

true spirit of inclusion does not lie in this mere occurrence. 

 According to Voltz et al., the right meanings of inclusion are that the special 

students are enjoying a complete interrelationship with their normal class mates and 

the teachers in a healthy and progressive way. This interaction among the normal and 

the special students with a participation of teachers should be there in both the 

curriculum study and in the co-curricular activities. Teachers should own the 

responsibility to motivate normal and special students to accept this change in their 

regular class room setting. It is very important that the students without disabilities 



take their new class mates positively as this system is aimed at providing students 

with disabilities enhanced prospects of making new relationships. 

Simpson, Myles, and Simpson (1997) state this will not happen automatically. 

Taming the normal pupils to cooperate with their special class fellows will help 

achieve the desired results. According to Fiedler and Simpson “Curricula and 

procedures designed to facilitate better understanding and sensitivity toward students 

with disabilities have proved their worth in integration programs” (p. 177). Different 

strategies, such as peer-mentoring, can help students develop a better understanding 

of one another, along with training them. 

Inclusive system of education can be described in many ways because of its 

world-wide exposure. The core meanings of it, though, are understood to be that it‟s a 

system in which a multitude of requirements is addressed regarding different types of 

students in an aiding atmosphere o f schools and classroom settings.   

 The National Center on Educational Restructuring and Inclusion defines 

inclusion as: “Providing to all students, including those with severe handicaps, 

equitable opportunities to receive effective educational services, with the needed 

supplementary aids and support services, in age-appropriate classes in their 

neighborhood schools, in order to prepare students for productive lives as full 

members of the society”. (City University of New York, New York National Center 

on Educational Restructuring and Inclusion, 1994, p.5) 

 Inclusion is not mainstreaming or integration. Mainstreaming and integration 

require two separate educational systems to be placed and that student spend only part 

of the time in the regular education classroom, most often in non-academic classes. 



Further, the special education students have to prove that they are capable of doing 

the work in a regular classroom (Freagon, 1993). 

 “Inclusive Education is concerned with removing all barriers to learning, and 

with the participation of all learners vulnerable to exclusion and marginalization. It is 

strategic approach designed to facilitate learning success for all children. It addresses 

the common goals of decreasing and over coming all exclusion from the human right 

to education, at least at the elementary level, and enhancing access, participation 

learning success in quality basic education for all” (UNESCO, 1998).  

According to Swart, 2004, “It therefore reflects a deep commitment to create 

an education system that values and respects  diversity  and  supports  all  learners,  

educators  and  school  communities  to maximize participation and development of 

their full potential”. 

The development and evolution of inclusion takes place when an institution 

alters its regular way of operations to facilitate all the students with the syllabus in 

place. That is the reason that inclusion stands for “change”: the process of reshaping 

and re-designing of the educational setup. Inclusion also imparts new tasks to be done 

to the diverse humans related to the institution in order to bring about the capacity to 

address all the issues of the students. As it is stated by Swart & Pettipher, 2006, “This 

involves new and continuous learning for everyone. The concept of inclusion in 

school communities is not static. To meet the needs  of an increasingly diverse learner 

population effectively, inclusive  education  must  be  approached  as  an ongoing  and  

evolutionary  process” (p.  107). Dyson & Howes, 2009, have stated that the inclusion 

is most of the times taken as such a subject in which enigma of diversity comes in the 

forms of resolution.  



Arends (2000) is of the view that though inclusion means to blend the students 

with certain disabilities into the regular classroom. Implementation of inclusion in the 

institutions has extended meaning and purpose than just to impart the special students 

to the regular classroom, and that being to focus on what these students are achieving 

through classroom activities and assessments. Kochhar, West, and Taymans (2000) 

described inclusion is that the pupils with learning difficulties are studying in the 

regular classroom setting with normal peers, the both types of the students can have 

their different learning objectives. 

Moreover, another part of inclusion should be, along with the integration of 

the students with learning disabilities, to plan and program the classroom activities 

and assignments to give maximum benefits and learning chances to the learning 

disable students. The real success of inclusion depends on multiple constituents. All 

the responsible personnel including teachers and the administration staff should take 

due care of the students‟ educational, societal and individual requirements during the 

school timings. This is the schools‟ responsibility to avail the appropriate training, 

facilities and support to the teachers so that the true spirit of inclusion can be 

visualized through the success of the students with learning difficulties, as said by 

(West, Kochhar, and Taymans, 2000) 

Emergence of Inclusive Education 

A lot of ideology, discussion and restructuring have been a part of what we 

call today the procedure of imparting special students to a regular education class 

setup. This procedure was started in 1975 when the Education for All Handicapped 

Children Act was approved, which was revised and renamed as Individuals with 

Disabilities Education Act (1994) and, finally, it is known as the Individuals with 



Disabilities Education Improvement Act (2004) in the present times. The major 

purpose of this law was to provide educational services to the pupils in the least 

restrictive environment (LRE). It laid a foundation of “mainstream students”, or 

integrating students with disabilities with the normal people in a regular education 

framework for as long as possible according to the individual requirements (Kavale, 

2000; Kavale, 2002; Scruggs & Mastropieri, 1996). When the promulgation of this 

law was proclaimed, a rather common inclusive opinion was owned which was called 

the Regular Education Initiative or REI.  REI, first of all, eventually reasoned an 

integrated educational program, bringing an end to the old segregated systems of 

special and regular education by replacing it with a combined one; whereas secondly, 

it caused positioning of the students with disabilities on regular basis into the regular 

education classrooms (Fuchs &   Fuchs, 1994; Kavale, 2000; Kavale, 2002). This neo 

methodology was giving top priority to address the issues of the students who faced 

the regular forms of disability, such as Learning Disabilities. This new strategy was 

focused on developing and educational program that could work for all, as it had had 

its foundations on the idea that the most progressive educational system is the one 

which can benefit all sorts of students under one roof (Kavale, 2002). Another 

purpose of inclusion was to furnish the process of the provision of regular services 

along with shifting the pupils to the resource rooms as these rooms would be free 

owing to the mainstreaming of the students who used to utilize these facilities (Fuchs 

& Fuchs, 1994).  Discussions have been started since the approval of the Education 

for All Handicapped Children Act (1975), trying to sort out the most pragmatic and 

result oriented mode of providing education. The idea that has been triumphant 

through the test of evolution is the LRE. Though inclusion and LRE are often talked 

together, yet LRE remains more relevant to the personal needs of the students in the 



process of placement, whereas in inclusion, major part of concentration is paid to 

accommodate both types of students at one place.  It is regularly believed to be full 

inclusion entertaining different sorts of pupils at one place by means of adaptations 

being made to the curriculum as required (Pudlas, 2003). The functions carried out by 

special education personnel reveal the variation that lies between REI model and 

inclusion. REI put together two different systems of regular and special education and 

caused collaboration between them to work in the mainstream. It was aimed to 

accommodate all the students in one setup by virtue of utilizing a combined teaching 

culture. Both of these concepts aim mainly at gathering pupils at a place where 

different types of students are taught together, but with some differences: REI focuses 

on facilitating the students with importantly weakening and rare disabilities with the 

help of adaptations made to their curriculum; whereas inclusion creates an 

environment of enhanced aided atmosphere of special education to address a variety 

of disabilities in a classroom setting.  

The discussion around this has not yet reached a place where one factor could 

be entirely eliminated, yet it has almost clarified that LRE is a better approach to fight 

the challenges of the students with disabilities (Kavale, 2002; Pudlas, 2003).     

A rapid increase up to 47.4 percent was noted in the number of students with 

disabilities were being admitted to the regular schools. According to the 23rd report 

presented by the US Department of Education to the Congress on the promulgation of 

the Individuals with Disabilities Act 2001,  25 percent enhancement was noted than 

the beginning of 1980s. These healthy gains may lead to establish an opinion that the 

educational institutions are taking significant measures to accommodate pupils with 

disabilities into their regular educational classes. Statistical reports prepared by the 

US Department of Education also revealed that the ratio of the graduations completed 



by the special students was raising, though the special students suffered by mental 

retardation and emotional disorder achieved the lowest in these terms (only 41.8 

percent of them graduated). This very report further supplemented that the 

institutions‟ abandonment ratios on part of the students had decreased. Here again, the 

students with emotional or behavioral disorder had the highest abandonment ratio, 

ranging till 50 percent of the population dropped out.    

The outcomes evidenced in this report show healthy improvements along with 

an urgent need to address the issues of the students facing emotional and/or 

behavioral disorder. The implementation layout of the inclusion varies through the 

diverse districts, where at some places the inclusion is programmed entirely, and at 

some facilities there is parallel education being provided to the special students with a 

notion that time is a part of it in the both regular and special education setups, as per 

the Individuals with Disabilities Act. According to the reviewed literature it is evident 

that maximum of the school districts do not take the full time inclusion to be 

pragmatic, or, in some cases, they do not believe it is result oriented, that is why they 

have not implemented it.   Heflin and Bullock (1999) have gathered teachers‟ views 

who say that the decision of opting from full or partial inclusion should be taken 

according to the different situations.  It was also evidenced in this research work that 

Heflin and Bullock (1999) conducted not even a single teacher surveyed during this 

work called full time inclusion the most suitable, instead, they thought the selection of 

the system should be based on the individual basis.   

The akin results came up in an article by Jones, Thorn, Chow, Thompson, and 

Wilde (200 2). They are of the view that a group of people including the students, 

teachers, counselor and the parents should decide about the placement of the student, 

for either the inclusive setup or the specialized classroom. The objective of this 



placement should necessarily be the individual student instead of merely placing the 

student based on the sort of disability, for example LD, EB/D or CD. All the literature 

reviewed shows a regular opinion of the teachers that the students with certain 

disabilities should be made a part of the regular classroom with least restrictive 

atmosphere. The teachers who were surveyed supplement this notion by saying that in 

this setup, there should always be a supply of regular services and heavy support at 

hand. Positioning most of the emotional/ behavioral disorder students into a regular 

classroom might not be very useful educationally without the required supportive 

actions when compared to some more restricted atmosphere (Friedman, Caneelli, and 

Yoshida and Rich and Ross, 2001). An important factor is revealed here that if the 

requirements of the special students are not fulfilled in a regular classroom, then it is 

obvious that inclusion is almost useless for them. This view can aptly be strengthened 

by an instance that if a student suffered by emotional/ behavioral disorder placed in a 

regular setting is unable to self-manage, or the teacher in unable to manage him or 

her, this can be a reason he or she might not gain as per the educational and social 

goals set. This student is highly likely to acquire more in a separate setting where it is 

easy to manage his or her behavior by the him/herself and the teacher, to enable him 

or her gain academically. The students facing other disabilities than EB/D can also 

experience the same thing. 

We can also assume here the instance of a pupil facing learning hurdles who 

can perform up to the mark in the regular class room until the teacher applies 

variation to the student‟s educational progress. We suppose here that the teacher is not 

aware of the required techniques to be applied; this can cause the student to gain too 

little as compared to his or her learning in a setting where continued support is being 

offered. It was also revealed through this report that full time inclusion is not a genetic 



solution for the persons facing learning disabilities as it is not possible to provide 

them with the supportive services all the time in a regular education class setup. 

Initial focus of this chapter is going to be the study of the diverse thoughts and 

attitudes of the teachers towards inclusive setup. Other things to be discussed in this 

chapter will be a study of the constituents necessary for the successful implementation 

of the inclusion, and an examination of the advantages attached to the inclusion. 

International Initiatives for Inclusive Education 

The United Nations took up a convention in December 2006 which started 

functioning in May 2008. A total of one hundred and thirty six countries have signed 

it by now. This convention has served the purpose of ensuring that a multitude of six 

hundred and fifty million people facing disabilities across the universe are now safe. 

The endorsements of the convention include equality, honor and admittance of the 

people with disabilities to ensure their existence as an important constituent of the 

social life in order to make them an active part of the collective, financial, political 

and intellectual phases of the society. The signatory nations are bound to ensure the 

rights specified under the domestic law section of the convention. 

The convention has passed on the fundamental right of education to about 

seventy seven million kids facing disabilities globally. The convention states:  

“(1) States Parties shall ensure an inclusive education system at all levels directed to 

the full development of human potential and sense of dignity and self-worth (2) States 

parties shall ensure that: (a) persons with disabilities are not excluded from the regular 

education system on the basis of disability, and that children with disabilities are not 

excluded from free and compulsory primary education, or from secondary education, 

on the basis of disability (d) persons with disabilities receive the support required, 



within the regular education system… that maximize academic and social 

development, consistent with the goal of full inclusion…” 

It has become an obligation for Pakistan to implement inclusive education 

setup in order to comply with the Article 24 of the Convention. The concept of 

inclusion has its foundation in the communal framework of disabilities, declaring the 

present system of education in place as outdated. The inclusive setup focuses on 

making the students with certain disabilities a part of the regular education setup by 

means of sorting out required modifications. It is believed that disabilities or the 

psychological, societal, and financial reasons might have caused the seclusion of such 

students. 

The system in practice before inclusion is known as integration which is still 

underway in many parts of the world. The medical model of disability is a tool used 

by integrated setup which regards special students as a dilemma.  Without creating 

any disorder to the school, supplementary and essential preparations for pull-out or 

accommodation are put in place for these individuals. 

 The concept of “Education for All” was recognised by The Universal 

Declaration of Human Rights 1948, as it is presently proclaimed by the World Bank. 

In this regard the next step taken was the Convention on the Rights of the Child 

1989. In World Conference on Special Needs Education in 1994 in Salamanca, 

Spain, the approval of inclusive set up came into effect for the first time. It was 

reaffirmed at World Education Forum in 2000 in Dakar, Senegal, and it got its 

concluding shape in the Convention in 2006. 

The implementation of inclusive setups has not only been advocated by the 

World Bank solely, but also by UNESCO, and this especially in the progressing 

nations of which 90% of the special individuals remain unable to go to schools. The 



countries where the World Bank and/or UNESCO have started projects include 

Pakistan, Indonesia, Romania, Uganda, India, Sri Lanka, China, Panama and 

Bangladesh. 

International Year of Disabled Persons (IYDP, 1981) 

 1981 was declared as the International Years of Disabled Persons by The 

United Nations. Underlying theme of this program was full Participation with. In the 

response of UN Declaration, Pakistan developed a National Plan of Action (NPA) for 

provision of comprehensive services for persons with disabilities in the country. 

Asian and Pacific Decade of Disabled Persons (1992) 

 1993-2002 was declared decade for disabled persons by The Economic and 

Social Commission for Asia and the Pacific (ESCAP), at its 48th session held in 

Beijing. The Commission stated: the opportunities for full participation and equality 

of people with disabilities, especially in the field of rehabilitation, education and 

employment, continue to be far less than those for their nondisabled peers while 

evaluating the situation of people with disabilities in member countries. 

Lack of opportunities for people with disabilities was attributed to the negative 

social attitudes towards such persons in these countries. The change in such attitude 

was stressed by the commission. It was anticipated that only improvement in attitude 

and enhancement in awareness would make possible to build accessible social and 

physical environment to all.  

United Nations World Conference on Special Education (1994) 

In 1994, more than 92 countries, including Pakistan, participated in a World 

Conference on Special Education in Salamanca, Spain. Salamanca Statement 



proposed that children with special educational needs must have access to regular 

schools and it was adopted by all the participants. This Statement also suggests 

fundamental policy shift and requires to promote the approach of inclusive education, 

namely establishing schools to serve all children, particularly those with special 

educational need (SEN).They stress the principle of inclusion such as “School for all” 

an institution which includes every body and must satisfy the needs of all types of 

individual differences. 

 According to United Nation Charter “Every child has fundamental rights to 

education and must be given the opportunity to achieve and maintain an acceptable 

level of education/learning. According to U.N. resolution and Salamanca Deceleration 

(1994) worldwide nations should make efforts to include all children irrespective of 

their cost, color, sex and their disabilities etc.  

Every child is an unique entity and has unique characteristics, interests, 

abilities and learning needs. These characteristics, interests, abilities and learning 

needs may be considered in design of Educational system and programmes. The 

schools should be accessible to students with special educational needs. Regular 

schools are the most effective means of combating discriminatory attitudes, creating 

welcoming communities, building an inclusive society and achieving education for 

all.   

The Dakar Framework for Action: 2000 

 The main beliefs underlying this framework are universal access to learning, a 

focus on equity, emphasis on learning outcome, enhancing environment for learning 

and strengthing partnership (World Declaration on Education for All, 2000).  



 The Dakar Framework for Action was a reaffirmation of The World 

Declaration on Education for All a decade ago. It expressed the international 

community „s collective commitment to pursue a broad-based strategy for ensuring 

that the basic learning needs of every child, youth and adult are met within a 

generation and maintained thereafter (World declaration on Education for All, 2000). 

 The aim of Dakar Framework for Action was to assess the progress, findings, 

and failures of the last decade as well as to make recommendations for future action 

(world Declaration on Education for All, 2000). With  regards to the progress 

achieved since Jomtien Conference, it was found that the situation was far away from 

vision that, millions of people were still denied their rights to education and the 

opportunities that make life safer, healthier, more productive and more satisfying 

(World declaration on Education for All, 2000).  

 Following the above circumstances, the Dakar conference set six major 

Education for All goals which are expected to be met by 2015. These were as follows: 

 Expanding and improving comprehensive early childhood care and education 

especially for the most vulnerable and disadvantaged children. 

 Ensuring that by 2015 all children, particularly girls, children in difficult 

circumstances and those belonging to the ethnic minorities, have access to 

complete free and compulsory education of good quality. 

 Ensuring that learning needs of all young people and adults are met through 

equitable access to appropriate learning and life skills programmes. 

 Achieving a 50 percent improvement in level of adult literacy by 2015, 

especially for women, and equitable access to basic and continuing education 

for all adults. 



 Eliminating gender disparities in primary and secondary education by 2005, 

and achieving gender equality in education by 2015, with a focus on ensuring 

girls‟ full and equal access and achievement in basic education of good 

quality. 

 Improving all aspects of the quality education, and ensuring excellence of all 

so that recognizing and measureable learning learning outcomes are achieved 

by all, especially in literacy, numeracy and essential life skills (WDEFA, 

2000:8). 

 The Dakar Framework for Action places the main responsibility for attaining 

EFA goals by 2015 on individual countries and requests all states to develop or 

strengthen existing National Plans of Action. The purpose of these action plans for 

monitoring and evaluating the progress of education in respective countries. 

Challenges for Inclusive Education  

Everyday routines in the institutions are regularly in a packed setting where 

teachers are likely to face challenges in accomplishing their scheduled work. 

Additional responsibilities are brought by inclusion which can always cause teachers 

to feel extra burden of their work. Jones et al., (2002), studied that many of the 

teachers felt the integration of the special students into their routine classroom as 

additional burden as they thought that the special students do require other and 

different academic programs than their regular education pupils. This notion can be 

comprehended well with an example that if the teachers are already facing it hard to 

prepare their everyday lectures, the integration of the special students is likely to 

confuse them and they can take this inclusion as an additional task which is not 

possible for them. Along with the feeling of additional work‟s burden, some teachers 



are of the view that not all the pupils facing learning difficulties achieve much from 

the integration as far as the social and academic progress is concerned.  

Jones et al., (2002) raised a concern to quantify the accommodation of a 

student who is facing behavioral or emotional disorder. It is very likely that this 

student is going to earn too little in terms of education or social behavior at the cost of 

troubling all the other students of the class. As per the sayings of Chow and Winzer, 

2002, “exposure to special needs students tends to increase teachers‟ confidence 

levels”. Consequently, it is obvious that teachers need to be educated about the 

positive outcomes of the integration of the students with disabilities into regular 

classroom. Moreover, teachers should be trained in such a way that they could work 

for the successful implementation of inclusion without taking it as additional 

workload. There are many chances that the overall teacher attitude will turn optimistic 

as the placement of special students in their normal classroom progresses with the 

passage of time. 

Among the primary challenges expressed by the educators of regular 

education on inclusion, the one very important is that they do not possess adequate 

strategies and training required to educate special students. Many of the research 

works accomplished had conveyed a regular opinion of the educators of regular 

education that in order to effectively teach the students with disabilities, they needed 

additional training and knowledge measures (D‟Alonzo, Giordano, and Vanleeuwen, 

1997; Shade and Stewart, 2001; Whereas Leyser and Tappendorf, 2001; McLeskey 

and Waldron, 2002) conducted a research work in which they said that a variety of 

subjects, for example simulations, discussions, panel presentation and pertinent 

knowledge of disabilities should be made a part of the on-job or pre-job activities for 

the teachers of regular education. This has been evidenced in a variety of cases that 



the teachers of regular education lack in class room management skills. Simpson, 

Myles, and Simpson (1997) are of the view that the teachers of regular education 

should be handy at making different useful strategies and methodologies such as the 

use of background, consequences, contingencies, and management of other things in 

order to accommodate the special students in a progressive way in a regular class 

room setup.    

Benefits of Inclusion   

The first looks of inclusion are likely to mislead one who can go on to think 

about it as inappropriate system which is not result oriented for the special students. 

In reality, when the students with disabilities are taught in secluded places away from 

the normal class mates, they lose all the prospects of positive interaction with their 

class mates. Inclusion is of course advantageous for the students with and without 

disabilities in particular, and for the whole society in regular.  

A research work carried out by D‟Alonzo, Giordano, and Vanleeuwen (1997), 

in which they went through many studies conducted, evidenced that inclusion had too 

many societal and educational advantages. Among the advantages noted, two 

educational ones were significant:  the first one was noted by Hunt, Farron-Davis, 

Beckstead, Curtis, and Goetz, 1997 “students with disabilities spend more time 

engaged in learning than in special settings.”  It reveals that the students with 

disabilities have more prospects of getting better education in an integrated 

atmosphere owing to different activities as compared to a segregated and specific 

setting. Giangreco and Cravedi-Cheng (1998) favored this view, as it has already been 

quoted, stating that the educational programs in special education institutes are at 

most of the times debatable. A study work conducted by Shapiro (1999) told that 



chances of getting better knowledge enhance for the special students in an inclusive 

setup owing to more probabilities of cooperation, thoughts-sharing and combined 

activities with their normal class mates. An important reservation expressed by 

educators is that inclusion can cause deterioration to the wholesome educational 

progress of the class (McLeskey and Waldron, 2002); whereas the work carried out by 

Sharpe, York, and Knight does not agree with this idea: “The inclusion of students 

with disabilities is not associated with a decline in the academic or behavioral 

performance of students without disabilities on standardized tests or report cards.” 

(Sharpe, York, and Knight, 1997). 

We are, of course, likely to face a multitude of opinions. Too many 

constituents could be responsible for this diversity as we have already discussed. In 

fact, it is not very easy to get the real picture of the institutions quoted in these 

research works. The supportive measures and the training programs provided to the 

teachers in these institutions could have varied, which might have subsequently 

affected the degree of the educational quality measured in these research works.   

Inclusion has multiple advantages to offer to the special students. Along with 

developing the confidence of their existence in the students with disabilities, the 

inclusion becomes a reason in their educational advancements. Taymans, West, and 

Kochhar (2000) stated that the students who are a part of the inclusive setup gradually 

develop a sense within them of making better educational progress. They also start 

believing that they are becoming able to return more, to act more efficiently on the 

teacher guidelines, and enhancing their overall educational capabilities. Further 

usefulness of includes a key factor, that the students with disabilities are working 

more on the regular syllabus, which, as Kochhar says, helps them accomplish their 

secondary school curriculum to earn the diploma of regular schooling. Data collected 



by the United States Department of Education, “National Center for Education 

Statistics” (2002) strengths the facts  that the number of students with disabilities 

taking secondary school diplomas is increasing owing to inclusion.  

Social usefulness of inclusion was evidenced in the two research works.  

(Helmstetter, Peck, and Giangreco 1997), “High school students report that their 

relationships with students with disabilities resulted in more positive attitudes, 

increased response to the needs of others, and increased appreciation for diversity”. 

This saying reveals the outstanding advantages inclusion carries for all the students. 

Participants of the inclusive setup avail the opportunity to acquire significant social 

expertise by the interaction they have with the people of different perspectives. This 

healthy interaction broadens the minds of the students as they have a chance to 

develop direct relationship with the special students.  Hendrickson, Shokoohi-Yekta, 

HamreNietupski, and Gable (1997) stated “Student s with severe disabilities 

developed social networks, positive interpersonal relationships, and friendships with 

students without disabilities.”    It is clearly revealed through this work that a good 

number of special students are likely to get more confidence through the interaction 

with their class mates, which will impart to them a feeling that they are also important 

for the institution. This setting fetches a healthy feeling of relationship with the 

surrounding world to the pupils with disabilities as they get a chance here to work and 

perform in the practical world they come from, according to Shapiro (1999). 

Shapiro (1999) moves on to say that another way in which inclusion can prove 

to be advantageous for the students with disabilities is that here they get more 

motivated and well directed towards their professional life due to the training they get 

here, and which they could possible not get in a segregated, special education setup. 

They will be talking more on the professions here which will ultimately broaden their 



exposure of life. It would have been too hard to learn about diverse study and work 

chances for them in a specific special education setting.    

Inclusion is useful for the people around, who might think it to be an 

inappropriate phenomenon; many of the parents are an example. As it is stated by 

Taymans West, and Kochhar, (2000), parents do have more opportunities to get 

advantages from inclusion as in this setup they often have meetings with the 

administration personnel and with the care-takers of the other students with 

disabilities.  This enhanced support setup adds to the know-how of the parents on 

the people and assisting departments/agencies around them.  Inclusion helps cause a 

collaborative atmosphere and , as it has been said by Taymans West, and Kochhar, 

(2000), “Better prepares professionals to help parents strengthen  personal decision 

making, goal setting, and self-advocacy in their children”.    

We have already discussed that school leaving ratios on part of the students 

with disabilities have significantly come down. A discouraging exception to this is the 

pupils suffered by emotional and/or behavioral disorder, as they still possess a high 

dropout rate. In the same way, the special students with EB/D and mental retardation 

have performed negatively on the graph that tells the annual graduation rates of the 

students. Inclusion favors these students who are in danger as more supportive 

measures and resources are associated with it. Kochhar, West, and Taymans (2000) 

are of the view that certain techniques are a part of inclusion which can help reduce 

this dangerous dropout rate: by introducing proper school-to-work plans, in-depth 

supportive measures, and working relationships with the businesses in the institution 

and society. These are very useful medium as it is easy to adapt them to suit the 

interest of the pupils. These activities help student target the probable profession they 

could get into, at the same time when they are having their education and training 



stint, as it will be easy for them to start professional work as soon as they finish their 

studies. The institution‟s relationship with the surrounding business people can also 

create chances for the students to develop an acquaintance with the professional 

community and to get hands-on training on different professions.    

The underlying advantages of the inclusion include enhanced cooperation and 

interrelations among the class mates of normal and special types, as said by 

D‟Alonzo, Giordano, and Vanleeuwen,1997. There is one very logical reservation on 

the part of teachers on the question of inclusive setup: there is always a possibility 

that the normal students, in a combined class room with the students with disabilities, 

can tease or harm their special class mates. Simpson, Myles, and Simpson, 1997, are 

of the view that the students without learning hurdles need to be trained to develop 

positive approach towards their special class fellows. This can be achieved by giving 

them proper informative support and practical stints with the special students so that 

they can develop positive interactive approach within them.  One way of making this 

practical can be to introduce a peer-mentoring training. The educators can play a very 

important part in taming the normal students to interact optimistically with the 

students with disabilities (Shapiro, 1999). This can only happen, ultimately, if the 

educators themselves react optimistically on the inclusive setup. 

Reservations about Inclusive Education 

Another thing that we have already talked about is that the educators of 

regular system regularly express a reservation that they are not equipped enough with 

required knowledge and training to teach aptly to the special students. These 

educators must get proper training and information about diverse coaching strategies, 

different sorts of disabilities and the required meetings with experts during the time 



when they are on job. It is obvious, though, that practical experiment of educating 

students with disabilities will help teachers enhance their teaching skills. Kochhar, 

West, and Taymans (2000) state that educators of inclusion can avail additional ways 

that support them including policy and course materials, collaboration manuals, and 

on-job-training.  All these supportive measures and coaching are very useful, 

especially for those educators who have just started teaching the students with certain 

disabilities. This support is likely to continue to help them as long as they are 

teaching. Kochhar, et al. is of the view that if many educators become able to attend 

group conferences and prepare course modifications after getting trained, it will prove 

to be advantageous for both the institution and the society around.    

In regular, it is obvious that inclusion has been facing different kinds of 

approaches and opinions by teachers since the time of its birth. It seems to be that 

teachers‟ favorite view on inclusion is that its partial kind is more suitable for 

students. Most of the teachers add that provision of continued services, and more 

restrictive setup when required, are likely to be the permanent requirements associated 

with inclusion. What more has become clear is that though it is up to the management 

of the institutions at what degree they implement inclusion, yet proper training, 

supportive measures, and interaction among all the administration and faculty 

personnel are integral parts of a flourishing inclusion. To conclude, this is apt to say 

that inclusion carries unlimited advantages. Though a lot more still needs to be done 

in order to make full use of it, yet the institutions have covered a good deal of 

progressive distance in their journey of providing quality education to the students 

with disabilities which has ultimately caused pride for the institutions, and for the 

wider world.   



One of the further reservations expressed by educators is the provision of non-

stop service measures to the students with disabilities. These services can include a 

resource room, for example, and additional time required to be spent in some different 

class rooms. More work was done on this notion by Schattman and Dennis (1998) 

who are of the view that inclusion aims to provide education under “one tent.” They 

also added that education and inclusion are not necessarily genetic, but rather the 

services provided to the students with disabilities should also work for the students 

without disabilities.    

Regularly more importance needs to be given to the combined endeavors 

made for the up gradation of the educational prospects of the students, without quite 

discriminating the questions of quantity of the students or the specific topic area 

pertinent to curriculum. It looks apparently that the most of the study work carried out 

on the topic of inclusion is not rightly focused on the search of the optimum solutions 

for a student. Kochhar, West, and Taymans (2000) say that a major objective of the 

profession of the teachers is to develop an integrated program comprising both regular 

and special education universally. The research work pages reveal that among the 

major concerns of the regular system educators on inclusion is that they do not feel 

themselves confident and capable enough to educate special students, and this mainly 

due to the factor they feel they are not equipped appropriately with proper knowledge 

and training regarding the teaching of students with disabilities (D‟Alonzo, Giordano, 

and Vanleeuwen, 1997; and Shade and Stewart, 2001; McLeskey and Waldron, 

2002). The regular education teachers would be more cooperative and optimistic 

towards inclusion as they would have already had a chance to work in a team with 

special education teachers, if the objectives set by these authors are accomplished.  



There is a vast variety available of the points of view on inclusion. Most of the 

discussion done in the diversity of these points of view circumscribes two things: 

firstly, whether there should be full or partial inclusion, and secondly, what quantity 

suits students on personal basis. The persons arguing in the favor of full time 

inclusion, materialize their views by saying that it is optimally possible to entertain 

students with disabilities socially, educationally and on physical basis, without quite 

creating any disturbance for the remaining people of the class, in a blended setting. 

Whereas contrarily, Kochhar, West, and Taymans (2000) add that few of the special 

education teachers do not favor this academic part of the educational process of the 

students with disabilities. These teachers argue that specific requirements of these 

students can aptly be fulfilled away from the regular class room. To supplement this 

notion, an instance of a special student can be adder here who has the studying 

capacity of grade four, but who, in fact, is studying the English subject in the Eighth 

class with the normal students. This very student is very likely to learn more in a 

special setting where he or she is alone with teacher. Another possibility is that some 

pupils can also have certain requirements that cannot be fulfilled in the class room 

setting. To give more weight to this point of view, another instance can be referenced 

here, and that of a student with special needs who needs to acquire, along with the 

regular educational programs, the primary living and functioning expertise relevant to 

their Individual Educational Plan (IEP). The students, who might face one of these or 

the both cases, can show better learning progress if taught in a segregated 

environment. Apparently, it is obvious that teachers regularly do not favor permanent 

inclusion; instead, they argue that needs vary on a person to person basis, and that is 

why the regular and continued services need to be given to the students. The teachers 

should take it as a fact that they do not have to switch to full time inclusion overnight. 



Kochhar, West, and Taymans (2000) maintain that betterments should always be 

made to the educational standards for the students with disabilities through optimum 

resources and continued service providing measures. 

Another concern expressed by various educators on inclusion is that its 

implementation will add to their work-load (Heflin and Bullock, 1999). If the teachers 

of an institution are working too much already, it is very likely that the idea of 

inclusion is going to embarrass them causing bad impression of the idea itself. Jones, 

Thorn, Thompson, and Wilde (2002) stated that extra burden resulting from inclusion, 

can lead to deliver a negative perception of the process to both the normal and the 

special students. Extra facilities provided in an inclusive setup to the students with 

disabilities can also prove to be beneficial for the normal students. It is obvious that 

working together is an outstanding objective for the teachers, and they can progress 

towards it very healthily by dividing their burden of work. This can be helped in two 

ways: by providing aid material in the class room, or by teaching in the form of 

groups. One of the further concerns raised by the regular education teachers was the 

regular deterioration in the academic progress of the class (McLeskey and Waldron, 

2002). The further consequences arising from this could be a negative impression of 

the predecessors on the new teaching staff, who could assume that previous teachers 

were moving the special students to the further classes without making proper 

assessments. 

Keeping in view all these reservations it seems quite natural why the educators 

and the administrative personnel are so touchy about the application and 

implementation of the inclusive setup. A lot of constituents of the regular classroom 

setup are always likely to change after the implementation of inclusion: strategies of 

the institution, responsibilities of the educators, and a multitude of the alike things to 



follow. It has been noted that the most of the educators express their reservations 

because they actually want to make their classroom environment a success, a place 

where students get full use of the services rendered by the educators, and where the 

educators are satisfied by their method of delivery. It is therefore obvious that the 

maximum questions raised by educators about the implementation of inclusion stand 

valid. It is highly necessary that all these concerns are considered well and are 

provided with the suitable solutions in order to make inclusion a success.  

Attitude  

 It seems quite good to start with what a dictionary says about attitude: “a way 

of regarding; a considered and permanent disposition or reaction (Oxford Dictionary 

of Current English, 1992). The usage of the word “attitude” in the current research 

work will stand for what the persons questioned or surveyed think, responded to, or 

how they felt when they personally experimented--about diversity or inclusive system 

of education. An attitude, according to Reber (1995) is a reacting approach, an 

orientation within someone that directs the operations performed. This definition is a 

variation of the concept of intention and its current application usually leaves behind 

many constituents, namely the “cognitive (consciously held belief or opinion); 

affective (emotional tone or feeling); evaluative (positive or negative); and co native 

(disposition for action)” (Reber, 1995, p. 67).   

Factors influencing attitudes towards inclusive education   

The researchers conducting research works have been studying how people 

react to the inclusion of pupils having certain disabilities into a regular education 

setup for about 60 years. There are some common concerns expressed which are a 

part of the many of the research works carried out on this subject. Educators regularly 



recommend that the students with disabilities should be integrated into a regular 

education setup with the normal students (Avramidis & Norwich, 2002; Kavale, 2002; 

Pudlas, 2003; Scruggs & Mastropieri, 1996). Elhoweris and Alsheik (2004) evidenced 

that most of the regular education teachers surveyed favored inclusion on legal and 

environmental basis, which means that the educators are of the view that integrating 

special students into a regular class room setting actually favors them as they get 

better chances of educational development there. The teachers who were part of this 

survey expressed many concerns about the techniques and strategies to be adopted 

regarding the inclusion of the students with disabilities into a regular classroom setup.  

 Too many things stay responsible for the different approaches of the people 

who favor inclusion. A common factor known from the views of the educators who 

favor inclusion is that whether or not a student with disabilities should be made a part 

of the inclusive system should be based on the degree of the seriousness of the 

problem he or she is facing. An instance of it is that educators are more likely to favor 

the inclusion of those special students into inclusion who suffer mild forms of 

disability. Its very interesting to add here that showing optimistic approach towards 

inclusion becomes harder for educators when it‟s a matter of their own class room 

(Avramidis & Norwich, 2002, Jobe & Ru st, 1996; Kavale, 2002; Scruggs & 

Mastropieri, 1996). Overall views of the educators were quite positive for the present 

system in practice (Avramidis & Norwich, 2002; McLeskey, et al., 2001; Semmel & 

Abernathy, 1991). A research wok conducted by Monahan and Marino (2000) 

evidenced that about two third of the teachers surveyed had favored the positioning of 

students with disabilities into a resource room setup. Though the facts mentioned 

above stay alive, there exist a few notions expressed by almost everyone who carried 

out the research works at hand. There are a few other factors that need to be 



considered if we attempt to understand overall teacher attitude towards inclusion: 

whether the educator is pre service or an in-service one, they are relevant to 

elementary or middle/high school level, and whether they were trained and/or 

seasoned enough to educate students with disabilities. 

 The study works analyzing the approaches of pre -service teachers and in-

service teachers, proves pre-service educators to be more optimistic on inclusion. 

Some factors that contribute to strengthen this point of view were collected in a 

research work carried out by Burke and Sutherland (2004). Pre-service educators, 

according to this work, are of the view that they are more equipped with the required 

information on disabilities, they trust the positive outcomes of special education, they 

were trained to accommodate all sorts of student at one place, they are much 

motivated to work in the inclusive system and they trust that inclusion is 

advantageous. Shade and Stewart (2001) state that pre-service teachers are more 

optimistic on inclusion owing to their coursework.  They evidenced in this research 

work that a mere course work has the ability to mould the approach of the pre-service 

educators of coaching the special students in a regular classroom setup.   

 Now when we talk about the views of in-service educators on inclusion, we 

encounter a multitude of constituents that guide their approach on integrating students 

with disabilities in a regular classroom setting, one of which was the time span they 

passed in their career. According to Avramidis and Norwich (2002), the teachers who 

are lesser in age, and who are in the beginning of their career, are more likely to be 

optimistic towards inclusion. It was also noted that the in-service educators tended to 

favor inclusion after they had got a chance to practically experience the system. It was 

also noted that this optimism enhanced after they had got a chance to avail a 



professional training regarding special education and/or on-job-training (Jobe & Ru 

st, 1996).  

 A research work conducted by Semmel and Abernathy (1991) evidenced that a 

huge number (61.84%) of the educators who were in-service were of the view that the 

pupils with disabilities should be taught in the regular classrooms with the normal 

students as its their fundamental right. The other opinions inquired in the study were 

that about 18% of the educators agreed that the pupils with disabilities should not 

attend their entire educational program in the regular classroom setup. The ratios 

obtained from these research works, along with evidencing educators‟ optimism on 

inclusion, also tell their opinions on the present secluded system. The reservations that 

educators have are not only on the inclusion, but also on the both known modes of 

education, namely the regular and the special education. Educators are of the view 

that it is not easy to pay proper concentration in terms of time to each student in 

inclusion, whereas they also have to work more and more with the additional 

requirement of extra resources in inclusion. Among the other researchers to report 

pessimism on part of the in-service educators on inclusion are Burke and Sutherland 

(2004), and Semmel and Abernathy (1991), who state that it‟s a common perception 

among these educators that they are not equipped with required training and expertise 

to teach special students. 

 Though inclusion is regularly regarded as a positive movement, a research 

work evidenced that some educators do not favor it. The in-service educators 

questioned in this work were of the view that it is very difficult for full inclusion to be 

a success because of the extra work they felt they would need to do to teach the 

special students well. Only twenty five percent of them thought they possessed 

necessary expertise to educate the pupils with disabilities (Monahan, et al., 1996).   



 The grades and levels of the relevant educators inspire the approach they have 

about the inclusion. It was reported by Avramidis and Norwich (2002) that the 

educators of primary levels favored inclusion more than those of higher classes did. 

Akin views were expressed in a study conducted by Pudlas (2003), who reported that 

the educators of secondary level were not positive towards full inclusion, and this 

tendency was also observed in the pupils of this level, whereas the educators of 

primary grades were very optimistic on inclusion. Reservations regarding extra 

burden of work, a want for necessary training, and influences on the education setup 

of the pupils: all these things were expressed in both of the research works. 

 Hammond and Ingalls (2003) reported that educators of country-side locations 

were pessimistic or not very sure of the concept of the inclusion. According to this 

research work, the educators were of the view that they had at their disposal the 

required resources for the application of inclusion, and that these plans were already 

being actualized the surveyed institutions. Half of the educators‟ population surveyed 

actually favored the practical application of inclusive system. These types of 

outcomes reason the issues such as schools of cities vs. schools of villages, different 

classes being educated and the attitude of educators. This work does not deal with 

these subject matters.    

 It is quite evident now by the virtue of different studies conducted that the 

educators‟ attitudes and awareness about inclusion are interrelated; those who have 

personally experienced it are more optimistic on it. It was noted in a study conducted 

by Buell and colleagues (1999) that close ties exist between teachers‟ concept of 

inclusion and they way they think they can work for the educational development of 

the students with disabilities.  



Avramidis and Norwich (2002) reported that educators participating in one of 

the inclusion systems were highly optimistic. It was observed that educators did not 

favor much the inclusion system when it was in its initial phase, but they gradually 

tended to be positive about full inclusion as it was completely implemented. Some 

reservations and issues still existed on part of the teachers, but they had gained 

enough confidence to teach special students as the inclusion system went on.  

 Two teams of educators were studied by McLeske y et al., (2001), of which 

one had practically applied inclusion and the other had not done so. The common 

opinion these both teams had was that the special students are fundamentally blessed 

with the right to be a part of the regular education setup, though the few of them (10% 

from the implementing team and 20% from the non-implementing one) disagreed to 

this thought. It was also observed that the team which had applied inclusion were 

more optimistic on inclusion, as they seemed to be eager to work in the system with 

an advanced level of confidence.  

  We encounter a multitude of notions on how to actualize the inclusion of 

special students into a regular education setup when we go through different research 

works. Here we illustrate the meanings of the terminology that is part of this research 

work.  

 An accommodation is a variation made to the educating and assessment 

process so that the pupils can avail the required knowledge, and also to provide equal 

chances to express expertise and awareness (Fisher & Frey, 2001). An 

accommodation does not mean to alter the degree of teaching, curriculum or 

performance criteria. A modification is a variation made to the desired outcomes 

regarding education and/or expressions of a student (Fisher & Frey, 200). It can be 



stated, for instance, whether a modification would be effective regarding the same 

material at a minor grade.   

 Lee, et al., (2006) has stated three types of modifications that can be made to 

any syllabus, namely the adaptations, augmentations, and alterations. The endeavors 

to alter the presentation of the material are called adaptations; augmentations are the 

efforts to enlarge the syllabus to pave way for educating extra expertise and 

techniques, and alterations mean to add new things to the course material according to 

the requirements of the students with disabilities that are not available in the existing 

material. Learning techniques are the instances of augmentation and adaptation (i.e. 

graphic organizers, chunking, mnemonics, etc.), and pupil led learning techniques and 

self-determination (i.e. goal setting, issues resolving, and self disciplining expertise).   

 According to Fuchs and Fuchs (1995), adaptations are either usual or specific. 

Usual adaptations are, “variations in materials, grouping arrangements, and goals” 

(p.441), which are brought about in the regular activities that are a part of the 

classroom, owing to a teacher concern regarding a requirement of educational 

variation. Fuchs and Fuchs (1995) are of the view that specific adaptations are “how 

teachers modify planned instruction beyond their routine adaptations in light of 

specific student difficulty” (p.442). There are two other species of adaptation stated 

by Scott, et al. (1998): typical or substantial. They advocate that typical adaptations 

are aimed at entire classroom where the educator is likely to make smaller adaptations 

for specific pupils. The substantial adaptations, as defined in this work, are those 

contrived to resolve the problems of students with disabilities on individual basis. 

There also exist a few adaptations which can be called both typical and substantial. To 

make it transparent, more classification work has been done to the adaptations in 

order to know which adaptations are solely substantial and which ones can be 



classified in both types. The adaptations can be categorized at a typical or substantial 

level: adapting instruction, adapting assignments, educating learning expertise, 

increasing behavior, and provide development monitoring. The following adaptations, 

though, can only said to be the substantial ones: changing curriculum, altering 

instructional material and adapting instructional teams.  

 There are too many definitions of adaptations as we have evidenced: by Fuchs 

and Fuchs (1995) and by Scott et al. (1998), but to make things transparent we are 

going to use only one of them to classify adaptations, which is routine adaptations as 

defined by Fuchs and Fuchs (1995), and a comparison of it will be made to the 

definition of typical adaptation in Scott et al.‟s (1998) study. Specialized adaptations 

defined by Fuchs and Fuchs (1995) can be contrasted against substantial adaptations 

in Scott et al.‟s (1998) study. This work will deal with typical adaptations and 

specialized adaptations.    

 Many constituents influencing the application and utilization of adaptations 

were searched by the researchers which cannot just be confined to teachers‟ own 

effectiveness, simplicity of execution, external support, and the nature of the pupil‟s 

disability. A study carried out by Scott, et al., 1998, revealed that educators were 

more keen on devising typical adaptations, though the fact was that they were well 

capable of making instructional variations, as they confirmed it. It was, though 

contrarily, observed that when the pupils in need of variations were brought to their 

classroom setup, educators could not aptly manage to alter their instructional material 

to suit the need of the students. It was also evidenced by Scott, et al. (1998) that the 

educators‟ method of utilizing variations was directly connected with their self-

effectiveness.  



A research work conducted by Fuchs and Fuchs (1995) told that those 

educators who have at their disposal proper guideline and aiding measures, are more 

likely to implement specialized modifications. The educators who were part of this 

survey exhibited that they preferred to apply the modifications which seemed to be 

simple, though they were provided with specific support packages. It was also noted 

that softly applicable modifications were used for the whole classroom, whereas as a 

fact these modifications were planned only for a particular student. The same 

happened to the seventy five percent of the modifications.  

 According to Fisher and Frey (2001), an institution with inclusive setup can 

accommodate pupils with major cognitive disabilities in the regular classroom setting. 

These students, however, could only be a part of the setup if they are supported with 

true facilities and adaptations by the educators, and if the educators of regular 

education work in complete cooperation with their special education colleagues.  

  It was evidenced by Nowacek and Mamlin (2007) there exist two significant 

adaptations for the pupils suffering attention deficit hyperactivity disorder (ADHD), 

namely the academic and the behavioral. Assignments adapted by educators, changed 

atmosphere and the engagement of a specialist as an educational aid form the 

academic type of adaptation; whereas behavioral adaptation, which was known by the 

studies conducted and the opinions of diverse educators, consists of the adaptations 

applies by teachers to enhance concentration and motivation in the classroom setup. 

Truly speaking, though the right application of these adaptations was not a mystery, it 

could not become possible to make full use of them. 

 The teachers, who were a part of the research work carried out by De-

Bettencourt (1999), evidenced that specialized instructional techniques were applied 



74% and 65% of the time for the pupils having certain disabilities. The techniques 

which were applied included presenting many test options, different difficulty stages 

for assignments, easy to follow guidelines (90%), and prominent techniques (75%). 

Among the educators surveyed, sixty seven percent of them prioritized the 

significance of silent work, whereas sixty percent of them gave importance to the 

utilization of revising worksheets. The least applied instructional techniques included 

behavioral contracts, advance organizers, and meta-cognitive methodologies. It was 

also noted by De-Bettencourt that in this research work only half of the educators 

inquired had worked together with a special education expert and that for not more 

than an hour every week. It is also true that 50 percent of the educators questioned in 

this work favored the inclusion of students with disabilities into a regular classroom 

setup. 

 Fuchs and Fuchs‟s (1993) searched for the modifications which were mostly 

applied by the educators, and those which were least applied. Review strategies, 

which engages more in practice to someone, was known to be the adaptation that 

educators were more eager to apply to aid the special pupils. Teachers were of the 

view that they did not like much the teaching of a lesson again and again. The 

educators surveyed in this study evidenced that they did not apply motivational 

strategies, or reshaping of their teaching methodology, as a technique for their special 

students.  

It was observed in the outcomes that teachers were keener to alter their 

instructional stuff. Most of the educators questioned in this research work told they 

preferred teaching tiny teams or one to one education as they thought it was a better 

way to address the learning issues. The testimonials of the educators of the students 

with disabilities reveal that it was easier for the educators to reshape the objectives of 



the pupils than to work in collaboration with guardians and other professionals for the 

success of the students. 

 Gelzheiser, et al. (1997) studied different patterns regarding the inclusive 

setup. It was found that the educators relevant to curriculum preferred to opt for 

bigger teams of students than the segregated settings, and the same teachers expressed 

more interest in experimenting new adaptations. Regular education educators were 

different from the content area educators according to this study: it was observed that 

the experts of special education adapted curriculum needed to teach students with 

disabilities for about sixty six percent of the content area educators. 

 Bender et al. (1995) carried out a research work regarding the utility of typical 

and specific modifications and the attitudes that educators had. It was revealed in this 

study that overall teachers‟ optimism towards inclusion of students with disabilities 

into a regular education setup causes excellent application of the instructional material 

by the educators. The techniques which, according to this work, were more times 

applied by the teachers included individualization, substitute test options, peer 

tutoring, supportive instruction, meta-cognitive techniques, and strategic instructional 

principles. Whereas the techniques which were rarely applied consisted of self 

monitoring, token economies, behavioral contracts, and advanced organizers (applied 

by about 33 percent of the educators).  

The study conducted by Bender et al. (1995) evidenced that the optimism for 

inclusion depended on the educator‟s professional effectiveness and the curriculum 

selected to educate special students. It was also noted that interrelationship exists 

between educating skills and the grade or level and between grades and optimism 



towards inclusion. It was seen that the people relevant to higher grade classes were 

least optimistic towards inclusion. 

 The famous medical setup during the beginning of twentieth century consisted 

of diagnosis and cure: “it is highly focused on pathology, sickness, the nature and 

etiology of the presenting problem, and dealing with the specific pathology in a 

centered  way” (Swart & Pettipher,  2005, p.5). The implementation of this model to 

the educational system causes sudden seclusion of the student facing disability as it is 

perceived that the foundation of the problem lies within the student. The followers of 

this model tend to develop such opinions that, when optimistic, they regard such 

students as deprived and requiring individual “fixing” and, when pessimistic, as 

vitally undersupplied and therefore beyond help (Engelbrecht, 2004). Much debate 

has so far gone against the medical model as a lot of observers regard it as awkward 

to make out the educational system presently.  

It was noted by Sheridan and Gutkin (2000) that despite the fact that clinics 

can serve the purpose of diagnosing and curing pathologies of the students, it does not 

give enough room in terms of prospects to provide aid measures of education. They 

add that it is not possible for both the special education experts and the students to 

perform activities in solitude. The mechanism of various systems involves and 

circumscribes us to inspire our actions: “This simple observation has the most 

profound implications... we cannot serve children effectively by decontextualising 

their problems as internal pathologies, as the medical model would have us do.  We 

must understand how “dysfunction” relates to the larger systems that encompass our 

clients, and find ways to intervene effectively with these systems” (Sheridan & 

Gutkin, 2000, p.489).   



  It was quite obvious that paradigmatic shift was highly necessary, a changed 

path from medical perceptions to have a realistic understanding of the students. The 

theories caused this variation, for example the Bronfenbrenner‟s bio-ecological model 

for human development (Swart & Pettipher, 2005). This important model can serve as 

a basis to examine diverse inclusive setups as well as the current study. A 

comprehensive study of this theory helps understand the concept of inclusion and the 

theoretical framework of the current research study. 

The Education f or All Handicapped Children Act was approved and 

promulgated in 1975 (United States Department of Education: Office of Special 

Education Programs, 2001). This Act mandates that the educational decision in the 

least restrictive atmosphere should be taken on the personalized bases for the 

individuals with disabilities, according to National Center for Education Statistics 

(2002), The United States Department for Education. This idea invited a lot of debate 

on what should be called “right” environment suited to the students with special 

needs. Jones, Thorn, Chow, Thompson and Wilde (2002) stated that overall teacher 

optimism is spreading with the pace of the implementation of inclusion into various 

schools. The school administration should take the responsibility to fulfill the needs of 

the special students along with providing them with supportive measures in the 

inclusive system, as said by Voltz, Brazil, and Ford (2001). This will of cause a wider 

cooperation: the teachers of special students will have a chance to work with the 

regular students too, and the educators of the regular students will have a chance to 

interact with the special students, and this atmosphere will focus on the healthy 

progress of all the participants of this class room. Without a secluded resource room 

or class room, this is an apt instance of complete inclusion.  



The research works carried out by Heflin and Bullock (1999) revealed that 

most of the teachers favor partial inclusion. This thought shows teachers‟ agreement 

with IDEA‟s direction on the least restrictive environment requirements, which tell 

that the students with disabilities should be accommodated with the normal students, 

and the special students may only be put away from this combined setup if the 

additional supportive programs provided to them do not work owing to the 

seriousness of the disability (Office of Special Education Programs, United States 

Department of Education, 2001). It is very appropriately possible to accomplish the 

requirements of the pupils, as said by teachers nevertheless, if they have available at 

hand regular services including restrictive measures when needed.  The best benefits 

of the inclusion can be taken “when instruction emphasizes collaboration of special 

and regular education personnel and resources, and w hen strategies are used to 

accommodate the varied learning styles of all children” (Keenan, 1997, p. 12 0).  

  The study conducted by Giangreco and Cravedi-Cheng (1998) reported that  a 

lot of regular and special education teachers were of the view that it was not possible 

in the past times for the regular education educators to teach the students with 

disabilities appropriately.  Giangeco and Cravedi-Cheng reported that the pupils with 

learning problems had faced multiple problems owing to these attitudes: these 

students lost many of their positive expectations when they studied in a special 

education class room, they could not get more chances to mingle with the normal 

students, they wasted a lot of their time without quite learning anything, and at this 

place there was also a possibility to make an assessment of the learning program. 

IDEA, in fact, focused mainly on up gradation of the special students, and that 

through teaching them in a regular class room setup with the normal students in a 

least restrictive atmosphere. 



Giordano, D‟Alonzo and Vanleeuwen (1997) conducted a research work in 

which they stated that for the result oriented implementation of inclusion the 

optimistic approach of the teachers is of utmost importance. Actually, the usual 

negative approach towards inclusion is not very hard to comprehend in its rationality. 

The secluded educational programs for the students with disabilities were regularly 

accepted and called a better way to educate them for about twenty years, but from 

then on, things had taken a U-turn, as described by Keenan (1997).  

The propagations of the educational setup stimulating to believe that the 

separate system of education was a better way to educate students with certain 

disabilities are note very easy to undo. This is not suitable to expect that educators 

will straightaway start thinking this new system as a better way than the previous one. 

Likewise, the teachers of regular education should not be hoped to take rapid 

beginnings, and that without proper training and mind-taming, as far as the teaching 

of special students is concerned. 

   A research work carried out by Heflin and Bullock (1999) was strictly 

focused on the educators‟ approach towards inclusion, when, especially, this inclusion 

included special students facing emotional and/or behavioral disorder. The major 

concerns known in this work on the parts of regular and special education teachers 

consisted of: inappropriate support and training, non-proportional ratios, the educators 

not ready to fulfill the educational requirements of the students with certain 

disabilities, issues pertinent to behavior management and spending of abundant time 

in preparing curriculum modifications and collaboration. This study finally stated that 

both types of educators, the regular education and the special education, favored 

inclusion, but with the supplementary notions , namely that all the required 



modification were not being made, and that it was not possible to address all the 

issues regarding the students with disabilities in a regular class room setup.  

A study work conducted by D‟Alonzo, Giordano, and Vanleeuwen (1997) put 

forth the idea that optimistic approach of educators was a key factor for the successful 

implementation of inclusion. It is obvious that regular educators need to alter their 

routine curriculum along with making modifications to it to accommodate students 

with disabilities in their class room, which can only happen effectively if the teacher 

is prepared and optimistic towards inclusion. It is not very hard to understand that a 

teacher can only be rightly provoked to implement inclusion if he or she is optimistic 

on this.  Bender, Vail, and Scott (1995) concluded from their research work that 

those teachers who did not have positive thoughts about inclusion actually failed to 

apply useful teaching techniques in their teaching to the special students, whereas the 

teachers who were optimistic successfully practiced effective teaching methods.    

Attitudes towards inclusive education 

A research work reveals a blend of regular pessimistic and optimistic approach 

of the teachers on blending the special students into the normal education setup. 

Research works show that many of the issues raised by teachers are valid and there 

are too many significant points underlying the teachers‟ attitudes which can help 

improve the inclusion implementation in an institution.   

McLeskey and Waldron (2002) evidenced that one of the important concerns 

of the teachers on inclusion was that the pupils in the classroom who were normal had 

pointed at the different behavior of the learning disable students and had identified 

them by calling their names or by labeling them. Authors state that inclusion causes 



more awareness among the students on their interrelated overall behavior as they learn 

and perform together in the same situation.   

Staub and Peck 2002, called inclusion a pivotal factor in the phase of causing 

extended societal progress along with the learning progress. These authors moved on 

further to state: “the development of all children is enhanced by the extent to which 

they feel a sense of belonging, caring, and community in school” .  

 Shade and Stewart (2001) are of the view that regularly the teachers 

experience many issues including dissatisfaction, extra workload, fright and 

inappropriateness mainly because they lack in confidence owing to a feeling that they 

do not possess sufficient capabilities to accommodate successfully the special students 

in their classroom.  

Voltz, Brazil, and Ford (2001) stated that the support system in place is the 

most critical constituent underlying the optimistic behavior of the teachers towards 

integration. The implication here is that the institution should support inclusion 

thoroughly. Blending of special and regular education program, group teachings in the 

classroom as an assistance of the regular teacher, sufficient planning work and on-

going in-services or conference chances are few of the instances of the support 

(McLeskey and Waldron, 2002). Maximum of these strategies serve as supportive 

from multi dimensions along with educating the special students. All these support 

measures are highly likely to encourage and empower the regular teachers so that they 

would gain confidence to make inclusion a success. “Successful Inclusion is defined, 

at least t in part, by the ability of teachers to expand the borders of the circle of 

tolerance and make a broader range of behaviors ordinary in their classrooms” 

(McLeskey & Waldron, 2002).  



The integration of the special students into a regular classroom will merely 

mean a sitting process instead of a learning phase without the optimistic teacher 

attitude.  The pupils with learning disabilities in an inclusive system, of course, will 

have very healthy prospects of gaining much in terms of education in the company of 

their classmates, making full use of the opportunity owing to the positive teacher 

attitude. 

It has not been very easy for all the teachers to favor the integration of special 

students into the normal education setup thoroughly, though the inclusive education is 

being promoted based on a widespread human rights agenda (Florien, 1998). Bowman 

(1986) carried out a UNESCO research work in which she inquired the opinion of 

about 1000 teachers of special children from fourteen countries. She gathered 

evidences of diverse points of view of the teachers as far as the inclusion is 

concerned. The studied nations included Senegal, Czechoslovakia, Zambia, Australia, 

Thailand, Jordan, Columbia, Italy, Mexico, Venezuela, Egypt, Botswana, Norway and 

Portugal. It was observed that teachers wanted to blend diverse pupils in to the regular 

classroom setup. 

Although teacher‟s opinions varied in terms of their background educational 

system as regular and special education. There was a regular unanimity about the 

conditions which could be favorable for integration. Most of the teachers thought it 

very hard to manage the intellectual part of the inclusions, whereas the teachers found 

it would be easier to cope with physical and medical issues. Among all the teachers 

about 25 percent thought that the children facing sensory impairment could be a part 

of the normal classroom, whereas only ten percent of the teachers said the same thing 

about the children with serious intellectual problems and multiple challenges. 



The study carried out by bowman revealed the fact that 47 to 93 percent 

teachers of the countries which had made inclusion a legal obligation, favored the 

integrated system; whereas the teachers of those countries which had very isolated 

educational setup turned out to be least supportive of the inclusive education (only 0 

to 28 percent).  

A study regarding the teachers‟ attitude was carried out by Leyser, Kapperman 

and Keller (1994). They examined the attitudes of teachers towards integrated 

educational system in different countries such as Germany, United States, Taiwan, 

Israel, Ghana and the Philippines. The results of this study pointed at diversity among 

the teachers‟ opinions of different nati0ns about the inclusion. Of the most optimistic 

ones about the blended system were the teachers of Germany and the United States. 

Public law 94-1423 was seen as a significant reason of the wide practice and why 

most of the teachers favored inclusion in the United States.  Interestingly however, 

teachers of Germany favored the integrated system very widely despite the facts that 

when this research was conducted, there was no specific law on the inclusion in the 

country, teachers had not got any special education training, the special children were 

being taught in different facilities, and integrated system had just started a little while 

earlier on experimental grounds. 

 In Philippines, Israel, Ghana and Taiwan the teachers were observed to be 

hesitant in approving the inclusive system. It was evidenced that there was very little 

or at some places entirely no training was being provided to the teachers in these 

countries on the inclusive educational system. There were not too much chances 

offered for the integrated system in the above mentioned countries. 



Hayes & Gunn, 1988; Berryman, 1989; and Horne & Barton, 1992; have 

concluded that regular education teachers have not been able to develop a very kind 

attitude within them about the special education students. Center and ward (1987) also 

studied the attitude of regular teachers. They came out with the facts that these 

teachers were not confident enough owing to the quality of their teaching or 

management techniques to react optimistically to the integrated education.  

A comparative research work carried out by Thomas (1985) in Devon, 

England and Arizona, US, told that in England most of the teachers were against the 

blending of pupils with intellectual challenges, whereas the least people favored the 

inclusion of educable mentally retarded students in the US.  

These works aptly revealed that the teachers are not trained to meet the 

challenges of special students. Though it is the teachers who can play a pivotal role in 

the implementation of the integrated system, yet they are found more reluctant than 

the management and the policy devisors. 

Heller (1988) evidenced that many of the mainstream teachers were highly 

optimistic about the integrated education: in this example six primary schools of 

Tayside region, Scotland were studied. In these schools the inclusive setup involved 

students with serious learning disabilities. The outcomes showed that the teachers 

who had direct interaction with the inclusive system profusely favored this system.  

Same findings came up by a research work carried out by Shimman in 1990. 126 

teachers of British Further Education College participated in this attitude study. 

Results showed that the most of the staff personnel approved very strongly the 

presence of the special students in the college and called it a success for the students 

and the institution. 



Here is another example of a study conducted by Clough and Lindsay (1991) 

in the United Kingdom on the teachers‟ attitude towards inclusive system and diverse 

sorts of support. The results here revealed that the teachers‟ attitude towards 

integrated system had improved optimistically through the past ten years. Other 

findings of this work unfolded a varied approach of the teachers on the most difficult 

need to meet: notably, the staff found children with learning difficulties and children 

with emotional and behavioral difficulties as the most difficult groups. 

Scruggs and Mastropieri (1996) conceded meta analysis in the US on the 

teachers‟ attitudes. This study, which included 28 survey reports carried out through a 

vast span starting from 1958 and lasting till 1995, resulted that 10,560 (two third) of 

the total teachers inquired had favored the common perception of integration. Here 

too, the opinions started differing at diverse disabling conditions though some groups 

of the teachers agreed to the inclusion of special students into their own classrooms. It 

is very important to mention here that only one third of the teachers confirmed that 

they had enough time, resources and proper training to entertain integration properly.  

This discussion reveals that teachers regularly, at most of occasions, are not 

ready to fulfill the special pupils‟ requirements. We have also found that teachers‟ 

attitude depends largely on the degree and type of the disabling conditions faced at 

hand. Schumm and Vaughn‟s works have strengthened this point of view who, in 

numerous studies, investigated how the teachers of primary and high schools do their 

planning and adaptation work to cope with the problems of learning disable students. 

The reports showed that teachers at least instances prepared specialized lesson plans 

(Schumm & Vaughn, 1991, 1992). The findings also told that elementary teachers 

were more willing to make special materials, assignments and assessments when 

compared t0 the secondary teachers (Schumm & Vaughn, 1991). The same teachers 



were found more willing to team up with the special education personnel than the 

secondary teachers. 

Beliefs about Inclusive Education 

A conversation session about the ideas of educators, administrators and the 

other relevant persons on schooling and especially the inclusive setup is perhaps the 

best way to initiate the planning phase of an inclusion system; as the thoughts of the 

relevant persons prove to be a medium in the progress of the right application of the 

inclusive setup. If we ponder upon this further we know that without a modification in 

the believing structure of the pertinent personnel including educators and the 

administration, the inclusion that will be brought into the effect will not be as 

effective as it is supposed to be, and is more likely to be a „change without 

difference‟, as Goodman, 195, calls it. 

The major focus of the discussion that is following here will be the change in 

the attitudes of the educators and the administration on inclusion. We will also discuss 

schooling as it serves as a basis for the real progress of an inclusive setup. 

The teaching and the administration staff regularly have many concerns 

regarding inclusion because it is they who have to take initial steps towards practical 

inclusive setup by modifying their institution. Here we see some of the frequently 

expressed concerns: 

• What will I need to do in the inclusive system? 

• How will this system inspire the educational and societal life of the students facing 

disabilities? 

• What the students without any disability have to do with the inclusive system? 



• The inclusion of the special students into the regular classroom will disturb the 

classroom atmosphere? 

• Will I be able to get enough time spans to plan my relevant activities well? 

• Will I have at hand the required resources and medium to make an effective 

inclusive system? 

• Will I be able to attend necessary training programs to become an effective educator 

of the inclusive education system? 

In order to know what the administration personnel and the educators perceive 

from the concept of inclusion and its effects after the practical implementation, the 

relevant persons are mostly advised to prepare two indices: a methodology that was 

first applied by the staff of the Indiana Institute on Disability and Community at 

Indiana University. The first index included the notions of the teachers regarding what 

the inclusion actually is; whereas the second one comprised of the ideas of the 

teachers about what the inclusion is not. 

This activity brings to the surface many of the regular reservations about the 

concept of inclusive education system on part of the educators and the management. 

As far as the constituents of this index and the effects that these questions impart to 

the persons who go through this index, cannot be called perfect for every institution. 

The other important issues regarding program development can also be a part of this:   

• Is it necessary for the pupils who dwell upon the relevant vicinity of the school to 

get admission into their nearby school, does not matter how serious their disability is?     

• What will be the way out to include special students into the educational and 

communal activities of the classroom and the institution?  



• What measures will the institute take to encourage collaborative environment among 

the teaching staff? 

• How will it be possible for the administration to render necessary supportive 

measures to the educators in a regular classroom setting? 

• What measures will the school personnel take to guarantee the advantages that the 

normal students will get from the inclusive system? 

It is though important to note that talking on these things serves as a basis for 

creating an inclusive plan. It also plays important role in developing cooperation 

among the educators and the management and also helps them understanding the 

after-effects of the implementation of the inclusion. 

The educators who are passing through the implementation phase of the 

inclusive setup are supposed to have the minimum ability to state positively about 

their concerns regarding the inclusive system. It has though been proved that teachers‟ 

inspirations regarding the inclusion are regularly and vastly effected by their hands-on 

experience with inclusion in spite of the mere theoretical knowledge. Study works of 

Scruggs & Mastropieri, 1996, along with the other individual experiences evidence 

that a large majority of the educators favors inclusive setup, which means they agree 

that the special students are naturally blessed to study in a regular classroom setup 

with their normal companions. 

This has also been noted that the number of educators who favor inclusive is 

way greater than those who actually want to be a part of the inclusive system. 

Many factors contribute to strengthen the notion that the educators‟ attitude 

towards the inclusive system has a direct relationship with the actual time they have 



spent in the inclusive education setup. Therefore, the most result oriented way to 

initiate to cope with the educators‟ concerns regarding inclusion is by showing them 

the practical proceedings of the system in the institutes which have implemented it 

successfully. 

These experiences help educators watch the atmosphere of the inclusive 

classroom. This also provides teachers with the opportunity to interact with the 

teachers who are already in this atmosphere, which ultimately enables them to share 

their reservations with those in practice. 

To transform the negative approach of the educator towards inclusion is not 

easy if the educator has worked in an inclusive setup that was not carefully planned 

and executed. This type of inclusive setup does little to add to the students 

advantages. The other after effects of such a system include a bad impact on the 

classroom environment and unavailability of time span, skills and resources on part of 

the teachers to cause success to this system (Baines, Baines, & Masterson, 1994). It 

has been noted that solution to this problem lies in the educators‟ tours to the 

institutes where inclusion is going on only partly. The educators should be realized 

that they will be an integral part of the policy making process about the inclusion, and 

how is it supposed to function in the regular classroom setup.  

The educators should also be given the confidence that the needed support will 

always be there for them in the course of the implementation of the system. These 

confidence building measures need to be done widely for every educator, though it 

will be a bit hard to evacuate positive attitude out of those who previously held a 

negative practical experience of the inclusive system. 

 



Beliefs about Schooling 

It is not easy to negate the point of view of the present teacher as it is not 

possible to make inclusion a success for her particular classroom. For the pupils 

belonging to her class who do not possess the ability to read, it is not possible to pass 

the examination. The envisaged failure is likely to depress many students which could 

ultimately cause them to quit studying. 

There is a little chance they will be able to learn a lot in that class, and there is 

a healthy probability they will learn a lot in a segregated and specialized setting. 

Though this reality remains intact, one cannot state with authority that the inclusive 

system is a failure for a class of science for the 7
th

 grade for those students who are 

unable to read according to the 7
th

 grade requirement level. The key point that must be 

considered wisely from this instance is that the reason for the failure of the inclusion 

for the students of this particular class lies within the decisions taken by the teacher: 

the decisions on educating and learning taken hypothetically which ultimately cost the 

failure of the students. The teacher told that she practiced what according to her was 

the best for the students: she maintained a certain level for all the class; she though 

everyone in the class will have a complete grip over the course, and that by means of 

reading the available material, and she made progress assessments of all the students 

on one pattern. She was unwavering that what she did was “fair” for the children fair 

for her meant doing the same thing for everyone in the class, and that this technique 

will enable them become successful. 

The approach of the present teacher on educating and learning is not a new 

thing. The fact is that the teachers of the institutes where the inclusive system has 

made progress are under many sorts of pressures: pressures of the authorization of 



school, legal obligations and domestic course restrictions.  This is usually the 

responsibility of the teachers to make sure that pupils comply with the curriculum 

standards, which naturally moulds the teachers‟ attitude towards learning and 

educating. When we make marches towards the implementation of inclusive setup we 

must give much importance to the fact that the educators and administration staff have 

to face much stress during this process, and this concern must be kept among the 

foremost issues to address during the implementation of inclusive setup. 

 “Discourses” are used regularly during the meeting sessions that include 

educators and the administration personnel where they exchange their points of view 

regarding teaching and learning”. 

Our discussion so far has served to bring to the surface the attitudes that make 

the implementation of inclusion in some institute an easy or a tough task. An instance 

of this is Discourse is about the “Traditional Instruction” perception on education and 

knowledge. We can assume that the earlier stated teacher of grade 6 science would 

favor this discourse and the following listed set of defective notions would be exactly 

in line with her thoughts:  

• The students should be prepared to grasp their pertinent curriculum.   

• Every student who does not manage to learn is defective. 

• Assistances must be there in the institute to “fix” the students who are defective. 

• The assistive measures should be given at segregated places until children come up. 

• Experts are needed to fix the deficient children. 



• The students should regain their normal position in the regular classroom after they 

get fixed their problem and can work as their normal classmates do. 

• Fairness means providing all the children of the normal classroom with the same 

educational services. 

It is not possible to make inclusion a success if the educators along with the 

management pledge the hypothesis of Discourse A. The important prerequisites for an 

inclusive system to emerge as triumphant in an institute consist of a transformed 

approach of the educators and administration on pupils, the institute and the educating 

methodology to be adopted in the system. Naturally, “fair” should mean to deliver the 

students according to their individual needs instead of teaching everyone using 

singular manner. To add to this, it is apt to say that we recognize pupils with 

disabilities when they fail to learn, at least in their sphere of disability, the regular 

course of the class when compared to the other students. Therefore, sending these 

children back to the regular classroom setup will serve nothing but make it sure these 

students will not pass, once again. 

It is more relevant to the inclusive system in the institutes, adds to our 

knowledge regarding this issue. The educator of class 6 about whom we have already 

talked is least likely to favor the contents and the hypothesis arising from this 

Discourse: 

• Children are mentally prepared to grasp the course contents at different occasion. 

• A few students cannot learn as fast as the others can. 

• Course contents, guidelines and the related stuff should be modified to fulfill the 

diverse pupil needs. 



• Aiding measures must be arranged for the students and the teachers to guarantee that 

different sorts of requirements of the students are fulfilled at one place. 

• It should be a priority that helping measures are delivered in the regular classroom 

setup for as long as possible. 

• There can always be a few students in a class for whom good enough is not enough 

as far as the teaching is concerned. Specific methodologies are likely to work for 

diverse kinds of students. 

• The students should only be taken away from a highly aided environment when it 

becomes sure that the natures of disabilities they are facing are too challenging to be 

coped with in a regular classroom setup.  

• Fairness stands for diversity in the course material, guidelines and assessments 

delivered to the pupils in line with their social and educational goals. 

These hypotheses serve as basis for designing a workable inclusive 

educational system for an institution. If the teachers show their interest for the 

material of Discourse B and its pertinent assumptions, the primary step of the making 

of an inclusive institution has been taken. The hypotheses here demand that teachers 

start looking uniquely towards learning, educating and schooling. During the time 

when the teachers and the management are interacting over the contents of this 

discourse we can devise an activity that could help them considering the students and 

their particular requirements efficiently. A way to practice this is that the educators 

and the administration set the far reaching objectives for the pupils of their institute. 

The trainers usually inquire, “What you expect your pupils to become way after they 

have finished their education at your institute? In which words would you prefer to 



describe the specialties you wish your students should possess?” An instance of the 

answers as we got together with four school based groups pondering upon this 

question. The most important aspect of the answers is that a large majority of 

objectives is least related with the academics. Maximum of them are individual goals 

or social goals instead of educational objectives. We support group people to consider 

the targets they hold for pupils as they converse and consider the earlier “discourses” 

as well as when they expand the strategy for their inclusive institute. 

The above mentioned practices help the groups of institutes initiate evaluating 

the education and communal teams of the institute. This evaluation continues through 

the implementation phase of the inclusive setup, though the activities might have 

ended. It is strongly recommended that the educators and the management personnel 

adopt it as a habit to continuously evaluate teaching and learning methodologies in 

order to guarantee the complete participation of the pupils into the social and 

academic practices of the institution. An instance, stress that educators should always 

keep on considering the learning process of the pupils and the way the students can 

become a healthy constituent of the social and academic aspects of the school. This 

consideration plays a vital role as the educators and the management personnel will 

look towards the inclusive institute as an evolving and always developing and 

progressing place. 

Another advantage of these practices is that the teams of educators and 

administration remain busy discussing the program details of the inclusive setup that 

is supposed to be implemented in their institute. 

We must talk upon a very important question of the educators regarding 

conclusion at the end. This was noted in a conversation session with the head of a 



primary school in which inclusion was being practiced quite healthily. Regularly the 

attitude of the educators who are not willing to teach the students with disabilities is 

understood to be pessimistic. It is difficult to find out an educator who does not want 

to teach a child who is facing some sort of disability in any given situation. In many 

cases the mental hurdles that the educators feel in teaching the special students is due 

to the educator‟s inner feeling of incompetency in teaching these students.  

Most of the teachers are also unaware of the benefits of the inclusion for 

normal and special students. These are logical concerns that any competent educator 

could have, which must be provided with a solution for the successful operations of 

the inclusive setup. Importantly, neither the reservations/ issues of the educators, nor 

their resistance, for inclusive system should be called as the negative approach. If 

provided with better comprehension of the inclusive system, a contribution in the 

decision making procedure, and the required aid measures, it is very likely that almost 

every teacher would favor the inclusive system. 

National Perspectives of inclusive education 

The concepts of integration and inclusion are not very common to everyone in 

Pakistan because the educational setup here is deeply rooted into the secluded settings 

for the people with and without disabilities. 

There is presently no legislation in the country to ensure that the persons 

facing disabilities should be a part of the regular education setup. The Supreme Court 

of Pakistan, and the other courts, though, have endorsed the right of impartiality and 

non-discrimination protected in Article 25 of the constitution, according to which the 

medical colleges have been ordered to grant admission to successful candidates 

without discriminating the disable and normal persons (Riffat Akram v. Chairman, 



Admission Board, King Edward Medical College, Lahore 1993 SCMR 2370). 

Some elite elementary schools in Karachi, with the assistance of specialists, 

are now testing the integration of special students into a regular classroom setup. The 

examples of model inclusive schools are not very common among the government 

controlled institutions. 

The obstacles that have caused the wider range transformation process from 

the regular system to the inclusive one become slower include unawareness of the 

guardians about disability and the student‟s ability to learn, scarcity of the experts of 

special education professional teachers, lack of educators coaching plans, 

unavailability of vehicles and other transportation means, dearth of the required 

framework and tools for schools, unequal treatment of males and females and bad 

economic circumstances. 

The factor that seems to be a bit encouraging and hope-arising in the current 

times is that as soon as Pakistan endorses the Convention, the inclusive education 

setup will get a place in its domestic legislation. The practical implementation, 

though, will even then remain a big task to accomplish. 

It is obvious that giving legal place to inclusion domestically will just 

initiate the journey of transforming our out-dated educational system into a modern 

inclusive setup, a process that might long for many decades to come. 

The testing part of the task lives in establishing collaboration with the parents 

of the students facing disabilities, of which, most of which are spending a very poor 

life. The primary things which need to be done include to enhance their knowledge 

and information as they live closest to the affected children, and their approach 

towards the disability must be made optimistic. Taking these initiatives is likely to 

beget esteem, love and tolerance in them which are the key constituents to develop an 



atmosphere that is learning-friendly in order to make inclusion an overall 

accomplishment. 

Keeping in view the facts and figures of the today‟s real world, the 

transformation into inclusive setup is an imaginary and very tough task. The other 

factors for its success that cannot be overlooked include economic stability, available 

skills, and most crucially, the elimination of the obstruction of inequality. 

The advancements towards inclusion are though minor in volume, yet they 

would cause a feeling of a bit of satisfaction in the people who support equality 

status for the persons with disabilities. It should be ensured that the progress towards 

inclusion continues in the accurate course in spite of being distracted. 

The journey towards inclusion is getting a good pace and progressive 

developments in the present times. Though this is encouraging, yet there is a lot of 

work needs to be done in this regard which includes fight neo challenges and make 

latest alterations. The institutions, which are positively marching towards successful 

inclusion, will hopefully get to the place where inclusion will be an integral and 

natural constituent of the setup. 

 

 

 

 

 



Chapter III 

Methodology 

 This study was aimed to measure the attitudes of teachers, administrators and 

policy makers towards inclusive education. This chapter presents the research design, 

population, study sample and how it was dispersed according to gender, living area, 

divisions of the respondents, academic qualification, professional qualification, 

monthly income, experience and profession. It also presents the internal consistency 

reliability of the research instrument. This chapter also contains the procedure of 

determining the validity of the research instrument, scoring of the items of the 

research instrument and data analysis techniques.   

Research design 

 This study explored the attitudes of teachers, administrators and policy makers 

towards inclusive education. It tried to describe the existing phenomena as it was. On 

the basis of the nature of the study, therefore, descriptive design has been used. 

Population of the study 

All teachers, administrators (head of the institutes), and policy makers 

(officers working at directorate and secretariat level) of both special education and 

regular education systems, working in the province of Punjab constituted the 

population for this study.  

 

 

 



The Sample of the Study  

 Random sampling technique was used for selection of the sample. A 

sample 0f 590 respondents was selected including teachers, administrators, and policy 

makers working in the province of Punjab. 

Province of Punjab is divided into nine administrative divisions, so 48 teachers 

and 12 administrators from each division were selected as sample. 25 policy makers 

were selected from regular education and 25 were selected from special education 

 Sampling frame is given below:  

Table 3.1: Sample Frame 

  

Respondents  Special 

Education  

Regular 

education  

Total 

Divisions 

Total  

Urban female 

teachers (per 

division) 

6 6 9 12 x 9 =108 

Rural female 

teachers (per 

division) 

6 6 9 12 x 9 =108 

Urban male teachers 

(per division) 

6 6 9 12 x 9 =108 

Rural male teachers 

(per division) 

6 6 9 12 x 9 =108 

Administrators (per 

division) 

6 6 9 12 x 9 =108 

Policy makers 

(Provincial 

Directorate and 

Secretariat of 

Punjab)  

25 25 N/A 25 x 2 =50 

Total 590 

  

 

 



Demographic information of the respondents  

  Demographic information of sample obtained through data collection such as  

age, academic qualification, professional qualification, profession, professional 

experience. Gender, mother tongue, monthly income, marital status, administrative 

division and living area of the respondents, are presenting in the following tables. 

Sample of the study was selected equally from secretariats/directorates of 

special education and regular education and nine administrative divisions of the 

province of Punjab, Pakistan. Following table shows that 9.5% of the respondents 

were from Rawalpindi division, 9.5% of the respondents were from Gujranwala, 

10.6% of the respondents were from Sargodha, 8.9% of the respondents were from 

Faisalabad, 10% of the respondents were from Lahore, 10.4% of the respondents were 

from Sahiwal, 10.2% of the respondents were from Multan, 10% of the respondents 

were from Bahawalpur, 11.2% of the respondents were from DG Khan and 9.7% of 

the respondents were from Secretariat/Directorate. 

 

 

 

 

 

 

 

 



Table 3.2: Frequency distribution of the Divisions and secretariat/directorate of 

the respondents 

Professional 

Qualification 
Frequency Percent 

Rawalpindi 49 9.5 

Gujranwala 49 9.5 

Sargodha 55 10.6 

Faisalabad 46 8.9 

Lahore 52 10 

Sahiwal 54 10.4 

Multan 53 10.2 

Bahawalpur 52 10 

DG Khan 58 11.2 

Secretariat/Directorate 50 9.7 

Total 518 100 

 

Male and female respondents were selected as sample for equal representation. 

Following table shows that 52.5% of the respondents were male and 47.5% of the 

respondents were female. 

Table 3.3: Frequency distribution of the gender of the respondents 

Professional 

Qualification 
Frequency Percent 

Male 272 52.5 

Female 246 47.5 

Total 518 100 

 

Age of the respondents ranges from 30 to 60 years following table shows that 

25.1% of the respondents were of the age (up to 30) years, 30.7% of the respondents 

were of the age (31-40) years, 23.9% of the respondents of the age (41-50) years, 



16.9% of the respondents were of the age (51-60) years and 0.4% of the respondents 

were of the age (60-Above) years.  

Table 3.4: Frequency distribution of the age of the respondents 

Age Frequency Percent 

Up to  30 years 130 25.1 

31-40 years 159 30.7 

41-50 years 124 23.9 

51-60 years 85 16.9 

60 years & Above 2 .4 

Missing 18 3.5 

Total 518 100 

 

Respondents from rural and urban area were included in sample. Following 

table shows that 51.5% of the respondents were from rural area, 47.9% of the 

respondents were from the urban area and 0.6% of the respondents did not mention 

their living area. 

Table 3.5: Frequency distribution of the Living Area of the respondents 

Professional 

Qualification 
Frequency Percent 

Rural 267 51.5 

Urban 248 47.9 

Missing 3 .6 

Total 518 100 

 

Married and unmarried respondents were included in sample. Following table 

shows that 84.2% of the respondents were married, 15.1% of the respondents were 

unmarried, 0.6% of the respondents were divorced and .2% of the respondents were 

widow. 



Table 3.6: Frequency distribution of the marital status of the respondents 

Professional 

Qualification 
Frequency Percent 

Married 436 84.2 

Unmarried 78 15.1 

Divorced 3 .6 

Widow 1 .2 

Total 518 100 

 

Academic qualification of the respondents ranges from higher secondary 

school certificate to Ph. D.  Above table shows that 8.3% of the respondents had 

higher secondary, 12.7% of the respondents were graduated, 75.5% of the respondents 

were master degree, 1.4% of the respondents were and 0.4% of the respondents were 

PhD.  

Table 3.7: Frequency distribution of the academic qualification of the 

respondents 

Academic qualification Frequency Percent 

Higher Secondary 43 8.3 

Graduate 66 12.7 

Master 391 75.5 

M.Phil 7 1.4 

PhD 2 .4 

Missing 9 1.7 

Total 518 100 

Professional qualification ranges from PTC to M. Ed. Following table shows 

that 6.6% of the respondents had no professional qualification, 10% of the 

respondents were PTC/CT, 24.7% of the respondents were B.Ed, 56.8% of the 

respondents were M.Ed and 1.9% of the respondents were with different professional 

certificate courses. 



Table 3.8: Frequency distribution of the professional qualification of the  

  respondents    

Professional Qualification Frequency Percent 

Without  professional 

qualification 
34 6.6 

PTC/CT 52 10 

B. Ed 128 24.7 

M.Ed 294 56.8 

Others 10 1.9 

Total 518 100 

 

` Sample of the present study includes teachers, administrators and policy 

makers of special education and regular education. Following table shows that 35.9% 

of the respondents were special education teacher, 34.7% of the respondents were 

regular classroom teacher, 8.9% of the respondents were administrators of special 

education, 9.3% of the respondents were administrators of regular education, 4.8% of 

the respondents were special education policy makers and 4.8% of the respondents 

were regular education policy makers. 

Table 3.9: Frequency distribution of the professions of the respondents 

Profession Frequency Percent 

Special Education Teacher 186 35.9 

Regular Classroom Teacher 180 34.7 

Administrator of Special Education 46 8.9 

Administrator of Regular Education 48 9.3 

Special Education policy maker 25 4.8 

Regular Education Policy Maker 25 4.8 

Missing 8 1.5 

Total 518 100 

 



Professional experience of the respondents ranges from one year to 30 years. 

Following table shows that 48.6% of the respondents had professional experience 

from 1-10 years, 26.8% of the respondents had form 11-20 years, 18.1% of the 

respondents had from 21-30 years, 1.4% had from 31-above years and 5% of the 

respondents did not respond to professional experience.   

Table 3.10: Frequency distribution of the professional experience of the 

respondents 

Professional Experience (Years) Frequency Percent 

1-10 years 252 48.6 

11-20 Years 139 26.8 

21-30 Years 94 18.1 

31-above Years 7 1.4 

Missing 26 5 

Total 518 100 

 

Respondents of the Study had various monthly incomes. Following table 

shows that 13.9% of the respondents had monthly income from (0-10000), 31.1% of 

the respondents had from (10001-25000), 30.9% of the respondents had from (25001-

40000), 11% of the respondents had from (40001-60000), 12.2% of the respondents 

had from (600001-above) and 1% of the respondents did not respond to monthly 

income. 

 

 

 

 



Table 3.11: Frequency distribution of the monthly income of the respondents 

Monthly Income Frequency Percent 

PKR.0-10000  72 13.9 

PKR.10001-25000 161 31.1 

PKR.25001-40000 160 30.9 

PKR.40001-60000 57 11 

PKR.60001-above 63 12.2 

Missing 5 1 

Total 518 100 

 

Mother tongue of the respondents of the study was different. Following table 

shows that 58.9% of the respondents were Punjabi speaking, 15.1% of the 

respondents were Saraiki speaking, 24.7% of the respondents were Urdu speaking, 

0.6% of the respondents were Hind co speaking and .8% of the respondents had other 

languages as mother tongue. 

Table 3.12: Frequency distribution of the Mother Tongue of the respondents 

Mother Tongue Frequency Percent 

Punjabi 305 58.9 

Saraiki 78 15.1 

Urdu 128 24.7 

Hind co 3 .6 

Others 4 .8 

Total 518 100 

 

 

 

 



Method of data collection  

 Researcher used the self made attitude scale to collect the data to measure the 

attitude of the teachers, administrators and policy makers.  

The Research Instrument 

 After review the related literature it was found that 5 point likert scale was 

most suitable instrument for this research.  

Development of research instrument  

 It was found, With the help of literature, that Likert type scale was 

more suitable for this study as it has following characteristics; it can be used easily for 

a large number of respondents, it was convenient to construct and a Likert scale item 

is an uncomplicated statement so, easy to complete, it is unproblematic to score, it is a 

bipolar scaling method, measuring either negative or positive response to statement. It 

is considered the most efficient and effective method of measuring attitude. So, a 

Likert type five point scale was developed for this research. The research 

instrumented consisted on two sections. In section I demographic information of the 

respondents were asked and in section II attitudinal statements were presented. A pool 

of items was generated with help of literature. After the selection of preliminary 

items, 06 judges were requested to classify each item as positive, negative, or neutral 

with regard to the attitudinal object. The item, which was not classified by majority of 

judges as positive or negative with regard to the attitudinal object, and could not 

differentiate between highest and lowest scores was eliminated from consideration for 

use in the scale. 48 items were classified by judges. A piloting of instrument 

consisting on 48 items was administered and data was collected and analyzed to 



estimate the reliability of the scale. Cronbach‟s Alpha test was used to find out the 

reliability of the research instrument. Because of poor reliability 14 items were 

eliminated after analysis of data collected for piloting of instrument. Final reliability 

of the research instrument was .789.  Finally research instrument was consisted on 34 

items.  

Validity of research Instrument 

 Instrument was distributed among the penal of experts consisted on following. 

The complete bio data of the experts are given in the appendix (B).  

1. Prof Dr. Nasir Ud Din, Department of Special Education, University of the 

Punjab, Lahore 

2. Dr. Tariq Mehmood Ch, IER, University of the Punjab, Lahore 

3. Dr. Samina Ashraf, Department of Special education, University of the 

Punjab, Lahore 

4. Dr. Amjad Waheed, Faculty of Social Sciences, University of Management 

and Technology, Lahore 

5. Dr. Mehmmod Hussain Awan, Dean Faculty of Education, Al-Khair 

University, Bhimber, Azad Kashmir 

6. Dr. Abdul Ghafoor Ch, Faculty of Education, Minhaj-ul-Quran University, 

Lahore   

The experts thoroughly examined the developed research instrument 

and provide their opinion about each item. They declared that the instrument 

had content validity. There was consensus among them that instrument was 

valid for the research study. 

 



Pilot Testing  

 The research instrument, after validation, was administered to teachers, 

administrators of four schools in Lahore city. From these four schools two were 

regular schools and two were special education schools. The names of the schools are 

given in the appendix (C). 150 copies of research instrument were distributed among 

the teachers and administrators of the above mentioned institutes. 20 copies of 

instrument were distributed among policy makers 10 from special education and 10 

from the regular education. All the respondents were requested to return the filled 

research instrument after one week. 143 copies of questionnaire were returned after a 

week. The instrument for piloting was distributed and collected personally by 

researcher. Data was entered into the Statistical Package for Social Sciences (SPSS) 

and apply different appropriate statistical test. Cronbach Alpha for the reliability of 

the research instrument, factor analysis and descriptive analysis to check attitudes of 

teachers and administrators towards inclusive education. 

Reliability of research instrument  

 To determine the reliability of the instrument of Cronbach‟s alpha Test 

(Reliability Analysis) was used and the results are provided below. 

Table 3.13: Cronbach’s Alpha (Reliability Test)  

 

 

 

Cronbach’s Alpha No of Items 

.789 34 



 Reliability analysis of the questionnaire continuously study variable reveals 

Cronbach‟s alpha value 0.789, this is above 0.7, and it indicates this research 

instrument„s continuous variables have internal consistency reliability. 

Administration of research instrument 

 After developing the questionnaire, the questionnaires were personally 

delivered to schools with a covering letter stating the purpose of the study and to 

consolidate a better understanding and cooperation verbal explanation was done in 

terms of the purpose, the structure of the questionnaire as well as the importance of 

providing honest opinions. Furthermore agreement was reached that the researcher 

would personally collect completed questionnaires and this approach resulted in more 

than 95% return of questionnaires.  

Data Analysis 

Scoring of items 

 For the purpose of this study the statement were contextualized to make them 

relevant to the local context of inclusive education. The respondent had to indicate (√) 

whether they strongly agree, agree undecided, disagree and strongly disagree. The 

scoring was ranging from 5, 4, 3, 2, and 1 accordingly. The scores were provided 5 to 

strongly agree, 4 to agree, 3 to undecided, 2 to disagree and 1 to strongly disagree. 

The level of significance for this study was chosen at 0.05 probabilities. 

Statistical treatment 

 After collecting the data, the scoring of the data was made. After 

scoring the data it were entered into computer. Statistical Package for Social Sciences 

(SPSS) software was used to analyze the data. Both types of statistics, descriptive and 



inferential were used to analyze the data i.e. for reliability Cronbach Alpha, to analyze 

the opinion descriptive statistics, and to find out the difference in the attitudes of the 

gender and on the basis of other demographic information independent t-test and chi 

square were used. Analyzed results were interpreted; findings were made on the basis 

of analysis. Then researcher draws Conclusion and made recommendations on the 

basis of findings and data analysis.  

Limitations of the study 

All stake holders were not included in this study. Their attitude may be different from 

studied stake holders. Since data has been collected for this study from Punjab province that 

is specific geographical area, therefore generalization of the result may be applicable on target 

population from which the sample was selected. 

Delimitations of the study 

Following were delimitation of the study 

1. Study was delimited to the province of Punjab. 

2. It was delimited to measurement of attitudes. 

3. It was also delimited to measurement of attitudes of teachers, administrators and 

policy makers.   

 

 

 

 

 

 



Chapter IV 

Data Analysis and Interpretations 

This chapter deals with analysis and interpretation of data. Descriptive 

statistics is used to summarize responses of the respondents to statements and 

inferential statistics is used to compare the differences among response made by 

teachers, administrators and policy makers. Data analysis and interpretation is 

presented below: 

Table 4.1 

Statement: Children with disabilities should be educated in regular classroom. 

Responses Frequency Percent 

Strongly Agree 103 19.9 

Agree 207 40 

Undecided 9 1.7 

Disagree 151 29.2 

Strongly Disagree 48 9.3 

Total 518 100 

 

This is the positive statement. Table 4.1 illustrates that (59.9%) respondents 

expressed positive attitude that they agreed with the statement. (1.7%) of the 

respondents were undecided and (38.5%) of the respondents indicated a negative 

attitude as they disagreed with statement. 

 

 

 

 



Table 4.2 

Statement: Inclusive education is beneficial for children with and without 

disabilities.  

 

 

 

 

 

This is a positive statement. Table 4.2 illustrates that (59.9%) respondents 

expressed positive attitude that they agreed with the statement. (6.2%) of the 

respondents were undecided and (34%) of the respondents indicated negative attitude 

as they disagreed with statement. 

Table 4.3 

Statement: Children with disabilities learn more in inclusive classroom 

Responses Frequency Percent 

Strongly Agree 92 17.8 

Agree 199 38.4 

Undecided 53 10.2 

Disagree 140 27 

Strongly Disagree 34 6.6 

Total 518 100 

 

This is a positive statement. Table 4.3 illustrates that (56.2%) respondents 

expressed positive attitude that they agreed with the statement. (10.2%) of the 

respondents were undecided and (33.6%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Responses Frequency Percent 

Strongly Agree 64 12.4 

Agree 246 47.5 

Undecided 32 6.2 

Disagree 150 29 

Strongly Disagree 26 5 

Total 518 100 



Table 4.4  

Statement: To teach children with and without disabilities in same classroom is a 

difficult task for teachers.. 

 

Responses Frequency Percent 

Strongly Agree 119 23 

Agree 286 55.2 

Undecided 37 7.1 

Disagree 70 13.5 

Strongly Disagree 6 1.2 

Total 518 100 

 

This is a negative statement. Table 4.4 illustrates that (78.2%) respondents 

expressed negative attitude that they agree with the statement. (7.1%) of the 

respondents were undecided and (14.7%) of the respondents indicated positive 

attitude as they  disagreed with statement. 

Table 4.5 

Statement: Inclusive education may be implemented in Pakistan. 

Responses Frequency Percent 

Strongly Agree 70 13.5 

Agree 187 36.1 

Undecided 87 16.8 

Disagree 150 29 

Strongly Disagree 24 4.6 

Total 518 100 

 

This is a positive statement. Table 4.5 illustrates that (49.6%) respondents 

expressed positive attitude that they agreed with the statement. (16.8%) of the 

respondents were undecided and (33.6%) of the respondents indicated negative 

attitude as they disagreed with statement. 



Table 4.6  

Statement: Inclusive education supports the belief of equality of mankind. 

Responses Frequency Percent 

Strongly Agree 106 20.5 

Agree 269 51.9 

Undecided 48 9.3 

Disagree 81 15.6 

Strongly Disagree 14 2.7 

Total 518 100 

 

This is a positive statement. Table 4.6 illustrates that (72.4%) respondents 

expressed positive attitude that they agreed with the statement. (9.3%) of the 

respondents were undecided and (18.3%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Table 4.7 

Statement: Inclusive education affects teacher student interaction. 

Responses Frequency Percent 

Strongly Agree 72 13.9 

Agree 264 51 

Undecided 52 10 

Disagree 107 20.7 

Strongly Disagree 23 4.4 

Total 518 100 

 

This is a negative statement. Table 4.7 illustrates that (64.9%) respondents 

expressed negative attitude that they agreed with the statement. (10%) of the 

respondents were undecided and (25.1%) of the respondents indicated positive 

attitude as they disagreed with statement. 



Table 4.8  

Statement: Inclusive Education develops balanced personality of students with 

disabilities. 

Responses Frequency Percent 

Strongly Agree 54 10.4 

Agree 220 42.5 

Undecided 63 12.2 

Disagree 150 29 

Strongly Disagree 31 6 

Total 518 100 

This is a positive statement. Table 4.8 illustrates that (52.9%) respondents 

expressed positive attitude that they agreed with the statement. (12.2%) of the 

respondents were undecided and (35%) of the respondents indicated negative attitude 

as they disagreed with statement. 

Table 4.9  

Statement: Inclusive education develops positive attitude towards school among 

students with and without disabilities. 

Responses Frequency Percent 

Strongly Agree 52 10 

Agree 226 43.6 

Undecided 66 12.7 

Disagree 151 29.2 

Strongly Disagree 22 4.2 

Missing 1 .2 

Total 518 100 

 

This is a positive statement. Table 4.9 illustrates that (53.6%) respondents 

expressed positive attitude that they agreed with the statement. (12.7%) of the 

respondents were undecided and (33.4%) of the respondents indicated negative 

attitude as they disagreed with statement. 



Table 4.10  

Statement: Inclusive education develops healthy self-concept among students 

with disabilities. 

Responses Frequency Percent 

Strongly Agree 57 11 

Agree 225 43.4 

Undecided 59 11.4 

Disagree 147 28.4 

Strongly Disagree 30 5.8 

Total 518 100 

 

This is a positive statement. Table 4.10 illustrates that (54.4%) respondents 

expressed positive attitude that they agreed with the statement. (11.4%) of the 

respondents were undecided and (34.2%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Table 4.11  

Statement: Inclusive education creates awareness among people without 

disabilities about disabilities and their needs. 

Responses Frequency Percent 

Strongly Agree 74 14.3 

Agree 280 54.1 

Undecided 49 9.5 

Disagree 78 15.1 

Strongly Disagree 37 7.1 

Total 518 100 

 

This is a positive statement. Table 4.11 illustrates that (68.4%) respondents 

expressed positive attitude that they agreed with the statement. (9.5%) of the 

respondents were undecided and (22.2%) of the respondents indicated negative 

attitude as they disagreed with statement. 



Table 4.12  

Statement: Inclusive education enhances educational achievement of Students 

without disabilities. 

Responses Frequency Percent 

Strongly Agree 54 10.4 

Agree 183 35.3 

Undecided 74 14.3 

Disagree 173 33.4 

Strongly Disagree 34 6.6 

Total 518 100 

 

This is a positive statement. Table 4.12 illustrates that (45.7%) respondents 

expressed positive attitude that they agreed with the statement. (14.3%) of the 

respondents were undecided and (40%) of the respondents indicated negative attitude 

as they disagreed with statement. 

Table 4.13  

Statement: Inclusive education affects learning of students without disabilities 

negatively. 

Responses Frequency Percent 

Strongly Agree 71 13.7 

Agree 197 38 

Undecided 67 12.9 

Disagree 160 30.9 

Strongly Disagree 23 4.4 

Total 518 100 

This is a negative statement. Table 4.13 illustrates that (51.7%) respondents 

expressed negative attitude that they agreed with the statement. (12.9%) of the 

respondents were undecided and (35.3%) of the respondents indicated positive 

attitude as they disagreed with statement. 

 



Table 4.14 

Statement: Inclusive education develops positive behaviors among students with 

and without disabilities. 

Responses Frequency Percent 

Strongly Agree 54 10.4 

Agree 215 41.5 

Undecided 62 12 

Disagree 156 30.1 

Strongly Disagree 31 6 

Total 518 100 

 

This is a positive statement. Table 4.14 illustrates that (51.9%) respondents 

expressed positive attitude that they agreed with the statement.(12%) of the 

respondents were undecided and (36.1%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Table 4.15  

Statement: Inclusive education causes neglection of students without disabilities. 

Responses Frequency Percent 

Strongly Agree 75 14.5 

Agree 198 38.2 

Undecided 67 12.9 

Disagree 153 29.5 

Strongly Disagree 25 4.8 

Total 518 100 

 

This is a negative statement. Table 4.15 illustrates that (52.7%) respondents 

expressed negative attitude that they agreed with the statement. (12.9%) of the 

respondents were undecided and (34.3%) of the respondents indicated positive 

attitude as they disagreed with statement. 



Table 4.16  

Statement: Inclusive education increases social acceptance for persons with 

disabilities. 

Responses Frequency Percent 

Strongly Agree 88 17 

Agree 239 46.1 

Undecided 61 11.8 

Disagree 110 21.2 

Strongly Disagree 20 3.9 

Total 518 100 

 

This is a positive statement. Table 4.16 illustrates that (63.1%) respondents 

expressed positive attitude that they agreed with the statement. (11.8%) of the 

respondents were undecided and (25.1%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Table 4.17  

Statement: Inclusive education ultimately leads to social inclusion. 

Responses Frequency Percent 

Strongly Agree 67 12.9 

Agree 264 51 

Undecided 90 17.4 

Disagree 79 15.3 

Strongly Disagree 18 3.5 

Total 518 100 

 

This is a positive statement. Table 4.17 illustrates that (63.9%) respondents 

expressed positive attitude that they agreed with the statement. (17.4%) of the 

respondents were undecided and (18.8%) of the respondents indicated negative 

attitude as they disagreed with statement. 



Table 4.18  

Statement: Inclusive education develops social adjustment among students. 

Responses Frequency Percent 

Strongly Agree 75 14.5 

Agree 256 49.4 

Undecided 55 10.6 

Disagree 116 22.4 

Strongly Disagree 16 3.1 

Total 518 100 

 

This is a positive statement. Table 4.18 illustrates that (63.9%) respondents 

expressed positive attitude that they agreed with the statement. (10.6%) of the 

respondents were undecided and (25.5%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Table 4.19 

Statement: Inclusive education is a cost effective system of education. 

Responses Frequency Percent 

Strongly Agree 109 21 

Agree 195 37.6 

Undecided 71 13.7 

Disagree 123 23.7 

Strongly Disagree 20 3.9 

Total 518 100 

This is a positive statement. Table 4.19 illustrates that (58.6%) respondents 

expressed positive attitude that they agreed with the statement. (13.7%) of the 

respondents were undecided and (27.6%) of the respondents indicated negative 

attitude as they disagreed with statement. 

 

 



Table 4.20  

Statement: Inclusion of students with disabilities in regular classrooms requires 

comprehensive and clear legislation. 

Responses Frequency Percent 

Strongly Agree 181 34.9 

Agree 266 51.4 

Undecided 24 4.6 

Disagree 37 7.1 

Strongly Disagree 10 1.9 

Total 518 100 

 

This is a positive statement. Table 4.20 illustrates that (86.3%) respondents 

expressed positive attitude that they agreed with the statement. (4.6%) of the 

respondents were undecided and (9%) of the respondents indicated negative attitude 

as they disagreed with statement. 

Table 4.21  

Statement: Students with disabilities require additional help and support in 

inclusive classrooms. 

Responses Frequency Percent 

Strongly Agree 173 33.4 

Agree 276 53.3 

Undecided 29 5.6 

Disagree 32 6.2 

Strongly Disagree 8 1.5 

Total 518 100 

 

This is a negative statement. Table 4.21 illustrates that (86.7%) respondents 

expressed negative attitude that they agreed with the statement. (5.6%) of the 

respondents were undecided and (7.7%) of the respondents indicated positive attitude 

as they disagreed with statement. 

 



Table 4.22  

Statement: Teachers require specialized training to work in inclusive classrooms. 

Responses Frequency Percent 

Strongly Agree 174 33.6 

Agree 239 46.1 

Undecided 42 8.1 

Disagree 54 10.4 

Strongly Disagree 9 1.7 

Total 518 100 

 

This is a positive statement. Table 4.22 illustrates that (79.7%) respondents 

expressed positive attitude that they agreed with the statement. (8.1%) of the 

respondents were undecided and (12.1%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Table 4.23  

Statement: Regular classroom teacher is responsible for education of students 

with disabilities placed in his classroom. 

Responses Frequency Percent 

Strongly Agree 79 15.3 

Agree 215 41.5 

Undecided 48 9.3 

Disagree 150 29 

Strongly Disagree 26 5 

Total 518 100 

 

This is a positive statement. Table 4.23 illustrates that (56.8%) respondents 

expressed positive attitude that they agreed with the statement. (9.3%) of the 

respondents were undecided and (34%) of the respondents indicated negative attitude 

as they disagreed with statement. 

 



Table 4.24  

Statement: Regular classroom teachers have reservations about the inclusion of 

students with disabilities in their classroom. 

Responses Frequency Percent 

Strongly Agree 99 19.1 

Agree 249 48.1 

Undecided 70 13.5 

Disagree 86 16.6 

Strongly Disagree 14 2.7 

Total 518 100 

This is a negative statement. Table 4.24 illustrates that (67.2%) respondents 

expressed negative attitude that they agreed with the statement. (13.5%) of the 

respondents were undecided and (19.3%) of the respondents indicated positive 

attitude as they disagreed with statement. 

Table 4.25  

Statement: Students with disabilities will not be labeled as disabled in inclusive 

classrooms. 

Responses Frequency Percent 

Strongly Agree 64 12.4 

Agree 191 36.9 

Undecided 74 14.3 

Disagree 164 31.7 

Strongly Disagree 25 4.8 

Total 518 100 

 

This is a positive statement. Table 4.25 illustrates that (49.3%) respondents 

expressed positive attitude that they agreed with the statement. (14.3%) of the 

respondents were undecided and (36.5%) of the respondents indicated negative 

attitude as they disagreed with statement. 



Table 4.26  

Statement: Existing curriculum may fulfill special needs of students with 

disabilities. 

Responses Frequency Percent 

Strongly Agree 45 8.7 

Agree 109 21 

Undecided 60 11.6 

Disagree 229 44.2 

Strongly Disagree 75 14.5 

Total 518 100 

This is a positive statement. Table 4.26 illustrates that (29.7%) respondents 

expressed positive attitude that they agreed with the statement. (11.6%) of the 

respondents were undecided and (58.7%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Table 4.27  

Statement: Existing building infrastructure of regular schools have capacity to 

include students with disabilities. 

Responses Frequency Percent 

Strongly Agree 37 7.1 

Agree 115 22.2 

Undecided 43 8.3 

Disagree 236 45.6 

Strongly Disagree 87 16.8 

Total 518 100 

 

This is a positive statement. Table 4.27 illustrates that (29.3%) respondents 

expressed positive attitude that they agreed with the statement. (8.3%) of the 

respondents were undecided and (62.4%) of the respondents indicated negative 

attitude as they disagreed with statement. 

 

 

 



Table 4.28  

Statement: Inclusive education causes communication problems among students 

and teachers. 

 

 

 

 

\ 

 This is a negative statement. Table 4.28 illustrates that (60.5%) respondents 

expressed negative attitude that they agreed with the statement. (12.2%) of the 

respondents were undecided and (27.4%) of the respondents indicated positive 

attitude as they disagreed with statement. 

Table 4.29  

Statement: Students with disabilities cannot cope up with students without 

disabilities in learning process. 

Responses Frequency Percent 

Strongly Agree 83 16 

Agree 242 46.7 

Undecided 58 11.2 

Disagree 119 23 

Strongly Disagree 16 3.1 

Total 518 100 

 

This is a negative statement. Table 4.29 illustrates that (62.7%) respondents 

expressed negative attitude that they agreed with the statement. (11.2%) of the 

respondents were undecided and (54%) of the respondents indicated positive attitude 

as they disagreed with statement. 

Responses Frequency Percent 

Strongly Agree 76 14.7 

Agree 237 45.8 

Undecided 63 12.2 

Disagree 117 22.6 

Strongly Disagree 25 4.8 

Total 518 100 



Table 4.30  

Statement: Inclusive education causes frustration among students with 

disabilities. 

Responses Frequency Percent 

Strongly Agree 73 14.1 

Agree 247 47.7 

Undecided 69 13.3 

Disagree 109 21 

Strongly Disagree 20 3.9 

Total 518 100 

 

This is a negative statement. Table 4.30 illustrates that (61.8%) respondents 

expressed negative attitude that they agreed with the statement. (13.3%) of the 

respondents were undecided and (24.9%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Table 4.31  

Statement: Inclusive education causes discomfort for students without 

disabilities.. 

Responses Frequency Percent 

Strongly Agree 69 13.3 

Agree 247 47.7 

Undecided 55 10.6 

Disagree 129 24.9 

Strongly Disagree 18 3.5 

Total 518 100 

 

This is a negative statement. Table 4.31 illustrates that (61%) respondents 

expressed negative attitude that they agreed with the statement. (10.6%) of the 

respondents were undecided and (28.4%) of the respondents indicated a positive 

attitude as they disagreed with statement. 

 



Table 4.32  

Statement: Inclusive education motivates students with disabilities to participate 

in educational activities. 

Responses Frequency Percent 

Strongly Agree 36 6.9 

Agree 307 59.3 

Undecided 65 12.5 

Disagree 78 15.1 

Strongly Disagree 32 6.2 

Total 518 100 

 

This is a positive statement. Table 4.32 illustrates that (66.2%) respondents 

expressed positive attitude that they agreed with the statement. (12.5%) of the 

respondents were undecided and (21.3%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Table 4.33  

Statement: Students with severe disabilities cannot be included in the regular 

classroom.  

Responses Frequency Percent 

Strongly Agree 30 5.8 

Agree 117 22.6 

Undecided 46 8.9 

Disagree 154 29.7 

Strongly Disagree 171 33 

Total 518 100 

 

This is a positive statement. Table 4.33 illustrates that (28.4%) respondents 

expressed positive attitude that they agreed with the statement. (8.9%) of the 

respondents were undecided and (62.7%) of the respondents indicated negative 

attitude as they disagreed with statement. 



Table 4.34  

Statement: Existing methods of educational evaluation may be used in inclusive 

classroom. 

Responses Frequency Percent 

Strongly Agree 34 6.6 

Agree 178 34.4 

Undecided 75 14.5 

Disagree 175 33.8 

Strongly Disagree 56 10.8 

Total 518 100 

 

This is a positive statement. Table 4.34 illustrates that (41%) respondents 

expressed positive attitude that they agreed with the statement. (14.5%) of the 

respondents were undecided and (44.6%) of the respondents indicated negative 

attitude as they disagreed with statement. 

Table 4.35  

Comparison of attitude towards inclusive education on the basis of age of the 

respondents 

 Sum of Squares df Mean Square F Sig. 

Between Groups 716.411 5 143.282 .777 .566 

Within Groups 94369.182 512 184.315   

Total 95085.593 517    
 

 

Table 4.35 illustrates that there is no significant difference in the attitude 

towards inclusive education of the respondents whose age ranges from up to 30 years, 

31-40 years, 41-50 years, 51-60 years and above 60 years. It indicates that the age 

does not affect the attitude of the respondents towards inclusive education. 

 



Table 4.36 

Comparison of attitude towards inclusive education on the basis of academic 

qualification of the respondents 

 Sum of Squares df Mean Square F Sig. 

Between Groups 1539.307 5 307.861 1.685 .136 

Within Groups 93546.285 512 182.708   

Total 95085.593 517    
 

Table 4.36 illustrates that there is no significant difference in the attitude 

towards inclusive education of the respondents whose academic qualification ranges 

from Higher secondary, graduation, master degree, M.Phil and Ph.D. It indicates that 

the academic qualification does not affect the attitude of the respondents towards 

inclusive education. 

Table 4.37  

Comparison of attitude towards inclusive education on the basis of professional 

qualification of the respondents 

 Sum of Squares df Mean Square F Sig. 

Between Groups 957.825 4 239.456 1.305 .267 

Within Groups 94127.767 513 183.485   

Total 95085.593 517      
 

 

Table 4.37 illustrates that there is no significant difference in the attitude 

towards inclusive education of the respondents whose professional qualifications 

PTC/CT, B.Ed, M.Ed and others. It indicates that the professional qualification does 

not affect the attitude of the respondents towards inclusive education. 

 

 

 



Table 4.38  

Comparison of attitude towards inclusive education of teachers of both the 

systems regular & special education. 

Groups                  N Mean df t Sig 

Sp Education 

Teacher 
186 89.8387 364 -0.714 .476 

Regular Teacher 180 90.7889 364   

 

Table 4.38 illustrates that there is no significant difference in the attitude 

towards inclusive education of teachers of both the system regular and special 

education. It indicates that the teaching in different system of education does not 

affect the attitude of the respondents towards inclusive education. 

Table 4.39 

Comparison of attitude towards inclusive education of administrators of both the 

regular & special education systems 

 

 

 

 

 

 

 

 

Table 4.39 illustrates that there is no significant difference in the attitude 

towards inclusive education of administrators of both the system regular and special 

education. It indicates that the administration of different system of education does 

not affect the attitude of the respondents towards inclusive education. 

 

 

Groups                              N Mean df t Sig 

Administrator of Special 

Education Institute 
46 90.4348 92 .855 .395 

Administrator of Regular 

Education Institute  
48 87.4792 92   



Table 4.40 

Comparison of attitude towards inclusive education of policy makers of both the 

regular & special education systems 

  
 
 
 
 
 
 
 
 

Table 4.40 illustrates that there is no significant difference in the attitude 

towards inclusive education of policy makers of both the system regular and special 

education. It indicates that the policy making in different system of education does not 

affect the attitude of the respondents towards inclusive education. 

Table 4.41  

Comparison of attitude towards inclusive education on the basis of personal 

relation with children with disabilities 

Groups       N Mean df t Sig 

Relation with 

children with 

disability 

64 89.5938 516 .137 .891 

No relation with 

children with 

disability 

454 89.3458 516   

 

 

Table 4.41 illustrates that there is no significant difference in the attitude 

towards inclusive education on the basis of personal relation with children with 

disabilities. It indicates that the personal relation with children with disabilities does 

not affect the attitude of the respondents towards inclusive education. 

 

 

Groups  N Mean df t Sig 

Policy makers of 

Special Education 
25 85.9600 48 .956 .344 

Policy makers of 

Regular Education  
25 82.8800 48   



Table 4.42  

Comparison of attitude towards inclusive education on the basis experience of 

interaction with children with disabilities. 

 

  

 

 

Table 4.42 illustrates that there is no significant difference in the attitude 

towards inclusive education on the basis of experience of interaction with children 

with disabilities. It indicates that the experience of interaction with children with 

disabilities does not affect the attitude of the respondents towards inclusive education. 

Table 4.43  

Comparison of attitude of respondents towards inclusive education on the basis 

of various monthly incomes  

 Sum of Squares df Mean Square F Sig. 

Between Groups 1800.765 5 360.153 1.977 .081 

Within Groups 93284.828 512 182.197   

Total 95085.593 517    
 

Table 4.43 illustrates that there is no significant difference in the attitude 

towards inclusive education of the respondents whose income varies from 0-10,000, 

10001-25000, 25001-40000, 40001-60000 and 60001-above. It means that the 

monthly income does not affect the attitude of the respondents towards inclusive 

education. 

 

 

Groups       N Mean df t Sig 

Experience of 

interaction with 

disability 

154 90.0065 516 .716 .474 

No experience of 

interaction with 

disability 

363 89.0716 516   



Table 4.44  

Comparison of attitude of the respondents towards inclusive education on the 

basis of different mother tongue 

 Sum of Squares df Mean Square F Sig. 

Between Groups 1149.380 4 287.345 1.569 .181 

Within Groups 93936.212 513 183.112   

Total 95085.593 517    
 

Table 4.44 illustrates that there is no significant difference in attitude of the 

respondents towards inclusive education who speaks Punjabi, Saraiki,  Urdu, Hindco, 

and any other language as mother tongue. It is concluded that mother tongue has no 

influence on attitude of the respondents towards inclusive education. 

Table 4.45 

Comparison of attitude of the respondents towards inclusive education on the 

basis of gender 

  

 

 

 

Table 4.45 illustrates that there is significant difference in attitude of  the 

respondents towards inclusive education on the basis of gender. It illustrates that male 

respondents have positive attitude as comparing with female respondents.  

 

 

 

 

Groups   N Mean df t Sig 

Male 272 87.8272 516 -2.751 .006 

Female 246 91.0894 516   



Table 4.46 

Comparison of attitude of the respondents towards inclusive education on the 

basis of living area 

  

  

 

Table 4.46 illustrates that there is no significant difference in attitude of the 

respondents towards inclusive education on the basis of living area rural and urban. It 

is concluded that the living area of the respondents does not affect the attitude towards 

inclusive education. 

Table 4.47  

Comparison of attitude of the respondents towards inclusive education on the 

basis of living in different administrative division of the province of Punjab 

   

 Sum of Squares df Mean Square F Sig. 

Between Groups 19305.990 9 2145.110 14.380 .000 

Within Groups 75779.603 508 149.172   

Total 95085.593 517    

 

 

Table 4.47 illustrates that there is significant difference in attitude towards the 

inclusive education of respondents living in different divisions of the province of the 

Punjab. i.e. (Rawalpindi, Gujranwala, Sargodha, Faisalabad, Lahore, Sahiwal, Multan, 

Bahawalpur and D.G Khan. It is concluded that residing indifferent administrative 

division of the province of Punjab influence the attitude towards the inclusive 

education. 

Living Area      N   Mean df t Sig 

Rural 267 89.1985 516 -.235 .814 

Urban 248 89.4798 516   



Table 4.48  

Comparison of attitude towards inclusive education on the basis of marital status 

of the respondents 

 
Sum of 

Squares 
df Mean Square F Sig. 

Between Groups 497.898 3 165.966 .902 .440 

Within Groups 94587.695 514 184.023   

Total 95085.593 517    

 

Table 4.48 illustrates that there is no significant difference in the attitude 

towards inclusive education of the respondents whose marital status is married, 

unmarried, divorced and widow. It indicates that marital status does not affect the 

attitude of the respondents towards inclusive education. 

Table 4.49  

Comparison of attitude towards inclusive education on the professional 

experience of the respondents 

   Sum of Squares df Mean Square F Sig. 

Between Groups 925.708 4 231.427 1.261 .284 

Within Groups 94159.885 513 183.548   

Total 95085.593 517    

 

Table 4.49 illustrates that there is no significant difference in the attitude 

towards inclusive education of the respondents whose professional experience ranges 

from 1-10 years, 11-20 years, 21-30 years and above 30 years. It indicates that 

professional experience does not affect the attitude of the respondents towards 

inclusive education. 

 

 

 

 

 



Table 4.50  

Comparison of attitude towards inclusive education on the basis of 

profession of the respondents      

  Table 4.50 illustrates that there is significant difference in the 

attitude towards inclusive education of the respondents whose profession is 

teachers, administrators and policy makers. It indicates that profession affects 

the attitude of the respondents towards inclusive education. 

     

 

 

 

 

 

 

 

 

 

 

 

 

 Sum of Squares df Mean Square F Sig. 

Between Groups 2282.695 6 380.449 2.095 .05 

Within Groups 92802.898 511 181.610   

Total 95085.593 517    



Chapter V 

Summary, Findings, Conclusions, Discussion & Recommendations 

This chapter includes summary, findings, discussions, conclusions and 

recommendations.  

Summary 

Inclusive education is global agenda. Legislation and policies are being 

developed for implementation of inclusive education all over the world. Being a 

signatory of international declaration Pakistan is bound to initiate and implement 

inclusive education. For successful implementation of inclusive education knowledge 

about attitude of stakeholders plays a critical and important role. So this study was 

conducted to investigate the attitude of teachers, administrators and policy makers 

towards inclusive education.  

This research was descriptive in nature. It was conducted to achieve the 

following objectives: to construct a standardized Attitude towards Inclusive Education 

Scale, to measure attitude of representative sample of stack holders towards Inclusive 

Education, to find out difference between attitude of special education and regular education 

teachers, to find out difference between attitude of female and male teachers both in regular 

and special education, to find out difference between attitude of rural and urban respondents 

and to find out difference among attitude of teachers, administrators and policy makers. 

A sample of 590 were selected randomly consisted 432 teachers, 108 

administrators and 50 policy makers from both regular and special education system. 

48 teachers, 12 administrators were selected from each administrative division of 

province of the Punjab, 25 policy makers were selected from each 



secretariats/directorate level of both of the system of education i.e., regular and 

special education. Five point Likert scale was used as an instrument for data 

collection. For data analysis descriptive and inferential statistics were used.  

Findings 

Following findings were revealed on the basis of data analysis 

Majority of the respondents were of the view that students with disabilities should be 

educated in regular classroom.   

Majority of the respondents agreed that inclusive education is beneficial for students 

with and without disabilities.  

Majority of the students were of the opinion that children with disabilities learn more 

in inclusive classroom. 

Majority of the respondents described that teachers would feel difficulty to teach 

students with and without disabilities together. 

Majority of the respondents agreed that inclusive education may be implemented in 

Pakistan. 

Majority of the respondents were of the view that inclusive education supports the 

idea of equality human being. 

Majority of the respondents expressed concern that inclusive education may affect 

interaction among student and teacher. 

 



Majority of the respondents were of the view that inclusive education develops 

balanced personality of students with disabilities. 

Majority of the respondents were of the opinion that inclusive education bring 

positive change in attitude of students towards school. 

Majority of the respondents agreed that inclusive education develop positive self 

concept among students with disabilities.  

Majority of the respondents were of the view that inclusive education creates 

awareness about disabilities and allied needs among people.  

Majority of the respondents agreed that inclusive education enhances educational 

performance of students.  

Majority of the respondents were of the view that learning of students without 

disabilities is affected due to students with disabilities in inclusive classroom.  

Majority of the respondents were of the view that the inclusive education develops 

positive behaviors among students. 

Majority of the respondents showed their concern that the students without disabilities 

are neglected in inclusive classroom. 

Majority of the respondents were of the opinion that inclusive education enhances the 

acceptance of persons with disabilities. 

Majority of the respondents were of the view that inclusive education ultimately leads 

to social inclusion. 

Majority of the respondents were of the view inclusive education develops social 

adjustment among students. 



Majority of the respondents were of the opinion that the inclusive education is a cost 

effective system.  

Majority of the respondents were of the view that comprehensive and clear legislation 

is required to include students with disabilities in regular schools. 

Majority of the respondents were of the view that students with disabilities require 

additional support and help in inclusive education. 

Majority of the respondents were of the view that teachers need specialized training 

for teaching students with disabilities in inclusive classroom. 

Majority of the respondents were of the view that regular teacher is responsible for 

education of students with disabilities. 

Majority of the respondents were of the view that regular teachers have reservations 

about inclusive education. 

Majority of the respondents were of the view that students with disabilities are not 

labeled in inclusive education.  

Majority of the respondents were of the view that existing curriculum may not fulfill 

the educational needs of students with disabilities. 

Majority of the respondents were of the view that existing building infrastructure  

may not fulfill the educational needs of students with disabilities. 

Majority of the respondents were of the view that inclusive education creates 

problems of communication among students and teachers. 

Majority of the respondents were of the view that students with disabilities cannot 

cope with students without disabilities in learning in inclusive classroom.  



Majority of the respondents were of the view that inclusive education creates 

frustration among students with disabilities. 

Majority of the respondents were of the view that inclusive education causes 

discomfort for students without disabilities. 

Majority of the respondents were of the view that the inclusive education provide 

opportunities to students with disabilities to participate in educational activities.  

Majority of the respondents were of the view that students with severe disabilities 

cannot be educated in inclusive classroom. 

Majority of the respondents were of the view that existing methods of educational 

evaluation cannot be used in inclusive education. 

There is no significant difference in the attitude towards inclusive education of the 

respondents of different ages. 

 There is no significant difference in the attitude towards inclusive education of the 

respondents with different academic qualification. 

 There is no significant difference in the attitude towards inclusive education of the 

respondents with different professional qualification. 

There is no significant difference in the attitude towards inclusive education of 

teachers of both the system regular and special education. 

There is no significant difference in the attitude towards inclusive education of 

administrators of both the system regular and special education. 

There is no significant difference in the attitude towards inclusive education of policy 

makers of both the system regular and special education. 



There is no significant difference in the attitude towards inclusive education people 

having  and not having relation with children with disabilities. 

There is no significant difference in the attitude towards inclusive education among 

respondents who have experience of interaction and who have not experience of 

interaction with children with disabilities. 

There is no significant difference in the attitude towards inclusive education of the 

respondents with various monthly income. 

There is no significant difference in attitude of the respondents towards inclusive 

education who speaks different mother tongue i.e. Punjabi, Saraiki, Urdu, Hindco, and 

any other. 

There is significant difference in attitude of the respondents towards inclusive 

education on the basis of gender. Male respondents showed positive attitude as 

compare to female respondents. 

There is no significant difference in attitude of the respondents towards inclusive 

education on the basis of living area rural and urban. 

There is significant difference in attitude towards the inclusive education of 

respondents living in different divisions of the province of the Punjab. i.e. 

(Rawalpindi, Gujranwala, Sargodha, Faisalabad, Lahore, Sahiwal, Multan, 

Bahawalpur and D.G Khan. 

There is no significant difference in the attitude towards inclusive education of the 

respondents whose marital status is married, unmarried, divorced and widow. 



There is no significant difference in the attitude towards inclusive education of the 

respondents whose professional experience ranges from 1-10 years, 11-20 years, 21-

30 years and above 30 years. 

There is significant difference among teachers, administrators and policy makers in 

attitude towards inclusive education. 

Conclusions 

It can be concluded on the basis of findings that people of Province of the 

Punjab have positive attitude towards inclusive education. They are of the view that 

inclusive education is beneficial for all children, children with disabilities should be 

educated in regular schools in this way they will learn more in inclusive setting. The 

idea of inclusion supports the belief of equality and improves student teacher 

interaction.  Inclusive education develops balanced personality, positive attitude 

towards school, healthy self concept and positive behavior. It does not cause 

communication problems among students and teachers. Students with disabilities can 

cope up with students without disabilities in learning pace. Inclusive education does 

not cause frustration and discomfort among students with and without disabilities. It 

motivates students with disabilities to participate in educational activities. Inclusion 

enhances educational achievement of students with disabilities and does not affect the 

learning of students without disabilities. People have the opinion that students with 

severe disabilities can be included in inclusive education. 

Inclusive education supports the belief of equality, creates awareness about 

disabilities among persons without disabilities and increases social acceptance for 

persons with disabilities. Students develop social adjustment in inclusive setting. 

Inclusion prevents students with disabilities from labeling and it leads ultimately to 



social inclusion. Students without disabilities are not neglected in inclusive setting. 

Inclusive education is cost effective system and can be implemented in Pakistan.  

Regular class teacher is responsible for the education of students with 

disabilities and they have reservations about implementation of inclusive education. 

They are of the view that to teach students with and without disabilities together at the 

same time is a difficult task. Specialized training is required is to teach students with 

and without disabilities together. Students with disabilities require additional help in 

regular classroom.  

Existing curriculum and building infrastructure have no competence to fulfill 

the special needs of students with disabilities in inclusive setting. Revised and 

redesigned methods of educational assessment and evaluation are required for 

inclusive educational setting. 

Findings help us to conclude that age, academic qualification, professional 

qualification, personal relation with disabilities, professional experience, monthly 

income, experience of interaction with students with disabilities, mother tongue, 

living area, marital status, background of the respondents have no effect on attitude of 

the respondents towards inclusive education. 

It can be concluded on basis of analysis of difference of attitude that the male 

respondents have more positive attitude towards inclusive education as compare to 

females. Respondents residing in Sargodha & Bahawalpur divisions showed more 

positive attitude towards inclusive education.  

It is also concluded that the teachers have more positive attitude towards 

inclusive education as compare to administrators and policy makers. 



Discussion 

 This study was unique in its nature that it measures attitudes towards inclusive 

education. Teachers, administrators and the policy makers are the basic stakeholders 

of the education sector in Pakistan. To take decision and to implement the decisions, 

the role of these stake holders is very important. In this study attitude of teachers, 

administrators and policy makers were measured. Attitudes of teachers, administrators 

and policy makers were measured not only with reference to academic perspectives 

but from perspectives of students‟ personality development, school practices in the 

local settings, education, relation with persons with disabilities and experience of 

interaction with persons with disabilities, culture and the social norms of the society.  

 Perception and opinions play the key role in decision making and to 

implement the decisions. These stakeholders are the basic component of the special 

education structure. Perception and opinions effect decision making process. 

Although the prevailing culture in Pakistan is not supportive for research, but luckily 

the researcher completed all the stages of the research smoothly and conveniently. It 

can be said that the result of this research have sufficient ground to generate new 

knowledge in this philosophical and ideological enterprise of IE which can be helpful 

to constitute policy for IE and implementation of decisions in future.  

 Note worthy amount of time and labor was spent to develop the instrument so 

simple understandable and convenient to the respondent. Researcher succeeded in his 

effort that respondent did not show any type of confusion or query to respond to the 

instrument. Efforts were made to develop a comprehensive instrument for the study 

that may cover all the necessary aspect and dimension of concept inclusion. The 



instrument was standardized according to local norms. It may be used for future 

research. 

 The results of this research revealed positive attitude towards inclusive 

education. This phenomenon may be helpful for successful implementation of 

inclusive education in Pakistan. 

 The analysis depends upon quantitative data and differences among attitude 

towards inclusive education by different stakeholders. The result of the study 

indicated that there is significant difference in attitude of male and female respondents 

towards inclusive education. The reason may be the education experience and 

exposure of male respondents. There is no significant difference among respondents 

from special and regular education in attitudes towards inclusive education. The 

reason may be religious, social and cultural norms. 

The study revealed difference among attitude on the basis of living areas of 

respondents as the residents of Bahawalpur and Sargodha division have more positive 

attitude towards inclusive education as compared to the resident of other 

administrative divisions of the province of Punjab. 

 It was discussed by researcher with experts that why the residence of Sargodha  

and Bahawalpur divisions are more positive attitude as compared to other residents of 

the divisions. 

 After discussion it was explored that literacy rate financial conditions and 

social cultural values may be the cause of this difference. 



 It was also revealed that male respondents express more positive attitude 

towards inclusive education as compared to the female respondents. Education, 

training, cultural & social norms and exposure may be the cause of this difference. 

 It was interesting that teacher shows more positive attitude towards inclusive 

education as compared to administrative and policy makers. 

 Delicacy of professional commitment with profession, soft heartedness of 

teacher, and sensitivity of being builder of nation may be the reason of this difference.  

 Consciousness of teachers about there central role in the education field, sense 

of responsibility and the direct interaction with students may be the positive 

contributors of development of positive attitude of teacher towards inclusive 

education. 

 No significant difference was found in the attitude of rural and urban 

respondents. Process of education and experience attributed to same attitudes towards 

inclusive education between rural and urban respondents. 

Recommendations 

Following recommendations are made on the basis of findings and conclusions 

1. Pilot program of implementations of inclusive education should be started. 

2. Regular school teacher should be provided rigorous comprehensive training of 

inclusive education. 

3. Concept of inclusive education should be incorporated in the syllabus of all 

teachers‟ training program in the country. 

4. Research based flexible evaluation methods for inclusive education should be 

devised. 



5. Present building infrastructure of regular schools should be redesigned and/or 

adapted to include students with disabilities in regular schools. 

6. A comprehensive and clear legislation for implementation, functioning and 

evaluation of inclusive education should be constituted. 

7. Opinion of all stakeholders should be incorporated in development of 

inclusive education policy. 

8. Local practice should be linked with international practices, so that the 

difference between local & international practices may be bridges. 

9. A media campaign should be launched to make general public aware about 

disabilities and IE. 

10. To bridge the communication gap between persons with and without 

disabilities opportunities for sharing of ideas among persons with and without 

disabilities may be provided. 

11. Research and development centers should be established to develop research 

based teaching methodologies, behavior management techniques, classroom 

management assessment and evaluation for inclusive education. 

12. Guidance, support and rehabilitation centre may be established at district 

headquarters level so that the professional, caregivers and community 

members may seek help and guidance from there. 
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Appendix A 

List of Schools 

Multan Division 

1.  Govt. High School, Kabir Wala, Khanewal               

2.  Govt Special Education Centre, Mianchannu, Khanewal               

3.  Govt. Deaf & Defective Hearing School, Multan                    

4.  Govt. High School Jamasabad, Khanewal                  

5.  Govt. High School, Qadar Pur, Multan             

6.  Govt. Deaf & Defective Hearing School, Multan                    

7.  Executive District Officer (Community Development), Lohdran                             

8.  Executive District Officer (Community Development), Multan.               

9.  Executive District Officer (Education), Khanewal     

10.  Executive District Officer (Education), Vehari                

11.  Govt. Girls High School, New Man Ghar, Khanewal                   

12.  Govt. Boys High School, Khanewal                      

13.  Executive District Officer (Community Development), Khanewal                   

14.  District Officer Elementary (Female), Khanewal                     

15.  Govt. School for Deaf, Khanewal       

16.  Govt. Municipal Corporation Girls High School, Khanewal                

17.  Govt. Institute For Slow Learner, Khanewal                      

18.  Govt. High School 12/AH, Khanewal   

19.  Govt High School, Rashidabad, Multan                

20.  Govt. Elementary  School, Kabeerwala, Khanewal                   

21.  Govt. High School, Jahania                      



22.  Govt. Elementary School 157/10R, Jahania             

23.  Govt. Girls Primary School 99/10-R, Multan                   

24.  Govt. Girls High School, 102/10-R, Multan    

25.  Govt. Elementary School, Jahania                     

26.  Govt. Elementary School, Mianchannu                  

27.  Govt. Elementary School, Kabir Wala   

Rawalpindi Division                

28.  Govt. Elementary School Talagung, Chakwal                    

29.  Govt. Elementary School Kalkahar, Chakwal                    

30.  Govt. Elementary School, Pindighap                   

31.  Govt. Primary School Dhok Haji Tala gung, Chakwal          

32.  Govt. Girls High School Talagung, Chakwal                    

33.  Govt. Primary School Kyala Talagang, Chakwal                                              

34.  Govt. High School, Chakwal                       

35.  Govt. Deaf and Defective Hearing School, Rawalpindi                   

36.  Govt. Deaf and Defective Hearing School, Attock                       

37.  Govt. Slow Learner Institute, Rawalpindi                  

38.  Govt. High School, Chakwal                        

39.  Govt. High School No. 2, Chakwal                           

40.  Govt. Elementary School M. Ali, Chakwal                   

41.  Govt. High School No. 1, Chakwal                    

42.  Govt. Girls Primary School, Jinahabad                   

43.  Govt. Elementary School Sarpark, Chakwal                                   

44.  Govt. School for Deaf, Rawalpindi Swan             

45.  Govt. Qandeel Institute for Blind, Rawalpindi                 



46.  Govt. School For Slow Learner, Chakwal                       

47.  Govt. Special Education School For Deaf, Chakwal                       

48.  Govt. School For Deaf, Chakwal                                        

49.  Govt. Special Education Centre Kalarkahar, Chakwal                  

50.  Govt. Special Education Centre Chowasayydan Shah, Chakwal          

51.  Govt. Special Education Centre Talagang, Chakwal                    

52.  Govt. High School Gatal, Chakwal                        

53.  Govt. High School Malwal Talagang, Chakwal              

54.  Govt. High School No.2 Gharnal Talagang, Chakwal        

55.  Govt. High School Jasyal, Chakwal                       

56.  Govt. Primary School, Chichni Talagang, Chakwal             

57.  Govt. Deaf and Defective Hearing School, Chakwal  

Sahiwal Division                         

58.  Govt. Middle School Malkahans, Pakpattan                    

59.  Govt. Higher Secondary School (Hearing Impairment), Pakpattan                

60.  G38/S.P. Govt. High School, Pakpattan            

61.  Govt. High School (Hearing Impairment), Pakpattan              

62.  G38/S.P. Govt. High School, Pakpattan            

63.  Govt. High School, Pakpattan                     

64.  Govt. High School Okanwala Chichawatni, Sahiwal             

65.  Executive District Officer (Community Development), Sahiwal                 

66.  Govt. Community School, Sahiwal                                          

67.  GUASFW, Sahiwal                   

68.  Govt. High School 90/9-L, Sahiwal               

69.  Govt. High School 74/4-R, Sahiwal               



70.  Govt. High School Chichawatni, Sahiwal                 

71.  Govt. Community Model High School Chichawatni, Sahiwal               

72.  Govt. High School, Okara                                            

73.  Govt. High School 74/4 Gamber, Okara                  

74.  Govt. Girls High School 74/4-R Gajeera, Okara              

75.  Govt. Middle School  73/4-r Gajeera, Okara               

76.  Govt. High School old Sutluj, Okara city           

77.  Govt. High School 59-9-D, Okara                 

78.  Govt. Higher Secondary School,  Renalakhurd, Okara                  

79.  Govt. Special Education Centre, Chodali, Okara                     

80.  Govt. High School (Hearing Impaired), Okara                  

81.  Govt. Deaf and Defective Hearing School, Okara      

Faisalabad Division                 

82.  Govt. High School, Peer Abdul Rehman, Jhang      

83.  Govt. High School, Ishah Wala, Jhang                   

84.  Govt. High School, M. U, Jhang                   

85.  Govt. Primary School, Basti Muhammad, Jhang               

86.  Govt. High School, Peer Abdul Rehman, Jhang 

87.  Govt. Institute High School, Jhang                       

88.  Govt. High School, Jhang                        

89.  Govt. Special Education Centre, Shorkot                   

90.  Govt. Secondary School for Deaf children, Jhang          

91.  Govt. Special Education Centre Ahmed Pur                                      

92.  Govt. Shadab Centre, Jhang            

93.  Govt. High School Ahmed pur, Jhang                                     



94.  Govt. Girls High School Peer Abdul Rehman, Jhang           

95.  Govt. Girls Elementary School Jakab 6/31, Jhang                  

96.  Elementary School Ck no.6/3L , Jhang                   

97.  Govt. Girls High School Ahmed pur , Jhang                  

98.  Bashir Girls High School, Jhang                    

99.  Govt. Girls High School, Jhang                       

100. Govt. Shadab School, Jhang              

101. Govt. High School, Jhang                       

102. Govt. High School Cheena, Jhang                                              

103. Govt. Special Education Centre Shorkot, Jhang               

104. Govt. Institute For Slow Learner, Jhang                     

105. Govt. Model School Elementary,  Haberpur Rajanpur, Jhang  

Dera Ghazi Khan Division         

106. Govt. High School For Boys, Dera Ghazi Khan            

107. Govt. Special Education Centre, Kotchata, Dera Ghazi Khan            

108. Govt. Institute For Slow Learner, Dear Ghazi Khan                    

109. Govt. Deaf and Defective School, Rajanpur                   

110. Govt. High School For Hearing Impairment, Dera Ghazi khan                   

111. Govt. High School Boys, Dera Ghazi Khan                         

112. Govt. Secondary Elementary,  Ali pur, Muzafarghar                      

113. Govt. Secondary Elementary,  Tonsa, Dera Ghazi Khan                   

114. Govt. Special Education Centre, Kotjutha, Dera Ghazi Khan                

115. Govt. Special Education Centre, Fazalpur, Rajanpur           

116. Govt. Special Education Centre, Japur, Rajan pur             

117. Govt. Special Education Centre, Alipur                      



118. Govt. Middle School No. 3, Dera Ghazi Khan                        

119. Boys High School No.1, Dera Ghazi Khan                     

120. Boys Primary School Malli Wala, Dera Ghazi Khan                   

121. Boys High School, Garwala, (Dera)   

122. Girls Primary School  Fareedabad,  Dera Ghazi Khan               

123. Govt. Girls Primary School Saryani Sadar, Dera Ghazi Khan               

124. Primary School Walaywala, Dera Ghazi Khan                 

125. Community Model Middle School  Aliwala, Dera Ghazi Khan                  

126. Govt. Middle School Hajiwala Kamand, Dera Ghazi Khan              

127. Govt. Middle School Malkani Khurd, Dera Ghazi Khan                

128. Middle School Khalil Abad, Dera Ghazi Khan                                             

Gujranwala Division             

129. Govt. High School, Gujranwala                     

130. Primary School Boys Malkani Kalan, Gujranwala              

131. Desi Wala Boys Primary School, Gujranwala                     

132. Govt. Boys School Basti Hot, Gujranwala                    

133. Govt. Girls Primary School Dhonchwala, Gujranwala                  

134. Govt. Girls Primary School Muhammady wala, Gujranwala              

135. Govt. Girls Primary School Jhok Atrar, Gujranwala                  

136. Govt. Girls Primary School No.2 Kot chatha, Gujranwala             

137. Govt. Girls Primary School Ghos Abad, Gujranwala                   

138. Govt. Girls High School No. 2, Gujranwala 

139. Govt. Girls School Basti Bara Markaz, Gujranwala           

140. Govt. Deaf and Defective Hearing School, Gujranwala                 

141. Govt. Special Education Centre, Wazirabad                   



142. Govt. Institute For Slow Learner, Gujranwala                 

143. Govt. Special Education Centre, Kamoki                         

144. Govt. Institute For Blind, Gujranwala                  

145. Govt. Special Education Centre, Kamoki, Gujranwala           

146. Govt. Special Education Centre, Wazirabad                                   

147. Govt. Special Education Centre, Gujranwala                  

148. Workers welfare school, Gujranwala     

149. Govt. Primary School Dera biwala, Gujranwala         

150. Govt. Primary School, Gujranwala                   

151. Govt. Primary School Kamoki, Gujranwala                   

152. Workers welfare school Gujranwala     

153. Govt. Community Model Girls Primary School Harchoki, Kamoki, 

 Gujranwala           

154. Govt. Elementary School Saleh pur, Kamoki, Gujranwala            

155. Govt. Elementary School Haripur Kamoki, Gujranwala               

156. Govt. Girls Community Model School Haripur Kamoki, Gujranwala                 

157. Govt. Special Education Centre, Gujranwala                  

158. Govt. Deaf and Defective Hearing School, Gujranwala                 

159. Govt. Special  Education Centre (Mentally Retarded Children) Gilroad, 

 Gujranwala           

160. Govt. Special Education Centre  (Mentally Retarded Children) Gilroad, 

 Gujranwala          

161. Govt. Institute For Blind, Gujranwala                  

162. Govt. Special Education Centre Khiali Shahpur Town, Gujranwala     

163. Govt. Special Education Centre Kamoki ,Gujranwala                



164. Govt. Special Education Centre Aroop town, Gujranwala             

165. Govt. Higher Secondary School Boys, Gujranwala          

166. Workers welfare school, Gujranwala 

167. Govt. Primary School Kila Sikha Singh, Kamoki          

168. Govt. Elementary School  Harchoki kamoki, Gujranwala                 

169. Govt. Elementary School Rajbhal Kamoki, Gujranwala                   

170. Govt. Elementary School Nandpur Kamoki, Gujranwala        

171. Govt. High School Chindiala, Gujranwala               

172. Worker welfare Higher Secondary School, Gujranwala                   

173. Worker welfare Higher Secondary School boys, Gujranwala      

174. Municipal Corporation High School Ahmed pur sharqia, Gujranwala   

Bhawal Pur Division         

175. Govt. Special Education Centre Rahimyar khan  

176. Govt. School for Deaf Khanpur  

177. Govt. Special Education Centre Chishtian  

178. Govt. Special Education Centre, Bahawalpur                  

179. Govt. School for Deaf and Defective Hearing, Bahawalpur                                  

180. Govt. Special Education Centre Sadar, Bahawalpur            

181. Govt. Girls Primary School Chak No. 47/DB, Hasilpur                

182. Govt. Girls High School, 42 DB, Hasilpur                       

183. Govt. Special Education Centre Hasilpur  

184. Govt. Special Education Centre Khairpur  

185. Govt. High School satellite town, Bahawalpur       

186. Govt. High School, Bahawalpur                   

187. Govt. Higher Secondary School Boys, Bahawalpur                              



188. Govt. Institute For Slow Learner, Bahawalpur                                                      

189. Govt. Girls Higher Secondary School, Bahawalpur                 

190. Govt. Girls High School, Mahajar colony, Bahawalpur     

191. Govt. Girls Higher Secondary School, Fateh Khan  

192. Govt. Primary School Ck No. 56, Bahawalpur                    

193. Govt. Primary School Ck. No. 107BD, Bahawalpur     

194. Govt. High School 106 DB, Bahawalpur                       

195. Govt. Elementary School Chak. No. 47 DB, Bahawalpur                 

196. Govt. Higher Secondary School, Bahawalpur               

197. Govt. Deaf and Defective Hearing School, Bahawalpur                 

198. Govt. Special Education Centre Slow Learner, Bahawalpur                

199. Govt. High School, Ahmedpur, Bahawalpur                    

200. Govt. Girls High School, Bahawalpur                  

201. Govt. Boys High School, Bahawalpur                    

202. Govt. High School 6BC, Bahawalpur 

Sargodha Division          

203. Govt. High School, Bhalwal, Sargodha                      

204. Govt. Girls High School Chak No. 10 Bhalwal, Sargodha        

205. Govt. Girls High School Chak No. 55 Shumali, Sargodha        

206. Govt. Girls High School, Jahwrian Shahpur, Sargodha        

207. Govt. High School No.2, Sargodha                     

208. Govt. Jinnah High School, Sargodha                         

209. Govt. Higher Secondary, Sargodha                      

210. Govt. Public High School, Sargodha                    

211. PAF Govt. High School, Sargodha                      



212. Public Girls High School, Sargodha                         

213. Govt. Girls High School, Farooq Colony, Sargodha             

214. Govt. High School, Bhalwal, Sargodha                      

215. Govt. High School,  Shahpur Sadar, Khushaab                

216. Govt. High School No.1, Sargodha                     

217. Govt. High School Jahwarian, Sargodha                    

218. Govt. Special Education Centre, Silanwali, Sargodha                   

219. Govt. Special Education Centre, Shahpur Sadar, Khushab               

220. Govt. Special Education Centre, Darya Khan Bhakhar                                           

221. Govt. Special Education Centre, Khushab                     

222. Govt. Special Education Centre, Lalian, Sargodha                      

223. Govt. School For Blind, Iqbal Colony, Sargodha              

224. Govt. School For Deaf and Defective Hearing, Sargodha                       

225. Govt. School For Deaf, Johrabad                    

226. Govt. School For Deaf, Sargodha.                         

 

 

 

 

 

 

 

 



Appendix B 

List of experts for Validity of research Instrument 

 Instrument was distributed among the penal of experts consisted on following. 

The complete bio data of the experts are given in the appendix (B).  

7. Prof Dr. Nasir Ud Din, Department of Special Education, University of the 

Punjab, Lahore 

8. Dr. Tariq Mehmood Ch, IER, University of the Punjab, Lahore 

9. Dr. Samina Ashraf, Department of Special education, University of the 

Punjab, Lahore 

10. Dr. Amjad Waheed, Faculty of Social Sciences, University of Management 

and Technology, Lahore 

11. Dr. Mehmmod Hussain Awan, Dean Faculty of Education, Al-Khair 

University, Bhimber, Azad Kashmir 

12. Dr. Abdul Ghafoor Ch, Faculty of Education, Minhaj-ul-Quran University, 

Lahore   

13. Dr.Muhammas Naeem Mohsin, Associate Professor, Government College 

University, Faisalabad 

 

 

 

 

 

 



Appendix C 

List of Administrative Divisions of the Punjab Province 

Rawalpindi 

Gujranwala 

Sargodha 

Faisalabad 

Lahore 

Sahiwal 

Bahwalpur 

Dera Ghazi Khan 

 

 

 

 

 

 

 

 

 

 

 

 

 



Appendix D  

Instrument of the Study (English) 

Sr.# Statement S/A A N D/ A S/D. 

A 
1 Children with disabilities should be educated in 

regular classroom. 

① ② ③ ④ ⑤ 

2 Inclusive classroom is beneficial for children with 

and without disabilities.  

 

 

① ② ③ ④ ⑤ 

3 Children with disabilities learn more in inclusive 

classroom. 
① ② ③ ④ ⑤ 

4 To teach children with and without disabilities in 

same classroom is a difficult task for teachers. 

① ② ③ ④ ⑤ 

5 Inclusive education may be implemented in 

Pakistan. 
① ② ③ ④ ⑤ 

6 Inclusive education supports the belief of equality of 

mankind. 

① ② ③ ④ ⑤ 

7 Inclusive education affects teacher student 

interaction. 
① ② ③ ④ ⑤ 

8 Inclusive Education develops balanced personality 

of students with disabilities. 
① ② ③ ④ ⑤ 

9 Inclusive education develops healthy self-concept 

among students with disabilities. 
① ② ③ ④ ⑤ 

10 Inclusive education develops positive attitude 

towards school among students with and without 

disabilities. 

① ② ③ ④ ⑤ 

11 Inclusive education creates awareness among people 

without disabilities about disabilities and their needs. 

① ② ③ ④ ⑤ 

12 Inclusive education enhances educational 

achievement of Students without disabilities. 
① ② ③ ④ ⑤ 

13 The learning of students without disabilities is 

affected negatively due to Presence of students with 

disabilities in regular classroom. 

① ② ③ ④ ⑤ 

14 Inclusive education develops positive behaviors 

among students with and without disabilities. 
① ② ③ ④ ⑤ 



15 Inclusive education ultimately leads to social 

inclusion. 
① ② ③ ④ ⑤ 

16 Inclusive education develops social adjustment 

among students with disabilities. 

① ② ③ ④ ⑤ 

17 Inclusive education is a cost effective system of 

education. 
① ② ③ ④ ⑤ 

18 Inclusion of students with disabilities in regular 

classrooms requires comprehensive and clear 

legislation. 

① ② ③ ④ ⑤ 

19 Students with disabilities require additional help and 

support in inclusive classrooms. 
① ② ③ ④ ⑤ 

20 Teachers require specialized training for working in 

inclusive classrooms. 
① ② ③ ④ ⑤ 

21 Regular classroom teacher is responsible for 

education of students with disabilities placed in his 

classroom. 

① ② ③ ④ ⑤ 

22 Regular classroom teachers have reservations about 

the inclusion of students with disabilities in their 

classroom. 

① ② ③ ④ ⑤ 

23 Students with disabilities will not be labelled as 

disabled in inclusive classrooms. 
① ② ③ ④ ⑤ 

24 Presence of students with disabilities causes 

neglecting of students without disabilities by 

teachers.  

① ② ③ ④ ⑤ 

25 Adaptations in curriculum are required to include 

students with disabilities in regular classrooms 
① ② ③ ④ ⑤ 

26 Adaptations in Physical environment of regular 

schools are required to include students with  

disabilities  

① ② ③ ④ ⑤ 

27 Inclusive education increases social acceptance for 

persons with disabilities 
① ② ③ ④ ⑤ 



28 Communication problems are faced by teachers in 

inclusive classrooms. 
① ② ③ ④ ⑤ 

29 Students with disabilities can not cope up with 

students without disabilities in learning lessons 

taught in inclusive classroom. 

① ② ③ ④ ⑤ 

30 Presence of students with  disabilities in  inclusive 

classrooms causes discomfort for students without 

disabilities 

① ② ③ ④ ⑤ 

31 Teachers do not motivate students with disabilities to 

participate in inclusive classroom activities. 
① ② ③ ④ ⑤ 

32 Students with severe disabilities can not be included 

in the regular classroom. 
① ② ③ ④ ⑤ 

33 Adaptations in methods and techniques of 

assessment and evaluation are required for inclusive 

classroom. 

① ② ③ ④ ⑤ 

34 Inclusive education causes frustration among 

students with disabilities. 
① ② ③ ④ ⑤ 

 

 

 

 

 

 

 

 

 

 

 

 



Appendix E 

Instrument of the Study (Urdu) 

االسلاُم  علیکُم :-   معزز    جوابدہهدہ      

          (Inclusive Education) 

           انضمامی تععلک آج کل ایک بلن اللقوامی داچلپی کاحامل مو ضو 

راد معذور اور  اا بچوں کی ضروریات کو مّد  ع ہے۔ انضمامی تععلک سے مُم

نظر رکھتے ہوئے تماا بچوں کو اا سیواوں ملں ایک ہی کمرہ جما ت ملں 

 اا نصاب استعمال کرتے ہوئے اکٹھے تععلک وتربلت دیهاہے۔ اقواا متحد ہ 

سملت تما ا ممااک ملں انضمامی تععلک پربحث ومباحجے کے سا تھ سا تھ  

قا نون سا زی اور تحقلق بھی ہو رہی ہے۔  پاکلتان نے انضمامی تععلک کو 

نافذ کر نے کے بلن اللقوامی معاہدے پردستخط کر رکھے ہلں۔ اور پاکلتان 

اس معا ہدے پر مل کرنے کا پابهد ہے۔ پاکلتان ملں انضمامی تععلک  کے 

نفاذ کوممین اور کاملاب بهانےکے ائے اا او گوں کے ساتھ اساتذہ، سربراہاِن 

 اِدارہ اور پاالسی سازافراد کا کرداربہت اہک ہے 

     

          اسعئے اساتذہ، سربراہاِن اِدارہ اور پاالسی سازافراد کی رائے جانها بہت 

ضروری ہے۔ زیر نظر تحقلق بھی اسی سعلعے کی ایک کڑی ہے۔ اور آپ کو 

یقلن دللیا جاتا ہے کہ آپ کی ظرف سے فراہک کردہ مععومات کو  صلغئہ راز 

-ملں رکھا جائے گا اورصر ف تحقلقی مقاصد کے ائے استعمال کلاجائے گا  
        آپ کے تعاون کا شیریہ     

   

                                  آپ کا خلراندیش     

                     

                  ل ا ک

 



 جواب دہندہ کی ذاتی معلومات

 

 نام۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔ عمر  ۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔  تعلیم۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔

 پیشہ ورانہ تعلیم  ۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔پیشہ۔۔۔۔۔۔۔۔۔۔۔پیشہ ورانہ تجربہ سالوں میں۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔

/ ہا ں :-   معذور کے ساتھ ذاتی رشتہ داری۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔ کسی معذور کے ساتھ تعامل کاتجربہ

 نہیں  معذور کے ساتھ تعامل کی صور ت میں تجربہ سالوں میں۔۔۔۔۔۔۔۔۔۔۔۔۔

  ما ہانہ آمدن تقر یباً۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔

 مادری زبان۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔  جنر ۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔

  ادارہ کا نام اور پتہ ۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔

 ۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔

-------------------------------------------گھر کا پتہ  ۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔

--------------------------- 

 فون نمبر   ۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔۔

 

 



 سوالنامہ
براہ کرم نیچے دئیے گئے بیانات کو توجہ سے پڑھیں اور اپنی رائے کے اظہار کے لئے                   کا 

 نشان بیان کے سامنے دئیے گئے  متعلقہ خانے میں لگائیں۔

انتہائی 

غیر 

 متفق

معلوم  غیرمتفق

 نہیں

انتہائی  متفق

 متفق
نمبر  بیان  

 شمار

⑤ ④ ③ ② ① 
  معذور  بچو ں کو  عام بچوں کے ساتھ تعلیم 

 دینی چاہیے۔

1.  

⑤ ④ ③ ② ① 
      انضمامی تعلیم معذور اور عام بچوں کے  

 لیے مفید ہے۔

2.  

⑤ ④ ③ ② ① 
معذور بچے انضمامی کمرہ جماعت میں 

 زیادہ سیکھتے ہیں۔

3.  

⑤ ④ ③ ② ① 
معذور اور نارمل بچوں کو ایک ساتھ تعلیم 

 دینے میں اساتذہ کو مصکل پیش آتی ہے۔

4.  

⑤ ④ ③ ② ① 
پاکستان میں انضمامی تعلیم لاگو کی جا 

 سکتی ہے۔

5.  

⑤ ④ ③ ② ① 
انضمامی تعلیم انسانی برابری کےعقیدے کی 

 تائید کرتی ہے۔

6.  

⑤ ④ ③ ② ① 
انضمامی تعلیم اساتذہ اور طلبہ کے باہمی 

 تعامل کو متاثر کر تی ہے۔

7.  

⑤ ④ ③ ② ① 
انضمامی تعلیم معذور بچوں کی شخصیت 

 کی  متناسب  نصوونما کر تی ہے۔

8.  

⑤ ④ ③ ② ① 
انضمامی تعلیم طلبہ کے سکول کی طر ف 

 رجحان میں مثبت تبدیلی پیدا کرتی ہے۔

9.  

⑤ ④ ③ ② ① 
انضمامی تعلیم معذور طلبہ میں مثبت 

 تصّوِر ذات کو پروان چڑھاتی ہے۔

10.  

⑤ ④ ③ ② ① 
انضمامی تعلیم عام لوگوں کو معذوریوں اور 

 ُان کی ضروریات کے متعلق آگاہی فراہم کرتی 

 ہے۔

11.  

⑤ ④ ③ ② ① 
انضمامی تعلیم عام بچوں کی تعلیمی 

 کارکردگی بڑھاتی ہے۔

12.  



⑤ ④ ③ ② ① 
معذور بچوں کی وجہ سے عام بچوں کے تعلّم 

 پر بُرے اثرات پڑتے ہیں۔

13.  

⑤ ④ ③ ② ① 
انضمامی تعلیم تمام طلبہ کے اندر مثبت 

 پیدا کرتی ہے۔
ّ
 رویے

14.  

⑤ ④ ③ ② ① 
انضمامی تعلیم میں عام بچے نظر انداز ہو 

 جاتے ہیں ۔

15.  

⑤ ④ ③ ② ① 
انضمامی تعلیم معذور افراد کی قبولیت میں 

 اضا فہ کرتی ہے۔

16.  

⑤ ④ ③ ② ① 
انضمامی تعلیم آخر کار سماجی انضمام کی 

 طرف لے جاتی ہے۔

17.  

⑤ ④ ③ ② ① 
انضمامی تعلیم بچوں میں سماجی مطابقت 

 پیدا کرتی ہے۔

18.  

  .19 انضمامی تعلیم ایک کم خرچ نظام ہے۔ ① ② ③ ④ ⑤

⑤ ④ ③ ② ① 
معذور بچوں کو عام سکولوں میں تعلیم دینے 

  کے لیے واضع قانون سازی کی ضرورت ہے۔

20.  

⑤ ④ ③ ② ① 
انضمامی تعلیم میں معذور بچوں کو اضا فی 

 مدد اور سہا رے کی ضرورت ہوتی ہے۔ 

21.  

⑤ ④ ③ ② ① 
  انضمامی کمرہء جما عت میں معذور بچوں 

کو پڑھانے کے لیے اسا تذہ کو  خصوصی  

 تدریسی تربیت کی ضرورت ہے۔ 

22.  

⑤ ④ ③ ② ① 
انضمامی تعلیم میں عام سکول  ٹیچر  معذور 

 بچوں کی تعلیم و تربیت کا ذمہ دار ہے۔

23.  

⑤ ④ ③ ② ① 
عام سکول  ٹیچر ز انضمامی تعلیم کے حوالے 

 سے شکوک و شبہات رکھتے ہیں۔

24.  

⑤ ④ ③ ② ① 
انضمامی تعلیم میں معذور بچوں کو 

معذوریوں کے حوالے سےشناخت نہیں دی جاتی 

 ہے۔

25.  

⑤ ④ ③ ② ① 
 مروجہ نصاب انضمامی تعلیم میں معذور 

بچوں کی  تعلیمی  ضروریات کو پورا کرنےکی 

 صلاحیت رکھتا ہے۔

26.  



 

 

 

⑤ ④ ③ ② ① 
  موجودہ عمارتی ڈھانچہ معذور بچوں کو 

 عام سکول  میں تعلیم دینے کے لیے کافی ہے۔

27.  

⑤ ④ ③ ② ① 
انضمامی تعلیم میں استا د اور طلبہ کے 

 درمیان ابلاغی مسائل پیدا ہوتے ہیں۔

28.  

⑤ ④ ③ ② ① 
معذور بچے انضمامی کمرہ جماعت میں 

اسباق کو سیکھنے کے عمل میں عام بچو ں کا 

 سا تھ نہیں دے سکتے ۔ 

29.  

⑤ ④ ③ ② ① 
انضمامی تعلیم معذور بچوں میں اضطراب 

 پیدا کرتی ہے۔

30.  

⑤ ④ ③ ② ① 
انضمامی تعلیم عام بچوں کے لیے بے آرامی 

 کا سبب بنتی ہے۔

31.  

⑤ ④ ③ ② ① 
انضمامی  نظام تعلیم  معذور بچوں کو 

تعلیمی سرگرمیوں میں شامل ہونے کے مواقع 

 فراہم کرتا ہے۔

32.  

  شدیدقسم کی معذوریوں کے ساتھ بچوں کو  ① ② ③ ④ ⑤

انضمامی کمرہ جماعت میں تعلیم دی جا 

 سکتی ہے۔

33.  

⑤ ④ ③ ② ① 
انضمامی نظام تعلیم میں تعلیمی جائزے کے 

  مر ّوجہ طریقے استعمال کیےجا سکتے ہیں۔

34.  


