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Abstract 

Bangladesh is a multicultural country where people of different religions, castes, and ethnic 

backgrounds live. In an inclusive system, students with disabilities receive education in the 

same setting. In the context of Bangladesh, inclusive education (IE) is urgent because it 

has been playing a vital role in the development of primary education. Currently, 20 

million children are in primary schools across the country, an achievement made possible 

through the rollout of inclusive education. Inclusive education has been internationally 

recognized as the most proficient system where teachers are grassroots actors in 

implementing inclusive pedagogy with the aim of ensuring full participation of all learners 

in the classroom. 

This study has shown that rural government primary school teachers’ attitudes toward 

inclusive education. Teachers’ positive attitudes are essential for the effective 

implementation of inclusive education (IE). Therefore, the core objective of this study was 

to explore teachers’ perceptions about inclusive education and its implementation with a 

view to ensuring education for all. Based on the core research question, it addresses three 

exploratory research questions, focusing on knowledge, understanding, and teachers’ 

support of IE. 

This study is qualitative in nature. The population of this study consists of all government 

primary school teachers working in rural areas, and selected head teachers, assistant 

teachers, and guardians are the sample. Data were gathered using semi-structured 

interviews and focus group discussions (FGDs), considering ethical issues, and analyzed 

using a thematic approach. 
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The findings demonstrate a mixed picture of teachers’ attitudes. Primary school head 

teachers have mid-level knowledge and understanding, and support with a positive attitude. 

On the other hand, assistant teachers have training-based lower-level knowledge and 

insight, experience-based understanding, practical engagement, and a diverse attitude 

towards inclusive education. Both kinds of teachers showed some challenges, such as poor 

infrastructure, absence of teaching materials, and lack of trained teachers for special needs 

students, financial constraints, political interference, and students migrating towards 

Noorani Madrasahs. 

The participants gave some suggestions to improve the implementation of inclusive 

education. A few areas must be prioritized, including strengthening teacher training, 

enhancing accessibility of infrastructure and resources, improving community and parental 

participation, government and NGO collaboration, and focusing on quality education and 

religious education. The head teachers and assistant teachers perceive inclusive education 

as teaching students of different religions, socio-economic status, and ability groups in the 

same classroom. Implementing inclusive education enjoys strong support from teachers, 

who believe it helps minimize discrimination, foster social harmony, and promote the 

holistic development of students. 
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Chapter I 

Introduction 

 

1.1 Overview 

Education is the backbone of a nation. It shapes the future of a nation, making equal 

education for every single child. It promotes prosperity, self-preservation, and knowledge 

that teaches us about social behavior, respect for oneself, strength, and character 

(Bhardwaj, 2016). In many nations, including Bangladesh, inclusive education, which 

strengthens teaching all children in the same classroom regardless of circumstances, 

potential, or socioeconomic condition, has grown in significance. To put it simply, 

inclusive education is a declaration of everyone’s inherent right to receive an education 

and not be left out. Since many groups of people do not actually have access to this right, 

important international instruments and development agreements have clarified what it 

means to have access to education rights (Lewis & Stubbs, 2008). 

 

Many policies have been initiated by the government to encourage inclusive practice in 

primary schools. In rural government primary schools, teachers play a pivotal role in the 

successful implementation of inclusive education since they experience different 

classroom contexts and lived experiences (Malak et al., 2013). As teachers’ perceptions are 

central to the opportunities and obstacles experienced in providing an inclusive education 

for all children. It is necessary that these are known. 
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1.2 Background of the Study 

Education is one of the greatest inventions in the history of mankind. Nevertheless, it was 

not discovered overnight. There has been a visible change in the concept of education in 

the light of human society. Education enables us to learn about our world and make it 

better. It offers a new way of seeing the world (Bhardwaj, 2016). Inclusive education is a 

very recent and powerful concept in the 21st century. The main message of inclusive 

education is that all children have an equal right to education. There is no class 

discrimination here (Herra-Seda et al., 2025) 

 

Inclusive education is a contemporary trend that numerous international organizations ad

vocating for the education of individuals with disabilities want to advance within diverse 

educational systems globally (Mahesh, 2023). The concept of inclusive education was first 

introduced in 1994 at the United Nations Conference on Special Needs Education held in 

Salamanca (UNESCO, 1994). This idea of integrated education is compatible with the 

basic spirit of the constitution of Bangladesh, and its wave has hit Bangladesh as well. 

Articles 15, 17, 19, 28, and 29 of the Bangladesh Constitution fully support the concept of 

inclusive education as these articles guarantee fundamental rights, education, and equal 

opportunity to all citizens of Bangladesh (Constitution of Bangladesh, 1972).  

 

The government formulated the National Education Policy-2010 in the light of integrated 

education to include all children in the mainstream education of the country. It has been 

said here that disabled children, indigenous children, street children, abandoned children, 

unidentified children, and refugee children should all be given the same quality of 
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education in the same classroom (MoE, 2010). In light of the National Education Policy-

2010, the National Curriculum 2012 has also been framed in the spirit of integrated 

education ( MoE, 2012). The concept and practice of inclusive education (IE) is one in 

which is all children, irrespective of their background or learning profile are offered 

equitable opportunities for access to learn together within regular schools. IE is concerned 

with diversity and individual difference and promotes a sense of belonging for all learners 

(Aniscow, 2020). 

 

1.3 Problem Statement 

 The bulk of the population in Bangladesh resides in rural areas. According to Molly 

Moore (2020), around 63.37% of people live in rural areas in Bangladesh. On the other 

hand, 70.29 percent of the population in Bangladesh was rural in 2009 (Moore, 2020). We 

should bring all of them into our education for an inclusive approach. Inclusive education 

(IE) is at an early stage of development in Bangladesh. In response to international policies 

and declarations over the past two decades (UNESCO, 1990; UNESCO, 1994; UNESCO, 

2000), IE reform in Bangladesh has enacted several national policies and developed several 

professional development initiatives (Mullick et al., 2012). 

Primary education is typically the first stage of formal and basic education. It is impossible 

to create an opportunity for giving basic education to all children of society separately. 

However, inclusive education programs offer opportunities for all children. Vaidya & 

Zaslavsky (2000) state that a segregated education is not equal, and research shows that 

typical children and children with disabilities learn as much or more in inclusive classes. 

Therefore Primary school can play an important role in ensuring Education for All (EFA) 
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with the help of an inclusive education system. This system is now followed worldwide. 

Haskell (2000) concluded that teachers are perceived as an integral component in the 

implementation of Inclusive Education. Hammond & Ingalls (2003) observed that research 

communicates that teachers’ perceptions are the key to the success of inclusive programs. 

Therefore the researcher curiosity was high to know Bangladeshi primary teachers’ 

perception about inclusive education, especially in rural areas. Because many children in 

rural areas are out of school and lack an inclusive attitude, mainly disadvantaged and 

disabled children are affected. The researcher wanted to explore the current knowledge, 

attitude, and practice of teachers about inclusion. This study aimed to investigate the 

present viewpoint of teachers about inclusive education in the Chattogram division. 

 

1.4 Main Research Question 

The research focused a principle question is-  

How do rural government school teachers perceive inclusive education and its 

implementation?  

The specific research questions followed the principle question that are given below:  

a. What do teachers know about inclusive education?  

b. What are teachers' understandings of inclusive education? 

c. How do teachers support inclusive education? 

 

1.5 Significance of the Study 

This study will have important consequences for policymakers, educators, teacher-training 

institutions, and NGOs. Findings from this study will help inform better policies and 

programs to enhance inclusive practices by understanding teachers’ perceptions about 
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inclusion in rural primary schools of Bangladesh. It will also provide important evidence 

of the challenges and supports required for the successful implementation of inclusive 

education for children with disabilities in rural areas, which will benefit teachers on the 

ground as they improve students’ learning outcomes. Furthermore, the research will be a 

building block for further work in this area, on both national and international levels, and 

contribute to the international debate on inclusive education in low-resourced contexts. 

Many studies had been conducted on this issue abroad. Similarly, research on inclusive 

education in Bangladesh had also been conducted. But it was not raised in previous 

literature that much research had been conducted in Bangladesh, especially in rural areas. 

About three percent of the population in Bangladesh lives with disability (Rahman et al, 

2023). Besides, Child Sight Foundation (CSF) had been conducting a study since 2008 on 

childhood disability in Bangladesh. The study revealed that about two percent of children 

are living with a severe form of disability in Bangladesh. There was an extreme lack of 

support for these children, and most of them were excluded from mainstream education. 

Besides, the disadvantaged and special children are not few in Bangladesh. It has been 

known from research that the special children in India were so large, their problems were 

so complex, available resources were so scarce, and social attitudes so damaging, it was 

only legislation which could eventually bring about a substantial change in a uniform 

manner. Therefore it was necessary to investigate what our primary education department 

was thinking about inclusive education, especially the primary school teachers’ viewpoints.  

 

However, this study was conducted to know teachers’ perceptions. The importance of 

inclusive education was stated in the Salamanka Conference, which stated, “Schools should 
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accommodate all children regardless of their physical, intellectual, social, emotional, 

linguistic, or other conditions. This should include disabled and gifted children, street and 

working children, children from remote or nomadic populations, children from linguistic, 

ethnic, or cultural minorities, and children from other disadvantaged or marginalized areas 

or groups’’ (Das, 2022). 

 

The necessity of IE was also stated in SDGs. Special education challenged children are 

those who are blind, deaf, and dumb, and physically and mentally handicapped. These 

children are categorized as mildly, semi, and acutely handicapped according to the degree 

of their disabilities. Education for the handicapped depends on their types and degrees 

of challenges. With the adoption of some necessary measures, many of them can be 

inducted into mainstream education. However, special education was provided for those 

acutely handicapped children who cannot be enrolled in the general school system. The 

policy was specially designed for them. National Education Policy 2010 stated that the 

aims and objectives of special education were as follows: 

 • Steps were taken to include the handicapped in mainstream education.  

 • Special education was provided to the acutely handicapped children who cannot fulfil 

the demands of daily life due to their physical or mental disabilities. (MoE, 2010). 

Above all statements, emphasis on the implementation of inclusive education. The teacher 

is the major implementer of inclusive education. If teachers do not have proper knowledge 

and awareness about inclusive education or have a negative attitude towards IE, we will 

fail to confront the challenges of the 21st century. The researcher was determined to 

examine the perception of teachers for the purpose of including all children because 
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teachers can play an important role in implementing inclusive education in primary school. 

It was needed to know what the teachers of government primary schools think and be aware 

of implementing inclusive education. Therefore research should be conducted on this issue. 

Because-  

 It is helpful to understand the current status and knowledge of primary inclusive 

education in rural areas. 

 It is necessary to understand teachers' views and attitudes in rural areas. 

 It is helpful to remove the negative attitude of teachers towards inclusive education. 

 It helps to create an environment for enrolling the disadvantaged and disabled children 

of our society. 

 It provides a suggestion and awareness to a higher authority to take proper steps 

 

 This particular study in Bangladesh would definitely give the government policy-makers 

an insight into the status quo and predictors of attitudes of government primary school 

teachers towards inclusive education. Realizing the above fact, the present study was 

conducted on government primary school teachers and assessed their attitudes towards 

implementing inclusive education practices. I reviewed the predictors of these teachers' 

attitudes in terms of Bangladesh. And hence, signified to achieve the target segments of 

SDG 04. 

 

1.6 Research Study 

The present research focused on the perceptions of head teachers and assistant teachers 

about the practice of inclusive education at the government rural primary schools of 
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Bangladesh. As pointed out by Ahsan and Mullick (2013), Inclusive education is part of 

national policy and curriculum reform, but its implementation is inconsistent, particularly 

in rural areas.  Because they see the daily realities of classrooms where students of all 

religions, socioeconomic origins, and ability levels come together, teachers' voices are 

critical (Forlin & Loreman, 2014). Due in significant part to professional training programs 

like the Diploma in Education (DPEd) or URC-based training, teachers frequently view 

inclusive education as a type of "partial knowledge" (Ainscow et al., 2006). The ironic 

sound of it is echoed and reinforced by the actualities of diverse classrooms, where Hindu 

students sit next to Muslim and Christian pupils, as well as with children who find 

themselves on the street or among those with disabilities. Inclusive education, according 

to literature, has been described positively by teachers because it promotes equality, builds 

tolerance, and reduces discrimination (Sharma et al., 2008). The research points to some 

significant issues for getting everyone educated in rural spaces. Kids drop out occasionally 

for religious schools, and there is not enough money, the buildings are bad, politics 

intervenes, and parents do not get it. The COVID mess made all this worse, so fewer kids 

signed up, and it was harder to learn (United Nations, 2021). When times are tough, 

teachers do their best to fix things by going to visit homes, having meetings with parents, 

and teaming up with charities and local leaders. The statement seems to suggest that for 

the initiative to be truly inclusive, more support from the government is needed. This 

support should focus on providing better-trained teachers and ensuring that the buildings 

or facilities are functional. In other words, to include everyone adequately, both the quality 

of education (through well-trained teachers) and the physical infrastructure (Ahsan & 

Sharma, 2018). 
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1.7 Organization of the Study 

This study consists of six chapters. The introductory part in chapter one is focused mainly 

on the level of background and rationale, purpose of the study, and the research question. 

The second chapter tackles a review of the related literature to identify the gap in the 

research and also to steer the study. The research methodology for accomplishing the 

objectives of this study is explained in chapter three. Chapter four thematically analyses 

the data gathered and presents the findings, results, and their implications. In chapter five, 

the significant findings and discussions are presented. Finally, chapter six presents 

recommendations and conclusion. 

 

Table 1.1 

Chapter Description 

Chapter 

No. 

Chapter Title Description 

Chapter 01 Introduction  Background 

 Problem Statement 

 Research questions 

 Significance and 

 Research Study 

 Organizations 

Chapter 02 Review of the 

Related Literature 

 Concept of IE 

 Philosophy 

 Policy, guideline, and curriculum 

 Approaches and Strategies 

 Education Policy 

 Teacher training 

 Parental Perception 

 Educators’ Attitude 

 International Aspect 

 Current Situation 
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 Dakar Framework 

 Barriers and Challenges 

Chapter 03 Methodology  Nature of the study 

 Population 

 Area 

 Sample and Sampling 

 Data Collection Procedures 

 Coding Sheet 

 Limitations and Ethical Considerations 

 Timeline 

Chapter 04 Data Analysis and 

Findings 

 Introduction 

 Analysis of Demographic Information 

 Description of Analysis and Findings 

Chapter 05 Discussion  Teachers’ Knowledge 

 Teachers’ Understandings 

 Teachers’ Support 

 Parental Involvement 

 Different Challenges 

Chapter 06 Conclusion  Recommendations 

 Major Findings 

 Reflection of Research Scope 

 Further Investigation 

 

1.8 Scope and Limitations of the Study 

 This study investigated the views of teachers towards the implementation of inclusive 

education in rural government primary schools of two selected districts in Bangladesh. The 

paper emphasized the primary teachers’ knowledge, attitude, ideas, difficulties, as well as 

the support and strategies that were employed in an inclusive classroom. There were eight 

administrative divisions, but this study was only one division, namely Chattogram. Just 

two districts were selected out of sixty-four districts. The study was kept limited to only 

six primary schools, thirty-four teachers, and eighteen guardians. Therefore, the result of 

this research may not be treated as a generalized picture of the whole of Bangladesh. 

According to Creswell (2012), study limitations were the flaws or restrictions that the 
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researcher found while doing his investigation. These restrictions result from 

methodological decisions or flaws in the design that affected how the results were 

interpreted. Results of the study may be influenced by constraints due to a limited supply 

of such as design features or specialized methodological procedures. It purports to explore 

rural government primary school teachers’ perceptions towards their preparedness and 

professional development opportunities in the area of inclusive education in the context of 

Bangladesh (Mullick et al., 2012). The analysis incorporated teacher support programs, 

access to resources, and continuing support strategies.   

1.9 Definitions of Key Terms 

The table presents the definitions of key terms used in this study to ensure clarity and 

consistency in interpretation. 

 

Table 1.2 

Definitions of Key Terms 

Term Definition 

Inclusive Education A teaching approach that ensures all children-

regardless of physical, intellectual, emotional, 

social, linguistic, or other conditions- learn 

together in the same classrooms. It emphasizes 

equal access to quality education and the removal 

of barriers that prevent participation and 

learning. 

Teachers’ Perceptions The beliefs, attitudes, understandings, and 

experiences teachers hold regarding inclusive 

education. This incorporates the way teachers 

perceive their role, responsibility, preparedness 

and barriers they experience in using inclusive 

practices. 

Implementation How inclusive education policies and practices 

become implemented at the school level. This 

will apply to everything from tailored learning 

resources and methodologies, to classroom 

discipline, assessment tools and support services. 
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Rural Areas Under-developed regions who are deprived of 

recourses, infrastructure and professional 

growth. In this paper rural areas are defined as 

villages or very remote parts of Bangladesh, 

areas where government primary schools are 

found. 

Students with Special 

Educational Needs (SEN) 

Children who require additional support due to 

physical disabilities, cognitive impairments, 

learning difficulties, sensory challenges, or 

social/emotional difficulties to access and 

benefit from education on an equal basis with 

others. 

 

Barriers to Inclusion Any physical, attitudinal, instructional, or 

systemic obstacles that prevent students with 

diverse needs from fully participating in 

mainstream education settings. These may 

include a lack of teacher training, inadequate 

resources, or negative social attitudes. 

 

Support Systems Resources and services are provided to teachers 

and students to facilitate inclusive education. 

This includes teacher training, classroom 

assistants, learning materials, counseling 

services, and policy guidance. 

 

Government Primary School A government primary school is an educational 

institution funded and managed by the 

government, providing primary education to 

children, typically from ages 6 to 11. It aims to 

offer free or affordable education to all students, 

ensuring basic literacy and numeracy skills. 
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Chapter II 

Review of the Related Literature 

 

2.1 Introduction 

This chapter deals with the review of related literature, which presents the analysis of past 

published research as well as published materials related to the research topic. Previous 

literature assisted the researcher to understand and gain knowledge about his problem 

deeply. In this chapter, the researcher ask to himself about different aspects of inclusive 

education to explore the gap between existing literature and current study which are  

Concept of inclusive education and target group, philosophy of inclusive education, policy, 

guidelines, and curriculum on inclusive education, approaches to inclusive education, 

strategies for inclusive education, education policy 2010 and inclusive education, 

importance of inclusive education, teacher training for inclusive education, parental 

perception of inclusive education, educators' attitudes about inclusive education, 

international aspect of inclusive education, current situation of inclusive education, effects 

of inclusive education, affecting factors on teachers’ attitude toward inclusive education. 

Dakar framework: the Dakar framework for action, framework for action on special needs 

education, barriers and challenges of implementing inclusive education etc. 

  

2.2 Concept of Inclusive Education and Its Target Group 

Inclusive education is a system where all kinds of learners study together such as abled, 

disabled, poor, rich, advantaged and disadvantaged children. It is a process of ensuring all 

school-age children and youth learn together in the same general education classes and 
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schools as welcomed and accepted members of their community, rather than have they 

segregated based on ability. 

 

 In essence, inclusive education is the act of offering educational and auxiliary services to 

children with special needs in an inclusive school context (John, 2020). It aims to supply 

equal opportunities for all students by reducing barriers to learning and engagement. The 

main principles of inclusive education state that every kid has the right to an education in 

a mainstream setting. Appreciating diversity among students. Tuning the climate, 

curriculum, and instructional methods to meet each student's needs. Maximizing the ability 

of all students to be actively engaged in the educational process. Promotes inclusive 

practices by engaging educators, parents, communities and policy-makers. 

 

Figure 2.1: Groups of Children and Persons Identifying with Inclusive Education 

(Doncheva et al., 2024) 
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Inclusive education caters for the following categories of learners: Children with 

Disabilities (Physical, intellectual, sensory or developmental disabilities), Children with 

Learning Difficulties (Dyslexia, ADHD etc.), Children from Marginalized Communities 

(Ethnic minorities, refugees and indigenous groups), Economically Disadvantaged 

Children (Children from low-income families), Gifted and Talented Children (Who require 

differentiated teaching approaches to engage them in learning process), Children with 

Different Language Backgrounds (Non-native speakers up migrants' children), 

Psychosocially-Disabled Students (Trauma or behavioral issues). The goal of inclusive 

education is for all students to feel that they are valued, accepted, and supported within 

the learning environment, enabling them to reach their full potential in a space that is 

welcoming and responsive (Sharma & Gill, 2024). 

 

2.3 Philosophical Foundation of Inclusive Education 

Inclusive education is the practice of teaching children with special needs in the same 

classroom as regular students, following the same curriculum. It is a method through which 

all children, regardless of religion, caste, rich, poor, boys and girls, disabled, non-disabled, 

gender, intelligence, physical differences, mental diversity, ability, faith, and values, are 

provided with quality education together in the same environment by the same teacher 

(Holmberg et al., 2016). It is an education system where children with mild to moderate 

disabilities are taught in the same. The principles that integrated education adheres to 

include: There should be no discrimination among students, there should be equal 

opportunities for education for all, the school environment should be conducive to the 

students, it should be fruitful for all, everyone should benefit, the students' perspectives 
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should be welcomed, personal differences are not a weakness of a student but rather a 

strength and diversity, new methods of teaching and learning can emerge, it will help meet 

the multifaceted learning needs of the child, and the educational program structure should 

be dynamic (Kaur & Arora, 2014). Philosophical foundations of inclusive education are: 

 Every child has the right to education. This is a fundamental right, and the state 

and all its related organizations are internationally committed to protecting this 

right. 

 Every child is different. One kid will be in some way different from another just 

by being born. Thus, they have different needs, likes and dislikes, interests, 

feelings, emotions, perception, and learning. This is not a problem; it is the human 

race. 

 All children can learn. The truth is, kids learn differently, but there are no children 

who can’t learn. Some get up to speed, others take a little longer. Moreover, 

children learn what they need to. What matters is not the child’s capacity to learn 

but the system of learning. 

 Each child's right to admission in a school near his or her place of residence. 

Assigning children to different schools on the basis of their characteristics is a right 

belonging to all humankind. 

In this sense, each school should be ready to cater to diversity and provide for all 

children (Fisher et al., 1998). 

This research was conducted to know the philosophy and attitude of teachers. 
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2.4 Policy, Guidelines, and Curriculum on Inclusive Education 

National Education Policy 2010 took a major step towards inclusive education when it 

talked of mainstreaming the disabled children in regular schools. It called for the training 

of at least one teacher in every school to help children with disabilities. The use of purpose-

built facilities and resources for different impairments. Realizing the importance of a 

demand-driven education. However, NEP 2010 has been criticized for focusing on 

inclusion, while a medical model of disability is often the basis of the policy, and it does 

not have detailed plans to fully integrate. The Government of Bangladesh guarantees free 

and compulsory education for all children under the Constitution of Bangladesh, 1972 

(Article 17). Bangladesh is a signatory to the international conventions, for instance, the 

UN Convention on the Rights of Persons with Disabilities (CRPD) and the Rights of the 

Child, illustrating its pledge toward inclusive education. Curriculum and Education 

Programs like Primary Education Development (PEDP II, III, and IV) are targeted at 

improving the quality of primary education in particular aspects to include all learners, 

such as:- Inclusion of children with disabilities into regular classrooms. Teacher training 

on inclusion pedagogies. Designing curricula and learning materials for diversity. 

Teaching Quality Improvement in Secondary Education Project (TQI-SEP) is another 

project targeted towards secondary level by imparting training to teachers of a varied kind. 

Fostering social inclusion in the classroom. Technical education, vocational education. In 

recent years, the Ministry of Education has introduced a training program that is based on 

the contractor system. Introduction of issues related to gender diversity and rights, and 

results-oriented monitoring. Malak et al., (2013) united valuable information in a table 

about national and international policies that are following: 
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Table 2.1 

Policy Pathway Bangladesh and International (Source: Malak et al., 2013) 

Year Policy Name Policy Type 

2010 National Education Policy 2010 National Policy 

2006 UN Convention on the Rights of Disabled International Policy 

2001 Bangladesh Disability Welfare Act National Policy 

2000 Dakar Framework for Action International Policy 

1995 National Policy for the Disabled National Policy 

1994 Salamanca Declaration International Policy 

1990 Compulsory Primary Education Act National Policy 

1989 Convention on the Rights of Children International Policy 

 

 

2.5 Approaches to Inclusive Education 

Mugambi (2017) stated a formalized model of inclusive education based on rights, 

requiring that all children, especially children with disabilities, have access to quality 

education on an equal basis with others. It calls for accountability of both governments and 

donors to develop education systems that are accessible to every child, enabling full 

participation and social inclusion. Another one is multicultural education: Aims to 

promote cultural pluralism by identifying and valuing different races and cultures and 

supports the elimination of prejudice and oppression. The practice of inclusive teaching 

approaches incorporating diverse content(s), encouraging positive intergroup attitudes and 

equal opportunities for students. 
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2.6 Strategies for Inclusive Education 

Innovative solutions that may be easily tailored to each person’s unique skills are offered 

by inclusive educational strategies, which also take into consideration students' preferred 

learning and communication styles as well as other particular demands in higher education 

(Brackenreed, 2011). The success of inclusive education must be founded on a broad 

package of measures to make learning accessible and equitable for all, regardless of 

special needs or social origin. The first point is the importance of ongoing teacher 

professional learning, so that teachers are equipped with an understanding of diverse 

learning needs, inclusive pedagogies, and how to differentiate. Secondly, curriculum 

adaptation allows students to participate meaningfully. Third, using assistive technology 

and other learning supports can facilitate participation by removing barriers.  Fourth, 

frameworks like Universal Design for Learning (UDL) can be used to prepare for learners 

at different levels, instead of just responding to the needs of learners as they come. Fifth, 

Individualized through an IEP or based on needs. Sixth, Encourages collaborative learning 

and assistance among peers. Cooperative learning and peer support are mutually 

beneficial; students gain both academically and socially from their interdependence. 

Seventh, getting parents, communities, and policy makers involved turns inclusion into 

more than a classroom phenomenon. Eighth, greater transparency and accountability for 

inclusion programs are needed so there can be corrections to improve effectiveness. Ninth, 

creating a sense of belonging in your classroom by respecting diversity and listening to 

your students can help promote emotional and social inclusion. Tenth, make school 

infrastructure and physical environment accessible so students are able to move, interact, 

and participate barrier-free. Application of these strategies, considering challenges such as 
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limited resources or educator formation, is known to increase inclusive education access, 

quality, and outcomes (Thousand, 2007).S 

 

2.7 Education Policy 2010 and Inclusive Education 

The National Education Policy (NEP) 2010 of Bangladesh was the first policy that clearly 

expressed a commitment to inclusive education with specific reference to reaching out to 

all children for access and equity, including children with disabilities, ethnic minorities, 

and disadvantaged groups (Ministry of Education, 2010). The policy focused on 

mainstreaming students into regular schools, increasing teacher training, and providing 

equitable access. Research has shown that there was relatively high promotion of 

awareness and policy visibility of inclusive education during the NEP-2010 (Malak, 

2013). It also affected other interventions such as the Rights and Protection of Persons with 

Disabilities Act (2013) and Primary Education Development Programme (PEDP), which 

sought to operationalize policy. But studies suggest that policies and implementation often 

differ. Experts stress ambiguous definitions of inclusiveness, lack of teacher preparedness, 

insufficient infrastructure, and weak monitoring (Ahmmed & Mullick, 2013). Enrollment 

has become better, but meaningful participation of children with disabilities in regular 

classrooms is still low (IDS/Inclusive Futures, 2020). In sum, NEP-2010 was a milestone 

in grappling with the notion of inclusive education within the context of a developing 

country but effective implementation would necessitate continued investment in teacher 

training, appropriate infrastructure, as well as stronger policy practice coordination. 
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2.8 Needs for Inclusive Education 

Inclusive education recognizes that children will have varying learning styles and be at 

different developmental levels. It contributes to break the cycle of poverty and exclusion. 

Inspiring others around them locally to value and recognize diversity and introduce it on a 

wider level through inclusive education, both at school and in the community. Therefore 

it has a positive effect on the school culture of respect and membership. It gives power to 

the education structures, systems, and various approaches that serve all students. It focuses 

on raising the quality of education for all. In this sense, it can act to fight discrimination. 

It works on individual goals while being part of the classroom life with other kids their 

own age. It is an ongoing and gradual process, and it is a part of a larger practice for 

creating an inclusive society (Kour & Chirotra, 2018). Inclusive education is a critical 

method as it guarantees equality and rights to education for all children. It shatters the age-

old discriminatory framework in our society. In this schooling, children with disabilities 

and kids from disadvantaged castes and tribes learn alongside typical children. Thus, they 

can educate themselves and respect each other. This is the basis for building a non-

discriminatory and inclusive social system. Currently, a large number of children, 

including children with disabilities, are out of school in Bangladesh. Overall development 

is not possible by keeping these children out of education. Only integrated education can 

bring all children in the country, including children with disabilities, under the ambit of the 

right to education. The Education for All movement is a global and constitutional right. It 

is possible to ensure universal education by implementing inclusive education at the field 

level. Inclusive education is important for four main reasons: a) According to the 

Constitution, no citizen can be discriminated against. If inclusive education is introduced, 
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there will be no discrimination against children. b) For the commitment to the declaration 

of ensuring a quality basic education system at the International Conference on Education. 

c) Ensuring education for all children according to the National Education Policy 2010. d) 

Ensuring an equity-based education system according to the SDGs. 

 

2.9 Teacher Training for Inclusive Education 

Training efforts begin with each participant identifying a circumstance or pedagogical issue 

that has taken center stage during their training placement at the designated school (Linares 

et al., 2016). Teachers are having fun with inclusive education training in the guise of 

games, with demonstrations, writing, and presentations taking place through individual and 

group work. Magic shows, songs, poetry readings, and jokes are being held between 

training sessions, eliminating laziness and boredom. Teachers want the training to be 

enjoyable. Training means working spontaneously, individually, and in groups, using 

various materials and demonstrating it through hands-on work. Training means joy and 

entertainment, learning something new daily, presenting lessons, and reading, listening, 

speaking, and writing according to the training content. Training means spontaneous 

participation, learning through play, mastering various learning strategies and methods, 

and implementing them in the classroom. Inclusive learning training is being carried out 

with great fun through excellent presentations, attractive and aesthetic presentations, and 

the teachers' minds are filled with happiness. Inclusion Strategies: Training on Teaching 

and Assessment under the Special Education Needs and Disabilities (SEND) sub-

component of the Fourth Primary Education Development Programme (PEDP 4) to 

implement the program, a plan has been taken to organize a 07 (seven) day Training of 



23 

Trainers (TOT) on "Integration: Teaching-Learning and Evaluation" in PTIs in the 

financial year 2023-24. 

 

2.10 Parental Perception of Inclusive Education 

Parental perception plays a critical role in the success of inclusive education. Studies show 

that many parents generally support the principle of educating children with disabilities 

alongside their peers, as they believe it promotes social integration and acceptance (Boer 

et al., 2010).  But views differ on knowledge of parents, socioeconomic status, and personal 

experience. Research in Bangladesh and other similar settings has found that though some 

parents appreciate the importance of an inclusive environment, others have concerns about 

the quality of teaching, skills, and limitations of teachers, and worries that their child would 

not have their needs met (Sharma et al., 2022). In an international context, results indicate 

that parents of nondisabled children may have fears of impact on academic work, while 

parents of disabled children are likely to support the call for inclusive education where 

schools can provide appropriate systems of support (Sharma & Armstrong, 2019). In 

general, literature also underscores that a welcoming child-rearing climate, successful 

training and support of teachers, as well as tangible proof of the achievement in integration 

are conducive to positive parental attitudes. 

 

2.11 Educators’ Attitudes about Inclusive Education 

Educators play a key role in the holistic development of learners. Both learners and parents 

regard educators as the most important factor in the learners' transition towards adulthood 

(Siebalak, 2002).  Teachers’ attitudes have been widely recognized as a key factor in the 
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success of inclusive education. Positive attitudes in teachers often relate to training, 

experience, and access to resources, which make them confident in supporting diverse 

learners (Avramidis & Norwich, 2002). In Bangladesh and similar contexts, research 

indicates that many teachers conceptually support inclusion but express concerns about 

classroom overcrowding, lack of resources, and insufficient professional preparation 

(Malak, 2013). While young teachers and specially trained teachers tend to hold positive 

attitudes, less-than-favorable attitudes persist when systemic barriers - such as inadequate 

policy support and heavy workloads - remain (Sharma & Jacobs, 2016). Overall, literature 

emphasizes that improving teacher education and providing adequate school support are 

crucial for fostering positive attitudes toward inclusive practices. Generally, the literature 

emphasizes that improving teacher education and providing adequate school support are 

crucial for encouraging positive attitudes toward inclusion. 

 

2.12 International Aspect of Inclusive Education 

The concept of inclusive education has gained worldwide attention as a cross-national 

policy issue set by international documents, including the UN Sustainable Development 

Goal 4 (SDG-4) and the UNESCO Salamanca Statement (1994). These documents promote 

education for all learners, including those with disabilities, girls, and children from 

impoverished backgrounds. Research indicates that educators approach inclusion in 

different ways, depending on the context. However, in high-income countries, teachers 

tend to show more positive attitudes, aided by formal training and sufficient resources 

(Forlin, 2010). Conversely, in low- and middle-income settings, systemic issues like 

overcrowded classrooms, inadequate training, and limited learning resources cause 
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educators to hold more guarded or adverse views (Sharma et al., 2013). Across countries, 

international literature has identified the need for high-quality professional development, 

alignment of policy to practice, and acceptance of a culture of commitment from educators 

towards inclusive education (UNESCO, 2020). 

 

2.13 Current Situation of Inclusive Education 

Worldwide, the state of inclusive education today shows both policy progress and variable 

practice. International platforms like SDG-4 and the Global Education Monitoring Report 

by UNESCO (2020) highlight equity and “Education For All,” facilitating the embedding 

of inclusive education in national policies across a number of nations. Research 

demonstrates that, although more children with disabilities are enrolled in schools, their 

inclusive engagement is often hindered by insufficient teacher preparation, a lack of 

resources, and lack of accessibility at schools (UNESCO, 2020). Whilst there are policy 

frameworks for inclusion in developing contexts (Bangladesh), such as the National 

Education Policy 2010, and the Disability Rights Act 2013, actual classrooms are still very 

far away from inclusive environments, as many teachers still lack the requisite knowledge, 

the infrastructure to teach these children is either absent or poor and very few communities 

are aware of the right of children with disabilities to an education (Ahsan et all.; 2020). 

 

2.14 Importance of Inclusive Education 

Studies have shown that inclusive schooling is beneficial for students both with and 

without disabilities. When appropriate support is in place, inclusion promotes academic 

progress, social skills, and self-esteem for students with disabilities (Hehir et al., 2016). In 
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addition, peers without disabilities benefit too, as they learn empathy, tolerance, and 

collaboration in inclusive classrooms (Saloviita, 2020). But studies warn these benefits are 

contingent on teacher training, materials, and school climate: in their absence, inclusion 

can result in basics-driven skills instruction or worse, segregation. Literature shows us that 

inclusion can lead to greater equity and social cohesion; however, full realization of these 

benefits depends on the presence of systemic supports and adequate implementation. 

 

2.15 Affecting Factors on Teachers’ Attitude toward Inclusive Education 

Many personal, professional, and contextual factors influence teachers’ attitudes towards 

inclusive education. Studies have shown that training and professional knowledge, policy 

context and external support are some of the most powerful predictors of attitudes, with 

the confidence that trained teachers have in handling diverse classrooms being a factor 

(Sharma & Sokal, 2016). Familiarity with inclusion through experience in the classroom 

or the presence of students with a disability tends to promote acceptance of inclusion, 

while lack of experience tends to produce anxiety or resistance (Ahsan et al., 2012). In 

developing countries, contextual challenges, including overcrowded classrooms, a 

shortage of resources, and inadequate school support, adversely impact attitudes (Malak, 

2013). The gender and origins of the teachers considered may also play a role since 

previous researchers have found female and younger teachers to be more open to inclusive 

practices (Boer et al., 2011). In general, the literature implies a need for better teacher 

education, improved resource availability, and better systemic support for teachers, all of 

which are necessary for nurturing a positive stance toward practicing inclusive education. 
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2.16 Dakar Framework 

Education for All (EFA) 2000 was adopted at the World Education Forum in Dakar, 

Senegal, and constitutes a global commitment to achieve quality basic education for all by 

2015. Six EFA goals were framed in it, targeting a broader access to basic education, the 

more holistic goal of early childhood care, universal primary education, and access to 

evidence-based strategies in adult literacy, gender equality, and developing quality 

education (UNESCO, 2000). The framework highlighted equity, inclusion, and lifelong 

learning and then urged governments, civil society, and international agencies to cooperate. 

Evidence suggests that, although the Dakar Framework had a major impact on national 

education policies, particularly in developing countries, challenges related to human and 

financial resources, poverty, and inadequate teacher training hampered achievement of 

these equity goals (Aikman & Unterhalter, 2005). While many targets were not achieved, 

the Dakar Framework drove the path for more recent global commitments such as the 

Sustainable Development Goal 4 (SDG-4), which sustained the belief in equal and 

equitable quality education (UNESCO, 2015). 

 

2.17 Framework for Action on Special Needs Education 

The Salamanca Statement and Framework for Action on Special Needs Education was 

adopted at the World Conference on Special Needs Education: Access and Quality, 

convened by UNESCO in Salamanca, Spain, in June 1994. It stressed that every school 

should accommodate all children found in the area (UNESCO, 1994). It is based on the 

key principle of inclusive schools, where diversity is seen as enriching and far from being 

an obstacle. What is natural is that teaching, curricula, and organization of the school adapt 
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to the plurality of learning needs. Studies indicate that this framework has successfully 

impacted both international (UNESCO, 1994; 2015) and national education policies 

(Reynolds et al., 2004), urging governments to abandon segregated special education for 

inclusive models (Florian, 2008). Cognizant of this, research has also reported the stifling 

burdens in implementation, especially in low- and middle-income countries, where the 

trifecta of resource constraints, insufficient teacher training, and policy–practice gaps 

continues to inhibit progress (Pijl et al., 2013). Broadly, the framework is still a pillar of 

the global movement for inclusive education, as well as for relevant policy-making. 

 

2.18 Barriers and Challenges of Implementing Inclusive Education 

There are many obstacles and challenges globally for the implementation of inclusive 

education. There is no inclusive education in schools, and there are not enough 

environments that enable children with disabilities to learn in classrooms and schools such 

as sanitary conditions, getting role, less playground facilities and correct building signage 

for the student. The educator’s attitude and their unawareness of inclusive education 

classrooms taught by teachers without IE training, negative perceptions by the parents 

and other pupils (Ahsan et al., 2012). Age-old cultural attitudes and the perception of 

inclusive education are negatively perceived among the teachers, parents, and community, 

limiting acceptance (Sharma & Jacobs, 2016). In addition to the sense of disability, 

negative perception of people with disabilities, skeptical attitude towards change, poor 

policy implementation, shortage of resources, and absence of measurement systems were 

additional barriers to inclusive education, leading to the gap between the policies and 

realities of practices in the classroom (Mitiku et al., 2014). Researchers stress that expertise 
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that addresses these barriers and enables meaningful participation of all students is not 

simply found but built on a systems level, through professional learning, community 

engagement, and the provision of inclusive environments. 

 

This chapter reviews various existing literature and discusses the above to find the concept, 

significance, and implementation scenario of inclusive education. By searching both 

national and international research, the review attempts to identify the existing body of 

knowledge as well as the research gap in this field. The review also indicates that although 

a remarkable number of studies have been conducted on inclusive education, teachers’ 

attitudes and perceptions, particularly those of primary school teachers in rural contexts of 

Bangladesh, remain largely underexplored. 

In this context, the present study is undertaken to explore the perceptions and attitudes of 

rural primary school teachers in Bangladesh toward inclusive education. As a developing 

country, Bangladesh is progressing toward achieving the Sustainable Development Goals 

(SDGs) with a focus on ensuring both qualitative and quantitative improvements in 

education. Teachers’ positive attitudes toward inclusive education can play a significant 

role in supporting the achievement of these goals of ensuring equitable, quality education. 

Therefore, this study is expected to contribute to addressing the gap in existing literature 

while also providing valuable insights for policymakers and educators playing a significant 

role in developing a more inclusive education as well as society.     
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Chapter III 

Methodology 

 

3.1 Introduction 

This chapter discusses the research methods and procedures used in this study, as well as 

the rationale and justification for the chosen approach. The study's nature, research design, 

sample design, respondents, data collection techniques, and data analysis tools are all used 

to characterize the study's approach. These are explained in the sections that follow. 

3.2 Nature of the Study 

This study followed the qualitative approach, which is the most suitable technique for 

exploring a deep understanding of a central issue (Creswell, 2012). It helps to understand 

people’s attitudes, behaviors, experiences, beliefs, and interactions. According to Pathak 

et al (2013), the qualitative approach produces non-numerical data in research. 

Since this study investigated teachers’ attitudes, behaviors, values, and interactions, it 

focuses on a qualitative method. The qualitative approach was suitable for understanding 

the teachers’ perceptions in implementing inclusive education. There were three research 

questions in this research, and all the questions were of an exploratory type. Therefore, the 

research was qualitative in nature. 

 

3.3 Population of the Study 

Population refers to the entire group of individuals to whom the study’s results are intended 

to generalize (Creswell, 2009). In this research, the population was all government primary 

school teachers working in rural areas of Bangladesh. According to BANBEIS (2025), 
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there are 6, 50,293 primary school teachers employed across the country. Among them 1, 

21,144 primary teachers are employed in the Chattogram division. All rural primary 

teachers were the population of this study. 

 

3.4 Sample and Sampling  

Bangladesh is administratively organized into eight divisions and sixty-four districts (BBS, 

2023). Chattogram is one of the populous divisions of the country. There are eleven (11) 

districts in chattogram division (BBS, 2023). Among them, two districts (Chattogram and 

Cox’s Bazar) were randomly selected from the eleven districts. Two upzilas were also 

selected randomly from Chattogram and Cox’s Bazar districts. Three rural government 

schools had been selected purposively from each upazila. The selected primary school head 

teachers, assistant teachers, and guardians were the sample of this study. Semi-structured 

interviews were conducted with six head teachers and eighteen assistant teachers of two 

upazilas of the two districts. At the same time, a total of sixteen primary school teachers 

and sixteen guardians had been selected from two upazilas of the two districts for FGD 

data collection. 

The following table presents the detailed sample and sampling techniques of the study: 
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Table 3.1 

Sample and Sampling Techniques 

Data 

Collection 

Method 

Respondent 

Type 

Sampling Sample Size in 

Each 

School/Upazila 

Total 

School 

and 

Sample 

Number 

Total 

Respondents 

Semi-

structure 

Interview 

 

Head 

Teacher 

(HT) 

Purposive 1 6×1 06 

Assistant 

Teacher 

(AT) 

Purposive 1 12×1 12 

Focus 

Group 

Discussion 

(FGD) 

Primary 

Teacher 

Purposive 08 2×8 16 

Guardian Purposive 08 2×8 16 

 

3.5 Research Area  

Study area means the physical, geographical, or conceptual context in which the research 

occurs. The researcher chose the research area based on communication accessibility and 

educational importance. A total of six rural government primary schools were selected 

from Hathazari and Chakoria upazilas of Chattogram and Cox’s Bazar districts of 

Chattogram division. 

The following table represents detailed information about the study area: 
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 Table 3.2 

Study Area 

Division District Upazila  Union School 

No. 

Chattogram Chattogram Hathazari Mekhol 01 

Chattogram Chattogram Hathazari Hathazari 01 

Chattogram Chattogram Hathazari Mirzapore 01 

Chattogram Cox’s Bazar Chakoria Dulahazara 01 

Chattogram Cox’s Bazar Chakoria Koiyerbil 01 

Chattogram Cox’s Bazar Chakoria Boroitoli 01 

Total Number of Schools 06 

 

 

3.6 Data Collection Procedures and Tools 

The aim of the study is to explore teachers’ perceptions in implementing inclusive 

education at rural government primary schools in Bangladesh. In this study, data were 

collected from only primary sources with two tools, namely semi-structured interviews and 

focus group discussions. Data were gathered from head teachers and assistant teachers with 

semi-structured interviews. Besides, another data collection tool, Focus Group Discussion, 

was used to collect data where head teachers and assistant teachers were in one group, and 

guardians were in another group. 

  



34 

 

 Semi-structured interview 

A semi-structured interview is one of the data collection methods that is very common in 

qualitative research. This is defined by a semi-structured interview guide to elicit deeper 

exploration of themes and ideas, as in a structured interview. The semi-structured interview 

enables an in-depth research of the social in other words (Bryman, 2016). This study 

focused on exploring teachers’ perceptions in implementing inclusive education at rural 

government primary schools of Bangladesh by using a semi-structured interview method. 

In this present study, the researcher used semi-structured interview for extracting in depth 

understandings of primary school teachers. For this purpose, the researcher had used an 

interview guideline that made the interview lesson meaningful and goal-oriented. 

 

 Focus Group Discussion 

Focus Group Discussion (FGD) is also a qualitative research technique that involves 

gathering a small group (06–12 participants) of people to discuss a specific topic. It is 

directed by a facilitator or moderator. The aim is to invite feedback, ideas, and points of 

view from participants in a comfortable and interactive environment (Akyıldız & Ahmed, 

2021).  FGD was another important tool in this research. It was to explore participants’ 

experiences and perceptions through interactive discussions. FGDs were conducted on 

two-teacher groups and two guardian groups separately, where each group contained eight 

members 

 



35 

3.7 Data Triangulation 

Triangulation is a term used in qualitative research to describe the use of more than two 

methods or two data sources to capture the phenomenon holistically (Patton, 1999). For 

example, teachers supplied data through semi-structured interviews and focus group 

discussions. Data were also collected from the guardians of students by using focus group 

discussions. Therefore, the researcher tried to investigate the actual picture of this study 

using data triangulation. Strong findings would determine comparing teachers’ perception 

with guardians’ experiences in this research.  

The data triangulation process of this study is presented in the following with a figure: 

 

Figure 3.1: Process of Data Triangulation 

 

3.8 Data Analysis 

Thematic analysis involved developing themes from data, which consisted of answering 

the major research questions and forming an in-depth understanding of the central 

phenomenon (Creswell, 2012). In this research, data were obtained with semi-structured 
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Interviews & focused group discussion (FGD). Data were analyzed by using the thematic 

analysis technique to form themes to answer the research questions. Interviews and FGDs 

were audio-recorded, transcribed, and translated into English. The researcher repeatedly 

read the transcripts to become familiar with the data. Formal analysis involved, firstly, 

categorizing the data, next coding them based on the categories, and finally identifying 

themes (Khan, 2012). Primary codes were created and grouped into categories, which were 

further organized into sub-themes. Formal analysis involved, firstly, categorizing the data, 

next coding them based on the categories, and finally identifying themes (Khan, 2012). 

Data triangulation was used by comparing semi-structured interviews and FGDs data to 

enhance credibility. Findings were presented with themes. 

 

3.9 Coding Sheet 

In this coding sheet, Head teachers one-six were coded HT1-HT6 in a semi-structured 

interview. At the same time, assistant teacher one-twelve were coded as AT1-AT12 in the 

similar interview. Focus Group Discussion one of Primary School Teachers was coded 

FPST1 and Focus Group Discussion two was coded as FPST2. The first participant of the 

FPST1 was coded FPST1P1, and the first participant of the FPST2 was coded as FPST2. 

Focus Group Discussions of Guardians of Students were coded GFS1 and GFS2. The first 

participants of GFS1 and GFS2 were coded as GFS1P1 and GFS2P2. 

Table 3.3 

Coding Sheet 

Serial No. Respondent Data Collection Method Code 

1. Head Teacher 1 Semi-structured Interview HT 1 

2. Head Teacher 2 Semi-structured Interview HT 2 

3. Head Teacher 3 Semi-structured Interview HT 3 
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4. Head Teacher 4 Semi-structured Interview HT 4 

5. Head Teacher 5 Semi-structured Interview HT 5 

6. Head Teacher 6 Semi-structured Interview HT 6 

 

1. Assistant Teacher1 Semi-structured Interview AT1 

2. Assistant Teacher2 Semi-structured Interview AT2 

3. Assistant Teacher3 Semi-structured Interview AT3 

4. Assistant Teacher4 Semi-structured Interview AT4 

5. Assistant Teacher5 Semi-structured Interview AT5 

6. Assistant Teacher6 Semi-structured Interview AT6 

7. Assistant Teacher7 Semi-structured Interview AT7 

8. Assistant Teacher8 Semi-structured Interview AT8 

9. Assistant Teacher9 Semi-structured Interview AT9 

10. Assistant Teacher10 Semi-structured Interview AT10 

11. Assistant Teacher11 Semi-structured Interview AT11 

12. Assistant Teacher12 Semi-structured Interview AT12 

 

1. Primary School Teachers (09) Focus Group Discussion FPST1 

2. Primary School Teachers (08) Focus Group Discussion FPST2 

 

1. Guardians of Students  (08) Focus Group Discussion FGS1  

2. Guardians of Students  (10) Focus Group Discussion FGS2 

 

 

3.10 Ethical Consideration 

Ethical considerations were maintained carefully in this research to ensure all the research 

practices conformed to academic, professional, and institutional ethical standards. The 

research was done with dignity, respect for participants' privacy, and autonomy. The 

researcher obtained ethical approval (Study Code: IERREC/In-Mphil_2) from the IER 

Research Ethics Committee, Institute of Education and Research, University of Dhaka 

before data gathering. Informed consent was received from all the participants, i.e., six 

head teachers, twelve assistant teachers, sixteen assistant & head teacher, and eight 

guardians of the target rural government primary schools. Confidentiality and anonymity 

were upheld at any price. Names of the participants were never included in the data nor in 
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any published work derived from it. Instead, they were referred to by codes like HT1–HT6 

for head teachers, AT1–AT12 for assistant teachers, FPST for primary school teachers 

(Head and Assistant Teacher) and FGS for guardian of students to uphold confidentiality. 

Recordings and transcripts of all interviews were stored securely and accessible only to the 

researcher. The researcher took necessary steps not to cause any psychological, social, or 

professional damage to participants after interviewing. The interviews were conducted at 

the teachers ‘own convenience time and place, and in a non-threatening environment where 

they were at ease. All the data were employed for academic use only, and findings were 

reported honestly. Upholding these ethics ensured that human participants were 

safeguarded and qualitative educational research integrity was maintained. 

 

3.11 Timeline of the Study 

The study took approximately 1.5 years. In the first few months, the researcher reviewed 

the literature and developed the proposal. During the next few months, research tools, such 

as, interview questionnaire and focus group questionnaire guides, were prepared. In the last 

few months, the main phase of data collection took place, followed by data analysis and 

interpretation. Finally, in the last few months, the researcher completed the drafting, 

editing, chaptering, and referencing of the thesis. 

 

Table 3.4 

Timeline of the Study 

Stage Activities Timeline 

Stage 1: Planning Literature Review and 

Proposal Development 

01 July 2024-31 March 2025 
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Stage 2: 

Preparation 

Tools Development and 

Ethical Approval 

01 April 2025- 30 September 

2025 

Stage 3: Data 

collection 

Field Visits, Interviews, and 

FGD (Teachers & 

Guardians) 

01 October 2025 – 20 October 

2025 

Stage 4: Data  

Analysis 

Translating, Coding, and 

Thematic Analysis 

21 October 2025-  15 December 

2025 

Stage 5: 

Interpretation 

Interpreting Findings Review 16 December 2025- 10 January 

2026 

Stage 6:  Report 

Writing 

Drafting and Finalizing 

Thesis Chapters and 

Referencing 

11 January 2026- 01 February 

2026 
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Chapter IV 

Analysis and Findings  

 

4.1 Introduction 

This chapter presents the findings of the study derived from the analyzed data.  The aim of 

this study was to explore teachers’ knowledge, understanding, and support about inclusive 

education among the government primary school teachers of Bangladesh. Since teachers 

and guardians were respondents of this study, the researcher designed the findings in four 

specific areas. In addition, considerable aspects are also developed by analyzing the smaller 

questions under each of the core themes that can be related to each other, to help in 

connecting the issues and aspects better for interpretation and understanding. 

 

4.2 Demographic Information of the Respondents 

This study included thirty-four teachers from rural government primary schools in 

Bangladesh, 6 head teachers, and 12 assistant teachers as respondents of semi-structured 

interviews. Out of the head teachers, 4 were male and 2 female; out of the assistant teachers, 

3 were male, and 9 were female. Similarly, sixteen teachers were respondents in the focus 

group discussion, where 5 were male, and 11 female, and sixteen teachers were also 

participants in the focus group discussion, where 2 were male and 14 female.  

 

 It was found by studying the demographic data of the respondents that all head teachers 

had professional teaching qualifications such as C-in-Ed., DPEd., or B.Ed. degrees of  those 

who were assistant teachers, 19 had C-in-Ed. or D.PEd. Degrees and 5 had not any 
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professional degrees. The teaching experience of the respondents was at least 7 years and 

at most 30 years, which means that not only teachers with relatively better experience in 

the study, but also with a high level of experience. Such professional experiences allowed 

the respondents to share rich insights based on their experiences and observations regarding 

the implementation of inclusive education in rural government primary schools. There are 

several key reasons why collecting demographic data is essential. Needless to say, more 

data is usually better as they help to minimize the number of false positives. For example, 

without demographic data, the risk of some groups developing a killer disease, being 

diagnosed with early-stage dementia, or having an autistic child may all be overestimated. 

These false positive can misdirect resources to undeserving places. Secondly, since 

demographic data provides whether a sample can be said representative (Ray, 2020). 

 

Findings of this study were presented in a table as follows 

Table 4.1 

Overview of Data Analysis and Findings 

Core Areas Major Themes Supporting Themes 

Teachers’ 

Knowledge about 

Inclusive Education 

 

Fundamental Knowledge 

 

Concept of Inclusive Education 

Training-Based Knowledge 

Practical Knowledge 

 

Handling Student Migration 

Community and Parental 

Involvement 

Encouraging Equal Participation 

Knowledge about 

Inclusive Policy 

Engagement with NGOs and 

Authorities 

Maintenance Students’ Diversity 
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Teachers’ 

Understanding of 

Implementing 

Inclusive Education 

 

Understanding of 

Inclusive Pedagogy 

 

Teaching Methods and 

Techniques 

Understanding of 

Stakeholder Engagement 

Parents and Community 

Engagement 

Awareness of Inclusive Practices 

Teachers’ Support 

for Inclusive 

Education 

 

Institutional Practice 

 

Cultural Sensitivity 

Learner Centered Approach 

Supportive Mindset 

 

Positive Attitude 

Peer Support 

Professional Development Technological Integration 

Training 

Challenges and 

Barriers in 

Implementing 

Inclusive Education 

Teaching-learning Related 

Challenge 

 

 

 

Classroom Management 

Time Constrains 

 

 

Infrastructural and 

Resource-based Challenge 

 

Insufficient Teaching-learning 

Materials 

Lack of Inclusive Friendly 

Environment 

Religious and Social 

Challenge 

Migration to Noorani Madrasahs 

Negative Attitudes 

 

The findings demonstrate a mixed picture of teachers’ attitudes. Primary school head 

teachers have middle-level knowledge and understanding, and support with a positive 

attitude comparatively. On the other hand, assistant teachers have training-based lower-

level knowledge and insight, experience-based understanding, practical engagement, and 
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a mixed attitude towards inclusive education. Both teachers showed some challenges, such 

as poor infrastructure, absence of teaching materials, and lack of trained teachers for special 

needs students, financial constraints, political interference, and students migrating towards 

Noorani Madrasahs. 

    

4.3 Teachers’ Knowledge about Inclusive Education 

The researcher emerged two specific themes by analyzing head teachers’ and assistant 

teachers’ semi-structured interviews and focused group discussions (FGD) of teachers and 

guardians. Those are presented- 

 

4.3.1 Fundamental Knowledge 

The head teachers showed a mid-level knowledge about inclusive education curriculum as 

they were directed and led in all the formal and expected training, experience, and 

development. They knew the basics about inclusion. Nonetheless, the head teachers were 

committed to inclusion as exemplified in family involvement and collaboration with 

parents. The head teachers had well knowledge of inclusive practice. They were able to 

identify whether their school was inclusive or not. A head teacher said, “Our school is an 

inclusive organization because all kinds of students have access here” (HT1). A participant 

of this study stated, “Our school is committed to creating an inclusive environment where 

every child, regardless of background or ability, has the opportunity to succeed. We 

embrace diversity, integrating students from different religions, socio-economic 

backgrounds, and abilities” (FPST2P3). Although they were not much aware of the 

different policies and programs regarding inclusive education, they took different 
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initiatives in school to prevent student dropout and worked on the development of thinking 

skills among children. Three head teachers (HT1-HT3) agreed about preventing dropout.  

One of them stated, “We have taken proactive steps within our school to prevent student 

dropout. We focus on developing the thinking skills of all students, ensuring that every 

child, regardless of their background or ability” (HT2). Different types of technology were 

used to support students with different needs within inclusive settings. They had a positive 

image of inclusive education, and they believed that every child in society has the right to 

education.  

 

In contrast, assistant teachers had minimal knowledge that was obtained largely from the 

DPEd. Degree. One of the assistant teachers said, “We have known about inclusive 

education from inclusive education training, subject based training and from direction of 

upzilla education office (AT5).” Their experience was more hands-on and practical, 

preparing students of all backgrounds including with disabilities. They were also 

cooperative in implementing inclusive education. Their teaching methods, aids, and 

classroom management were favorable to all children. One of the guardians commented, 

“Teachers use a variety of tools to engage students in lessons, which attract children and 

keep them motivated to learn (FGS1P2).” 

 

4.3.1.1 Concept of Inclusive Education 

This study highlighted that head teachers had a clear concept about inclusive education. 

HT3 declared, “We think that inclusive education brings together students from diverse 

socio-economic backgrounds, religions, and abilities in the same classroom. We emphasize 
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equal treatment and opportunities for all children, aiming to reduce discrimination and 

foster a more humane and secular society.” A teacher of FPST1 also said, “We have known 

about inclusive education from inclusive education training, subject-based training, and 

from the direction of Upzilla Education Office and our daily practice” (FPST1p3). 

 

On the other hand, data analysis disclosed that there were mixed responses from assistant 

teachers. Some of the assistant teachers had no clear concept of inclusive education. Two 

assistant teachers (AT11 and AT12) uncovered that they had no knowledge about 

implementing inclusive education. Two participants of FPST2 also revealed that they have 

little knowledge about inclusive education because they did not get any training on 

inclusive education. One participant of FPST1 confessed that their concept of inclusive 

education was limited in daily practice. 

 

4.3.1.2 Training-based Knowledge 

The study acknowledged that teachers who received training had comparatively greater 

knowledge about inclusive education. A head teacher (HT6) stated, “We have known about 

inclusive education from inclusive education training, subject-based training, and from the 

direction of the Upzilla education office and different seminars.” A primary teacher 

(FPST2p5) also supported the statement of HT6. A participant of FPST2p1 stated, “We 

have no opportunity like training to gain knowledge about inclusive education.” 

The above data proved that teachers’ knowledge about inclusive education was training-

based, and the training was not sufficient for everyone. 
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4.3.2 Practical Knowledge 

Head teachers explained their inclusive education knowledge gained from formal 

coursework and training, complemented by workshops and their practical experiences. 

They understood that integration of students with various backgrounds and abilities was 

important. Assistant teachers also had superficial knowledge about inclusive education, 

largely learnt from their DPEd or C-in-Ed. program. They shared an understanding of 

inclusion but were often unaware of policies, legal requirements, and methods of assisting 

learners with special needs.  

 

4.3.2.1 Handling Student Migration  

The analysis clarified that head teachers handled strongly the student migration to different 

private institutions and madrasahs. One of head teachers (HT3) said, “We go to guardians 

of students and arrange regular meeting to get understanding them about students’ 

migration.” Simultaneously, assistant teachers also worked to handle student migration. 

One of the primary school teachers stated, “We take thoughtful and practical steps to 

influence students, focusing on increasing enrolment, involving and motivating parents” 

(FGS1p7). 

 

4.3.2.2 Community and Parental Involvement 

Head teachers arranged courtyard meetings and mother assemblies through mobilization 

to involve parents and the community. They realized that these initiatives were the key to 

improving knowledge around inclusive education and enhancing student engagement. A 

head teacher shared, “I arrange schools conduct courtyard meetings, mother assemblies, 
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and parent meetings, make phone calls, take NGO support, bring in additional teachers, 

and home visits to raise awareness and strengthen relationships” (HT3). Assistant teachers 

also communicated with parents regularly. Two individual participants of FGS1 and FGS2 

acknowledged, “Primary school Teachers arrange school courtyard meetings, mother 

assemblies, and parent meetings, make phone calls regularly” (FPST1p6 and FPST2p4). 

One participant (FGS1p2) of FGS1confessed that teachers were caring for their children 

and they were invited always us participate school activities like courtyard meetings, 

mother assemblies, and parent meetings. 

 

4.3.2.3 Encouraging Equal Participation  

Head teachers welcomed all kinds of learners to ensure equal participation. A head teacher 

expressed, “We believe that inclusive education reduces inequality, fosters social cohesion, 

and enables students with special needs as well as academically lagging students to become 

self-reliant “(HT8). Meanwhile, assistant teachers also emphasized on equal participation 

of learners. Two participants of FPST2 stated, 

In our school, students from different backgrounds Hindu, Muslim, Christian, and 

even fishing communities study together. We also have children who are physically 

disabled, mentally challenged, and some who come from the streets learning 

alongside everyone else. Through these experiences, I have come to understand that 

inclusive education truly means creating equal opportunities for all students in the 

same classroom. (FPST2p2 and FPST2p5) 
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4.3.3 Knowledge about Inclusive Policy 

This research revealed that head teachers had a better understanding of inclusive education 

policy and advocacy environment. As school leaders they knew from the training. Besides, 

they had received through many programs and in response to directives from the Upazila 

Education Office on promoting inclusive education. That is why, they had the ability to 

facilitate the movement for inclusive education at both school and community level. A 

participant of FPST1said, “While I grasp the idea of inclusion, I’m not fully familiar with 

the policies, legal guidelines, or specific methods to support students with special needs” 

(FPST1p3). 

 

In contrast, assistant teachers had comparatively less understanding of inclusive education 

policy. Therefore, they had no policy and advocacy knowledge. A teacher of FPST1 

declared, “While I grasp the idea of inclusion, I’m not fully familiar with the policies, legal 

guidelines, or specific methods to support students with special needs” (FPST1p2). One 

assistant teacher (AT2) declared that he did not get inclusive education training. Therefore, 

the implementation of inclusive education was hampered.  

 

4.3.3.1 Engagement with NGOs and Authorities 

Head teachers developed inclusive environment with support of NGOs and local authorities 

to gain more resources. One teacher of FPST1 stated, “We hire teachers and make our 

schools more inclusive” (FPST1p7). Their advocacy worked best when it was built on 

partnership. Two head teachers (HT2 and HT3 said, 
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I maintain regular communication with the local authorities and the Upazila 

Education Office, but we don’t always receive sufficient support. I believe 

initiatives like scholarships, mid-day meals, and health support could really help 

improve student attendance and engagement. To tackle the challenges of inclusive 

education, we mostly depend on motivation, awareness campaigns, and close 

collaboration with our colleagues and parents.  

 Overall, these interventions reflect the potency of head teachers in sustaining inclusivity 

practice through the motivation of learners, engagement of parents, and encouraging 

professional cooperation in the midst of economic, infrastructural, and socio-cultural 

constraints. 

Assistant teachers were observed to be dedicated to inclusive education and highlighted 

their self-motivated initiatives towards discriminating in favor of students and parents. 

They typically cited activities such as home visits, courtyard meetings (Uthan boithak), 

and parent-teacher meetings to facilitate admission and continuity of attendance. AT4 

shared, “We regularly conduct home visits, courtyard meetings, and mother assemblies to 

motivate parents and students.”  

These practices, in their view, reduce discrimination, increase participation, and enhance 

awareness among parents about the significance of inclusive schooling. For instance, some 

of the teachers established special classes for the pupils with more educational issues, while 

others opted to work in collaboration with parents in an attempt to solve the issue of 

absenteeism. Such social interaction enabled the teachers to try to establish a good 

environment in which disabled children and poor children had equal access to education. 

A teacher of FPST2 remarked, “We try to prevent student dropouts by visiting their homes, 
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making phone calls, and encouraging parents to continue their children’s education. We 

also arrange special classes for weaker students so that they do not fall behind in their 

studies” (FPST2P1). 

 

4.4 Teachers’ Understanding in Implementing Inclusive Education 

Data analysis found that head teachers clearly understood the importance of inclusive 

education. Therefore, they consistently emphasized on the use of inclusive teaching 

methods, strategies, and instructional materials in their schools. They also arranged 

supportive resources for students with special needs and conduct parent meetings and 

courtyard meetings to raise awareness and provide support. Similarly, most of the assistant 

teachers believed that inclusive education is important to ensure that every student in 

society. They also thought that it brought into the light of education. They also felt that an 

inclusive education system is necessary in real life. Students gained practical learning and 

many qualities, such as humanity, compassion, living together harmoniously, and 

accepting diversity through the inclusive education system. The researcher emerged two 

specific themes by analyzing semi structure interview sand focused group discussions 

(FGDs). The themes are- 

i. Understanding of Inclusive Pedagogy 

ii. Understanding of Stakeholder Engagement 

4.4 .1 Understanding of Inclusive Pedagogy 

The study revealed that pedagogical knowledge of head teachers about inclusive education 

was favorable for students. They had received training on inclusive pedagogy that helped 

them to provide better teaching and learning. Sometimes, they used lesson plans, teaching 
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aids, and proper classroom management. The head teachers supervised the assistant 

teachers in pedagogical aspects. Similarly, assistant teachers also practiced inclusive 

pedagogy through motivation, home visits, courtyard meetings, parent-teacher meetings, 

special classes for weak learners, and dropout prevention strategies, inclusive practice is in 

action. 

 

4.4.1.1 Maintenance Students’ Diversity 

Head teachers and assistant teachers showed a positive attitude toward the diversity of 

learners. Two teachers of FPST1 commented, “We do not judge students based on caste, 

religion, ethnicity, social group, or whether they are rich or poor. Bringing everyone under 

the umbrella of education is our moral responsibility. If any child has special disabilities, 

we try to support and explain lessons to them with extra care” (FPST1p3 and FPST1p7). 

A participant of FPST2 also supported the above speech. She expressed, “Children from 

all religions, castes, ethnic groups, and from families of farmers, fishermen, and cobblers 

attend the school” (FPST2p8).One participant of FGS2 stated, “Teachers teach our children 

with care. If our children do not go to school on any day, they call us to ask about it. 

Sometimes they also visit our homes to encourage enrolling students in school” (FGS2p3). 

 

4.4.1.2 Teaching Methods and Techniques 

Head teacher emphasized on inclusive friendly teaching and learning where different 

abilities learners learn together. They tried to collect technology integrated tools like 

multimedia projector, audio-visual teaching aids and assistive devices for assisting 

inclusive teaching-learning. According to head teachers’ insights, inclusive classrooms 
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where both high and low-achieving students learn together primarily encourage 

collaboration and improve learning for everyone. HT3 stated, “We regularly instruct 

assistant teachers to adopt inclusive teaching approaches in the classroom that ensure 

understanding for all students.” A guardian of FGS1agreed with the above head teacher 

statement and she said that “My daughter says that the teachers at her school teach 

effectively and emphasize on participatory teaching that involves all students” (FGS1P2). 

4.4.2 Understanding of Stakeholder Engagement 

Teachers believed that collaboration between the school, the family, and the community 

was important in a context of quality, inclusive education. They were confident that 

frequent parent communication would help to overcome obstacles like a lack of materials 

and student dropout. Although several teachers spoke of a lack of training and awareness 

among stakeholders making them feel constrained in their practice, they are devoted to 

inclusion. In general, teachers viewed outreach to stakeholders as desirable for building a 

positive, equitable learning environment for every student. Two important aspects of 

understanding of stakeholder engagement were discussed below: 

 

 4.4.2.1 Parents and Community Engagement 

Data from interviews and FGDs indicated that active involvement of parents and 

community played a significant role in implementing inclusive education. One of the head 

teachers said, 

I maintain regular communication with the local authorities and the Upazila 

Education Office, but we don’t always receive sufficient support. I believe 

initiatives like scholarships, mid-day meals, and health support could really help 
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improve student attendance and engagement. To tackle the challenges of inclusive 

education, we mostly depend on motivation, awareness campaigns, and close 

collaboration with our colleagues and parents. (HT5) 

A participant of FPST1 expressed, “We believe that parent assemblies, mother assemblies, 

courtyard meetings, and home visits play an effective role in promoting inclusive 

education” (FPST1P6). One of the guardians supported the teachers’ statement and said, 

“The school teachers regularly invite us to participate in school activities. We have a good 

relationship with them, which makes us feel comfortable sending our children to school” 

(FGS1P1). 

 

4.4.2.2 Awareness of Inclusive Practices 

Participants reported that awareness about inclusive education was a successful pathway 

of implementation of inclusive education. They believed that home visits, meetings, and 

awareness campaigns were equally important, as communication with the parents and the 

community would ensure building a strong support system. Nevertheless, educators 

persevered in raising awareness, bringing together all stakeholders to create an accessible, 

inclusive, supportive, and equitable learning environment for all of their students. HT5 

comments, “Inclusive education reduces discrimination and creates tolerance and 

harmony. It helps disadvantaged and special children to become self-reliant. Though some 

weak students lag behind, overall, it is very positive and useful for society.” 

The researcher found from FGS2 that teachers were aware of implementing inclusive 

education. One of participant of FGS2 said, 
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There was a child with a disability in our neighborhood whose parents initially felt 

hesitant and ashamed to enroll the child in school. Through repeated 

encouragement from teachers, the parents eventually agreed to enrollment. The 

child has now completed Grade Five and is currently studying in Grade Six. 

(FGS2p3) 

 

4.5 Teachers’ Support for Inclusive Education 

This theme described how teachers' support was in implementing inclusive education. 

Analysis of data revealed that assistant teachers encouraged every parent in the community 

to enroll their children in school in order to implement inclusive education. They adapted 

teaching methods and strategies to suit students with diverse needs. They also took various 

measures to ensure the education of students with special needs. On the other hand, head 

teachers would communicate with the primary education office, education-minded 

individuals, officials, and local administrators to promote the development of inclusive 

education. They provide support to assistant teachers and monitor the implementation of 

inclusive education. Teachers’ support for inclusive education was analyzed with two 

essential aspects below:  

 

4.5.1 Institutional Practice 

This study revealed that primary school teachers practiced inclusive activities in the daily 

school schedule. Head teachers and assistant teachers engaged in community programs to 

support inclusive education. They tried to ensure an inclusive friendly environment. A 

participant of FPST2 said, “We survey parents, and when we see that they haven’t brought 
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their child to school, we talk to them and explain. Once they understand, they bring their 

children to school. We also try to involve them in our educational activities” (FPST2p6). 

Head teachers communicated with local education offices and NGOs to collect teaching-

learning materials and assistive devices. HT5 stated, “In order to implement education for 

all children in my school, I regularly communicate with the Upazila Education Office and 

collaborate with different non-governmental organizations to access teachers trained in 

special education. At present, one NGO-supported teacher is working in our school.” This 

analysis found that teachers focused on two important aspects as part of institutional 

practice. Those aspects were presented below: 

 

4.5.1.1 Cultural Sensitivity 

Teachers were aware of cultural sensitivity. They chose teaching and learning strategies 

focusing on varied cultural backgrounds. AT1 said, “We have to be aware of teaching-

learning, classroom management, and student psychology because all kinds of learners 

come to our school.” A participant of FPST1 stated, “Conflicts sometimes occur among 

students of different religious backgrounds, and students with special needs may face 

challenges in peer interactions. Therefore, Teachers need to handle these situations with 

considerable care and sensitivity” (FPST1p1). 

 

4.5.1.2 Learner Centered Approach 

The analysis showed that teachers tried to apply student-centered teaching methods like 

group work, role play, and a participatory approach. A participant of FPST2 commented, 

“We have been instructed during training to use student-centered teaching methods and to 
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be flexible toward students” (FPST2p6). HT5 also supported the above statement, and he 

shared that they tried to apply student-centered strategies. 

 

4.5.2 Supportive Mindset 

The findings revealed that teachers had a supportive mindset about inclusive education. 

Although the majority of teachers were committed to inclusivity, many were unaware of 

inclusive practices and often struggled with limited training, resources, and socio-cultural 

impediments. According to this finding, positive attitude and peer support are key to 

implementing inclusive education which were analyzed below: 

 

4.5.2.1 Positive Attitude 

Analyzed data focused on the perception of both the primary head teachers and assistant 

teachers about inclusive education from two perspectives. Those are positive and negative 

attitudes. Data proved that the majority of teachers perceived positive attitude. AT7 stated, 

“When a student’s guardian comes to me with concerns about the child’s physical or mental 

issues, I engage in discussion with them and try to explain that the Creator has given every 

person a unique ability.” HT6 also stated, “Some of the students with special needs in my 

school were initially unwilling to participate in co-curricular activities. After providing 

counseling, they began to participate in these activities. One of them achieved first place 

in a handwriting competition.” One participant of FGS2 said, “I have had a relationship 

with this school for many years. The teachers at this school treat all children equally and, 

in fact, I have seen them be especially kind toward children with disabilities” (FGS2p1). 
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4.5.2.2 Peer Support 

Data analysis found that teachers worked with their colleagues collaboratively. They took 

colleagues support and feedback in inclusive teaching-learning in their institutions. A 

participant of FGS2 described, “We discuss with our colleagues how to provide effective 

instruction to students with special needs and exchange feedback with one another” 

(FGS2p5). But they did not indicate any training on inclusive education, like in-house 

training, sub-cluster, or cluster training, etc.   

4.5.3 Professional Development  

Professional development has a great impact on implementing inclusive education 

(Donath, 2023). Data analysis suggested that the head teachers had more opportunities for 

specialized training, which prepared them to lead inclusive education within their schools. 

The teachers had the opportunities to sharpen their toolkits of leadership as well as 

pedagogical skills to better support their colleagues and to be ready to meet the challenges 

of working in an inclusive school. On the other side, assistant teachers had limited access 

to specialized professional development including special needs. It was usually wide and 

did not focus on training them for the skills for diverse learners. Consequently,  even 

though assistant teachers strived for inclusive education, they might not possess the 

appropriate tools and knowledge to effectively carry out inclusive practices within their 

classrooms. This made their continuing education rather reactive and unorganized, leaving 

gaps in the capacity to facilitate students with disabilities or special needs. Technological 

integration and training are impactful aspects of professional development. Those were 

presented below:  
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4.5.3.1 Technological Integration 

Technological integration played an important role in engaging diverse students in a 

classroom. Data analysis found that most schools and teachers did not use technology like 

multimedia projectors and digital content, though a few teachers used the technological 

tools in government primary schools. HT3 asserted, considering students’ diverse needs, 

sometimes, teachers attempt to deliver lessons using multimedia projectors, digital content, 

and a range of instructional materials.” A participant of FPST1 shared, “Teaching with 

projectors and digital content is not currently practiced in our school, as the available 

projector is non-functional” (FPST1p6). 

 

4.5.3.2 Training 

Training is one of the essential elements of professional development (Donath, 2023). The 

data showed that training was key for teachers to improve inclusive education practices. 

The majority of the head teachers had received training, but assistant teachers had not 

received sufficient training. HT5 commented, “I have got multiple trainings and am 

familiar to the main goals but I cannot recall any government policies about inclusive 

education.” AT2 said, “We did not get any training on inclusive education yet.” Two 

participants (FPST2p8 and FPST2p2) of FPST2 supported the statement of AT2 and 

opined that they were deprived of inclusive training. The analysis found that they were 

more inclusive friendly who had received training. 
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4.6 Challenges and Barriers in Implementing Inclusive Education 

Data analysis found that rural government primary schools faced different challenges in 

implementing inclusive education. 

4.6.1 Teaching-learning Related Challenge 

Data analysis found that different types of teaching-learning related challenges existed. For 

example, teachers faced challenges in making lesson plans, adapting teaching-learning 

methods, integrating technology, etc.  The researcher identified two major challenges in 

teaching-learning of inclusive education. Those were discussed below:  

 

4.6.1.1 Classroom Management 

Teachers faced challenges in managing inclusive classroom because all kinds of learners 

were present in an inclusive classroom. AT10 expressed, “There are students with diverse 

needs in our school. Meeting the needs of students with different abilities and varying needs 

within the same classroom is a challenging task.” One of the head teachers said, our 

classroom is overcrowded, and diverse students learn together. Sometime, students do not 

get seat in classroom” (HT5).   

 

4.6.1.2 Time Constrains 

This research revealed that time constraints were another barrier to inclusive teaching-

learning. HT3 and HT6 state that most assistant teachers could not complete their classes 

in right time due to access of special child.  A participant of FPST1 said, “It is difficult for 

us to finish the class within the allotted time while trying to explain to students with special 
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needs” (FPST1p4). A participant of FGS1aknowledged the above statement and said that 

sometimes their children could not bring homework from school because of teachers' time 

constraints (FGS1p8). 

4.6.2 Infrastructural and Resource-based Challenge 

The findings suggested that infrastructural and resource-based education challenges had a 

great impact on inclusive education. Shortage of building, furniture, and ramp, playground, 

and classroom facilities was the influencing barriers in implementing inclusive curriculum. 

According to data analysis, there were two crucial sight in infrastructural and resource-

based challenge that were displayed below: 

 

4.6.2.1 Insufficient Teaching-learning Materials 

Data analysis showed that teachers faced a serious problem in conducting daily school 

activities. Lickings of teaching-learning materials was one of the top challenges in ensuring 

inclusive education in rural areas. HT6 asserted, “The equipment provided by the Upazila 

Education Office for delivering basic education to students with special needs in my school 

is insufficient.” An assistant teacher (AT9) also supported the head teachers’ speech and 

explained, “Due to the lack of teaching and learning materials in the school, we are unable 

to make classroom activities enjoyable. If various instructional materials were available, 

teaching students would be easier, and student attendance in school would increase.” One 

of the participants of FGS2 stated, “My school does not have assistive devices like hearing 

aids, Braille books, or wheelchairs for students with special needs. As a result, even if they 

come to school, they eventually drop out” (FGS2p5). 
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4.6.2.2 Lack of Inclusive Friendly Environment 

Data analysis found that in rural area, creating inclusive friendly environment was also a 

severe difficulties in confirming inclusive education. Inclusivity was hampered by a lack 

of social acceptance and peer support. AT1 shared, “When a student with a disability is 

admitted to the school, their peers often feel uncomfortable.” A guardian of the students 

stated, “We do not prefer students with disabilities to be admitted to government primary 

schools because other children become afraid when they see students with disabilities. 

However, we believe that they also have the right to education; therefore, separate 

educational institutions should be established for them” (FGS2p2). 

 

4.6.3 Religious and Social Challenge 

In this section, data analysis revealed that the religious challenges are associated with 

inclusive education. The impact of religious sentiment and religious education could be 

observed on the full implementation of inclusive education. Different religious beliefs 

clashed with the activities of a school. For example, a Hindu student being offended by the 

celebration of Christmas, or a Muslim student who was unable to participate in Christmas 

gatherings due to dietary restrictions. Migration to Noorani Madrasahs and people’s 

negative attitude were the two major challenges of the religious and social challenges. 

Those challenges were presented below: 
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4.6.3.1 Migration to Noorani Madrasahs 

Student migration to Noorani Madrasahs was the great barrier in implementing inclusive 

education. This study found that Muslim guardians transferred their children to local 

Noorani Madrasahs for religious and moral education. Most of head teachers and assistant 

teachers agreed with the statement and one of them stated, “Here several students, 

predominantly Muslim students, leave primary schools for Noorani Madrasahs because 

parents feel that schools do not provide sufficient Islamic and moral education” (HT1). 

Another teacher of FPST2 shared, “The establishment of a Noorani Madrasa next to the 

school has led to children being enrolled in the madrasa instead of the school” (FPST2p3). 

Therefore, rural primary schools lost many students and faced challenges in implementing 

inclusive education. But some guardians of students disagreed with the above statement 

and said, “We believe that parents are taking their children away not only for religious and 

moral education but also because the quality of education in government primary schools 

is comparatively low, and the learning environment is deteriorating day by day” (FGS1p2). 

In this research, students’ migration to Noorani Madrashas is a remarkable finding and 

challenge.   

 

4.6.3.2 Negative Attitudes 

Social and parental negative attitudes towards inclusive education hindered the successful 

implementation of inclusive education. This study suggested that parents showed hostility 

in admitting their children with disabilities. At the same time, society thinks that students 

who have disabilities are unable to work. AT6 stated, “During a home visit, I observed that 

in one room, there were two siblings, and the sister was disabled. The parents sent the 
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brother to school but kept the sister at home.” A participant of FGS1shared, “Due to social 

inferiority, many parents do not send their children with special needs to school” (FGS1p5). 
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Chapter V 

Discussion 

 

The key focus of this study is to explore rural government primary school teachers’ 

attitudes in implementing inclusive education. The researcher tried to find the responses to 

three specific questions to understand the primary teachers’ perceptions in implementing 

inclusive education. This chapter focused on a critical discussion of major research findings 

that related to the purpose of the study and the relation to the existing literature. This critical 

discussion is organized by following the research objectives more specifically, with five 

dimensions of IE.  

 

5.1 Rural Government Primary School Teachers’ Fundamental, Practical, and 

Policy-related Knowledge about Inclusive Education 

Teachers’ knowledge has been considered a significant factor in implementing diverse 

forms of education. Literature showed that there is a relation between knowledge and 

teachers’ attitudes about inclusion. Most primary head and assistant teachers’ knowledge 

was middle level. Their playing role was neutral about the special education needs of 

children and inclusive education. Some of the teachers had a negative attitude about 

inclusive education (Amr et al., 2016; Moti et al., 2016; Tomas et al., 2019). Ali et al. 

(2006) found that teachers are, in general, highly favorable to providing inclusive 

education.  But a few teachers were ignorant and unaware of inclusive education. They 

could not identify whether their school was inclusive or not. However, these findings 

emphasized the head teachers' and assistant teachers’ knowledge. Head teachers had 
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middle-level knowledge about inclusive education, although they had not conducted an in-

depth study about the inclusive policy and framework. On the other hand, assistant teachers 

did not proper knowledge about inclusive education. The research showed that training was 

the essential factor in the distance between the head teacher and assistant teachers’ 

knowledge. This research also observed that head teachers gained inclusive knowledge 

through different subject-based training, inclusive training, seminars, symposiums, or 

practical experiences, and assistant teachers gained some knowledge from their 

professional degree, such as DPEd and C-in-Ed programs. Different global societies 

(Dapudong, 2013; Leung et al.) supported the above statements and stated that one of the 

crucial causes behind not implementing inclusive education is insufficient knowledge of 

teachers. The research gap indicates that this study’s focus is on rural government primary 

schools. From the above discussion, the researcher can argue that inclusive education is 

not possible to implement unless quality inclusive training and knowledge are provided to 

all teachers of primary schools. Dignath et al. (2022) explored teachers who have received 

special education training; they are more inclusive and friendly than regular teachers. 

 

5.2 Primary School Teachers’ Pedagogical and Parents Engaging Insight into 

Implementing Inclusive Education 

Existing literature explored that elementary teachers showed an optimistic attitude about a 

diverse educational environment (Khan et al., 2017; Mohd, 2006).  Similarly, Korkmaz 

(2011) stated that elementary teachers have a favorable outlook toward inclusive education 

because of getting proper training about pedagogical knowledge. This statement is also 

supported by Subban and Sharma (2005), who added that teachers normally accept 
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different types of students, and institutional leaders are comparatively more supportive-

minded about inclusion. Alassaf (2025) stated that teachers displayed a moderate attitude 

about integrated education. In addition to this finding, the above statement agrees and 

focuses on the pedagogical knowledge of head teachers about inclusive teaching-learning, 

which was favorable for students. Head teachers and assistant teachers showed a positive 

attitude toward the diversity of learners in rural areas. Teachers believed that collaboration 

between the school, the family, and the community was beneficial in executing 

nondiscriminatory education. Researchers found that literature and research findings 

support each other, but there were a lot of shortcomings in the knowledge of Bangladeshi 

teachers about inclusive policy, framework, declaration, pedagogy, and guidelines, though 

SDGs 4, the Constitution of 1972, and the Education Policy of 2010 emphasized ensuring 

inclusive and equitable education. On the other hand, Mbua (2023) published that school 

leaders have a perceived negative attitude about inclusion. Similarly, Johnson (2014) 

revealed that about ninety percent of teachers have a negative attitude. Previous studies 

showed that most teachers perceived negative attitudes about inclusive education (Mngo, 

2018; Osero, 2015). But the result of this study is different from theirs. This is why, in the 

current investigation, most of the instructors have positive impressions regarding inclusion 

education. So it may be concluded that the future for implementing inclusive education in 

Bangladesh is quite bright and favorable. However, this study also shows that despite 

having enough interest, motivation, and enthusiasm for implementing inclusive education, 

there are insufficient budget allocations, training, and required facilities. 
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5.3 Teachers’ Effective Support and Practice for Inclusive Education 

Previous literature worked as evidence that elementary teachers support nondiscriminatory 

education in different styles. They practiced inclusive pedagogy, maintained cultural 

sensitivity, and took part in professional development programs like peer feedback and 

training for the purpose of implementing inclusive education. (Devecchi et al., 2012; 

Valeo, 2008; Jia et al., 2022). Supporting inclusive education, Shaharan & Sethi (2009) 

said that inclusive education implies all students, young people, with or without disabilities 

of our society. Inclusive education is an ideal educational system that ensures equal access 

to all kinds of children (Mihai, 2017). Findings of this research supported the previous 

literature, and the results showed that head teachers motivated peers, guardians, and the 

community to ensure quality inclusive education. Assistant teachers support this system by 

practicing daily activities, parents’ meetings, and showing sympathy to students with 

disability. The gap between literature and current findings was that teachers in some 

countries support inclusive education because of the special children’s rights, although 

Bangladeshi teachers support it due to their religious and charity-minded beliefs. From the 

above discussion, the researcher can argue that Bangladeshi teachers should focus on the 

rights of special education needs, not on religious and charity-minded. 

 

5.4 Promoting Inclusive Education with Parental Involvement 

Existing Literature presented that parents’ participation is very important in inclusive 

education. Man et al. (2024) stated that the family of special children can play a role in 

their safety, inclusive schooling, decision-making, and overall development. Afolabi et al. 
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(2013) said that parents’ involvement increased positive outcomes in inclusive education. 

Special children got motivation when their parents engaged with school activities. Parents 

showed a positive attitude in admitting their children to schools (De Boer, 2010). The 

present study agreed with existing literature and explored that engagements of Bangladeshi 

parents of rural areas in inclusive education. The study showed that the motivation of 

parents helped in enrolling their children in school. Parents participate in parent gatherings, 

mothers’ assemblies, and courtyard meetings to assist schools. A gap between the literature 

and findings is that Bangladeshi parents’ attitude is mostly not satisfactory. The researcher 

can argue that the implementation of inclusive education is not possible without guardian’s 

cordial assistance. 

 

5.5 Pedagogical, Technological, Social, and Religious Challenges 

Existing literature identified significant barriers to the effective implementation of 

inclusive education. Such obstacles extend from insufficient infrastructure and lack of 

finance and resources, shortness of teacher readiness, individualized support problems, 

environmental barriers, and lack of parental involvement, teaching materials, teacher 

training, economic hurdles, and meddling of politics. Moreover, socio-cultural dimensions, 

religious backing for madrasahs, and political upheaval also exacerbated the dilemma 

(Ratheeswari, 2023; Alba, 2022; Kurowski et al., 2022). Sijuola and Davidova (2022) and 

Opertti and Belalcazar (2008) also comment that there are many challenges in inclusive 

education, like the government's low-level attitude, insufficient infrastructure, funding 

problems, lack of inclusiveness, etc. Mullick, Deppeler, and Sharma (2012) stated some 

challenges, such as a lack of authority, a lack of students’ acceptance, no supportive views 
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of parents and community, teachers’ resistance, limited professional development, and a 

lack of resources.  

All the same, the current study supported the existing literature. The study revealed that 

there were different challenges, such as teaching-learning challenges, classroom 

management, time constraints for SEN children, resource-based problems, lack of teaching 

learning materials, and infrastructural challenges. The impact of religious sentiment and 

religious education could be observed on the full implementation of inclusive education. 

Parents showed hostility in admitting their children with disabilities. Previous studies 

showed that most teachers perceived negative attitudes about inclusive education (Mngo, 

2018; Osero, 2015). Creating an inclusive friendly environment was also a severe difficulty 

in confirming inclusive education 

This study explored a different finding, which is student migration to Noorani Madrasahs. 

Teachers and guardians displayed mixed perceptions about the findings. Teachers think 

that parents migrate their children because they do not provide sufficient Islamic and moral 

education. A few of the guardians agreed with the statement. Parents think that guardians 

transfer their children mainly for two reason that are lack of quality education and Islamic 

and moral education. 

The researcher argues that government should focus on this matter. 
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Chapter VI 

Conclusion 

6.1 Introduction 

This is the last chapter of this thesis. This chapter contains five segments, such as 

recommendations, reflection on research scope, review of the major findings, further 

investigation, and conclusion. The principal objective of this study is to explore 

government primary teachers’ perceptions in implementing inclusive education in rural 

areas. This study revealed that teachers had middle-level knowledge, supportive minds, 

and positive attitudes towards inclusive education, though teachers face technological, 

pedagogical, infrastructural, and religious challenges. 

 

6.2 Recommendation 

According to the findings and discussions of the study, the following recommendations are 

made to better implement inclusive education in rural government primary schools in 

Bangladesh. 

 One of the findings of the study was middle-level training-based knowledge of 

teachers. Hence, providing appropriate teacher training, especially for rural 

teachers, is recommended. 

 This study found that the students’ migration to madrasahs due to a lack of quality 

education and religious education is one of the major challenges in implementing 

IE. Therefore, the concerned authorities should be focused on ensuring quality 

education and focusing on religious education at the primary level, recruiting a 

religious teacher in every primary school.   
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 This study suggested that there is a lack of resources, especially technologies and 

assistive devices, in primary schools. The situation of this unavailability in rural 

areas is noticeable. Therefore, this study strongly recommends that rural primary 

schools should possess essential teaching-learning materials, including assistive 

devices and technical tools. A more specific focus should be provided in developing 

physical and technological infrastructure, especially for students with disabilities. 

 The presence of specialized and trained teachers, dynamic school leaders, and 

sufficient school assistants is limited in rural government primary schools, as the 

study suggested. This study, therefore, recommends recruiting specialized teachers 

and visionary leaders whenever additional support is needed. Such recruitment 

would help schools better identify students’ challenges and take appropriate steps 

to ensure inclusive education. 

 Guardians FGDs suggested that there is a significant gap between school and 

community, especially with the family of a special child. Therefore, this study 

recommended developing a strong community as well as parental involvement with 

schools, which can be used as a bridge between school and community for 

implementing IE. 

 

6.3 Reflection on Research Scope 

The main objective of the study was to explore teachers’ perceptions in implementing 

inclusive education at rural government primary schools in Bangladesh with a view to 

ensuring education for all. In this regard, the specific objectives of the study were- 

 To explore the teachers’ knowledge about inclusive education. 
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 To assess teachers’ understanding of inclusive education. 

 To examine teachers’ support for inclusive education. 

 

6.4 Review of the Major Findings 

 Head and assistant teachers had a positive attitude towards inclusive education. But 

the researcher observed that inclusive education is not implemented successfully in 

rural areas. 

 This study suggested that primary school teachers had a knowledge gap about 

inclusive education, which is an influential factor in implementing inclusive 

education. 

 Teachers’ support with institutional practice, supportive mindset, and interest in 

professional development is a remarkable finding of this study. 

 The current study focused on insufficiently trained teachers, teaching-learning 

materials, assistive devices, and physical and technological infrastructure, 

especially for students with disabilities. 

 Students’ migration into different institutes, especially to local Noorani Madrashas, 

is an unexpected finding of this study.  

 

6.5 Further Investigation   

 Teachers’ perception about inclusive education in the whole of Bangladesh 

 A mixed-method study on the implementation of inclusive education in the rural 

and urban context 

 Impact of teacher training on implementation of inclusive education  

 Investigation on the role of school leadership in promoting inclusion 
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 Relationship between teacher motivation and inclusive education success 

 Examining resource availability and accessibility in rural schools 

 A study on primary school students’ migration into different institutes 

 

6.6 Conclusion 

Bangladesh is a multicultural country where people of different religions, castes, and ethnic 

backgrounds live. Similarly, our society includes disabled children, indigenous children, 

street children, abandoned children, unidentified children, and refugee children. Inclusive 

education is a globally recognized education system where all kinds of children have the 

opportunity to access. Teachers are the grassroots implementers of inclusion. This study 

explored the perception of rural government primary school teachers in implementing 

inclusive education with semi-structured interviews and FGDs, taking data from teachers 

and guardians. The exploring findings show a mixed picture, where the maximum number 

of teachers had a positive attitude, their knowledge gap, and support with institutional 

practice, a supportive mindset, and interest in professional development. Besides, 

pedagogical, infrastructural, social, and religious challenges were found.  
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djvdj  

M‡elYvi GKwU mvims‡¶c cÖwZ‡e`b Avcwb AskMªnYKvix‡`i mv‡_ Ges mswkøó c«wZôv‡bi mv‡_ †kqvi Kiv n‡e 

Z‡e| Askª«nYKvix‡`i †MvcbxqZv wbwðZ Kiv n‡e| Avcwb AvMªnx _vK‡j M‡elYv †_‡K cÖKvwkZ  cÖeÜ ev eB Avcbvi 

mv‡_ †kqvi Kiv n‡e| GQvovI Avcwb GB †dvb bv¤^vi (01832805319) e¨envi K‡i M‡el‡Ki mv‡_ †h †Kvb mgq 

†hvMv‡hvM Ki‡Z cv‡ib| 

 

GB M‡elYv cªKí m¤ú‡K© Avcbvi †Kvb cÖkœ ev Awf‡hvM _vK‡j AbyMªn K‡i M‡elK gynv¤§` Kwei †nvQvBb Gi B‡gBj 

( mdkabir-na-2019850005@ier.du.ac.bd, kabir.ier@cu.ac.bd ) A_ev †dv‡b †hvMv‡hvM Kiyb| 

 

ab¨ev`, 
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EXPLANATORY STATEMENT 

For 

Head Teacher 
 

Project: Teachers’ Perceptions in Implementing Inclusive Education at Rural 

Government Primary Schools in Bangladesh. 

 

Investigator’s name:  

Md. Kabir Hossain        

Institute: IER, DU 

Phone: 01832805319 

Email: mdkabir-na-

2019850005@ier.du.ac.bd, 

kabir.ier@cu.ac.bd 

Supervisor’s Name:  

Dr. Taposh Kumar Biswas 

Professor, IER, DU 

You are invited to participate in this research. Before determining whether or not to 

participate in this study, please read this Explanatory Statement in its entirety. If you have 

any questions about this project, please contact the researchers at the phone numbers or 

email addresses mentioned above. 

What does the research involve?  

This study aims to bring out the overall concept of rural government primary teachers about 

inclusive education in the Chattogram division. The following are the objectives of the 

study. 

 To explore the teachers’ knowledge about inclusive education. 

 To assess teachers’ support for inclusive education. 

 To examine the teacher’s understanding of inclusive education. 

You will be asked to participate in an individual interview where you will be asked 

questions about your experiences, opinions, and perceptions. The interview will be 

conducted at a time and place convenient for you. The interview is expected to take 

approximately 30 to 45 minutes to complete. With your permission, the interview will be 

audio-recorded for accuracy in data analysis. You are a teacher working in a rural 

government primary school, and your views and experiences are important to this research. 

Your contact information was taken from the local education office.  

Consenting to participate in the project and withdrawing from the research 

Participation in this research is completely voluntary. Dear participant, you have the right 

of questions, and can withdraw your data or opinion at any time before submitting this 

thesis.  
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Possible benefits and risks to participants  

This research is related to knowledge, policy and practices. Therefore your valuable data 

or voice will assist in teaching rural context primary education and better understanding of 

inclusive education. You can withdraw your valuable opinion in any time. If you want, 

your voice or data will be safely destroyed.  

 

 

Confidentiality 

Your all data or voices will be protected by a strong and unique password in the researcher's 

personal computer. Hard copy data will be kept in strong locked cabinet.  A sole code will 

be used in lieu of your real name. After completing this thesis, your all voices and data will 

be safely removed. 

 

Results 

The results of this research will be published in the Dhaka University Research Repository 

after about six months. Besides, you will be emailed the findings of this research by the 

researcher after publishing thesis at the university. It will be public after published. 

 

Complaints 

If you have any questions or grievances about the project’s behavior, please contact the 

IER Research Ethics Committee (EREC) 

 

Executive Officer 

IER Research Ethics Committee (EREC) 

Room:                     

Floor:   

IER, University of Dhaka  

Tel: 

Email:  

 

 

Thank you, 

 

 
Chief Investigator’s name: Md. Kabir Hossain 
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M‡elYv m¤ú‡K© wee„wZ (EXPLANATORY STATEMENT) 

mnKvwi wkÿ‡Ki Rb¨ 

M‡elYv cÖKí 

evsjv‡`‡ki MÖvgxY miKvwi cÖv_wgK we`¨vj‡qi wkÿK‡`i GKxf~Z wk¶v m¤ú‡K© aviYv (Teachers’ 

Perceptions in Implementing Inclusive Education at Rural Government Primary 

Schools in Bangladesh) 

M‡elK M‡elYv ZË¡veavqK 

gynv¤§` Kwei †nvQvBb 

Gg.wdj M‡elK 

wkÿv I M‡elYv Bbw÷wUDU, XvKv wek^we`¨vjq 

‡dvb: 01832805319 

B-‡gBj: : mdkabir-na-

2019850005@ier.du.ac.bd, 

kabir.ier@cu.ac.bd  

 

W. Zvcm Kzgvi wek^vm 

Aa¨vcK 

wkÿv I M‡elYv Bbw÷wUDU, XvKv wek^we`¨vjq 

B-‡gBj: taposhier@gmail.com 

 

Avcwb GB M‡elYvq AskMÖn‡Yi Rb¨ Avgwš¿Z| GB M‡elYvq AskMÖnY Ki‡eb wK bv Zv wbav©iY Kivi Av‡M, AbyMÖn 

K‡i GB m¤ú~Y© wee„wZ co–b| GB M‡elYv m¤ú‡K© Avcbvi †Kvb cÖkœ _vK‡j mivmwi M‡elK‡K wR‡Ám Kiæb A_ev 

AbyMÖn K‡i Dc‡i D‡jøwLZ †dvb b¤̂i ev B‡gBj G M‡elYv ZË¡veavq‡Ki mv‡_ †hvMv‡hvM Kiæb| 

 

M‡elYvq Kx Kx welq m¤ú„³? 

 M‡elYvi wbw`©ó D‡Ïk¨¸‡jv n‡jv:  

K. GKxf~Z wkÿv wk¶v m¤ú‡K© wk¶K‡`i Ávb A‡š^lY Kiv| 

L. GKxf~Z wkÿv m¤ú‡K© wk¶K‡`i †evaMg¨Zv hvPvB Kiv| 

M. GKxf~Z wkÿv m¤ú©‡K wk¶K‡`i mg_©b g~j¨vqb Kiv| 

 

‡Kb Avcwb GB M‡elYvq AskMÖn‡Yi Rb¨ wbev©wPZ n‡q‡Qb? 

Avcbv‡K AskMªnYKvix wn‡m‡e wbe©vPb Kiv n‡q‡Q KviY Avcwb cÖv_wgK we`¨vjj‡qi GKRb mnKvix wk¶K Ges GB 

M‡elYvi D‡Ï‡k¨ AR©‡bi Rb¨ Avcbvi gZvgZ ¸iæZ¡c~Y©| 

 

 M‡elYvq AskMÖn‡Yi Rb¨ m¤§wZ Ges M‡elYv †_‡K cªZ¨vnvi 

mailto:mdkabir-na-2019850005@ier.du.ac.bd
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M‡elYvq Avcbvi AskMÖnY Hw”QK| P~ovšÍ cªwZ‡e`b Rgv †`qvi Av‡M †h †Kvb gyn~‡Z© Ask †bqv †_‡K Avcbvi bvg 

cÖZ¨vnvi Ki‡Z cvi‡eb| Avcbvi bvg, wVKvbv, cwiPq, cªwZôv‡bi bvg wi‡cvU© ev Ab¨ †Kvb cÖKvkbvq D‡jøL Kiv 

n‡e bv,Avcbvi †`qv Z_¨ ïay M‡elYvi D‡Ï‡k¨ e¨envi Kiv n‡e| 

 

AskMÖYKvix‡`i m¤¢ve¨ myweav Ges SyuwK  

GB M‡elYvq Avcbvi AskMªnY Hw”QK| GB M‡elYvq AskMÖn‡Yi mv‡_ †Kvb m¤¢ve¨ Avw_©K myweav ev SyuwK hy³ ‡bB| 

M‡elYv cwiPvjbvi Znwe‡ji Drm 

GB M‡elYv wk¶v_©x ev M‡el‡Ki e¨w³MZ A_©vq‡b cwiPvwjZ n‡e| 

 

‡MvcbxqZv i¶v 

Avcbv‡K mbv³ Kiv hvq Ggb Z_¨ gy‡Q †djv n‡e Ges AskMªnYKvix‡`i cªwZwbwaZ¡ Ki‡Z †Kvo ev QÙ bvg e¨envi 

Kiv n‡e| 

 

Z_¨ msMÖn Kivi Av‡M Avgiv Avcbvi ¯^v¶‡ii Rb¨ GKwU m¤§wZcÎ †`e 

Avgiv Avcbvi KvQ †_‡K cªvß mg¯Í Z_¨ we‡klfv‡e myiw¶Z ivLe| kyay M‡elYv ZË¡veavqK Ges M‡elK myiw¶Z 

Z‡_¨i cÖ‡ek I e¨envi Ki‡Z cvi‡eb| M‡elYvi mKj ‰bwZK gvb`Û AbymiY K‡i GB M‡elYv Kiv n‡e| 

 

Z_¨ msi¶Y  

mg¯Í Z_¨ cÖavb M‡el‡Ki e¨w³MZ wWfvB‡m msi¶Y Kiv n‡e| mg¯Í dvBj we‡kl cvmIqvo© Øviv myiw¶Z ivLv 

n‡e| ïay M‡elYv ZË¡veavqK Ges M‡elK myiw¶Z Z_¨ e¨envi Ki‡Z cvi‡eb| 

 

djvdj  

M‡elYvi GKwU mvims‡¶c cÖwZ‡e`b Avcwb AskMªnYKvix‡`i mv‡_ Ges mswkøó c«wZôv‡bi mv‡_ †kqvi Kiv n‡e 

Z‡e| Askª«nYKvix‡`i †MvcbxqZv wbwðZ Kiv n‡e| Avcwb AvMªnx _vK‡j M‡elYv †_‡K cÖKvwkZ  cÖeÜ ev eB Avcbvi 

mv‡_ †kqvi Kiv n‡e| GQvovI Avcwb GB †dvb bv¤^vi (01832805319) e¨envi K‡i M‡el‡Ki mv‡_ †h †Kvb mgq 

†hvMv‡hvM Ki‡Z cv‡ib| 

 

GB M‡elYv cªKí m¤ú‡K© Avcbvi †Kvb cÖkœ ev Awf‡hvM _vK‡j AbyMªn K‡i M‡elK gynv¤§` Kwei †nvQvBb Gi B‡gBj 

( mdkabir-na-2019850005@ier.du.ac.bd, kabir.ier@cu.ac.bd ) A_ev †dv‡b †hvMv‡hvM Kiyb| 

 

ab¨ev`, 
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EXPLANATORY STATEMENT 

For 

Assistant Teacher 

 

Project:  Teachers’ Perceptions in Implementing Inclusive Education at Rural 

Government Primary Schools in Bangladesh. 

 

Investigator’s name:  

Md. Kabir Hossain        

Institute: IER, DU 

Phone: 01832805319 

Email: mdkabir-na-

2019850005@ier.du.ac.bd, 

kabir.ier@cu.ac.bd 

Supervisor’s Name:  

Dr. Taposh Kumar Biswas 

Professor, IER, DU 

You are invited to participate in this research. Before determining whether or not to 

participate in this study, please read this Explanatory Statement in its entirety. If you have 

any questions about this project, please contact the researchers at the phone numbers or 

email addresses mentioned above. 

What does the research involve?  

This study aims to bring out the overall concept of rural government primary teachers 

about inclusive education in the Chattogram division. The following are the objectives of 

the study. 

 To explore the teachers’ knowledge about inclusive education. 

 To assess teachers’ support for inclusive education. 

 To examine the teacher’s understanding about inclusive education. 

You will be asked to participate in an individual interview where you will be asked 

questions about your experiences, opinions, and perceptions. The interview will be 

conducted at a time and place convenient for you. The interview is expected to take 

approximately 30 to 45 minutes to complete. With your permission, the interview will be 

audio-recorded for accuracy in data analysis. You are a teacher working in a rural 

government primary school, and your views and experiences are important to this research. 

Your contact information was taken from the local education office.  
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Consenting to participate in the project and withdrawing from the research 

Participation in this research is completely voluntary. Dear participant, you have the right 

of questions, and can withdraw your data or opinion at any time before submitting this 

thesis.  

Possible benefits and risks to participants  

This research is related to knowledge, policy and practices. Therefore your valuable data 

or voice will assist in teaching rural context primary education and better understanding of 

inclusive education. You can withdraw your valuable opinion in any time. If you want, 

your voice or data will be safely destroyed.  

Confidentiality 

Your all data or voices will be protected by a strong and unique password in the researcher's 

personal computer. Hard copy data will be kept in strong locked cabinet.  A sole code will 

be used in lieu of your real name. After completing this thesis, your all voices and data will 

be safely removed. 

 

Results 

The results of this research will be published in the Dhaka University Research Repository 

after about six months. Besides, you will be emailed the findings of this research by the 

researcher after publishing thesis at the university. It will be public after published. 

 

Complaints 

If you have any questions or grievances about the project’s behavior, please contact the 

IER Research Ethics Committee (EREC) 

 

Executive Officer 

IER Research Ethics Committee (EREC) 

Room:                     

Floor:   

IER, University of Dhaka  

Tel: 

Email:  

 

 

Thank you, 

 

 
Chief Investigator’s name: Md. Kabir Hossain 
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Appendix 6: Data Collection Tools 

 

mvÿvrKvi cÖkœgvjv: cÖavb wkÿK 

(Interview Questionnaire: Head teacher) 

 
01. What do head teachers know about inclusive education? 

1. What do you know about inclusive education? Please elaborate on your 

thoughts about it. 

2. Can your school be considered an inclusive educational institution? Why? 

3. Are you aware of any government policies or programs related to the 

development of inclusive education? 

4. How do you ensure the attendance of all types of students in your school? 

What steps have you taken to prevent student dropout? If you have taken any, 

what are they? 

5. What aspects of inclusive education are followed in your school? How do you 

think it contributes to the development of every child's cognitive abilities? 

What is your opinion on this? 

6. How do you communicate with students' families regarding the new methods 

of inclusive education? 

7. Do your colleagues use any technologies to meet the needs of students with 

diverse requirements? 
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1.  GKxf~Z wkÿv m¤ú©‡K Avcwb Kx Rv‡bb? GwU wb‡q Avcbvi wPšÍv fvebv we Í̄vwiZ ejyb| 

2. Avcbvi we`¨vjq‡K wK GKxf~Z wkÿv cÖwZôvb ejv hvq? †Kb? 

3. GKxf~Z wkÿvi Dbœqb msµvšÍ miKvwi †Kvb bxwZ ev †cÖvMÖvg m¤ú©‡K wKQz Rv‡bb wKbv? 

4. we`¨vj‡q mKj ai‡bi wkÿv_x©i Dcw¯’wZ Kxfv‡e wbwðZ K‡ib? we`¨vj‡q S‡i cov †iv‡a Avcwb wK †Kvb 

c`‡ÿc wb‡q‡Qb? wb‡j Kx Kx wb‡q‡Qb? 

5. GKxf~Z wkÿvi †Kvb †Kvb welqvewj Avcbvi we`¨vj‡q AbymiY Kiv nq? GwU mKj wkïi wPšÍv kw³i 

weKv‡k mnvqK G e¨vcv‡i Avcbvi gZvgZ Kx? 

6. GKxf~Z wkÿvi GB bZzb c×wZ‡Z Avcwb wkÿv_x©-Awffve‡Ki mv‡_ Kxfv‡e †hvMv‡hvM K‡ib?  

7. wfbœ Pvwn`vi wkÿv_x©i Pvwn`v c~i‡Y Avcbvi mnKgx©iv ‡Kvb cÖhyw³i mn‡hvwMZv †bb wKbv? 

 

02. What is the head teacher’s understanding about inclusive education? 

1. What is the overall status of inclusive education in your school? Is inclusive 

education reflected in your school? If yes, how? 

2. What do you think should be done to create a successful inclusive learning 

environment? 

3. Have you developed any plans to make your school an inclusive institution? If 

yes, what kind of plans? 

4. Have the teachers in your school received any training on inclusive education? 

Is it possible to ensure that all teachers follow an inclusive curriculum? 

5. What strategies do you adopt for the development of inclusive teaching-

learning in your school? For example, community meetings, parent 

gatherings, etc. 
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6. How do you engage parents and the community in the school's inclusive 

activities? 

7. What challenges do you face in implementing inclusive education? How do 

you tackle these challenges? 

 

1. Avcbvi we`¨vj‡q GKxf~Z wk¶vi mvwe©K Ae¯’v †Kgb? GKxf~Z wk¶v wK Avcbvi we`¨vj‡q cÖwZdwjZ 

nq? Kxfv‡e? 

2. GKwU mdj GKxf~Z wkLb cwi‡ek M‡o Zzj‡Z Kx Kx Kiv DwPZ e‡j g‡b K‡ib?? 

3. Avcbvi we`¨vjq‡K GKxf~Z cÖwZôvb wn‡m‡e ‰Zwi Ki‡Z Avcwb Kx ‡Kvb cwiKíbv nv‡Z wb‡q‡Qb? wb‡j 

Kx iKg? 

4. GKxf~Z wk¶vi Dci Avcbvi we`¨vj‡qi wkÿKiv ‡Kvb cÖwkÿY wb‡q‡Q wKbv? mKj wkÿK‡Ki GKxf~Z 

KvwiKzjvg AbymiY Kiv‡bv hvq wKbv? 

5. Avcbvi we`¨vj‡q GKxf~Z wkÿY- wkLb Dbœq‡b ‡Kvb †Kvb †KŠkj Aej¤^b K‡ib? †hgb- DVvb ˆeVK, 

AwffveK mgv‡ek BZ¨vw`| 

6. AwffveK Ges KwgDwbwU‡K we`¨vj‡qi GKxf~Z Kvh©µ‡gi mv‡_ Kxfv‡e mshy³ K‡ib? 

7. GKxf~Z wk¶v ev¯Íevq‡b Avcwb †Kvb ai‡bi P¨v‡j‡Äi m¤§yLxb nb? P¨v‡j‡Ä¸‡jv Kxfv‡e †gvKvwejv 

K‡ib? 

  

03. How do head teachers support Inclusive Education? 

 

1.  Do you consider inclusive education important? How much do you support 

it? If yes, in what way? 

2. How do you involve teachers, staff, and employees in inclusive education? 

How do you gather feedback from teachers, students, and parents? 
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3. How do you motivate colleagues or teachers to successfully implement 

inclusive education? Do you think it is beneficial for education, students, and 

society? 

4. How do you maintain communication with local authorities for the successful 

implementation of inclusive education? What actions do you think should be 

taken to improve inclusive education? 

5. Have you encountered any new experiences while monitoring inclusive 

education? How do you prevent the obstacles to inclusive education? 

 

1. GKxf~Z wkÿv‡K Avcwb ¸iæZ¡c~Y© g‡b K‡ib wKbv? GUv‡K Avcwb KZUzKz mv‡cvU© K‡ib? Ki‡j Kx iKg? 

2. wkÿK, Kg©KZ©v I Kg©Pvwi‡`i Avcwb Kxfv‡e GKxf~Z wkÿvq Kv‡R jvMvb? wkÿK, wkÿv_x©, 

AwffveK‡`i KvQ †_‡K Kxfv‡e wdWe¨vK MÖnY K‡ib? 

3. GKxf~Z wkÿvi mdj ev¯Íevq‡b mnKgx© ev wkÿK‡`i Avcwb Kxfv‡e DrmvwnZ K‡ib? GwU wkÿv, wkÿv_x© 

I mgv‡Ri Rb¨ wK Kj¨YKi g‡b K‡ib? 

4. GKxf~Z wkÿvi mdj ev¯Íevq‡b ¯’vbxq KZ…c‡ÿi mv‡_ Kxfv‡e †hvMv‡hvM iÿv Kiv nq? GKxf~Z wkÿvi 

Dbœq‡b Kx Kx Kivi Av‡Q e‡j g‡b K‡ib?  

5. GKxf~Z wkÿv gwbUwis Ki‡Z wM‡q bZzb †Kvb AwfÁZvi m¤§yLxb n‡q‡Qb wKbv? GKxf~Z wkÿvi evuav¸‡jv 

Avcwb Kxfv‡e cÖwZ‡iva K‡ib? 
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mvÿvrKvi cÖkœgvjv: mnKvwi wkÿK 

(Interview Questionnaire: Assistant teacher) 

 

01. What do teachers know about inclusive education? 

 

1. What do you know about inclusive education? How familiar do you think you 

are with inclusive education? When and how did you get introduced to this 

form of education? 

2. Are you aware of any laws or frameworks related to inclusive education? 

3. What characteristics do the students in your class have? Can your school be 

considered an inclusive educational institution? Why? 

4. Do you have any students with special needs in your class? If yes, what are 

the differences among them? What is their work capacity? How do you teach 

them? 

5. Do you seek help from classmates or families to support students with 

disabilities? Do you have any opinions or suggestions regarding teaching all 

types of students together? 

6. What do you think are the differences between a general class and an 

inclusive class? Do you find inclusive education beneficial? Why? Is inclusive 

education only beneficial for special children, or for everyone? 

 

1.  GKxf~Z wkÿv m¤ú‡K© Avcwb Kx Rv‡bb ejyb| GKxf~Z wkÿvi mv‡_ Avcwb KZUzKz cwiwPZ e‡j g‡b 

K‡ib? KLb, Kxfv‡e GB wkÿvi mv‡_ cwiPq? 

2. GKxf~Z wk¶vi mv‡_ m¤úwK©Z †Kvb AvBb ev †d«BgIqvK© Gi bvg Rv‡bb wK? 
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3. Avcbvi K¬v‡m Kx Kx ˆewk‡ó¨i wkÿv_x© i‡q‡Q ejyb| Avcbvi we`¨vjq‡K wK GKxf~Z wkÿv cÖwZôvb ejv 

hvq? †Kb? 

4. Avcbvi K¬v‡m we‡kl Pvwn`v m¤úbœ ‡Kvb wkÿv_x© Av‡Q wKbv? hw` _v‡K-G‡`i g‡a¨ wfbœZvMy‡jv Kx Kx? 

Gme cÖwZeÜx wkÿv_x©i Kv‡Ri mÿgZv m¤ú©‡K ejyb? Avcwb Zv‡`i Kxfv‡e covb? 

5. cÖwZeÜx wkÿv_x©‡`i mvwe©K mnvqZvq Zv‡`i mncvVx ev cwiev‡ii †Kvb mvnvh¨ †bb wKbv? mKj ai‡Yi 

wkÿv_x©‡K GK‡Î cov‡bv m¤ú©‡K Avcbvi †Kvb gZvgZ ev civgk© Av‡Q wKbv? 

6. mvaviY K¬v‡mi mv‡_ GKxf~Z K¬v‡mi Kx Kx cv_©K¨ Av‡Q e‡j g‡b K‡ib? GKxf~Z wkÿv Avcbvi Kv‡Q 

DcKvix g‡b nq? †Kb? GKxf~Z wkÿv we‡kl wkï bvwK mevi Rb¨ DcKvix? 

  

02. What is the teacher’s understanding about inclusive education? 

1. Do you consider inclusive education important? Please explain in detail. Do 

you think inclusive education is necessary in real life? Why? 

2. Can you give an example of inclusive education? How do you teach students 

at different levels? 

3. Does inclusive education have any impact on student learning? Please explain 

the advantages and disadvantages of this teaching method. 

4. How do you accommodate students with different needs? How do you ensure 

effective learning for both general and special education students? 

5. Have you received any training on inclusive education? Do you believe that 

people with disabilities can also learn? 

6. How aware are you of government policies related to inclusive education? 

 

1. GKxf~Z wk¶v wK ¸iæZ¡c~Y© g‡b K‡ib? we¯ÍvwiZ ejyb| ev¯Íe Rxe‡b GKxf~Z wk¶v cÖ‡qvRb Av‡Q e‡j 

g‡b K‡ib? †Kb? 
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2. Avcwb wK GKxf~Z wk¶vi GKwU D`vnib w`‡Z cvi‡eb? wewfbœ ¯Í‡ii wkÿv_x©‡`i Avcwb Kxfv‡e †kLvb? 

3. wkÿv_x©i wkL‡b GKxf~Z wk¶vi †Kvb cÖfve _v‡K wKbv| GB wkÿv c×wZi myweav Amyweav m¤ú©‡K ejyb|  

 4. wewfbœ Pvwn`vi wkÿv_x©‡`i Avcwb Kxfv‡e Lvc LvIqvb? mvaviY I we‡kl wkÿv_xi Kvh©Ki wkLb Kxfv‡e 

wbwðZ K‡ib? 

5. GKxf~Z wk¶vi Dci Avcwb †Kvb cÖwkÿY †c‡q‡Qb wKbv? Avcwb wK wek^vm K‡ib cÖwZeÜxivI wkL‡Z 

cv‡i? 

6. GKxf~Z wkÿvi Dci miKvwi bxwZ wb‡q Avcwb KZUzKz m‡PZb? 

 

  

03. How do teachers support Inclusive Education? 

 

1. How do you support inclusive education? Please discuss its future. How do 

you think inclusive education helps in successful learning? 

2. What infrastructure and facilities are available in your school for students who 

are lagging behind or have special needs? Do you think these are sufficient? 

3. Do you receive any kind of encouragement or assistance from your colleagues 

in teaching students with different needs? 

4. Are you doing anything to create an inclusive learning environment, such as 

parent meetings, community gatherings, etc.? 

5. Have you ever communicated with educators or education specialists to 

improve inclusive education? If yes, in what way? 

6. Do you think students in inclusive education face any obstacles? What kind of 

obstacles are they? What teaching methods and strategies do you think are 
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suitable for inclusive education? What role do you think training plays in the 

implementation of inclusive education? 

7. Do you think any government policy or decision needs to be changed or 

created for the implementation of inclusive education? If yes, how? 

 

1. GKxf~Z wk¶v‡K Avcwb Kxfv‡e mv‡cvU© K‡ib? Gi fwelr m¤ú‡K© ejyb| GKxf~Z wk¶v Kxfv‡e mdj 

wkL‡b mnvqZv K‡i e‡j g‡b K‡ib? 

2. Avcbvi we`¨vj‡q‡q wcwQ‡q cov wk¶v_©x wKsev we‡kl wk¶v_©x‡`i Rb¨ AeKvVv‡gvMZ my‡hvM-myweav 

‡Kgb? Avcwb Zv chv©ß g‡b K‡ib wKbv? 

 3. wfbœ Pvwn`vi wkÿv_©x‡`i ‡kLv‡bvi †ÿ‡Î Avcwb mnKg©x‡`i †_‡K †Kvb ai‡bi ‡cÖlbv ev mn‡hvwMZv 

cvb wKbv? 

4. Avcwb GKxf~Z wk¶vi wkLb cwi‡ek ‰Zwii Rb¨ wKQz Ki‡Qb wKbv? †hgb: AwffveK mgv‡ek, DVvb 

‰eVK BZ¨vw` 

5. Avcwb wK GKxf~Z wk¶vi Dbœq‡b ‡Kv‡bv mgq wk¶vwe`, wk¶v we‡klÁ‡`i mv‡_ †hvMv‡hvM K‡i‡Qb? 

Ki‡j Kx iKg? 

6. GKxf~Z wk¶vi wk¶v_©x wK †Kv‡bv evuavi m¤§yLxb n‡”Q e‡j g‡b K‡ib? evuav ¸‡jv †Kvb ai‡bi? GKxf~Z 

wk¶vq †Kvb ‡Kvb wk¶Y c×wZ I †KŠkj Dc‡hvMx e‡j g‡b K‡ib? GKxf~Z wk¶v ev¯Íevq‡b cÖwkÿY ‡Kvb 

ai‡bi f~wgKv cvjb Ki‡Z cv‡i e‡j g‡b K‡ib? 

7. GwU ev¯Íevq‡b miKvwi ‡Kvb bxwZ ev wm×všÍ cwieZ©b ev ˆZwi Kiv cÖ‡qvRb e‡j g‡b K‡ib? Ki‡j Kx 

iKg? 
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Teacher FGD Guidelines 
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FGD Guidelines (Guardians) 
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