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Abstract

Inclusive education is a topic of much debate, but it is widely recognized as a crucial system that aims to provide equal
opportunities for all students, including those with special needs, to thrive in regular school environments. This study focused
on exploring the practices, challenges, and opportunities related to realizing inclusive education in selected primary schools
within Hossana city administration, Haddiya zone, under Central Ethiopia regional state. To achieve this, a descriptive case
study methodology was used. The study revealed that the teaching of students with special educational needs currently employs
segregation, integration, and inclusion approaches. However, administrative challenges, knowledge gaps, and skill gaps were
identified as the main obstacles to achieving inclusive education in the city administration. Respondents also suggested that
while there are challenges to implementing inclusive education, there are also many opportunities to do so. To address these
challenges, we recommend collaboration among stakeholders and training for school administrators and teachers to increase
awareness, knowledge, and skills.

Keywords: Inclusive education, challenges, opportunities, practices, realizing inclusive education.
INTRODUCTION

There is no widely agreed-upon definition of inclusive education, despite the fact that it has been the
subject of much discussion in the literature (Namanyane & Shaoan, 2021). Scholars have varying views
on the concept's relevance to students with special educational needs. Most believe that inclusion
involves placing these students in regular classrooms for the entirety of the school day to maximize
their social interaction and benefit (Stainback & Stainback, 1996; Robiyansah, 2020; Idol, 2006). They
emphasize that these individuals can flourish in regular classrooms if they are given the right kind of
assistance and have their requirements satisfied.. However, others argue that inclusive education is not
a viable option for students with diverse abilities and disabilities in regular classes due to inadequate
planning, educational provision, and support for their needs (Kluth el al., 2002; McCarty, 2006; Irnsher,
1995). Many think that the greatest way to help people with exceptional needs who need more than
regular education can offer is through special education programs. Researchers worry that putting social
engagement ahead of these students' needs and compromising education could result from full inclusion
(Irmsher, 1995).Though inclusive education is a topic that is often debated, there is a consensus that it
is a system designed to serve all students equally, including those with special needs, in regular
classrooms. UNESCO (1994) defines inclusive education as a system that integrates all students,
regardless of their mental capacity, disability, psychological, physical, or social circumstances, or
related differences, in a regular classroom. According to Miles and Singal (2010), inclusive education
is a democratic commitment that aims to guarantee equal opportunities and rights for children with
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disabilities. It is the right of children with special educational needs to be included in general education
settings, as stated clearly in the UNESCO agreements. Clark et al. (2020) describes inclusive education
as a system that accepts and encourages all children to study, regardless of their identity, abilities, or
needs. This means ensuring that the curriculum, instruction, school facilities, play areas, transportation,
and toilets are appropriate for all students at all levels. Under UNICEF's inclusive education framework,
all students attend the same schools, which requires overhauling the entire educational system, as well
as laws and policies, funding procedures, management, design, delivery, and oversight of instruction,
and how schools are organized.

According to various sources, it is estimated that over 5.1% of children worldwide experience moderate
to severe disabilities, encompassing physical, sensory, intellectual, or mental health challenges
(Ainscow & César, 2006; Clark et al., 2020; Sarton & Smith, 2018; WHO, 2011). Sadly, reports showed
that 90% of these children live in developing nations where access to education is limited (Ainscow &
César, 2006). Despite international laws guaranteeing everyone's right to education, children with
disabilities often face obstacles in accessing, participating, and receiving high-quality education.
UNESCO estimates show that between 10 and 16 percent of the population has a disability, yet the
number of children with disabilities reported in schools is significantly lower (Ainscow & César, 2006;
Sarton & Smith, 2018). For instance, in Uganda, only 1.79 percent of total school enrollment is
identified as having disabilities, while in Rwanda and Ethiopia, it is 1.1 percent and .7 percent,
respectively according to (Sarton & Smith, 2018). This suggests that many children with impairments
are not enrolled in school or are not being identified within current school populations.

In the context of sub-Saharan Africa, only 25% of students who experienced various disabilities, on
average, manage to complete all levels of primary school, leading to a high primary school dropout rate
(Musenyente & Knigge, 2022). Additionally, there is a significant disparity between the prevalence rate
of disabilities (10-16%) and the enrollment rate in schools, which is much lower, at less than 0.7% in
Ethiopia (Sarton, E. & Smith, M., 2018). According to a different report, the percentage of disabled
children in developing countries who attend school is estimated to be between 1% and 5% (Mwangi &
Orodho, 2014). This indicates that the school enrollment rate in Ethiopia is lower than the average for
developing nations. Meanwhile Minas et al. (2015) reported a significant increase in the prevalence of
children with disabilities in low and middle-income nations like Ethiopia, with the number rising from
0.4% to 12.7%. Due to a lack of resources and awareness, these children may not receive the proper
education they need (Hayes, 2017). Ethiopia has initiated steps to integrate children with special
educational needs into conventional schools nearby, with the slogan "No one has left behind." However,
there are challenges, including a lack of funding, an unorganized educational system, and insufficient
knowledge among stakeholders and the general public about inclusive education (Hayes, 2017). Team
and Mergia (2020) noted that the South Nation Nationality and Peoples Region (SNNPR) attempted to
implement inclusive education but encountered difficulties. The region has since disintegrated, leaving
a gap in the implementation of inclusive education. This suggests that further studies and exploration
of existing practices and challenges are necessary to appropriately implement inclusive education in
Ethiopia (Hayes, 2017; Minas et al., 2015; Team & Mergia, 2020).

In addition, during their prolonged stays in the Haddiya Zone, the researchers of this study, who have
extensive experience teaching both disabled and non-disabled students from elementary school through
higher education, observed ethnically-based schools where only a certain group of people is segregated.
This is an indication that suggests there is a significant obstacle to the implementation of inclusive
education. This implies that education in our region is still segregated according to ethnicity, despite
the widespread acceptance today that distinctions in color, gender, sexual orientation, or religion should
not be permitted to keep people apart from others. This is also confirmed by Yoshida's (2008) study,
which revealed that Wayto in the Amhara Region and Fuga in the Haddiya zone of the SNNPR are
victims of exclusion. According to research studied by Shaeffer (2019), discrimination based on
ethnicity raises the dropout rate, has an impact on psycho-social adjustment, and has an indirect effect
on how well students learn.
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According to studies, addressing the issue of inclusive education and providing lessons for a global
setting requires context-based research (Magnusson, Goransson, & Lindqvist, 2019; Mosalagae &
Lukusa, 2016). It is necessary to explore the current setting and features of inclusive education,
considering the opportunities, difficulties, and practices both domestically and internationally.
However, studies conducted concerning inclusion and children with special educational needs in the
context of Central Ethiopia, a recently formed regional state, are limited. Aemiro (2020) also
demonstrated that while Ethiopia has legislative and legal frameworks supporting universal access to
high-quality education, there is still a significant gap in actualization nationally. This gap has resulted
in challenges in implementing inclusive education, including severe ethnic-based discrimination. Given
that the inclusion process is dynamic and ever-changing, depending on cultural norms and
environmental requirements, there is a need to explore context-based studies in the central regional state
of Ethiopia, where isolated groups are not yet addressed. Conducting different studies and forwarding
research-based expertise recommendations can help minimize and gradually overcome these problems.

This study aimed to examine the current practices, challenges, and opportunities in enhancing the
education system's capacity to cater to the diverse needs of all learners. The Ministry of Education's
demand for all stakeholders to be taken into account in this process was a key motivator for the authors
of this study, who sought to contribute scholarly work by investigating the situation in the Central
region's Hadiya zone. Hence, the objective of this study was to explore the current practices of inclusive
education in schools, examine the challenges encountered by these schools in achieving inclusive
education, and identify the opportunities available to support the realization of inclusive education. To
achieve these objectives the present study was guided by the following leading questions:

1. How the schools currently practicing inclusive education?
2. What challenges the schools are facing in realizing inclusive education?
3. What opportunities the schools have that support the realization of inclusive education?

Theoretical framework

The persistent increase in exclusionary educational practices among children with special educational
needs has been a significant concern despite ongoing efforts to address the issue (Sarton & Smith, 2018;
Timmons, 2010). Children with learning difficulties often lack access to essential resources, physical
facilities, and equipment required to support their specific needs, resulting in disproportionate
challenges within the education system (Aluko, Omidire, & Mampane, 2022). Furthermore, the lack of
supportive leadership, teacher training, and resources, as well as inflexible curricula, presents additional
obstacles to inclusive education (Mbua, 2023; Mokaleng & Mdwes, 2020; Mumbi, 2011).

Barriers to inclusive education, including those related to socio-economic, socio-cultural, geographical,
and school-based factors, hinder learners with disabilities from fully leveraging their innate abilities. It
is essential for educational systems to be designed to remove such barriers, as disability should not be
equated with inability. Education is a powerful equalizer that should accelerate the social advancement
of children with special needs (Aluko, Omidire, & Mampane, 2022; Eunice, Orodho, & EUNICE,
2014). Access to education at all levels, regardless of disability, is crucial for promoting equal
opportunities based on individual capabilities.

Despite efforts by national and international organizations to promote inclusive education, many
learners are still being educated in segregated special schools in various parts of the world (Yorke et
al., 2022). One of the challenges in achieving inclusive education is the lack of a common consensus
and clear debates on the scope of inclusive education at a global level (Rapp & Corral-Granados, 2024;
Sarton & Smith, 2018).

Inclusive education is a system that strives to promote and uphold the learning of all students, regardless
of their background, abilities, or needs. This involves ensuring that the curriculum, teaching methods,
facilities, playgrounds, transportation, and restrooms are appropriate for all students, at all levels. Under
an inclusive education system, all students receive their education in the same classrooms, and there
should be no exclusion. Clark et al. (2020) describes that every child including those with disabilities,
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has the right to inclusive education, by the. In an inclusive education system, students are accepted at
every stage of education, from preschool to lifelong learning, regardless of their abilities. In educational
settings, inclusion means adapting the physical structure, teaching methods, curriculum, and
institutional culture to ensure that all students feel welcome and protected from
discrimination. According to the Nizar (2011), including disabled students in regular classes without
making the necessary adjustments cannot be considered inclusive. An inclusive curriculum eliminates
the need for labeling children as special or disabled to receive specialized education and support. In
other words, no child is treated differently based on their abilities or disabilities (Stentiford, &
Koutsouris, 2022). Under an inclusive curriculum, exceptional and non-special children receive the
same level of support and education.

In Ethiopia, three types of school organizations focus on educating individuals with disabilities: regular
schools, special units, and special schools (Tonegawa, 2019). Special schools are dedicated to a specific
disability, like deaf or blind schools. They can be boarding or day schools and teachers receive
additional training in sign language and Braille. However, there aren't many special schools in the
country. After completing grades 1-8, students with disabilities move on to regular schools or special
units for grades 9-12. Special units are designated classrooms or blocks for students with disabilities,
and students can interact with those without disabilities during break time. While they are more common
than special schools, special units are not present in every regular school in the nation.

Although there are efforts to promote inclusive education in Ethiopia through various
organizations, there is still much progress needed compared to other parts of the world (Tonegawa,
2019; Yorke et al., 2022). While educational institutions are making attempts to accommodate students
with disabilities, they are falling short of meeting the essential requirements to achieve true inclusivity.
According to Yorke et al. (2022) the role of schools, education goes beyond simply making schools
accessible to those who can already attend. It involves identifying and addressing the obstacles and
challenges that prevent students from accessing high-quality education and result in
exclusion. Inclusive teaching embraces diversity to address different educational needs and learning
styles of students. This approach promotes proactive, student-centered instruction over-reactive,
teacher-centered methods (Tirri, & Laine, 2017). It involves a broad range of effective instructional
practices.

To ensure inclusivity at the school level, a joint, responsible authority is necessary. This study argues
that individuals should not be segregated or confined to certain locations due to physical, mental,
psychological, or sensory impairments. All human beings should coexist peacefully, demonstrating
mutual respect, enjoying equal access to resources, working towards improving humanity, engaging in
all aspects of life, and continuously striving to enhance their abilities. Oliver and Barnes (2013) posit
that regardless of age, gender, disability, social status, or ethnicity, everyone should be able to coexist
as equal members of society, confident that their needs will be met and their opinions will be heard.
Therefore, it is imperative to establish an inclusive society that transcends all barriers, including
political, economic, and social obstacles. Barton and Armstrong (2001) contend that a stable,
democratic, and economically inclusive global society is essential. Thus, the foundation of this study is
based on the work of Barton and Armstrong (2001), which advocates for the realization of an inclusive
society and calls for a new era where everyone's needs are met with minimal bias or prejudice. This can
be accomplished by examining current practices, identifying obstacles, and seizing opportunities to
uphold the principles of human rights. This study aims to achieve that goal.

METHOD
Research Design
To gain a thorough understanding of the current state of inclusive education, it is essential to investigate
the existing practice, underlying challenges, and potential opportunities in schools. To achieve this, a
descriptive case study design was employed to examine the subject in-depth within its real-world
context. According to Sarfo (2021), a case study is a qualitative research method that involves a detailed
examination of the actual experiences of a real-life subject, which may be a person, an organization,
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a program, or a community. The use of the descriptive approach was chosen to gather data and answer
guestions concerning the current condition of the subjects being studied. This research technique
determines and reports the way things are at present. According to Yin (2014), descriptive research
involves collecting data to address questions about the current state of the subjects under study.
Descriptive studies are typically structured to outline the distribution of one or more cases of a study,
without consideration for any causal or other hypotheses (Aggarwal & Ranganathan, 2019). Hence, the
descriptive case study design utilized in this research allowed the researchers to gather insights from a
diverse group of participants (including school principals, teachers, and experts) regarding the practices,
challenges, and opportunities associated with achieving inclusive education.

Sampling

The study included teachers, school administrators, and experts in special needs education from Hadiya
Zone in Central Ethiopia Regional State, as well as coordinators of special needs education resource
centers at selected primary schools. Hadiya Zone was selected for the study due to its proximity to the
researchers' Educational College and government administration seat, making data collection
convenient for participants. The researchers used a non-probability/purposive sampling technique to
select four primary schools with special classes and inclusive practices and to identify school personnel,
teachers, and special needs/inclusive education experts with relevant information on the area. The data
was collected in the year of 2023 and study included a total of fourteen participants, consisting of one
school personnel, and two teachers from each school, and two special needs/inclusive education experts
from both the City Administration and Zone. With the exception of one female expert and one female
teacher, all participants were male. Additionally, all participants held first degrees.

Data collection tools

Unstructured and semi-structured interviews were utilized to gather data from school principals,
teachers, City Administration, and Zone education units/offices of special needs/inclusive education
experts (Education experts). These interview methods allowed respondents to freely express their
knowledge, emotions, and desires without any limitations. Additionally, researchers could ask follow-
up questions based on the respondents' answers and probe further based on the interviewee's situation
and emotions. The researchers developed the interview protocol, which was validated by two education
experts and revised based on their feedback. The first expert was chosen for their 20 years of experience
in teaching educational research courses at a teacher education college, while the second expert was
selected for their experience in publishing articles in educational journals. As a result of their input, the
number of questions was reduced, and additional probing questions were added to investigate the issue
from various perspectives. The same experts validated the qualitative findings, and themes were
revised and renamed based on their feedback.

Data collection procedure

An interview schedule was utilized to gather input from key informants such as school principals,
teachers, and experts. The interview questions were carefully crafted to delve into the practices,
challenges, and opportunities encountered by participants in their schools and work environments while
striving to implement inclusive education. Specifically, teachers were asked about their grasp of
inclusive education, methods for accommaodating children with disabilities, approaches to assessment,
and strategies for adapting materials to meet the needs of children with disabilities. They were also
queried about the challenges they faced and the opportunities available to them. Questions for school
principals focused on their plans for children with disabilities, how they support these children and their
teachers, and the nature of their relationship with the zonal educational bureau and the surrounding
community. Meanwhile, questions for the experts aimed to evaluate their support for schools,
interactions with school principals and educational managers, involvement with children with
disabilities, frequency of school visits, and knowledge about children with disabilities. The interviews
were carried out in distraction-free primary school rooms, with the consent of the participants obtained
before audio recording the interviews. Each participant's interview lasted between 40 minutes to one
hour.
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Data analysis procedure

The data collected through interviews were analyzed qualitatively. Ideas were compared and contrasted
from all sources and critical analysis was made using qualitative data analysis techniques to establish
core themes. In this study, the researchers employed thematic analysis to analyze the generated data.
Thematic analysis in qualitative research mostly involves editing, coding, tabulation, summarizing, and
interpreting the findings Hancock et al., (2009). Hence, the data analysis involved five key steps:
preparing field notes and verbatim transcriptions, carefully reviewing the transcriptions and audio
recordings, identifying key concepts and coding the data, generating themes, and finally, presenting and
interpreting the data. The detail procedure employed by the researchers is delineated as follows:

The data firstly were transcribed verbatim. To make sense of the data, it was first read and listened to
multiple times from different sources. Secondly, to find noteworthy concepts, the text
was read again and the audios were listened to again while taking notes. To generate meaning and
categorize into groups the words, phrases, expressions, and examples participants provided were
recorded, sorted, and re-sorted. This aids in the comprehension and conceptualization of the data by the
researchers. This made it possible to determine the most often-used terms, phrases, concepts, and
perspectives. This assisted in the identification of several practices, difficulties, and opportunities in
realizing inclusive education. The third stage involved reading the text and the identified codes in terms
of words, phrases, and sentences once again to make sure the lists of terms were reflective of the entire
text, to eliminate any concepts that weren't significant, and to add any points that the second step might
have overlooked. With this, the study's key themes were determined. The themes were narrowed
down in the fourth step to produce integrative, representational, and significant themes. To confirm the
accuracy of the content, valid quotations were included in the final steps (step 5). The themes were
gradually sorted and presented in integrated useful findings based on the repetition of occurrences.

RESULTS

Practices

This study aimed to explore the current practices, challenges, and opportunities in implementing
inclusive education in selected schools within the Hossana City Administration (HCA). After gathering
data from various sources using different tools, the following results were obtained. Education for
students with diverse abilities is delivered using various approaches worldwide, including in Ethiopia.
Segregation, integration, and inclusion are the three approaches used to educate students with diverse
needs. Segregation focuses on providing education to children with similar disabilities within a separate
environment. Although this approach has been heavily criticized for its impact on the social skill
development of students, it still persists in teaching students with special needs.

This study revealed the existence of a segregated approach for teaching children with special needs in
the Hossana city administration. Regarding this, an interviewee, a vice director of a school participating
in the study, remarked:

In our school from Grades 5-8, there are many students who are traditionally facing social
exclusion because of their ethnicity. Children from this group are not allowed to learn from
Grades 1-4 in our school and they are forced to learn their primary education (1-4) in a Non-
Governmental Organization funded special place “Haro Tasa” which is established to serve
children from the minority group only by considering social exclusionary challenges in regular
schools. We are sending them to “Haro Tasa” if they are beginners (1-4). After completion of
Grade four, they are allowed to start Grade 5 in our school.

This shows that, in HCA there is a separate system of education provided for serving children/students
with special educational needs. The presence of a segregated system of education in the town in one
way or another indicates the presence of children/students who have diversified needs but are not
allowed to learn in regular schools where they choose and are pushed away to find places that serve
them. Integration is also an approach used for teaching students with special educational needs in two
different ways. One is putting students with special educational needs in regular classrooms without
considering the diverse abilities of learners. The other is physical integration which opens special
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class/classes for students who have similar disabilities in a regular school compound and serves them
with specially trained teachers. About this, the coordinator of a special needs education resource center,
pointed out, "In our school, we have special classes for Deaf learners in grades 1-4, led by Deaf
teachers." Similarly, another interviewee, a vice director at another school involved in the study, stated,
"We have a separate class for autistic children, known as the O class, where they receive instruction
from special needs education professionals.” These responses from the two individuals above
demonstrate that schools in the Hossana city administration are incorporating an integrated education
system to teach students with varying abilities.

These days, inclusion is the most widely recommended method for teaching students with special
educational needs worldwide. This is because it addresses the needs of all students in regular classes
and goes beyond issues related to disabilities; hence it is a widely accepted approach. This study also
found the presence of inclusion practice in two schools under the Hossana city administration.
Regarding this, an interviewee, Special needs education resource center coordinator in one school under
the study stated this as:

We are sending Deaf students to regular classes when they complete their Grades 1-4 classes
in the special classes. Starting from Grades 5-8 our Deaf students are learning in
regular classes of the school with hearing students.

In addition to this, an interviewee, a school vice director in another school in his part stated as:

Autistic children who are learning in our special class start learning in Grade 1 with regular
students in regular classrooms when they show progress and get approval from their teachers.

The response forwarded by the above two interviewees clearly shows that their schools are
serving students with special needs in regular classes after some years of stay in
special classes. This implies that the schools under this study are aware of inclusion and they are
practicing to realize an inclusive education system in their school.

According to the results mentioned, one can deduce that there is a practice of Segregation, Integration,
and Inclusion approaches for teaching students with special educational needs in Hossana city
administration. It is possible to conclude that, in Hossana city administration, inclusion at the beginning
level is ignored and children with special needs are denied the opportunity to learn alongside their peers
in regular schools closest to their homes. This conclusion is supported by the existence of both
segregation and integration approaches that focus on separated education systems that are focused on
disabilities.

Challenges

Under this construct with the help of interviews with administrators, teachers, and experts several
challenges were identified. Based on the participant's responses three main themes (administrative
challenges, knowledge gap, and skill gap) and three sub-themes under administrative challenges, and
four sub-themes under knowledge and skill emerged.

Administrative Challenges

For constructive and productive implementation of inclusive education, one of the most significant
components is reflective, conscious, skilled, transformative administration. This study explored that
there were various challenges related to administrative issues. The most commonly viewed challenges
were irresponsibility, unplanned work, and lack of creating links with different stakeholders.

Irresponsibility of Administrators

Responsibility of concerned bodies is one of the key aspects of implementing inclusive education in the
Ethiopian context in which several limitations are seen. Some respondents do not believe they are
responsible for taking action, solving problems related to students’ resource scarcity, facilitating
different trainings, and following up the ongoing process. They only focus on
coordinating normal teacher-student affairs. They try to externalize problems to Cityand
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Zonal administrators, and other governmental bodies. In this regard, one of the interviewees, a school
vice director responded as:

There is no responsibility or concern to facilitate the education of students with special needs.
No one is working seriously on this issue. There is a lack of governmental bodies' follow-up.
They are not providing the necessary materials, support, and financial aspects.

An interviewee, a school vice director in another school under the study also echoed in another way this
as:

City administration education office experts do not provide training for teachers on how to
teach and help students with special needs. They come with checklists and observe the school
twice a year but it is not beyond the sack of reporting.

This implies that the school vice directors are not responsible for leading, facilitating, and being
engaged actively in issues related to the implementation of inclusive education. They do not believe
that they are responsible for helping, facilitating, and solving all the problems that emerged about
inclusive education. They only believe that their main task is leading, guiding, facilitating, and
coordinating issues related to regular teaching and learning aspects.

Unplanned works

Planning is a guideline that shows a clear picture of the task aimed to be accomplished. It is a backbone
for the education sector in general and for the realization of inclusive education specifically. To realize
Inclusive education the system needs to be planned at all stakeholders’ levels. Zone and City
Administration education offices, schools, and teachers need to provide their plan on how they
implement and monitor the system of inclusion. But this mandatory task seems forgotten by the
concerned bodies in the City Administration.

Regarding this one of the interviewee, Zone Education Office Special needs/Inclusive
education expert said:

We plan about the teaching and learning process in Haddiya Zone in general. We do not have
specific plan regarding inclusive education cases.

An interviewee, City Administration education offices Special needs/Inclusive education expert in his
part said:

We offer a comprehensive annual education plan that includes all school-aged children and
students in our City Administration. Our plan does not specifically focus on inclusive education
or students with special needs. We believe that all students, including those with special needs,
are included in our plan as it is designed for all school-aged individuals.

Interviewee C, a school director also revealed that: “As a school we have one annual plan that holds
the educational activities of our all students. As any other students children with special needs are
included in this plan”. One of the Interviewee, a teacher in an inclusive classroom who has
deaf students disclosed that:

I develop yearly and daily lesson plans to teach my students. My lesson focuses on my activities
and my students’ tasks at specified times. It is about all my students not individually focused.

The response of the interviewees above implies that holistic planning takes place at all levels of
stakeholders and specific educational plans are forgotten. This in other words means that SWSNs are
taken as having no special educational needs that do not require individualized plans. The result
revealed that students with special needs in Hossana city administration are learning with the education
system planned for regular students and they lost the advantage they may get from specific planning
that helps the realization of Inclusive Education.
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Lack of creating collaborative work

Inclusion is never realized without a strong bond between concerned bodies. Interwoven actions among
stakeholders can make the realization of inclusive education simple. On the
contrary fragmented tasks and/or isolated tasks of concerned parties can strongly harm the inclusion
practice. This study revealed the presence of limitations in stakeholders in creating links between them.
Concerning this interviewee, a school vice director stated this as:

The City administration education office does not support us financially or even in material
related to the issues of students with special needs. It only focuses on the regular education
program and leaves the issue of Special needs for the school and Non-Governmental
Organizations.

An interviewee, a teacher in the inclusive classroom on his interview also sated as:

Because of communication problem and frustration to order my deaf students | do not ask them
to bring their parents whatever it is necessary. In addition to this | never saw a deaf student
parent who came to school to deal with teachers about the education of his/her child.

The connection between schools and the City Administration, as well as the collaboration between
teachers and parents of deaf students, is significantly lacking in the Hossana city administration. As a
result, it can be inferred that the inadequate coordination among relevant parties in the city
administration has hurt inclusive education. This has, in turn, deprived students with special needs of
the opportunity to benefit from an inclusive environment that could have been strengthened by better
communication and collaboration among the involved parties.

Lack of awareness

Recognizing the needs of students with special requirements plays a crucial role in the successful
implementation of inclusive education. Teachers need to be mindful of the specific needs of their
students to provide the necessary support. Conversely, a lack of awareness regarding the needs of
students with special requirements hinders teachers' efforts to effectively address the diverse needs of
their students. In an interview, a teacher from one of the schools involved in the study expressed the
following viewpoint:

I do not have any information about the term special needs and the presence of such students
in my class and the school also does not inform me about them.

During the interview related to the issue of awareness one of the interviewee, a teacher also responded
as:
I know some students are from ethnically labeled groups but | have no idea whether these
students are under special needs or not.

This implies that there are teachers who are teaching in inclusive classrooms without having awareness
of the presence of varied students who have diverse needs even in a single classroom. The result also
shows the presence of teachers who are teaching without any awareness about the issue of special child
or special student.

Inability to adapt materials

Teaching materials need to be adapted to make education more suitable and compatible for students
with special needs. Teaching without any modification of content, activities and even time gives
students with special needs challenges in their education. It hinders them from grasping the necessary
knowledge expected for the level they are within. In line with this, one of the participant teacher stated
as:

I mainly focus on covering the text book because that is expected from me. In addition to this,
frankly speaking, | do not know how to adapt teaching materials based on the needs of deaf
students.
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In addition, a teacher who has autistic students in her classroom said: “I am teaching similar content for
all of my students from the textbook™. This revealed that the focus of teachers in inclusive classrooms
is portion coverage rather than translating and contextualizing knowledge by considering the diverse
needs of the students. From the responses of the interviewees aboveitis also possible to
say that, teachers who are teaching in inclusive classrooms do not know adaptation of materials in line
with the needs of learners with diverse abilities in their classrooms.

Difficulty in employing various styles of learning

The education of students with special needs requires knowledge to deliver content based on the needs
of learners. The transformation of content needs the understanding of different strategies for teaching
students with special educational needs. For instance, teaching strategies for teaching students with
visual impairment are different from the strategies for teaching students with hearing problems,
intellectual limitations, autism, and the like. Losing such strategies limits the performance of teachers
in delivering content. Concerning one of the teachers said:

I know there are students with hearing problems in my class. But | have no idea about the
presence of different strategies that help to teach them other than the usual methods.

Furthermore, a teacher in another school under the study also said:

I am a regular teacher and | do not know how to teach and support autistic students using
various learning strategies even though there are some such children in my class.

The result obtained from the above interviewees shows that the teachers assigned in inclusive
classrooms teach students with special needs similarly to other students and they do not have
knowledge on teaching students with diverse abilities using the strategies that help the
learners. This implies that the knowledge gap of teachers in delivering curriculum in inclusive
classrooms using varied strategies affects the translation of contents so that in one way or another it
affects the performance of students with diversified needs assigned in inclusive classrooms.

Skill gap

Absence of Sign language skill

Skills are important tools for teaching students with special needs. More specifically Sign language and
Braille writing and reading skills are two major skills for teaching deaf and blind students respectively.
When a teacher fails to use Sign language he/she is unable to communicate with deaf learners. In
addition, if a teacher has difficulty in Braille skills that means she/he faces challenges for teaching
Blind learners. In line with this, interviewee A, a teacher in the inclusive class that incorporated
deaf students states:

“Even though there are deaf students in my class our communication is limited with writing
because I do not get any Sign language skill training”. Interviewee B, a vice director in a
similar school also expressed this “Unfortunately we do not have any subject area teacher
who has Sign language skills from those we assigned in the inclusive classroom”.

The absence of teachers who have Sign language skills in inclusive classrooms vividly revealed that
both teachers and deaf learners are challenged in transforming and receiving knowledge because of the
communication barrier.

Absence of interpreter

A sign language interpreter is used as a bridge to make communication possible between deaf and
hearing persons. When it comes to the education of the deaf, Sign language interpreters play a vital role
in translating contents, messages, and information forwarded orally by a teacher or peers who do not
use Sign language. To make the classroom truly inclusive, the class either needs to have teachers who
have Sign language skills or a Sign language interpreter. Putting deaf learners in a classroom that uses
the oral method only and losses interpreters in it makes the communication difficult and affects the
education in general. With this regard a vice director in the school who has an inclusive classroom that
holds deaf students disclosed that:
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Though we have a lot of deaf teachers and a few hearing teachers who have Sign language
skills, because of financial problems we do not provide even basic sign language training let
alone the advanced and translator level one. In addition to this, the absence of payment for
interpretation purposes made teachers unmotivated to engage in such activities even if they
have the skill.

The response implies that inclusive classrooms that include deaf learners do not have any Sign language
interpreter to facilitate the teaching and learning process and make communication easy. This on the
other hand indicates how deaf students are facing challenges to have enough knowledge and skills
intended for them.

Opportunities

The present study explored the existence of many prospects for implementing inclusive education in
the region; however, their improper utilization stems from stakeholders' deficiency in knowledge and
expertise. "What opportunities does the school have to support the realization of IE?" was the question
posed by the researchers in this regard. One of the participants provided the following response:

Although implementing inclusive education in our school entails a lot of problems, there are
also opportunities that we haven't fully utilized. Among them are presence of SNE professionals,
deaf teachers, and teachers with various professional trainings.

According to the response, there is potential for Inclusive education in schools, but they aren't being
adequately implemented yet. This could be due to a lack of appropriate knowledge or expertise or to
issues with management. A different respondent from a different school also mentioned that many
possibilities existed for IE practice in school. As one of the respondent stated that:

Regarding the possibilities for IE realization in our school, | cannot lie. The government is
giving attention to IE; teachers receive numerous trainings; awareness-raising workshops are
conducted; nongovernmental organizations assist; the city administration and zonal education
office assigned a focal person; and so on.

Additionally, the other respondent acknowledges the opportunities that are present in the third school
the researchers visited to get data. The response disclosed the opportunities available at the school as:

There is the presence of trained individuals, non-governmental organizations attention, and the
SNE resource center; there are visits of assigned individuals from governmental organizations,
training opportunities, and so forth.

The results from the respondents showed that though implementing IE in their schools
presents certain challenges, there are also many opportunities, including the presence of Non-
Governmental Organization support, Special needs education resource centers, trained teachers, deaf
teachers, assigned bodies from educational administrations, and Special needs education professionals.
The response also suggests that the schools may not be making the most of the opportunities available
to them, which could be related to the difficulties discussed in the earlier part of the paper.

DISCUSSION, CONCLUSION, and RECOMMENDATIONS

This study attempted to explore the current practices, overarching challenges, and possible opportunities
to realize inclusive education. In the previous section, data were analyzed using the qualitative
approach. The study identified three types practices in which the schools are exercising, various
challenges that are hindering facilitation of inclusive education, and possible opportunities that could
allow responsible bodies to implement inclusive education at school level. In this section, the main
result of the study is discussed vis-a-vis literature.

Literature reveals that there are different models of education for children with disabilities presented in
international practice with different educational systems and economic conditions and are
conventionally leveled as models of segregation, integration, mainstreaming, and inclusion
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(Grigorieva, 2022). Globally, in the last three decades there has been a fundamental shift in the
education of children with special educational needs away from segregated provision towards a more
inclusive approach (Das, Sharma & Singh, 2012). This study revealed that some children are forced to
learn their primary education (1-4) separately by considering social exclusionary challenges in regular
schools. There are also children in special classes from Grade 1-4 that serve only Deaf learners with
Deaf teachers in a regular school. This school send deaf students to regular classes (Grade 5-8) when
they complete their Grade 1-4 classes in the special classes of the same school. There is also another
school that has Autistic children who are learning in a separated special class by special needs education
professionals. Similarly this school also sends children to grade one in the same school that shown some
progress in the special class. Upon completion of lower primary education, students in special education
are transitioned into inclusive classes as they progress to upper primary levels. The successful
integration of students with disabilities into regular classrooms expected to be based on several factors,
including the physical accessibility of the learning environment, the availability of support services and
resources, the training and awareness of teachers and staff, individualized education plans for each
student, and the overall inclusivity and acceptance within the school community. However, in reality,
these conditions were often not met. Furthermore, the readiness of each student to join the mainstream
classroom, including their social and emotional preparedness, as well as their academic abilities, is
crucial for a smooth transition and successful integration. This suggests that in the City administration
there are three models of education for teaching students with special educational needs. In this regard
studies also revealed that the Ethiopian schools follow a mixed approach in which children with
disabilities are integrated into mainstream classrooms (Yorke et al., 2022). However, they argue that
the shift was not supported with the necessary materials and awareness of the responsible bodies.

According to Mpofu and Chimhenga (2013), school administrators should feel a sense of responsibility
toward the academic and socio-emotional development of each student in their school. However, the
current study suggests that these administrators did not view themselves as responsible for the education
of students with special needs. Instead, they relied on others to manage the inclusion program. Mpofu
and Chimhenga (2013) also emphasize the importance of collaborative planning for the education
of students with special needs. Unfortunately, the concerned administrators and teachers in the current
study did not prioritize planning for inclusion or addressing the needs of diverse learners. First of all, it
is required for managers to understand and consider education which allows each child to learn together,
be recognized, and be given equal educational opportunities. It is also required for managers to identify
children with disabilities who need specially designed treatments. The management of inclusive
education can be measured and improved on an ongoing and accountable basis. Studies have shown
that management of inclusive education is important which involves the collaboration process to support
the practices of inclusive education (Robiyansah, 2020).

Furthermore, the majority of teachers in Ethiopia's educational system are usually prepared to teach the
entire class without adequate support for pupils with individualized teaching or a variety of learning
requirements.. As a result, these educators need to acquire the knowledge and skills necessary to
effectively cater to a wide range of learning requirements and employ diverse teaching methods.
UNICEF reports also underscore the necessity of individualized educational plans in meeting the unique
needs of students with disabilities in an inclusive environment (Clark et al., 2020). In addition, strong
collaboration among stakeholders ensures and enhances the realization of inclusion (Clark et al., 2020).
Contrary to this, the current study has found the presence of a poor bond between Zone and City
administration education offices with schools and b/n teachers and families as well.

This study uncovered a concerning reality that there are teachers who are teaching in inclusive
classrooms and are unaware of the diverse needs of their students with special needs. This lack of
awareness has a direct impact on the education of these students. Mpofu and Chimhenga (2013) noted
that teaching in inclusive classrooms requires a deep understanding of inclusive education and
individual differences. Similarly, some revealed that children with diverse abilities may not receive the
education they need due to a lack of awareness (Hayes, 2017). Despite UNICEF's reports emphasis on
the importance of adapting curriculum, teaching methods, and physical structures to cater to diverse
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needs, the current study found that some teachers were unable to adapt their teaching materials to suit
the needs of their learners (Clark et al., 2020). They simply used the texts as they were, focused on
completing chapters, and employed the same teaching methods for all learners. It is vital for teachers to
have the professional knowledge that is required to provide adequate education to students with diverse
needs (Vrasmas & Vrasmas, 2012). However, this study found that some teachers were assigned to
inclusive classrooms without the necessary knowledge to teach students with different educational
needs.

Furthermore, the findings of the present study highlight the fact that deaf students are frequently
instructed through oral methods by teachers who lack the skill of proficiency in sign
language. Additionally, it has been revealed that even in inclusive settings, there is a shortage of sign-
language interpreters. Tedla and Negassa (2019) have also recognized the language barrier as a critical
obstacle that deaf learners encounter in attaining inclusive education.

Recommendations

To sum up, the study's findings revealed that the Hossana City Administration's efforts toward inclusive
education are hindered by poor administration and a knowledge and skill gap. To achieve proper
education and support for students with diverse abilities, the study recommends that:

e The education offices in Haddiya Zone and Hossana City Administration should establish
strong connections with schools that are working towards inclusive education.

e School management effectiveness should be continuously measured and improved in a
accountable and transparent manner by Educational offices.

e School leaders need to prioritize creating feasible plans and fostering relationships between
teachers and parents of students with diverse needs.

e School leaders and teachers should receive training and awareness sessions from qualified
professionals or organizations.

e The Hossana College of Education, being the only college in the regional state, should provide
professional, financial, material, and other necessary support to facilitate inclusive education in
the Haddiya zone and its surrounding areas.

e Itis recommended that the Hossana City Administration, in collaboration with the educational
sectors of Hadiya Zone and regional educational bureaus, provide training for teachers and
school principals in the following areas: sign language, speech production, curriculum
adaptation, teaching methods, classroom management, assessment, and intervention for deaf
children.

Limitation of the study

The data collecting tool employed for this study was limited to interviews, which may have restricted
the ability to capture a comprehensive understanding of the subject matter. Incorporating additional
tools such as direct observation and questionnaires could have provided a more holistic view of the
situation. Furthermore, the study was constrained by its focus on a limited number of schools practicing
inclusive education, which may have limited the diversity of perspectives and experiences captured in
the data. Additionally, the lack of inclusion of children's perspectives in the data collection process is a
notable limitation that could have enriched the study findings. These limitations present valuable
insights for future research endeavors aimed at comprehensively understanding the practices,
challenges, and opportunities associated with implementing inclusive education and devising effective
solutions.

Ethics and Conflict of Interest

All ethical rules were observed at each stage of the research. The author declares that he acted in
accordance with ethical rules in all processes of the research. The authors declare that they do not have
any conflict of interest with other persons, institutions or organizations.

Copyright © International Online Journal of Primary Education 234


http://www.iojpe.org/

WWW.i0jpe.org
International Online Journal of Primary Education 2024, volume 13, issue 4

W 10JPE

Supporting Institution
Hossana College of Education

Author Contribution
All authors contributed equally to the research.

Corresponding Author
Correspondence to Tsedeke ABATE, tsedaba@yahoo.com

REFERENCES

Ainscow, M., & César, M. (2006). Inclusive education ten years after Salamanca: Setting the agenda. European Journal of
Psychology of Education, 21(3), 231-238.

Aggarwal, R., & Ranganathan, P. (2019). Study designs: Part 2—descriptive studies. Perspectives in clinical research, 10(1),
34-36.

Aluko, F. R., Omidire, M. F., & Mampane, M. R. (2022). Reconceptualising Education in Sub-Saharan Africa: Realising
Equity and Social Justice. African Perspectives of Research in Teaching and Learning, 6(2), 79-95.

Barton, L., & Armstrong, F. (2001). Disability, education and inclusion: Cross-cultural issues and dilemmas. SAGE
Publications Ltd.

Clark, H., Coll-Seck, A. M., Banerjee, A., Peterson, S., Dalglish, S. L., Ameratunga, S., ... & Costello, A. (2020). A future for
the world's children? A WHO-UNICEF-Lancet Commission. The Lancet, 395(10224), 605-658.

Eunice, L. A., Orodho, J. A., & EUNICE, M. L. A. (2014). Effective provision of inclusive education: Coping with constraints
in public secondary schools in Rongo District, Migori County, Kenya. Journal of Education and practice, 5(18), 5-18.

Grigorieva, N. A., Lazurenko, S. B., & Solovyova, T. A. (2022). Models of inclusive education for children with disabilities
in international practice: Historical experience and current trends. In Education of children with special needs:
Theoretical foundations and practical experience in the selected works of Russian, Belarus, and Polish Scholars (pp.
315-320). Cham: Springer International Publishing.

Hayes, A. M., & Bulat, J. (2017). Disabilities inclusive education systems and policies guide for low-and middle-income
countries.

Hayes, A. M., & Bulat, J. (2017). Disabilities inclusive education systems and policies guide for low-and middle-income
countries. Occasional Paper. RTI Press Publication OP-0043-1707. RTI International.

Idol, L. (2006). Toward inclusion of special education students in general education: A program evaluation of eight schools.
Remedial and Special education, 27(2), 77-94.

Kluth, P., Villa, R. A., & Thousand, J. S. (2002). "Our school doesn't offer inclusion” and other legal blunders. Educational
Leadership, 59(4), 24-27.

Magnusson, G., Goransson, K., & Lindqvist, G. (2019). Contextualizing inclusive education in educational policy: the case of
Sweden. Nordic journal of studies in educational policy, 5(2), 67-77.

Mbua, E. M. (2023). Principal leadership: Raising the achievement of all learners in inclusive education. American Journal of
Education and Practice, 7(1), 1-25.

McCarty, K. (2006). Full inclusion: The benefits and disadvantages of inclusive schooling. An overview. Online Submission.
https://eric.ed.gov/?id=ED496074

Team, G., & Mergia, A., 2020. The practice of inclusive education in Ethiopia, UNESCO: United Nations Educational,
Scientific and Cultural Organisation. France. Retrieved from https://coilink.org/20.500.12592/tx6x3]j on 24 Dec 2024.
COlI: 20.500.12592/tx6x3j.

Miles, S., & Singal, N. (2010). The education for all and inclusive education debate: Conflict, contradiction or opportunity?.
International journal of inclusive education, 14(1), 1-15.

Minas, H., Tsutsumi, A., lzutsu, T., Goetzke, K., & Thornicroft, G. (2015). Comprehensive SDG goal and targets for non-
communicable diseases and mental health. International journal of mental health systems, 9, 1-4.

Mosalagae, M. K., & Lukusa, J. P. K. (2016). Contextualised Inclusive education: A retrospective look at technical and
vocational education and training (TVET) in Botswana. Journal of Education and Practice, 7(14), 79-87.

Mokaleng, M., & Mdwes, A. D. (2020). Issues affecting the implementation of inclusive education practices in selected
secondary schools in the Omaheke Region of Namibia. Journal of Curriculum and Teaching, 9(2), 78-90.

Copyright © International Online Journal of Primary Education 235


http://www.iojpe.org/
mailto:tsedaba@yahoo.com
https://eric.ed.gov/?id=ED496074
https://coilink.org/20.500.12592/tx6x3j

WWW.i0jpe.org
International Online Journal of Primary Education 2024, volume 13, issue 4

Mpofu, J., & Chimhenga, S. (2013). Challenges faced by Hearing Impaired pupils in learning: A case study of King George
VI Memorial School. Journal of Research & Method in Education, 2(1), 69-74.

W 10JPE

Mumbi, M. E. (2011). Challenges facing the implementation of inclusive education in public primary schools in Nyeritown,
Nyeri county, Kenya. Unpublished research project, Kenyatta University.

Musenyente, E., Han, M. L., & Knigge, M. (2022). Implementation of UN Convention on the Rights of Persons with
Disabilities in public and private schools in three districts of Uganda. African Journal of Disability (Online), 11, 1-13.

Mwangi, E. M., & Orodho, J. A. (2014). Challenges facing implantation of inclusive education in public primary schools in
Nyeri Town, Nyeri County, Kenya. Journal of Education & Practice, 5(16), 118-125.

Namanyane, T., & Shaoan, M. R. (2021). Inclusive education: A literature review on definitions, attitudes and pedagogical
challenges. International Journal of Research and Innovation in Social Science (IJRISS), 5(3), 358-365.

Nizar, S. (2011). Impact of UNCRPD on the status of persons with disabilities. Indian journal of medical ethics, 8(4), 223-229.

Oliver, M., & Barnes, C. (2013). Disability studies, disabled people and the struggle for inclusion. In The sociology of disability
and inclusive education (pp. 20-33). Routledge.

Rapp, A. C., & Corral-Granados, A. (2024). Understanding inclusive education-a theoretical contribution from system theory
and the constructionist perspective. International Journal of Inclusive Education, 28(4), 423-439.

Robiyansah, I. E. (2020). The Development of Inclusive Education Management Model: Practical Guidelines for Learning in
Inclusive School. Journal of Education and Learning (EduLearn), 14(1), 80-86.

Sarfo, J. O., Debrah, T., Gbordzoe, N. I., Afful, W. T., & Obeng, P. (2021). Qualitative research designs, sample size and
saturation: is enough always enough. Journal of Advocacy, Research and Education, 8(3), 60-65.

Sarton, E. & Smith, M., 2018, The challenge of inclusion for children with disabilities - Experiences of implementation in
Eastern and Southern Africa, Disability Inclusion, UNICEF Think Piece Series: UNICEF Eastern and Southern Africa
Regional Office, Nairobi.

Shaeffer, S. (2019). Inclusive education: a prerequisite for equity and social justice. Asia Pacific Education Review, 20(2),
181-192.

Stainback, S. B. E., & Stainback, W. C. (1996). Inclusion: A guide for educators. Paul H. Brookes Publishing Co..

Stentiford, L., & Koutsouris, G. (2022). Critically considering the ‘inclusive curriculum’ in higher education. British Journal
of Sociology of Education, 43(8), 1250-1272.

Tedla, T., & Negassa, D. (2019). The Inclusive education for deaf children in primary, secondary and preparatory schools in
gondar, Ethiopia. Humaniora, 31(2), 177.

Timmons, V. (2010). A long walk to school: Global perspectives on inclusive education (Vol. 7). BRILL.

Tirri, K., & Laine, S. (2017). Teacher education in inclusive education. The Sage handbook of research on teacher education,
2, 761-776.

Tonegawa, Y. (2019). Policy and practice of “inclusive education” in Addis Ababa, Ethiopia: An analysis from the perspectives
of teachers and parents of children with disabilities. Nilo-Ethiopian Studies, 24, 31-45.

Vrasmas, E., & Vrasmas, T. (2012). Internet resources for special educational needs and inclusion. eLearning & Software for
Education, 1, 383-389.

World Health Organization. (2011). World report on disability. World Health Organization.

Yin, R. K. (2014). Robert K. Yin. (2014). Case study research design and methods. Canadian Journal of Program Evaluation,
1-5.

Yorke, L., Hailu, B. H., Rose, P., & Teferra, T. (2022). The pathway to inclusive education in Ethiopia: Perspectives of system-
and school-level stakeholders.
file:///C:/Users/lau/Downloads/RISE_WP-115 Pathway Inclusive Education_Ethiopia.pdf

Copyright © International Online Journal of Primary Education 236


http://www.iojpe.org/
file:///C:/Users/lau/Downloads/RISE_WP-115_Pathway_Inclusive_Education_Ethiopia.pdf

W 10JPE

WWW.i0jpe.org
International Online Journal of Primary Education 2024, volume 13, issue 4
About the Author

Tsedeke Abate (Ph.D.)

Tsedeke Abate is a Senior Assistant Professor of Physics Education at Hossana Education College,
Hossana, Ethiopia. He is researcher, reviewer of international journals, and Provide lectures at the
College and nearby universities and currently he is coordinator of research and publication directorate.
His research interest areas are scientific reasoning, assessment, classroom practices, teacher
professional development and learning strategies in primary school. His teaching emphasizes
collaboration and equity to improve the quality of teaching-learning in the classroom.

Kassahun Gebru (Lecture)

Kassahun Gebru is a Senior Lecturer of Inclusive Education at Hossana Education College, Hossana,
Ethiopia. He is lecturing at Hossana Education College various courses like special needs education and
inclusive education and currently he is the coordinator of Academic and programming directorate. His
research interest areas are inclusive education, special needs education, classroom practices, teacher
professional development and learning strategies in primary school. His teaching emphasizes
collaboration and equity to improve the quality of teaching-learning in the classroom.

Copyright © International Online Journal of Primary Education 237


http://www.iojpe.org/

