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ABSTRACT 

	This study aimed to investigate the competencies of primary classroom teachers enrolled in the Bachelor of Education (Honours) in Primary Education programme at the Open University of Sri Lanka in relation to inclusive education. It followed a quantitative approach and utilized a survey design. A total of 852 students were selected as the sample using a systematic random sampling technique. A questionnaire was used to collect data from this large group of participants. Descriptive statistical techniques were used to analyze the data, and SPSS software was used to generate numerical outputs, tables, figures, and percentages for interpretation. Consent was obtained from every participant, and the data was permanently deleted at the end of the study. The major limitation of the study was that out of the 852 selected participants, only 772 (90.6%) responded to the questionnaire. The study revealed that most teachers involved demonstrated an average level of knowledge and skills related to inclusive education practices for students with special educational needs in their schools. A majority of teachers (71.9%) displayed positive attitudes toward the practice of inclusive education for students with special educational needs, indicating predominantly positive attitudes among participants and suggesting that they may be more willing to strengthen their knowledge and skills as well as more ready to engage in effective inclusive education practices. Most participants indicated that they use a variety of teaching and learning strategies to promote inclusive education practices in their classrooms, even though they experience challenges in implementing these practices in their classrooms. The study recommended that the curriculum should incorporate specific theory-based courses on disability, special educational needs, and inclusive education. In addition, it proposed including skill-development courses such as teaching practicum in inclusive classrooms, assessment of students with disabilities, working with multi-disciplinary teams, sign language, and Braille literacy.
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1. INTRODUCTION

Inclusive Education competencies are essential for Primary Education teachers because they directly influence how effectively young children with diverse abilities are supported in the classroom. At the primary stage, learners enter with different readiness levels, different developmental levels, learning styles, and socio-emotional needs, making inclusive competencies a core requirement. Teachers who possess these competencies can design flexible, accessible, and engaging learning experiences for all students. They are able to differentiate content, adjust instruction, and provide multiple ways for children to participate. According to the study by Strohmeier and colleagues (2022), teachers with strong inclusive-teaching competencies show higher professional confidence and are more capable of creating supportive learning environments. The study also found a significant link between teachers’ inclusive competencies and their professional development, highlighting that continuous learning strengthens inclusive practice. Teachers with these competencies can identify learning barriers early and offer timely support to prevent long-term difficulties.
The Open University of Sri Lanka (OUSL) is a state university established under the Open University Ordinance No. 1 of 1990. The OUSL enables learners to pursue education at their own pace, accommodating different learning styles and needs. One of the major programmes offered by the OUSL is the Bachelor of Education Honours in Primary Education (BEd (Honours) in Primary Education), which is among the most widely subscribed programmes. Since 2019, it has been administered by the Department of Early Childhood and Primary Education within the Faculty of Education. The programme extends over four academic years, and the minimum entry requirement is three passes at the GCE (A/L) examination for admission to the first year. Students who have completed the National Diploma in Teaching (Primary Education) from the National College of Education, or the Diploma in Early Childhood and Primary Education from the OUSL, are granted a two-year exemption.
Approximately 1,000 students are selected annually. Due to the large volume of applications received from across the island, the Department conducts a selection test to determine admission. The programme is offered through 27 centers islandwide and is available in all three-language media. Students are required to complete 120 credits, with 30 credits allocated per academic year. The curriculum comprises nine courses in the first year, eight courses in the second year, eight courses in the third year, and seven courses in the final year. Teaching practice components are integrated into the second and fourth years, and a course on inclusive education is offered in the final year. Currently, the programme accommodates approximately 900 students across all four levels.
Background of the study
The number of children with SENs in primary classrooms, secondary grades, special education units, and special schools in Sri Lanka. As of 2018 data, there were 48,784 children with SENs attending regular schools: out of this, 24,518 children (1.5%) with SENs were among the 1,672,350 total population of children in Grade 1-5 (primary classrooms), and 24,266 children (1.0%) with SENs were among 2,535,634 total population of children in Grade 6 -13 (in regular Junior, Senior and Upper Senior Secondary schools in Sri Lanka). In addition, as of 2019, there are 7,513 students with SENs accommodated in 704 Special Education Units functioning in national and provincial schools. In addition, there are 2,467 children with SENs receiving care and education in 29 Assisted Special Schools that are maintained by the State and non-State organizations.
As per the guidelines and directives given by the Ministry of Education Sri Lanka, through its Circular 37/2020 of 03.12.2020, the Ministry of Health through its letter of 28-10-2021, has instructed all provincial and regional health authorities to identify children who have confirmed diagnosis of any one or more of the following conditions as children with SENs; (i) cerebral palsy, (ii) autism spectrum disorders, (iii) global development delay, (iv) intellectual disability, (v) Rett syndrome, (vi) fragile X syndrome, (vii) down’s syndrome, (viii) any syndromes as identified by a paediatrician as having a disability acquired due to brain injury, (ix) development regression, (x) development delays with cognitive or speech involvement, (xi) deafness, (xii) blindness, (xiii) speech impairment, (xiv) meningomyelocele repaired, (xv) seizure disorders/epileptic syndromes, (xvi) cortico-visual impairment, (xvii) other structural brain disorders, e.g., hydrocephalus, and (xviii) children with myopathy/neuropathy,
There appear to be many limitations and challenges for catering to children having disabilities, and these include the lack of skilled teachers, the lack of appropriate infrastructure facilities in schools, limited scope in curricula, and the unavailability of assistive devices to cater to such students. Moreover, every year, out of the age cohort of Grade 1 admissions into regular schools, 1.07% of children are diagnosed as having autism spectrum disorder. In addition, 21.5% of students at the age of 10 appeared to have demonstrated problems in reading, comprehension, and spelling, about 18% of students, especially in Grade 6, were reported to be poor in handwriting, and according to performance tests of the primary school children, their success rates in languages (Sinhala and Tamil) and Mathematics were 37% and 38%, respectively (National Education Commission, 2021) In this background, the study was undertaken to investigate the competencies teachers in Sri Lanka

Statement of the problem
In Sri Lanka, every regular classroom is considered an inclusive classroom, and the Ministry of Education and the National Education Commission are currently committed to implementing inclusive education effectively across the island. Teachers play a vital role in enacting inclusive education practices at the classroom level; therefore, their competencies are crucial to ensuring effective inclusive education. In order to identify the competency levels of imminent primary classroom teachers, this study was undertaken.
Empirical evidence consistently highlights the significance of teachers’ competencies in implementing inclusive education. Internationally, numerous studies reveal that primary classroom teachers face a range of challenges, problems, and limitations when providing high-quality inclusive education to meet the diverse needs of all learners (Nimante & Kokare, 2022). Participants in previous research have identified screening and assessment, differentiated instruction, classroom and behaviour management, and collaboration as key competencies required of teachers for inclusive education. Pre-service and In-service training that develops these competencies can greatly enhance the effectiveness of inclusive education by equipping teachers to respond to learner diversity (Majoko, 2019). In addition, research has shown that many teachers have not received adequate training on how to teach in inclusive classrooms (S’lungile, 2015). Mogonea and Popescu (2019) conducted a study exploring learners’ perceptions of the roles and competencies required by teachers working in inclusive classrooms, based on the competencies they practiced and developed during their training programme. Their analysis, which also examined the portfolios developed by students using an evaluation grid, highlighted the importance of training programmes in developing these essential competencies.
Collectively, these findings demonstrate that strengthening teachers’ competencies is vital for the successful implementation of effective inclusive education.
In Sri Lanka, several challenges related to the implementation of inclusive education have been identified. These include inadequate reinforcement of appropriate practices, lack of parental support, limited peer and teacher–student interaction, insufficient teacher skills, ineffective teaching methods, poor curriculum adaptation, challenges in assessment and monitoring student achievement, and negative social attitudes towards disability. Additional difficulties such as heavy teacher workload, government attitudes, inappropriate classroom techniques, lack of safe infrastructure, inadequate resource allocation, inconsistency in implementing Individualized Education Programmes (IEPs), and insufficient explanation of Special Needs Education (SNE) to teachers have also been highlighted (Abilash, 2024). Furthermore, research indicates that special education teachers demonstrate higher perceived competence in working with students with special needs compared to general education teachers, emphasizing the need for stronger and more targeted teacher preparation through both pre-service and in-service training (Hettiarachchi & Das, 2014). The findings also reinforce the importance of understanding local teacher perceptions and addressing these concerns within teacher training programmes to support the effective establishment of inclusive education in the Sri Lankan context (Hettiaarachi et al., 2018).
Compared to other state universities in Sri Lanka, the BEd (Honours) in Primary Education programme produces the highest number of degree holders in Sri Lanka. Therefore, examining the effectiveness of the programme in developing the competencies required for the implementation of inclusive education among teachers at the classroom level is essential.
Literature Review
Inclusive Education
Inclusive education refers to ensuring that barriers to participation and learning are removed, and that curricula, teaching and learning materials are adapted, accessible, and appropriate for all learners in all their diversity, enabling them to reach their full potential. Inclusive education is not the same as special education, special needs education, or integration. In an inclusive education system, diverse learners participate alongside one another within the same classroom.
Traditionally, special education or special needs education, as referred to in some contexts, differs from inclusive education because it is based on segregation or integration rather than full inclusion. When special education programmes occur in separate classrooms or separate schools, they create an integrated or segregated model of education rather than a truly inclusive one.
Inclusive education recognizes and celebrates the diversity of all students. Learners study in their neighbourhood schools where all students, regardless of ability or background, participate alongside same-age peers in common learning environments, enabling them to succeed academically, socially, and emotionally. Students and their teachers are provided with the necessary support to succeed, allowing them to contribute meaningfully to their local school community (Inclusive Education Canada, 2025).
Inclusion is about ensuring equitable access and opportunity for all and involves removing discrimination and other barriers so that every individual feels a sense of belonging and connection. Inclusively creates a learning environment that adapts to each student, rather than expecting students with disabilities to adapt to the learning environment. An inclusive teacher supports all students to participate, learn, and succeed in all aspects of education (Ketheeswaran, 2021). Inclusive education is a philosophy and a process that aims to educate all children based on their diverse needs and abilities.

Teachers Competencies
Teacher competencies refer to the essential skills and knowledge that enable effective teaching, encompassing areas such as pedagogical knowledge, classroom management, communication, and assessment. Key competencies include the ability to plan and organise lessons, foster student engagement, manage classroom environments, assess student learning, and communicate effectively with students, parents, and colleagues. Additional important areas include digital literacy, adaptability, and social–emotional skills (Wordu & Isiah, 2020).
Saleem and Akhtar (2023) emphasise that both pedagogical and professional competencies are critical for teachers to perform effectively in contemporary classrooms.
· Pedagogical knowledge: The ability to understand and apply teaching strategies and methods.
· Classroom management: Skills in creating and maintaining a positive and productive learning environment.
· Curriculum and instruction: Knowledge of the subject matter and the ability to plan, implement, and evaluate instruction.
· Assessment: Proficiency in developing and using various assessment methods to evaluate student learning and progress.
· Professional development: A commitment to lifelong learning and staying current with the best educational practices. 
Interpersonal and social competencies
· Communication: Clear and effective verbal and written communication with students, parents, and other staff.
· Collaboration: The ability to work effectively with colleagues, parents, and the wider community.
· Caring and inclusiveness: Fostering a positive and inclusive classroom culture that acknowledges and values diversity.
· Adaptability: The flexibility to adjust teaching methods and strategies to meet the diverse needs of students.
· Leadership: The capacity to lead and manage the classroom and contribute to the school community. 
Digital and technological competencies
· Digital literacy: The skill to use technology effectively to support teaching and learning.
· Information and communication technologies (ICT): Competence in utilizing various digital tools and platforms. 
Personal competencies
· Self-efficacy: A strong sense of self-belief in one's ability to be successful.
· Ethics and values: A commitment to professional and ethical standards. 

Theory of the Study
Vygotsky's sociocultural theory emphasizes that cognitive development is a social process shaped by culture and interactions with others. Key concepts include the Zone of Proximal Development (ZPD), which is the gap between what a learner can do independently and what they can achieve with guidance; the More Knowledgeable Other (MKO), a person with greater expertise who supports the learner’s progress; and the central role of language as a tool for social interaction and thought. The theory posits that learning and development are interconnected, with social interaction driving individual growth.
Scaffolding refers to the temporary support provided by a more knowledgeable individual within the ZPD to help a learner acquire a new skill, with this support gradually withdrawn as the learner becomes more independent (Daniels, 1996). The principles of sociocultural theory, ZPD, MKO, and scaffolding, highlight the importance of teacher guidance, demonstrating that learners’ development is directly influenced by teachers’ competencies.

Aim of the study:
To investigate the competencies of primary classroom teachers enrolled in the BEd (Honours) in Primary Education programme at the Open University of Sri Lanka (OUSL) in relation to inclusive education.


2. material and methods 

Researchers use quantitative approach and survey design to collect and analyze numerical data, allowing them to identify patterns and generalize findings from a large sample to a broader population (Gul, 2023). Accordingly, the present study followed a quantitative approach and utilized survey design. A total of 4,258 students were enrolled in the BEd (Honours) in Primary Education programme at the OUSL, and 852 students were selected as the sample using a systematic random sampling technique. A questionnaire was selected to collect data from a large number of participants. The instrument consisted of two parts: Part One included eight close-ended questions, and Part Two included twenty-two five-point Likert-scale questions and three open-ended questions. The questionnaire was validated with the support of experts in the field of education. For the pilot study, sixty teachers (twenty from each language medium) who were not following the BEd (Honours) in Primary Education programme were selected, and the Cronbach’s Alpha value obtained was 0.881. The questionnaire was administered using Google Forms, and a period of one month was allocated for participants to complete it. Descriptive statistical techniques were used to analyse the data, and SPSS software was used to generate numerical outputs, tables, figures, and percentages for interpretation. Consent was obtained from every participant, and the Google Form was permanently deleted at the end of the study. The major limitation of the study was that out of the 852 selected participants, only 772 responded to the questionnaire.


3. RESULTS AND DISCUSSION

Data Analysis 
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AI-generated content may be incorrect.]The data collected from students enrolled in the BEd(Honours) in Primary Education programme at the OUSL were interpreted using descriptive statistical data analysis techniques. According to the analysis of Part 1, Figure 1 illustrates the medium-wise distribution of students. The majority of students (61%) follow the programme in the Sinhala medium, while 30% follow it in the Tamil medium and 9% in the English medium. This reflects the language-wise population distribution in Sri Lanka.














          Figure 1: Medium-wise Prevalence of Students

The OUSL offers the BEd (Honours) in Primary Education programme across the country. Accordingly, respondents participated in the survey from 26 administrative districts of Sri Lanka. The highest proportion of participants (13.3%) was from the Colombo District, while the lowest proportion (0.9%) was from the Vavuniya District. The distribution of participants closely reflects the district-wise population distribution of Sri Lanka.








 










Figure 2: District-wise Frequency of Respondents

Figure 3 illustrates the gender distribution of students following the BEd (Honours) in Primary Education programme at the OUSL. Accordingly, the majority (91.7%) of the participants are female, who are expected to become primary inclusive classroom teachers. In contrast, 8.3% of the respondents are male. As more than 90% of primary school teachers in Sri Lanka are female, this distribution also reflects the actual gender composition in the primary school context.
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Figure 3: Gender-wise Frequency of Respondents


Figure 4 describes the age range of the respondents in the study. The majority of respondents (61%) are below 30 years of age, while 30% fall within the 31-40 age range. Eight percent of respondents are between 41 and 50 years old, and only 1% are between 51 and 60 years old. This indicates that most teachers are under 30 years of age, which can be considered beneficial for the future development of education in the country.

















Figure 4: Age Range of Participants
Figure 5 illustrates the professional roles of the participants. The majority of participants (97.6%) are teachers, indicating the strong relevance of the sample to the purpose of the study. Additionally, 1.5% of participants are teacher educators, 0.9% are principals, and 0.3% are In-Service Advisors.
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Figure 5: Professional Roles of Participants

Figure 6 presents the higher educational qualifications of the respondents. The majority of respondents (57.6%) have obtained the GCE A/L qualification, while 17.4% hold the National Diploma in Teaching. Additionally, 15.2% possess a Higher Diploma in Early Childhood and Primary Education, and 9.8% have other educational qualifications.
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Figure 6: Higher Qualifications of Respondents

Part 2 of the analysis examines the competencies of teachers and other educational professionals who are following the BEd (Honours) in Primary Education programme at the OUSL.

Table 1: Teachers’ Knowledge of Inclusive Practices of Participants
	Statements
	Excellent
	Good
	Neutral
	Fair
	Poor

	Awareness of students with SENs
	11.9
	49.1
	12.8
	23.2
	3.0

	Knowledge of identifying the diverse needs of students with SENs in your classroom
	11.9
	50.9
	12.0
	22.7
	2.5

	Knowledge of accommodating students with SENs in your classroom
	12.7
	47.5
	12.8
	24.5
	2.5

	Knowledge of preparing lesson plans for students with SENs in your classroom
	8.4
	39.4
	17.0
	30.6
	4.7

	Knowledge of engaging students with SENs in classroom activities
	9.8
	43.1
	15.7
	27.6
	3.8

	Awareness of adapting teaching and learning activities to meet the SEN of students in your classroom.
	9.2
	37.8
	17.7
	31.6
	3.6

	Knowledge of using quality resources tailored to the needs of students with SENs in your classroom during teaching and learning activities.
	9.1
	41.6
	17.7
	28.4
	3.2

	Awareness of assessing students with SENs in your classroom during teaching and learning activities.
	11.8
	43.5
	16.3
	25.4
	3.0

	Knowledge of providing feedback to students with SENs based on their diverse needs in your classroom.
	11.0
	40.4
	15.7
	29.1
	3.8

	Awareness of collaborating with stakeholders regarding Inclusive Education for students with SENs in your classroom.
	8.8
	39.5
	18.8
	28.5
	4.4



Table 1 presents the respondents’ knowledge related to inclusive education practices for 
students with Special Educational Needs (SEN). The areas assessed include teachers’ awareness of students with SEN, their knowledge of identifying diverse learner needs, accommodating students with SEN in the classroom, preparing lesson plans, and engaging students with SEN in classroom activities. The table also evaluates teachers’ awareness of adapting teaching and learning activities to meet the needs of students with SEN, their ability to use quality resources tailored to these needs, assess students during classroom activities, provide appropriate feedback based on individual differences, and collaborate with relevant stakeholders regarding inclusive education for students with SEN.
According to the analysis, the majority of participants rated themselves as good or fair in relation to the statements. In contrast, only a small proportion of participants rated themselves as excellent or poor. This indicates that most participants possess only moderate levels of competency, reflecting limited confidence and knowledge in the areas assessed.
Table 2 presents the participants’ skills related to inclusive education practices. The skills assessed include working with students with SEN, identifying diverse learner needs, accommodating students with SEN in the classroom, preparing lesson plans, and engaging students with SEN in learning activities. The table also examines teachers’ skills in adapting teaching–learning activities to meet the needs of students with SEN, using quality resources tailored to these needs, assessing students during classroom activities, providing feedback based on individual differences, and collaborating with stakeholders in relation to inclusive education.
According to the analysis, the majority of participants rated their skills as good or fair in relation to the statements, while only a small proportion rated their skills as excellent or poor. This indicates that most participants demonstrate only moderate competency in the required skill areas, reflecting limited confidence and preparedness for implementing inclusive education practices effectively.

Table 2: Teachers’ Skills on Inclusive Practices of Participants
	Statements
	Excellent
	Good
	Neutral
	Fair
	Poor

	Skills for working with students with special SENs in your classroom.
	10.2
	44.6
	16.5
	26.0
	2.7

	Skills for identifying diverse needs of students with SEN in your classroom.
	10.0
	44.0
	15.7
	27.6
	2.7

	Skills for accommodating students with SEN in your classroom.
	8.8
	38.7
	18.5
	30.4
	3.5

	Skills for preparing lesson plans for students with SEN in your classroom.
	8.4
	36.9
	19.9
	30.8
	3.9

	Skills for engaging students with SEN in your classroom activities.

	9.5
	40.0
	18.7
	29.1
	2.7

	Skills of adapting teaching – learning activities accordingly SEN of students in your classroom

	7.3
	38.3
	19.8
	31.3
	3.2

	Skills for utilizing quality resources tailored to the needs of students with SENs in your classroom during teaching and learning activities.

	8.7
	39.9
	18.4
	29.9
	3.1

	Skills for assessing students with SENs in your classroom during teaching and learning activities.

	8.7
	37.4
	20.1
	30.8
	3.0

	Skills for providing feedback for students with SENs according to their diverse needs in your classroom.

	9.2
	38.9
	19.2
	29.7
	3.1

	Skills for collaborating with stakeholders regarding the inclusive education of students with SENs in your classroom.
	9.7
	39.4
	19.4
	28.5
	3.0



Table 3: Teachers’ Attitudes on Inclusive Practices of Participants
	Statements
	Excellent
	Good
	Neutral
	Fair
	Poor

	I am willing to support students with SENs in your classroom.
	32.5
	43.4
	9.8
	10.9
	3.4

	Attitudes toward identifying the diverse needs of students with SENs in your classroom.
	20.6
	48.2
	12.4
	15.7
	3.1

	Willingness to accommodate students with SENs in your classroom.
	26.7
	44.7
	11.7
	13.7
	3.2

	Considering the diverse needs of students when preparing lesson plans in your classroom.
	28.5
	46.0
	11.4
	10.9
	3.2

	Enjoying the engagement of students with SENs in your classroom activities.
	35.4
	40.3
	11.1
	10.1
	3.1

	I’m happy to use a variety of teaching and learning activities to meet the SEN of students in your classroom.
	31.2
	43.8
	10.2
	11.3
	3.5

	Willingness to use quality resources tailored to students with SENs in your classroom during teaching and learning activities.
	29.3
	42.6
	12.3
	12.6
	3.2

	Willingness to provide feedback to students with SENs based on their diverse needs in your classroom.
	27.8
	45.1
	10.6
	13.1
	3.4



Table 3 presents the participants’ attitudes toward inclusive education practices. The areas examined include willingness to support students with SEN, attitudes toward identifying diverse learner needs, willingness to accommodate students with SEN in the classroom, consideration of diverse needs when preparing lesson plans, enjoyment in engaging students with SEN in classroom activities, use of varied teaching–learning strategies to meet the needs of students with SEN, willingness to use quality resources tailored to these needs, and willingness to provide feedback based on individual differences. According to the analysis, the majority of participants demonstrated excellent and good attitudes in relation to the statements, while a smaller proportion showed fair or poor attitudes. This suggests that although participants generally maintain positive attitudes toward inclusive education, some still exhibit limited confidence and readiness in carrying out inclusive practices effectively.
Figure 7 illustrates the participants’ opinions on the inclusion of students with SEN in their classrooms.
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Figure 7: Opinions on the Inclusion of Students with SEN in the Classroom

According to the diagram, the majority of participants (71.9%) hold a positive attitude toward accommodating students with SEN in their classrooms. In contrast, 9.7% of participants expressed negative attitudes toward inclusion. Meanwhile, 18.4% of participants reported a neutral or unbiased stance. This suggests that, with appropriate knowledge and skills in inclusive education, these participants may also be able to effectively accommodate students with SEN in their classrooms.
Figure 8 illustrates the teaching and learning strategies used by participants to promote the inclusion of students with SEN in their classrooms.



















Figure 8: Teaching and Learning Strategies Used to Promote the Inclusion of Students with SEN in the Classroom

According to the diagram, participants use a variety of teaching and learning strategies to promote the inclusion of students with SEN in their classrooms. This demonstrates their willingness and ability to apply inclusive education practices. With further training on different types of disabilities and the specific learning needs associated with them, participants will be better equipped to apply these strategies effectively and address the individual needs of students with SEN.
Figure 9 explains the challenges faced by participants when practicing inclusive education in their classrooms.



Figure 9: Challenges Faced by Participants in Practicing Inclusive Education in the Classroom

According to the diagram, a higher proportion of participants reported challenges related to time constraints (25.49%), general difficulties (13.58%), lack of resources and facilities (9.20%), diverse needs of students with SEN (7.84%), and lack of training or knowledge (7.24%). Fewer than 7% of participants identified challenges related to parental issues, student behaviour, classroom management, curriculum or syllabus requirements, peer or social issues, language and communication difficulties, teacher stress or pressure, planning issues, activity-related issues, and other miscellaneous concerns.

The respondents of the study represented the ground-level population relevant to the research. However, researchers do not need to obtain samples from every subgroup, as each group can adequately represent the broader population when they are sufficiently similar (Hossan et al., 2023). This depends on the nature and purpose of the study.
In the present research, 91.7% of the teachers were female. Similarly, in the United Kingdom, 84.6% of nursery and primary school teachers are women (de Salis, 2019). This suggests that females form the majority in primary school teaching positions globally.
[bookmark: _Hlk215466173]The majority of teachers in the present study demonstrated an average level of knowledge and skills related to inclusive education practices for students with SEN in their schools. Similarly, findings from Thomas and Uthaman (2023) indicate that 63% of participants possessed an average level of knowledge, while 51% reported having the necessary skills for inclusive education. These results align closely with the findings of the current study.
However, in this study, most teachers displayed positive attitudes toward the practice of inclusive education for students with SEN. This contrasts with previous research. A review of 26 studies conducted by De Boer (2011) revealed that many teachers hold neutral or negative attitudes toward the inclusion of students with special needs in regular primary classrooms. Likewise, a more recent review by Lindner et al. (2023) found that regular primary school teachers do not fully support the inclusion of all students, and that clear directions for improving teachers’ attitudes have been largely absent in recent literature.
In contrast, the present study highlights predominantly positive attitudes among participants, suggesting that they may be more willing to strengthen their knowledge and skills and more ready to engage in effective inclusive education practices.
The majority of participants indicated that they use a variety of teaching and learning strategies to promote inclusive education practices in their classrooms. Previous research has shown that teachers’ instructional patterns often remain consistent across different groups of students, with evidence suggesting that academically “at-risk” students may receive less attention and differentiated instruction compared to their peers with and without disabilities (McGhie-Richmond, 2007).
Molbaek (2018) identified four key dimensions of inclusive teaching strategies: framing, relational, didactic, and organizational, based on research examining teaching practices that enhance students’ learning opportunities. In another study, teachers were found to apply several instructional approaches, including active learning, peer tutoring, cooperative learning, and direct instruction. However, the implementation of broader inclusive instructional practices was limited due to insufficient pedagogical knowledge related to inclusion, inadequate reflective teaching, and constraints in school facilities and infrastructure. The findings of the current study align with existing empirical evidence, showing that teachers tend to use a core set of teaching and learning strategies to support inclusion in their classrooms, although their application may be constrained by knowledge, experience, and contextual limitations.
Ngadni et al. (2023) identified several challenges faced by teachers in inclusive classrooms, including time consumption, lack of manpower, insufficient training and knowledge, and limited resources. These were reported as the major themes emerging from their respondents. The current study also found similar challenges, demonstrating the relevance and validity of the research problem examined in this context.

4. Conclusion

The respondents in this study represent the frequency distribution of the national population, making them appropriate for addressing the research problem. Students following the BEd (Honors) in Primary Education programme demonstrated an average level of knowledge and skills related to inclusive education practices. However, they showed positive attitudes toward implementing inclusive education for students with SEN.
Furthermore, teachers reported using a variety of teaching strategies in their inclusive classrooms, despite facing several challenges. These findings highlight both the strengths and limitations of current inclusive education practices and emphasize the need for continued support and training for teachers.
Recommendations of the study
This study recommends further amendments to the BEd (Honours) in Primary Education programme.
Although students hold positive attitudes towards inclusive education for learners with SEN, their knowledge and skills in this area require improvement.
The BEd (Honours) in Primary Education programme should be revised to strengthen students’ knowledge and skills related to inclusive education practices for learners with SEN.
[bookmark: _Hlk215466901]The curriculum should incorporate specific theory-based courses on disability, special needs education, and inclusive education. In addition, skill-development courses such as teaching practicum in inclusive classrooms, assessment of students with disabilities, working with multi-disciplinary teams, sign language, and Braille literacy should be included.
The Ministry of Education should provide in-service training programmes on inclusive education and ensure adequate resources for primary and secondary school teachers.
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