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ABSTRACT
Background: Disability is still a controversial topic in many nations, in part because of
ongoing stigma. People with disabilities have been stigmatised throughout history as being
morally unacceptable or unwell and in need of help. Before the establishment of the modern
educational system in Japan in the late 19th century, people with disabilities were stigmatised
as ‘useless’ and shunned by society. Since then, significant progress has been made in Japan's
educational laws, most notably with the signing of the United Nation’s Convention on the
Rights of Persons with Disabilities (CRPD) in 2008 and its adoption in 2013. Although Japan
strives to establish a more inclusive educational system, the reality of implementation is
significantly different from what is desired on paper. Therefore, this study aims to investigate
the perspectives of mainstream Japanese secondary teachers toward inclusion.
Methods: This study followed a quantitative non-experimental descriptive design by
employing online surveys via Qualtrics. A total of 42 teachers working at three secondary
schools in the Fukushima prefecture in Japan participated in the study. The perception of
teachers regarding inclusion in mainstream classrooms were explored using biographic
questions (both open- and closed-ended questions) and the published Teachers’ Attitudes
toward Inclusion Scale (TAIS), a 5-point Likert scale. This scale was identified following a
scoping review. Data from the surveys were downloaded into Excel and were then transcribed
using descriptive analysis. The data were furthermore analysed using inferential statistics, that
is, the t-test and an Analysis of Covariance (ANOVA) and an f-test to determine if more than
two sets of cofactors were significantly different from each other.
Results: The results indicated that Japanese teachers in the Fukushima prefecture were
generally not positive and were not in favour of inclusion. The majority of participants were
men, held an undergraduate degree, and taught at a suburban school. Only some participants
were knowledgeable regarding the inclusive education policies which Japan is trying to
implement. Overall, teachers were hesitant to include children with disability in their
classrooms. Teachers of an older age and with more teaching experience were the most
negative with regards to inclusion.
Conclusions: Even though Japan has made strides with regards to inclusive education, there is
still a lot of room left for improvement of the implementation of educational policies in
mainstream classrooms. Furthermore, teachers need more training at university level as well as
during their pre-service years as a means to be more tolerant and accepting of children with

disabilities in their classrooms. More studies need to be conducted in Asian countries especially
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in Japan, in order to understand the social stigma associated with disability and why teachers

generally have a negative view toward inclusion compared to Western countries.

Keywords: Attitudes, children, disability, inclusion, Japan, perspectives, teachers
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1. PROBLEM STATEMENT AND LITERATURE REVIEW

In many countries disability remains a controversial topic, partially due to the persistent
stigma (Kayama & Haight, 2014). Throughout history, persons with disabilities have been
stigmatised as morally unacceptable or unhealthy and in need of assistance (Kayama & Haight,
2014; Komeda et al., 2015; Numano, 2012). In Japan, prior to the formation of the modern
education system in the late 19" century, persons with disabilities were labelled as ‘useless’
and ostracised from society (MEXT, n.d.-a). Therefore, due to the difficulties Japan has had
with implementing a new formal system of special education for children with developmental
disabilities, Japan offers an interesting cultural context, for studying stigma and disability
(Kayama & Haight, 2014).

While the modern education system in Japan has been adapted to accommodate
children with disabilities and seeks to provide them with an education equal to that received by
those without disabilities, historically, this was not the case. The Educational System, which
became the foundation of Japan’s public education system, was enacted in 1872. It advocated
for universal education to improve citizens’ capacities and build national power. It contains a
clause that governs “schools for handicapped children” (p.2) in a passive manner called Haijin
Gakko (MEXT, n.d.-b; Yamada, 2013). These schools, also referred to as “schools for the
wasted” [sic] (Numano, 2012, p.2) as they were called, referred to schools that accommodated
children with vision, hearing, intellectual, physical/motor, or other disabilities, based on the
widespread use of the word at the time. Despite the regulation of “schools for the wasted” for
children with disability, education for these children was never offered under the educational
principle of the period, which was to promote national wealth and power (Kayama & Haight,
2014; Yamada, 2013).

Prior to the Meiji Restoration period (1603—-1867), communities primarily supplied the
foundation of life and skill training for individuals with disabilities. It was only in 1878 during
a period of rapid societal upheaval, a private philanthropist, Tashiro Furukawa, founded
Japan's first private school, Kyoto Moain (Kyoto Blind-Mute Institute) for the deaf, and
children that are unable to speak (Hall, 1905). Following that, a few private schools for deaf
and mute children were formed, which later became public schools. In the Second Revised
Elementary School Ordinance called Gakusei of 1890, schools for deaf and mute children were
governed as schools that aligned with elementary schools, and regulations were established.

The provision of the Third Revised Elementary School Ordinance made elementary

school education mandatory in 1900. Simultaneously, it was mandated that children with
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disabilities be exempted from attending elementary school or be given a postponement (Hall,
1905; Yamada, 2013). The first private institutions for children with intellectual disabilities
opened in 1906, while the first private institution for children with physical/motor disabilities
opened in 1921. Children with disabilities were not included in the framework of the education
system at the time, which had the purpose of developing “national prosperity and defence”
(Numano, 2012, p.3). However, because of the efforts of interested parties, a demand for
compulsory and public education for children with disabilities had grown. As a result,
corresponding sections in the Elementary School Ordinance were separated and expanded on,
and the Schools for Blind, Deaf, and Mute Ordinance were enacted in 1923. Despite the fact
that the decree was limited to schools for blind, deaf, and mute children at the time, it sparked
the transformation of such schools from charitable social services to public education systems
(YYamada, 2013).

Following the Second World War, the Fundamental Law of Education and the School
Education Law were enacted in 1947 to replace the nationalistic laws that had previously
existed. It established the idea of equal opportunity in education, and the School Education
Law identified three types of special schools as institutions. These schools included special
schools for the blind; special schools for the deaf; and schools for children with disabilities.
Education had then been made compulsory for children who attend Special Schools for the
Blind and Deaf. The special needs education division of the previous Ministry of Education's
elementary and secondary education bureau was established in 1952 with the purpose of
promoting these schools and special classes for children with disabilities (National Institute of
Special Needs Education, 2021; Numano, 2012). More recently, however, the School
Education Law of 2013 was largely revised to cope with children with numerous disabilities,
and the prior school system was transformed into a “Schools for Special Needs Education”
system that can accept a variety of disabilities, which was enacted in 2007 (MEXT, n.d.-b).
Furthermore, regulations were enacted to allow special classes to be established in mainstream
elementary, middle, and high schools for children who would have difficulty learning in
mainstream educational classes (MEXT, n.d.-b; Yamada, 2013). These regulations are part of
the larger trend towards inclusive education. The idea that all children should have equal
opportunities and be respected as equal members of their schooling community serves as the
foundation for the practise of inclusion (Johnson & Muzata, 2019).

In Japan, inclusive education refers to a system in which children with and without
disabilities learn together in a general education system in their local communities (Forlin et

al., 2015). In 2012 Japan embarked on an initiative to create an inclusive education system in
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order to establish a more harmonious society (Numano, 2012) as mainstream school children
typically had little contact with children with disabilities as they progress through elementary
school (Hayashi & Kimura, 2004) leading to bias and stigmatisation of these children (Kayama
& Haight, 2014). Persons with disabilities who were once considered welfare beneficiaries are
today recognised as rights holders under international law, with a claim to the non-progressive
right to education, free of discrimination and on the basis of equal opportunity (United Nations,
2016). This process began in Japan on 28 September 2007, when the government signed the
United Nation’s Convention on the Rights of Persons with Disabilities of 2006 (CRPD) (United
Nations, 2006) and in March 2008 began the process of ratification. On 4 December 2013, the
Japanese parliament unanimously adopted the CRPD, ushering in a wave of disability policy
reform also with regard to education as reflected in Japan’s national legislation (Yamada,
2013). The school determination system for children with disabilities had been further altered
in light of to a partial amendment to the Cabinet Order for Enforcement of the School Education
Law issued in 2014 (Forlin et al., 2015; MEXT, 2014). According to Article 24.1 of the CRPD,
all parties must acknowledge that individuals with disabilities have the right to an equal
education and must offer inclusive education in their institution at all stages of education.
Furthermore, Article 24.2 states that persons with disability cannot be refused access to
education in mainstream schools on the grounds of their disability, particularly in situations
where education is free and compulsory in either primary or secondary schools (United
Nations, 2016).

The inclusion of children with special educational needs in mainstream public schools
in Japan is loosely based on three articles of the Japanese Constitution of 3 May 1947, namely
Articles 13, 14, and 26 (Forlin et al., 2015). Article 13 guarantees the right to life, liberty, and
the pursuit of happiness (even though this law does not mention disability), whereas Article 14
bars discrimination in political, economic, or social relations based on race, creed, sex, social
status, or family origin (and again, there is no mention of disability) (Forlin et al., 2015). Article
26 (the basic national educational policy) of 3 May 1947, the only article which loosely
includes disability states that,

“All people shall have the right to receive an equal education correspondent to their ability,
as provided by law. All people shall be obligated to have all boys and girls under their
protection receive ordinary education as provided for by law. Such compulsory education
shall be free (Prime Minister of Japan and His Cabinet, 1947, p.7)”.
The CRPD also states that inclusive education for all children is a basic human right which
cannot be denied (United Nations, 2016).
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When the Shogaishakihonho (Basic Law for Persons with Disabilities) was revised in
2011, a regulation requiring clause to educate children with and without disabilities together as
much as what is feasible was added (Kaneko, 2006). As a result of the new regulations
introduced by the Japanese government, special needs education for children with learning
disabilities, is now also available in mainstream classes (Moberg et al., 2020). Parents of
children with disabilities who were previously forced to enrol their child in special schools now
have more options available to them (Forlin et al., 2015; MEXT, 2014). Due to cultural beliefs
regarding the necessity of education (Donohue & Bornman, 2014), many parents choose to
enrol their children in mainstream schools as opposed to special education school (Kaneko,
2006; National Institute of Special Needs Education, 2021), creating a situation where children
with special needs may be present in classrooms with neurotypical children, and teachers are
not equipped to work with them.

During the 1970’s and 1980’s in Japan, an estimated 1% of all children with severe or
moderate disabilities received special education services in special schools or resource rooms
within mainstream schools (Moberg et al., 2020). In modern-day Japan, children with a
disability diagnosis can receive special needs services in mainstream classes or opt for special
classes and special schools — these choices are now more freely available than before. In 2021,
there were 116 633 elementary school children receiving special needs services in resource
rooms at elementary schools, 16 765 children at lower secondary schools, and 787 children at
upper secondary schools across national, public, and private institutions in Japan, where
children are receiving special needs services in resource rooms (National Institute of Special
Needs Education, 2021). Furthermore, as of 1 May 2019, Japan has 36 353 special classes and
1 146 special schools with the number of special classes and special schools increasing every
year (Yada & Savolainen, 2017). Due to the 24 488 regular schools with established classes
for special needs education that exist across national, public, and private institutions in Japan,
the need for special education training for teachers has also increased.

In order to obtain a special education teaching certificate in Japan, teachers must first
obtain a “regular teacher certificate” (p319) from each division to teach children (kindergarten,
elementary, middle, or high school) to demonstrate their basic competence as teachers (Forlin
et al., 2015; MEXT, 2014). In principle, teachers in kindergarten, primary school, junior high
school, and senior high school are required to have a teacher's license for each type of school.
Depending on which area(s) they wish to teach in, they must then obtain credits from the
categories of basic theories of special education, curricula, and teaching methods for children

with visual impairments, deaf/hard of hearing, intellectual disabilities, physical disabilities,

4
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and/or weak constitution (a person in poor health due to lack of nutrition in utero) (Forlin et
al., 2015).

University students who are studying towards a general education degree can take
special education courses, (e.g., focused on teaching children with learning disabilities), but
these are not compulsory. However, as of 1 May 2010, a total of 51 (out of 82) national
universities (created or managed by the government), two (out of 78) public universities
(funded and run by a local government), and 63 (out of 576) private institutions provide
authorised programmes for obtaining a special-needs schoolteacher certificate (Numano,
2012). Teachers at special needs schools must have both a special needs school teacher
certificate as well as a certificate corresponding to each division they wish to teach at, according
to the Education Personnel Certification Act (MEXT, n.d.-b, 2013; Numano, 2012). However,
the qualifier “for the time being’, that was added by supplemental clause 16, undermines this
requirement, and teachers in special needs schools are not mandated to have the special needs
school teaching credential. (Forlin et al., 2015). Furthermore, education students are expected
to complete a minimum of two-weeks practical teaching-practice for each type of school and
academic area in addition to their regular course work (Forlin et al., 2015).

Even though education students can acquire a certificate in all disability categories, they
are only allowed to complete one teaching practice in order to obtain the special education
teaching certificate (Forlin et al., 2015; MEXT, 2014). Data shows that only 70% of teachers
teaching at a special needs school in Japan have a special needs schoolteacher certificate
(Numano, 2012). According to the CRPD, schools must also make the appropriate efforts to
hire and educate their teachers and staff at all levels of education so that they can engage with
children who have a variety of impairments including training in sign language proficiency and
learning to read Braille (United Nations, 2016). Unfortunately, this is not the case in Japan as
there are currently no inclusive education courses available.

One of the most important factors in ensuring the successful implementation of
inclusive education in Japan will be if teachers are appropriately prepared for the changes in
schooling and embrace a more inclusive worldview (Forlin et al., 2015). This is especially
important in light of the proposed new role of special education teachers who will be expected
to assist mainstream teachers in transitioning to a more inclusive approach (Forlin et al., 2015).
According to the Convention on the Rights of the Child, schools must hire teachers who are
qualified and licenced in order to teach children to the best of their abilities because education
is not only an investment in the future but also a chance for enjoyable activities, a setting for

practising respect for others, participation, and goal achievement (United Nations, 2013).
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According to Forlin (2013), in order to successfully execute the inclusive approach, teachers
must have confidence in their own knowledge, skills, and capacities in conducting inclusive
education and although there is a considerable amount of research on teachers' self-efficacy in
Western countries, there is a lack of research in non-Western countries, including Japan (Yada
& Savolainen, 2017). Schools, communities, and nations should work to create an inclusive
educational environment where children are welcomed and their potential for growth will be
fostered (Hollings, 2021). This will ensure that children’s rights are not violated and that they
are treated as equal members of their schooling environment. Human dignity and the enjoyment
and exercise of human rights depend on inclusion and involvement which is evident in the
creation of policies aimed at achieving true fairness and equality in the world of teaching
(UNESCO, 1994). Therefore, this study will aim to investigate the perspectives of mainstream
Japanese secondary school teachers towards inclusion and understand their holistic views on

inclusion as a whole, based on the premise of inclusion as a human right.
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2. METHODOLOGY

21 Aims

The following section will discuss the main aim and subaims of the study.

2.1.1 Main aim
The main aim of this research is to describe the perspectives of mainstream Japanese
secondary school teachers towards inclusion.

2.1.2 Subaims
To address the main aim of the study, four subaims were created:

1) To describe the perspectives of mainstream Japanese secondary school teachers on the
expected outcomes of inclusion and its implementation in their classrooms.

i) To describe the perspectives of mainstream Japanese secondary school teachers toward
educating children with and without disabilities together in a classroom.

iii) To describe the perspectives of mainstream Japanese secondary school teachers with
regards to the education of children with disabilities as a fundamental human right.

iv) To describe Japanese secondary school teachers’ perspectives on their preparation and

workload when working with children with disabilities in inclusive classrooms.

2.2  Research design and phases

A quantitative non-experimental descriptive research design (McMillan &
Schumacher, 2014) was employed to examine the perspectives of mainstream Japanese
secondary school teachers regarding inclusion. Descriptive designs are used to summarise a
situation’s current or previous state (McCusker & Gunaydin, 2015). A quantitative research
design involves a systemic analysis of phenomena through the collection of quantifiable data
and statistical procedures in order to establish relationships between variables (Guetterman et
al., 2015). This type of study focuses on the perspectives of a single group (McMillan &
Schumacher, 2014), namely Japanese secondary school teachers. Since fewer variables and
specific numbers are used in quantitative designs, it can aid in removing biases from the study
to improve its reliability. Another advantage is that it can aid in gather data from bigger sample
sizes (Grimes & Schulz, 2002; Rahman, 2016). This has the benefit of allowing the results to
be generalised to the other populations with similar participants (i.e., other Japanese secondary

teachers) and making the use of statistical tools such as SPSS to analyse data faster. As a
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consequence, the process of gathering data is objective. Figure 1 sets out the four stages of the

present study.

Figure 1

Stages of the study

Stage 1:
Participant recruitment
and selection and
permissions
e Permission obtained

from the University of
Pretoria’s Ethics
Committee.

o Development of
consent materials.

o Blind-back translation
from English to
Japanese.

e Consensus discussion
to ensure linguistic
equivalence and
cultural
appropriateness.

o Three high schools in
the Fukushima
prefecture were
identified and
principals contacted to
obtain permission for
their teachers at their
school to take part in
the research study.

o Information and
permission letters were
sent in both English
and Japanese.

e Principals provided
written consent and
mailed permission
letters back to the
researcher.

Stage 2:
Material development
o Systematic review

conducted to
identify the
instrument for
study.

o Development of
biographic
information.

o Blind-back
translation from
English to Japanese.

o Consensus
discussion to ensure
linguistic
equivalence and
cultural
appropriateness.

o Development of
measuring
instrument using
Quialtrics Software.

Stage 3:

Pilot study

e Consent and information
forms were delivered to
five participants via
email.

o Participants completed
Sections B and C and
provided feedback on
Section D of the
measuring instrument.

¢ Feedback was analysed,
recommendations
considered, and
adjustments were made
where necessary.

Stage 4:

Data Collection and

material

o Participants were asked
to complete the
measuring instrument
via Qualtrics software.
Participants were
emailed the information
letter and an embedded
link to the survey.

e Data was downloaded
into excel after two
weeks.

e Data coded and
analysed.

2.3 Recruitment and sampling
A pilot study was conducted at a private international school in the Tokyo prefecture,
comparable to the schools selected for the main study to ensure that the proposed procedures
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and materials are appropriate for the main study (McMillan & Schumacher, 2014), after
permission from the University of Pretoria’s Ethics Committee was obtained (Appendix A).

The main aim of the pilot study was to determine whether the Japanese version of the
information letter, informed consent slip and instructions were clear; whether the questions
were culturally appropriate and acceptable, and to ensure that the Japanese-English translation
of the measuring instrument was appropriate and accurate as it would be presented in both
English and Japanese to the main study participants. The pilot study was also used to verify
that the online format of the survey was easy to follow, whether the links worked effectively,
and how long it took participants, on average, to complete the measuring instrument.

The participants who were included in the pilot study consisted of five teachers who
met the same selection criteria as proposed for the main study, except that they were from a
different but comparable prefecture. Of the five pilot study participants, three were bilingual
and could speak, read, and write both English and Japanese at native level. Two of the
participants were basic level proficient at Japanese. Participants were sent an email with
instructions (Appendix B1), an embedded link to the pilot study survey, and given a deadline
to complete the pilot study.

Participants were asked to select ‘yes, I consent’ on Section A: Informed consent of the
measuring instrument to partake in the pilot study. Thereafter the link would direct them to
Section B: Biographic information as if they were a part of the main study. The participants
were instructed to answer all questions as if they were a part of the main study. After the
biographic information section of the measuring instrument was completed, the participants
answered Section C: Teachers’ Attitudes towards Inclusion Scale (TAIS) and completed
Section D: Feedback, which would help the researcher determine whether any changes were
needed for the main study.

Table 1 provides an overview of the aims of the pilot study, the materials and

procedures used, the results, and the subsequent recommendations.
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Aim

Materials

Methods

Results

Recommendations

To determine if the
information provided in
the consent letters and
requested in the
measuring instrument
were clear.

To determine if the
instructions for the
completion of the
measuring instrument
were clear and easy to
follow.

To determine if all the
questions asked were
clear and whether any
question should be added
or removed from the
biographic information
section.

Measuring instrument
including the feedback
questionnaire
(Appendix B2).

Email to participants
that contains the
instructions (Appendix
B1).

Measuring instrument
including the feedback
questionnaire
(Appendix B2).

Measuring instrument
including the feedback
questionnaire
(Appendix B2).

Section D was added to the
bottom of the questionnaire
that focused on feedback of
Sections A, B, and C.

Section D was added to the
bottom of the measuring
instrument that focused on
feedback of Sections A, B,
and C which will be sent to
the main study participants.

Section D was added to the
bottom of the measuring
instrument to solicit
feedback on the questions
included in Sections A, B,
and C.

Participants reported that information and
consent forms were clear — no questions
for clarification were asked and hence no
adjustments needed.

The feedback obtained from Section D
indicated that the participants found the
instructions for the completion of the
measuring instrument clear and easy to
follow.

From the participant responses it could be
deduced that all questions were clear.

However, some recommendations that

were made by participants are as follows:

e  One participant added that teachers
should indicate in which country they
had received their teacher training
and qualification.

e  One participant added that years of
teaching experience could contribute
to the research.

e  One participant suggested that there
should be a question as to whether
there is support offered by the
government for schools.

Maintain the consent letter and
measuring instrument in its current
form for the main study but remove
Section D that was specifically added
for the purpose of the pilot.

No changes are required for the main
study regarding the instructions.

Apart from removing Section D which
was specifically added for the purposes
of the pilot study, two questions will be
added to Section B (biographic
questions).

1. Please indicate how many years of
teaching experience you have.

2. Please indicate in which country you
received your teacher training.

The third suggestion will not be added,
as it is covered by the inclusion criteria
of whether teachers are aware of any
policies toward inclusion in Japan.

10
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Aim Materials Methods Results Recommendations

To establish whether all
the questions were
suitable to determine
Japanese teachers’
perspectives on inclusive
education and whether
they were culturally
appropriate for the
Japanese school context.

To ensure whether the
English to Japanese
translations were
appropriate.

To determine whether
the layout and structure
of the measuring
instrument was easy to
follow.

To determine if the links
of the survey were easily

accessible through email.

Measuring instrument
including the feedback
questionnaire
(Appendix B2).

Measuring instrument
including the feedback
questionnaire
(Appendix B2).

Measuring instrument
including the feedback
questionnaire
(Appendix B2).

Email with instructions
to participants
(Appendix B1)
Measuring instrument
including the feedback
questionnaire.
(Appendix B2)

Section D was added to the
bottom of the measuring
instrument that focused on
feedback of Sections A, B,
and C.

Section D was added to the
bottom of the measuring
instrument that focused on
feedback of Sections A, B,
and C.

Section D was added to the
bottom of the measuring
instrument that focused on
feedback of Sections A, B,
and C.

Section D was added to the
bottom of the measuring
instrument that focused on
feedback of Sections A, B,
and C.

Participants indicated that they felt all
questions were suitable to the Japanese
context and culturally appropriate, since
all questions were displayed in both
English and Japanese.

One of the five participants suggested a
change in language to the third option
(“prefer not to say’) in response to Q1
asking about gender.

The initial question

= 2 A7¢ translates closer to ‘can’t say’ as
opposed to

EBHHITH Y TIELELZY refers to
‘neither of these apply to me’, which is
more inclusive.

Participants reported that the layout was
easy to follow. The ease of the layout also
contributed to the fact that there were no
missing data.

Participants indicated that the embedded
link was easily accessible, and that no
problems were found accessing the
survey.

Two of the participants answered the
measuring instrument on their mobile
phones, while three completed it by using
Google Chrome on their personal
computers.

No changes will be made.

Section B (Biographic information):
Question 1 will be changed from &%
Au73 [ 'prefer not to say” K H 512424
TIEES720 [ “neither of these apply
to me’.

No changes to the layout of the
measuring instrument was needed for
the main study, and hence it can be
retained in its current form.

The link to access the measuring
instrument will be maintained as is.

11
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Aim Materials Methods Results Recommendations

To determine how long Measuring instrument  Section D was added to the  Participants indicated that it took between  In the informed consent/info letters it
the measuring instrument  including the feedback  bottom of the questionnaire  5-15 minutes to complete the measuring will be added that it is expected that it
will take participants to questionnaire. that focused on feedback of  instrument. would take between 10 and 15 minutes
complete. (Appendix B2) Sections A, B, and C. to complete the measuring instrument

Table 1 provides an overview of the objectives, procedures, outcomes, and recommendations which were adjusted and incorporated into

the main study.
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2.4  Materials and Equipment

Firstly, the participants will be described according to the selection criteria and their
biographic information. Thereafter the material and equipment, which includes the measuring
instrument, systematic review, and its selection processes will be described. Lastly, the

translation processes and development of the measuring instrument will be described.

24.1 Participants

The proposed population included teachers from three mainstream Japanese secondary
schools (teachers teaching grades 10 — 12 / students which are 15 — 18 years old) in the
Fukushima prefecture (equivalent to that of a metropolitan municipality in South Africa) who
were asked to participate in the study through means of purposive and convenience sampling
(McMillan & Schumacher, 2014), as the researcher lived in the Fukushima prefecture at the
time of data collection. Non-probability purposive sampling that entails selecting participants
who the researcher considers to be ‘representative’ of the group for a specific purpose and who
reflect a range of viewpoints on the specific topic being researched was used (Leedy & Ormrod,
2021a). Potential participants received the letter of informed consent as well as the link to the
survey from the school principals who gave permission for the study to be conducted at their
schools.

No data collection commenced before ethics approval from the University of Pretoria’s

Ethics Committee was obtained.

24.2 Selection criteria

The participant selection criteria are presented in Table 2.

13
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Participant selection criteria

Criterion

Justification

Measure used

Participants should be
Japanese secondary
school teachers with a
valid teaching license
(BESFTF -
Kyoumennkyou)
issued by their
prefectural board of
education.

Participants should be
secondary school
teachers working in
mainstream schools.

While national legislation establishes baseline
standards for teacher certification, prefectural
boards of education may impose additional
requirements. Thus, graduating from a university is
not sufficient for appointment to a teaching
position, regardless of the person’s academic
background (Forlin et al., 2015; Yada &
Savolainen, 2017). Japanese teachers acquire their
teaching license (B #0.7F - Kyoumennkyou) after
one year of service.

Mainstream teachers are not trained the same way
as special needs teachers at a tertiary level (Forlin et
al., 2015; Yada & Savolainen, 2017).

Participants to provide the
last three digits of their
registration number on
their prefectural teaching
license (BB LFT -
Kyoumennkyou) on the
measuring instrument.

Participants self-report
their teaching qualification
obtained at university on
the measuring instrument.

2.4.3

Participant description

Data was recorded from 42 participants; however, one response was incomplete for

more than 70% of the questions and was therefore discarded and not included in the analysis,

resulting in 41 participants. Table 3 describes the participants’ biographic information as

answered in Section 1 of the online measuring instrument.

Table 3

Biographic description of participants

Participant description

Participant responses (N=41)

Gender

Most participants were male (71%)

Gender

with a male: female ratio of 29 men

and 12 women participating. This data
correlates with 2019 data retrieved
from the Organisation of Economic
Co-operation and Development
[OECD], (2019), which indicates
63.2% of teachers in Japan are men
and 36.8% are women.

m Male (n=29)
@ Female (n=12)
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Participant description Participant responses (N=41)
Age range
Participants’ ages ranged from 23 years Age range
to 67 years old, with an average age of
47.2 years and a median age of 48.5 100
years. Most participants were in their 90
forties and fifties. Once again, the ages 80
correlate with the Japanese cohort of . 10
secondary school teachers. According S 60
to OECD (2019), the largest age groups = 50 370%
of Japanese teachers are those who are o 40 32%
50 years and older (35%) with the 30
second group who are 40-49 years of 20 - 15% 10%
age (26,3%). A mere 15.2% of . .
secondary school teachers are 30 years 0 L .
and younger with 23.5% between the 20s 30s 40s 50s 60s
ages of 30-39 years of age. Age by decade
Type of school where participants
teach Where participants teach
Most participants (56%) indicated that
they work in a suburban school 100
followed by 34% who teach in a rural 38
school. Suburban schools are usually 20
characterised by their location on the L 60 56%
outskirts of a major city, where the 3 50
families of the children had relocated T w0 34%
from either a rural or urban setting into © g
a bigger region. The smallest _ 20 10%
percentage indicated that they work in 10 0%
a municipal school (10%). Municipal 0 N
schools are schools where boundaries Suburban Rural Municipal Urban
include more than 50% of the
municipality or territory and are often School type
governed by the local community
(Japan’s Constitution, 1946). There
were no participants who worked in an
urban school setting.
Type of qualification held by
participants Type of qualification
Of the 41 participants, the majority had 100
an undergraduate degree (70%). The 90
second-most common qualification was 80 70%
a master’s degree (12%), followed by a <o 70
postgraduate diploma (10%) and o 60
‘other’ (7%) respectively. However, it S 50
was not specified to which 2 ;‘8
qualification ‘other’ might correspond. 20 10% 12% -
o 1 ] —
o & & <&
S & &
& X0

Highest level of education

15
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Participant description

Participant responses (N=41)

Years of teaching experience
Teaching experience is represented in
intervals of 10 years. The minimum
years of teaching experience is 1 year
whereas the maximum experience is 45
years, with an average of 22.9 years,
and a median of 23 years. The
distribution between the groups who
had 11- or more years of experience
was relatively equal per decade.

Experience with interacting with
persons with disabilities

In total, 59% of the participants
indicated that they have had some
experience interacting with persons
with disabilities, while 41% had no
previous experiences with persons with
disability either in their professional or
in their private lives.

Only 17% indicated that they know
someone (child, spouse, sibling etc.),
or a close friend with a disability.
Most participants (80%) indicated that
they had not received any training to
work with children with disabilities
although 34% stated that they have
experience with teaching children with
disabilities.

Knowledge of inclusive education
policies in Japan.

A mere 37% of the participants had
indicated that they know of inclusive
education policies in Japan.

0-100%

Years of experience

100
80
60

40 27%

29%

29%

20 15% III III
'm B

0-10 11-21
Years

21-30

31+

Experience with interacting with persons with
disabilities

E Yes (n=24)
@ No (n=17)

Knowledge of inclusive education policies in

Japan

E Yes (n=15)
@ No (n=26)
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Participant description Participant responses (N=41)

Self-reported confidence in working o ) )
with children with disabilities Participant self-confidence rating

A 10-point Likert-scale (a

. . 100
unidimensional scale that researchers %
employ to gather the attitudes and %0

opinions of respondents McMillan &
Schumacher, 2014)). was used with 70

0=not confident at all and S 60

10=extremely confident for participants g 50

to self-report their confidence in |40

working with children with disabilities. ~ ~ 39 2% ooy

Generally, the self-reported confidence 20 15% 12%

levels were low — 5 points or less 5% g 5% % 5%

(83%). bom Il emm™™
The highest rating selected was an 8 O 1 2 3 4 5 6 7 8 9 10
and the lowest rating selected was a 0, )

with an average of 3.9 and standard ) Rating: _

deviation of 1.92. Only 17% gave a Not confident at all (0) to extremely confident (10)
self-reported confidence rating of 6 or

above.

From Table 3, it is evident that most of the participants were male and held an
undergraduate degree. They were also mostly older with the majority falling into the category
of 50-59 years (n=15). More than half of the participants had been teaching between 21-30
years as well as 31 years or more (29% respectively) as was expected with the older age group.

Most participants also worked at a suburban school located on the outskirts of a major city.

2.5  Piloting

Firstly, the material related to the informed consent procedure is described, namely the
information letters, permission, and consent forms. Thereafter the measuring instrument used
for data collection is described, namely the TAIS (Saloviita, 2019). The TAIS was selected
based on the results of a scoping review which aimed to identify a reliable and valid teacher
attitude scale/questionnaire towards inclusion to be used in the current study (see Section 2.5.3

for more information).

25.1 Materials used for providing information and obtaining consent
Following ethics approval from the University of Pretoria’s Ethics Committee of the
Faculty of Humanities (Appendix A), University of Pretoria permission letter (Appendix C1
and C2), and permissions slip (Appendix D1 and D2) were emailed to the respective principals
at the identified schools, in order to obtain their written permission that teachers from their
respective schools may partake in the study. These letters contained detailed information

17
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related to the study, privacy, anonymity, confidentiality concerns, and data security in both
English and Japanese. The principals printed and signed the permission slip and emailed them
back to the researcher (Appendix E1, E2, and E3). Principals were informed that they would
receive an email with the measuring instrument to forward to their teachers once data collection
commences.

An introductory paragraph was included in the email sent to the participants of the study
(Appendix F1 and F2) via the school principals, explaining the goal and purpose as well as
what would be expected from them, and the amount of time required to complete the measuring
instrument. The letter of informed consent attached as a PDF (Appendix F1 and F2), included
the purpose of the study, and whether the participants granted consent to participate in the
study. This email also included one embedded link directing participants to the measuring
instrument and permission slip (Appendix G1 and G2), once participants consented by clicking
‘ILV /yes’, the questionnaire opened, and the same information which was in the email, was

displayed on the participants’ screens. Upon consent on Qualtrics, the online Japanese-English
measuring instrument (Appendix H) opened, and participants could start completing it.

The same back-translation method used for the translation of the measuring instrument
(Bornman & Louw, 2021) was used for the translation of the information letter and permission
slips. Please see Section 2.5.5 for the full description of this process. The researcher and
translators met via a Zoom conference and discussed any discrepancies found. Some words
were translated into singular when translated from Japanese to English, since Japanese do not

have plural nouns. After a consensus was reached the letters were finalised and drafted.

2.5.2 Material related to the measuring instrument
A questionnaire was used to collect data from a sample of the population in order to get
information on the broader population (McMillan & Schumacher, 2014; Minnaar & Heystek,
2016; Woodfield & Iphofen, 2017). This step commenced with identifying an accurate and
consistent existing questionnaire/scale from the literature before further development and

customisation to address the specific needs of the current study.

25.3 Identification and development of the measuring instrument
First, a scoping review was conducted to assist in identifying an applicable, frequently
used teacher attitude scale/questionnaire towards inclusion as documented in published

literature and that has good reliability and validity scores. A scoping review was deemed
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applicable as these types of reviews assess broader topics (Arksey & O’Malley, 2005), cover a
body of literature on a certain issue, and can provide an indication of the number of materials
and research available while providing a deep overview of the specific topic's focus (Munn et
al., 2018; Pham et al., 2014).

The scoping review was based on Arksey and O’Malley's (2005) framework and the
review had five main phases: (1) determining the research question; (2) locating relevant
studies; (3) study selection; (4) data charting; and (5) compiling, summarising, and reporting
the findings (Pham et al., 2014).

The research question for this scoping review was identified through the Population,
Intervention, and Outcome (PIO) framework: (Population — teacher; Intervention — teacher
attitude scale toward inclusion instruments; Outcomes — attitudes/inclusion) (De Miranda et
al., 2019): Which reliable instruments are used to measure teachers’ attitudes towards
inclusion? Thereafter, the multiple electronic databases relevant to the topic were identified,
namely Ebscohost: ERIC, APA PsyclInfo, Academic Search Complete; and ProQuest: ERIC
and SCOPUS. An experienced librarian from the University of Pretoria supported the
researcher in identifying relevant keywords related to the PICO question that was employed in
the keyword search. BOOLEAN operators (AND and OR) were used in the search strings as
well as truncation. Table 4 presents the criteria used to select the relevant studies for this

scoping review.

Table 4

Studies selection criteria

Selgctlpn ln(_:lu5|on Criteria Exclusion Criteria Theoretical Justification

Criteria (with synonyms)

Population ~ Teachers Non-educators (e.g., Selecting the population group increases
Educators therapists at school, the likelihood of producing reliable and
Paraeducators support staff, parents, reproducible results (Patino & Ferreira,
Pre-service administrative staff, 2018), as the study focuses on the
teachers school nurses) educational context.

Type of Academic articles  Newspaper clips, opinion  Because of the rigorous peer-review

publication  and peer reviewed  pieces, books, conference  process, scholarly journals are the most

articles that
described a
scale/questionnaire

papers, citations,
dissertations, handbooks,
reports, reviews, trade
magazines/journals,
comments to reviewers

reliable sources available. They were
prepared by experts who have spent years
studying this subject and have been
reviewed by others with similar
backgrounds. They are well-researched,
and often the article's bibliography can be
used for alternative sources that might be
relevant for the study (Bachand & Sawallis,
2003; Ware, 2011).
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Sel_chpn In(_:lu5|on Criteria Exclusion Criteria Theoretical Justification
Criteria (with synonyms)
Measuring ~ Only teacher If no mention is made of The main aim of the study is to measure
instrument  attitude scales ) \ teachers’ perspectives towards inclusive
toward inclusion measuring teachers education. Scales need to adhere to a
with published gttltud_es tOW’?"d . specific standard of reliability in order for it
reliability and '”C'“S'O’." articles will to be considered in the study. If studies do
validity scores will autcl)n:jatécall)é bfe not mention a scale nor its reliability, it
be included ?;(I?altj)iﬁ& ng :/aTic:jit cannot be included in the study. The aim of
scores are provided t)tl1e the review was therefore to identify a
- AL reliable measuring instrument.
scale/questionnaire will
automatically be excluded
Research All research No specific design will be  To provide a wide range of coverage, a
designand  designs will be excluded broad approach is used (Arksey &
features included O’Malley, 2005).
Language Avrticles published  Non-English publications  Translations can be time consuming and
in English costly (Hendrickson et al., 2013).
Year of 2015 — present Articles pre-2015 Ewing et al. (2018) found that between
publication  (December 2021) 1995 and 2015 very few measuring

instruments were developed to measure
teachers’ attitudes towards inclusive
education.

The Preferred Reporting Items for Systematic Reviews and Meta-Analyses (PRISMA)

2020 flow diagram for new systematic reviews (Page et al., 2021), was used to indicate the

selected studies.

Figure 2 portrays the process followed to identify articles for inclusion and includes the

searches of databases as well as articles included and excluded in the study.
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Figure 2

Preferred reporting items for systematic reviews and meta-analyses

Identification of studies via databases and registers

Identification

Records identified (n=735) from*:

ERIC (Ebscohost); (n=46)
ERIC (ProQuest); (n=42)
SCOPUS; (n=223) and
APA Psyclinfo
(EBSCOHOST); (n=53)
Academic Search Complete
(EBSCO HOST): (n=371)

Records removed before
screening:
Duplicate records removed

(n=121)

Screening

!

Records identified to screen on
abstract level (n= 614)

!

Records excluded** after
abstract review (n=547)

Reports sought for retrieval on
full-text (n=67)

Reports not retrieved (n=11)

}

Reports assessed for eligibility
on full text (n=56)

Included

!

Studies included in review
(n=24)

Reports excluded: (n=32)
No mention of teacher attitude
scale (n=2)
Non-English articles (n=4)
Reviews of questionnaires, not
study (n=2)
Wrong design (n=1)
Literature review (n=1)
Focus is on one disability only,
and too specific (n=2)
Wrong demographic (n=4)
Wrong outcome (n=10)
Report not a study (n=3)
Wrong aim (n=1)
No reliability mentioned (n=2)
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i) Identification

With help from the University of Pretoria’s librarian, Six search engines and databases
were identified for records identification. Search terms selected for this systematic review
consisted of: (teacher* OR educat#r* OR "preservice teacher*" OR paraeducat#r) AND TX
(perspective* OR attitude* OR view* OR knowledge OR Behavio#r) AND TX (‘inclusive
education’ OR ‘special education’) AND TX (TAIS OR ‘teacher attitude* toward*’). These
terms were combined in various ways with the BOOLEAN operators ‘AND’, and ‘OR’
commands in the effort to obtain the most narrowly defined appropriate articles. Some of the
search terms included truncation (*), as well as the hash symbol (#) to include various word
endings and spellings. The same search string was used in all databases.

After the various databases were perused, all files in RIS format to EndNote were
exported as a reference manager. Figure 2 shows that the search yielded a total of 735 records,
and after the 121 duplicates were removed using the EndNote automation tool, a total of 614

studies remained for screening on abstract level.

i) Screening

All records were uploaded to Rayyan, a free web-tool used to speed up the process of
screening and selecting papers for academics working on systematic reviews, scoping reviews,
and other knowledge synthesis tasks (Johnson & Phillips, 2018).

The researcher and interrater (a mathematics and science teacher who holds a PhD in
Engineering science, unrelated to the study) read all (n=614) studies on title and abstract level
independently using Rayyan’s ‘blind on’ method, using the inclusion- and exclusion criteria.
Only the title and abstract of studies were assessed at the first level of screening to avoid
wasting resources on papers that did not match the basic inclusion requirements. A YES to the
inclusion criteria meant that the study was included for full text retrieval. A NO meant that the
study was excluded. An 81% (496/614) interrater agreement was reached. Thereafter, the
researcher and interrater had discussions regarding the 19% (121/614) of studies without a clear
consensus, to decide if these studies fit the inclusion criteria. A concession discussion was held
until a 100% agreement was reached.

Because some phrases included in the search algorithm also corresponded to other study
designs (educational subject specific content), many citations were eliminated after being
screened at the title and abstract level. Studies that generally described teachers' attitudes

toward inclusive education were eligible for inclusion. Studies published in languages other
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than English were excluded due to a lack of translation resources (Hendrickson et al., 2013).
From the 614, studies, 547 were excluded on abstract level.

iii) Studies included

The remaining 67 studies were sought for retrieval on full text. However, 11 studies
could not be retrieved or accessed via the university’s library. As such, both the researcher
and interrater reviewed the available 56 studies on full text level. The same criteria applied as
per abstract and title level were used on full text level. Upon completion of the full text
review, a total of 32 studies were excluded as they did not meet the study selection criteria.
The remaining 24 studies which met the inclusion criteria (see Tables 5 & 7) were included
for data extraction. The goal of data extraction was to sort, chart, and organise data according
to major issues and themes connected to the study aims and subaims in order to synthesise
and understand the data (Arksey & O’Malley, 2005).

iv) Results and discussion of the scoping review

Table 5 provides an overview of the studies included by focusing on the descriptive
characteristics thereof, such as the author, date, country, material used, aim of study, and
design.
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Table 5
Descriptive information
Number  Author Date  Country Aim of Study Design Material Measuring Instrument Used
1 Agavelyan 2020 Kazakhstan  To investigate teachers’ attitudes regarding Quantitative: Survey Sentiments, Attitudes, and
etal. inclusive education in Kazakhstan as well asthe  Survey Concerns about Inclusive
elements that influence their positive attitude Likert-type Education Revised Scale
toward inclusion. scale (SACIE-R)
2 AlMahdi & 2019 Bahrain To investigate pre-service teachers’ opinions Quantitative Self-report Sentiments, Attitudes, and
Bukamal regarding inclusive education in Bahraini public questionnaire  Concerns about Inclusive
schools while they are studying at Bahrain Education Revised Scale
Teachers College. (SACIE-R)
3 Alnahdi et 2019  Saudi Arabia To determine if there were any significant Descriptive Questionnaires Teachers’ Attitude toward
al. Finland differences between Saudi Arabian and Finnish  statistics and Inclusion Scale (TAIS)
pre-service teachers' perspectives on inclusion. inferential
To examine if there were any significant analysis
differences between the two samples in pre- Mixed
service teachers' attitudes regarding inclusion. method-design
4 Bornert- 2020  Germany To determine the links between attitudes Quantitative Online survey  Professionsunabhangige
Ringleb et toward inclusiveness and views about Likert-type Einstellungsskala zum
al. teaching and learning. scale Inklusiven Schulsystem
(PREIS)
5 Chhabra et 2018  Botswana To investigate the perspectives of early Qualitative Questionnaires  Scale of Teachers' Attitudes
al. childhood teachers and the inclusion of special and structured  Toward Inclusive Classrooms
needs children in inclusive early childhood observation (STATIC)
educational settings.
6 Cwirynkalo 2017  Poland To explore the attitudes of Croatian and Polish Quantitative Cross- The Teacher Attitudes Toward
et al. Croatia elementary school teachers towards the Descriptive sectional Inclusion Scale (TATIS)
inclusion of children with special educational Survey
needs. questionnaires
7 Dorji et al. 2021 Bhutan To examine the attitudes of Bhutanese school Quantitative: Online survey  Bhutanese Attitude Towards

teachers towards inclusive education.

Survey
Likert-type
scale

(Quialtrics)

Inclusive Education -
Educators (BATIE-E)
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Number  Author Date  Country Aim of Study Design Material Measuring Instrument Used

8 Frumos 2018 Romania To examine Romanian primary school teachers’  Quantitative: Questionnaires  Multidimensional Attitudes
attitudes toward inclusive education. Likert-type towards Inclusive Education

scale Scale (MATIES)

9 Gigante & 2020  Australia To explore preservice teachers’ attitudes and Quantitative: Survey and Teachers’ Attitudes towards

Gilmore efficacy for teaching in inclusive classrooms. Likert-type Questionnaires  Inclusion Scale: Adapted
scale (TAISA)

10 Hamid & 2021  Qatar To investigate the attitudes of future Quantitative Self- Questionnaire of Attitudes

Mohamed (preservice) teachers toward inclusive administered towards Inclusion (QAI)
education. survey

11 Hoskinetal. 2015  Australia To investigate factors that contribute to the Quantitative Survey (four Teacher Attitudes towards
formation of positive attitudes toward inclusive  Likert-type pages) Inclusion Scale: Adapted
education during pre-service training of pre- scale (TAISA).
school teachers.

12 Martinetal. 2021  Chile To determine Chilean in-service teachers’ views  Quantitative Online Attitudes towards Inclusion
regarding inclusion, self-efficacy for inclusive Likert-type questionnaire  Scale (AIS)
behaviours, and intention to teach in inclusive scale via email
classrooms.

13 Nagase etal. 2021  Japan To investigate the link between teacher efficacy, Quantitative Survey Opinions Relative to
teachers’ views toward inclusive education, and  Likert-type Integration of Children with
middle school teachers’ emotional discomfortin  scale Disabilities Scale (ORI
Japan.

14 Pappasetal. 2018  Greece To outline the current situation in Greece Quantitative Survey via Teachers’ Beliefs and
regarding inclusive education. Likert-type email Attitudes toward Inclusive

scale Education

15 Rakapetal. 2016  Turkey To investigate and compare the views of Quantitative Survey and Opinions Relative to the

United Turkish and American pre-service preschool Questionnaire  Inclusion of Children with
States instructors regarding including young children Disabilities Scale (ORI)
with disability.

16 Saloviita 2019  Finland To describe teachers’ attitudes on inclusiveness ~ Quantitative Survey via Teachers’ Attitudes towards
Likert-type email Inclusion Scale (TAIS)
scale

17 Saloviita 2020  Finland To evaluate the views of Finnish basic Quantitative Survey Teachers’ Attitudes towards

€)] schoolteachers to assess their intellectual Likert-type Inclusion Scale (TAIS)
preparation for inclusive education. scale
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Number  Author Date  Country Aim of Study Design Material Measuring Instrument Used
18 Saloviita 2020  Finland To investigate attitudes of Finnish classroom, Quantitative Survey via Attitudes towards Inclusive
(b) subject, resource room, and special education Likert-type email Education — short form
teachers regarding inclusive education. scale (TAIS-SF)
19 Saloviita& 2019  Iltaly To poll Italian teachers using a standardised Quantitative Survey via Teachers’ Attitudes towards
Consegnati measure of inclusion attitudes to make valid Likert-type email Inclusion Scale (TAIS)
cross-national comparisons such as the (Sharma  scale
et al., 2018) study that compared Italy and
Australia.
20 Saloviita& 2016  Finland To compare teacher attitudes towards inclusive ~ Quantitative Survey via Teachers’ Attitude toward
Schaffus Brandenburg, education. Likert-type email Inclusion Scale (TAIS)
Germany scale
21 Stemberger 2018  Slovenia To identify how Slovenian preschool and Qualitative Questionnaire  Slovenian version:
& primary school teachers feel about inclusion. Descriptive Multidimensional Attitudes
Kiswarday toward Inclusive Education
Scale (MATIES)
22 Subban & 2017  Australia To investigate pre-service teachers' attitudes Quantitative Survey Attitudes towards Inclusive
Mahlo South Africa  toward inclusive education at two universities, Likert-type Education Scale
one in Melbourne, Australia (University A) and  scale
the other in Pretoria, Gauteng (University B).

23 Vaz et al. 2015  Australia To measure teachers’ attitudes and efficacy Quantitative Cross- Opinions Relative to
toward integration of children with disabilities Descriptive sectional Integration of Children with
in mainstream classes. survey Disabilities Scale (ORI)

questionnaires
(paper and
pencil)
24 Yada & 2017  Japan To investigate Japanese teachers’ attitudes on Quantitative Survey Sentiments, Attitudes, and
Savolainen inclusive education and their self-efficacy for Descriptive Concerns about Inclusive

implementing inclusive practices.

Education Revised (SACIE-R)
scale

(Alphabetical according to author names) (N=24)

Table 5 shows that studies on teachers’ attitudes toward inclusion were conducted in 22 countries and that 14 measuring instruments were

used. These measuring instruments are further investigated and described in Table 6 on page 29.
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Figure 3 provides a visual representation of the world map and of the countries where

the included studies have been conducted.

Figure 3

Countries where included studies were conducted
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Powered by Bing
© Australian Bureau of Statistics, GeoNames, Microsoft, Navinfo, OpenStreetMap, TomTom, Wikipedia

It was found that most of the studies were conducted between 2018-2021 (four studies
for each year, respectively), the second most in 2017 (n=3), and the third most in 2016 and
2015 respectively (n=2). Finland yielded five studies on attitudes toward inclusion; followed
by Australia having conducted four studies on attitudes toward inclusion; Japan and Germany
both conducted two studies; Bahrain, Bhutan, Botswana, Chile, Croatia, Greece, Italy,
Kazakhstan, Korea, Poland, Qatar, Romania, Saudi Arabia, South Africa, Slovenia, Turkey,
and the United States all having conducted only one study. The majority of studies included in
the review were Quantitative (n=21), followed by Qualitative designs (n=2), and Mixed method
design, including descriptive statistics and inferential analysis (n=1).

Table 6 provides a summary of the 14 different measuring instruments that were used
to measure teacher attitudes toward inclusion in the included studies. Scales with different

variations are also shaded in Table 6.
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Table 6

Measuring instruments identified in scoping review

Name of Scale (In alphabetical order) (n=14) Frequency

Attitudes towards Inclusion Scale (AIS)

Attitudes towards Inclusive Education — short form (TAIS-SF)

Attitudes towards Inclusive Education Scale

Bhutanese Attitude Towards Inclusive Education — Educators (BATIE-E)
Multidimensional Attitudes towards Inclusive Education Scale (MATIES)
Opinions Relative to Integration of Children with Disabilities Scale (ORI)
Professionsunabhéngige Einstellungsskala zum Inklusiven Schulsystem (PREIS)
Questionnaire of Attitudes towards Inclusion (QAI)

Scale of Teachers' Attitudes Toward Inclusive Classrooms (STATIC)
Sentiments, Attitudes, and Concerns about Inclusive Education Revised Scale (SACIE-R)
Teacher Attitudes Towards Inclusion Scale: Adapted (TAISA)

Teachers’ Attitudes towards Inclusion Scale (TAIS)

Teachers’ Beliefs and Attitudes toward Inclusive Education

The Teacher Attitudes Toward Inclusion Scale (TATIS)

RPRONWRRPRRPONRRRERE

Table 6 shows that the Teachers’ Attitude toward Inclusion Scale (TAIS) by Saloviita,
(2015) has been used five times in the different studies (shaded in grey). Variations where the
TAIS had been adapted were called TAISA (shaded in blue) and Attitudes towards inclusive
education — short form (TAIS-SF) (shaded in green).

Table 7 reflects the data extracted from the 24 studies, namely the population
(specifically the number and type of participants), the specific measuring instrument (the
scale/questionnaire) that was used to collect the data and its reliability as well as the study
outcomes. The reliability of the scales are measured by the Cronbach's alpha coefficient (o) —
where higher values (o = 0.70-0.74 [above average]; o = 0,75-0.79 [good]; a = 0.80-0.89
[high]; o >0.90 [very high]) show that participants’ answers were consistent throughout the
collection of questions presented, and lower values (a < 0.70) show that the questions or items

presented were neither consistent nor did they give an accurate measure (Taber, 2018).
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Table 7
Data illustration
N Participant type mz?fﬁr;':gt Reliability Outcomes

1 n=416  Mainstream Sentiments, Cronbach alpha = 0.75 (good) Neutral attitude towards inclusive education. Teachers
secondary school  Attitudes, and concerned about the lack of necessary knowledge and
teachers Concerns about skills to teach children with disability and the difficulty

Inclusive Education of distributing attention to all children in an inclusive
Revised Scale classroom.
(SACIE-R)

2 n=138  Pre-service Sentiments, Cronbach’s alpha = 0.83 (high) No significant difference in attitudes, concerns, or
teachers in Attitudes, and sentiments about inclusion based on academic year or
preparation Concerns about expertise.
programme Inclusive

Education—Revised
(SACIE-R)

3  n=492  Pre-service Teachers’ Attitudes ~ Cronbach’s alpha: While pre-service teachers' sentiments regarding
teachers: towards Inclusive Finnish = 0.81 (high) inclusion as a value were relatively similar, the Saudi
186 = Finland Education Scale Saudi Arabian= 0.69 (below average) Arabian participants were less likely to accommodate
306 = Saudi (TAIS) children with disabilities in their classrooms than their
Arabia Finnish counterparts.

4  n=197  Pre-service Professionsunabhdn  Cronbach’s alpha = 0.89 (high) No significant connections between explicit beliefs and
teachers gige automatic evaluations regarding teaching and learning.

Einstellungsskala Possibly attributable to social desirability bias.
zum Inklusiven

Schulsystem

(PREIS)

5 n=128  Early childhood Scale of Teachers' Cronbach’s alpha = 0 .88 (high) Early childhood education teachers had a favourable

teachers Attitudes Toward attitude toward working with, and including children
Inclusive with disability. Participants' attitudes had a significant
Classrooms link with their age and training.
(STATIC)
6 n=98 Primary school Teacher Attitudes Cronbach’s alpha: Teachers viewed children with special educational

teachers:
50 = Croatia
48 = Poland

Toward Inclusion
Scale (TATIS)

English version = 0.84 (high)
Croatian version = 0.741 (above average)
Polish version = 0.78 (good)

needs as a challenge as they were not competently
trained to work with them.
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N Participant type mz?fﬁr;':gt Reliability Outcomes
7 n=145  Lower secondary, Bhutanese Attitude  Cronbach’s alpha = 0.78 (good) No statistically significant effect of educational
middle and high Towards Inclusive environment-related characteristics such as school and
school teachers Education — location on teachers' views toward inclusive education.
across Bhutan. Educators (BATIE-
Male =70 E)
Female = 75
8 n=126  Primary school Multidimensional Cronbach’s alpha = 0.77; 0.78, and 0.91 Teachers were in favour of inclusion.
teachers Attitudes towards respectively (good, good, and very high)
Inclusive Education
Scale (MATIES)
9 n=163  Pre-service Teachers’ Attitudes  Cronbach’s alpha = 0.74 (above average) Preservice teachers were generally positive toward
teachers (2" year ~ Towards Inclusion inclusion. Participants who selected a topic related to
Bachelor of Edu.  Scale Adjusted disability or inclusive education reported higher
students) (TAISA) positive views than those who did not.
10 n=46 Pre-service Questionnaire of Part 1: Cronbach’s alpha = 0.52 (satisfactory) Teachers preferred to work with groups of children
teachers Attitudes towards Part 2: Cronbach’s alpha = 0.79 (good) who require minor special attention, such as giftedness
(Bachelor of Edu.  Inclusion (QAI) or learning problems, rather than with children with
Students) severe disabilities.
11 n=680  Pre-service early = Teacher Attitudes Cronbach’s alpha = 0.81 (high) Mixed outcomes that both backed up and contradicted
education teachers  Towards Inclusion earlier studies. Generally, the pre-service pre-school
(Bachelor and Scale: Adapted teachers had favourable attitudes toward inclusive
Masters of Edu. (TAISA) education in general.
Students)
12 n=569 In-service Chilean Attitudes towards Cronbach’s alpha 0.78 (good) Teachers continued to have a negative outlook toward
teachers Inclusion Scale children with severe disabilities and problematic
(AIS) behaviours being included in mainstream classrooms.
13 n=95 Middle school Opinions Relative Cronbach’s alpha = 0.79 (good) Junior high school teachers played a significant role in

lining good attitudes about integrated classroom
management and emotional distress. When teachers
struggled to manage an inclusive classroom, they were
unable to focus on teaching their specialty subject and
improving the academic performance of children with
or without disability.
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N Participant type mz?fﬁr;':gt Reliability Outcomes
14 n=234  Teachers Teachers’ beliefs Cronbach’s alpha = 0.93 (very high) Participants were eager to include children with
attending the and attitudes toward mobility issues or specific learning disabilities,
SSEICT seminar Inclusive Education however, they were wary about including children with
intellectual disability.
15 n=123  Teachers Opinions Relative Turkish version: Cronbach’s alpha = 0.76 (good) Turkey had a slightly more positive outcome than the
60 = USA to Integration of USA version: Cronbach’s alpha = 0.76 (good) USA for including children with disabilities in
63 = Turkey Students with mainstream classrooms.
Disabilities scale
(ORI)
16 n=1456 Primary school Teachers’ Attitudes  Overall reliability was not indicated, however, each  Teachers’ attitudes regarding inclusion depended on
teachers towards Inclusive of the five items of the scale’s reliability presented.  the type of special educational need a child had. They
Education Scale (1) ‘T am willing to accept in my classroom a were less willing to accept children in their class if it
(TAIS) student (with a specified SEN)’ (Cronbach’s alpha: =~ meant that their workload would increase. They were
=0.80 (high)) more positive toward inclusion if it meant that they
(2) ‘A student (with a specified SEN) causes extra received outside support.
work for the teacher’ (Cronbach’s alpha: = 0.81
(highy)
(3) ‘I believe I can get enough extra support if I
have a student (with a specified SEN) in my
classroom’ (Cronbach’s alpha: = 0.78 (good))
(4) ‘I have adequate skills to instruct the child (with
a specified SEN)’ (Cronbach’s alpha = 0.74 (above
average))
(5) ‘A special-education classroom is the best place
for a student (with a specified SEN)’ (Cronbach’s
alpha: = 0.69 (below average))
17 n=1764 Teachers: Teachers’ Attitudes ~ Cronbach’s alpha between = 0.81-0.90 in various Finland's inclusive education policies results in
824 = regular towards Inclusion samples (high to very high) attitudinal barriers among teachers, particularly in the
classroom Scale (TAIS) upper grades of basic school, which are taught by
575 = subject subject teachers. However, a small group of teachers
teachers enthusiastically supported inclusion. A small
365 = special- percentage of all teachers agreed that children with

education teachers

disability may be taught well in mainstream
classrooms, showing potential for inclusive changes in
Finnish schools.
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N Participant type mz?fﬁr;':gt Reliability Outcomes

18 n=4567 Finnish Attitudes towards Cronbach’s alpha = 0.82 (high) Adequate assistance was more frequently available in
classroom, inclusive education special education classrooms than in general education
subject, resource  — short form (TAIS- classrooms. Providing extra support for these
room, and special ~ SF) mainstream classrooms would help to change negative
education class teacher attitudes regarding inclusion.
teachers

19 n=153  Mainstream Teachers’ Attitudes ~ Cronbach’s alpha = 0.75 (good) Teachers' attitudes toward inclusive education were
teachers towards Inclusion likely influenced by the perceived availability of extra

Scale (TAIS) support to reduce the projected workload increase
when a child with special educational needs is placed
in a mainstream classroom.

20 n=461  Teacher Teachers’ Attitudes  Cronbach’s alpha: German version = 0.83 (high) Discrepancies between the countries. German teachers
289 = Finland towards Inclusive Finnish version = 0.89 (high) were far more concerned than Finnish teachers
163 = Germany Education Scale regarding the potential for additional workload because

(TAIS) of inclusion. German teachers were more doubtful than
Finnish teachers that inclusion may have beneficial
impacts and they viewed special classroom placement
as a child’s right more frequently.

21 n=261  Preschool and Slovenian version: Cronbach’s alpha = 0.91 (very high) Slovenian preschool and primary school teachers had a
primary school The positive attitude toward inclusion on all three levels:
teachers Multidimensional cognitive; affective; and behavioural. Most participants

Attitudes toward understood inclusion and were generally unaffected by

Inclusive Education it.

Scale (MATIES)

22 n=127  Pre-service Attitudes towards Cronbach’s alpha: Teacher’s opinions toward inclusive education were
teachers in South  Inclusive Education  University A = 0.78 (good) overwhelmingly positive.
Africa (n=64) and  Scale University B = 0.82 (high)

Australia (n=63)

23 n=74 Mainstream Opinions Relative Cronbach’s alpha = 0.92 (very high) Teachers' ability to adapt their teaching approaches
primary school to Integration of were influenced by content knowledge, pedagogical
teachers Students with knowledge, and pedagogical material knowledge. Prior

Disabilities scale
(ORI)

training on types of disabilities was linked to positive
views toward inclusion.

32



Outcomes

UNIVERSITEIT VAN PRETORIA
UNIVERSITY OF PRETORIA
Que®” YUNIBESITHI YA PRETORIA
N Participant type Measuring Reliability
Instrument
24 n=359  Primary and Sentiments, Cronbach’s alpha:
secondary school  Attitudes, and Scale 1: 0.75 (good)
teachers (public & Concerns about Scale 2: 0.93 (very high)
private schools) Inclusive Education
Revised Scale
(SACIE-R)

The general opinions of Japanese teachers toward
inclusive education were somewhat higher than the
neutral middle of the scale, showing that they did not

hold extreme views for or against inclusive education.

Note: SSEICT = Specialisation in Special Education and Information & Communication Technologies seminar; USA = United States of America
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Based on the scoping review and findings as illustrated in Table 7, potential scales
which could be used include both the TAIS and the SACIE-R. The SACIE-R has a high
reliability (o = 0.75 — 0.93) and has been used in Bahrain in 2019, Kazakhstan in 2020 and
Japan in 2017. In contrast, the TAIS scale or variations thereof, has been used six times in five
countries, namely, Australia (Hoskin et al., 2015), Finland (Alnahdi et al., 2019; Saloviita,
2019, 2020a; Saloviita & Schaffus, 2016), Germany (Saloviita & Schaffus, 2016), Italy
(Saloviita & Consegnati, 2019), and Saudi Arabia (Alnahdi et al., 2019). Overall the TAIS has
shown consistent reliability of o =>0.7 (above average, good, high or very high) with the
exception of the study conducted by Alnahdi et al. (2019) where the reliability of Saudi Arabian
translation of the TAIS was below average (¢=0.69). Additionally, the TAIS has less items on
the scale than the SACIE-R and would be less time consuming for participants to answer.
Finally, there has not been any study conducted in Japan using the TAIS scale, and therefore it
could serve as a relevant cross-culture measure when looking at Japanese teachers’ attitudes
towards inclusion. Furthermore, it was also felt that the scale could be beneficial in comparison
and intervention research in the field of inclusive education, such as developing teacher
education at universities or supporting inclusive education in schools (Alnahdi et al., 2019;
Saloviita, 2015). Therefore, the TAIS scale will be used as part of the measuring instrument in

the current study.

254 Measuring instrument
After identification of the teacher attitude scale/questionnaire, the final measuring
instrument for the main study (Appendix H) was developed and customised by expanding it to
include two separate sections. Section 1 focused on the biographic information of the
participants, while Section 2 entailed the TAIS (Saloviita, 2015) which was selected following

a scoping review as previously described.

)} Section 1: Biographic information
Table 8 shows the 16 biographic questions that were included in Section 1 of the
measuring instrument as based on the recommendations from the pilot study. These questions
focused on the background information of the participants and open-ended questions including
participants’ experience and interaction with people with disabilities as well as knowledge on

inclusive policies in Japan.
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Development of the biographic information

. Type of Reason Theoretical
No  Aspect Question Question for Inclusion Justification
1 Gender Please select Closed-ended  To determine the Gender and cultural
your gender. with two gender of differences can play a role
options participants. in how people respond to
certain questions posed
(Leedy & Ormrod, 2021b).
2 Age Please fill in Open-ended To determine the Younger teachers might
your age. age of the teacher. have a more positive
attitude toward children
with special educational
needs (Bornman &
Donohue, 2013; Donohue
& Bornman, 2015; Yada &
Savolainen, 2017).

3 Teaching Please fill out Open-ended To determine Teachers need to be active
licence the last three whether participants in the teaching field and
number digits of your are currently cannot teach without a

teaching license registered with their  valid teaching licence

as supplied by prefectural board of  (Forlin et al., 2015; Yada
your local education. & Savolainen, 2017).
prefectural

board of

education.

4 School type  Please indicate Close-ended To determine the According to various
your school type type of school research, teachers training
(rural, urban, participants, teach at  regarding inclusion should
suburban, (demographic be expanded in Japan to
municipal). location). better equip teachers to

implement it (Yada &
Savolainen, 2017).
5 Educational ~ Please indicate Close-ended To determine the Special training in teaching
background  your highest highest level of children with disabilities
level of education of the might influence attitudes
education. participants toward inclusion (Someki
partaking in the etal., 2018; Song, 2016;
survey. Yada & Savolainen, 2017).
6 Experience Please indicate Open-ended To determine how Younger teachers might
in teaching how many years many years of have a more positive
of teaching teaching experience  attitude toward children
experience you participants have. with special educational
have. needs (Bornman &
Donohue, 2013; Donohue
& Bornman, 2015; Yada &
Savolainen, 2017).

7 Country Please indicate Open-ended To determine Teachers receiving training
where in which whether participants in different countries can
teacher country you received their have different perspectives
training received your training in Japan or  toward inclusion (Moberg
education teacher training. another country. et al., 2020; Saloviita &
was Schaffus, 2016; Subban &
obtained. Mahlo, 2017).
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. Type of Reason Theoretical

No  Aspect Question Question for Inclusion Justification

8 Which At which school  Close-ended To determine the Senior high school
school and level (primary, grade that they teach  teachers (grades 10-12)
grade level secondary, or at and whether they  were recruited as per the
they are high school) are have the relevant inclusion criteria. Schools
teaching at.  you currently knowledge were selected using

teaching? implement purposive and convenience

inclusion. sampling (Leedy &

Ormrod, 2021a). Due to a
greater emphasis on the
curriculum and a lesser
emphasis on individual
differences, teachers'
perspectives toward
inclusion may be less
favourable in high schools
(Gigante & Gilmore,
2020).

9 Experience Have you any Open-ended To determine Prior research found that
interacting experience with whether Japanese teachers with more
with persons  interacting with teachers have teaching experience had
with persons with experience more negative attitudes
disability. disabilities? interacting with regarding inclusive

persons with education (Yada &
disability. Savolainen, 2017).

10 Experience Do you have Open-ended To determine Teachers who know
of family any family whether there is a someone with a disability
member or members (child, difference in are generally more
friend(s) spouse, sibling, attitudes of teacher accepting of inclusion in
with parents, etc.) or who have and who the classroom (Parasuram,
disability. close friends do not have a family  2006).

who have a member / friend
disability? If with a disability.
yes, please
elaborate...

11  Training Do you have Open-ended To determine In their teacher education
received to any training to whether the teacher ~ programmes, younger
work with work with had received any teachers have had more
children children with specialised training possibilities for inclusion
with disabilities? to work with instruction (Yada &
disabilities. children with Savolainen, 2017).

disabilities. Additional training
impacts attitude (Bornman
& Donohue, 2013).

12 Experience Do you have Open-ended To determine Japanese teachers have
teaching any experience whether the limited expertise in
children in teaching participants have inclusion due to a lack of
with children with any prior experience  suitable teacher training
disabilities.  disabilities? teaching children (Committee of Elementary

and Lower Secondary
Education in the Central
Council for Education,
2020; Yada & Savolainen,
2017).
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. Type of Reason Theoretical
No  Aspect Question Question for Inclusion Justification
13 Knowledge Do you know of ~ Open-ended To determine Global developments in
on any inclusive Japanese teachers’ educational policies have
educational education knowledge on impacted inclusive
policies in policies in educational policies  education in Japan (Yada
Japan. Japan? If yes, in Japan et al., 2019), however,
please specify... policy-practice gaps are
seen as teachers struggle to
implement inclusion
(Committee of Elementary
and Lower Secondary
Education in the Central
Council for Education,
2020; Yada & Savolainen,
2017; Yamada, 2013).
14 Rating Onascale of 0- Closed-ended  To determine Yada and Savolainen
confidence 10, please participants’ (2017) found that
level of indicate your confidence levels Teachers' self-efficacy for
working level of working with inclusive practices are
with confidence to children with extremely low in Japan,
children work with disability. particularly when it comes
with children with to handling children with
disability. disabilities. 0 challenging behaviour.
being not
confident at all,
and 10 being
extremely
confident.
15 Defining What does the Open-ended To understand how  Japanese pre-service
disability. term disability Japanese teachers teachers had concerns
mean to you? define the term regarding the increase in
Disability is ... ‘disability’. workload as a result of
children with disability
being included in their
future classrooms (Yada &
Savolainen, 2017).
16 Defining What does the Open-ended To understand how  Yada and Savolainen
inclusion. term ‘inclusion’ Japanese teachers (2017) found that Japanese

mean to you?
Inclusion is ...

define the term
‘inclusion’.

teachers’ views on
integrating children with
disabilities in mainstream
classes were ambiguous.

i) Section 2: Teacher Attitude towards Inclusion Scale (Saloviita, 2015)

Section 2 of the measuring instrument included the TAIS. After the TAIS had been
identified as the most appropriate measuring instrument in the scoping review, permission was
obtained from the developer who also holds the intellectual property. Professor Saloviita at the
University of Jyvéskylan in Finland, granted the researcher permission to use the TAIS in the
current study (Appendix ). The TAIS comprises of 10 items with a 5-point Likert scale ranging
from ‘strongly disagree’ to ‘strongly agree’, with a neutral mid-point in order to determine
response set (McMillan & Schumacher, 2014; Saloviita, 2015; Saloviita & Tolvanen, 2017).

37



Q)

UN
UNI
YUN

IVERSITEIT VAN PRETORIA
VERSITY OF PRETORIA
IBESITHI YA PRETORIA

The scale's 10 items focus on four components which include inclusiveness as a value, expected

outcomes, children's rights, and teacher workload, enhancing the instrument's construct
validity. Table 9 shows the 10 items of the TAIS.

Table 9

TAIS scale

No

TAIS ltem

5-point Likert scale

1
Strongly
disagree

Component

2
Agree

3

Neither
agree or
disagree

4
Disagree

5
Strongly
disagree

1*
(R)

Children with special
educational needs learn best
in their own special
education classes where
they have specially trained
teachers.

Expected | 1
outcomes

3

Children with emotional and
behavioural problems
should be educated in
mainstream classrooms,
with the provision of
adequate support.

Inclusion |1
as a value

3*
(R)

It is the right of a child with
special educational needs to
be placed in a special
education classroom.

Rightsof |1
the child

Children with attention
deficit/hyperactive disorder
(ADHD) should be admitted
into mainstream classrooms
with adequate support.

Inclusion |1
as a value

5*
(R)

Teachers’ workload should
not be increased by
compelling them to accept
children with special
educational needs in their
classrooms.

Workload | 1
of the
teacher

6*
(R)

The best result is achieved if
each child with special
educational needs is placed
in a special education
classroom that best suits
him/her. R (expected
outcomes)

Expected | 1
outcomes

Children with special
educational needs should be
educated in mainstream

Inclusion | 1
as a value
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5-point Likert scale
1 2 3 4 5
No TAIS Item Component Strongly | Agree Neither Disagree | Strongly
disagree agree or disagree
disagree
classrooms as much as
possible.
8* Integrated children with Workload
(R) | special educational needs of the
create extra work for teacher
teachers in mainstream
classrooms. 1 2 3 4 5
9. A child with special Rightsof |1 2 3 4 5
educational needs should be the child
transferred to a special
education classroom in
order not to violate his/her
rights. R (rights of the child)
10. The learning of children Expected | 1 2 3 4 5
with special educational outcomes
needs can be effectively
supported in mainstream
classrooms as well
(expected outcomes).

(English Version) (Saloviita, 2015)
Note: *The scoring of items marked with (R) were reverse scored

All 10 items of the TAIS were included in the measuring instrument, and the original
5-point Likert scale supported by the authors who developed the TAIS was used.

2.5.5 Translation

The complete measuring instrument (Section 1 and 2) was translated into Japanese
using a blind back-translation method (Bornman & Louw, 2021). The source language
(English) was translated into the target language (Japanese), by a bilingual Japanese translator
who is also fluent in English. The translator produced a word-for-word translation. A second
bilingual translator (also a Japanese translator, who is fluent in English) who had not seen the
measure in its original source, reversed the translation from the target language (Japanese) back
to the source language (English). To see if there were any inconsistencies/or incorrect
translations, this back-translated version was compared to the original version. All differences
were then discussed by the researcher and the two translators via Zoom to get consensus with
regards to the version of the Japanese measuring instrument (Bornman & Donohue, 2013;
McMillan & Schumacher, 2014; Pefia, 2007) (see Figure 4).
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Figure 4

Translation process

Selection of Translators

\4

Blind-back translation:
Translator 1

Blind-back translation:
Translator 2

) ) Translator 2 was provided with
Translator 1 was provided with

materials and asked to translate

Translation completed.

into Japanese (target language).

materials and requested to
translate into English (source
language).

Translation completed.

l

Translation reviews: Researcher and translators

To confirm the translation's validity, differences between translations were examined.
Difference analysis allows for discretion since certain discrepancies should be tolerated
for cultural equivalence while others must be altered (Pefia, 2007).

l

Consensus between translation differences

The researcher and translators arranged a consultation to discuss any
discrepancies in translation until a consensus was reached.

Several discrepancies arose between the English and Japanese translations of the
complete measuring instrument and the TAIS scale, owing to the use of multiple syllabaries in
the Japanese language. For example, in the case of ‘inclusion’, there was some indecision about
using the katakana form of the word - > 7 /L —" 3 > or #1232 which translates more
closely to ‘social participation’ as opposed to ‘inclusion’. It was decided to use the katakana
form as this is becoming an increasingly common usage and would be more familiar for
Japanese teachers. Following this consensus meeting, a final Japanese version of the measuring

instrument was agreed upon.

2.5.6 Format
Following the translation of the measuring instrument, a decision had to be made

regarding the format in which the measuring instrument would be distributed. An online
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questionnaire (as opposed to a paper-based format) was selected. The main advantages of an
online questionnaire are self-evident: lower costs and time; quick response; easy follow-up;
and the ability to survey a large number of people from different geographical locations such
as Japan’s multiple prefectures (Dahlin, 2021; McMillan & Schumacher, 2014; Woodfield &
Iphofen, 2017).

For this study, Qualtrics, a survey software that can manage questionnaires (Carpenter
et al., 2019), was selected for the online survey platform. Qualtrics allows the researcher to
create an online questionnaire, publish it, gather data, and allow participants to complete it
online using either their computer or mobile phone from any location rather than requiring in-
person participation (Carpenter et al., 2019; Snow, 2011). Students at the University of Pretoria
have access to Qualtrics and do not require any additional licensing. Upon providing consent,
participants were provided with a link via email which allows access to the online
questionnaire. The final Japanese/English version of the measuring instrument which was used

in the main study is shown in Appendix H.

2.5.7 Information- and permission letters

Following ethics approval from the Ethics Committee of the Faculty of Humanities,
University of Pretoria (Appendix A), a permission letter (Appendix C1 and C2) and permission
slips (Appendices D1 and D2) were emailed to the respective principals at the identified
schools, to obtain their written permission. The permission letter contained detailed
information related to the study, privacy, anonymity, confidentiality concerns, and data security
in both English and Japanese. The principals printed out and signed either the English or
Japanese permission slip (Appendix D1 and D2), emailing them back to the researcher.
Principals were informed that they would receive an email with the survey to forward to their
teachers once data collection commenced.

An introductory paragraph was included in the email sent to the participants of the study
(Appendix F1 and F2) via the school principals, explaining the goal and purpose as well as
what would be expected of them, and the amount of time required to complete the measuring
instrument. The letter of informed consent, attached as a PDF (Appendix F1 and F2), included
the purpose of the study, and whether the participants were granted consent to participate in
the study. This email also included an embedded link directing participants to the measuring
instrument and permission slip (Appendix G1 and G2). Once participants consented by clicking

‘X /yes’, the questionnaire opened and the same information which was in the email, was
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displayed on their screens. Upon consent on Qualtrics, the online Japanese-English measuring
instrument (Appendix H) opened, and participants could start completing it.

Participants were given 14 days to complete the questionnaire via Qualtrics and
principals were sent reminders after five, eight- and 10-days asking participants to complete
the questionnaires. All questionnaires were checked for incompleteness. From all of the
submitted responses (n=42), one was found to be incomplete (recorded as a partial response)

and was thus not included in the main study.

2.6  Data analysis

Data from the questionnaires were downloaded via Qualtrics onto an Excel spreadsheet
and prepared for statistical analysis. Descriptive statistics were used to analyse and describe
Section 1 of the measuring instrument, namely the biographic questionnaire. For the purpose
of data analysis, the 5-point Likert scale of the TAIS (Section 2) was reduced to a 3-point scale
with a “4” or “5” indicating that participants were in favour (were positive) of inclusion in
mainstream classes, and a “1” or “2” indicating that participants had a more negative attitude
toward inclusion of these children in mainstream classes regarding questions 2, 4, 7, and 10.
By answering with a “3” indicated a neutral response. Questions 1, 3, 5, 6, 8, and 9 were reverse
scored therefore answering a “4” or “5” indicated that participants were not in favour of
inclusion (negative), whereas a “1” or “2” indicated a more positive attitude towards inclusion.
Again, a “3” indicated a neutral response. Each participant was asked to answer 10 biographic
information questions (Table 8) which were then tested for statistical significance using the
following methodology:

Biographic variables that have only two outcomes (e.g., confidence rating and gender)
were tested for statistical significance using a standard t-test to determine if two sets of
cofactors are significantly different from each other (McMillan & Schumacher, 2014).

i.  Given that the samples are drawn from the same population, they are assumed to have
equal variance.

ii.  The null hypothesis is assumed, that is that the two outcomes do not have a statistically
significant difference.

iii.  The null hypothesis is rejected on the 95% confidence interval, that is p < 0.05.
The following steps paragraph describes the steps used.

1. Null Hypothesis, (ul = u2),
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2. T value,
X1 — X
Toaue =
s ’1 n 1
P'\n; ' ny
WithSp

o = (ny — 1)S%;, + (n, — 1)S%,
P ny +mn, — 2

Where s, is the pooled standard deviation, x; and x, are the average of the first and
second samples respectively, S2, and S2, are the standard deviations of the first and second

samples respectively: n; and n, is the size of the samples respectively.

3. Acceptance criteria p (T,q1ye) > 0.05,
4. Rejection criteria p (Tygiye) < 0.05.

Biographic variables that had more than two outcomes (e.g., years of experience, age)
were tested for statistical significance using the analysis of variance (ANOVA) f-test to
determine if more than two sets of cofactors are significantly different from each other
(McMillan & Schumacher, 2014).

i.  Given that the samples are drawn from the same population, they are assumed to have
equal variance.

ii.  The null hypothesis is assumed, that is that the two outcomes do not have a statistically
significant difference.

iii.  The null hypothesis is rejected on the 95% confidence interval, that is p < 0.05
The following steps paragraph describes the steps.

1. Null Hypothesis, (ul =u2=...... uk),

2. F value,

Table 10 shows how the f-value is calculated.
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Table 10
Calculation of f-value
Source of Degrees of Mean Squares
o Sum of Squares F-value
Variation Freedom (MS)
.
Withi sS Zp:z]:( )’ df, L ows, =S
ithin = X — T =p— _ 20w
Yo LLyy v voodfy = MS,,/MS,
j=i i=1
14
N SS,
Between $Sp =) (% - %) db =n —1 M, = 7¢
=i b
P
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j=i

where n is the total observations, p is the number of outcomes

5. Acceptance criteria p (Fyqye) > 0.05,
6. Rejection criteria p (Fyque) < 0.05.

2.7  Reliability and validity

The validity of the current research was strengthened through the use of the published
and peer-reviewed scale, TAIS (Saloviita, 2015). The scale was appropriate for using within
the Japanese context when measuring teachers’ perspectives toward inclusion.

Face validity was established when the participants of the pilot study confirmed that
the questionnaire that was to be used was appropriate for use in the Japanese context. There
were no threats to the internal validity of the study, as participants that were working in a
special educational setting were eliminated through the selection criteria for participants.

Furthermore, all participants adhered to the inclusion criteria set out by the researcher.

2.8 Ethical consideration

Ethics approval was sought from the Research Ethics Committee of the Faculty of
Humanities at the University of Pretoria (Appendix A). To ensure conformity with the
mandated and suggested ethics standards, privacy, informed consent, rights of participants,
risks and benefits of participation, and data security of the participants had to be considered
(Woodfield & Iphofen, 2017). As a guide to the procedures that were employed in this study,
the Belmont Report on Ethical Principles and Guidelines for the Protection of Human Subjects
of Research was used (National Commission for the Protection of Human Subjects of

Biomedical and Behavioural Research, 1974). Another guideline which was followed is the
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Ethical Guidelines for Medical and Health Research Involving Human Subjects in Japan
(Ministry of Health Labour and Welfare, 2015).

28.1 Confidentiality
To ensure confidentiality, no names or personal identifying information was asked in
the questionnaire. Participants were informed that only participant numbers would be used and
were only asked to provide the last three digits of their teaching accreditation for verification
of qualification. No identifying information which was provided on the biographic

questionnaire (such as teaching licence number) was presented in the study.

2.8.2 Informed consent

A letter of informed consent (Appendix C1 and C2) was sent to the participants
explaining the study's goals and nature as well as the confidentiality of the data. The letter
contained all aspects of the study (rationale; what will be expected of the participants; their
rights as participants; who will have access to the study; and risks and benefits of participation)
that may have influenced their willingness to participate (Committee & Office, 1973). The
participants were provided with a URL link to participate in the survey which led them to a
webpage that contained the participant information sheet and explained the study's aim. At the
bottom of the information sheet, responders were given the option to ‘click to accept’ as a
method to indicate their consent for participation.

2.8.3 Rights of participants, risks, and benefits of participation

Participants were informed that their participation in the study was entirely voluntary,
and should they feel uncomfortable, they could withdraw at any given moment without being
penalised and all recorded information would be discarded.

Participants were furthermore informed that they would not receive any compensation
for their participation — participation was on a voluntary basis.

Lastly, participants were informed that there were no risks of harm associated with this
study. The survey did not contain any potentially uncomfortable questions and it was not aimed at
testing knowledge. Participants could complete the survey at any time after receiving the URL
link, including outside of school hours, so as not to disrupt their work or job performance.
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2.8.4 Privacy and confidentiality

To ensure that the participants’ trust and vulnerability were not jeopardised, a
confidentiality agreement was adopted. The survey was developed using the Qualtrics survey
development software and participants were not requested to provide any identifying personal
information, as anonymity refers to the fact that the information acquired does not allow the
researcher to identify the participants (McMillan & Schumacher, 2014; Republic of South
Africa, 2013). Participants were only required to submit the last three digits of their teacher
license number as verification of qualification. Personal information gathered during the course
of the research, such as participants teaching license number was not used for purposes other
than those for which the participants have provided prior permission (Ministry of Health
Labour and Welfare, 2015; Republic of South Africa, 2013). No identifying information will
be disclosed in any of the study’s publications (Ministry of Health Labour and Welfare, 2015;
National Commission for the Protection of Human Subjects of Biomedical and Behavioural
Research, 1974).

2.8.5 Data security

Data security involves assessing the security and vulnerability of the data and the
likelihood of it being tampered with by internet threats after it has been collected (Sexton et
al., 2011). Therefore, the data will be stored in a de-identified manner (Republic of South
Africa, 2013) and kept secure on a password-protected online platform (Qualtrics). Only the
researcher and her two supervisors will have access to the data. This will guarantee that the
confidentiality agreement is followed and that no participant data or information is released
without their permission. The data will be securely stored at the Centre for Augmentative and
Alternative Communication at the University of Pretoria for a period of 15 years for archival

purposes or for possible use in future research.
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3. RESULTS

3.1  Presentation of results
The results are presented and discussed according to the study’s subaims, with each
subaim referring to a specific subscale of the TAIS scale. The results also investigated how the
different biographic variables impacted on the answers provided on the TAIS scale. Firstly, the
desired outcome for each subscale is presented whereafter the result for each subscale is
displayed, lastly a breakdown of biographic variable per subscale is presented and discussed.
Table 11 shows the average, standard deviation, minimum selection, maximum

selection, and acceptable range for each of the four subscales respectively.

Table 11

Statistical analysis and acceptable range of each subscale of the TAIS

Subscale 1 Subscale 2 Subscale 3 Subscale 4
(expected (inclusionas  (rights of the  (workload of
outcomes) value) child) the teacher)
Questions 1,6, 10 2,4,7 3,9 5,8
Average 3.59 3.42 3.5 3.22
Variable Star.‘d?rd 0.95 0.89 121 1.07
eviation
Min 1 1 1 1
Max 5 5 5 5
Average +
Acceptable 1.96*c > > > >
range Average -
1.96%c 1.73 1.67 1.12 112

From Table 11, it is clear that for all four subscales the answers ranged from the
minimum to the maximum range of the scale (i.e., 1-5), with averages ranging from 3.22
(Subscale 4) to 3.59 (Subscale 1), and standard deviations of 0.89-1.21. All participants
answered within the acceptable range and there were no deviations where a participant’s

answer influenced the subscales in a significant way.

3.1.1 Perspectives on the implementation and expected outcomes of inclusion in
their classrooms

The first subaim was captured in Subscale 1 of the TAIS scale, and refers to Questions

1, 6, and 10 of which questions 1 and 6 were reverse scored. The results are shown in Table

12.
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Table 12

Participants’ responses regarding expected outcomes of inclusion

Subscale 1: Expected outcomes (Questions 1, 6, and 10)

1= 5=

Question Strongl 2= 3= 4= Stronal Reverse
ongly Disagree  Neutral Agree gy Scoring
Disagree Agree

1. Children with special
educational needs
learn best in their
own special education
classes where they
have specially trained
teachers.

6. The best result is
achieved if each child
with special
educational needs is 0% 4.9% 26.8% 46.3% 22%
placed in a special (n=0) (n=2) (n=11) (n=19) (n=9)
education classroom
that best suits
him/her.

10. The learning of
children with special
educational needs
can be effectively
supported in
mainstream
classrooms as well.

(N=41)

2.4% 7.31% 29.3% 43.9% 17.1%
(n=1) (n=3) (n=12) (n=18) (n=7)

Yes

4.9% 17.1% 34.1% 34.1% 9.8%
(n=2) (n=7) (n=14) (n=14) (n=4)

Table 12 shows that for Question 1 many participants (43,9%) agreed with the comment
that children with special educational needs learn best within their own special education
classes where they have access to specially trained teachers. This implies that participants
generally did not believe that inclusion was the most appropriate option. However, 9.8% of the
participants did not agree with this statement. This was confirmed by Question 6 which showed
that an overwhelming majority (68.3%) agreed or strongly agreed that children with special
educational needs are best placed in a special educational classroom that best suits them,
indicating that participants had a negative perception toward inclusion. Question 10’s specific
aim was to evaluate participants’ outlook toward inclusion in mainstream classes where a large
percentage was neutral (34.1%), although more were positive toward mainstream inclusion

with adequate support (43.9%) compared to the 22% who were negative.
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Next, an f-test was performed to determine if any of the biographic variables had an

influence on Subscale 1 of the TAIS. The results are shown in Table 13. All participants

answered within the acceptable range for Subscale 1 and there were no deviations on how each

participants’ answer influenced this subscale.

Table 13

Biographic variable influence on questions that make up Subscale 1

1. Children with

special 10. The learning of
educational 6. The best result is children with
needs learn achieved if each special
best in their child with special educational Overall
own special educational needs needs can be influence
Biographic variable education is plz_:lced ina _ effectively _ on Subscale
classes where special education supported in 1
they have classroom that mainstream
specially best suits him/her classrooms as
trained well
teachers
p-value p-value p-value p-value
1: School type 0.44 0.44 0.81 0.28
2: Level of education 0.43 0.96 0.20 0.34
3: Years of experience 0.01* 0.04* 0.19 0.12
4: Experience interacting 0.95 0.08 0.44
with persons with 0.12
disability
5: Has a family member or 0.11 0.33 0.73
close friend with 0.07
disability
6: Has training to work 0.35 0.58 0.28
with children with 0.65
disability
7: Experience teaching 0.79 0.24 0.18 0.65
children with disability '
8: Has knowledge of 0.70 0.28 0.35
inclusive educational 0.78
policies in Japan
9: Confidence rating to 0.11 0.63 0.21
work with children with 0.69
disability
10: Gender 0.75 0.61 0.36 0.89
11: Age 0.28 0.72 0.74 0.86

Note: * significance at the 5% level of confidence (p<0.05) evident that none of the biographic variables had a
statistically significant impact on any of the three questions included in Subscale 1

From Table 13, it is clear that the biographic variable years of experience had a

statistically significant impact on two of the three questions that make up Subscale 1, namely

Question 1 (p=0.01) and Question 6 (p=0.04). This shows that teachers’ years of experience
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influenced their attitudes regarding the outcomes of inclusion. This biographic variable is

further explained and investigated using a 4 x 3 contingency table in Tables 14 and 15.

Table 14

Years of teachers’ experience vs teachers’ perspectives

1. Children with special educational needs learn
best in their own special education classes

Variable Parameter where they have specially trained teachers
Positive Neutral Negative

1<x<10
(n=6) 1 1 4
11<x<20 0 3 8

Years of experience (n=11)
21<x<30 3 6 3

(n=12)

31+

(n=12) 0 2 10

Table 14 shows that most of the participants with 1-10 years of experience (n=4)
answered negatively to Question 1, a reverse score question, indicating that they were not in
favour of inclusion whereas a smaller set (n=1) indicated that they were in favour of inclusion,
and one participant remained neutral. The same pattern can be seen for the group 11-20 years
of experience where the majority (n=8) also indicated that they were not in favour of inclusion
by answering negatively, and three participants remained neutral.

A slight change in perspective can be seen in the third group with 21-30 years of
experience where most of participants (n=6) answered neutral, and the same number (n=3)
answered positively as well as negatively. This implies that the group was split with regards to
inclusion.

Most of the final group of participants with more than 31 years of experience (n=10)
answered negatively to Question 1, indicating that they were not in favour of inclusion, whereas

two participants remained neutral.
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Table 15

Years of teachers’ experience vs their perspectives on special education placement for a child
with special educational needs

6. The best result is achieved if each child with
special educational needs is placed in a special

Variable Parameter education classroom that best suits him/her

Positive Neutral Negative

1<x<10
(n=6) 0 0 6

11<x<20
Years of experience (n=11) 0 3 8
P 21<x<30 5 3 ,

(n=12)

31+

(n=12) 0 5 7

Table 15 shows that most of the participants with 1-10 years of experience (n=6)
indicated that they believe a child with special educational needs will learn best if they are
placed within a special educational classroom that suit their needs. This implies that
participants were not in favour of inclusion. A similar trend was seen with the participants that
had 11-20 years of experience where the majority (n=8) agreed with the question indicating
that they were not in favour of inclusion. A smaller group of participants (n=3) remained
neutral.

Even though the majority (n=7) of participants with 21-30 years of experience were
still not in favour of inclusion, a smaller group (n=3) remained neutral whereas the smallest
group (n=2) indicated that they were in favour of inclusion. As such, a slight shift in this
group’s perspectives can be seen.

The final group of 12 participants with more than 31 years of experience showed the
same trend as the first two groups. Most of participants (n=7) answered negatively implying

that they were not in favour of inclusion whereas five participants remained neutral.

312 Perspectives toward educating children with and without disabilities
together in a classroom
The second subaim was captured in Subscale 2 of the TAIS and includes Questions 2,
4, and 7. None of these three questions were reversed scored. These results are shown in Table
16.
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Table 16

Participants’ responses regarding inclusion as a value

Subscale 2: Inclusion as a value (Questions 2, 4 and 7)

1= 5=

Question Strongly 2= 3= 4= Strongly Reverse
; Disagree Neutral  Agree Scoring
Disagree Agree

2. The children with
emotional and

behavioural problems 2.4% 2.4% 439%  415%  9.8%

sho_uld be educated in (n=1) (n=1) (n=18) (n=17) (n=4)
mainstream classrooms,

with the provision of
adequate support.
4. Children with attention
deficit/hyperactive
disorder (ADHD) should 2.4% 2.4% 29.3% 53.7% 12.2%
be admitted in (n=1) (n=1) (n=12) (n=22) (n=5)
mainstream classrooms
with adequate support.
7. The children with special

educational needs should
be educated in 7.3% 19.5% 36.6% 36.6% 0%

mainstream classrooms as (n=3) (n=8) (n=15)  (n=15) (n=0)
much as possible.

(N=41)

No

No

No

Table 16 shows that for Question 2 more than half of the participants (51.3%) held
positive responses towards educating children with emotional or behavioural problems in a
mainstream classroom, although a large percentage (43.9%) were neutral and only a small
percentage (4.8%) opposed. This same general tendency was noted in Question 4 which
focused on children with ADHD, but with a greater percentage of responses being positive
(65.9%) and a smaller percentage being neutral (29.3%). The same percentage (4.8%) as with
Question 2, remained negative. However, the same tendency did not prevail in Question 7
which focused on children with special educational needs and whether they should be educated
in mainstream classrooms. Here a large percentage were negative (26.8%) and neutral (36.6%).
In total, 36.6% (which is smaller than for questions 2 and 4) of the participants were positive
towards the inclusion of children with special educational needs.

Next, a f-test was performed to determine if any of the biographic variables had a
statistically significant influence on the three questions included in Subscale 2. These results

are shown in Table 17.
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Table 17

Biographic variable influence on questions that make up Subscale 2

4. Children with
2. The children with attention

7. The children
with special

emothnal and d_eflch/hyperac educational Overall
behavioural tive disorder -
needs should influence on
problems should (ADHD) be educated  Subscale 3
] ] . be educated in should be .
Biographic variable mainstream admitted in mainstream Questions 2
classrooms, with mainstream '
. classrooms 4,7
the provision of classrooms
. as much as
adequate support with adequate -
possible
support
p-value p-value p-value p-value
1: School type 0.84 0.45 0.91 0.67
2: Level of education 0.99 0.99 0.99 0.97
3: Years of experience 0.67 0.77 0.37 0.58
4: Experience interacting
with persons with 0.23 0.02* 0.89 0.15
disability
5: Has a family member or
close friend with 0.53 0.60 0.61 0.83
disability
6: Has training to work with
children with disability 0.54 0.75 0.74 0.83
7: Experience teaching 0.84 0.66 064 0.91

children with disability

8: Has knowledge of
inclusive educational 0.99 0.35 0.21 0.36
policies in Japan

9: Confidence rating to work

with children with 0.03* 0.30 0.94 0.23
disability
10: Gender 0.548 0.30 0.18 0.44
11: Age 0.822 0.54 0.81 0.88

Note: * significance at the 5% level of confidence (p<0.05) therefore, none of the biographic variables had a
statistically significant impact on Subscale 2 of the TAIS, despite the impact on individual questions

From Table 17, it is clear that two biographic variables had statistically significant
influences on Subscale 2 of the TAIS. Firstly, experience interacting with persons with
disability had a statistically significant impact with Question 4 (p=0.02), indicating that this
experience had an influence on the participants attitude towards children with ADHD (but not
towards children with emotional and behaviour problems or towards children with special
education needs). Secondly, the biographic variable self-reported confidence rating had a
statistically significant impact on Question 2 (p=0.03), (i.e., how positive they felt about the
inclusion of children with emotional and behaviour problems), but not towards children with

ADHD and children with special educational needs. These two statistically significant
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biographic variables were further investigated using the standard f-test and presented in Tables
18 and 19.

Table 18

Influence of experience interacting with persons with disabilities on admitting children with
ADHD into mainstream classrooms

4. Children with ADHD should be admitted into

Variable Parameter mainstream classrooms with adequate support
Positive Neutral Negative
o ves 18 6 0
Experience with interacting (n=24)
with persons with disabilities No
(n=17) 9 6 2

Table 18 shows that most participants indicated they had experience interacting with
persons with a disability (n=24). The majority answered positively to Question 4 (n=18),
implying that they felt positively towards a child with ADHD being admitted into a mainstream
classroom. A smaller set (n=6) remained neutral, and no participants indicated a negative
attitude toward the inclusion of children with ADHD.

On the other hand, those who indicated that they had not interacted with persons with
disabilities (n=17), the same tendency prevailed with most holding a positive view (n=9),
although a comparatively large number were neutral (n=6) while only two were negative
towards the inclusion of children with ADHD.

Next the nature of the interaction between self-reported confidence and the inclusion of
children with emotional and behavioural problems are shown in Table 19.

Table 19

Self-reported confidence and inclusion of children with emotional and behavioural problems

2. The children with emotional and behavioural
problems should be educated in mainstream

Variable Parameter classrooms, with the provision of adequate support
Positive Neutral Negative
Less than 5 on the

Self-reported level confidefce scale 15 17 2

of confidence to (n-3_4)

work with More than five on the

confidence scale 6 1 0

(n=7)
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Table 19 shows that most participants (n=17) who rated their confidence level as lower
than 5 on the 10-point confidence scale (indicating that they did not feel confident) were neutral
towards inclusion, even with adequate support for children with disability. However, 15 of the
participants who had a self-reported confidence level below 5 were positive towards including
children with disabilities, while only two were negative. The small group (n=7) of participants
who rated their confidence level above 5 on the 10-point confidence scale, were generally
positive towards the inclusion of children with emotional and behavioural problems, with only
one participant being neutral. This shows that neither self-reported confidence rating nor
experience interacting with persons with disability had an overall impact on participants’

perceptions regarding the outcomes of inclusion on Subscale 2.
3.1.3 Perspectives regarding inclusion of children with disabilities as a human
right
The third subaim was captured in Subscale 3 of the TAIS and includes Questions 3 and 9

of which both questions were reverse scored. The results are shown in Table 20.

Table 20

Participants’ responses regarding inclusion as a human right

Subscale 3: The Rights of the Child (Questions 3 and 9)

1= 5=

Question Strongly 2 - 3= 4= Strongly Reve_rse
Disa Disagree Neutral  Agree A Scoring
gree gree
3. It is the right of a child with
special educational needs to 0% 0% 9.8% 46.3% 43.9% Yes
be placed in a special (n=0) (n=0) (n=4) (n=19) (n=18)
education classroom
9. A child with special
fgﬁ?:ﬁgg'tgeae‘g;:g‘;f'd be 14.6% 29.3% 36.6%  14.6%  4.9% Ves
(n=6) (n=12) (n=15) (n=6) (n=2)

education classroom in order
not to violate his/her rights

(n=41)

Table 20 shows that for Question 3, an overwhelming majority of participants’ (90.2%)
thought that it was the right of the child with special education needs to be placed in a special
education classroom (i.e., not mainstream inclusion). No participants held the opposite view,
while 9.8% remained neutral. This sentiment, however, was reversed with Question 9 where

43.9% of participants disagreed with the statement that a child with special educational needs
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should be transferred to a special educational classroom (i.e., showing a positive attitude
towards inclusion). However, 36.6% of the participants were neutral and 19.5% believed that
a child should be moved to a special educational classroom as to not violate their rights.

Next a f-test was performed to determine if any of the biographic variables had an

influence on Subscale 3. The results are shown in Table 21.

Table 21

Biographic variable influence on questions that make up Subscale 3

3. Itisthe right of a 9. A child with special Overall
child with special educational needs should influence on
educational needs to be transferred to a Subscale 3
Bioaraphic variable be placed in a special education
grap special education classroom in order notto  Questions 3, 9
classroom violate his/her rights
p-value p-value p-value
1: School type 0.70 0.50 0.43
2: Level of education 0.68 0.20 0.14
3: Years of experience 0.01* 0.30 0.01*
4: Experlencg mtgract_lr_lg with 0.07 073 0.20
persons with disability
5: Has a family member or
close friend with disability 0.81 0.54 0.51
6: Has training to work with
children with disability 0.18 0.64 0.75
7: Experience teaching
children with disability 0.55 0.05 0.18
8: Has knowledge of inclusive
educational policies in 0.67 0.07 0.19
Japan
9: Confidence rating to work
with children with disability 0.20 0.82 0.51
10: Gender 0.13 0.12 0.58
11: Age 0.02* 0.20 0.62

Note: * significance at the 5% level of confidence (p<0.05) therefore years of experience had a statistically
significant impact Subscale 3.

Table 21 shows that two biographic variables impacted on Question 3, namely years of
experience (p=0.01) indicating that the amount of time a teacher has been teaching or the
teachers’ age could have influenced whether they see inclusion of children with special
education needs as a human right or not.

However, none of the 11 biographic variables had a statistically significant impact on

Question 9. Age was investigated further in Table 22 using a 5 x 3 contingency table.
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Table 22

Influence of age on the right of a child with special educational needs to be placed in a
special educational classroom

3. Itis the right of a child with special educational

Variable Parameter needs to be placed in a special education classroom
Positive Neutral Negative
20<x<29
(n=3) 0 1 2
30<x<39
(n=6) 0 0 6
40<x<49
Age (n:13) 0 0 13
50<x<59
(n=15) 0 3 12
60+
(n=4) 0 0 4

Table 22 demonstrates the statistically significant influence of age on Question 3. Most
participants between the ages of 20-29 (n=2) indicated a negative perception toward inclusion,
believing that a child with special educational needs has a right to a specialised educational
classroom, while one remained neutral. Similarly, participants between the ages 30-39, 40-49
and 60+ shared negative perceptions toward inclusion. Likewise, the majority (n=12) of
participants in the 50-59 age range had negative perceptions toward inclusion, however, a
minority set (n=3) indicated a neutral response. Across all age groups, not a single participant
indicated a belief that children with special educational needs have the right to be placed in the
mainstream classroom.

Years of experience was further investigated in Table 23, using a 3 x 3 contingency
table.

Table 23

Influence of years of experience on the right of a child with special educational needs to be
placed in a special educational classroom

3. Itis the right of a child with special educational

Variable Parameter needs to be placed in a special education classroom

Positive Neutral Negative

1<x<10
(n=6) 0 1 5

11<x<20
(n=11) 0 0 11

Years of experience

p 21<_x<30 0 1 11

(n=12)

31+

(n=12) 0 2 10
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Table 23 demonstrates the statistically significant influence of years of experience on
Question 3. Most of participants with 1-10 years of experience (n=5) answered negatively,
whereas one participant remained neutral, and none answered positively, believing that a child
with special needs has a right to a specialised educational classroom. Similarly, participants
with 11-20 years of experience (n=11) all answered negatively. Participants with 21-30 years
of experience followed the same pattern as participants with 1-10 years of experience, where
the majority (n=11) answered negatively, and one participant remained neutral. Most (n=10)
of the participants with 31+ years of experience answered negatively, with two participants
remaining neutral. Across all age groups, no participants (n=0) indicated a belief that children

with special educational needs have the right to be placed in the mainstream classroom.

3.1.4 Perspectives on teachers’ preparation and workload when working with
children with disabilities in inclusive classrooms
The fourth subaim was captured in Subscale 4 of the TAIS scale and refers to
Questions 5 and 8 of which only Question 5 was reverse scored. The results are shown in
Table 24.

Table 24

Participants’ responses regarding workload of the teacher

Subscale 4: Workload of the teacher (Questions 5 and 8)

. 1= | 2= 3= 4= 5= | Reverse
Question St_rong Y Disagree Neutral  Agree Strongly Scoring
Disagree Agree
5. Teachers’ workload should
not be increased by
compelling them to accept 4.9% 19.5% 34.1% 31.7%  9.8% Yes
children with special (n=2) (n=8) (n=14) (n=13) (n=4)
educational needs in their
classrooms
8. Integrated children with
special educational needs 4.9% 26.8% 22% 34.1%  12.2% No
create extra work for teachers  (n=2) (n=11) (n=9) (n=14) (n=5)
in mainstream classrooms
(N=41)

Table 24 shows that for Question 5, many participants (41.5%) indicated an opposition
to increasing the workload of teachers by compelling them to include students with special
educational needs in their classrooms - a sentiment, which was supported by the results of

Question 8, where again 46.3% of respondents expressed the belief that children with special
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educational needs create extra work for mainstream teachers. In response to question 8, 31.7%
of those surveyed stated that children with special educational needs do not create extra work
for teachers, and therefore should be included in mainstream classrooms, as reflected by the
similar 24.4% disagreement with the statement of question 5. In both questions, approximately
22-34% of respondents remained neutral..

Next an f-test was performed to determine if any of the biographic variables had an

influence on the two questions included in Subscale 4. The results are shown in Table 25.

Table 25

Biographic variable influence on questions that make up Subscale 4

Overall influence
on Subscale 4

5. Teachers’

workload 8. Integrated

should not be ghélcdi;zn with
increased by ezucational Questions 5, 8
compelling them
needs create
. . . to accept
Biographic variable children with extra work
. for teachers
special .
. in
educational .
: . mainstream
needs in their
classrooms
classrooms
p-value p-value p-value
1: School type 0.52 0.98 0.71
2: Level of education 0.97 0.78 0.06
3: Years of experience 0.17 0.41 0.37
4: E?<per.u_ence interacting with persons with 0.83 073 093
disability
5: Hgs alfgmlly member or close friend with 0.32 058 037
disability
6: Hgs tr.a_lnmg to work with children with 0.30 067 0.75
disability
7. Exper_u_ance teaching children with 0.20 0.98 047
disability
8: Hag k_noyvledge of inclusive educational 0.69 0.72 0.66
policies in Japan
9: C(_)nfld_encg _ratmg to work with children 032 0.85 050
with disability
10: Gender 0.03* 0.68 0.34
11: Age 0.70 0.06 0.23

Note: * significance at the 5% level of confidence (p<0.05) therefore none of the biographic variables had a
statistically significant impact Subscale 4

Table 25 shows that only one of the 11 biographic variables, namely gender had a
statistically significant impact on Question 5 (p=0.03) which is further explained in Table 26

by means of a t-test.
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Table 26

Influence of gender on the increase of teachers’ workload by accepting children with special
educational needs into their classrooms

5. Teachers’ workload should not be increased by
compelling them to accept children with special

Variable Parameter educational needs in their classrooms
Positive Neutral Negative
Male
(n=29) 4 10 15
Gender
Female 6 4 9
(n=12)

Table 26 shows that for Question 5, responses were split along gender lines. Among
the 29 male participants, most (n=15) did not agree with the statement that workload should
increase when including children with special educational needs into their classrooms, 10
(n=10) were neutral, while the smallest set (n=4) agreed with the statement. A reverse pattern
was seen for the 12 female participants. Most female participants (n=6) answered positively,
agreeing that workload should increase, whereas four (n=4) remained neutral, and the smallest

set (n=2) indicated that workload should not increase.
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4. DISCUSSION

This study aimed to investigate the perspectives of Japanese secondary teachers toward
inclusion. The results of the study indicate that the attitudes of Japanese secondary school
teachers in the Fukushima prefecture toward inclusion were generally not positive. This is in
contrast to studies conducted in countries such as South Africa (Bornman & Donohue, 2013)
and Australia (Gigante & Gilmore, 2020), where different measuring instruments were used as
well as studies in countries such as Finland (Alnahdi et al., 2019; Saloviita, 2109, 2020;
Saloviita & Schaffus, 2016), Germany (Saloviita & Schaffus, 2016), Italy (Saloviita &
Consegnati, 2019), and Saudi Arabia (Alnahdi et al., 2019) where the same TAIS instrument
was used. All these studies found that teachers’ attitudes toward inclusion were more positive.
The general negative attitude found in the study at hand is in line with another study conducted
in Japan in which Maeda et al. (2021) reported that Japanese school teachers who play a key
role in the implementation of the Japanese education system, are sceptical about the practicality
of adopting inclusive education, even though they believe it is desirable. The responses of
Japanese schoolteachers in the current study are also similar to the findings of Saloviita (2020a)
and Song (2016), who reported that teachers’ attitudes became more positive if they have had
experience interacting with persons with disabilities.

The current study found that teachers’ confidence in teaching children with disabilities
influenced their attitudes and how they answered on the TAIS. It found that teachers were more
positive and inclined towards inclusion if they had experience interacting with persons with
disabilities or knew a friend or close family member with a disability. For example, a male
participant in his sixties answered that he has a younger brother with a disability; a female in
her fifties indicated that she has a childhood friend who now works at a bakery for persons with
disability. Furthermore, some male participants indicated they had a close family member with
a disability but did not elaborate further. Another male participant in his sixties indicated that
he has a friend with a child with a disability but answered ‘no’ on the question of interaction
with someone with a disability. As stated above, the attitudes toward inclusion amongst these
respondents were generally (slightly more) positive. Regrettably, participants who indicated
they interacted with persons with disability were not asked to elaborate on the kind of
interaction they had but rather clarified that they had a family member or friend with a

disability.
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Even teachers who indicated that they did not have any experience interacting with
persons with disability, indicated a willingness to include a child with special educational needs
into their classrooms. Not only these teachers, but also those with a higher confidence rating
tended to be more accepting of children with ADHD in their classroom and therefore displaying
a positive attitude towards inclusion. Forlin (2013) as well as Maeda et al. (2021), drew similar
conclusions and found that Japanese teachers were more enthusiastic about including children
with attention or social skills challenges (such as ADHD) in their classrooms rather than
children with other disabilities or emotional and severe behavioural challenges. Similarly,
Saloviita (2019) found that teachers’ readiness to accept a child with special educational needs
into their classrooms was linked to the degree of the child’s disability or the challenge the child
poses to classroom instruction.

Other studies had the same findings. For example, in a Singaporean study it was also
found that teachers indicated that they believe that only children with moderate disabilities
should be included in general education programmes (Yeo et al., 2016). This is further
strengthened by Yada and Savolainen's (2017) study where teachers’ attitudes for interacting
with people with disability were overall positive, however, attitudes toward involving children
with disabilities in their own classrooms were largely negative, or they displayed hesitancy.

The study at hand found that the amount of teaching experience had an overall influence
on teachers’ attitudes and how they answered on the TAIS with regards to inclusion in
mainstream classrooms versus special educational classes. The present study found that
teachers with more years of experience were less inclined to involve children with special
educational needs in their classes. Saloviita and Consegnati (2019) drew the same conclusion
where it was found that teachers with more than 10 years of experience were not in favour of
inclusion compared to teachers with less experience. In the current study, teachers with 21 to
30 years of experience were quite balanced with regards to inclusion and those with 31 years
or more experience were not in favour of inclusion. This is again supported by a study
conducted in Italy which found that teachers with more teaching experience (10 years or more)
were more likely to have a negative view toward inclusion (Saloviita & Consegnati, 2019).
One study, however, contradicts these findings, where it was found that teachers in both the
youngest and oldest age groups were more positive toward inclusion (Rakap et al., 2016). This
can tie in with knowledge/lack of knowledge of local legislation and educational courses
available to university students when studying their teaching course.

As mentioned above, Japan has already made great strides with regards to inclusive

education reform, however, there are still significant gaps between the theoretical knowledge
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and practical implementation thereof. Additionally, results from the current study indicated
that Japanese teachers’ knowledge of local legislation and policy related to inclusive education
had no effect on their attitudes which is similar to an Australian study which found that
teachers’ perspectives toward inclusion were unaffected by whether they had knowledge of
legislation or not (Gigante & Gilmore, 2020). However, this is in contrast to the study
performed by Yada and Savolainen (2017) with Japanese teachers (from various prefectures
including the Tokyo metropolitan area and the prefectures of Kanagawa, Yamaguchi,
Kagoshima, Chiba, Saitama, Kochi, Miyazaki, and Fukui) which found that teachers’ attitudes
were more positive if they had at least some knowledge of local legislation or policy. Given
the fact that Japanese university students enrolled in an education course are not required to
take classes on special education, nor have any experience teaching children with learning
disabilities during their teaching practical time, it is not surprising that such a small group of
teachers in the current study had knowledge on legislation (Forlin, 2013; Forlin et al., 2015).
Although the Japanese government advocates inclusive education (Forlin, 2013), the

results of the present study indicate that teachers’ increased understanding of disability did not
seem to improve their perception of, nor their efficacy in teaching in inclusive classrooms. It
could also be speculated that because of a lack of training during their years at university, newly
qualified teachers have high anxiety with regards to the workload increase once they enter the
teaching profession and accept children with special educational needs into their classes. This
might explain why teachers are hesitant to accept such children into their classes. This was also
confirmed by Johnson and Muzata (2019) who found that teachers without special educational
training are more likely to be wary and critical of inclusive education because they lack the
skills to accommodate children with special educational needs in their classrooms and find it
difficult to manage said children. These findings help understand the situation teachers are
facing and offer suggestions for improving teacher training at university level on inclusive
education. Furthermore, Article 24.12.d of the CRPD states that,

“all teachers and other staff receive the education and training they need to give them the

core values and competencies to accommodate inclusive learning environments, which

include teachers with disabilities. An inclusive culture provides an accessible and supportive

environment that encourages working through collaboration, interaction and problem-

solving” (United Nations, 2016, p.4).

Given the results of the current study, it is evident that not all teachers received

specialised training nor feel supported when having to deal with children with special

educational needs in their classes.
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Overall, results of the current study indicate that most teachers believed that if they
accept a child with special educational needs into their classrooms, their workload will and
should be increased and only a small group of teachers disagreed. This might offer one
explanation as to why teachers are generally hesitant to accept such children into their classes.
This is further due to the higher demands or the stronger tendency for humility among Japanese
teachers feeling that it is their duty to include children with disability and take on additional
work. Japanese teachers, however, are currently overworked (Maeda et al., 2021), with
secondary school teachers averaging more than 511 teaching hours a year (OECD, 2019). It is
therefore no surprise that teachers are resistant to inclusion if it means more work added to
their already heavy workload. These findings were in stark contrast to that of a Thai study
which found teachers' perspectives toward inclusive classrooms were more favourable if they
reported having higher working hours (Jamsai, 2019). It was said that teachers who reported a
higher workload may have worked with children with disabilities more frequently and that this
close relationship accounted for the more favourable views rather than the number of hours of
burden (Jamsai, 2019).

The results of this study also indicate that it is critical to take steps to modify Japanese
teachers’ attitudes, particularly regarding inclusive education, as it is believed that effective
teachers is expected to have favourable attitudes towards inclusive education (Saloviita &
Schaffus, 2016). Courses targeted at a complete understanding of disability, inclusion, and
behaviour management should be introduced early into teacher education programmes and into
in-service training and should ideally include concrete practical sessions for pre-service
teachers (Maeda et al., 2021; Yada & Savolainen, 2017). Providing opportunities for teachers
to obtain successful experience in working with children with a variety of educational needs is
likely to improve their efficacy and attitudes and influence their views toward inclusive
education as a whole (Maeda et al., 2021; MEXT, 2013; Yada & Savolainen, 2017).

It is also suggested that, while the inclusion of children with disability is more common
than ever before on a worldwide scale, (especially in Western countries), it is worth mentioning
that it may be more challenging to execute inclusion in East Asian countries such as Japan,
where legislation and inclusive education policies are fairly new. Article 24 of the CRPD states
that in order for inclusive education to prosper, changes in culture, legislation and all spheres
of education needs to undergo transformation in order to accommodate the needs to children
with disability (United Nations, 2016). Even though Japan has made significant progress in
educational reformation with regards to inclusive policies, it appears that both in-service and

preservice teachers lack the necessary understanding of inclusion, providing only rudimentary
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support for children with various types of special educational needs (Forlin, 2013; Yamada,
2013; Yoshitoshi, 2014) and that more significant policy transformation is required to catch up

to Western nations.
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5. CONCLUSIONS AND RECOMMENDATIONS

5.1  Summary of main findings

The current study found that Japanese secondary school teachers in the Fukushima
prefecture did not hold a positive view toward inclusion. Some factors including years of
experience, age, knowledge on local policies, interaction with persons with disability or having
a family member with disability all played a role in how the teachers answered on the
measuring instrument. Teachers were also more concerned with the degree of disability on
whether to include these children into their classrooms, with older teachers being generally
more negative than younger teachers and teachers with less experience. Given that inclusion
and inclusive educational policies are still a relatively new concept for many Japanese teachers,
it is not surprising that teachers were not positive or hesitant when asked to include children
into their classrooms. Furthermore, since education is a basic human right for all children, it is
imperative that teachers receive inclusive education training during their preservice years in
order to ensure quality and equal education for all. This may also help to change the
perspectives of teachers to a more positive mindset so that no child is excluded for any reason.

The findings could imply that even while policies for inclusion are in place, these
policies may still restrict children's involvement in school because of negative views and
outside pressures. These policies include a lack of direct assistance for the children as well as
a lack of indirect support for the teacher from the institution and the broader education system.
Professional training, a reduction in the current high workload, and support are among the

services that are necessary and required in order to ensure successful inclusion in classrooms.

5.2 Implications for practice

The findings confirm that, despite all the policies that have been implemented in Japan,
teacher’s training regarding inclusion may be lacking or failing (e.g., teachers may not be
trained adequately on what these inclusive education policies entail, or on how to implement
the policies in their classrooms). Therefore, it is important that teachers receive adequate
training related to inclusion while at university (i.e., the so called preservice teacher training)
as well as during their teaching career (i.e., in-service training). Such training will ensure that
all teachers are more receptive and knowledgeable with regards to inclusion and disabilities,
which in turn will also increase their self-confidence in teaching children with disability in

inclusive classrooms.
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When it comes to addressing the needs of children with disabilities in schools, teachers
are sometimes left in isolation in the classroom with no internal or external support. Teachers
may never realise these children’s full potential if they do not receive adequate and focussed
training regarding inclusive education practices that address the affective, behavioural and
cognitive components of attitudinal training and behaviour modification regarding including
children with disabilities in mainstream classrooms. In the longer term, this will also impact
on teacher’s expectations of children with disability. The needs of children with disabilities
might start to be met as teacher’s expectations increase. A deeper understanding of teacher’s
current perceptions, as reported in the current study may lead to the offering of more thorough
and focussed teacher training focussed on inclusion in conjunction with policy changes and

implementation as well as professional development and in-service training of teachers.

5.3  Critical evaluation of the study

The study's critical evaluations will be reviewed in terms of its strengths and limitations.

53.1 Strengths

Although there have been other studies conducted in Japan regarding the attitudes
toward inclusion of Japanese schoolteachers in public schools (see for example Maeda et al.,
2021; Song ,2016; Yada & Savolainen, 2017), this is the first known study where the
measuring instrument was presented in both English and Japanese measure teachers’ attitudes
toward inclusion in the Fukushima prefecture, Japan, using a standardised measuring
instrument. The teachers who participated in this study represented both rural and urban areas
in the prefecture giving a broader overview of the teachers’ perspectives toward inclusion in
the Fukushima prefecture.

Another strength included the diligent and careful translation process of the TAIS
(Saloviita, 2019) and biographic information using a blind-back translation method which is
currently regarded as the gold standard for translation. Furthermore, according to the success
of the pilot study, both the content of the questionnaire and its online format seemed appropriate
given the context and the teachers could complete it without any difficulty. However, the TAIS
was provided to teachers in both English and Japanese, and thus it cannot be assumed that
teacher’s only used the Japanese version to answer the questions Therefore, a future study can
be done with another cohort of Japanese teachers which only makes use of the Japanese

translation.
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A diligent scoping review also gave strength to the study, as careful and deliberate
care was taken to comb through various studies in order to find a measuring instrument with
good reliability that would be applicable to the Japanese context, resulting in the selection of
the TAIS (Saloviita, 2019).

Self-report of participants’ answers on the measuring instrument also contributed to the
overall strength of the study. Since the measuring instrument was anonymous and participants
did not observe others while completing it, they could be more open to describing their own
experiences, thoughts, and feelings in a way that is free of bias and pressure to conform to an

expected answer.

532 Limitations

The methodological limitation of this study was that the sample size was smaller than
planned. Japanese teachers’ period of hand-over and changing of schools is typically at the end
of April which unfortunately coincided with data collection. The small sample size could be a
direct result of teachers’ hand-over period and moving to new schools — meaning that they did
not have adequate time and focus to participate in the study. This is something which can be
avoided in future studies if data collection is avoided during this handover time of the year.

A second limitation is that using a standardised measuring instrument such as the TAIS
(Saloviita, 2019) did not allow for further in-depth probing of answers, nor confirmation or
follow-up questions and as such could restrict and implicate results. As this study was an initial
investigation , a different form of data collection (e.g. focus groups) may have provided richer
and more descriptive results

A third limitation was the fact that this study only focussed on senior high schools;
therefore, the findings of this study cannot be used to draw generalisations for Japanese
teachers as a whole.

Finally, although the translation of the questionnaire could be seen as a strength, it can
also be regarded as a limitation. Even though a blind-back translation process was followed,
the possibility that some meaning, or wording might have been lost in translation, or were

simply not understood well enough, cannot be disregarded.

5.4 Recommendations for further studies
Further studies should focus more on the reasons behind teachers’ attitudes toward
inclusion and why they hold the belief they have. This could include qualitative studies that

make use of focus groups, interviews and in-depth question probing. Another possible solution
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to understanding inclusion in Japan and Japanese teachers’ perspectives toward inclusion could
involve university collaboration with both municipal and prefectural board of educations in
order to do in-class observations for teachers in training as well as teaching assistant students.
The lack of English publications also leaves room for further research and collaborations with

inclusive education programmes in Japanese universities.
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Appendix B1
Email to Pilot Study Participants

M Gmail michetie kruger <

Filot Study
1 message

Michelle Krii 11 March 2022 at 07:10
Ta: michel

Dear Pilot Participant

Thank you for your time and willingness to assist with the evaluation of this questionnaire as part of the pilot study for
the curment research.

In the main study, the survey will be sent o mainstream Japanese teachers in Fukushima prefecture. Teachers will
receive the survey in bath English and Japanese.

Yowr input is intended to assist me to ensure that this questionnaire is complete, accurate, and appropriate. Any
recommendations from this pilot study will be taken into account before the main study is conducted.

The survey in the link below consists of four sections namely, Section A, B & C that will be a part of the main study.
Section D is an additional section for you as pilot participant to give input with regards to the letter of informed
cansent (Section A) the Biographical questionnaire (Section B) and Section C that entails specific questions related to
teachers' parspectives towards indusive education.

Please answer all the guestions in the guestionnaire in Sections A, B & C and please provide feedback of all three
sections, in Section D on the questionnaire.

By clicking here you will be able o access the survey, thus consenting to participate in the pilot study.
Plzase inform me should you have any difficulty accessing the link abowe.

It will b2 appreciated if you could complete this survey by Monday 14 Manch, 2022,
Thank you fior your time and participation.

Bect Rezards
s, Michelle Eriiger
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Appendix B2

Pilot Study — Measure instrument and feedback form

&B53A: EIAIBEHRICDULT / Section A: Informed Consent
. (FZZIC,
- FEROIAEHMECSMI B LICARLET.
- BEFREDIEDICHADBE RO T =HZIRE U THRHE I DT LICARLET
- FNFFRBEHETR VDR D LZE(CHIDDIFRROARBZERFTIRCETS=ND
ERNRNC EZBRELUTVWET,
- FAEIZDRAFEN S DEHRZLEOR. WLWHVRDTRAVDAFRZRD L D/RXEEZT D
ZERL, (SO DEHAICEL O TEFHRIDZENTEDIEFND D EICAR
LET,
- COMTHNSEFHRT D, MR HEUIZIRTOBERSHBFESND & ®IBFELT
WLWET,
- T DAB(IHE (CIRON. HAFRDER., FRRER TOFEADIRE. MiticE
(COIHERTNDZ EZBFRLTNET,
- T—AFEFREEOENNSEANMFESNIRVWAGETTL MUFZKE, CAACD
LBEIJGFRIC 1 5ERMREFSNDIBZEHAEL TVET,
- [EIR(IHEER (CIRION D C & =B LU TLE T,

A .
0 .

anl

3
By clicking "Yes' below | hereby:

- Provide consent to participate in the research study as outlined above

- Agree to submit proof of the last three digits of my teaching accreditation for verification
purposes

- Understand that | will at no stage during the research process be exposed to any harmful or
uncomfortable situations

- Agree that | have the right to withdraw from this study should I wish to do so for any reason
whatsoever without providing any explanation and without any negative consequences

- Understand that should I withdraw from this study, all information that | had provided will
be discarded

- Understand that the content of the data will be handled with confidentiality and used for
research purposes, report to Faculty; conference presentations, journal articles only

- Understand that the data will be stored in a de-identified manner for a period of 15 years in a
safe place at the CAAC, University Pretoria for archival purposes and future research
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- Understand that information will be treated confidentially.

o BRI D/ Yes, | consent
o EEULRRLY/ No, | do not consent
The Questions that follow are for the main study.
Please answer all of the questions in this questionnaire.

o Next

&B5¥B: B ATBERIC DT / Section C: Biographical Information

1. HDIRTZDHRIZEEIRL T TZE0), /Please select your gender.
o 5/ Male
o %Z/Female

o =AAIE I Prefer not to say

2. HIRNT=DEFmZEFEALTLIZE0), [ Please fill in your age.

3. HENROHBEEZESHNREITI DHERIFUAD FIMTZILALTIIES, /

Please fill out the last three digits of your teaching licence as supplied by your local
prefectural board of education.

4. FAIINONIIIRE . DIRENBED TVNDIERDIA TZHZ TIZE, |
Please indicate your school type (rural, urban, suburban, municipal).
o H& /Rural

o #PF% / Urban
o %P4+ / Suburban

o T™XZ/ municipal

5. HIRcDORIREREZHEZ STZEV)\, | Please indicate your highest level of
education.
o RFZFIERIE/F 1S / Undergraduate / Bachelor degree

o KFEBHELERIZ / Postgraduate
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{815 | Masters
{15 /PhD
Tt LITFEIBE LTS IEEL), [ Other, please explain below:

R (ZMAIEE T I HY. / Please indicate how many years of teaching experience you
have:

ECDETHEEEIFEZ UL UTzh . /Please indicate in which country you
received your teacher training.
HZA / Japan

T AT ZIETE L TLIZEEL, [ Other, please explain below:

DIRATTFREEDOEREE (WIEFHE. PEHE. SFHE) TEELTL
F9I N / At which school level (primary, secondary or higher education) are you

currently teaching?
#ZE2 | Elementary School

%53/ Junior High School
=EHE / High School

BEAYNE EDRTRDIRER (L D FE I HY. / Have you any experience with
interacting with persons with disabilities?
(FUYe /Yes

LW ZX. /No

[EExEoEk (FH BEBE. Bk, FaE) PHRUVWKANWE

I ? (FWN] ZBIRUEAEEDHICDODVWTERN(CEHR TS Z=L\, /Do

you have any family members (child, spouse, sibling, parents, etc.) or close friends
who have a disability? If yes, please elaborate... /

(F0Y, IR UTEH (FZDHICDODVWTERBICEZ T IZEL), /If yes, please

elaborate ...
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LWV Z. /No
[BEEDHDIFEE L BB TEODN —Z2D0&ZFIEENHDET

7. / Do you have any training to work with children with disabilities?
(FUYe /Yes
LWVZ. /No

[BEDHDIFEETHRTEER(LHDF I M. /Do you have any experience in
teaching children with disabilities?
(FWe TEW] ZEIRUIZAEZEDH ICDVWTERMICHZI T IZEL, /

Yes, pleases specify ...

LR, /No

BADA > )L — THBEEICDWTHI D TWR T EEHBDEITH ? [Fu]

EEEUEARBEANICEDKI DR EZHM D TLDIMEAL TS IZE, /
Do you know of any inclusive education policies in Japan? If yes, please specify...
(FU, ZERUTZAHEEDAICDVWTEMRN(CER TS0/ If yes, please

specify ...

LY R I No

0~10DHF M5, BAVWDHDIFEBEEBRNIDIEEDOL NI ZRUTIES

W 0lEFE =< BEMNRVRR. 10(FIEEICEEND DI TYI ., /Ona

scale of 0-10, please indicate your level of confidence to work with children with
disabilities. 0 being not confident at all, and 10 being extremely confident.

0 1 2 3 4 5 6 7 8 9 10

[EE] COWSEERCDVWTEDEDIREZZEOD TCLWEIN?EBEL(L...
What does the term disability mean to you? Disability is ...
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16. [1>0)L—=>3>(B1)] EVWDSEERICDVWTHRZEEDHEZ(CIRD

FIh. A1>0)L—>3>2(3F. o« o« / What does the term ‘inclusion’ mean to

you? Inclusion is ...

WA C: A7 )v— 3>~ Ixt$ 5% 2 A [ Section C: Teachers' perspectives toward
inclusion.
RDBRIZLI~STSIMIFTULTLIEZE V. 1 =F>Z<ARLARL. ARID 5=

8 <[EIE 9 B. Please rank the following questions on a Scale of 1 - 5, where 1 = strongly
disagree and agree, 5 = strongly agree.

Question 1=% 2=% 3=k 4= =
<ZHE | HEbR | RTBLER | £IED | HERIC
b7, AN TH2RV, | o 9
1= 2= 3= 4= B,
Strongly Disagree | neither Agree =
disagree agree nor Strongly
disagree agree
L | BRIZEREN BER 1 2 3 4 5
IRE(CED>TIE. B
HEN\DHFRIIRF

AN O = AN )
T3, /Children with
special educational needs
learn best in their own

special education classes

where they have specially
trained teachers.

2| 1B ITRIRENRS ! 2 3 4 5
N2 RESBILZE
DF. EEBHRTHE
ERIIBNRETHD, |

The children with
emotional and
behavioural problems
should be educated in
mainstream classrooms,
with the provision of
adequate support.

3. | BRILIESRTEE R 1 2 3 4 5
ZFBT &L BRI
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BEENVEIREED
HEFTH D, /ltisthe
right of a child with
special educational needs

to be placed in a special
education classroom.

ERRME - SRS

(ADHD) ODfEIRZZHF
DIZRE (B R<HE
DF. BEBEFRICAD
CEEBDHENDINE
T3, /Children with

attention
deficit/hyperactive
disorder (ADHD) should
be admitted in
mainstream classrooms
with adequate support.

RIS E N ER
RBEZHZEICRITAN
DT EEHENTHEND
ZET. BEIDMLEE
B IARETIFIRN, /

Teachers’ workload
should not be increased
by compelling them to
accept children with
special educational needs
in their classrooms.

RS E N ER
REB—A—APMESI(C
BRHEE U EHFRISRS
RCHBZRTD L
(CLDT. REDER

NESNS. / The best

result is achieved if each
child with special
educational needs is
placed in a special
education classroom that
best suits him/her.

BRI TEEEENER
ERESRIRETAPR O EiiE
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FIRTHENBIRE

T&3. / The children

with special educational
needs should be educated
in mainstream classrooms
as much as possible.

BB EN BB 1 2 3 4
RENMFASINTNS
EBHRE S D%
EFERPRMABE LR

FRUITRSTRN, |

Integrated children with
special educational needs
create extra work for
teachers in mainstream
classrooms. R (workload
of the teacher)

RSB E N BB 1 2 3 4
RE (31 S DHEF %2
=R s [CHERI
EBRRCBENZAE

T¥»S. /A childwith

special educational needs
should be transferred to a
special education
classroom in order not to
violate his/her rights.

10.

BRISIEREN BB ! 2 3 4
REDFIIEBFR
[CHBNTHHRMICE
BENE3. The

learning of children with
special educational needs
can be effectively
supported in mainstream
classrooms as well.

Thank you for your time and willingness to assist with the evaluation of this questionnaire.

&85> D: 71 —KRJ\w % / Section D: Feedback - Pilot participants

Please complete the information by clicking 'next' and see further instructions for evaluation.
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NR % T2, w7 BRAWZZT 0T 20T,
o Next

1. Was the information provided in the informed consent letter that accompanied this

questionnaire clear?

o Yes

o No, please specify:

2. Were the instructions for the completion of the questionnaire clear and easy to follow?

o Yes

o No, please specify:

3. Were all of the questions clear?

o Yes
o No, please specify:

4. Considering the Biographical Questionnaire (Section B), do you think any other

information is needed from participants?

5. Was the layout and structure of the questionnaire easy to follow?

o Yes

o No, please specify:

6. In your opinion, do you think that all the questions were suitable to determine Japanese

teachers' perspectives of on inclusive education?

o Yes

o No, please specify:

7. In your opinion, do you think that all the questions were culturally appropriate for the

Japanese context?

o Yes
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o No, please specify:

8. How long (in minutes) did it take you to complete Section B and Section C of the

questionnaire?

9. Was the hyperlink to the questionnaire provided in the email easily accessible?

o Yes

o No
10. Do you have any recommendation or comments on the Japanese language translation?

o Yes, please specify:

o No

11. Do you have any other comments that may improve the questionnaire?
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Appendix C1
Permission Letter to Principals - English version

e
Faculty of Humanities
Fakul-zit Gersteswetenskapoe Ty ey I.(.-
H Lafapha la Bomatho 'U' ‘&1 ’
VRIS 1 0e e e A Centre for Augmentative and
SEHIAFAITHI FA FRFTORIA
Alternative Communlcation
Thw Principal Datu:
Diar Sir

PERMISSION TO CONDUCT EESEARCH STUDY AT YOUR SCHOOL

My mamg is Michelle Exiger. I 2m a student at the Unfversity of Preboria, Scuth Africa, anrolled & a Mater’s degres in A e and Al i
Comramication {AAC) at the Contro for AAC. hmﬂhmhhtm[mmﬂmmlmmﬂImﬂlﬁm
kindly mquest your participation in omy mssarch. . . . .

Tha title of my study is “The perspectives of mat Ty laers foward inclusion”’. The aim of the h i therfom o -zt and
endarstand wackers who teach in mad schoals” s ding inchisive sduecation in Tapan.

T'wonld be mmch obliged if you would give parmission to recmit feachar: from your school to particpain n this ressarch.

Ratiomale for the stady

This, smdy aims to I i the ctives of J; ‘teachen who mach In maimstream schools, on the mchishe sdncation of kamars with specal
sducaticmal nesds i mainrmeam clasmooms. mmh-mﬁ}“ﬂMmmmmmT“mlm
condition such as leaming disabilitios, Attention Deficit and‘or Hyperactivity Disorder { ADFD) or mtism spectnm disorder (AST) and that teachors am not
tamed o work with kammers who require special sdncational provisions.

What will be expected of the school”

T eachars af your school will be meq d to individmall lsto 2 mrvey of 10-15 minutes mganding their parspectives towands inchnsion i painstreans
:hmmmﬂhmwmmlmﬂmﬂhmmhw'mmnmmm
can complete the questionnaie during their free tme, and hanos no wacking tme woeld be lost. For conSdentality purposes, participants will be asked to
omly submit prood of the kst thmes digits of thedr teaching accreditation for verification of quaification.

The fellowing echical comsiderntions will be upheld in this stedy:
wmmmmmmm Commities of the Faculty of Hemesities at the Univemity of Pretoris bafom the mesanch could b

- mﬂhmmﬂmmmmmdhm

- Al participants will be made aware of thair right to not participate or to withdrrw at 2y time without 2y negating COmGQUERCAS.

- Allideatifying mformation will be kept confidential froes thoss exterml to the sndy, and no mformation will be reposted that could link the rewmlts
i the participants in amy @y,

- Anyidentifying information will be removed from the sunsey fe.g., last digits of twacking Erance!) and will mot ba inned in the data published

Who will have sccess io the resalis of the stady?

Only the researchor and bar two separvison: will ko access to the mioreation provided. The dat will be stored in 2 de-identifiod marmer and kept securs
om & passwurd-promced coling platform. The inftrmation gathersd will be securely stored at e Univenity of Pretoriz for a peried of 15 year for archival
pposas and possible nse i fitere mearch.

What are the risks snd benefie?
Tharm are no risks of hare ssocated with this smdy. The sareey doss not contain amy forable ions and it is not aimed af tesing
Imowledge. Quaestions will be pamly based oo teacher’ |pmnimﬁhnm-luﬂlhmﬁunntpnu -rylh'nl:u'hmmﬁm

Ploas Sal froe to contact me or mxy separvisers should you have amy questions about this stady.
I lnok forward to recsfving your respomss.

Moffic hoelle Eortiger Dt
Email: i
Call: (+81) 070 2432 0759

.-' q.-"

| g

R

Professor Juas Bornman Dam:

Camirg for A now and Al e ication

=

Emal: jusm bommaniding acza
Office Tal: (+27) 012 420 201

E
/9-*.« A

Dr Enza Jobmzom Dam:
Comtra fior Angmostative and Alurmatne Commmmication
Email: gy jolnonZp soma
Office Tal: (+27) 012 420 2001 Centre for Augmentathve and Afbemnathe Communication

Communication Pathology Bullding

Lymwood Road, Hatfield

University of Pretoria, Private Bag 420

Hatfleld 0028, South Africa

Tel +27 [D)12 420 2001 | Fax +27 086 510 0E41

Emall saak@uc srry | Web address: wwe CaaC unac T
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Appendix C2
Permission Letter to Principals - Japanese version

A
s Faculty of Humanities
Fakulrzit Gersteswetenskappe Py = Lt

H Latapha la Bomatko b b g
vatees a-ocens  Centre for Augmentative and
SUHIAEAITHI FS FRETARIL

Alternative Communication
AR TONFRRORRE T

BRETHIN PA—A—ERLEY, BEEFIUAHARQCTL FUFASCHFEL TUSSET T, i Maviors dogroo in Augmentatve and
Alismatve Communicaton (RAACICRELTUVEY. COSRCRVIERNERO—2ELT, REMAERNEERE 3 ETFERYBLE, PLTRECE
ORENCEIELTUEEELLE, CASEBEVLESA-LERSHTUEESRLL, RoRLolE TAX0NE04 7 L—2 8 L nELE %
A%, TV, CORROENE, DEOENSENTERCA P 0—S7RNEVOELTENIDTSTESRESCOVTIREEL, BRERHINT
¥, ~PERCFERTILOE. AuOENOERERET IS EEFTL T E i REEL T

HroansEe

Do B EoERTEND, SHCETEFHLOEEITUDERT S0+ P l—L7THNERE 3 TS 2 LeD REFD « o2 L—L TN~
OELEEMETICLFESTY, SAMECLDE, AEOENSENONBCLIETR0S SOEAUT— £ L EEEEY L, ERTD- B8 ([
ADHD' ), BEEAAPRFL(ASD ) EV =L, RARLOBECEY, BEN0EYRI0L 008NN EENELTVREREORBCRLT, &%
WA R TOELE AR EYRT,

RETLTLEEERLCE

BuroRHOEETER., FETOM Y SA—S3r EHTARLHESCT, W IBAEEATHr— FEEACAFLTUEN S g BESTAT
LI Tiian. ERFARLTCENCEEEHFE. TRLAY -5 PERERET. SEFEECEHMET - T— LEFLAIC EA TERTRT,
HENMAEARI S ERAY L. BEFEEOCE. EREFEARAEOC s ERALFECTIHAEN O ERUL TVEFE LT

L LT

BEEEEETICALY. TP FEEATEEORREREA s OAECE TR T.

WMEMEEEAE-TH. EpfiefromRE@ec EELTVRT.

AT OERER. COTLTHEEREICES .. Bola. AEEERERYES INFYRICEEMSSRAT.
AT DRIMER. BROAErSRENCSR. EREERNEHCOBTECS 3L oMESEESS R LA,
‘BATELEEERES oG n (N BARKREOTN] . SMERET-YCR BESRLHEL.

MR oRRC T

BfiEXhLNCT TR O, FEdLroz oER€0AE) Y, REF—JERB AL ETRFE A, MAT7—FTREEALS -5
XTI RTA—LTRECENEIARY, AREZALNE, F-A47ERBLTSROHRCEA TS OREYED LS, 156N, TLRUTAREC
EECRELARY,

WO AL O R T

CORECRAYTIMEREYRSA, COTCY—FRTREESAZL NN RTATESY, NMEMT_ERERELTLREL, NRRRR
C SEL@A 2 Il—2@8-CHTIERCETOTHGARY, CHRCPCFRSANCFVRLLS, TECRARRRTANBO AL EbHCEXL
-

CEREbHSLTAYEY,

AL BELLELRY,

Michelle Due:
FA— M e

Enmdl

el (+81) 070 2432 0753
ey

T
Prefecor Juss Bermmas Dheate:
Centre for Asgmentative ind Aliersstive

Couis i A

—— g
Difice: Tel: (+2T) (12 430 1001

Vi ‘L(‘.:_f;i’:. Al L

Dir Enas Jolumson D
Centre T Argreentative ind Alisrsative O icai
ot -

R o S
Centre for Augmentatise and Afberna thae Comemunication

Communication Fathology Buillding

Lynwood Aoad, Hatfieid

Unitversity of Pretoria, Private Bag X320

Hatfleld 0028, South Africa

Tel +27 )12 420 2001 | Fax +27 0BG 510 0B41

Emall saak@un.scra | Web address: wwaLCaac unaL
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Appendix D1
Principal Permission Slip — English version

A

ﬁ Faculty of Humanities
& e n—_—
WIWTENET We TR Captys for Augmentative and
WEHIZEDITHI 4 FRE G114 Mtirl'liti" fommunicitinl‘l
Reply slip: Permission letter
I herebyy grant permission / do not grant permission to Michelle Kriiger to conduct research with
the title:
“The perspectives of mainstream Japanese teachers toward nclusion™
To recrut teachers at to participate in this research.
School principal
Name of school

School
Official Stamp

oo,

Centretor AugMcatstve and Akcrashye Lommunczien
Carmunicate Fatholkopny du iding

Lyrrecoc Fosd |lastField

Utiusersity oof Fuel wia, Private Fiag 870

Heailwe bl AR Saniile &l s a

Ta =27 000l 2 450 200 Fais +37 032 B 00841

Email: saakiZep.acza | Web address: www.Caacap.acza
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Appendix D2
Principal Reply Slip — Japanese version

e
Faculty of Humanities
et rafapha ia poratha |

URINTEADIT 2hd R TTORL Centre for Augmentative and

UHIVERSITY a® *RETARIA

TEMIZESITHI P4 PRETI1IA Alternative Communication

Uk oo,

FiLz ZicMichelle Kroger#iELF @O # o PA-O@EESTHI L% FFALET, /

AL EdA,

“The perspectives of mainstream Japanese teachers toward inclusion”

rBXn#FaERosFodssdE- T a2E8ih)

DEEFIC ZOEEICEMLTvwiEE iz

o
e

EBo

Centretor AugMcatstve and Akcrashye Lommunczien
Carmunicate Fatholkopny du iding

Lyrrecoc Fosd |lastField

Utiusersity oof Fuel wia, Private Fiag 870

Heailwe bl AR Saniile &l s a

T =27 00012 400 200 | Fax +37T 03€ 57 00841

Email: saakiZep.acza | Web address: www.Caacap.acza
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Appendix E1
Principal Reply Slip — School A

A
Feiglt i
a 1
3 :
(T
Vst iy D e

Conere for Angmenta tive e
Alternztive Communication

REE

TARLZ 2 Michel e Ertger SECF0S 0 FAn@®GTD L 4
P e e a3

T prapeetIves of sinsoresm Sseshiere fosckors Losmid foclus fon”

O AL BRI H O S BRI AT S ER L

iR TR e

e e B2

Cere Ton Sup enal o ard Ak - Sive Siman il
Goeeranizetion Fachelage Gedry

Lmimund’ Buad, | atf old

i ugaily ol Freforia Primage a2l

bl i C0AG Sl afrise

LR H R ) HEH i P PREER IR (R

Ervail: wrakitnmarsd | ell ALA B mrem: det e oa
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Appendix E2
Principal Reply Slip — School B

p P : |
e‘@ Faculty of Humanities | .'
KA S —— T

\ oTRSITE T Yeh PECTORIA F 8= A ’

B PALIGHI® LS IEE 107 AUgmenid =

IH ek PRETOSIL

Reply slip: Permission letter

T herey srami permission S do not praot pecmission to Michelle Rriiear to conduet resezrch with
the title:

Y P )
sz h

RN

‘Lo recruit teac

Sehand principal

Nume of school
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Appendix E3
Principal Reply Slip — School C

%8
h t
Centre far Augmentative and
Ahernative Communication

Eoply slip: Permission letter

—
I herchy grant pormission ) vemot-grmepermission o Michelle Knfger &0 conduct resaarch with

the tixle;

"The: pevspeclives of moinciream Japanase teachars towand Tncliesion ™
To rewcrwl lﬂuuflm&* 2 pacticipate in this rezearch.

Schoeol principal

Name nf sehnod

Zomrranlcat s “zehilomy Bulldiag
Lervecod Ao, Hables
Hnivarsly ef Frmbzed, Prosabs Dxe 220
e Ildlle:i 2. Smuch it %
B £ [ B 1§ P F e IFTRCIEY TR TR R
BBt 520 TedGE.2D  M0d dill rH AR AL BAT

LENEFE 00 PURMERL=ys aRe & I Corhiadiglive,
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Appendix F1
Participant Information Letter — English version

o
Faculty of Humanities
Fakulrsit Gresteswetenskappe Form vy I
H Lafapha la Bomatho u N::d '
URITERS) 1 05 ret -3'::: Centre for Augmentative and
SEHIAFAITHI F& FRETORIA
Alternative Communication
Dwoiar Toackar Diarta:

PAETICIPATION IN EESFARCH STUDY
My nama is Michells Enfiger. [am a smdent at the Tntrersity of Pretoma, Mﬂ.ﬁ:ﬂ.nﬂbﬂmﬂdﬂnﬁpﬂ -H.nmundﬂ]mnm

Comemnication (AAC) at $he Contro for AAC, As part of the requiresents for this degres, [ 2m requi & stndy and T oeoald
Enmhn.:lrmymmmm_'rm
Thea titla of ooy stady is * The p of I hers fovered inch  The aim of fha b i tharafos fo & o

mmmmm-mm mmmmtm
I harvs bsen. pranted permission by the head of your school to contact teachars at your schoo] and request your individeal wolemtery partidpation in
oy resaarch. Ploass s attachod copy of this parmission latior.

Eatiomale for the stmdy

mmmmmmm of Tapmess teachem who wach in meiwimeam schools, on the mchisive sdnmation of leamers with
Studios show that an ectinaviod §.3% of kamar n maimimem clamooms o Japan love a
mm-ﬂmm“hmqmmmﬁuuuﬁymmgmmmmmmsm
and thort teachors are ot trained to work with keamnors who mquin spacial educational pronvisicsn.

What will be expecied of me showld I participsteT
mﬂmmhm-mmﬁwﬂlmmlﬂdjmmmmmﬂbﬂm
antiraly online via a URL link which will be frearded to yom i you consent tv participate. Von will be able to complete the qeestimmein during

yorer oo ime, and henco mo teaching Hme would be lost. For confidantiality parposas, you wdlll caly be ackaed to subestt proof of the: bast thees digits
of your twaching aconditrtion fir verfication of qualification

“rm:-vn#u:pnm"

The following sthical consideratiosn will apply: Your particpation in e conpletion of this survey is complotaly volestary. Yon will not recaive
any compansation in et i your participation. If at amy point doring the sereey yom foel wmeomdrrtshls, you mory weithdrmr arithot amy negatros
consequances — if this showld comr, amy imformation thet yoo bad provided will be discirded ATl iformation provided dening the ey will be
koept confidantial and mo identifabls information will be reported in axy diwartation, publication or presentation that could link tho data back to you
Four date will be de-identified an onby participant mmshers il be meed

Who will hsve scoess o the resalts of the stady?

Only the rewarchar and har too sgpanvisors will havs acces o the xformation provided. The data will be siomd o 2 de-identified masmar and kept
WO on & pasrond-protected onling platfoom . The infoameation: mxthared will be seomaly shored at the Unirandty of Pretoria for 2 pariod of 15
years for archival parposes and pousible uss i fitere ressarch.

What are the rizsks and benefin of participating™
Thars are no risks of harm associxted with dhis stndy. The sureey doss not contain amy ik fostahl ioms and i is mot ainsod ot
tenting kmoudedge. Cosstions will be pumky based om your panceptions of inclerion

I would be grafel if you conld assist mo with this mssarch by partsking in this smdy. Should you heve amy qoestions: or conoems: please do not
besitate to CONMRCt Me or Ony FupenTiEon: Lsing the details balow.

Eind Regands

Michelle Kroiger Dats:

Email: mmichallal3

Call: (+81) 070 2432 0759

Profezzer Fuan Bornman Dertu:
Cantre for Angmenistive and Alemative Commmmication

Email: juap bomopagepaca
Oifice Tal: (+27) 012 430 2001

T
__../:;'I'."ii.-'n STy s

o
Dir Emss Johmson
Camtrg fior hpn-mnd Alormative Commmmication
Emnail: s
Dﬁm'l}nl{ﬂ?]ﬂlzq-ﬁ b i)

Centre for Augmentative and Alternathve Communication
Comimunication Pathology Bullding

Lynwood Road, Hytfleld

Unieersity of Fretoria, Private Bag 320

Hartfleld D028, Sowth Africa

Tl +27 [N1Z 420 2001 | Fax +27 086 510 0241

Emait saakBun.acra | Web address: www.raac un.acza
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Appendix F2
Participant Information Letter — Japanese version

&
Faculty of Humanities
Fakul-»it Gersteewetenskapne L% ~ '.'(_,“.
v Latapha la BEomatro U 61‘

VEIVERSIEIT AN PRITIIRIA

URIJERS! (O PEEIORIA Centre for Augmentatlve and
SINIZESITHI PA PRETOTIA
Alternative Communication
REA

FRRE\OPNLOVT

EREYDIN PN—N—ERLEY, RERT7UNAKBMOTL AU TZXRCHERLTLVISETY, Ei2 Masters degroe In Augmentatve and
Allematve Communicaton (AMAC)CHELTUZY, CORRCATISEARO-DLELT, ECMATREXRELIRTESYELLE, CTLTREC
EZOMEOCBABLTURNERLVE, OFSBEVLECA—LERSETURRNERLE, EORRONE AXONS0OA - 2N—Dar 0%
AEELE, TY, CONROENE, AXOENCEATERCA L ON—YTRNEVOEASENAJIVETEIRESCOVTREEL, ANER
HIWTY, LR4E, REOREREC, RROKELECICZVMELEIRY L, REMACEOREOWSLEONLYIRTELAYEZLE, B
HEATLIMEROIL—BTRCEEL,

FROARKER

CONREEEOENTEND, HHECRNTEILLEELTUIERUSEADS I N—UTRRECE S TUSSLPBREBOL VI N—L TR
NADELEEMEVICLNMERTY, SIMACLDL, AXOEMCERONBCVIENKDS S0 0.3 /1—£2 NESNRTL, ZRZN- 2B
B (ADHD ), BMBAXS RSL (ASD) V=L, RESLORECS), NBOE LB 0L CHHSENESWELTUSEREOBRCALT
 BEUBREATUELEVSRRIBY ST,

SBoSNTLTLRANERLCE

MEAPULTURNFINE, 10-16BBEHNDITT— P EAL DA ETRALTURNSZECRYRY, COMRBYXTAL 24 THL
f, PHCRBTHEGRACL URLOUZZEBRYLEY, COREECRLOPENNCERTEILALOLS>TUILY, NENNEENTIC
LRBYREA, FL, BESROLD, RNAROLOCHARRECT IKEEATILORMELTURYERY,

PREKLLTONRA

COMECE, NTOL2SRENRAYSNESYRY,
CCOMEAOPRRRLCHEETY, PHOREVELT, VASINMLEGRICLE BEUREA,
- REPCFRCTFRETBULGAL, HORNES<METPLYI- LN TERY, LIL, TOWR, BAZhiNRZERZhEY,
- WEPCHEATAR YA TOMNCBEMNELTEOL, BY, HES, TLEST— A SETY—SRNETEIL5CMNINSENICE
BBEYUREA,
CBEROT-SNENEVISLNURILSCANRBRTSH, | PRNKESOIYE MEhry,

RERRORRCOLT

BEENACMNECT 2EATEIONR, HRREZO 2 AOREROALSYEY, NRY—SCERALENLETRETEN, TAV—ETERE R
AIDPAITPIRIA—LTRECERZNZY, URZHLMNE, TN TESHITUREORRCEAVIURRI SIS, 158N, TLIY
TARCRICANEARY,

RECHPNZALMAORBERBCOLT
COMECRRTINBEEYREA, SOV VMR TFREESAJLOGCAMERATATOSY, AMERVOLRESELTLREA, KRER
B, BSROA2A—2a CHYTIRRCETLUTHOARY,

CONRCPRNYIC LT, HoNREINLTLRRFATSLTY,
CHRCCFASANCFLRLLES, TROBBEZTANMCORLADRINEL,

+IL<HNLLRLRY,

Michelle Kriiger Dae
PA—H—L gzt

Eanail

Cell: (+81) 070 2432 0799

Eesl juss bomsanug a2k
Office Tel: (+27) 012 420 2001

o
A G

Dr Ensa Johmon Dae:

T OGN Tl Aigieatative snd ARCTaative Commmincason
Eesdl sougicduoudunic s Centre for Aug) and A Commu

Communication Pathology Buliding

Lynwood Road, Hatfield

University of Pretoria, Private Bag X20

Hatfield 0028, South Africa

Tel +27 [0)12 420 2001 | Fax +27 086 510 0841

Emalt saakPuo.acza | Web address: www.caacunacza
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Participant Reply Slip — English version

Faculty of Humanities

Fakul-zit Grrsteswetenskapoe uhﬂ_ﬁd}rﬁ |.
H Latapha la Bomatro
UKIKTEGITNIT B4N FETTNRIA
UATVERE! £ 0 SIEIUELS Centre for Augmentative and

SEHIAFAITHI F4 FRETO 1A

Alternative Communlication

Reply slip: Informed consent

INFORMED CONSENT: Participant reply slip.

Name of
Participant:
Project title: | °The perspectives of mainstream Japanese teachers toward inclusion
Researcher: I'J.issh'ﬁ.dnlle_Kzﬁger, Master's Supervizor(s): | Professor Fuan Bormman
candidate, Centre for AAC Dioctor Ensa Johnson
. (full names and sumame) hereby:

Provide consent to participate in the research study as cuthned above;
Agmel:n sn]:mtpwmfufﬂmlastﬂ::ee digits of my teaching accreditation for venfication

Undﬂsmiﬂutlmﬂatmshgedmmgﬁerﬁendlmssbemdmanyhamxhlu
uncomfortable situations;

Agree that I have the right to withdraw from this study should I wash to do so for any reason
whatsoever without providing any explanation and without any negative consequences;
Understand that should I withdraw from this study, all mformation that I kad provided wall be
discarded;

Understand that the content of the data will be handled with confidentiality and used for research
puposes, report to Faculty; conference presentafions, jowmnal articles only;

Understand that the data will be stored in a de-identified manner for a period of 15 years m a safe
place at the CAAC, Unmversity Pretoria for archival purposes and future research;

Understand that information will be treated confidentially.

(Please tick appropriate block)
| I give consent | I do not give consent |
Signature of participant Date

Centre for Augmentathee and Abemathse Communication
Commeunication Fathology Buliding

Lymwood Road, Hatfield

Unieersity of Pratoria, Private Bag 20

Hatfleld D028, Souwth Africa

Tl +27 (0912 430 2041 | Fax +27 086 510 G541

Emadt saakBun.acza | Web address: www.cadc un.ac
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Participant Reply Slip — Japanese version

s

ﬁ Faculty of Humanities

Fakul-zit Gersteswetenskappr e v I
H Lafaphala Bomatro b e '
URIIERSI £ 95 14 R Centre for Augmentative and

SUHIAEAITHI F& FRETORIA

Alternative Communication

FE® : RAERECE

BREFMELE: EhEmEw

Bnirs

EEE " The perspectives of mainstream Japanese teschers toward
Iinelusion
RO aFROEMOHSEMc 581 H

HmEE - Miss Michelle Eriiger, i, £ Professor Juan Bornman
Master’ s candidate, Centre Doctor Ensa Johnson
for AAC

. (FaF—2) RZziz,

. EROEETFECRNT s L CcAELET.

. EEFREoLS RO RARFIEO TSR E LTEET A LICAMEL £,

. HAMEFED I E£IDEIEEPTHREEEETRRIZE 625 2 LA
CEEEELTIVET,

. iR - OFFSES L OFRE A, R EARBESTRESES LS EMELST S ],
Vs HHIC Lo T RT3 LA TESENEES _ ICEAELE T,

- ZOFSEA LR S E, ASES LA TS ToMBERBERS L EFERLTET,

. F—soREIRECRDL, FROEH. 2L2BRTOYH--0HE. EEREICORE
Rahsrr@ERLTET,

. F—8 REEETOEMLEANBTEIALVFETTL R TS, M0 OESLEE
Il EEMEFSLSEEERELTVET,

. fWRiTEE I lnh s - P RAEELTIVvET,

(ST EFx oS fed AcFz o S BT EEL, )

BT o [ [FEELE ]
FhoEoEs B

Centre for Augmentative and Altemative Commaunication
Communication Fathology Buliding

Lynwood Road, Hatfield

University of Pretoria, Private Bag ¥20

Hatfleld 0028, South Africa

Tel +27 [0)12 420 2001 | Fax +27 086 510 0841

Emait saak@unoscry | Web address: wwew.Ccaac unad
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Appendix H
Final Measure Instrument — Main study

23431 48 A IEER(CDUNT / Section 1: Biographic Information

1. HIRT=DMERIZFEIR U T <TI0\, [/ Please select your gender.
o 55/ Male
o Z/ Female
o EES(CEHTIEFESIRL / Neither of these apply to me.

2. HIRT=DEEZESEA LT IZE0),  [Please fill in your age.

3. HETEDHBEEZEESNRITI DHERFLD M ZEEALTLZEEU), /Please

fill out the last three digits of your teaching licence as supplied by your local prefectural
board of education.

4. FAXIONRITIIRE . BIRTENTBD TVNDERD I A T &2 A T IZEL), [ Please
indicate your school type (rural, urban, suburban, municipal).
o HE& /Rural

o #P=/Urban
o B4}/ Suburban

o TIXZ/ municipal

5. HIREDERIERFEREZHE R STZEU)\. [ Please indicate your highest level of
education.
o RFEZFLIFIE/ F 1=/ Undergraduate / Bachelor degree

o ARZFPefE15R12 / Postgraduate

o {EXS / Masters

o @IS /PhD

o TDMEUTZEIBELTLSIZEL, [ Other, please explain below:

98



10.

11.

~5-

5

Q)

UNIVERSITEIT VAN PRETORIA
UNIVERSITY OF PRETORIA
YUNIBESITHI YA PRETORIA

R (ZMAIEET I Y. Please indicate how many years of teaching experience you
have:

EZDETHEEFEZ LE UM, Please indicate in which country you received
your teacher training.
HA / Japan

T LITFZEIBTE L T<SIZEL), [ Other, please explain below:

DRZIFRELEOFREE FIFHE. PEHE. 5FHB) THEELTL
F9I N /At which school level (primary, secondary or higher education) are you

currently teaching?
#ZE2 Elementary School

2 / Junior High School
=EZE / High School

BEAYWE EDRRDIRER (L D F I HY. / Have you any experience with
interacting with persons with disabilities?
(EUY\s /Yes

LYY Z, /No

[EEaEoeHk (FH BiEE. Bk, L) PHRUVWKAWE

IHM?(F] BBIRUEAIEZDAICDWTEARNICEH X TLSIEEL, / Do

you have any family members (child, spouse, sibling, parents, etc.) or close friends
who have a disability? If yes, please elaborate... /

(FVY, ZBIRUTZH (FZEDAICDODVTEMRBICER TS IZE V), /If yes, please

elaborate ...

LYY Z. /No

[EEDHDFBE L —HICESTEOHD R —Z2TZRIFTZCENBDFET

7. / Do you have any training to work with children with disabilities?
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13.

14.

15.

16.
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(F0UYe /Yes
ULV ZX. / No
[BEDHDIFEETHRTEER(LHDFIH. /Do you have any experience in

teaching children with disabilities?
(FWVe  TEV] ZBIRUEHFEDHICDVWTERMICHRI TS, /
Yes, please specify ...

LW X. /No

BADA > )L — THBEEICDWTHI D TWR T EEHBDEITH ? [Fu]

EEEUEARBEANICEDKI DRI EZHM D TLDIMEALTLIZEY, /
Do you know of any inclusive education policies in Japan? If yes, please specify...
(FUY, ZERUTZAEEDAICDVWTEMRN(CER TS0/ If yes, please

specify ...

UL\ R I No

0~10DHFM5. BAVWDHDIFEBEEHRNIDIEEDOLNILZRUTSES

Lo 0lEZFE =< BEMNRUVIRR. 10(FIEEICEENDDIRRLTYI ., /Ona

scale of 0-10, please indicate your level of confidence to work with children with
disabilities. 0 being not confident at all, and 10 being extremely confident.

0 1 2 3 4 5 6 7 8 9 10

[EE] COWSERCDVWTEDESIREZZEOD CLWEIN?BEE(L...
What does the term disability mean to you? Disability is ...

[A>20)L—>3>(@1E)] EWDSEECDVWTHRIEEESHEZXICIRD
FIh. 1>0)l—>3>(3F. o o [/ What does the term ‘inclusion’ mean to

you? Inclusion is ...
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B 2: 4> 7= 3 > Ixd ¥ 5E 2 4 | Section 2: Teachers' perspectives toward
inclusion.

ROBREZI~S TS I[FIFTUTLIZSV, 1=F>T=<EERULRL., BETSD5

=58 < A= 9 D. Please rank the following questions on a Scale of 1-5, where 1 = strongly
disagree and agree, 5 = strongly agree.

Question 1=4 2=% 3=%% 4= 5=
<EIHA 9B | RTHER | TOEDS | FFFIC
PRV, VY, TH7ARW, |o @)
1= 2= 3= 4= B,
Strongly Disagree neither Agree 5=
disagree agree nor Strongly
disagree agree
Lo R s E nER 1 2 3 4 5
IRE(CEDTIE. B
HEN\BERILIES

BN F N B IRGP
Tdpd. /Children with
special educational needs
learn best in their own

special education classes

where they have specially
trained teachers.

2. | 15 TBRENRS 1 2 3 4 5
N3 RESBRZE
OF. & BEBFRCTKE
HZTANETHD. /

The children with
emotional and
behavioural problems
should be educated in
mainstream classrooms,
with the provision of
adequate support.

3 | BRITIBY R THEE 1 2 3 4 5
ZIFBT L BHRIX
EHENBERIRED
HEFITH B, /tisthe

right of a child with
special educational needs
to be placed in a special
education classroom.

101



~5-

5

Q)

UN
UN
YU

IVERSITEIT VAN PRETORIA

|
N

v
|

ERSITY OF PRETORIA
BESITHI YA PRETORIA

EBRME - SRS

(ADHD) ODfEIRZZHF
DIZRE (B R<HE
DT BEBEFRICAD
CEEDBDHENDINE
T3, /Children with

attention
deficit/hyperactive
disorder (ADHD) should
be admitted in
mainstream classrooms
with adequate support.

RIS E N ER
RBEZHZEICRITAN
DT EZHENTHEND
Z&ET. BEIDMLEE
B I RS TIF R, /

Teachers’ workload
should not be increased
by compelling them to
accept children with
special educational needs
in their classrooms.

R STEEEE N B
REB—A—APMESI(C
REE UHBISRS
RCHBZRTD L
(CLDT. REDHER

B3NS, / The best

result is achieved if each
child with special
educational needs is
placed in a special
education classroom that
best suits him/her.

BRI TEEHEN B
ERESRIRETAPR O EiE
FIRTHENBIRE

T& 3. /The children

with special educational
needs should be educated
in mainstream classrooms
as much as possible.
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BRI TEEHENERR
REMRESNTND
EBEFRERITHR D%
EIRDIMEBE U

FNUEIRSRN, [

Integrated children with
special educational needs
create extra work for
teachers in mainstream
classrooms. R (workload
of the teacher)

BRI STEEEENER
IRE (3 S DIEFIZ =
EUIRWTZSH (T RIS
EFRCBEINDIRE

T¥»S. /A childwith

special educational needs
should be transferred to a
special education
classroom in order not to
violate his/her rights.

10.

R STEEEE N B
REBOFUIEBFR
(CHENTEHRIICK
ESNED. /The

learning of children with
special educational needs
can be effectively
supported in mainstream
classrooms as well.
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Appendix I
Permission from TAIS Developer

D30a/2021, 16836 Gmall - TAIS Measure

M Gmail Vichete e

TAIS Measure
B8 messages

Michelle Krige 17 August 2021 at 0B:25
To: timao.

Good day Professor Salovitia,
| hope this email finds you well.

My name is Michelle Kriger. | am a student at the University of Pretoria, South Africa,
enrolled in & Master's degree im Augmentative and Alternative Communication (AAC)
at the Centre for AAC at the University of Pretoria. | currently reside in Japan.

The fifle of my study is "The perspectives of mainstream Japanese teachers toward
inclusion™. The aim of the study is the understanding of mainstream Japanese teachers’
perspectives regarding inclusive education in Japan. This will help fhe researcher to
gain a better understanding of the situation regarding Japanese teachers’ perspeciives
regarding inclusion in mainstream schools.

My supervisor came across the TAIS measuring instrument and asked me fo look into it, with the hopes that we might
use it instead of MTAS for my research. | believe that since TAIS is generally shorter, and created to assess and
develop pre-service teachers' perspeciives on inclusion and teachers” knowledge regarding inclusion, it is the best
instrument for my research to wse in Japan.

| would like to inguire whether it is possible to request a copy of the TAIS measure in order fo use it for my research.
| appreciate the time and look forward to hearing from you.

Thank you.
Best Fegards

IMs, Michelle Kriiger
lish Teacher

Salowiita, Timo

Dear Michelle Kriger
Surely, you are free to use he TAIS scale in your studies. Please see the attachments.
Best wishes

Timo Saloviita

Aihe: TAIS Measure
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