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The purpose of this study was to investigate factors that could contribute to differences in attitudes of public school teachers toward the inclusion of students with special needs in general education classes in the United Arab Emirates (UAE). For inclusion to be successful, teachers (special and general education teachers) have to have a positive attitude toward the inclusion of students with special needs. The attitudes of nine hundred teachers were compared based on two criteria: teacher type (special or general education teacher) and grade level (kindergarten, elementary, middle, and high school).  The Scale of Teachers’ Attitudes Toward Inclusive Classrooms (STATIC) was used to assess attitudes. The static has four subscales: Factor 1: Advantages and Disadvantages to the inclusion of students with special needs in the regular classrooms, Factor 2: Professional Issues about the self-perceived ability to teach students with special needs, Factor 3: Philosophical Issues which provide the underlying basis for the inclusion of students with special needs, and Factor 4: Logistical Concerns in terms of the willingness to make accommodations for students with special needs. The findings of this study confirm previous research in the U.S. that general education teachers continue to be more resistive toward inclusion than special education teachers. The results indicate that special education teachers have significantly greater positive attitudes toward inclusion than general education teachers, and elementary teachers were the most willing to accommodate students with special needs in the general educational setting. Recommendations for teacher training in the UAE and for future research are made based on the study findings
Background

There is comparatively little literature written or available on special education in the United Arab Emirates (UAE) as compared to the United States. This is primarily due to UAE’s relatively short history, having only been established as an independent country in 1972 when it gained its independence from the British.  Nevertheless, the government of the UAE has recognized the necessity for policies and programs to meet the requirements of students with special needs and since 1977 has enacted laws to address these needs. UAE’s relatively short history presents a unique challenge for this study since there exists little research specific to special education in the UAE upon which to build. This lack of research also illustrates the need for this study. 

The concept of special education as a means to enable students with special needs to achieve reasonable levels of education that would allow them to lead productive, or at least meaningful, lives began to emerge in the United Arab Emirates (UAE) in the late1970’s. This recognition had its foundation in Article 14 of the Constitution of the UAE which emphasizes social equality, fairness, safety and security for all citizens. Addressing the needs of the disabled was viewed as a fundamental right. UAE has used a two-pronged approach in addressing these needs; first through the Ministry of Labor and Social Affairs and shortly following through the Ministry of Education.

One of the first laws related to the disabled, Cabinet Resolution No. 1 of 1977, provided social security funds to care for the disabled and assistance to enable them to overcome their disabilities through the foundation of rehabilitation centers administered by the Ministry of Labor and Social Affairs. These centers provided them with skills to enhance and facilitate their lives (Rashed & Ahmed, 1995). A disabled person was first defined in the UAE as one who has a disability that hinders a person totally or partially from participating in life (Rashed & Ahmed, 1995, p. 99).

Special Education programs, as an approach to teaching students with special needs, began in the UAE in 1979, when the Ministry of Education inaugurated the first special education classes.  The initial special education classes were organized in four separate schools with approximately forty students from all grade levels (K-12) together in a single classroom.  The experience derived from these classes laid the foundation for the structure of special education in the country. The United Arab Emirates University was established in 1976 where shortly after the first special education courses for preparing special education teachers were first offered. The two ministries of Labor and Social Affairs and Education, continue to be the two agencies for addressing issues related to persons with special needs in the UAE. 

Inclusion in the UAE

The majority of students with special needs in the UAE are currently being educated in separate special education classrooms. Current special education theory in the United States, however, suggests that including students in general education classrooms might prove more effective in meeting the goals of special education and the needs of special education pupils. This concept of including students with special needs in the general education classrooms is called inclusion.

The framework of special education in the UAE is based on the model of separate classes with multiple age groups. While this was the approach several years ago in the United States, the United States has more recently turned to the concept of inclusion, which is defined by Friend and Cook (1993) as an educational philosophy based on the belief that all students are entitled to fully participate in their school community (p. 53). This concept of inclusion is not as developed in the UAE as it is in the United States, which has decades of experience in this area.  

Research provided the basis for the inclusion movement in the United States.  The research, however, has demonstrated both positive and negative aspects of inclusion. One study showed that inclusion of students with special needs into a regular education program was beneficial and increased students’ academic performance (Rose, 2001). Some research, however, does not support the idea of inclusion (Peetsma, Vergeer, Karsten, & Roeleve, 2001).  According to Slavin (1997), the needs and goals of students with special needs are lost in the regular education setting where general education teachers may lack sufficient training and skills.

Although there has been some interest in the UAE in recent years in developing inclusion programs that would integrate students with special needs into general education classrooms, only a few attempts have been made to integrate students with special needs into the regular education classroom in the country (Ministry of Education/Special Education Department, 2002). Those few attempts have been the result of substantial lobbying by parents.  In the UAE, integrating students with special needs into general education classroom situations is the exception rather than the norm. Attempts to implement inclusion have not been based on research, as is the case in the United States.

As the UAE enters its third decade, the country has made noticeable progress in the field of special education. However, problems exist concerning the development of adequate programs and the provision of adequate services which meet the needs of the special needs population.  In order for inclusion to be effective, it is generally agreed that the school personnel who will be most responsible for its success should be receptive to the principles and demands of inclusion. Research suggests that the way teachers react and behave also has a great impact on the success or failure of inclusion programs (Rose, 2001). In order to effectively implement inclusion, is it is essential to address issues such as (1) adequate training for professionals designated to serve students with special needs, (2) professional development, (3) teacher collaboration, and (4) necessary changes to the classroom to accommodate the special needs population (King-Sears & Cummings, 1996; Kochhar, West, and Taymans, 2000). 

The Ministry of Education has expressed concern about the effectiveness of inclusion services as well as the implementation of special education goals under the current system of segregated classrooms.  It is important to focus attention on teachers’ attitudes toward inclusion in order to evaluate the potential impact of these attitudes on the initiation of inclusion in the schools of the UAE.

To date, there has been no systematic attempt to evaluate the attitudes and behavior of K-12 special and general education teachers toward inclusion in the UAE. Professional attitudes may facilitate or constrain the implementation of policies which may be radical or controversial. The success of innovative and challenging programs depends on the cooperation and commitment of those most directly involved, and research shows that teachers’ attitudes have a great impact on students’ performance and achievement in school (Clark, 1997; Florin, 2001). The extent to which the attitudes of teachers validate or reject an inclusive approach will serve to predict the success of such inclusion.  Since teachers play a significant role in ensuring the successful integration of students with special needs, evaluating and investigating teachers’ attitudes is the cornerstone in building a successful inclusion program.

The educational literature in the United States views schools, and specifically teachers, as having primary responsibility for education (Rizzo & Vispol, 1992; Sefa Dei, James, Karumanchery, & Zine, 2000). Currently, little research is available about the attitudes of elementary, middle, and high school education professionals in the UAE toward inclusive education (Ministry Of Education / Special Education Department, 2002). The absence of such feedback from teachers prior to the implementation of inclusion nationwide will ignore the most fundamental basis for achieving a successful program.  It has been agreed that the school personnel are most directly responsible for a successful inclusion program (Garvar-Pinhas & Schmelkin, 1989; Tripp & Sherill, 1991; Rizzo & Vispol, 1992; Van Reusen, Shoho, & Barker, 2000; Steven, 2003). Thus, investigating teachers’ attitudes toward inclusion is a critical first step toward the establishment of a successful inclusion program in the UAE.  
Research has shown that inclusion is successful when positive attitudes toward including special needs students in classrooms are expressed by professional educators (French & Henderson, 1984; Garvar-Pinhas & Schmelkin, 1986; Houck & Rogers, 1994).  Since teachers play a vital role in education, teachers’ attitudes are a critical variable in predicting the success of inclusive practice.

The expectation of the government of the UAE in establishing a nationwide inclusion program is that the welfare of its neediest citizens will be ensured by enabling them to lead as full and productive lives as possible. Education is central to this objective.  Information about teachers’ attitudes can be used by the Ministry of Education to develop better education and professional development for teachers and better education services for students and to prevent program failure (Rose, 2001).   Providing this information for the Ministry of Education will enable decision-makers to have a broader understanding of the challenges they face, to plan more effectively and, ultimately, to better serve the population of students with special needs.

Implementation of an inclusion program in the UAE is of importance to the country in many ways. First, by educating all students together, persons with special needs would have the opportunity to better prepare for life in the community. Second, teachers would have the opportunity to broaden and improve their professional skills. In addition, society would increase its efforts to ensure equality for all people (Karagiannis, Stainback & Stainback, 1996).  

By soliciting the attitudes toward inclusion of a broad base of teachers, conclusions will emerge to help guide the future direction of special education programs and determine whether a strategy is needed to change attitudes before the actual implementation of inclusion in the UAE.  If teachers’ responses to the survey indicate a significant level of negative attitudes regarding the inclusion of students with special needs into regular education programs, the data will identify for the Ministry of Education the need for professional development activities that must be undertaken if a policy shift to inclusion is to be successful.

Method
In order to develop and foster positive attitudes, which ultimately result in successful inclusion programs, it is important first to investigate and evaluate the attitudes that teachers have toward the inclusion of students with special needs into general education classrooms.  This study investigated special and general education teachers’ attitudes at the elementary, middle, and high school levels in the UAE.  The sample included the entire population of the 367 K-12 special education teachers in public schools in the UAE.  Special education teachers in the UAE represent only 1.5 percent of the total number of teachers. The sample also included general education teachers from schools chosen through a stratified random cluster sample of five percent of the schools based on type of school (Male or Female) and level of school (kindergarten, elementary, middle, and high schools).  (See Table 1) 

Attitudes of special and general education teachers in the United Arab Emirates toward the inclusion of students with special needs were assessed using the Scale of Teachers’ Attitudes Toward Inclusive 

Table 1 –

Distribution of Schools and Selected School Sample in the UAE

	Grade Level
	1*
	2*
	3*
	4*
	5*
	6*
	7*
	Total

	                 Schools
	N 
	n
	N
	n
	N
	n
	N
	n
	N
	n
	N
	n
	N
	n
	N
	n

	District

	1. Abu Dhabi
	41
	3
	31
	1
	0
	0
	19
	2
	6
	0
	14
	0
	16
	1
	127
	7

	2. West Area
	41
	2
	10
	0
	19
	2
	13
	0
	9
	2
	11
	0
	6
	0
	109
	6

	3. Al Ain
	17
	2
	9
	1
	10
	1
	2
	1
	10
	1
	2
	1
	13
	1
	63
	8

	4. Dubai
	31
	2
	18
	3
	2
	0
	5
	0
	5
	0
	13
	1
	12
	0
	86
	6

	5. Sharjah
	17
	1
	17
	1
	13
	0
	4
	0
	9
	0
	9
	0
	7
	0
	76
	2

	6. Khor Fakkan
	11
	1
	13
	0
	1
	0
	1
	1
	6
	0
	4
	1
	6
	0
	42
	3

	7. Ajman
	9
	0
	10
	0
	4
	0
	5
	0
	1
	0
	5
	0
	7
	0
	41
	0

	8. Omm El Qywain
	8
	1
	4
	0
	1
	0
	2
	0
	6
	0
	2
	0
	4
	0
	27
	1

	9. Ras Alkhaimah
	16
	0
	10
	2
	5
	0
	3
	0
	5
	1
	3
	0
	16
	1
	58
	4

	10. Al Fujairah
	18
	1
	23
	0
	10
	0
	10
	0
	8
	0
	8
	0
	8
	1
	85
	2

	Total
	209
	13
	145
	7
	65
	3
	64
	4
	65
	4
	71
	3
	95
	4
	714
	39


*1 = Elementary School, *2 = Elementary and Middle School, *3 = Elementary, Middle & High School, *4 = Middle School, 

*5 = Middle & High School,  *6 = High School, *7 = Kindergarten

Classrooms (STATIC) (Cochran, 1999). The results of the survey were described through the use of descriptive statistics, and then were analyzed through the use of MANCOVA. MANCOVA was used to determine if there were statistically significant differences between the general and special education teachers’ attitudes related to the four factors of the STATIC scale while controlling for the covariates of teaching experience, gender, and grade level. MANCOVA was again used to determine the differences of attitudes of kindergarten, elementary, middle, and high school teachers toward inclusion based on the STATIC four factors while controlling for the covariates of teaching experience, gender, and teacher type.
Review of Literature

The Historical and Legal Foundation for Special Education in the United Arab Emirates

There are relatively few laws specifically addressing special education in the UAE, primarily because of the cultural approach of using general fairness as a guideline rather than specific guarantees and reliance on process as is done in the United States. Laws governing general education in the United Arab Emirates are made at the national level. Three articles in the UAE constitution provide the philosophical basis for services provided to persons with special needs. Two different governmental Ministries are responsible for actually providing the services to persons with special needs. Habilitation and training are offered through the Ministry of Labor and Social Affairs, while education is provided through the Ministry of Education.

The Constitution of the UAE clearly outlines the basic duties of the Ministry of Labor and Social Affairs regarding the social affairs sector. The resolutions of the Cabinet are intended to further identify the goals and specifications for the Ministry of Labor and Social Affairs. Article 14 of the Constitution of the UAE emphasizes social equality, fairness, safety and security for all citizens. Rehabilitation and training for people with disabilities is a fundamental right and can be said to arise from this provision generally in a similar manner to the way in which the 14th Amendment of the U.S. Constitution is the foundation of such rights in America. Table 2, which follows, cites the laws and articles governing special education and training in the UAE. 

History of the Inclusion Movement in the United Arab Emirates 
Inclusion is not common in the UAE despite the proven benefits in the US and elsewhere, such as improved social skills and achievement of a basic level of academic and life skills. Cultural influences and the perception that students with special needs are better off in special education classes where their needs are met by qualified teachers, have resulted in only modest consideration in the UAE of integrating children with special needs into mainstream classrooms. 

Inclusion in the UAE is defined as providing children with mild disabilities equal educational opportunities through placing them in suitable educational environments that meet their needs. In most cases this environment is the general education classroom for part if not the whole day (Sharjah Early Intervention Center, 1997, p. 21). Since most parents in the United Arab Emirates (UAE) believe that the best way to deal with the education of a child with special needs is through special education, the concept of inclusion does not have the same level of support in the UAE as it does in the U.S. In the

Table 2 – 

Landmark Laws Regarding Special Education in the UAE

	LAW
	YEAR
	PROVISION

	UAE Constitution, Article 14
	1973
	Emphasizes social equality, fairness, safety and security for all citizens

	UAE Constitution, Article 16
	1973


	Emphasizes the protection of minors and others who are unable to take care of themselves for any reason such as illness or disability.

	UAE Constitution, Article 17
	1973
	Education is general, unified, compulsory and free in all cycles all over the territory.

	Cabinet Resolution No. 1
	1977
	Provides for governmental support to care for people with disabilities.

	Article 356 of the Disablement Benefit Act
	1979
	Governs the education of disabled students and delegates responsibility for the foundation of rehabilitation centers for people with special needs.

	Cabinet Resolution, Article 96
	1981
	Establishment of rehabilitation and training centers for persons with special needs.

	Federal Law No. 2/385 
	1988
	Set forth guidelines for special education classes.

	Cabinet Resolution No. 5
	1990
	Expands the help for those in need, disabled and old age people in society.


UAE, inclusion of children with special needs has become a key topic in the field of special education, especially the inclusion of children with mental retardation. 

Although the movement for inclusion in the UAE is part of a broad human rights agenda, many educators have encountered serious reservations regarding inclusion (Khaial, 2002).  Until recently, Arab societies had little experience with, and provided little guidance for, dealing with the phenomenon of childhood disability. There was little guidance for parents to understand their children with special needs and to adjust to their special needs. The birth of a child with special needs was very stressful in this cultural context. Parents also reject the idea of including their children in regular education classes because they believe that it is more beneficial for their child to stay in a private or special education center (Almanal, 2002). One of the reasons parents are reluctant to send their children with special needs to the general education school is because they do not trust the general education teachers to be qualified to educate and manage their children.

Factors for Successful Inclusion

The long history of inclusion program in the US makes instructive to look at the factors identified for successful inclusion program. Today inclusion is a significant paradigm shift in the field of special education in the US and has been one of the most debated practices in education since equal access laws have been enacted. Inclusion moves well beyond the shift away from institutions and residential housing as the only places for individuals with severe and profound special needs to full integration with general education classroom peers (Friend & Bursuck, 1996; Hunt & Goetz, 1997). 

Research has been conducted to determine factors that are important to successful implementation of inclusion. Some studies have examined teachers’ beliefs about necessary elements for successful inclusion. In 1998, Buysse, Wesley, Keyes, and Bailey investigated 91 early special education administrators and 110 early education professionals to determine the factors that influence early childhood inclusion. The factors identified were early childhood program quality, community resources, service coordination and integration, and attitudes and beliefs. Similar results were found by a study that was conducted by Lieber and colleagues (1998). They interviewed 13 principals, 19 program administrators, and 170 early childhood education professionals in 18 early childhood programs across the country. It was reported that shared vision, training, support, and community influence were the key factors influencing the inclusion practice. 

Other studies have directly evaluated factors essential to the implementation of successful inclusion. Factors such as an appropriate process of implementation, involving other stakeholders in the implementation process, support of other staff members including special education service providers, the ability to make necessary classroom modifications, and teachers’ attitudes have all been determined to influence successful implementation of inclusion. Previous research has shown that a very significant factor in implementation of inclusion programs is teachers’ attitudes. According to Buell and others (1999), teachers’ attitudes can influence positively or negatively the inclusion of students with special needs into the general education classrooms. In fact, it was confirmed by Buell and colleagues (1999) that positive attitudes toward inclusion have the tendency to achieve greater productivity than negative attitudes. It was further affirmed that teachers’ attitudes affect behavior, practice, and policy decisions in regard to special education students (Bruce, Shade, & Cossairt, 1996; Jones, 1984; Tucker, Shepard, & Hurst, 1986). Teachers’ attitudes have been shown to greatly influence students’ performance and achievement in school (Clark, 1997).
The attitudes of regular education teachers have long been considered to be a critical and important factor in the success or failure of inclusive education (Ringlaben & Price, 1981; Lesar, Abernathy, Butera & Lesar, 1991; Van Reuson, Shoho, & Barker, 2000; Coats, 1989). Holding positive attitudes towards including students with special needs into general education programs maximizes the possibility for a successful implementation of such a program (Stewart, 1983). In this regard, inclusive schools need the support of teachers who are responsible for implementing the programs (McLeskey & Waldron, 2000). 

Teachers must identify their attitudes toward students with special needs so that these attitudes do not interfere with their work with students with special needs, and thus with the success of inclusion programs (Bruce, Shade, & Cossairt, 1996; Buell, Hallam, McCormick, & Scheer, 1999). Responsible inclusion requires many teachers and administrators to learn new skills and to accept new roles which most teachers do not like, and many resist the necessity to modify instruction to better meet these needs (McLeskey & Waldron, 2000). Positive attitudes of teachers contribute to the successful implementation of an inclusion program (Buell, Hallam, McCormick, & Scheer, 1999). 

Factors that Influence Teachers’ Attitudes toward Inclusion in the United States

In general, researchers have found variance in teachers’ attitudes toward and support for inclusion. Five factors were highlighted by prior research in the United States to be important in influencing teacher’s attitudes towards inclusion. Both pre-service and in-service training is generally confirmed to positively increase teachers’ attitudes toward inclusion. Research also supports the notion that general education teachers are more likely than special education teachers to oppose the placement of students with special needs into the general classroom setting.  Prior positive experience also increases receptivity to inclusion.  Grade level is another factor in influencing openness to inclusion. The higher grade level they teach, the less positive attitudes are held by general education teachers with the exception of the early childhood teachers who are less open than elementary school teachers toward inclusion. On the basis of research previously reviewed, teacher’s attitudes are impacted by the type of disability. The more severe their disability and the more demanding the student’s needs, the less open were teachers to the idea of inclusion. 
 In order to develop and foster positive attitudes, which ultimately result in successful programs, it is important first to examine and evaluate the current attitudes that teachers have toward the inclusion of students with special needs into regular education classrooms.  This study investigated special and general education teachers’ attitudes at the kindergarten, elementary, middle, and high school levels in the UAE. The Scale of Teachers’ Attitudes Toward Inclusive Classrooms (STATIC) was used to assess the attitudes of a clustered and stratified random sample of teachers in the UAE towards the inclusion of students with special needs. 

The overarching research question that guided this study is: What are the factors that contribute to the differences in attitudes of special and general education teachers toward the inclusion of students with special needs into general education programs in the UAE? Two primary factors that were supported by the literature, teacher type and grade level, were chosen to be examined for this study. 

Population and Sample Description

The population for this study consisted of all special education and general education teachers currently working in the public kindergarten, elementary, middle, and high schools in the UAE.  Boys and girls are generally placed in separate schools for cultural and religious reasons. Female teachers teach in girls’ schools and male teachers teach in boys’ school. 

The study included the entire population of the 367 special education teachers in public schools in the UAE. See Table 3.  Special education teachers in the UAE represent only 1.5% of the total number of 

Table 3 –

Distribution of Public School Teachers and Teachers from Selected Sample in the UAE

	Administrative Area
	N. of General Ed. Teachers
	N. of Special Ed. Teachers
	n. of  Total of Valid Reponses of Public School Teachers per District

	1. Abu Dhabi
	3920
	79
	134

	2. West Administrative Area
	1253
	19
	131

	3. Al Ain
	3179
	55
	241

	4. Dubai
	2391
	51
	122

	5. Sharjah
	2347
	33
	80

	6. Khor Fakkan
	1264
	23
	64

	7. Ajman
	768
	15
	11

	8. Omm El Qywain
	592
	14
	41

	9. Ras Alkhaimah
	2463
	48
	64

	10. Al Fujairah
	1572
	30
	47

	Total
	19,749
	367
	935


20,116 teachers. The study also included general education teachers from schools chosen through a stratified random cluster sample. Due to the impossibility of obtaining the names of all the public general education teachers, it was infeasible to do a direct random sample of the teacher population. Therefore, clusters of teachers naturally occurring in schools were used as a basis for the random selection. The 714 schools were stratified into seven strata based on the type of school (male, female, or mixed for kindergarten schools) and level of school (kindergarten, elementary (E), middle (M), high school (H), and combinations of levels. Kindergartens are coed but the remaining grade levels are divided into male and female. Each combination formed a unique stratum. SPSS was used to randomly select approximately five percent of the general education schools in each stratum, equaling 39 schools (5.5 % of 714=39). This stratified random sample design increases the likelihood of representativeness, which is particularly effective with larger numbers of clusters. The cluster sampling is used when it is difficult or impossible to select a random sample of individuals. Also, it is frequently less time-consuming (Fraenkel & Wallen, 2000). The distribution of these schools and the number of randomly selected cluster sample schools are listed in Table 3 (above) by districts. For facility in reading the data, male and female schools were combined in this table and only grade level is identified.  The legend for the seven grade level codes follows the table. The number of teachers found in the distribution of schools and the number of teachers in the randomly selected cluster sample schools are listed in Table 3 by districts.

Table 4 – 

Years of Teaching Experience of Teachers Surveyed
	
	Frequency
	Percent

	0-1 year
	69
	7.4

	2-3 year
	100
	10.7

	4-5 year
	110
	11.8

	6-10 years
	233
	24.9

	more than 10 years
	421
	45.0


Instrumentation

The Scale of Teachers’ Attitudes Toward Inclusive Classrooms (STATIC) was chosen as the data collection instrument for this study because it appears to be the most recent and applicable instrument to the population of this study and most importantly was found to be the best instrument that addresses the research question of this study. In addition, STATIC is a psychometrically sound instrument that consists of questions that address the issue of attitudes towards inclusion (Cochran, 1999).  The scale’s validity has been established by the developer and it is easy to administer and score. The STATIC was developed by Cochran (1997) to examine differences in teachers’ attitudes toward students with special needs.  STATIC consists of two parts: a demographic section and a 20-item attitudinal survey based on four factors related to inclusion. The survey items are evaluated by a six point Likert-type response format ranging from strongly disagree to strongly agree. 

Data Analysis Procedures

The responses to the Scale of Teachers’ Attitudes Toward Inclusive Classrooms (STATIC) were analyzed using SPSS (1999). Descriptive statistics were run to describe the demographic data regarding gender, educational district in the UAE, degree obtained, years of experience in teaching, teacher type, grade level, and number of students with special needs for those who participated in the survey. 

Inferential statistics relating to the two hypotheses were obtained through the general linear model MANCOVA, multivariate analysis of covariance. (Fraenkel, & Wallen, 2000, p. 260). MANCOVA was chosen for several reasons. Since there are multiple variables, a method that allowed for analysis of multiple variables was needed. Additionally, there were three different types of variables. The independent variables were all categorical. The dependent variables, which were the total STATIC score and the four subscales factors, were all numeric and continuous. The covariates were both continuous (i.e. years of experience) and categorical (i.e. gender). For this combination of variables, MANCOVA was the analytical method of choice. An alpha level of .050 was used for all statistical analyses.

Descriptive Statistics

One thousand four hundred fifty-three surveys were distributed. The survey packets was distributed to the entire population of the 367 special education teachers in public schools in the UAE and to the general education teachers of a stratified cluster random sample of approximately five percent of the general education schools (5.5 % of 714  = 39 schools). The random sample of approximately 5% of schools was taken from each of the 13 clusters of schools based on the type of school (male, female, or mixed for kindergarten schools) and level of school (Kindergarten, elementary (E), middle (M), high school (H), and combinations of levels; E and M; E, M and H; and M and H).  Of the 1,453 surveys distributed to both general and special education teachers, 1,200 surveys were returned, for an overall return rate of 82.6%. Of the 1200 returned surveys, 935 contained sufficient data for analysis. The 265 surveys which were omitted contained over three unanswered items per factor rendering them invalid.

The 935 general and special education teachers who returned valid surveys were categorized as follows: 37 (4%) Kindergarten teachers, 556 (59.7%) (1-6) elementary school teachers, 180 (19.3%) (7-9) middle school teachers, 158 (16.9%) (10-12) high school teachers. Four did not list the grade level they taught. Of the 935 teachers, 215 (23%) were special education teachers while the remaining 720 (77%) were general education teachers. 

Table 5 –

Descriptive Statistics by Gender

	
	Frequency
	Percent

	Male
	323
	34.5

	Female
	602
	64.4

	No Response
	10
	1.1


Table 6 – 

Descriptive Statistics of Educational Degree Status of Survey Respondents

	
	Frequency
	Percent

	Less than Bachelor Degree
	133
	14.2

	Bachelor Degree
	743
	79.5

	Masters Degree
	29
	3.1

	Educational Specialist Degree
	12
	1.3

	Doctor of Education
	1
	.1

	No Response
	17
	1.8


Table 7 – 

Descriptive Statistics of Survey Respondents by the Surveyed Educational Districts

	
	Frequency
	Percent

	Abu Dhabi district
	134
	14.3

	The West district
	131
	14.0

	Al Ain district
	241
	25.8

	Dubai District
	122
	13.0

	Al Sharjah District
	80
	8.6

	khour Fakkan District
	64
	6.8

	Omm El Qywain Distrcit
	41
	4.4

	Ras Al khaimah District
	64
	6.8

	Al Fujairah District
	47
	5.0


The study confirms that special education teachers have significantly more positive attitudes toward the over all concept of inclusion than general education teachers ((  [Wilks’ lambda] = .835, F41.423(4,841) , P = .000**).  Since the MANCOVA analysis was significant, follow-up univariate analysis of covariance was conducted (ANCOVA). Again, all five sub-hypotheses were found to be significant (Total STATIC Score, p = .000**; Factor 1- Advantages, p = .000**; Factor 2 – Confidence p = .000**; Factor 3 – Beliefs p = .030*; Factor 4 – Willingness p= .000**). 

Table 8 – 

Descriptive Statistics of Teachers who have Students Identified as Special Education Students in their Classrooms

	
	Frequency
	Percent

	0 student
	369
	39.5

	1 student
	100
	10.7

	2-3 students
	167
	17.9

	4-5 students
	84
	9.0

	more than 5 students
	163
	17.4

	No Response
	52
	5.6


Table 9 – 

Descriptive Statistics Related to Best Term that Describes the Special Needs of most of the Special Education Students in the Surveyed Teachers’ Classroom.

	
	Frequency
	Percent

	Learning Differences
	290
	31.0

	Behavioral Differences
	50
	5.3

	Health or Physical differences
	55
	5.9

	All of the above
	384
	41.1

	None of these
	112
	12.0

	No Response
	44
	4.7


Table 10 –

Descriptive Statistics on Dependent Variables

	
	N
	Minimum
	Maximum
	Mean
	Std. Deviation

	Total STATIC Score
	863
	29.0
	113.5
	76.8
	14.1

	STATIC Sub-Scales

	Factor 1 (Advantages of inclusion)
	934
	7.0
	42.0
	23.6
	6.4

	Factor 2 (Confidence)
	932
	7.0
	45.5
	27.1
	6.6

	Factor 3 (Beliefs about inclusion)
	903
	3.0
	38.0
	13.4
	2.9

	Factor 4 (Willingness to accommodate)
	892
	3.0
	18.0
	12.1
	3.0


	Covariates & Demographic Variables
	
	Gender
	Years of Experience
	Teachers Type
	Grade Level
	Factor 1
	Factor 2
	Factor 3
	Factor 4
	Total STATIC Score

	
	Gender
	1.00
	
	
	
	
	
	
	
	

	
	Years of Experience
	-.316**
	1.00
	
	
	
	
	
	
	

	Fixed Factors/

Independent Variables
	Teachers Type
	.023
	-.196**
	1.00
	
	
	
	
	
	

	
	Grade Level
	-.266**
	.154**
	-.288**
	1.00
	
	
	
	
	

	Dependent Variables
	Factor 1
	.074*
	-.114**
	.172**
	-.028
	1.00
	
	
	
	

	
	Factor 2
	-.006
	-.071*
	.401**
	-.153**
	.378**
	1.00
	
	
	

	
	Factor 3
	.082*
	-.159**
	.103**
	-.040
	.279**
	.392**
	1.00
	
	

	
	Factor 4
	.070*
	.078*
	.157**
	-.099**
	.316**
	.429**
	.320**
	1.00
	

	
	Total STATIC Score
	.067
	-.134**
	.330**
	-.112**
	.768**
	.826**
	.592**
	.630**
	1.00


Table 11 –

Correlation Matrix

** Correlation is significant at the 0.01 level (2-tailed)., *   Correlation is significant at the 0.05 level (2-tailed).

This study shows a highly significant difference between the special education and general education teachers in four of the five sub-hypotheses and a moderately significant difference for the fifth sub-hypothesis. Special education teachers in the UAE have significantly more positive attitudes than general education toward the advantages of inclusion; they exhibited significantly greater confidence in their ability to teach students with special needs than general education teachers; they also revealed significantly greater willingness in making the proper accommodation for students with special needs. 

These results of teachers’ attitudes in the UAE support prior U.S. research. It was indicated in the literature reviewed that general education teachers do not favor the idea of the inclusion of students with special needs as much as special education teachers do (Ward et al., 2003).  It is reasonable and logical for the special education teachers to hold more positive attitudes toward inclusion given the fact that they have received the proper training and obtained the necessary preparation to deal with student with special needs. 

It was further indicated from reviewed literature that experience accounts for differences in teachers’ willingness to implement inclusion (Avramidis, Bayliss, & Burden, 2000). Freytag (2002) found that special education teachers tend to have higher levels of efficacy than do the general education teachers due to the pre-service experience. Greater feelings of confidence are also, no doubt, due to the fact that working with students with special needs is their passion and personal choice. This also results in more willingness to teach those students and make the required arrangement and modification to fulfill their needs. In addition, these teachers chose special education as their field of interest so having the desire to accept those students is thus natural. 

The only sub-test that showed special education teachers having only moderately different attitudes than general education teachers was the one that is related to beliefs and the underlying philosophy toward inclusion. Perhaps this lesser distinction between types of teachers for this sub-hypothesis is because some of the questions on this sub-scale referred to general concepts about the belief that all children can learn regardless of environment. While general education teachers may agree with this basic principle, the other sub-tests show that they are less willing to accept and make the necessary and actual accommodations in a regular classroom than special education teachers. The fact that there is a difference in beliefs at all is perhaps understandable because one of the questions in the survey that is related to beliefs asks if the teacher believes that students with special needs belong in the general education classrooms. This question requires the teachers to apply their general beliefs to a specific situation. 

Elementary school teachers, both special and general education, revealed significantly greater willingness in making the appropriate accommodations for students with special needs than were both high school and kindergarten teachers. Although elementary school teachers were more willing to make accommodation than middle school teachers, it was not a significant difference. This information suggests that elementary teachers in the UAE feel competent in their ability to make the necessary accommodations for students with special needs. The results of this study also revealed that kindergarten teachers are less willing to make accommodation to students with special needs than are elementary school teachers.  Additionally, the study revealed that high school teachers were less willing than elementary school teachers to accommodate students with special needs. 

These results are confirmed by the related reviewed U.S. research. Vaughn and Schumm (1996) reported that high school teachers were less favorable to inclusion. The higher the grade level the less willing teachers become to accommodate students with special needs.  Possible reasons for these variations in attitudes are next explored.

High school teachers are required to devote so much time normally to trying to cover a specific amount of content in a specified time that dedicating more time for the included students would create problems for the teacher to adequately teach the majority of students the assigned field of study. Additionally, high school teachers might be less willing to accommodate students with special needs due to their lack of appropriate preparation. At the higher grade levels, teachers expect students to be ready to learn and expect students to have already mastered the basic skills. High school students with special needs are also physically larger than elementary students with special needs which may create additional behavior management issues or difficulty in responding to the special needs of a student. This could be particularly true for students with seizures. 

The fact this study showed that kindergarten teachers in the UAE are significantly less willing to make the necessary accommodation for students with special needs than elementary teachers might be explained by several contributing factors. One possible factor is that in the UAE, elementary school teachers generally have more training than kindergarten teachers.  Lack of training may make the kindergarten teacher reluctant to the idea of teaching a young pupil with special needs. Kindergarten teachers might be unsure of how to deal with a child who is severely disabled or might not know what to do with a child who might have seizures. Combining those factors may contribute to less favorable attitudes than elementary school teachers.

This study indicated that elementary teachers are more willing to accommodate students with special needs than high school teachers. This could possibly be explained in several ways. Unlike teachers at the elementary level, high school teachers deal with more complex concepts which might be difficult for a student with special needs to understand and apply. High school teachers are more content focused than elementary school teachers. 

Summary

There are two major findings of this study: 

1) special education teachers have significantly greater positive attitudes toward the over all concept of inclusion than general education teachers in the UAE and 

2) 2) elementary teachers are more willing to accommodate students with special needs than are kindergarten and high school teachers. 

Elementary teachers were found to be more willing to accommodate students with special needs than high school or kindergarten teachers. High school teachers may be less willing to accommodate due to focus on content and subject matter as well as the implications of making accommodations for older students with special needs.  Kindergarten teachers may be less willing to accommodate children with special needs due to a lesser degree of training than elementary school teachers.

Recommendations from research within study to the Ministry of Education in the UAE 
Based on the results of this study, several recommendations are made for the Ministry of Education in the UAE:

1. It is recommended that the rights, along with regulations for their implementation, for students with special needs be officially stated in the UAE public law. While the UAE has limited laws regarding students with special needs, there are not sufficient regulations to facilitate the implementation of such laws. The intention of having stated regulations is to guide Emirates and school districts in the implementation of special education programs and related services in a consistent manner throughout the country for students with special needs.

2. It is recommended that the Ministry of Education create a national awareness program to encourage positive attitudes toward inclusion of students with special needs in all facets of education. 
3. It is recommended that the Ministry of Education establish a center for special education research. 
4. It is recommended that a follow-up study be undertaken to investigate the attitudes of administrators toward inclusion. Since administrators are responsible for providing necessary infrastructure and resources for inclusion, their attitudes play an important role in successful inclusion. It is necessary, therefore, that their attitudes be explored.

5. It is recommended that a follow-up study involving parents’ attitudes toward inclusion be conducted. Investigating parents’ attitudes toward inclusion and its role as a service delivery model is essential since they, no doubt, have the greatest interest in the welfare of their children. Understanding the parents’ frame of reference, and their views and suggestions would help in creating intervention programs that effectively meet the needs of students with special needs. Parents are vital to the success of inclusion programming.
Recommendations for the Teacher Training in the UAE

The following recommendations, based on the results of this study, are made for teacher training programs in the UAE.

1. It is recommended that a long term in-service program that focuses on changing teachers attitudes toward including students with special needs in general classrooms be developed throughout the country. In-service activities that are blended into the general education teachers’ daily routine will encourage positive attitudes. 

2. It is recommended that teacher training programs in each university in the UAE emphasize educating future teachers (special and general), administrators, and paraprofessionals regarding students with special needs and provide opportunities to evaluate and investigate their attitudes toward inclusion. 

3. It is recommended that teacher education programs for the more experienced teachers focus on the underlying principle of inclusion. 

4. It is recommended that in-service special and general education teachers take classes to assist and expand their understanding of the advantages of inclusion and to improve their skills. The classes should focus on skills, effective approaches, and accommodation strategies deemed necessary to successfully include students with special needs.

Recommendations for Future Research

Based on the results of this study, several recommendations for future research are suggested:

1. It is recommended that attitudes toward inclusion be studied with administrators, parents, and stakeholders, such as the Ministry of Education, to further determine if variance in attitudes is based on type and level of education. 

2. It is recommended that a longitudinal study be used to investigate the impact of training on teachers’ attitudes toward inclusion in the UAE. 
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