2021, 36(1), 5-12 INTERNATIONAL JOURNAL of SPECIAL EDUCATION

Attitude of Primary School Teachers
Towards Inclusive Education in Nigeria:
Contributions of Personality
and Work Experience

Victor O. Odo', Evelyn N. Onah', Ikechukwu V. Ujoatuonu?, Agnes E. Okafor?,

Alexandra N. Chukwu', Juliet . Nwufo®, Baba A. Karatu and Philip C. Mefoh'

" Department of Psychology, University of Nigeria, Nsukka, Nigeria
2 Department of Social Work, University of Nigeria, Nsukka, Nigeria
8 Department of Psychology, Federal University, Gashua, Nigeria

HOW TO CITE:

Odo, V.O., Onah, E.N.,
Ujoatuonu, I.V., Okafor, A.E.,
Chukwu, A.N., Nwufo, J.l.,
Karatu, B.A., Mefoh, P.C. (2021).
Attitude of Primary School
Teachers Towards Inclusive
Education in Nigeria:
Contributions of Personality and
Work Experience. International
Journal of Special Education,
36(1), 5-12

CORRESPONDING AUTHOR:
Victor Okechukwu Odo;
victor.odo@unn.edu.ng

DOI:

https://doi.org/10.52291/
ijse.2021.36.1

COPYRIGHT STATEMENT:
Copyright: © 2021 Authors.
Open access publication under
the terms and conditions

of the Creative Commons
Attribution (CC BY)

license (http://creativecommons.
org/licenses/by/4.0/).

ABSTRACT

Children with disabilities in South-Eastern Nigeria face problems of isola-
tion. This study investigated the roles of conscientious personality and work
experience in predicting teachers’ attitude towards inclusive education. Par-
ticipants included 196 primary school teachers who were selected randomly
from 6 primary schools in Enugu, South-Eastern Nigeria. The age of the
teachers ranged from 27-51 years (Mean age = 41.85 years; Standard Devia-
tion = 4.63). Results showed that conscientious personality and work expe-
rience positively predicted primary school teachers’ attitude towards inclusive
education. The results were discussed in terms of determining work-related
attributes necessary for improving access to education among children with
disabilities. The limitation of the study and recommendation for future rese-

arch were highlighted.

Keywords: attitude; conscientiousness; disability; inclusive education;
work experience.
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INTRODUCTION

The terms disability, impairment and handicap have often
been used interchangeably. World Health Organization
(WHO, 1980) distinguished among these terms in its In-
ternational Classification of Impairment, Disabilities and
Handicap (ICIDH). It defines impairment as physical or
mental disturbances that exist at the level of a bodily organ
or function. In the case of disability, it refers to the objecti-
fication of impairment, reflecting disturbances at the level
of a person. To take an example, whereas total or partial
blindness is impairment, it results in the disability of being
unable to see or having difficulty in seeing. Lastly, the term
handicap refers to the social or economic consequences
of a disability, which put the concerned person at a di-
sadvantage. Examples of handicap include being confined
to home or being unable to work. In the present study, the
children referred to are children who are disadvantaged by
physical and/or mental disabilities. The term disability is
preferred over the other two.

Inclusive education is the process of educating chil-
dren with disabilities in the regular education classro-
oms of their neighborhood schools (Rafferty, Boettcher
and Griffin, 2001). The system ensures that children
with disabilities attend schools they would normally at-
tend if they did not have a disability. It is the process of
bringing support services to the child, rather than refer-
ring the child to services. Inclusive education provides
opportunity for children with disabilities to be exposed
to the richness of regular education environment (Ma-
striopieri & Scruggs, 2004). As Stainback and Stainback
(1990) pointed out, “inclusive education is the most
effective means of combating discriminatory attitudes,
creating welcoming communities and building an inc-
lusive society (p. 37).” Proponents of inclusive educa-
tion maintain that inclusion in mainstream education is
an important means of promoting social integration and
avoiding a sense of separateness and inferiority. Inclusi-
ve education is the best method to guarantee education
for all children irrespective of ability (Toni-Duruaku,
2018). Given adequate resources for special equipment
and materials as well as appropriate teacher training,
education in regular schools is the best option for child-
ren with disabilities.

Children with disabilities are often handicapped in
various aspects of social life, receiving less education,
becoming marginalized in social activities and having
less opportunities for gainful employment in later life

(Czyz, 2018; National Planning Commission & United
Nations Children’s Fund, 2001; Onyedibe, Ugwu, Me-
foh, & Onuiri, 2018). Disabilities put children in more
vulnerable situation than they would normally face,
particularly with respect to access to education, training
and opportunities for employment and self-sufficiency
in later life. In a developing country like Nigeria whe-
re social security for the weakest is poorly developed,
children with disabilities often face numerous problems.
Children with disabilities are given fewer opportunities
for education. With little education or training, many
of them face difficult future in adulthood. Of course, it
may not be possible to integrate all children with disabi-
lities into the mainstream of the school system. Children
who are moderately impaired can benefit from inclusive
education. Children with visual impairment, for exam-
ple, would profit from inclusive education if there are
adequate resources such as Braille machines, type writers,
and tape recorders. Also, children who use wheel chair
to get around would benefit from inclusive education
if authorities provided ramps or elevators. Ebigbo and
Ebigbo (2001) decried the situation where many Ni-
gerian children with mild hearing problems have been
wrongly placed in special schools for the deaf, whereas
with appropriate hearing aids they could easily integrate
into normal schools.

One of the perennial problems facing the Nigerian go-
vernment is how to educate the growing number of chil-
dren with disabilities. The government adopted inclusi-
ve education policy in 1977 through national policy on
education (Fokolade, Adeniyi & Tella, 2009); the policy
was intended to equalize educational opportunities for all
children, irrespective of their physical, mental, or emotio-
nal disabilities. However, nearly four decades after the
ratification of the inclusive education policy in Nigeria,
implementation of the programme has remained poor and
educational services for children with disabilities in the
country are still grossly inadequate (Eni-olorunda, 2004;
Mba, 1991). Many children with disabilities in Nigeria
still face special problems of exclusion in schools, which
tend to exacerbate the risk of survival and create formi-
dable obstacles for the development of such children. The
educational disadvantages faced by children with disabi-
lities result in literacy levels being much lower in such chil-
dren than in the normal population. Certain categories of
children with disabilities, in particular the blind and tho-
se with mental disabilities, are in the most disadvantaged
situation with respect to education (National Population
Commission, 1991).
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Teachers™ attitude contributes to poor policy imple-
mentation of inclusive education. People tend to develop
attitude towards everything — towards other people, to-
wards political and religious institutions, towards moral
and philosophical systems, towards seemingly every psy-
chological object. The general theory of attitude that was
applied to explain teachers’ attitude towards inclusive edu-
cation is the functional theory of atdtude (Katz, 1960).
This theory of attitude formation and change is based on
the notion that attitude is a function of the purpose that a
behaviour fulfills for the individual. Attitude helps to give
standard for evaluation and perform the function of brin-
ging order, clarity and stability to an individual’s frame of
reference (Kumar, 2016). Attitudes develop and change
with time. Eagly and Chaiken (1993) and Maio, Maio
and Haddok (2010) maintain that attitudes are influenced
by three components — cognitive, affective and behavio-
ural components. Maio, et al. (2010) define attitude as
a relatively enduring organization of interrelated beliefs
that describe, evaluate, and advocate action with respect
to an object or situation, with each belief having cogniti-
ve, affective, and behavioural components. Studies (e.g.,
Ajuwon, 2008; Deku & Ackah, 2012; Dragna, Brainslav,
& Glumbic, 2014; Unegbu, 2013) show that if a teacher
possesses a positive attitude towards inclusive education,
then that teacher often demonstrates genuine interest in
children with disabilities. The teacher sees children with
disabilities as individuals and tries to help them to overco-
me learning problems. In contrast, when teachers develop
negative attitudes toward inclusive education, they tend
to ask children with disabilities fewer questions in class
and/or give them less feedback than their non-disabled
peers (Alves & Gottlieb, 1986; Lewis & Doorlag, 1999).
Learning appears to be significantly difficult for children
with disabilities when a teacher displays tension, aggres-
sion, irritability, and other negative attitudes (Dragna, et

al. 2014).

The impact of conscientious personality and work
experience on attitude towards inclusive education

Teachers’ attitude towards inclusive education is influ-
enced by a number of factors. Two factors examined in
the present study are conscientious personality and work
experience. Personality generally refers to the dynamic
organization within an individual that determines one’s
unique adjustment to his or her environment. Trait-based
researchers (Allport, 1937; Costa & McCrae, 1992) argue
that personality is stable, and that each individual’s beha-
viour is consistent regardless of the situation. Personality is

a relevant factor in determining work related attitudes (Fe-
ist & Feist, 2009; Beer & Brooks, 2011; Sackett, Gruys &
Ellingson, 2002). It differentiates individuals and provides
clear understanding of the attitude an individual brings to
a particular work situation. The present study focuses on
conscientious personality as captured in the “Big Five” di-
mensions (Costa & McCrae, 1992). The Big Five is a hie-
rarchical taxonomy in which specific traits are subsumed
within five separate personality traits. The conscientious
personality is of interest in the present study. Individuals
with high conscientiousness tend to have task-oriented
traits, such as being reliable, responsible, and orderly. Con-
scientiousness correlates with intrinsic motivation, and in-
dividuals with high levels of conscientiousness appear to
be more dedicated to their jobs than people who are not.
When teachers increase their knowledge about children
with disabilities their attitude towards inclusive education
improves (Handlers & Austin, 1980). Since it encourages
high level of self-organized behaviours, conscientious per-
sonality seems to facilitate teacher’s positive attitude to-
wards inclusive education (De Fruyt & Mervielde, 1996).
The five personality traits (McCrae & John, 1992) are 24
— 45% heritable (Larsen & Buss, 2002). The heritabili-
ty is strongest for extraversion and neuroticism (McCrae
& John, 1992), which implies that people could improve
their level of conscientiousness through deliberate efforts.

Work experience is another variable of interest to
this study. Research on career success has consistently
shown a moderately high positive correlation between
work experience and career success. In one of his studies,
Melamed (1995) examined the relationship of several
subjective characteristics with career success. The results
show that personality was partially relevant to career suc-
cess, depending on the nature of the job, while as work
experience was not. People are different in the amount
and quality of assets they bring to a job. The effectiveness
of the assets one expends on a job is the main deter-
minant of career success. Zacher (2014) and Pan and
Zhou (2013) posit that career success is critical in in-
fluencing how individuals perceive and respond to their
career development within organizations. The achieve-
ment of improved literacy in children with disabilities
cannot take place without expertise and/or experience.
Work experience and support for inclusion is somewhat
related; studies (e.g., Batsiou, Bebetsos, Pantel & Antho-
niou, 2008; Kalyva, Gojkovic & Tsakiris, 2007; Kumar,
2016; Malak, 2013) indicate that teachers with previous
working experience in an inclusive educational environ-
ment or teachers who have had experience teaching
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children with disabilities report more positive attitude
towards inclusion than teachers without any experience.
Teachers unfamiliar with special needs tend to create ap-
prehension, distrust and even hostility due to inadequate
training or for some other reasons. Poverty of knowledge
about inclusion usually results in the low utilization of
instruction materials to improve the needs of children
with disabilities. Surprisingly, studies (Berryman, 1989;
Forlin, 1995; Hastings & Oakford, 2003; Leyser, Kap-
perman & Keller, 1994) have reported that teachers with
more years of working experience tend to be less suppor-
tive of inclusive education than teachers with less years
of working experience. These findings are interesting,
but warrant a re-examination of the influence of teacher
experience in an African context. Our study fills this gap.

OBJECTIVES OF THE STUDY

Two objectives were pursued in the present study. The first
was to investigate whether conscientious personality wo-
uld predict teachers’ attitude towards inclusive education.
The burgeoning research on the trait theory of personali-
ty (Allport, 1937; Costa & McCrae, 1992) demonstrates
that traits are stable, fundamental properties that make
individuals unique. People behave in manners that are so-
mewhat stable; they think, feel, and respond to stimuli in
very predictable ways. Because conscientious personality
is composed of relatively stable characteristics that cause
individuals to behave in certain ways, the first hypothesis
states that conscientiousness would positively predict te-
achers’ attitude towards inclusive education. The second
objective re-examines the role of teaching experience on
teachers’ attitude towards inclusive education. Traditional
research on career development (Super, 1957; 1988) assu-
mes that work helps develop personal identity, and that
who an individual becomes depends on the career choice
made. The model assumes that career development is a
life-long process of work roles and experiences; one gains
vocational self-concept and finds a better way to stay ahe-
ad of the competition and secure a professional position.
(i.e. career maturity). Because work experience involves
commitment and general world of work information, the
second hypothesis states that (longer) work experience
would positively predict teachers’ attitude towards inclusi-
ve education.

In summary, the key research question of the present
research is: does conscientious personality and work expe-
rience significantly predict the attitude of primary school
teachers towards inclusive education in Nigeria?

METHOD

Participants and procedures

The participants for the present research were randomly
selected from six primary schools in Enugu, South-E-
astern Nigeria, in the following proportions: 36, 28, 54,
21, 23, and 34. Participants included 196 primary school
teachers; there were 92 (46.94%) male teachers and 108
(53.06%) female teachers. The age of the teachers ran-
ged between 27 — 51 years (Mean age 41.85 years; Stan-
dard deviation = 6.64). The work/teaching experience of
the teachers ranged between 2 — 9 years; all the primary
school teachers examined in the study were Igbos (Igbo
is the tribe of the people of South-Eastern Nigeria). They
are also largely Christians. Data were collected from te-
achers of five selected primary schools after necessary per-
mission was sought and obtained from the Head Teachers
of the schools. Participants were informed that their re-
sponses were only to be used for research purposes and
were required to respond truthfully to all the items on the
conscientious personality sub-scale and on the MATIES.
With the approval of the Head Teacher, the two question-
naires were administered simultaneously to the teachers
in their respective classrooms. Two hundred copies of the
questionnaires were distributed; there was no time limit
for the completion of the questionnaires. All the copies
of the questionnaires were duly completed and returned
to the researchers. However, four questionnaires were
improperly filled and were therefore not included in the
analysis. At the end of data collection in each school, the
principal researcher explained the general purpose of the
study and any questions participants had were answered.
The permission to carry out the study was granted by the
Ethical Board of Department of Psychology, University of
Nigeria, Nsukka.

Measures

Two instruments were used in the present study. They are
a sub-scale of the Big Five Inventory (BFI) - conscientio-
usness sub-scale and the Multidimensional Attitude to-
wards Inclusive Education Scale (MATTIES). The conscien-
tiousness sub-scale of the Big Five Inventory (BFI) (John,
1990) was utilized to measure conscientious personality.
The sub-scale is a 9 item inventory that measures the per-
sonality dimension of conscientiousness (c). The sub-scale
is a Likert-type questionnaire that requires respondents to
indicate the extent to which they agree or disagree with
statements people often use to describe themselves. Re-
sponse options ranged from “strongly disagree” (scored 1)
to “strongly agree” (scored 5). Some samples of the items
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on the sub-scale are: “I see myself as someone, who does a
thorough job’, ‘I see myself as someone, who does things
efficiently”, “I see myself as someone, who tends to be di-
sorganized”, etc. In scoring the sub scale, a simple scoring
technique in which 2 of the 9 items are scored in reverse
was adopted (John, Naumann, & Soto, 2008). The validi-
ty and reliability of the sub-scale has been well established
in Nigerian samples (Umeh, 2004). The present study ob-
tained validity and reliability indexes of the sub-scale by
administering the scale to 95 primary school teachers in a
pilot study (the 95 participants were not part of the main
study). The analyses yielded a construct validity coefficient
of .73 and a split-half reliability coeflicient of .77 (correc-

ted with the Spearman-Brown formula).

The Multidimensional Attitude towards Inclusive
Education Scale (MATIES) (Mahat, 2008) is an 18 items
measure of teachers’ attitude towards inclusive education.
The MATIES is a Likert-type questionnaire that requires
a respondent to indicate his/her disposition towards the
equalization of educational opportunities for all child-
ren regardless of ability. Response options were “strongly
agree”, which scored 6; “somewhat agree”, which scored
5; “agree”, which scored 4; “disagree”, which scored 3;
“somewhat disagree”, which scored 2; and “strongly di-
sagree”, which scored 1. The MATIES was structured to
cover three important components of attitude - cognitive,
affective, and behavioural components. Examples of items
found on each of the components of MATIES include: “I
believe that an inclusive school is one that permits acade-
mic progression of all students regardless of their ability”
(cognitive), “I get frustrated when I have to adapt the cur-
riculum to meet the individual needs of all students regar-
dless of their ability” (affective), and “I am willing to en-

courage students with disability to participate in all social
activities in the regular classroom” (behavioural). There are
six items each in the three components of attitude, which
yields a composite score to indicate a teacher’s attitude sco-
re on the dependent measure. It is not known whether
MATIES has been applied to the Nigerian sample as no
psychometric details of the measure could be ascertained.
However, the present research administered the MATIES
to 95 school teachers, as mentioned earlier. Results indica-
te an internal reliability coefficient of .85 and a concurrent
validity coefficient of .68 for the MATIES. Data on work
experience was collected alongside the demographic varia-
bles (gender and age).

Design and statistics

The study employed a cross-sectional design. The statistics
used to analyze the data was multiple regression and cor-
relation (MRC), using the statistical package for the social
sciences (SPSS), version 16.

RESULTS

Table 1 showed the results of Pearson product-moment
correlation, which assessed the degree of relationships
among the variables of interest. The results showed that
the demographic variables — age and gender, were not asso-
ciated with teachers’ attitude towards inclusive education.
Specifically, a moderate relationship is declared if Pearson
ris +/- 0.30 (Schwartz, Wilson, & Goff, 2015); thus con-
scientious personality and work experience were modera-
tely related to the dependent measure: conscientiousness
has a correlation coeflicient, r = 0.24, p < 0.05, while work
experience has a correlation coefficient, r = 0.47, p < 0.01.

Table 1. Means (M), standard deviations (SD) and correlation matrix for attitude (ATIE),
personality, work experience and demographic variables
Variable Mean SD 1 2 3 4 5 6 7 8 9
1. Openness 40.08 | 5.25 1
2. Conscientiousness | 30.76 | 5.87 .56"
3. Extraversion 2485 | 420 | -.36™ | -.32" 1
4. Agreeableness 28.45 | 3.02 -.10 .15* .16* 1
5. Neuroticism 26.19 | 5.09 | .54 | .41* .06 A
6. Work experience 2.07 .81 .01 21 -.02 22
7. ATIE 74.0 | 9.82 | -24* | -12 12 | -.35™ | -.30" .08
8. Gender -06 | -17* | -20™ | .15 | -.38* | -36™ | -.03
9. Age -.01 -.07 -.01 -.04 21 | .e2* 13 - A7
Keys: ** = p <.0.01; * = p <0.05; ATIE = Attitude towards inclusive education.
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Table 2. Multiple regression tables showing the influence of the BFI and work experience
on teachers’ attitude towards inclusive education

Unstandardized Coefficients Standardized Coefficients
Variables B Std. Error Beta (B) t Model Summary
Openness -.35 A7 -.19 -2.09* R R? AR?
Conscientiousness .29 13 A7 2.15"
Extraversion .45 .16 .19 2.70"
Agreeableness -1.40 .21 -.43 -6.45*
Neuroticism -.44 15 -.23 -2.81*
Work experience 2.15 a7 A7 2.78* .53 .28 .26

Multiple regression and correlation (MRC) was used
to predict teachers attitude towards inclusive education
(ATIE). The regression table (Table 2) indicated that the
control variables (age and gender) did not predict ATIE,
but conscientious personality and work experience were
shown to be good predictors of the behaviour. In the re-
gression equation model, conscious personality positively
predicted ATIE ( = .17, t = 2.66, p< .05). This finding is
consistent with the first hypothesis that conscientiousness
would positively predict attitude towards inclusive educa-
tion. Thus, the hypothesis was not rejected. The regression
equation model also indicated that work experience signifi-
cantly (and positively) influenced teachers’ attitude towards
inclusive education (= .19, t = 2.87, p< .001). Work
experience was coded “0” for shorter work experience (<
3 years) and “1” for longer work experience (= 3 years).
The finding then suggests that as work/teaching experien-
ce increases, teachers attitude towards inclusive education
also improves. The multiple R and R2 for the predictor
variables were .53 and .28. Conscientious personality and
work experience jointly accounted for 26% of the variance
in teachers’ attitude towards inclusive education.

DISCUSSION

The present study examined the roles of conscientious per-
sonality and work experience on teachers’ attitude towards
inclusive education. Two hypotheses were tested in the
study. The first was that conscientious personality would
predict teachers attitude towards inclusive education. The
results of the data analyses supported the first hypothesis;
conscientiousness positively predicted teachers’ attitude
towards inclusive education. This finding supports previo-
us studies (e.g. Beer & Brooks, 2011; Handlers & Austi-
ne, 1980; Malak, 2013), in particular Djigic and Stojiko-
vic (2011) and Taylor’s research (2003), which found that

Keys: ** = p <.001; * = p <.05.

conscientious personality tends to have positive attitude
towards academically centered topics. In the present study,
conscientiousness has positive relationships with teachers’
attitude towards inclusive education. Conscientious pe-
ople are often competent, ambitious, methodical, focused
and dutiful. It is not surprising then that conscientio-
usness influences teachers’ attitude positively: higher levels
of conscientiousness seem to cause teachers to express po-
sitive attitude towards inclusive education.

The second hypothesis examined in the present rese-
arch was that work experience would predict teachers’ at-
titude towards inclusive education. The analyses of data
supported this hypothesis and it was not rejected: work
experience significantly (positively) predicted teachers at-
titude towards inclusive education. This finding supports
previous studies (e.g., Batsiou, et al. 2008; Kalyva, et al.
2007; Kumar, 2016) that teaching experience is associated
with career maturity. The nature of the relationship was
such that the more years of experience a teacher devoted
to the job, the more positive the teachers attitudes toward
the lifelong work process. This finding is consistent with
the theory of career development (Super, 1988), that work
helps in the development of personal identity, commit-
ment and vocational self-concept.

The findings of the present research have many prac-
tical implications for the training and education of te-
achers, especially teachers who care for children with
disabilities. One of the most important educational im-
plications of the present study is in the burgeoning evi-
dence that conscientiousness is a relevant factor in deter-
mining work related attitudes (e.g., Beer & Broke, 2011;
Melamed, 1995; Sackett, et al. 2002). The findings of
the present study underscore the importance of recogni-
zing the facet of conscientious personality that facilitates
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successful implementation of inclusive education policy.
In general, personality is fairly stable and predictable
throughout different situations and it behooves educa-
tion administrators to employ teachers whose persona-
lities are amenable to the successful implementation of
the inclusive education programme. Teachers’ tendency
to set high goals and have high levels of motivations and/
or to have more social skills or to become more coopera-
tive (i.e., conscientiousness) improves favourable attitu-
de towards the receptivity of children with disability, and
positive attitude towards inclusive education. When stu-
dents are identified by negatively perceived labels such
as intellectually disabled, mentally retarded, hearing and
speech impaired, teachers are less able to objectively ob-
serve, rate and plan appropriate interventions for their
behavior (Campbell, Dodson & Best, 1985). Further-
more, because teachers with more years of teaching
experience tend to have more positive attitude towards
inclusive education than teachers with less years of expe-
rience, education administrators need to look out for
experience during recruitment of teachers into inclusive
education facilities to drive the government’s policy of
inclusion in schools.

The limitation of the present research lies in the cho-
ice of cross-sectional design adopted for the collection of
data. Data collected over a long time would have yielded
a more robust conclusion than the one that was collec-
ted only once. The present study therefore recommends
that future studies aimed at evaluating the relationships
between teachers’ characteristics and the willingness to
accept inclusive education in schools, should adopt lon-

gitudinal method of sampling data. The longitudinal de-
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