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ABSTRACT

The purpose of this article is to examine the Initial Teacher Education (ITE)
in relation to Special Educational Needs and Disabilities (SEND) in South
Korea and in the UK in order to suggest relocation of ITE of Korean inclusi-
ve education. Research has identified effective ITE as a significant contribu-
tor to the inclusive education context of both countries. This article examines
current conceptualizations and trends in ITE related to SEND. Specifically,
this study conducts a review of the literature that discusses Special Educatio-
nal Needs and Disabilities (SEND) in South Korea and in the UK by pre-
senting the reasons why people have negative attitudes towards people with
disabilities and to consider expanding the effective ITE, and more directly,
its impact on Korean inclusive education. This article concludes with impli-
cations for the Korean ITE.
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INTRODUCTION

The number of inclusive education settings where stu-
dents with and without disabilities are educated together
has been increasing worldwide over the last few decades
(You, Kim, & Shin, 2019). According to the Ministry
of Education, Republic of Korea (2017), the number of
students with Special Educational Needs and Disabilities
(SEND) who are placed included in regular schools has
risen from thirty students in 1971 to more than four
hundred fifty-thousand students in 2017, and roughly
seventy percent of students with SEND are placed in re-
gular schools.

In order to meet the needs of these students, substan-
tial focus has been placed on Korean inclusive education,
and its rapid development has been implemented thro-
ugh policies, legislation, and infrastructure for inclusive
education (Song, 2016). The Korean education policy
proposes to enhance disability awareness and positive
attitudes towards disability in inclusive settings in local
communities, and the aim of disability awareness is to
form a precise understanding of disability and to view
people with disabilities as equal citizens (Chae, Park, &
Shin, 2019).

Nevertheless, a lot of difficulties have been reported
when trying to efficiently implement inclusive educa-
tion in South Korea (You, Kim, & Shin, 2019). South
Korea’s educational system is well known for its intense
academic competitiveness, which induces high levels of
pressure and stress on students (Kim, 2014). Increased
pressure on students to achieve excellent academic per-
formance in the regular schools (Park & Kang, 2003)
can work against the ethos and practice of inclusive
education. Though inclusive education within regular
classrooms demands educators to be familiar and well
rounded with SEND pedagogies and curriculum as well
as outstanding collaborative skills between both special
and regular education teachers, a lot of mainstream te-

achers are not equipped with this necessary knowledge
and skill (Kim, 2014).

The reason for this is that teacher education program-
mes in South Korea have required a single compulsory
subject connected to special education as part of regu-
lar education teacher qualification (Son, 2012). Despite
completing a compulsory subject on special and inclusi-
ve education, most in-service teachers find it difficult to
work with students with SEND in inclusive classrooms

(Song, Sharma, & Choi, 2019). Educators have identi-
fied some concerns including low confidence in teaching
students with SEND, a lack of time and resources, and
negative perceptions towards inclusion (Min, 2013).
Therefore, most mainstream education teachers have a
reluctance to take inclusive classes (Min, 2013) and this

can bring negative effects on the implementation of inc-
lusive education (Kim & Kang, 2008; Min, 2013).

Though enhancing inclusivity features as an essen-
tial goal for initial teacher education (ITE) programmes
throughout the USA, UK, Canada and other highly
diverse countries (Crocker & Dibbon, 2008), newly
appointed teachers continue to feel unprepared to deal
with issues of diversity in their classrooms (OECD,
2010). When considering ITE within the UK context,
a lot of prospective teachers enrol in a one-year postgra-
duate teacher education programme that includes little
scope to develop inclusive professionals, compared to
the USA, Canada, and Australia where four-five year
programmes are offered (Coates, Harris, & Waring,
2020). The so-called ‘achievement gap’ between those
who achieve least and those who achieve most, is also
a chief concern in a lot of places, particularly the Uni-
ted Kingdom (OECD, 2007). This trend results in the
British having negative attitudes and low expectation
toward students with disabilities (Nind, Rox, Sheehy,
& Simmons, 2005). This resulted in the relocation of
responsibility for covering a lot of ITE content to place-
ment schools, specifically on topics such as SEND and
inclusion (Florian & Rouse, 2009).

This current article reviews the literature in order to
initiate discussion and examine decisions concerning ITE
for inclusion, as it has been shown that there are similar
issues related to ITE for students with SEND between
the two countries, such as a lack of pre-service teacher
training, and negative attitudes and low expectations to-
ward these students (Coates, Harris, & Waring, 2020;
Son, 2012; Nind, Rox, Sheehy, & Simmons, 2005; Park
& Kang, 2003). While there is a considerable amount of
research on ITE (Coate, Harris, & Waring, 2020; Song,
Sharma, & Choi, 2019; Symeonidou, 2017; Cochran
-Smith et al., 2016; Musset, 2010; Florian, Young, &
Rouse, 2010), this body of research still has substantial
gaps, as it relates specifically to SEND in South Korea
and in the UK. Therefore, this article attempts to exa-
mine the ITE in relation to SEND in South Korea and
in the UK in order to relocate ITE of Korean inclusive
education.
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To begin, this article provides a review of literature
that discusses SEND in South Korea and in the UK.
Next, it examines the reasons why people have negati-
ve attitudes towards people with disabilities to consider
expanding the effective ITE, and more directly, its impact
on Korean inclusive education. This article concludes
with implications in the Korean professional context.

SPECIAL EDUCATIONAL
NEEDS AND DISABILITIES (SEND)
IN SOUTH KOREA AND IN THE UK

The history of special education in South Korea is not
long compared to other countries (Kwon, 2005). Tho-
ugh the special education policies and legislation in So-
uth Korea have been greatly influenced by the United
States, there have been remarkable independent develop-
ments in special education (Yoo & Palley, 2014). In the
21st century, South Korea has begun to show concern
for children and young people with SEND in educa-
tion, with Korean educational practitioners and experts
fostering and amending special education legislation to
secure the rights of students with disabilities in an inc-
lusive education context (Kim, 2014). Also, the number
of students with disabilities in the general schools has
grown and roughly forty thousand students with disabi-
lities (sixty five percent of all students with disabilities in
the country) were included in general education in 2007
(Seo, 2014). In 2012, the total budget of South Korean
Special Education was two trillion Korean won (US$ ro-
ughly two billion). Much of this budget, almost thirty
four percent, was allocated to support special education
(Yoo & Palley, 2014).

There has been more national legislation created to
extend and support inclusive curricula in schools (Kim,
2014), as inclusive education has become part of the
focused efforts to guarantee the right to learn without
discrimination for students with SEND in South Korea
(Kim, 2013). In this regard, the government has been
putting a lot of effort into the development of human ri-
ghts of foreigners (Yoo & Palley, 2014) as well as offering
educational services such as after-school classes for chil-
dren from multicultural families and providing teacher
training services to strengthen positive awareness to te-
ach these children (Kim, 2007). Recent positive changes
of the government involve legislation in terms of people
from different backgrounds, from restraint and admini-
stration to respect and understanding (Kim, 2009).

Meanwhile, teamwork between educators and poli-
cy makers plays an important role in helping children
to be active learners by sharing their own ideas and en-
couraging children to get involved in various activities
in schools. The Every Child Matters agenda in England
and Getting It Right for Every Child in Scotland are good
examples to show how UK national policies are well or-
ganized to support children (Florian & Kershner, 2009).
For instance, the Every Child Matters (ECM) framework
aims to bring about root-and-branch reform of children’s
services at every level to ensure that every child, whate-
ver their circumstances or background, have the support
they need to be healthy, stay safe, enjoy and achieve thro-
ugh learning, make a positive contribution to society, and
achieve economic well-being (Crawley, 2000). Getting It
Right for Every Child also has the potential to be world-
leading in its national, strategic approach to promoting
the well-being of all children through universal public
services (Coles, Cheyne, Rankin, & Daniel, 2016). In
England, The Association of Educational Psychologists
co-operates with the government by providing written
manuals to develop inclusion (Farrell & Venables, 2009),
and medical and educational psychologists work together
with schools for the development of inclusive education.
Furthermore, they respond to schools” demands to assess
students with learning difficulties (Farrell & Venables,
2009). In addition, there is something remarkable in the
way Scotland has been addressing the current world situ-
ation, by widening the categories of SEND. In 2003, the
Scottish Executive gathered and made a list not only for
children with SEND who are recorded but also children
who are not recorded (Scottish Executive, 2004).

However, since the late 1900s, inclusion in the UK
has been developed slowly and unevenly (Florian, 2010).
SEND in UK is not specifically indicated in law and the
predominant model of SEND in policy texts has concen-
trated on individual impairments and pathology (Smith,
Florian, Rouse, & Anderson, 2014). In England, though
the number of separate special schools has constantly re-
duced during the last twenty years, education authorities
tend to dislike change in education (Florian, 2007). In a
knowledge-based global economy, successive UK gover-
nments have clearly acknowledged the significance of a
well-educated and skilled population, and both increasing
standards of achievement at all stages of education and inc-
lusive education are national priorities (Pumfrey, 2008);
however, most schools aim to encourage students to have
high academic achievement, and this trend tends to over-
look low performing students and problematic students
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(Florian, 2014). Therefore, the Scottish Parliament repor-
ted that negative attitudes and low expectations toward
students with disabilities are the biggest obstacles (Nind,
Rox, Sheehy, & Simmons, 2005). Though the care, love
and interaction between teachers and students from diffe-
rent background groups has been emphasized in England
(Bhopal & Rhamie, 2014). Rhamie (2007) reported that
a significant number of African Caribbean students gained
less attention and support from their teachers and they felt
discrimination in the class. In addition, not every parent
who has children with disabilities wants a normal educa-
tion. Several parents raised their voices to indicate that
they want their children to attend separate special schools
because they cannot combat the discrimination in the ma-
instream schools (Runswick-Cole, 2008).

There are also disadvantages in the South Korean inc-
lusive education system as there is a huge difference be-
tween the possibility of fulfilling inclusion and the reality
(Kim, 2014). Though the government provides practices
of early identification of children with disabilities such
as free screening and health check-ups, child identifica-
tion activities, assessments and evaluations etc. (Kang,
Kang, & Plunkett, 2015), there are some obstacles to
early recognition of disabilities such as a lack of know-
ledge on early intervention, and a paucity of information
regarding this practice (Cho, 2004). In terms of early
intervention for children with SEND, South Korea lags
behind other OECD countries (Yoo & Palley, 2014).

Furthermore, there has been a lot of legal support
and effort to provide impartial educational opportu-
nities for young people with SEND but many students
with disabilities are still educated in separate educational
environments (Kwon, 2005). Though sixty five percent
of students with SEND are involved in inclusive educa-
tion both in special and regular schools, only special edu-
cation teachers teach these students in the special classro-
oms in regular schools. It means these students are not
included in regular educational curricula (Kim, 2014).
Practically, the major educational environments are only
special schools and special classes in general schools for

students with SEND (Kwon, 2005).

Korean education also emphasizes and imposes high
academic expectations on students (Seo, 2014), and this
tendency causes teachers to concentrate on high acade-
mic achievement by imposing a much more competitive
spirit on students, instead of respecting individuals’ ta-
lents or potential. Consequently, this leads to difficul-

ty for students with SEND to be integrated in regular
schools (Seo, Oakland, Han, & Hu, 1991).

In addition, there have always been negative attitudes
toward children with disabilities (Kim, 2014), and these
negative social environments cause parents who have chil-
dren with disabilities to be reluctant to receive support
from social institutions (Park & Chung, 2015). A lot of
parents who are financially sound give preference to using
expensive private services, because they do not want the-
ir children to be known to be enrolling for public servi-
ces managed by the government (Park & Chung, 2015)
because of discrimination within public schools (Kwon,
2005). In reality, school registration numbers are smaller
than the actual number of people with disabilities (Park,
2002). In this regard, the reform of the educational sys-
tem of both countries is required to ensure that it is more
responsive to the demands facing teachers and schools to-

day (Song, Sharma, & Choi, 2019; Rouse, 2010).

Why do people have negative attitudes

towards people with disabilities?

Even if knowledge and skills relating to SEND students
are considered as important factors, educators’ positive
attitudes and belief towards these students are much more
important (Forlin, 2010). In reality, however, these stu-
dents are regarded as abnormal in classes (Florian, 2009).

Therefore, it is important to examine the historical
context of inclusion (Robinson & Goodey, 2017). The
old-fashioned idea was that the only way to identify pe-
ople with disabilities was through medical means (the
Medical Model) (Hallett & Hallett, 2010). Religious
ideology and ethics were also used to distinguish be-
tween the usual and the unusual (Florian, 2007). This
only concentrates on individual functional flaws and one
of the reasons why medical models have been judged
inadequate is that they concentrate on only the things
that people cannot do (Nind, Rox, Sheehy, & Simmons,
2005). This trend influenced society to identify people
with disabilities pathologically instead of discovering pro-
blems encompassing their lives (Farrell, 2004). The effect
of medical models is to classify people by labelling (Rose,
2010). Classification brings about certain ways in which
people are divided into normal and abnormal by label-
ling, thus strengthening discrimination (Florian, 2014).
This leads people into identifying who are the disabled in
the society and placing a different value on those people
(Florian, 2014). This categorization causes people to see
the disabled as stupid and to conclude that they should be
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separated from normal groups (Ho, 2004). For example,
if students with disabilities are categorized from other stu-
dents in the class, they can be also classified as stupid lear-
ners (Florian, 2007). The effect of placing labels on those
students is that other people will have lower expectations
which would influence their future careers (Ho, 2004).

Likewise, there were labels given to people with disa-
bilities and this frequently led to discrimination in South
Korea and many people regarded those people as obsti-
nate, reckless, social misfits, and incompetent (Kwon,
2005). Some Koreans took the view that, if they met a
person who had a visual impairment, it was considered a
ruined day (Seo, Oakland, Han, & Hu, 1991). It shows
that there was a trend to consider disabilities as being a
personal disease (Kim, 2013). Actually, this view origi-
nated from the Buddhist belief that by doing something
wrong in their previous lives, people are born with de-
fects, and though most Koreans no longer believe this, it
was once part of the culture (Yoo & Palley, 2014). Due
to such negative views, perceptions and attitudes, a lot
of Korean parents who had disabled children were re-
luctant for their children to be identified as the disabled
(Kwon, 2005). Even though in the early 1960s, people
recognized the necessity for inclusion of students with
disabilities, those students did not have opportunities to
be educated (Yoo & Palley, 2014).

As we have seen above, educators’ negative attitudes
and low expectations toward students with disabilities in
both countries cause these students to be maladjusted
in inclusive education (Nind, Rox, Sheehy, & Simmons,
2005; Kim, 2014; Seo, 2019). Therefore, there is the
greatest need of more teacher training for educating chil-
dren especially with disabilities in order to successfully
implement inclusive education (Kim & Chung, 2012).

INITIAL TEACHER EDUCATION
FOR INCLUSION IN SOUTH KOREA
AND IN UK

Since the 20th century, the importance of educators’
beliefs and roles towards inclusion has been highlighted
(Kaikkonen, 2010). However, a lot of educators who are
presently teaching in schools have not been equipped to
deal with such challenging issues (Stanovich & Jordan,
2002). Though the current world is asking educators to
take a greater variety of roles in preparing for inclusion
(Rose, 2010), educators feel that they are not prepared

for inclusive education (Florian & Camedda, 2020). The
project Educating Teachers for Children with Disabi-
lities (United Nations Children’s Fund, 2013) provides
data to discuss various aspects in relation to effective te-
acher education because it suggests that a noticeable per-
centage of teachers across countries are not educated for
inclusion in their initial teacher training courses.

In South Korea, there are presently thirty-three priva-
te universities and six national universities that provide
diverse types of pre-service training programmes to pre-
pare special education professionals (Hong, Ryoo, Lee,
Noh, & Shin, 2020). Each year, roughly one thousand
seven hundred students graduate from these universities
and start their careers as certified special education pro-
fessionals (Ministry of Education, Science, and Techno-
logy 2011). These pre-service teachers are also required
to participate in field experience such as practicum and
site visits while studying at their universities to be equip-
ped as professionals (Hong, Ryoo, Lee, Noh, & Shin,
2020). About one thousand seven hundred certified spe-
cial educators take charge of the education of students
with SEND, which means that the approximate teacher-
student ratio is one: five (Kim, Park, & Lee, 2015).

On the other hand, since 2009, teacher training pro-
grammes in South Korea have required a single compul-
sory subject concerned with special education as part
of regular education teacher qualification (Son, 2012).
Most regular school teachers have not taken modules
on special education while studying at college. For in-
stance, only twenty five percent of in-service inclusive
school educators have taken teacher training during their
college career (Kim, 2013). As a result, regular school
teachers have a strong tendency to evade or neglect the
responsibilities of offering education for students with
SEND and shift the responsibility on to special educa-
tion teachers (Kim, 2013).

Even though the Korean government has been provi-
ding teacher training services to reinforce positive aware-
ness to teach these students (Kim, 2007), in reality there
was no education on the responsibility and role of inc-
lusive education during their initial teacher training (Lee,
20006). According to a qualitative case study conducted
by Kim (2012), general teachers call students with disa-
bilities ,disabled students” rather than calling them their
own names. This study shows that regular teachers are
prejudiced and have negative perceptions toward students
with disabilities. The most important personnel in imple-
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menting inclusive education are regular teachers (Scruggs
& Mastropieri, 1996), because the environment of inc-
lusive classes should be interactive, and created to boost
interaction between students with and without SEND,
and it is the regular school teacher of inclusive classes,

who plays this role (Kim & Woo, 2014).

In this regard, some researchers have insisted that one
single subject course is not enough to cover a number
of issues in relation to inclusive classes (Choi & Seo,
2016). A single subject about special and inclusive edu-
cation has not fulfilled teachers’ professional needs to te-
ach in inclusive classrooms because they need to acquire
appropriate ability and instruction skills to modify cu-
rriculum to teach students with disabilities (Jee, 2010;
Kim & Kang, 2008). This situation suggests that more
effective teacher education should be offered before they
begin a professional teaching career (Yada & Savolainen,
2017). For this reason, teacher trainers need to be con-
tinuously exploring ways to create inclusive educational
units of study that are more effective, and at the same
time negotiate what components are necessary for an ef-
fective approach to emphasizing inclusive education in
teacher training courses (Symeonidou, 2017).

Different courses highlight different aspects, such as
positive attitudes towards inclusion, skills, and compe-
tences (Forlin & Chambers, 2011). However, these sho-
uld take into account the situation in a specific country,
such as the historical and political developments in edu-
cation, the cultural context, and the nature of the educa-
tion systems and schools in that country (Symeonidou,
2017). As a part of the culture, negative views toward
people with disabilities originated from Buddhist belief
(Yoo & Palley, 2014), and prioritizing excellent academic
performance of students in Korean regular schools (Park
& Kang, 2003) will need to be reformed in the Kore-
an context. Therefore, educators’ negative attitudes and
low expectation toward students with disabilities (Kim,
2014) should be considered first as significant number of
studies have reported that completing special or inclusive
subjects in one’s universities could bring positive impact
on pre-service teachers” attitudes towards inclusive edu-
cation (Sharma, Simi & Forlin, 2015; Varcoe & Boyle,
2014; Taylor & Ringlaben, 2012). Implementing effec-
tive initial teacher training will also provide inclusive
ideas to teachers in the classroom (Symeonidou, 2017)

Meanwhile, in the UK, there are a few nationally ap-
proved higher qualifications for working with students

who have SEND, but it is not a compulsory requirement
(Florian & Rouse, 2009). There have been a lot of ap-
proaches to training teachers to work with students with
SEND, few of which were successful (HMI, 1990). One
barrier often cited is the ineffectiveness of Initial Teacher
Education (ITE) programmes for equipping pre-service
teachers to work in inclusive classrooms with learners
who have SEND (Loreman, Sharma, & Forlin, 2013).
It showed that British pre-service teachers do not have
self-reported confidence to teach students with SEND,
as well as in their understanding and knowledge about
SEND and inclusive practice.

In particular, they do not have direct experience
of working with SEND (Coates, Harris, & Waring,
2020). In this regard, Rouse (2008) argues that in or-
der to achieve effective inclusive practice, ITE program-
mes must get over just expanding knowledge about
inclusion, and also put in place opportunities which
encourage pre-service teachers to attempt new things
and reconsider their beliefs and attitudes. A study that
incorporated both a longitudinal quantitative research
and a qualitative interview conducted by Coates, Harris,
& Waring (2020), it shows the effectiveness of direct
experience of working with young people with SEND
for developing pre-service teachers’ efficacy in their les-
sons. They demonstrate that the direct experience has
increased pre-service teacher’s knowledge about SEND
and inclusion, but also that the pre-service teachers’
belief in their own teaching ability related to inclusive
practice has increased. Rouse (2008) also supports these
research findings that consider the evidence of ‘doing’,
which refers to changing knowledge into action, going
beyond reflection, developing practice and learning how
to work with students with SEND.

A study by Boyle, Topping and Jindal-Snape (2013)
demonstrates the affirmative attitudes of Scottish te-
achers towards inclusion. It was conducted with three
hundred and ninety secondary teachers and showed that
the women in education had more positive attitudes
than male educators, and newly appointed teachers and
trainee teachers were more positive in their attitudes to-
wards inclusion than experienced teachers. It shows that
over recent years, changes to educational policy, the use
of a standards driven assessment of pre-service teachers
as part of a school and university partnership, and go-
vernmental regulation of ITE provision have made more
effort in addressing the needs of students with SEND
(Coates, Harris, & Waring, 2020).
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DISCUSSION AND THE IMPLICATIONS
ON KOREAN PROFESSIONAL CONTEXT

While there is a lot of research on initial teacher education,
this body of research still has substantial gaps, as it relates
specifically to SEND in the South Korea and in the UK.

In terms of SEND in South Korea, special education
legislation and policies show remarkable developments
such as allocating more of the education budget to support
special education, and putting considerable effort into the
development of the human rights of foreigners (Yoo &
Palley, 2014), however there is still a lack of knowledge
on early intervention (Cho, 2004), a lot of students with
SEND are still educated in separate educational environ-
ments (Kwon, 2005), and teachers only concentrate on
high academic achievement by promoting a competitive
spirit in students (Seo, 2014) that cause negative attitudes
toward children with disabilities (Kim, 2014).

Regarding SEND in the UK, national policies are
well organized to support children (Florian & Kersh-
ner, 2009), educational and medical psychologists work
together with schools for the development of inclusive
education (Farrell & Venables, 2009). In addition, the
government has extended the categories of SEND such
as gathering a list not only for children with SEND
who are recorded but also children who are not recor-
ded (Scottish Executive, 2004). However, educators have
had a priority of academic achievement in all stages of
education (Pumfrey, 2008) that results in ignoring low
performing and problematic students (Florian, 2014).
The reports of the Scottish Parliament show that nega-
tive attitudes and low expectation toward students with

disabilities are the biggest problem in inclusive environ-
ments (Nind, Rox, Sheehy, & Simmons, 2005).

It is also suggested that the reason for people’s negative
attitudes towards people with disabilities are : the medical
model, religious ideology and ethics. The medical model
was highlighted to identify people with disabilities (Hal-
lett & Hallett, 2010), and religious ideology and ethics
were used to classify between the usual and the unusu-
al (Florian, 2007). These phenomenon caused people to
concentrate on the things that people cannot do and indi-
vidual functional flaws (Nind, Rox, Sheehy, & Simmons,
2005). As a part of the culture, the Korean negative view
originated from the Buddhist belief that by doing some-
thing wrong in their previous lives, people are born with
defects (Yoo & Palley, 2014). These old-fashioned ideas of

viewing people with SEND have caused educators’ nega-
tive attitudes and low expectations toward students with
disabilities that leads to students with SEND to be ma-
ladjusted in inclusive education (Nind, Rox, Sheehy, &
Simmons, 2005; Kim, 2014; Seo, 2019). Therefore, the
greatest need is for more teacher training about educating
children with disabilities in order to successfully imple-
ment inclusive education (Kim & Chung, 2012).

In terms of ITE for inclusion in South Korea, such
education is insufficient to provide for pre-service te-
achers for mainstream teachers compared to the pre-
service training programmes to prepare special education
teachers (Hong, Ryoo, Lee, Noh, & Shin, 2020; Son,
2012). According to Yoo & Palley (2014), more effective
initial teacher education is required, and their study pro-
poses that school reformation is necessary particularly in
regard to the negative views toward people with disabi-
lities that comes from a cultural Buddhist belief as a part
of the culture, and also the prioritizing of achieving ex-
cellent academic performance in students in Korean re-
gular schools (Park & Kang, 2003). Therefore, educators’
negative attitudes and low expectations toward students
with disabilities (Kim, 2014) should be considered first,
and more effective initial teacher education is proposed
in order to implement effective inclusive education.

Regarding ITE for inclusion in the UK, there is not
a compulsory requirement of nationally approved higher
qualifications for working with children who have ad-
ditional support needs (Florian & Rouse, 2009) There
were many approaches to train teachers to work with
students with SEND and few were successful (HMI,
1990). For this, the ineffectiveness of ITE programmes
for equipping pre-service teachers to work in inclusive
classes with learners who have SEND is pointed out (Lo-
reman, Sharma, & Forlin, 2013). In particular, the direct
experience of working with students with SEND leads to
effectiveness for improving pre-service teachers’ efficacy
in their lessons (Coates, Harris, & Waring, 2020).

This current article provides a rationale to support the
need for further research and implications based on exi-
sting data. Firstly, excessive competitive school cultures
must be changed. A lot of effort is needed to create positi-
ve school cultures by encouraging individual ability and
character, rather than advocating emulation (Kim, 2013).
Practical implementation of inclusive education in regu-
lar schools may not be possible, if an undue competitive
atmosphere is maintained in schools (Kim, 2014).
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Second, teacher training that enhances teachers atti-
tudes should be improved. In order to improve effective
inclusive education, both teachers in regular and special
schools should co-operate together. In addition, practical
and specialized teacher training for SEND should be ava-
ilable for students in every teacher college (Kim, 2014).
If these factors are well considered, an inclusive educa-
tion could advance, therefore the efforts of government
and people are needed (Kwon, 2005). The attitude of a
person is usually shaped by their understanding, which is
formed from their awareness and knowledge (Acar-Ciftgi
& Gurol, 2015). In order to increase one’s understanding
and knowledge, people need to contact with people from
different backgrounds (Allport, 1954). As we have lear-
ned from the case of UKs initial teacher education, those
who had had contact with people with disabilities were
more confident, positive, and had lower concern levels
in implementing inclusive education than those who had
not. This has clear implications for teacher education in
South Korea. Teacher educators should consider ways to
offer pre-service teachers rich experiences of interacting
with people with disabilities (Song, Sharma, & Choi,
2019). Further research should examine the development
of field experience and even the possibility of volunteer
work, being included pre-service teacher education, as
they could be positively influential in developing pre-
service teachers’ positive attitudes toward students with
SEND (Hong, Ryoo, Lee, Noh, & Shin, 2020).

In addition, continually reviewing student program-
me structures assures that the quality of courses in rela-
tion to special education is high enough to equip pre-
service teachers to be able to work with students with
disabilities more efficiently (Levin, Hibbard, & Rock,
2002). In order to fulfil such things, South Korea needs
a decisive reformation in teacher training both in general
and special education (Kim, 2013).

Furthermore, Koreans should become aware that the
society is steadily changing from a mono-cultural com-
munity to a multi-national community and therefore
this social flow is inevitable (Kim, 2009). By considering
this, students should be educated in terms of anti-biased
education and multi-cultural education in schools (Kim,
2009). There is an especially urgent need for taking inte-
rest in and caring for the neglected socio-economic gro-
ups, and it means changing social attitudes is a key factor
to construct inclusion in the regular schools (Beckett,
2009). In this regard, more governmental and academic
concern has to be shown (Park, Cho, & Yoon, 2009).

According to the Ministry of Unification (2017), the
number of North Korean refugees who came into South
Korea reached roughly ten thousand people in 2007,
twenty thousand people in 2010, and rose to over thirty
thousand people in 2017. Though they run away from the
harsh living conditions, resettling in South Korean socie-
ty is another challenge for them (Um, Chi, Kim, Palin-
kas, & Kim, 2015). North and South Koreans look like
each other (Park, Cho, & Yoon, 2009), but most South
Koreans tend to look down and feel pity for North Ko-
reans, so that they find it difficult to make relationships
in South Korean society (Kim & Jang, 2007). In spite of
support by both NGO’s and government associations for
their adjustment, North Korean refugees still have a tough
time battling against discrimination and bias (Min, 2008).
Therefore, South Koreans should be educated to embrace
people from different backgrounds (Kim & Jang, 2007).

In addition, by considering the different educational
systems between North and South, institutional efforts
of government are required in order to help the academic
achievement of students from North Korea. Vocational
education is also necessary for them to be employed in
the society in which they live (Kim, 2007). Thus, vario-
us activities from government associations, civic groups,
religious groups, individual supporters and corporations
have to be combined (Min, 2008).

According to Foreman (2008), schools should of-
fer education for the needs of all the students in their
communities, no matter what ability and disability. In
this regard, teachers should cooperate with parents and
administrators to discover ways in which to include stu-
dents with SEND into the regular curricula (Jordan &
Stanovich, 2003). In order to practice inclusive educa-
tion effectively, cooperation is needed between teachers,
politicians, policy makers and researchers because they
have a critical role to play; but the most important thing
is that a change of people’s perceptions via effective
initial teacher education is required (Symeonidou, 2017)
by respecting each individual with SEND by listening to
them (Rose, 2010).
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