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Abstract 

The introduction of government legislation and department of educational standards 

detailing the rights of all students (including those with a disability) to have access to 

education within regular schools and classrooms created a need to understand the process by 

which quality inclusive education environments could be fashioned.    

Rationale: Classroom teachers have been identified as key stakeholders responsible 

for implementing inclusive practices in their classrooms, however, it was unclear how to 

prepare pre-service teachers (PSTs) to work in inclusive educational environments. For the 

purpose of this research, the Theory of Planned Behaviour (TPB) was used as a guide to 

understand the variables associated with PST preparedness for inclusion. The variables 

included: their beliefs about inclusive education (attitudes), their self-perceptions of 

competence (teaching efficacy) to teach in inclusive classrooms, their apprehensions 

(concerns) and willingness to teach in inclusive classrooms (intentions). 

Aims: There were five major aims of the study.  First, to affirm whether or not the 

‘preparedness’ variables and the relationships between them were in line with the TPB. 

Second, to identify if a PST’s intention to teach in an inclusive classroom could be predicted 

from the ‘preparedness’ variables (i.e. attitudes, teaching efficacy and concerns). Third, to 

understand the impact the inclusive education university Subject had on the TPB variables 

associated with inclusive practice. Furthermore, to understand if there was any differential 

impact relating to how the Subject’s content was delivered (i.e. co-teaching or single-teacher 

model). Fourth, to investigate PSTs’ perceived facilitators and barriers to teach in inclusive 

classrooms. Fifth, to identify if there was a significant relationship between PSTs’ 

preparedness variables and their actual inclusive practices in the classroom.  

Method: A pre-test/post-test quasi-experimental design was used to investigate the 

relationships between the key variables, predict intentions and to understand the impact of the 
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inclusive education Subject. Impact was determined by comparing the scores of each 

participant on measures of intentions, attitudes, teaching efficacy and concerns about 

inclusive education before and after the Subject using two different modes of delivery. 

Qualitative questions were included in the survey to examine the PSTs perceptions of 

facilitators and barriers to inclusion in their future classrooms. A small group (n=4) of PSTs 

who had attended the Subject were observed, using the Inclusive Practices Classroom 

Observation Schedule (IPCOS), for three one hour teaching periods each.  These observations 

were undertaken to assess if their preparedness variables were related to their observable 

inclusive teaching practices.   

Results: One hundred thirteen PSTs participated at pre-stage and 67 at post stage. The 

TPB was deemed a useful framework to investigate PSTs’ intentions and associated variables. 

Additionally, intentions to teach in inclusive classrooms were significantly predicted at pre 

and post stages respectively. More specifically, standard regression analysis revealed that 

PSTs’ attitudes were a significant predictor at both stages, while concerns were a significant 

predictor at pre-stage and teaching efficacy was a significant predictor at post-stage. 

Moreover, paired-sample t-tests indicated that participation in the Subject positively 

influenced PSTs’ intention to teach within inclusive classrooms. To provide additional data 

regarding the impact of the Subject, thematic analysis of responses related to perceived 

facilitators suggested that, at post-stage, responses were often more specific and related to the 

content taught during the Subject. Also, the most common themes that could hinder or 

support inclusion were related to ‘school-system’ variables. Furthermore, while PSTs, who 

were observed in the classroom, demonstrated positive correlation between variables such as 

attitudes, efficacy and intentions with their inclusive teaching practices the relationships did 

not reach statistical significance between their scores on the IPCOS and intentions to teach in 

inclusive classrooms.  
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Conclusions: It was possible to predict PSTs’ intentions to teach in an inclusive 

educational manner. Furthermore, the relationships between the key variables aligned with 

the TPB. Taken together, these findings imply that the TPB had some utility in understanding 

PSTs’ preparedness for teaching in an inclusive manner.  Additionally, the Subject delivery 

mode that included both practicing teachers and academics as presenters appeared to be more 

effective than the mode where only an academic was involved. In light of these conclusions, 

implications and recommendations are provided for policy makers, teacher educators and 

researchers to work towards the goal of aligning what is taught during teacher education and 

how PSTs enact inclusive practices in the classroom.  
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Chapter 1: Introduction 

Rationale for the Study 

While the philosophy underpinning the value of inclusive education is now widely 

accepted and legislation is in place to support the implementation of inclusive practices in 

Australia, it remains unclear how to efficiently implement these practices. The most critical 

aspect in this regard is how teachers should be prepared to teach in inclusive classrooms 

(Forlin, Chambers, Loreman, Deppler, & Sharma, 2013; Forlin, 2012a). The present study, 

therefore, examined what it means for PSTs to be prepared to work in inclusive classrooms 

and how best to meet the goals of inclusion through adopting innovative models of preparing 

teachers to teach in such environments.  

 

Background 

In Australia, while it is compulsory for students aged 6-16 to attend school, there was, 

prior to 1992, no mandate to provide education or to teach students with diverse needs within 

mainstream classrooms (Australian Legal Information Institute, 2009). In a bid to address 

unlawful discrimination based on one’s disability, the Australian government passed the 

Disability Discrimination Act 1992 (DDA) (Commonwealth Government of Australia, 1992). 

This act aimed to: eliminate discrimination against people with disabilities; to ensure that 

people with disabilities have the same rights to equality before the law as people without a 

disability; and to promote recognition and acceptance within the community of the principle 

that people with disabilities have the same fundamental rights as the rest of the community. 

The introduction of the DDA caused difficulties for teachers who struggled to balance their 

duty to provide a non-discriminatory educational setting and their ability to plan for and meet 

the needs of students with atypical learning needs and/or challenging behaviours.  
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The Disability Standards for Education 2005 (DSE) (Commonwealth Government of 

Australia, 2006) were published to provide further guidance for teachers on how best to 

implement the DDA standards. The DSE helped to clarify the obligations of education 

providers to ensure that education would be accessible to all students with disabilities. 

Teachers were therefore required to make ‘reasonable adjustments’ to their programs so that 

all students would have access to the regular curriculum as well as the opportunity to receive 

instruction tailored to their individual learning needs. The standards included: 

 

x Enrolment and admission – a person with a disability must be able to seek 

admission and receive advice and support on the same basis as a person without a 

disability and without discrimination.  

x Participation – students with a disability must be able to participate in courses or 

programs without discrimination.  

x Curriculum development, delivery and accreditation – all students must be able to 

participate appropriately in learning experiences.  

x Provision of student support services – a student with a disability must have 

access to services other students use or, if necessary, specialised services. 

x Harassment and victimisation – processes must be developed to prevent 

harassment or victimisation of students with a disability.  

 

The recent Royal Commission into Violence, Abuse, Neglect and Exploitation of 

People with Disability (Disability Royal Commission) highlights education and learning as 

key areas of inquiry (Disability Royal Commission, 2019). It is proposed that education and 

learning represent features of society that seeks to include people with disability as well as a 

context that has the potential to expose students to discrimination and exclusion. This public 
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inquiry was founded on two key principles including: a human rights approach to education 

and an intersectional approach which suggested that there are multiple factors that influence 

students with disability (e.g. cultural background, gender identity, language). The report was 

collaboratively prepared by representatives from community, disability organisations and 

education academics. The report outlines a number of barriers to inclusive education that 

continue to hinder the realisation of inclusion education. Workforce capability issues 

represent a prominent barrier that may impinge on the education of students. A key feature of 

the Royal Commission report was that the capability and skills of teachers is seen as critical to 

providing quality and inclusive education to students with disability. Furthermore, it was 

suggested that teachers require quality education to be able to implement inclusive education. 

Taken together, these suggestions imply that teacher educators should be justifying their 

processes and systematically evaluating how teachers are taught about inclusive education. 

Consequently, teacher educators have felt obliged to prepare PSTs to work in an 

inclusive educational model. Accordingly, the current research examined the preparation of 

PSTs for working within inclusive education settings. First, the utility of Ajzen’s (1991) 

evidence-based theory (The Theory of Planned Behaviour-TPB) was assessed to establish if it 

was a useful framework to investigate PST preparedness for working in inclusive educational 

settings. Second, the trial of the collaboratively developed (i.e. by teacher educators and 

practising classroom teachers) university Subject to promote PST intentions to teach within 

inclusive classrooms was measured.  
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Theoretical Framework  

The present research is based on two key assumptions: 
 

1. In order for PSTs to implement high quality inclusive teaching practices (i.e., the 

ability to plan and account for individual learning needs), their intention to teach 

in an inclusive classroom need to be high. 

2. In order for PSTs to have high intentions to teach in inclusive classrooms, their 

concerns, such as about resources, acceptance of those with disability by other 

students, maintaining academic standards, increased workload, about inclusive 

education need to be low. 

 

According to Shulman (2004), effective teachers require that they are broadly 

prepared with regard to their ‘head, heart and hands’, commonly known as the ‘3H’ model. In 

other words, teacher education should focus on knowledge and theory (head), ethics and 

attitudes (heart) and technical and practical skills (hands). Building upon these ideas, Rouse 

(2010) advocated that teacher educators should focus on all these domains. It was thought 

that Ajzen’s (1991) TPB could be used to understand aspects of the ‘3H’ approach to 

inclusive education. For this reason, the theory was used to guide the current research in 

understanding PST intentions to teach in inclusive classrooms. 

 

The Theory of Planned Behaviour 

Ajzen’s (1991) TPB attempts to explain volitional behaviour through understanding 

the attitudes of professionals. The TPB outlines four key elements that influence behaviour. 

Namely: 1) attitudes, 2) subjective norm, 3) perceived behavioural control and 4) intentions. 

Specifically, the TPB asserts that an individual’s attitudes, subjective norm and perceived 
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behavioural control are independent constructs that determine their intentions. In turn, these 

intentions strongly predict actual behaviours (Ajzen, 1987).  

In the case of inclusive education, a teacher who has a positive attitude towards 

responding to diversity (attitudes), feels their behaviour is typical within their specific culture 

and is socially supported (subjective norm), and perceives that they have sufficient 

behavioural control about how to include individuals with disabilities (teaching efficacy), will 

likely have higher intentions to teach in inclusive classrooms. Subsequently, these intentions 

should lead to quality inclusive practices. In addition, PST concerns about inclusive 

education have also been shown to be related to intentions to teach inclusively (Carew, 

Deluca, Groce, & Kett, 2019). Despite this construct not specifically fitting within the TPB, 

previous researchers have conceptualised PST concerns about teaching within inclusive 

classrooms as a representation of their subjective norms (Sharma, Simi, & Forlin, 2015). In 

other words, because PSTs are not regularly working in a school, it is difficult to establish if 

this construct remains stable over time. When PSTs reflect on ‘making inclusion happen’ they 

are, in a sense, assessing the support they may require or receive (Sharma et al., 2015). Given 

that the TPB model is being used as a guide and is not being validated in this present project, 

the variable concerns will also be investigated because it has the potential to explain some of 

the variance in intention to perform inclusive behaviours. Figure I is a representation of the 

key variables investigated in the current project, which was guided by the TPB.  
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Figure I. The theoretical framework guided by the TPB (Ajzen, 1991) 

 

Furthermore, the current research took place within a broader project founded on a 

new conceptual framework for teacher education which was framed by Shulman’s ‘3H’ 

model but applied to an inclusive teacher education context (Sharma, 2018). The broader 

project was concerned with the collaborative design of the new Subject for inclusive teacher 

education. More specifically, four features of teacher education guided the broader project. 

Firstly, PSTs should be taught by both university educators and practicing teachers. Secondly, 

content learnt by PSTs should be grounded in inclusive education philosophy and evidence-

based practice. Thirdly, school mentor teachers and university academics should collaborate 

in school classrooms to share knowledge and resources. Lastly, objective measures of teacher 

quality should be used throughout courses and during placement in order to determine their 

readiness to work in inclusive schools. Sharma (2018) suggests obtaining information from 

PSTs, mentor teachers and the students at schools. Making use of these three sources of data 

will create a deeper understanding of PSTs readiness to teach inclusively.  

Previously, researchers have specified the type of content to be included in teacher 

education for inclusion. Sharma (2012) specified a number of features of a PST subject that 
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implement inclusive education’. Furthermore, Forlin (2010a) has argued that teacher 

education courses should provide PSTs with practicum experiences to ensure that they can 

implement inclusive practices in authentic classroom situations. Teacher preparation 

programs, therefore, need to include formal practical experiences underpinned by 

philosophical and theoretical principles of inclusive education. 

The present study, framed within the broader project, focused on how to conceptualise 

the preparation of PSTs and to determine the impact of the newly designed inclusive teacher 

education Subject. Moreover, the PST education Subject was taught at two sites. At Campus 

A, the Subject content was co-taught by one practicing teacher and one university academic. 

Such a partnership was designed to help bridge the gap between theory taught in universities 

and inclusive classroom practice. At Campus B, the Subject was taught only by one academic 

as a comparison to the teaching arrangement at Campus A.  

The difficulty educators experience in aligning theory with effective inclusive 

educational practices has been well-documented (Foegen, Espin, Allinder, & Markell, 2001; 

Grima-Farrell, 2018). Despite this recognition, few studies have been conducted which 

specifically focused on the translation of inclusive principles into practice (Grima-Farrell, 

Bain, & McDonagh, 2011). The current research, therefore, sought to contribute to a better 

understanding of the apparent research-to-practice gap that exists in this research domain. 
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Aims 

Overall, the research aimed to contribute to an understanding of how to align 

inclusive theory with inclusive practice. Furthermore, the research was designed to: 

x Affirm whether or not the ‘preparedness’ variables and the relationships between 

them were in line with the TPB. 

x Determine whether PST intentions (i.e. the best predictor of actual practice 

according to the TPB) were predicted from their attitudes, efficacy and concerns. 

x Ascertain whether the attitudes, efficacy, concerns and intentions of PSTs were 

significantly related to background variables such as their gender, direct contact 

with people with disability, knowledge about policy and legislation etc.  

x Determine whether the TPB variables were significantly related to observable 

inclusive practices after completing the inclusive education Subject.  

x Understand the impact of the inclusive education Subject on the TPB variables 

associated with inclusive practice. Furthermore, to understand if there was any 

differential impact relating to how the Subject content was delivered (i.e co-

teaching or single-teacher model). 

x Investigate PST’s perceived facilitators and barriers to teach in inclusive 

classrooms. 

To work towards these aims two studies were conducted. The primary purpose of 

Study 1 (‘Pre and Post Stage Analysis’) was to determine which variables predicted PST 

intentions to teach in inclusive classrooms before and after completing the Subject in 

inclusive education. The secondary purpose of this study was to develop an understanding of 

the impact of the newly developed coursework Subject on PST attitudes towards inclusion, 
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teaching efficacy for inclusive education, levels of concerns about inclusion, and intentions to 

teach in inclusive classrooms.  

The purpose of Study 2 (‘Understanding Inclusive Practices’) was to examine the 

relationship between PST’s attitudes, self-efficacy, and concerns and intentions with regard to 

inclusive teaching practice. A research question was formulated related to these relationships. 

For this study, the data from the post questionnaire only (5-part survey) was used along with 

classroom observation data (Inclusive practices classroom observation schedule – IPCOS).  

Structure of Thesis 

 Chapter 1 presents a brief rationale and background to the current research area 

followed by the guiding theoretical framework. Next, the specific aims and an overview of 

the thesis are provided.  

 Chapter 2 is a literature review that includes: an overview of ‘what’ inclusion is and 

‘why’ it is a promising approach to educating students with disabilities. This is followed by a 

description of the international policies for inclusion, the policy related to PST education in 

Australia, the variables relating to attitudes, teaching efficacy, concerns and intentions, and 

the research relating to effective inclusive practices. Finally, the research questions associated 

with the present study will be presented.  

Chapter 3 includes a recently published article titled: ‘Investigating the practices of 

classroom teachers: a scoping review and thematic analysis’. This systematic scoping review 

expands on the current evidence base for understanding teacher’s inclusive classroom 

practices. Its purpose was to determine which inclusive practices teachers found important to 

use with learners with diverse abilities when conducting classroom observations. The 

thematic analysis of observable inclusive teacher practices was concentrated into five themes: 

‘Collaboration and Teamwork’, ‘Determining Progress’, ‘Instructional Support’, 
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‘Organisational Practices’, and ‘Social/Emotional/Behavioural Support’. These findings 

highlight the key themes relating to inclusive classroom practice and may help to guide future 

investigations of PSTs within a classroom context.  

Chapter 4 includes the research methodology used for the two studies. More 

specifically, the research design, participant selection and recruitment, setting, data collection 

procedures, instrumentation and data analysis procedures were outlined. This chapter also 

included ethical considerations for the research.  

 Chapter 5 provides an overview of the results including: the process of data entry, 

data cleaning, and analysis. The findings of Study 1 (‘Pre and Post Stage Analysis’) and 

Study 2 (‘Understanding Inclusive Practice’) are presented in line with the 10 research 

questions. Results of the pre/post analysis of questionnaires (including exploring the TPB 

variables), thematic analysis of open-ended questions, reliability assessment of scales, 

observation phase findings, are presented. This chapter also explores the impact of the 

inclusive education university Subject to influence PST attitudes, concerns, teaching efficacy, 

intentions and classroom practices. The results are based on pre/post analysis of TPB 

variables as well as the four observations.  

Chapter 6 presents the discussion. The results of the current research are examined in 

relation to the previous literature. First the utility of the theoretical framework (TPB) is 

considered. Next the impact of the inclusive education Subject is reviewed. Thereafter, 

features of the Subject (i.e. the content and co-teaching arrangement) are investigated. 

Finally, the prediction of intentions from the key variables are discussed.  

Chapter 7 presents the conclusions, implications, recommendations and limitations of 

the current research. More specifically, the chapter highlights how the findings of the current 

research contribute to the field of PST education for inclusion. Finally, the implications and 
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recommendations are specifically targeted at policy makers, teacher educators and 

researchers.  

 

Key Terms  

The following key terms are provided here to ensure that the essential concepts are 

clearly understood from the outset of the thesis:  

Inclusive Education 

“…a dynamic process of change and improvement through which the education 

system and individual schools, school managers, and teachers address the education needs of 

all children without discrimination” (UNESCO, 2013, p. 4) 

Inclusive Pedagogy 

…teacher skills and knowledge with regard to making inclusion work (Florian & 

Black‐Hawkins, 2011)  

Pre-service teacher (PST) 

…is an individual who is currently enrolled in a teacher preparation program with the 

aim of being a future educator. In the current project, PSTs were all in their third year of a 

four-year Bachelor of Education degree. 

In-service teacher 

…is an individual who is a qualified educator currently employed and practising in a 

school.  

Teacher Educator 

…is an individual who is responsible for delivering content and teaching PSTs in a 

university context.  
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Inclusive Education University Subject (the ‘Subject’) 

…a single unit of study focused on inclusive education that consisted of 10 

workshops followed by three weeks of practicum experience.  

Attitude 

… a learned predisposition to respond in a consistently favourable or unfavourable 

manner with respect to a given object (e.g. individuals, social groups, situations, events, 

social issues) (Fishbein & Ajzen, 1977).  

Teaching Efficacy 

…a teacher’s confidence in their own ability to affect student outcomes. Gibson and 

Dembo (1984) conceptualised the construct as having two distinct elements: personal teacher 

efficacy and general teacher efficacy. The former relating to their own inclusive teaching 

ability and the latter regarding the teaching profession’s general ability to bring about 

positive student outcomes.  

Intentions 

…a person’s readiness and willingness to perform a behaviour (Ajzen, 2011). 

Concerns 

…feelings of uncertainty that teachers may experience in response to changing or new 

demands (Yan & Deng, 2019). 

Inclusive Practices 

… strategies/behaviours that teachers use to ensure that students with diverse abilities 

can learn in regular classrooms (Finkelstein, Sharma, & Furlonger, 2019). 
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Chapter 2: Literature Review 

Chapter Overview 

In this chapter, further detail regarding the key variables related to pre-service teacher 

(PST) implementation of inclusive practices will be investigated.  

In Australia and internationally, improving PST education for inclusion is increasingly 

being targeted through policy initiatives. In addition to the foundational policy requirements 

outlined below (e.g. Salamanca Statement), the contemporary policy context has been 

designed to promote the need for higher quality PST education (AITSL, 2011). Consequently, 

teacher education providers are required to demonstrate that their programs are making a 

difference to PSTs in the classroom and that PSTs are ‘classroom-ready’ upon graduating 

from university (TEMAG, 2014).  

These ideas have been embodied in the recent Royal Commission report into 

Violence, Abuse, Neglect and Exploitation of People with Disability (the Disability Royal 

Commission) (Disability Royal Commission, 2019). More specifically, teacher capabilities 

and skills have been identified as critical to effectively teaching students with disability. As a 

result, it has been suggested that teachers require quality training to be able to implement 

inclusive education. It has been challenging, however, to identify the key variables associated 

with inclusive practice (Florian, 2008) along with understanding how best to target teacher 

education so graduate teachers are prepared to actually teach an inclusive manner. Therefore, 

the practices and variables relating to effective inclusive education practices need to be 

identified in order to inform the design of PST education programs and to understand if such 

programs are effective.  

The first section of the chapter provides an overview of what inclusion is and why it 

occupies a valid place on the current educational agenda. Next, the international policy for 

inclusion is outlined. Thereafter, the policies and standards related to PST education in 
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Australia are presented. Next, the definitions, previously published research and variables 

relating to attitudes, teaching efficacy, intentions and concerns, are presented. Additionally, 

the research relating to effective inclusive practice will be briefly reviewed. Lastly, the 

research questions associated with the current line of research will be presented.  

What is Inclusive Education? 

Two key definitions align with a modern interpretation of inclusive education. 

UNESCO (2013) recognizes that: 

 “…inclusive education is a dynamic process of change and improvement through 

which the education system, and individual schools, school managers, and teachers address 

the education needs of all children without discrimination” (p. 4).  

Ainscow (2005) identified four key elements that should form the foundation of 

inclusive education. First, inclusion is an ongoing process to search for ways to respond to 

diversity, and therefore it is aspirational and iterative. It is about an ongoing journey of 

learning to live with difference, and about learning about how to learn from difference. 

Second, inclusion is concerned with the identification and removal of barriers to learning. 

Implementing inclusion requires collecting, collating, and evaluating information from a 

variety of sources to plan for improving practice, systematically and scientifically. Third, 

inclusion is about the presence (i.e., attending schools alongside other students), participation 

(i.e., the quality of experiences), and achievement (i.e., learning and achieving across the 

curriculum not just examination results) of all learners, not just those who have an identified 

disability. Fourth, inclusion involves a particular emphasis on learners who are at an 

increased risk of marginalisation, exclusion, or underachievement. Inclusion requires that 
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educational stakeholders (i.e. teachers, teacher educators, PSTs etc.) attempt to ensure the 

presence, participation, and achievement of all students within education systems.  

The term ‘inclusion’, however, is often used in relation to special education and 

educating students with disability only (Arduin, 2015; Norwich, 2014). These notions are 

more in line with a segregation approach to education and do not align with the 

aforementioned definitions of inclusion. The stakeholder responsible for ‘reclaiming’ the term 

‘inclusive education’ and working towards inclusive goals is the classroom teacher. Teachers 

are one of the most significant variables associated with student achievement and in the 

development and implementation of inclusive education (Hanushek, 2014; Hattie, 2009). 

Teachers are, therefore, well positioned to be key agents for implementing inclusive reforms 

within schools and classrooms to overcome a history of segregation and to influence school-

student outcomes (Friend, 2014; Hattie, 2009; OECD, 2005). 

Overall, reforms for inclusive education can be considered an opportunity to increase 

the quality of education for all. When viewed as an educational challenge, teachers may strive 

for better outcomes for themselves and their students. Thus, focusing on teachers and their 

approaches to implementing inclusion as opposed to focusing on student deficits should be a 

priority (Ainscow, Booth, & Dyson, 2006). 

Why Inclusive Education? 

Putting aside the human rights impetus for inclusive education, there is also evidence-

based research justification for inclusive education. International literature is moving past the 

notion of justifying inclusion as an agenda and onto ‘if’ and ‘how’ it is consistently 

implemented at a high quality.  

It is now well evidenced and documented that inclusive education can lead to higher 

quality education for all students (Jordan, Glenn, & McGhie-Richmond, 2010; Jordan & 
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Stanovich, 2001). More specifically, inclusive education research has documented evidence 

of academic and social developments for all students. Firstly, better academic and vocational 

outcomes for those students educated in inclusive settings have been observed when 

compared to those students from segregated settings (de Graaf, Van Hove, & Haveman, 

2013). Students with additional learning needs who are educated within inclusive settings 

have been shown to perform closer to grade average as well as achieve higher scores on 

language and mathematics measures compared to their matched pairs in segregated settings 

(Peetsma, Vergeer, Roeleveld, & Karsten, 2001). Furthermore, Ruijs and Peetsma (2009) 

reviewed the effects of inclusion on students with and without special needs. The two 

reviewers concluded that the majority of the research found positive or neutral results relating 

to inclusive settings, with outcomes often better than segregated educational settings. As well 

as this, students often demonstrated improved performance and experienced a more flexible 

and sensitive approach to teaching (Kalambouka, Farrell, Dyson, & Kaplan, 2007). 

Additionally, students with a disability also demonstrated greater social and communication 

gains within inclusive settings when compared to their gains in segregated settings (Jordan, 

Schwartz, & McGhie-Richmond, 2009). This was attributed to more opportunities for 

positive social interactions (Antia, Jones, Luckner, Kreimeyer, & Reed, 2011). Also, within 

quality inclusive educational settings, when diversity is highly valued, educators appear to 

better understand the individual learning needs of all students (Finke, Finke, McNaughton, & 

Drager, 2009).  

In addition to improved outcomes for students, teachers working within inclusive 

settings reported that their teaching skills had improved along with their level of job 

satisfaction (Finke et al., 2009). For example, Jordan et al. (2010) reported that when 

properly supported within inclusive settings, teachers described feeling more confident to 

tackle issues of diversity and their overall teaching quality was rated more highly.  
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Aside from the direct benefit of inclusion to various stakeholders, it has been 

recognised that inclusive educational settings are generally less expensive than segregated 

systems. It has also been suggested that a single system may be more cost-effective than two 

separate approaches (Uditsky & Hughson, 2007). For example, in Reykjavik, Iceland, it was 

determined that students with additional needs could be accommodated in mainstream classes 

for approximately the same cost, if not less, than students in segregated settings (Labon, 

1999). This cost-benefit analysis highlighted the economic justification for this modality of 

education and reinforces the notion put forward by UNESCO that inclusive education can 

“…improve the efficiency and ultimately the cost-effectiveness of the entire education 

system” (UNESCO, 1994, p. ix). 

When considering the evidence base for inclusive education, however, there are a 

number of limitations which need to be highlighted. First, in many studies the focus has not 

been on inclusion but on situations where students with additional needs were integrated into 

a mainstream school. This form of integration often refers to the placement of students in 

mainstream settings without necessarily providing individualised educational plans 

(Thomazet, 2009). Furthermore, the variation across study designs has made the task of 

comparing outcomes complicated. Taken together, these limitations serve to confuse the 

interpretation of the results of research studies within this domain. As a result, drawing 

conclusions that can be used to guide inclusive educational practice has been difficult.  

International Inclusive Education Policy 

Increasingly, students with diverse educational needs are being placed in general 

education settings (World Health Organisation, 2011). Various international policies, 

declarations and legislation advocating for inclusive education have provided a documented 

base from which the notion of developing education systems for all has arisen. However, as 
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can be seen in the Education for All Global Monitoring Report (UNESCO, 2015), the goals 

of policy are yet to be achieved and many countries throughout the world continue to be 

plagued by inequalities. For example, only half of all countries achieved the goal of universal 

primary enrolment (UNESCO, 2015) and many teachers are still resistant to the inclusion of 

students with significant needs such as those with intellectual disabilities and emotional or 

behavioural disorders (Sharma, Forlin, & Loreman, 2008; Westwood & Graham, 2003). 

Overall, students continue to be disadvantaged by deficit-focused models of education and/or 

denied access to quality inclusive education (UNICEF, 2013), leading to the conclusion that 

there is a disconnect between the philosophical and theoretical basis of inclusion and how this 

education modality is experienced and enacted in reality.  

The history of inclusion can be traced back to the mid-20th century. Following the 

Second World War, the Universal Declaration of Human Rights (1948) was drafted. This 

document set out fundamental human rights that should be universally protected and 

represents the first attempt to advocate for education to be a fundamental human right and 

that parents have the right to choose where their children are educated. This declaration did 

not have an immediate impact on how students with diverse needs were educated. That is, 

prior to the 1960s students with diverse needs and skills were not afforded the right to 

education. The first step in working towards education for all students came in the form of 

special education. i.e., specially developed programs and institutions, which were separate 

from mainstream education (Ainscow, 2007). It was recognised that this categorical approach 

(special or mainstream) was not an equitable form of service delivery. This led to the 

integration movement, which meant placing students with diverse needs in mainstream 

classrooms where possible. This approach was primarily focused on placement and not on 

genuine inclusion. In other words, it was recognised that the exclusion of students is complex 

and cannot be overcome simply by being present in mainstream environments.  
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It was not until 1990 that the goal of meeting basic learning needs for everyone was 

adopted as international policy. Delegates from 155 countries convened at the World 

Conference on Education for All in Thailand where they adopted a Framework for Action: 

Meeting Basic Learning Needs (1990) and set out to consolidate ‘education for all’ as a key 

focus of the international agenda. Emphasis was placed not only on access to basic education, 

but also on the quality of education and actual learning outcomes. Furthermore, this 

declaration recognised that the current state of education systems globally were doing little to 

cater to the needs of students who were vulnerable to exclusion and this conflicted with aims 

of achieving education for all. This document, therefore, represented an international 

agreement for an expanded vision of basic education and a renewed commitment to the 

learning needs of all children.  

Arguably the most influential document in the history of inclusive education is the 

Salamanca Statement and the associated framework for action (UNESCO, 1994). For the first 

time, the notion of inclusion was promoted as the primary form of education for all, including 

students with disabilities. The Salamanca Statement compels governments to adopt policy 

and law rooted in inclusive principles and advocates:  

“Regular schools with this inclusive orientation are the most effective means of 

combating discriminatory attitudes, creating welcoming communities, building an inclusive 

society and achieving education for all”. (UNESCO, 1994, p. ix) 

This document established inclusion as the main focus of the international agenda. It 

outlined the idea that education should be more than just simply placing students in the same 

setting. More specifically, it promoted a child-centred pedagogy which provides genuine 
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opportunities for all, and diversity should be catered for and recognised as a resource. This 

perspective promotes the idea that educational systems should adapt according to the 

student’s needs as opposed to fitting them in to an already established framework.  

In 2006, the United Nations passed the Convention on the Rights of Persons with 

Disabilities (United Nations, 2006). This convention provided further support for the 

development of inclusive educational systems. Article 24 declares: 

 

“States Parties recognize the right of persons with disabilities to education. 

With a view to realizing this right without discrimination and on the basis of equal 

opportunity, States Parties shall ensure an inclusive education system at all levels and 

lifelong learning…” (United Nations, 2006, p. 16). 

 

In 2009, the Policy Guidelines on Inclusion in Education (UNESCO, 2009) 

reaffirmed the importance of access to education for all young people. More specifically, it 

was documented that students should be achieving their full potential so that they can 

effectively participate in all facets of school life as well as society. Achieving personalised 

goals was also emphasised. Born out of the ‘education for all’ movement, the World 

Education Forum in Incheon was held in 2015 (World Education Forum, 2015). This 

declaration set out the new vision for education to be achieved by 2030. Equality and access, 

improvement of outcomes, and funding were key areas of focus. Overall, this declaration 

aimed to “ensure inclusive and equitable quality education and promote lifelong learning 

opportunities for all” (World Education Forum, 2015, p. 7). 

 



21 

Australian Policy and Legislation for Inclusion 

In recent years, following on from international policy reforms, Australian policies 

have purported the need to promote high quality inclusive education for all. In response to 

such agendas, Australian teachers are facing the challenge of working within a context where 

there are increasing numbers of diverse groups of students (Smyth, 2013). Dempsey and 

Davies (2013) conducted a longitudinal study of Australian students and found that 12.3% of 

students have additional educational needs. Historically, such ‘at-risk’ students have been 

educated in segregated settings. Thus, there was pressure for the Australian government to 

implement legislation and policy to support the inclusive education agenda.  

Today, Australia appears to be primed to implement inclusive educational practices. 

More specifically, the current policy and legislative ecology provides a documented base 

from which inclusive schools and systems can be promoted. However, given the lack of 

international consensus regarding what it means to be inclusive, it is unsurprising that there is 

currently no overarching definition or gold-standard interpretation of inclusion guiding the 

Australian inclusive education agenda (Graham & Slee, 2008; Lindsay, 2007). This issue is 

discussed in greater detail in Chapter 3. Furthermore, developing inclusive educational 

systems is complicated by the fact that the system itself it not a cohesive whole but 

approaches to education vary from state to state (Berlach & Chambers, 2011). 

Legislation (e.g. the DDA, 1992 and the DSE, 2005) in Australia does not ensure that 

students with diverse needs receive quality inclusive education (Carroll, 2002). It is therefore 

implied that the legislative impetus appears to have had little influence on how inclusion is 

actualised. Dixon and Verenikina (2007) warned that good quality practice does not 

automatically ensue from well written policy or legislation. In other words, Australia 

currently has a dichotomy between its legislation and policy and what is actually happening 

in schools and classrooms (Dixon & Verenikina, 2007; Graham & Spandagou, 2011). 
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However, many policies have arisen to work towards the goal of inclusive education and to 

help teachers clarify their responsibilities to all students.  

The Melbourne Declaration on Educational Goals for Young Australians (2008) is an 

example of such a policy (Ministerial Council on Education Employment and Training and 

Youth Affairs, 2008). Since the release of this document, Australia has primarily focused on 

the notion of successfully educating all young people. This document does not mention 

students with disabilities but rather aims for everyone to receive quality education. More 

specifically, the document proclaims two main goals for schooling. First, Australian 

schooling promotes equity and excellence; second, all young Australians become successful 

learners, confident and creative individuals, and active and informed citizens.  

In 2010 the Attorney General’s Department undertook a review of the DSE (2005). 

This involved consulting with education providers as well as individuals with diverse 

learning needs (Department of Education Employment Workplace Relations, 2012). Overall, 

this report revealed that stakeholders believed the DSE (2005) were a good framework for 

promoting the needs of students with disabilities and providing access and participation at the 

same level of opportunity as students without diverse educational needs. However, a number 

of concerns were also raised which were deemed to reduce the effectiveness of the standards. 

An important criticism was the notion that the standards lack an accountability framework 

and therefore it is unclear if and how teachers and stakeholders are subscribing to them. Also, 

the standards were criticised for not providing guidance for measuring inclusion and how 

discrimination could be overcome. The report provided 14 recommendations regarding how 

to overcome these limitations. These included: raising awareness of the standards; improving 

clarity in the definitions and terms; issues regarding access, discrimination and inclusion; 

processes regarding how to deal with complaints, accountability and compliance; 

contemporary and evidence based practices.  
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Furthermore, the Council of Australian Governments (COAG) National Disability 

Strategy for Australia 2010-2020 (COAG, 2011) has also suggested a number of outcomes 

for educational stakeholders to work towards. The COAG specifies that high quality inclusive 

education involves providing students with diverse needs life-long learning opportunities to 

realise their potential. To achieve these outcomes, the COAG focused on developing early 

learning, child care, school and further education through strengthening the capabilities of all 

education providers and by reducing barriers to education for students with diverse needs. 

(COAG, 2011). 

In response to the United Nations’ Convention on the Rights of Persons with 

Disabilities, the University of Melbourne’s Hallmark Disability Research Institute (2015) 

outlined important areas in which to develop education systems for inclusion. These included:  

 

x The need for education systems to increase efforts to provide appropriately 

resourced inclusive education to all students with a disability 

x Teacher development for inclusive education needs to position teaching as a 

clinical-practice profession, in line with many allied health professions, and 

should prepare PST candidates for interventionist and inclusive teaching  

x The concept of universal design, rather than reasonable accommodations, should 

be promoted in future United Nations instruments and other documents  

 

Overall, policy documents, legislation and initiatives serve to set the bar for what 

inclusive education means in Australia. The documents also outline what is necessary to 

develop inclusive systems staffed by high quality educators. However, despite these well-

articulated standards and recommendations, the question remains, ‘are teachers in Australia 

prepared to be working in inclusive classrooms?’. 
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Australian Teacher Education Policies and Standards 

One avenue to investigate the preparedness of PSTs in Australia for inclusion is 

through teacher education. Today, it appears that the inclusive education agenda has been 

embraced by some teacher educators throughout Australia and the need for understanding 

how PSTs implement inclusive practices is recognised (Berlach & Chambers, 2011; 

Stephenson, O'Neill, & Carter, 2012). At the same time, typically, reviewers of teacher 

education research have concluded that teacher education programs are often under-

developed, under-theorised, and disconnected from practice (Murray, Nuttall, & Mitchell, 

2008; Sleeter, 2014). Furthermore, the Australian Education Union (AEU) declared that 

“many teachers report feeling under-prepared when it comes to educating students with 

disability” (Commonwealth Government of Australia, 2016, p. 77). Indeed, 63% of teachers 

stated that their preparation and professional development did not sufficiently equip them to 

teach students with diverse needs (Commonwealth Government of Australia, 2016). Thus, it 

seems that despite policy being in place, its effect on teacher education is not necessarily 

leading to graduates being prepared to teach using an inclusive educational model. More 

research is required to understand how universities can develop their teacher education 

courses so that PSTs are better prepared (Varcoe & Boyle, 2014). Therefore, preparing PSTs 

for inclusion and developing a greater understanding of PST inclusive practices (and the 

associated variables) in authentic classroom contexts, are important areas of research that 

warrant a critical focus to work towards aligning inclusive philosophies with classroom 

practices. In addition, inclusive pedagogy is a concept that focuses on what inclusion, as 

performed by the teacher, ‘looks’ like and what goes into making it happen. Inclusive 

pedagogy is defined as the teacher’s skills and knowledge with regard to making inclusion 

work (Florian & Black‐Hawkins, 2011). Focusing on how PSTs implement inclusive 
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pedagogy may allow for a better understanding of relevant areas for development, with a 

view to sustaining inclusive educational practices in the classroom.  

In 2009, the national Smarter Schools-Improving Teacher Quality National 

Partnership (TQNP) was established (Department of Education Employment and Workplace 

Relations, 2010). This partnership was a landmark agreement between the federal 

government and states and territories to provide funding to improve teacher quality. The 

partnership outlined areas for reform to be targeted over a five-year period These reforms 

included: enticing the best graduates to teaching through additional pathways; developing 

national standards and teacher registration; improving retention by rewarding high quality 

teachers and school leaders; building knowledge of teachers and school leaders through their 

careers and improving the quality of teacher education. Since the TQNP, Australia has taken 

action to strengthen the teaching and school leadership profession with an aim to develop 

national approaches and the capabilities of stakeholders in this area. Such federal initiatives 

to support students with additional needs and to bolster PST education for inclusion include 

The Ministerial Council on Education, Employment, Training and Youth Affairs (AITSL, 

2011) (2009 – 2012), the Australian Curriculum Assessment and Reporting Authority 

(ACARA) and the Teacher Education Ministerial Advisory Group (TEMAG, 2014).  

In 2010, the Australian government funded the establishment of the Australian 

Institute for Teaching and School Leadership (AITSL). The overarching aim of this 

governing body was to increase the quality of teaching and school leadership (AITSL, 2011), 

with the role to: a) develop and maintain national professional standards for teachers and 

school leaders, b) foster and drive high-quality professional development for teachers and 

school leaders and c) collaborate across jurisdictions and engage with key professional 

bodies.  
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In 2011, AITSL developed processes for accrediting initial teacher education 

programs as well as the national professional standards for teachers. These were updated 

again in 2015. The standards articulate the professional knowledge, practice and engagement 

requirements of teachers. Furthermore, the standards differentiate between career stages of 

teachers (i.e., ‘Graduate’, ‘Proficient’, ‘Highly Accomplished’ and ‘lead’). These standards 

are underpinned by inclusive ideals and provide some recommendations about how to 

provide inclusive education. More specifically, graduate teachers are expected to:  

x develop teaching activities that incorporate differentiated strategies to meet the 

specific learning needs of students across the full range of abilities  

x design and implement teaching activities that support the participation and 

learning of students with disability and address relevant policy and legislative 

requirements  

x establish and implement inclusive and positive interactions to engage and support 

all students in classroom activities 

The Graduate and Proficient levels provide a benchmark against which to assess new 

professionals who have completed their initial teacher education. The standards allow for 

both teachers and teacher educators to have a common understanding of their roles. The 

standards are organised according to the knowledge, practice and professional development 

required throughout their careers. Standards for teachers can have a number of other 

purposes, for example, they can: provide stakeholders with the impetus to focus on quality 

teaching, provide a benchmark or norm to be used as a method of regulation; emphasise 

accountability to the public and provide reassurance of quality (Sachs, 2003). 
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The Australian Professional Standards for Teachers comprise of seven standards: 

1. Know students and how they learn 

2. Know the content and how to teach it 

3. Plan for and implement effective teaching and learning 

4. Create and maintain supportive and safe learning environments 

5. Assess, provide feedback and report on student learning 

6. Engage in professional learning 

7. Engage professionally with colleagues, parent/carers and the community 

 

In 2014, the role of graduate teachers and task of determining their ‘preparedness’ for 

inclusion was further articulated, with the creation of the Teacher Education Ministerial 

Advisory Group (TEMAG). The main aim of this group was to provide recommendations as 

to how to better prepare PSTs for the realities of diverse classrooms during their teacher 

education (TEMAG, 2014). Overall, the report acknowledged that quality teacher education 

programs were available in Australia, but that there was a need to improve both the content 

and delivery of such programs. In response, the Australian government outlined five key 

areas to focus attention: stronger quality assurance of teacher education courses; rigorous 

selection for entry to teacher education courses; improved and structured practical 

experiences for teacher education students; robust assessment of graduates to ensure 

classroom readiness and national research and workforce planning capabilities 

(Commonwealth Government of Australia, 2015). Taken together, the TQNP funding 

recommendations, AITSL standards and accreditation procedures and the TEMAGs call for 

strengthening graduate teachers capabilities all serve to promote a focus on high quality 

teachers within an inclusive framework.  
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Despite Australian policy and standards promoting inclusive education reforms, it is 

not always clear if such initiatives actually make a difference to PSTs. This issue has been 

highlighted in a number of recent reviews, suggesting that there is a discrepancy between 

policy and classroom practice. For example, Mayer, Cotton and Simpson (2017), in a 

systematic review, examined the evidence of effectiveness and impact of teacher preparation 

on teacher education graduates. More specifically, the general purposes of their review was to 

examine the assumption that there is little or no evidence of the effectiveness of teacher 

education in Australia and to establish a sense of how evidence of teacher education is being 

framed. Their review focused on research produced in Australian since the 2014 TEMAG 

report. The search resulted in seven articles that were summarised with regard to the focus of 

the research, research methods, the scales of the study and how the researchers defined and 

interpreted effectiveness. They concluded that teacher educators needed to clearly define their 

goals for effectiveness and report how they measured the success of their programs over time. 

By doing so, a common research agenda regarding how policy is implemented in the 

classroom, could be realised.  

Forlin (2010b) suggests two main challenges with teacher education in Australia. 

Firstly, with regard to teacher education curriculum, many institutions continue to provide 

outdated curriculums that tend to be in line with exclusion and do not account for 

heterogeneity in classes. Many curriculums are still conceptualised as discrete programs 

rather than philosophy and process that need to be adopted and embedded across all areas of 

teacher education. Forlin (2010b) suggested that “until the idea of inclusion is infused across 

all aspects of teacher education, it will remain aloof and disconnected and continue to be seen 

by teachers as something different, special and not part of normal classroom teaching” (p. 

652). Secondly, pedagogies do not necessarily align the work of universities and training 

institutions with schools. It is suggested that pedagogies should be progressive, use 
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technology, be creative and promote critical self-analysis and reflection. In essence, 

pedagogies should “mirror the type of inclusive practices that are needed in schools” (p. 652). 

Furthermore, the importance of collaboration in and across faculties, the merging of regular 

and special education training and combining of pre-service training across all age groups are 

additional avenues for reform (Forlin, 2010b). 

In another review by Symenonidou (2017), the main issues and trends in initial 

teacher education courses on Inclusive Education published between 2000-2014 were sought. 

The researchers identified two broad thematic areas, including the challenges in providing 

teacher education for inclusion and different approaches employed in teacher education for 

inclusion. More specifically, five key areas were emphasised as being important to guide the 

future research agenda. These include the specific content of inclusive education, the process 

of developing an ethical commitment to inclusion, the nature of partnerships between 

universities and schools, the relationships between in-service, PSTs and academics, and 

finally, the process of investigating specific cultural contexts. Overall, aiming to understand 

how PSTs come to be committed to inclusion and how they can become agents for change 

requires investigation. 

Key Variables Associated with PST Preparedness 

As outlined above, the national and international policy for inclusive education 

appears to be in place. What remains to be determined is how teacher preparedness can be 

understood and bolstered through teacher education. Guided by the TPB, the following 

section highlights the variables that have previously been associated with high quality 

inclusive practices of teachers. Namely, attitudes, teaching efficacy, concerns and intentions. 
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Attitudes towards Inclusion 

While various definitions and conceptualisations of attitudes exist throughout the 

literature, the present study defines attitudes as “a learned predisposition to respond in a 

consistently favourable or unfavourable manner with respect to a given object (e.g. 

individuals, social groups, situations, events, social issues) (Fishbein & Ajzen, 1975, p. 6).  

The ‘attitudes as constructs’ model emphasises context as a necessary factor affecting 

one’s attitudes. More specifically, attitudes are expressed in context in response to a situation, 

based on factors which arise in the moment (Schwarz & Bohner, 2001). For the purpose of 

this research, the multidimensional ‘tripartite model’ of attitudes will be used (Allport, 1935). 

The tripartite model has been used to support the argument that cognitive, behavioural and 

affective responses to a particular ‘attitude object’ are independent constructs underlying the 

overall construct of attitudes (Allport, 1935). More specifically, the cognitions are the beliefs 

or knowledge regarding the attitude object. For example, the view that ‘students with diverse 

educational needs belong in mainstream classrooms’. The behavioural elements relate to 

views about how to act. For example, ‘I refuse to give extra time and support to students with 

additional educational needs’. Affect is related to feelings. For example, ‘I feel afraid that 

students with additional educational needs will distract other student’s in the classroom’.  

Moreover, at the level of the individual teacher, attitudes are one of the most 

influential variables affecting the successful implementation of inclusive practices (Cologon, 

2012; Malinen, Savolainen, & Xu, 2012). Thus, it is the connection (albeit indirectly) with 

behaviour that provides the justification for focusing on this construct. This indirect 

relationship has been demonstrated to be connected to intentions. In other words, attitudes 

predict whether or not inclusive behaviours are intended and thus enacted (MacFarlane & 

Woolfson, 2013).  
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In their narrative review investigating teacher’s attitudes towards inclusion and 

integration, Avramidis and Norwich (2002) identified three major influences on teachers’ 

attitudes: child-related, teacher-related and environment-related variables. The authors 

concluded that beliefs and attitudes are critical in ensuring the success of inclusive practices. 

Moreover, teachers’ acceptance of inclusive ideals and policy effects their commitment to 

implementing inclusion in the classroom (Avramidis & Norwich, 2002). Furthermore, in 

cases where inclusion is effectively implemented, teachers often hold positive attitudes and 

are more flexible in their approach to working with students with diverse needs (Subban & 

Sharma, 2005). 

When investigating the type of attitudes, it is clear that teachers may hold a wide 

range of views. A large number of studies have investigated teacher attitudes (Ahmmed, 

Sharma, & Deppeler, 2012; De Boer, Pijl, & Minnaert, 2011; Forlin, Sharma, & Loreman, 

2007). Some researchers reported that teacher attitudes towards inclusion were positive 

(Ahsan, Sharma, & Deppeler, 2012; Avramidis, Bayliss, & Burden, 2000), while other 

researchers found teacher attitudes to be either negative or neutral (Batsiou, Bebetsos, 

Panteli, & Antoniou, 2008; De Boer et al., 2011). Some teachers reported a willingness to 

include students with diverse learning needs only when they are provided with sufficient 

support while others expressed the opinion that including students with diverse needs may 

negatively affect the rest of the class with regard to learning outcomes (Friend & Cook, 2013; 

Hastings & Oakford, 2003). Yet other teachers valued segregated settings and believed that 

students with additional educational needs were better off separated from inclusive 

classrooms. In other words, they felt that students with disability received higher quality 

education in segregated settings (Grieve, 2009; Lambe & Bones, 2008). Despite contrasting 

attitudes reported by teachers, what is clear, is that their positive attitudes towards diversity 
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and inclusion are a prerequisite for the successful implementation of inclusive practices 

(Ahmmed et al., 2012; Forlin, 2010a). 

When investigating teachers and administrators’ attitudes towards working within 

diverse classrooms, Jordan et al., (2009) highlighted two important belief systems relating to 

attitudes. Namely, “pathognomonic" or “interventionist”. Pathognomonic attitudes shift the 

responsibility of learning onto the child and attribute difficulties in learning to the child. 

Interventionist attitudes focus on the teacher’s responsibility to value diversity and highlight 

the importance of student relationships within a classroom. Results from half-day 

observations indicated that teachers who believe that they are responsible for instructing 

students with special education needs in their inclusive classes are more effective overall and 

also in working individually with students with diverse needs. Effectiveness was measured 

using the Classroom Observation Schedule (Jordan & Stanovich, 2004). This measure 

focused on factors of time management, classroom management and lesson presentation. 

Furthermore, administrators who identified with interventionist views were more likely to 

employ teachers who scored higher on the Classroom Observation Schedule (Jordan & 

Stanovich, 2004). Teachers who held beliefs in line with the interventionist model of learning 

needs also had more effective teaching practices than those with a static view of 

development. 

Other studies have shown that some teachers continue to be apprehensive and express 

serious reservations about how inclusive education can be implemented (Hornby, 2001). 

Given the recognition that negative attitudes impede the realisation of inclusive education 

(Tsui, Sin, & Yu, 2007) it is necessary to understand these types of attitudes in order to work 

towards fostering positive attitudes to diversity and inclusion. In the past, teachers have often 

expressed that they are not supportive of full inclusion and that segregated settings were 

appropriate for students with additional needs (Coates, 1989). One possible explanation for 
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these negative views is a lack of support and education for responding to diversity (Hwang & 

Evans, 2011).  

Today, researchers have demonstrated that some teachers continue to hold negative 

attitudes towards inclusion. De Boer et al., (2011) reviewed what attitudes teachers held 

towards inclusive education, which variables were related to attitudes and if attitudes affected 

the social participation of students with additional educational needs. Of the 26 studies 

investigated, most had a focus on the behavioural and knowledge components of attitudes. 

Overall, teachers expressed neutral or negative views about inclusive education and most did 

not rate themselves as very knowledgeable. Teachers also reported that they did not feel 

competent or confident to implement inclusive education. Lastly, with regard to behavioural 

components, teachers expressed negative or neutral views with regard to specific disability 

categories (e.g. intellectual disability) (De Boer et al., 2011).  

Overall, negative attitudes from teachers and administrators, such as believing that 

students with disabilities should be segregated or that a student’s abilities are not able to be 

changed, represented significant barriers to inclusive education (Sharma & Chow, 2008; 

Unianu, 2012). Such attitudinal barriers may underlie all other environmental barriers and are 

difficult to change. In the classroom, such attitudes are manifested by the teachers through 

misconceptions, stereotypes, anxiety, misunderstanding student rights and opportunities, and 

further isolating students with additional needs (Odom, 2000; Parasuram, 2006). 

Variables Associated with Attitudes 

Scruggs and Mastropieri (1996) reviewed the literature and aimed to summarise 

teacher responses to mainstreaming and inclusive education as well as evaluate the impact of 

variables on teacher attitudes. Twenty-eight studies were located. Overall, a majority of 

general education teachers indicated support for concepts relating to the philosophy of 
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inclusion. It appeared that a teacher’s positive views were related to the level of severity of a 

student’s disability. Also, teachers were consistent in their support of students with 

disabilities and reported a willingness to teach students with disabilities. These views were 

significantly related to the severity of the student’s disability and the teacher’s apprehension 

regarding their additional responsibilities. Only a minority of teachers agreed that mainstream 

classrooms were the best environment for students with additional needs and many teachers 

believed that such students could contribute to classroom disruptions and detract from the 

mainstream student’s learning opportunities (Scruggs & Mastropieri, 1996). Also, time, 

additional experience and availability of resources were raised as important issues relating to 

attitudes and the subsequent implementation of inclusion (Scruggs and Mastropieri, 1996). 

Salvia and Munson (1986) proposed a typology of variables relating to attitudes. 

These included child related variables, teacher variables and environmental variables. One 

such teacher-related variable relating to teachers’ attitudes is their sense of self-efficacy. 

Attitudes and self-efficacy are the two main concepts in the present study, both of which are 

associated with implementing inclusive approaches successfully. Previous researchers have 

concluded that teacher attitudes towards inclusive education and self-efficacy for inclusive 

practices have a positive relationship (Malinen et al., 2012; Meijer & Foster, 1988; 

Savolainen, Engelbrecht, Nel, & Malinen, 2012). In a sample of Israeli teachers, their sense 

of efficacy was the only factor that affected teachers’ attitudes towards inclusive education 

(Weisel & Dror, 2006). A similar study by Malinen et al., (2012) examined Chinese teachers’ 

self-efficacy using the Teacher Efficacy for Inclusive Practices (TEIP) scale and found that 

self-efficacy in collaborating with other teachers was the single factor that predicted teacher 

attitudes towards inclusive education.  

A number of researchers have also investigated the relationship of teaching 

experience with attitude (Avramidis & Kalyva, 2007; Avramidis & Norwich, 2002; Cornoldi, 
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Terreni, Scruggs, & Mastropieri, 1998). Forlin (1995) found that greater experience led to 

less acceptance of inclusion. Some studies also showed no significant relationship between 

experience and attitudes (Forlin, Loreman, Sharma, & Earle, 2009). The quality of practicum 

experiences appears important and could explain the mixed findings (Villa, Thousand, 

Meyers, & Nevin, 1996). Boyle, Topping, Jindal and Snape (2013) surveyed secondary 

teachers in Scotland and compared them to special education head teachers. They found that 

newly qualified teachers were more inclined to hold positive views towards inclusive 

education. However, this declined after only a year in the profession. This suggested that 

positive attitudes may be developed during teacher education but perhaps lack of focus on 

inclusive education in authentic classroom settings may explain the change in attitudes. 

Furthermore, Vaughn, Schumm, Jallad, & Slusher (1996), examined the perceptions of 

teachers who were not currently working in inclusive settings. Focus groups were used to 

investigate the perceptions of 26 special educators and 25 mainstream teachers. It was found 

that teachers who did not have experience in an inclusive setting had strong negative feelings 

towards inclusion. Some of these attitudes related to: a belief that policy/decision makers 

were ‘out of touch’ with the realities of the classroom, whether or not all students benefit 

from inclusion, a lack of teacher preparation for inclusion, class sizes, and inadequate 

resources. It was suggested that these attitudes affected the success of implemented inclusive 

practices (Vaughn, 1996).  

Furthermore, the grade level taught by teachers has also been shown to be related to 

attitudes (Avramidis & Norwich, 2002). Primary school teachers often work more 

collaboratively with students and adopt a more holistic approach to education whereas 

secondary teachers often focus exclusively on subject matter and not necessarily the needs of 

individuals (Avramidis & Norwich, 2002). This focus may impinge on their attitudes and 

highlights the notion that secondary education may be less compatible with inclusion. 
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Currently, research examining the relationship between face-to-face contact with 

students with additional needs and attitudes towards inclusion, is inconclusive. While it is 

recognised that in some cases, experience can lead to acceptance (Carroll, Forlin, & Jobling, 

2003), it appears that the quality of experience should be positive for this contact to be 

connected to positive attitudes (Loreman, Forlin, & Sharma, 2007). With regard to quality of 

teacher education, additional research has compared methods of teacher education between 

several Australian and international universities (Sharma et al., 2008). Sharma et al., (2008) 

were unable to determine whether a single training module was more effective at improving 

attitudes and knowledge about inclusive education than an infusion approach which 

incorporated elements of inclusive education across several modules. Despite these 

inconclusive findings, it is clear that without sufficient support, teacher education experiences 

may lead to negative attitudes if the setting is deemed too stressful (Brown, Packer, & 

Passmore, 2013). 

 

Changing Attitudes through Teacher Education 

Negative attitudes are not necessarily fixed. Attitudes, be they positive, neutral, or 

negative, can change over time depending on the individual’s experience, expertise and 

education (Albarracin & Shavitt, 2018). Studies within the realm of PST education have 

demonstrated that more research is required to ensure that graduating students’ attitudes 

towards inclusion are positive.  

Villa et al., (1996) investigated what would make teachers more open to teaching 

diverse student populations. It was concluded that in order for a school to become more 

inclusive there are several important factors. Namely, flexible-tailored education should be 

provided that accounts for diversity and has the aim of providing high quality education for 

all students. Adopting this approach can be influenced over time. It appears that no matter 
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what the positive views, resources or espoused ideas, if the attitudinal barriers are not 

accounted for, inclusive education will not be successful (Boyle et al., 2013).  

Sharma et al., (2008) investigated the impact of training on PST attitudes and 

concerns about inclusive education and the sentiments about persons with disabilities. An 

interpretation of the findings has led to the conclusion that the content and pedagogy of a 

program is the most significant predictor of PST attitudes, sentiments and concerns. More 

specifically, direct and systematic contact with persons with disability with a person-centred 

focus appears necessary to building positive attitudes. Moreover, PST understanding and 

awareness of policy and legislation in favour of inclusion is also vital. Lastly, it was 

suggested that PSTs should undertake assignments which directly deal with their 

apprehensions and concerns. In working towards these recommendations, it is suggested that 

PSTs will form more positive attitudes towards inclusive education and students with 

additional needs.  

Similarly, Sharma and Nuttal (2016) aimed to evaluate the effectiveness of an 

inclusive education course for PSTs in changing their attitudes, concerns and efficacy. They 

found that completing a course can serve to increase the positive attitudes of student teachers. 

The course was particularly effective at shifting attitudes relating to: inclusion and increased 

workload; inclusion negatively impact one’s ability to manage a classroom; inclusion 

creating learning challenges for all; knowledge and understanding of diversity (not just 

towards disability categories). It appeared that PSTs were deemed less likely to exclude 

students based on ‘limited capacity’ and or learning needs. Besides leading to a change in 

attitudes, overall there were three key interrelated factors relating to teachers that could 

impact the success or failure of inclusive practices: (i) positive attitudes, (ii) low concerns 

regarding inclusion and (iii) higher teaching efficacy. Thus, it appears that appropriate and 

adequate teacher education courses are important in developing positive attitudes towards the 
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ideas about inclusion and in relation to students with disabilities (Sharma & Nuttal, 2016). 

However, simply focusing on attitudes alone will not lead to effective inclusion. 

 

Teaching Efficacy for Inclusion 

Another variable that has been investigated with regard to the successful 

implementation of inclusion is the teacher’s sense of self-efficacy. Bandura (1997) defined 

self-efficacy as a belief in one’s capacity to bring about the actions needed to succeed in a 

specific situation. This construct is not an objective evaluation of actual competence. Rather, 

it is a motivational construct based on one’s self-evaluation of competence. Bandura’s Social-

Cognitive theory (1986, 1989) is in line with these self-evaluative concepts. Bandura 

proposed that self-referent thoughts may act as a mediator between knowledge and actions. 

Bandura dismissed the notion of individuals simply reacting to the world and emphasises that 

people are self-reflective, self-regulating, proactive and organise themselves. Teachers’ skills 

and self-efficacy can profoundly impact the creation of an environment that is conducive to 

learning (Bandura, 1993). According to Bandura (1977), self-efficacy is influenced by two 

forms of beliefs regarding one’s expectations: outcome expectations and efficacy 

expectations. The former refers to an approximation that a specific behaviour will lead to a 

specific outcome, while the latter refers to the belief that one is capable of successfully 

implementing a behaviour to produce a desired outcome (Bandura, 1977).  

Within the context of teaching, efficacy is a key factor which informs attitudes, 

behaviours and practices and is a critical determinant in a positive inclusive environment for 

students (Tschannen-Moran & Hoy, 2001, 2007). This construct can be interpreted in line 

with Bandura’s model of self-efficacy. Teaching efficacy is defined as a teacher’s confidence 

in their own ability to affect student outcomes. When investigating teacher-efficacy 

specifically, Gibson and Dembo (1984), conceptualised the construct as having two distinct 
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elements: personal teacher efficacy and general teacher efficacy. The former relating to their 

own inclusive teaching ability and the later regarding the teaching professions general ability 

to bring about positive student outcomes (Gibson & Dembo, 1984).  

When considering Bandura’s theories in relation to teaching it is necessary to consider 

the context, personal competencies and specifics of the teaching tasks (Tschannen-Moran & 

Hoy, 2001). Teaching efficacy cannot be investigated without accounting for the specific 

context. Tschannen-Moran, Hoy and Hoy (1998) proposed the integrated model of teacher 

efficacy. Rooted in Bandura’s social cognitive theory, teacher efficacy is cyclical in nature. 

That is, the perceptions of competence in outcomes inform one’s appraisals of efficacy. The 

task analysis (within a specific context) and intra-teacher factors (assessment of personal 

teacher competency) affects perceptions of competency.  

Teachers who have positive teaching efficacy may also develop a more flexible 

teaching style and have the ability to innovate the implementation of interventions (Sharma & 

George, 2016). Furthermore, for teachers, a higher sense of teaching efficacy is related to 

greater levels of grit, resilience, and enthusiasm when faced with the challenge of teaching 

diverse student populations (Sharma & George, 2016). Thus, gaining insight into PST 

teaching efficacy will help to inform the understanding of inclusive teaching practices.  

Understanding how teaching efficacy relates to inclusive practice and how the self-

evaluative construct is formed is vital in ensuring that PSTs believe they can affect student 

outcomes. Thus, understanding which variables teaching efficacy is associated with is 

necessary. Such variables include the classroom climate, the attitudes of PSTs and the level of 

support offered to PSTs 
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Variables associated with Teaching Efficacy 

Hosford and O’Sullivan (2016) investigated the connection between classroom 

climate and teaching efficacy. The findings suggested that positive perceptions of the school 

climate were related to the teacher’s confidence in their abilities. Teachers who rated their 

school as having a supportive climate with resources and procedures for collaboration 

perceived themselves to be more effective in their ability to manage behaviours, engage in 

collaboration and implement inclusive practices (Hosford & O'Sullivan, 2016). Also, positive 

judgments of school climate lead to greater opportunities for mastery experiences which can 

inform sense of efficacy for inclusive practice (Bandura, 1977).  

Similar to attitudes towards inclusion, previous research with PSTs has highlighted 

that when working with students with high levels of needs, PSTs feel less effective as they 

belief that they do not have necessary competencies to influence student outcomes (Lifshitz 

& Glaubman, 2002). Moreover, while the connection between attitudes and teaching efficacy 

was outlined above, it is relevant to highlight the connection between negative attitudes and 

teaching efficacy. More specifically, simply exposing teachers to diverse student populations 

does not equate to inclusive education practice and confidence in ability. Rather, the quality 

and appropriateness of support is important when aiming to build a sense of teaching efficacy 

for beginner teachers (Sharma & George, 2016). This provides the rationale for focusing on 

teacher education in order to build PSTs sense of teaching-efficacy.  

 

Building Teaching Efficacy through Teacher Education 

Self-evaluative constructs such as teaching efficacy can be developed through a 

number of different experiences. They can be achieved due to physiological and emotional 

states which can be positive or negative, vicariously, through social persuasion, or most 

importantly (and effectively) through experiences of mastery (Bandura, 1997). Mastery refers 
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to the personal experiences of success or failure in the implementation of behaviours. This 

suggests that if provided with experiences of mastery, PSTs’ feelings of teaching efficacy can 

be altered. Teacher education has shown mixed results with regard to impacting teaching 

efficacy. Overall, it is the quality of teacher education experiences that can contribute to 

teachers’ feelings of teaching efficacy. Therefore, more exposure to best strategies, vicarious 

experiences through modelling of other teachers in context and embedded design principles 

in teacher education are necessary (Zundans-Fraser & Lancaster, 2012). When conducted 

effectively, self-efficacy can be bolstered and sustained overtime (Cologon, 2012; Malak, 

2013). More specifically, when inclusive practices are explicitly taught as a part of teacher 

education course work, these experiences can increase teacher efficacy for managing 

behaviours in inclusive settings (Forlin, Loreman, & Sharma, 2014).  

Lancaster and Bain (2019) compared two versions of a 13-week undergraduate course 

to determine their effects on PST self-efficacy. More specifically, the researchers contrasted a 

field-based placement with a course based on complex adaptive systems. Both lead to 

significant gains in self-efficacy, with neither approach deemed more effective. The authors 

emphasised that if teaching efficacy is to relate to a capacity to implement effective practices, 

it is the responsibility of the designers of teacher education course to explicitly connect the 

sources of self-efficacy with those approaches that have been shown to maximise 

achievement outcomes for students in inclusive settings. This highlights the value of teacher 

education programs to enable PSTs to view themselves as competent when it comes to 

teaching students with a wider range of needs.  

Concerns about Inclusion 

A variable that has recently been investigated in relation to inclusive practice is 

teacher concerns about inclusion. Whilst this variable has not been researched to the same 
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degree as attitudes and teaching-efficacy, it is an influential construct when attempting to 

address barriers to inclusion. Concerns are conceptualised as teacher’s personal experiences 

when they are attempting to instigate inclusive education reforms. More specifically, Hall 

(1979) defined the multifaceted construct as the motivations, perceptions, attitudes and 

feelings that teachers experience related to implementing an innovation. For example: ‘I am 

worried that I cannot individualise this task for students with autism’. Furthermore, concerns 

are related to feelings of uncertainty that teachers may or may not experience in response to 

changing or new demands (Yan & Deng, 2019).  

Identifying specific barriers, as reported by teachers, appears to be a potentially 

positive research agenda that may lead to teacher’s better enabling students to learn and 

participate in inclusive classes and schools. Forlin and Cooper (2013) outlined that the 

feelings of being underprepared (an influential concern) were associated with teachers feeling 

high levels of stress such as headaches, depression, and fatigue, as well as feeling helpless, 

embarrassed, frustrated, and guilty. In contrast, currently researchers have suggested that 

students with disability are likely to receive high quality education in the classrooms of 

teachers who have lower degrees of concerns about inclusion (Sharma & Sokal, 2016). 

Therefore, focusing on the perceived concerns of educators (at any stage of their career) will 

help to understand barriers to implementation of inclusive education reform initiatives 

(Sharma, Forlin, Loreman, & Earle, 2006). 

While the philosophy of inclusion is often understood to be necessary in the 

development of inclusive schools, teachers express concerns about how to effectively 

implement inclusion. Predominant concerns have been shown to be related to a lack of 

resources and time to implement inclusion (Forlin & Chambers, 2011; Horne & Timmons, 

2009). Additional concerns relate to class size, experience and education, availability of 

support, and expertise (Sharma et al., 2006; Smith & Smith, 2000). The notion of lack of 
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expertise is found commonly throughout the literature as both pre-service and in-service 

teachers expressed concern regarding a lack of preparedness to effectively address student 

behaviour (Forlin & Cooper, 2013). 

In the Australian context, Forlin, Keen and Barrett (2008) investigated teacher’s 

concerns with regard to including students with intellectual disabilities. Both primary and 

secondary teachers expressed two main types of concerns. Firstly, their ability to account for 

varied behaviours of children and to engage them while giving clear commands and setting 

high expectations, and secondly, perceptions of their own competencies. Horne and Timmons 

(2009) focused on developing an understanding of secondary teachers support needs. It was 

concluded that while the philosophy of inclusion was embraced, teachers had concerns over 

their efficacy to act inclusively in the classroom. The concerns were regarding the adequacy 

of their training, sufficient time, planning and resources as well as support from 

administration and other colleagues (Horne & Timmons, 2009).  

 

Variables Associated with Concerns 

With regard to concerns specifically relating to inclusion, Round, Subban and Sharma 

(2016) found that teachers were only slightly concerned about inclusion, specifically, they 

were concerned about the availability of resources to assist with inclusion. This included not 

only teaching materials but also access to support staff such as teacher’s aides. Additionally, 

other concerns were related to academic standards, degree of teacher confidence (related to 

prior experience) and level of teacher education (training). To overcome such concerns, the 

authors suggest that feelings of confidence, previous positive experience, and the role of 

administration need to be taken into account when designing teacher education experiences at 

universities (Round et al., 2016).  
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Attitudes of teachers are an influential variable related to teachers concerns. Indeed, 

Changpinit, Greaves and Frydenberg (2007) examined the attitudes and concerns of 702 in-

service educators preparing to teach in inclusive classrooms in Thailand. They found that 

there was a significant negative correlation between participants’ attitudes and concerns. For 

example, participants who had relatively positive attitudes towards inclusive education were 

likely to have lower degree of concerns about inclusion or vice versa.  

Level of experience has also been shown to be associated with different concerns 

expressed by teachers. In the USA, Scruggs and Mastropieri (1996) investigated teachers 

practising in mainstream classrooms with no formal training in inclusion. A number of 

concerns regarding inclusion were expressed by the teachers. The most common concerns 

included their ability to support and teach those with additional needs. 

Reducing Concerns during Teacher Education 

With regard to PSTs, the aim of teacher education opportunities is often to reduce 

concerns relating to inclusion. Sharma et al., (2008) investigated the impact of training on 

PST attitudes and concerns about inclusive education and the attitudes towards students with 

disabilities. Results indicated that the content and pedagogy of a program are the most 

significant predictors of PST attitudes, sentiments and concerns. The authors discovered that 

a course-work subject was effective at decreasing concerns when legislation for inclusion was 

emphasised and when a focus was on effective and practical inclusive teaching practices 

(Sharma et al., 2008). 

Furthermore, Forlin and Chambers (2011) examined how confidence in teaching 

students with disabilities and knowledge about local policies impacted PST attitudes and 

concerns. They reported that level of confidence and knowledge of legislation were positively 

and significantly correlated with attitudes towards including students with disabilities and 
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conversely negatively correlated with concerns about inclusion. They also found, however, 

that increasing knowledge about legislation and policy related to inclusion, and improving 

confidence did not likewise address the participants’ concerns or perceived stress associated 

with having students with disabilities in their classrooms. It was concluded that both the 

content and context of the course was important in reducing PST concerns.  

No matter the specific content and course design, it seems that addressing concerns 

during PST education could be an influential time to indirectly help PSTs feel more positive 

towards IE (Beacham & Rouse, 2012; Shade & Stewart, 2001). 

 

Intentions to Teach in Inclusive Classrooms 

According to the TPB, voluntary action is best determined by intentions (Ajzen, 1985, 

1988, 1991; Fishbein, 2009). Intentions are an indicator of a person’s readiness for actual 

action. Ajzen (2011) defines intentions as a person’s readiness to perform a behaviour. This 

sense of readiness can be operationalised in a number of ways: by asking individuals whether 

or not they intend to engage in a behaviour, expect to engage, are planning to engage, will 

attempt to engage and/or if they are willing to engage in a certain behaviour. In a meta-

analysis, Sheeran (2002) found that the overall correlation between intent and actual 

behaviour was highly correlated, providing evidence to suggest that the variables in the TPB 

most closely relate to intentions, which is conceived as a proximal antecedent to actual 

behaviour. 

 

Variables Associated with Intentions 

The attitudes of teachers are an important variable related to teacher’s intentions to 

include students with disabilities in inclusive classrooms. Ahmmed, Sharma and Deppler 

(2014) examined the influence of teacher attitudes, teacher efficacy and perceived school 
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support on teacher intentions to include students with disabilities in regular classrooms. The 

authors also examined the predictive utility of demographic variables in explaining teacher 

intentions. Results revealed that teacher attitudes, teacher efficacy and perceived school 

support were found to be significant predictors that influenced teachers’ intentions to include 

students with a disability in government primary schools in Bangladesh. Furthermore, a 

teacher’s length of teaching experience significantly influenced their intentions towards 

inclusion. Overall, perceived school support was the strongest predictor variable, influencing 

teachers’ intentions. This suggests that when teachers believe that they are in a supportive 

environment, they are more likely to intend to practice inclusively. Furthermore, this study 

once again highlights the importance of both positive attitudes and self-efficacy influencing 

teacher’s intentions to act inclusively.  

Batsiou et al., (2008) examined the attitudes and intentions of Greek and Cypriot 

teachers towards including students with special educational needs. The study focused on 

investigating the relationships among attitude, subjective norm, knowledge, self-identity, 

information and intention. The theoretical framework was a modified version of the TPB 

specifically designed for the Greek language and culture. Significant correlations were found 

between intention and attitude, intention and knowledge, attitude and subjective norm, and 

attitude and knowledge. An additional line of research focused on the service delivery’s effect 

on a student’s (without disability) intention to include their peers with a disability (Campbell, 

2010). This research was conducted with students in grade three, four and five and found that 

being in inclusive classrooms had a statistically significant positive impact on student 

intentions to include their peers.  

Yan and Sin (2014) examined the extent to which the TPB could be used to predict 

and explain the intentions and behaviour related to inclusive education for primary and 

secondary school teachers. This study is a notable attempt at including all components of the 
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TPB. A five-part survey of 841 teachers in Hong Kong focused on attitude towards inclusive 

education, subjective norm, confidence in their professional training (perceived behaviour 

control), intention and behaviours. The structural equation modelling demonstrated that the 

TPB fitted the data well and indicated that attitude, social pressure, confidence in 

professional training significantly predicted intention. Also, intention and confidence were 

found to be a significant predictor of behaviour. Importantly, subjective norm (conceptualised 

as social pressure) was the most powerful predictor of intention, followed by perceived 

behaviour control and then attitude. Moreover, both intention and perceived behaviour 

control exerted significant predictive power on behaviour. Interestingly, perceived behaviour 

control had a larger effect. However, these results should be taken within the context of two 

key limitations. Firstly, behaviour was not directly measured. Instead of using an 

observational measure, teachers self-reported their behaviours. Self-report measures have the 

potential to be influenced by social-desirability. Secondly, given intention is a variable that is 

‘future-focused’, it should not be assessed simultaneously with behaviours. Ideally, it should 

be measured just prior to investigating behaviours. 

 

Increasing Intentions through Teacher Education 

Teacher education courses have the ability to positively influence the participants’ 

intentions to teach in inclusive classrooms. Aiello and Sharma (2018) investigated the 

possible impact of a university teacher education course for future Learning Support Teachers 

(LSTs). LST roles are to support the mainstream teacher in a classroom where students with 

additional needs are present. The results confirmed the significant role of teacher education to 

positively influence teacher attitudes and self-efficacy and reduce concerns which in turn 

stimulate the intentions needed to trigger inclusive practices (Aiello & Sharma, 2018). 
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Simply having intentions to act inclusively does not guarantee that action will occur 

(Ajzen, 1985, 1988, 1991; Fishbein, 2009). Intentions and observed behaviours may not 

correspond if there is a significant amount of time between the intent and the action. A lack of 

resources and opportunity to act out inclusive practices may contribute to this mismatch 

(Ajzen, 2011). In line with the TPB, teachers will intend to perform inclusive behaviours if 

they have positive attitudes, support and resources, and have self-efficacy in their ability to 

achieve a particular inclusive action (Ajzen, 2011). This provides the justification for 

attempting to investigate the connection between inclusive intentions and inclusive practices.  

Inclusive Practices 

Sharma and Sokal (2016) used behavioural observations of classroom teachers to 

investigate if a significant relationship existed between teachers self-reported attitudes, 

concerns (conceptualised as a practical barrier at the same level as a demographic variable), 

efficacy to teach in inclusive classrooms and their actual classroom behaviour. A five-part 

questionnaire was used to collect data. This included: a survey investigating the demographic 

variables of teachers (age, gender, highest educational qualification obtained, knowledge of 

local education acts and policies related to children with disabilities, and the level of 

confidence in teaching students with disabilities), their attitudes, concerns and teaching 

efficacy for inclusion. This study used a newly developed measure of inclusive practices. 

Results indicated that teachers who were highly inclusive in their classroom practices were 

likely to have significantly lower degrees of concerns as well as positive attitudes to 

inclusion. Given the small sample size and no explicit measure of teacher’s intentions, the 

results of this study should be interpreted with some degree of reserve. However, the current 

research in this domain suffers from two main limitations. Firstly, attitudes and other 

theoretical variables (e.g. intentions) have often been investigated separately from classroom 
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practices. Secondly, even when practices have been considered, self-reported data or 

intentions have been used as an indicator of observable practices (Dueck, 2003; Hwang & 

Evans, 2011). These caveats illuminate the gap between theory and practice and provide the 

rationale for focusing on actual observations of teaching to indicate inclusive teaching 

practices.  

Further, attempts have been made to classify specific teacher’s practices overall. An 

example is the European Agency for Development in Special Needs Education (EADSNE) 

development of the ‘Profile of Inclusive Teachers’(EADSNE, 2012). While the agency 

recognised that teaching is a complex task and that condensing all practices into a single set 

of behaviours is difficult, they argued that it was possible to identify areas of competence that 

could be applied across contexts. These areas of competence included the teacher’s 

knowledge, attitudes and skills. Such competences are seen to be underpinned by four 

interrelated core values and are articulated in terms of competences including: ‘valuing 

learner diversity’, ‘supporting all learners’, ‘working with others’ and ‘continued professional 

development’. ‘Valuing learner diversity’ refers to teacher’s views of difference and 

conceptions of inclusive education. ‘Supporting all learners’ refers to promoting the 

academic, social and emotional learning of all learners as well as effective teaching 

approaches in heterogeneous classes. ‘Working with others’ refers to how teachers work with 

parents, families and other professionals. Finally, ‘continuing professional development’ 

refers to teacher’s being reflective practitioners and initial teacher education as a foundation 

for ongoing professional learning and development. The ‘Profile of Inclusive Teachers’ 

represented a noteworthy attempt at classifying inclusive practices of teachers and may serve 

as a framework to interrogate inclusive practice, however, this profile was not founded on 

actual classroom observations (EADSNE, 2012).  
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A recent review by Finkelstein et al., (2019) (Refer to Chapter 3) explored teacher’s 

inclusive practices with a specific focus on understanding the practices of teachers within 

classrooms. Understanding what inclusive teacher practices ‘look like’ is essential in 

determining if inclusion is happening or if it simply remaining idealistic rhetoric. To achieve 

this end, structured tools, which made use of observation techniques, were reviewed. The 

items from all tools were collated and the relative importance of actual behaviours inferred. 

Thematic Analysis of the total pool of indicators/items of observable inclusive teacher 

practices were organised into five themes: ‘Collaboration and Teamwork’, ‘Determining 

Progress’, ‘Instructional Support’, ‘Organisational Practices’ and 

‘Social/Emotional/Behavioural Support’. These themes gave rise to an ‘Inclusive Teacher 

Classroom Practices Profile’. Collaboration and teamwork were defined as: The teacher’s 

practices within this category relate to how they work with other professionals in the 

classroom, including other teachers, families of students, and other professionals. 

Determining progress was defined as how teachers assess and monitor student individualised 

outcomes. Instructional support was defined as the specific skills enacted relating to the focus 

of instructional content and how this content is transmitted to the learner. Organisational 

practices were defined as what teachers do to arrange and oversee the set-up of the classroom 

and how they promote access to the classroom environment for all students. 

Social/Emotional/Behavioural Support’ was defined as how teachers facilitate a positive 

classroom environment where student’s social, emotional and behavioural needs are 

accounted for and met. Implications for the use of the profile were also discussed with regard 

to teacher development. That is, the profile could be used as a catalyst to prompt and guide 

the analysis and measurement of teacher’s practices in the classroom. Given teachers want 

and need practical experiences in the classroom (Shaddock, Hoffman-Raap, Smith, Giorcelli, 

& Waddy, 2007) the concepts uncovered in this analysis represented an important foundation 
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through which to interrogate classroom practices and prompt critique of classrooms no matter 

the specific context. Thus, the study contributed to both theoretical and practical knowledge 

that pre-service and in-service teachers can use to develop their inclusive practices. 

 

Research Questions 

The present research stems from the recognition that there is a need to understand the 

practice of PSTs in implementing inclusion using behavioural observations. However, it is 

necessary to understand these practices in conjunction with the aforementioned theoretical 

constructs including attitudes, teaching-efficacy, concerns and other potentially influential 

background variables. Therefore, the relationships between attitudes, teacher’s self-efficacy, 

concerns, intentions and other background variables of PSTs enrolled in the inclusive 

education Subject will be examined. This research is novel in that observable teacher 

practices will also be investigated and the impact of the inclusive education Subject assessed. 

In addition, predicting intentions of PSTs will allow for a better understanding of their 

practices and potential avenues to bolster their skill set prior to working in the field.  

The current research consisted of two studies. The purpose of Study 1 was to 

determine which variables predicted PST intentions to teach in inclusive classrooms before 

participating in the course-work Subject on inclusive education and after completing the 

Subject. These different time-points were specified as pre-stage and post-stage. A secondary 

purpose was to understand the impact of the newly developed coursework Subject on PST 

attitudes towards the following: inclusion, teaching efficacy for inclusive education, levels of 

concerns about inclusion, and intentions to teach in inclusive classrooms.  

The following research questions were posed: 
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x Research Question 1: What were the levels of attitudes, concerns, efficacy and 

intentions expressed by PSTs at pre-stage and post-stage towards inclusive 

education? 

x Research Question 2: Was there a significant relationship between PST’s attitudes 

and intention to teach in inclusive classrooms before (and after) undertaking the 

Subject on inclusive education? 

x Research Question 3: Was there a significant relationship between PSTs’ teaching-

efficacy and their intention to act out inclusive teaching practices before (and 

after) undertaking the Subject on inclusive education? 

x Research Question 4: Was there a significant relationship between PST’s concerns 

and intentions to teach in inclusive classrooms before (and after) undertaking the 

Subject on inclusive education? 

x Research Question 5: Were PST’s intentions to teach in inclusive classrooms 

predicted from their attitudes, sense of teaching efficacy and concerns (before and 

after taking the Subject)? 

x Research Question 6: Were there significant relationships between the background 

variables and preservice teacher’s attitudes, teaching efficacy, concerns and 

intentions (both before and after the Subject)? 

x Research Question 7: Does taking part in the inclusive education university 

Subject have an impact on PST’s attitudes, concerns, teaching efficacy and 

intentions to teach inclusively? 

x Research question 8: Was there a difference on measures of attitudes, concerns, 

teaching efficacy and intentions between the PSTs of Campus A and B following 

participation in the inclusive education Subject? 
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x Research Question 9: What do PSTs perceive to be facilitators and barriers to 

inclusive education (both pre/post taking part in the Subject)?  

 
The purpose of Study 2 was to understand the relationship between PST affective 

variables (attitudes, self-efficacy, concerns) and intentions with regard to inclusive teaching 

practice. To achieve this end, a combination of the post-stage questionnaire and observational 

data was utilised. Thus, the following research question was proposed: 

 

x Research Question 10: Was there a significant relationship between PST’s 

intentions, teaching efficacy, concerns, attitudes, and their observable inclusive 

practices after taking part the Subject on inclusive education? 
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Chapter 3: The inclusive practices of classroom teachers: a scoping review and thematic 

analysis (published paper) 

Overview of published paper 

This chapter presents a published study included in this thesis. Following on from 

Chapters 1 and 2, this study elucidates key concepts relating to how inclusion is defined and 

what it means to enact inclusive practices in the classroom. More specifically, the 

overarching purpose of this systematic scoping review was to understand what was 

considered high quality inclusive teaching practices when conducting behavioural 

observations in school classrooms.  

Understanding and investigating teachers’ practices in the classroom can help ensure 

that high quality inclusive practices are implemented consistently (Erten & Savage, 2012). 

However, research into this ‘real-world’ understanding of practices in the classroom has often 

been neglected compared with theoretical or philosophical models of practice (O'Neill & 

Stephenson, 2014). This is particularly troubling given often pre- and in-service teachers 

report feeling unprepared for work in inclusive classrooms.  

The review investigated research that relied on observational data. This method of 

data collection was recognised to be an important (rarely used) method for understanding 

inclusion. The aims of this scoping review were two-fold and aligned with the following two 

research questions: 1) How can the tools be used to define and conceptualise ‘inclusion’? 2) 

What types of high-quality inclusive practices should teachers use in the classroom? In 

working towards these research questions, the observation guide developed through this study 

may be used to anchor and guide authentic classroom observations, better target reflective 

practice, and promote and provide structure to school, teacher and self-assessments. Thus, 

this study adds to the limited literature on understanding inclusive classroom practices and 

the findings may inform the development of pre/in-service teacher education opportunities.  
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In the next section, a publication declaration (required by Monash University’s 

Faculty of Education) precedes inclusion of the systematic scoping review paper (Study 1). 
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Declaration for Thesis Chapter 3 

The ideas, development and writing-up of this paper was the principal responsibility of 

myself, the student, working within the Psychology Activities Department, Faculty of 

Education under the supervision of Professor Umesh Sharma, Dr Brett Furlonger and Dr 

Christine Grove. In the case of Chapter 3, the nature and extent of my contribution to the 

work was the following: 

Nature of contribution Extent of contribution (%) 

Study conceptualisation 70% 

Data collection, data entry and data cleaning 100% 

Analysis and interpretation of results  70% 

Writing the paper for publication 80% 

Management of publication process 100% 

The following co-authors contributed to the work. If co-authors are students at Monash 

University, the extent of their contribution in percentage terms must be stated: 

Name Nature of Contribution Extent of contribution 
(student co-authors only [%]) 

Professor Umesh Sharma Study conceptualisation, 

interpretation of results, and editing 

paper for publication 

N/A 

Dr Brett Furlonger Ongoing conceptualisation and 

editing 

N/A 
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The undersigned hereby certify that the above declaration correctly reflects the nature and 

extent of the candidate’s and co-authors’ contributions to this work. 

Candidate signature:  ............................................................. Date: 09.12.2019 

Main Supervisor signature: ................................................... Date: 09.12.2019 
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Summary of Chapter 3 

Within the context of the whole thesis, this paper highlights the key themes related to 

the inclusive practices of teachers in the classroom and, therefore, significantly contributes to 

the small amount of research in this area. Additionally, a number of tools that can be used to 

interrogate inclusive practices of teachers were located. One such tool was the Inclusive 

Practices Classroom Observation Scale (IPCOS). This tool incorporated items that were 

associated with the key themes developed through the thematic analysis process. Therefore, 

the IPCOS was deemed a useful tool to gather observational data given its broad focus on a 

variety of inclusive practices. This led to the adoption of the IPCOS for the current research.  
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Chapter 4: Methodology 

Chapter Overview 

The overall purpose of the research was to contribute to an understanding of how to 

align inclusive theory with inclusive practice within a teacher education context. 

Additionally, this research was undertaken to:  

x Affirm whether or not the ‘preparedness’ variables and the relationships between 

them were in line with the TPB. 

x Determine whether PST intentions (i.e. the best predictor of actual practice 

according to the TPB) were predicted from their attitudes, efficacy and concerns. 

x Ascertain whether the attitudes, efficacy, concerns and intentions of PSTs were 

significantly related to background variables such as their gender, direct contact 

with people with disability, knowledge about policy and legislation etc.  

x Determine whether the TPB variables were significantly related to observable 

inclusive practices after completing the inclusive education Subject.  

x Understand the impact of the inclusive education Subject on the TPB variables 

associated with inclusive practice. Furthermore, to understand if there was any 

differential impact relating to how the Subject content was delivered (i.e co-

teaching or single-teacher model). 

x Investigate PST’s perceived facilitators and barriers to teach in inclusive 

classrooms. 

 

To achieve this end, two studies were undertaken. This chapter will provide an 

overview of the research methodology used for the two studies. More specifically, the 

guiding theoretical framework, the research designs, participant selection procedures, 

settings, data collection procedures, ethical considerations, instrumentation, and data analysis 

procedures, will be outlined. Refer to Figure 3 for an overview of the two studies.  
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Figure 3. Research Overview.  

Note: Each of the four participants were observed on three separate occasions for the 
duration of a lesson 
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Theoretical Framework 

Applying a theoretical model to research allows for the conceptualisation of the 

variables in relation to each other and also supports the investigation of such variables in a 

systematic way. The Theory of Planned Behaviour (TPB) (Ajzen, 1991) was used as a 

guiding framework for the present research. TPB offered a framework within which to 

investigate the variables related to preparedness, investigating the relationships among the 

variables, and to make predictions from the variables.  

The TPB (extended from the original Theory of Reasoned Action) outlines four key 

elements that influence an individual’s behaviour. Namely; attitudes, subjective norm, 

perceived behavioural control and intentions. Specifically, the theory asserts that one’s 

attitudes, subjective norm and perceived behavioural control are independent constructs 

which are determinants of one’s intentions, which in turn, strongly predict actual behaviours 

(Ajzen, 1987). In the case of inclusive education, a teacher who has a positive attitude 

towards responding to diversity (attitudes), feels their behaviour is typical within their 

specific culture and is socially supported (subjective norm), and believes they have sufficient 

knowledge and skills regarding how to include individuals with disabilities (perceived 

behavioural control), is likely to have an intention to act inclusively and facilitate inclusion.  

PST concerns about implementing inclusive education were measured in this research. 

This construct does not fit neatly within the TPB. However, previous research has 

conceptualised concerns to teach in inclusive classrooms as a representation of PSTs’ 

subjective norm within the TPB (Aiello & Sharma, 2018; Sharma et al., 2015). That is, 

because PSTs do not regularly work in a school, it is difficult to measure subjective norm 

consistently. Given the TPB model was not being tested in this current research (it is a guide), 

concerns were therefore conceptualised as a background variable that have the potential to 

explain some of the variance in intention to perform inclusive behaviours.  
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Study 1 

Research Design 

Study 1 used a one-group pre-test/post-test design. This quasi-experimental, within-

participants design involves pre-testing a single group of participants, administering a 

treatment or intervention, followed by post-testing using the same measure (Salkind, 2010). 

The one-group pre-test-post-test design is commonly used to assess the impact of a particular 

program (Allen, 2017). In this case, the cohort of PSTs was administered a questionnaire at 

the beginning of the inclusive education Subject and the same questionnaire was administered 

at the end, 10 weeks later. Importantly, a comparison or control group (where no treatment 

condition was given) was not practical given all participants were enrolled in the Subject and 

had to fulfill the coursework requirements. However, this was deemed acceptable given the 

research took place in a practice setting. In other words, given the study took place in an 

authentic university setting, it was not practical or ethical to randomly allocate participants to 

an intervention or control group or to deny some participants exposure to the Subject content 

(Shek & Sun, 2012). 

 

Inclusive Education University Subject Overview 

It is recognised that in order to make inclusion a reality in the classroom, there is a 

need for better preparation and teacher support (Sharma, 2018). Therefore, teacher 

preparation courses should target: knowledge and theory (i.e. head), ethical and moral 

attitudes (i.e. heart) and pragmatic skills (i.e. hands), to improve inclusive education practices 

(Shulman, 2004). This theoretical basis is also known as the ‘3H’ model. This theory was 

used as a model to guide the construction of the current Subject. More specifically, university 

educators co-developed and collaborated with in-service teachers to create the inclusive 

education Subject for PSTs. By including in-service teachers in the university classroom, the 
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partnership served to bridge the gap between research and learning at university and authentic 

classroom situations.  

The overall aim of the Subject was to promote PST preparedness to teach diverse 

student populations. The university Subject was entitled ‘Inclusive Education: Teaching 

Diverse Learners’ and was developed in 2018. The Subject aimed to develop student 

understanding of how they can respond to increasing diversity in classrooms and differentiate 

their teaching to meet the needs of students with a range of abilities. PSTs taking part in the 

Subject were also supported to develop an inclusive disposition towards student differences.  

The expected workload for PSTs enrolled in the Subject was a minimum total 144 

hours per semester comprising: 

 

x Contact hours for on-campus students: 2 contact hours per week (10 weeks in 

total) comprising of workshops and online activities.  

x Additional requirements: independent study to make up the minimum required 

hours per week 

 

Other than the face-to-face workshops, students had access to an online course 

management system (i.e. Moodle) which contained all course administrative information, 

assessment tasks and workshop slides. The course management system also allowed the 

university teaching staff to post announcements regarding the weekly workshop content and 

assignments. Furthermore, discussion forums were available for students to post questions 

and/or discussion topics regarding the Subject content and assignments.  

The overall outcomes for students participating in the Subject were to: 

1. Critically analyse their own professional practice to identify and address beliefs, 

attitudes and practices that exclude and disadvantage some students (based on 
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their gender, race or learning abilities) from achieving academic success and 

learning outcomes. 

2. Develop understanding of a range of factors that have an impact on students' 

access to, participation in and learning outcomes at school. Such factors include: 

physical, social and intellectual characteristics, gender, language, religion, culture, 

race, sexual orientation, socio-economic status or disabilities, 

3. Identify strategies to support student participation and engagement in classroom 

activities 

4. Demonstrate understanding of legislative requirements and teaching strategies that 

support participation and learning of students with a disability 

5. Evaluate teaching strategies that support the academic achievement and learning 

outcomes of all students. 

 

These outcomes were clearly stated and discussed during each face-to-face workshop.  
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In the 2-hour weekly workshops students were expected to have read the weekly 

readings and to be prepared to actively engage in class discussions. The following teaching 

strategies were used to introduce and discuss the weekly content: 

x Role play - Drawing on key concepts, students will develop the essential skills of 

communication and learning 

x Case-based teaching - Drawing on real examples from the filed across the years to 

illustrate key content points 

x Peer assisted learning - Drawing on our peers to answer group discussion 

questions and problem solve 

x Seminars - Students will review key core content during the face to face 

workshops 

For a detailed overview of the Subject’s weekly workshop content, the corresponding 

learning objectives and resources, refer to Table 2 below. 
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Table 2. 

Outline of the Subject: Weekly Workshop Overviews, Associated PST Outcome/s and Reading Resources. 

Week Workshop Overview Related Subject Outcome  Required and Additional Readings for 
Students  

1 Title: Welcome to inclusive education 

Content: 

x ‘Getting to know you’ activity for students 

x Overview of the Subject’s outcomes 

x Understanding diversity 

x Labelling students 

x Medical and social models of disability 

x Video: 
https://www.ted.com/talks/stella_young_i_m_
not_your_inspiration_thank_you_very_much 

x Small group discussion: defining inclusion, 
mainstreaming and integration 

x Integration, mainstreaming and inclusion 
explained 

x ‘Special Education’ compared to mainstream 
education 

x Overview of assignment tasks 

x Overview of Australian Professional Standards 
for Teachers 

2. Develop understanding of a range 
of characteristics and factors 
including physical, social and 
intellectual characteristics, gender, 
language, religion, culture, race, 
sexual orientation, socio-economic 
status or disabilities, that have an 
impact of students' access to, 
participation in and learning 
outcomes at school 

 

Required: 

x Ashman, A. (2014). Education for inclusion 
and diversity. Pearson Australia: Chapter 1 

Additional: 

x Graham, L. (2006). Done in by discourse-or 
the problem/s with labelling. 

x Snow, K. (2007). People first 
language. Disability is Natural, http://www. 
disabilityisnatural.com/peoplefirstlanguage. 
htm (accessed June 4, 2007). 
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Week Workshop Overview Related Subject Outcome  Required and Additional Readings for 
Students  

2 Title: Legislation and policy requirements 

Content: 

x Discuss relevant Subject outcome (number 4) 

x Discuss in pairs or trios how schools are 
providing/observing inclusive education policy 

x Overview of Australian legislative framework 
and policy: Melbourne Declaration on 
Educational Goals for Young 
Australians (MCEETYA, 2008); ACARA on 
student diversity; Disability Discrimination 
Act (1992); Disability Standards (2005);  

x Group discussion: Barriers students face in 
schools 

x Overview of the Nationally Consistent 
Collection of Data for Students with 
Disabilities 

x Video: Impact of policy reforms on 
individuals 
(https://www.youtube.com/watch?v=IgHnnta
UQ7I). This was followed by a discussion 
about the video 

x Overview of Assignment task 1 provided  

4. demonstrate understanding of 
legislative requirements and teaching 
strategies that support participation 
and learning of students with a 
disability  

 

Required: 

x Ashman, A. (2014). Education for inclusion 
and diversity. Pearson Australia: Chapter 2 

x Guidelines for the Nationally Consistent 
Collection of Data on School Students with 
Disability 2017 

Additional: 

x Anderson, J., & Boyle, C. (2015). Inclusive 
education in Australia: rhetoric, reality and 
the road ahead. Support for Learning, 30(1), 
4-22. 

x Florian, L. (2014). What counts as evidence 
of inclusive education?. European Journal of 
Special Needs Education, 29(3), 286-294. 

x Lamb, S., Jackson, J., Walstab, A., & Huo, S. 
(2015). Educational opportunity in Australia 
2015: Who succeeds and who misses out. 
http://www.mitchellinstitute.org.au/wp-
content/uploads/2015/11/Educational-
opportunity-in-Australia-2015-Who-
succeeds-and-who-misses-out-19Nov15.pdf 
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Week Workshop Overview Related Subject Outcome  Required and Additional Readings for 
Students  

3 Title: Inclusive teaching pedagogies: Universal 
design for learning (UDL) 

Content: 

x Nationally Consistent Collection of Data for 
Students with Disabilities (NCCD): steps for 
data collection’ 

x Video: Principals and teachers discussing 
NCCD 
(http://www.schooldisabilitydatapl.edu.au/illus
trations-of-practice/video-detail/adjustments-
examples) 

x Overview of differentiation and universal 
design for learning (UDL) 

x Reflection activity: Differentiation in practice 

x Discussion: What do you know about 
differentiation? What do you want to know 
about differentiation? 

x Overview of differentiation: ACARA 
definition; videos: 
https://www.youtube.com/watch?v=akvDT9K
FZPw, 
https://www.youtube.com/watch?v=1ob4eGz0
4G4;  

3. Identify strategies to support 
student participation and engagement 
in classroom activities 

5. Evaluate teaching strategies that 
support the academic achievement 
and learning outcomes of all students. 

Required: 

x Ashman, A. (2014). Education for inclusion 
and diversity. Pearson Australia: Chapter 3 

Additional: 

x Katz, J. (2013). The Three Block Model of 
Universal Design for Learning (UDL): 
Engaging students in inclusive 
education. Canadian Journal of 
Education, 36(1). 
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x Group discussion: facilitators and challenges 
for differentiation 

x Overview of facilitators of differentiation 

x Overview of challenges of differentiation 

x Case example of an Individual Education Plan  

x Overview of personalized learning 

x Video: the myth of average 
(https://youtu.be/4eBmyttcfU4) 

x Discussion: What challenges to participation 
might students with disabilities or diverse 
needs face in your classrooms when there is 
one teaching and learning approach/resource 
employed? 

x Blooms Taxonomy overview 

x Activity and discussion: Create a differentiated 
task and share the task with the class 

x Rubric review of assignment 1 
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Week Workshop Overview Related Subject Outcome Required and Additional Readings 
for Students 

4 Title: Inclusive teaching pedagogies: Universal design for learning 
(UDL) 
Content: 
• Discussion/reflection on quote: “Inclusion [is] about 
understanding that intelligence takes many forms and finding ways to 
accept every one of them in the classroom” (Lydia Wayman) 
• Overview of UDL 
• Video: UDL in action 
(https://www.youtube.com/watch?v=pGLTJw0GSxk) 
• Group reflection/discussion: Think of your practices and/or 
those you’ve observed on placement. Have you seen universal design 
for learning being used? How? And in what ways? 
• Overview of the Primary Brain Networks: Recognition; 
Strategic; Affective.  
• UDL guidelines and what it means in practice 
• Case example of UDL 
• UDL research evidence base 
• Group activity: Form groups of three. Each member takes the 
lead for the discussion of one element of UDL (multiple means of 
representation, action/expression, engagement). This about a lesson you 
have  
• taught or observed. Use the UDL graphic organiser available 
here to discuss the ways in which this lesson is universally designed. 
Are there ways you could improve the lesson to be in-line with UDL 
guidelines? 
• Compare and contrast differentiation and UDL.  

3. Identify strategies to 
support student participation 
and engagement in classroom 
activities 
5. Evaluate teaching strategies 
that support the academic 
achievement and learning 
outcomes of all students. 

Required: 
x Ashman, A. (2014). Education 
for inclusion and diversity. Pearson 
Australia: Chapter 4 
Additional: 
x Courey, S. J., Tappe, P., Siker, 
J., & LePage, P. (2013). Improved 
lesson planning with universal design 
for learning (UDL). Teacher Education 
and Special Education, 36(1), 7-27. 
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• Discussion/reflection activity: How will you use UDL and/or 
Differentiation in your teaching? What are effective facilitators or 
challenges of using UDL and/or Differentiation in your practices? 
UDL resources discussed and provided regarding:  
implementation (http://www.udlcenter.org/implementation); toolkits 
(http://www.udlcenter.org/implementation/classroomresources/toolkits);  
examples of UDL (http://www.udlcenter.org/implementation/examples)
 . Identify strategies to support student participation and 
engagement in classroom activities 
5. Evaluate teaching strategies that support the academic achievement 
and learning outcomes of all students.  
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Week Workshop Overview Related Subject Outcome Required and Additional Readings 
for Students 

5 Title: Inclusive teaching strategies: Collaborative learning 
arrangements 
Content: 
x Overview of collaborative learning arrangements: collaborative 
learning and the Australian Professional Standards of Teaching; 
practices such as: cooperative learning, peer-tutoring, reciprocal 
teaching 
x Overview of the benefits of collaborative learning for students 
that require more support and for students who offer assistance 
x Cooperative learning overview: what is it?; key components; 
research evidence; examples 
x Overview of structured learning groups and roles within groups 
(researcher, scribe, presenter, captain). Video examples provided: 
https://www.teachingchannel.org/videos/structured-groups and 
https://www.teachingchannel.org/videos/ups-problem-solving-strategy 
x Monitoring Cooperative Skills: example checklist for teachers 
provided 
x Discussion: Determine the objectives of the lesson (both 
academic and social skills objectives), the size of groups, the method of 
assigning students to groups, the roles students will be assigned, the 
materials needed to conduct the lesson, and the way the room will be 
arranged; Explain the task and positive interdependence; Monitor 
students’ learning and intervene in the groups to provide task assistance 
or to increase students’ interpersonal and group skills; Evaluate 
students’ learning and help students process how well their groups 
functioned.  

3. Identify strategies to 
support student participation 
and engagement in classroom 
activities 
5. Evaluate teaching strategies 
that support the academic 
achievement and learning 
outcomes of all students. 

Required: 
x Ashman, A. (2014). Education 
for inclusion and diversity. Pearson 
Australia: Chapter 5 
Additional: 
x Ayvazo, S., & Aljadeff‐
Abergel, E. (2014). Class-wide peer 
tutoring for elementary and high school 
students at risk: listening to students’ 
voices. Support for Learning, 29(1), 76-
92. 
x Luke, A., Dooley, K., & 
Woods, A. (2011). Comprehension and 
content: Planning literacy in low 
socioeconomic and culturally diverse 
schools. The Australian Educational 
Researcher, 38(2), 149-166. 
x Spörer, N., Brunstein, J. C., & 
Kieschke, U. L. F. (2009). Improving 
students' reading comprehension skills: 
Effects of strategy instruction and 
reciprocal teaching. Learning and 
instruction, 19(3), 272-286. 
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x Group activity: using jigsaw technique, plan a lesson activity 
and assign group learning roles  
x Overview of reciprocal teaching: what is it?; research 
evidence; example with video 
(https://www.youtube.com/watch?v=jw85MszBG6o);  
x Discussion: How can I do reciprocal teaching in the 
classroom? 
x Discussion: How would you plan a reciprocal teaching 
activity? 
x Overview of peer-learning: What is it?; what does it look like 
(https://www.teachingchannel.org/videos/ell-peer-tutoring-inps); 
different types of peer-tutoring; examples of how to do it in the 
classroom;  
x Activity in pairs: Implementing peer-learning.  
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Week Workshop Overview Related Subject Outcome Required and Additional Readings 
for Students 

6 Title: Inclusive teaching strategies: Assessment for Learning 
Content: 
• Activity in small groups: discuss what assessment means to 
you 
• Overview of relevant standards from the Australian 
Professional Standards for Teachers 
• Overview of assessment in inclusive classrooms: assessment 
for learning, assessment as learning, assessment of learning  
• Activity in table groups: discuss what your experiences in 
schools (as a student) of assessment OF learning? Also, in which 
subjects did you receive formative assessment FOR learning that helped 
you to make progress 
• Class based assessment for learning: formative assessment: 
types; guidelines to enhance learning; guidelines in relation to 
feedback; rubrics 
• Video: Peer assessment in action and self-assessment 
(https://www.youtube.com/watch?v=DqWCJZH8ziQ and 
https://www.youtube.com/watch?v=CkFWbC91PXQ) 
• Discussion: What reasonable adjustments could you make in 
assessing a range of student abilities? (keep the Nationally Consistent 
Collection of Data (NCCD) in mind to help make this decision. Reflect 
on week 2 topic and implementing it in practice) 
• Assignment 2: forming groups and topic allocation 
• Assignment 2 explained 
Overview of formative assessment and practice using ‘exit tickets’ as a 
strategy 

 3. Identify strategies to 
support student participation 
and engagement in classroom 
activities 
5. Evaluate teaching strategies 
that support the academic 
achievement and learning 
outcomes of all students 
. 

Required:  
x Bourke, R., & Mentis, M. 
(2014). An assessment framework for 
inclusive education: Integrating 
assessment approaches. Assessment in 
Education: Principles, Policy & 
Practice, 21(4), 384-397. 
Additional: 
x Panadero, E., & Jonsson, A. 
(2013). The use of scoring rubrics for 
formative assessment purposes 
revisited: A review. Educational 
research review, 9, 129-144. 
x Florian, L. (Ed.). (2013). The 
SAGE handbook of special education: 
Two volume set. Sage: Chapter 31 
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Week Workshop Overview Related Subject Outcome Required and Additional Readings 
for Students 

7 Title: Inclusive teaching strategies: Classroom management 
Content:  
• Overview of Positive Behaviour Support (PBS): what is it?; 
understanding the framework; founding principles (i.e. prevention, 
generalise behaviour across environments, whole-school approach, 
commitment from school leaders and community members, data driven, 
time, evidence-based practice, training of all school staff, partnership 
with families; benefits of PBS 
• Discussion: Out of the 10 principles discussed- which principle 
in your view is most crucial, and, why? 
• PBS in action video: 
https://www.lilydalewest.vic.edu.au/learning/positive-behaviour-
support-pbs/  
• Implementing PBS (explanation of 3-tiered system with 
associated examples for each tier) 
• Discussion: tiers of support and outcomes of PBS 
• Overview of challenging behavior and resource provided: 
http://www.pbisworld.com/ 
• Overview of Social Emotional Learning (SEL): core 
components (self-management, self-awareness, responsible decision 
making, relationship skills, social awareness) 
• Video of SEL in action: https://youtube/Do1R67Ek0NI  
• SEL in the current Australian curriculum: discussion of the 
general capabilities (https://www.australiancurriculum.edu.au/f-10-
curriculum/general-capabilities/personal-and-social-capability/) 

3. Identify strategies to 
support student participation 
and engagement in classroom 
activities 
5. Evaluate teaching strategies 
that support the academic 
achievement and learning 
outcomes of all students 

Required: 
x Ashman, A. (2014). Education 
for inclusion and diversity. Pearson 
Australia: Chapter 7 
x Lewis, T. J., Mitchell, B. S., 
Trussell, R., & Newcomer, L. (2015). 
School-wide positive behavior support: 
Building systems to prevent problem 
behavior and develop and maintain 
appropriate social behavior. Handbook 
of classroom management, 2, 40-59. 
Additional: 
x Luiselli, J. K., Putnam, R. F., 
Handler, M. W., & Feinberg, A. B. 
(2005). Whole‐school positive 
behaviour support: effects on student 
discipline problems and academic 
performance. Educational 
psychology, 25(2-3), 183-198. 
x Durlak, J. A., Weissberg, R. P., 
Dymnicki, A. B., Taylor, R. D., & 
Schellinger, K. B. (2011). The impact 
of enhancing students’ social and 
emotional learning: A meta‐analysis of 
school‐based universal 
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• Discussion: What is your knowledge of SEL? How will you 
include it has an important part of your teaching?  
• Research and benefits of SEL 
Activity: Choose a lesson you have taught/observed; Identify the SEL 
skills taught; Align to the core competencies; Locate in the ACARA: at 
what level that capability is located? 

interventions. Child development, 82(1), 
405-432. 

 
Week Workshop Overview Related Subject Outcome Required and Additional Readings for 

Students 
8 Title: Inclusive teaching strategies: Professional 

Collaboration 
Content: 
• Overview of relevant Australian 
Professional Standards for Teaching 
• Collaborating with parents and 
professionals: overview of creating partnerships 
with parents; importance and overview of parent-
teacher collaborations  
• Group discussion: observations about 
home-school collaboration while on placement. 
What phone calls did you make/observe, which 
students would you have called if you were their 
teacher, did you attend/participate in parent 
meetings?, How might you involve students if you 
feel that a family might find the school “hard to 
reach”? 
• Factors affecting family involvement in 
schools.  
• Overview of co-teaching: purpose; culture 
of collaboration; models of co-teaching  (one 
lead/one support, alternative teaching, teaming, 
station teaching, parallel teaching); different 
purposes of modes; impact on students, impact on 
teachers.  

3. Identify strategies to support 
student participation and engagement 
in classroom activities 
 

Required: 
• Giangreco, M. F. (2013). Teacher 
assistant supports in inclusive schools: Research, 
practices and alternatives. Australasian journal of 
special education, 37(2), 93-106. 
• Friend, M., Cook, L., Hurley-
Chamberlain, D., & Shamberger, C. (2010). Co-
teaching: An illustration of the complexity of 
collaboration in special education. Journal of 
educational and psychological consultation, 
20(1), 9-27. 
Additional: 
x Lendrum, A., Barlow, A., & Humphrey, 
N. (2015). Developing positive school–home 
relationships through structured conversations 
with parents of learners with special educational 
needs and disabilities (SEND). Journal of 
Research in Special Educational Needs, 15(2), 
87-96. 
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• Teaching assistants: overview of role and 
statistics in Australia, recommendations for how 
teachers could work with TAs 
• Group activity: thumbs up/thumbs down 
with regard to paraprofessionals.  
• With a specific case in mind discuss and 
respond to the following questions: What types of 
professional collaboration would be ideal in this 
situation?, How will the student’s needs be 
supported?, How will the parents needs be 
considered? 
Explain assignment two and give opportunity for 
questions. 

 
 

Week Workshop Overview Related Subject Outcome Required and Additional Readings for 
Students 

9 Title: Reflective practice on attitudes and concerns 
Content: 
x Case study analysis: Select a case study 
relevant to your specific context; pair with someone 
with similar experiences; in pairs or threes: Identify 
examples of inclusion and explain why they are 
inclusive practices; Identify exclusionary examples 
of inclusion in this case study and explain why they 
aren’t inclusive practices; Identify ways that the 
system could manage things differently; One or two 
groups present back to the class or discuss on 
Moodle  
x Video: teaching and learning 
(https://www.youtube.com/watch?v=0glFJMYv1JY)  
x Reflection activity: Look at the APST 
standards and do an assessment now:  
x Use Traffic light: Red (Still need to learn 
(maybe PD a here?)), Orange (I am almost there), 
Green (I got this one) 

1. Critically analyse their own 
professional practice to identify and 
address beliefs, attitudes and 
practices that exclude and 
disadvantage some students (based 
on their gender, race or learning 
abilities) from achieving academic 
success and learning outcomes 
 

Required: 
x Loreman, T., Deppeler, J., & Harvey, D. 
(2010). Inclusive education: Supporting diversity 
in the classroom. Allen & Unwin: Chapter 12 
Additional: 
x Sharma, U., & O’Connell, M. (2007). 
Designing for learning: action 
reflections. Reflective Practice, 8(3), 433-446. 
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x Reflection activity: In pairs reflect on the 
following and the APST: What were your learning 
goals for EDF3211? Which ones have you 
completely or partially met (can you now 
successfully document)? Which ones remain 
existing goals? What plans can you form for 
meeting these? What is the timeline for enacting 
these plans? 
x Further discussion of Assignment 2 rubric 
and what to include in presentation 

 
Week Workshop Overview Related Subject Outcome Required and Additional Readings for 

Students 
10 Title: Reflective practice: Inclusive teaching 

practice 
Content: 
x Case study discussion: What barriers does 
Ian experience? What facilitators do you 
recognise? How can you reduce barriers in Ian’s 
situation? How consistent is this with the legal 
obligations of schools? 
x Overview of ‘becoming an inclusive 
teacher’ and discussion: Knowing how to identify 
barriers to learning/participation and plan 
accordingly for inclusive teaching; 
Selecting appropriate evidence-based practices for 
use in responding to the needs of particular 
students and discuss these how these can be 
understood with reference to the context of a 
whole class (e.g. class wide, targeted, intensive 

1. Critically analyse their own 
professional practice to identify and 
address beliefs, attitudes and 
practices that exclude and 
disadvantage some students (based 
on their gender, race or learning 
abilities) from achieving academic 
success and learning outcomes 
 

Required: 
x Sharma, U. (2010). Using reflective 
practices for the preparation of pre-service 
teachers for inclusive classrooms. In Teacher 
Education for Inclusion (pp. 128-137). 
Routledge. 
Additional: 
x Plack, M. M., & Greenberg, L. (2005). 
The reflective practitioner: reaching for 
excellence in practice. Pediatrics, 116(6), 1546-
1552. 
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practices); Evaluating your progress towards 
becoming an inclusive educator. What key 
knowledge and/or skills have you developed this 
semester? How do these skills/knowledges relate 
to your prior beliefs? What are your remaining 
priorities for developing your skills as an inclusive 
educator? 
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Importantly, the teaching approach of the university educators varied depending on 

the campus at which the students attended. The Subject was offered at two campuses. PSTs 

attending Campus A (city) tutorials had their lessons co-taught by a university academic and 

an in-service teacher. More specifically, co-teaching involved the shared practice by two or 

three teachers working together with the PSTs. While often one of the teachers adopted the 

lead teacher role (to manage the workshops), all teachers shared instruction, had equal voices, 

presence, and roles within the workshops. Also, at Campus A, some members of the teaching 

team were selected because they were employed at schools where some of the PSTs were to 

be placed for their practicum. This was to facilitate continuity of support between university 

education and school placements. At Campus B (semi-urban), a more traditional one-teacher 

model was adopted. Thus, PSTs at Campus B were only taught by a university academic.  

 

Assessment Tasks 

With regard to the assessment tasks, students were required to complete a reflective 

practices journal and a group presentation on inclusive teaching and learning strategies. 

Task 1 

Assessment task 1 was a reflective practice journal. The task was 2000 words in total 

and contributed to 50% of the student’s total mark. Part one of the task involved the students 

reflecting on and describing three situations they observed while on a previous placement in 

which they observed inclusive practice in action (or not) for a particular learner/s. Part two 

involved the student choosing one of these three situations and describing it in detail, 

critically engaging with the literature, and demonstrating a response to the following guiding 

questions: 

x What was the situation that was observed? What occurred? 

x What was the lead to the practice? What triggered the incident? 
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x What was the PST’s or teacher’s response? 

x What was the outcome? 

x What does the literature indicate about the teaching practice? 

x Is the observed practice supported or not supported by research? 

x How does the practice relate to the principles of inclusion? 

x What policies relate to this practice? 

x What does the policy state? 

x How do they impact the inclusive practice or observation?   

x Does the teaching practice address the needs of the student or the class? 

x What are the possible outcomes of this selected teaching practice?  

 

The student’s written responses were assessed according to the following criteria: 

x Reflect on three situations or incidents briefly to demonstrate your understanding 

of inclusion in action (10 marks) 

x Reflect and further discuss/extend one of the three situations or incidents (10 

marks) 

x Research, evaluation and critical engagement with scholarly sources (20 marks) 

x Standard of academic literacy including proper referencing conventions, 

organisation and language presentations (10 marks) 

 

Task 2 

Assessment task 2 was a group presentation on inclusive teaching and learning 

strategies. Part 1 of the task required the students to film a 15-minute presentation about an 

inclusive classroom strategy. Students were instructed to conceptualise this presentation as 

professional development workshop for teachers. Students were divided into groups and 
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asked to select topics. Students could select their own teaching strategy or select one of the 

following:  

x Reciprocal teaching 

x Peer tutoring  

x Assessment for learning  

x Working with teaching assistants (aides, paraprofessionals)  

x Co-teaching (partnering or team teaching with another teacher)  

x Developing partnerships with families (home-school collaboration, parental 

involvement)  

x PBS (positive behaviour support strategies)  

x SEL (social and emotional learning programmes/strategies) 

x Inclusive Pedagogical Approach in Action (IPAA) framework  

x Working collaboratively with teacher aides, paraprofessionals and agencies  

x Working with students from diverse religious backgrounds 

 

A guide to the specific content of the presentation was offered to the students. It was 

suggested that PSTs consider: 

1. A description of the classroom context: Who are your students? Reflect the range 

of diverse learners in your class 

2. Consider the class wide needs and individual needs of students 

3. A clear explanation of your chosen inclusive teaching strategy 

4. How does your chosen teaching strategy support student learning needs, 

participation or engagement in classroom activities?  

5. Literature on the efficacy and effectiveness of the strategy in the classroom 
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6. How will you evaluate this teaching strategy to ensure it supports the academic 

achievement and learning outcomes of all students, including students with 

physical, social and intellectual characteristics, gender, language, religion, culture, 

race, sexual orientation, socio-economic status or disabilities? 

 

Part 2 of the task involved either creating a lesson plan that included the teaching 

practice or an information sheet about the chosen teaching practice (2000 words equivalent). 

PSTs’ were informed that all group presentations were going to be complied into an inclusive 

strategies ’tool-kit’ to be used as a future teaching resource. PSTs were also provided with 

suggestions as to what to include in the information sheet. These included: 

x A summary of your the chosen teaching practice 

x Activities you could do with a class that includes all students, including those with 

disabilities 

x A useful resource for supporting the needs of vulnerable students. 

 

All students were encouraged and expected to contribute equally to the group task. 

Also the students were individually assessed according to the following criteria: 

x Description of classroom context (10 marks) 

x Description and rationale of inclusive teaching strategy (15 marks) 

x Discussion of the efficacy and evidence base of teaching strategy based on 

research (10 marks) 

x Lesson plan OR Information sheet that includes the inclusive teaching strategy (10 

marks) 

x Presentation (5 marks) 
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Questionnaire  

A five-part questionnaire was used. Data from PSTs regarding their attitude, intention, 

self-efficacy and concerns about inclusive practices in the classroom was collected using self-

report questionnaires. Additionally, a number of background variables were investigated. 

Lastly, two open-ended response questions focusing on barriers and facilitators of inclusive 

education were included.  

Survey packages including explanatory statements, consent forms and questionnaires 

were distributed, completed and returned, during class-time (these forms are included in 

Appendix A and B). Participants were informed that the purpose of the study was to 

understand their views about inclusive education and that their responses to the self-report 

measures will have no bearing on their university course. Moreover, maintaining 

confidentiality and deidentifying the data was of the utmost concern. Responses that may 

have led to the identification of individuals through the questionnaire were not included in the 

final analysis. Also, all collected data was only to be accessed by the researchers and stored 

for 5 years, as per university procedure. 

 

Instrumentation 

Background Variables 

The background variables were not recorded with a formal instrument. The variables 

included: age category, gender, highest educational qualification, future grade level to teach, 

direct experience with people with disability, nature of the relationship with people with 

disability, time in contact with people with disability, level of confidence to teach inclusively, 

level of education in inclusive education, disability status of the participant and the level of 

knowledge of local education acts and policies related to inclusive education. 
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To investigate PST perceptions of barriers and facilitators of inclusive education two 

qualitative questions were included in the background section of the questionnaire. Refer to 

Figure 4, which presents these two questions. 

 

 

 

 

 

 

 

Figure 4. Qualitative questions investigating barriers and facilitators of inclusive education 

 

Attitudes towards Inclusion Scale (AIS) 

The AIS is a newly developed scale designed to measure respondents’ attitudes 

towards inclusive education (Sharma & Jacobs, 2016). This scale was constructed following a 

literature review aiming to elucidate key themes in research investigating attitudes towards 

inclusion. Ten themes were uncovered and operationalized to correspond with ten items. 

Examples include: “I am excited to teach students with a range of abilities in my class.” and 

“I believe that all students regardless of their ability should be taught in regular classrooms.” 

Two negatively worded items with poor inter-item correlations were deleted from the original 

scale (Sharma & Jacobs, 2016). Respondents could respond to each item using a 7-point 

Likert scale ranging from strongly disagree (1) to strongly agree (7). Therefore, scores range 

from 8-56, with higher scores indicating the respondent has more positive views regarding 

inclusion. Reliability was tested in a sample of 349 Indian teachers as well as 253 Australian 

teachers. Reliability alpha scores were ≥.74 (Sharma & Jacobs, 2016). Also, the AIS was 
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found to have a two-factor structure. This included: Attitudes (beliefs) and Attitudes 

(feelings) (Sharma & Jacobs, 2016).  

 

Teacher Efficacy in Implementing Inclusive Practices scale (TEIP) 

The TEIP is an 18-item questionnaire that produces a total score ranging from 18-108. 

A higher score on the TEIP indicates a higher perceived level of teaching efficacy to work in 

diverse classrooms. The items are presented in the form of a statement and respondents are 

asked to determine the degree to which they agree or disagree using a six-point Likert type 

scale (1 = Strongly Disagree; 2 = Disagree; 3 = Disagree Somewhat; 4 = Agree Somewhat 5 

= Agree, and 6 = Strongly Agree). Sharma, Loreman and Forlin (2012) conducted factor 

analytic research which indicated a three-pronged factor structure including: Efficacy to use 

inclusive instruction (For example: “I am confident in designing learning tasks so that the 

individual needs of the students with disabilities are accommodated”), Efficacy in 

collaboration (for example: “I can assist families in helping their children do well in school”) 

and Efficacy in managing behaviour (for example: “I am able to get children to follow 

classroom rules”) (Sharma, Loreman, & Forlin, 2012). These factors were elucidated using a 

large sample of teachers across four countries (Australia, Canada, Hong Kong, and 

Indonesia). Reliability alpha scores ranged from .86-.91 across the four countries and the 

internal consistency of each factor was adequate, ranging from .64-.97 (Sharma et al., 2012). 

The scale is widely used and is found to have high reliability across different international 

contexts (Loreman, Sharma, & Forlin, 2013; Park, Dimitrov, Das, & Gichuru, 2016).  

 

Concerns about Inclusive Education Scale (CIES) 

The CIES is a 21-item questionnaire yields a total score ranging between 21-84. The 

items are presented in the form of a statement and respondents are asked to determine the 
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degree of concern using a four-point Likert scale (4= extremely concerned, 3 = very 

concerned, 2 = a little concerned, and 1 = not at all concerned). Higher scores indicate the 

respondent has a higher degree of concern towards working in an inclusive classroom. Factor 

analysis of the measure was conducted with an Indian sample (Sharma & Desai, 2002). The 

internal consistency of the four concern factors and the total CIE scale has been reported to 

be adequate (Sharma & Desai, 2002). They were 0.82, 0.70, 0.84 and 0.74 for ‘concerns 

about resources’ (Factor one), ‘concerns about acceptance’ (Factor two), ‘concerns about 

academic standards’ (Factor three) and ‘concerns about work load’ (Factor four), 

respectively. The coefficient alpha for the entire scale with the three parts taken in totality 

was 0.91 (Sharma & Desai, 2002). The scale has been used internationally (Bradshaw & 

Mundia, 2006; Chhabra, Srivastava, & Srivastava, 2010) and the coefficients were found to 

be 0.88 and 0.93 for the total scale at pre and post sample. 

 

Intention to Teach in Inclusive Classroom Scale (ITICS)  

The ITICS is a newly developed scale designed to measure respondent’s intentions to 

act inclusively in inclusive classrooms, not their beliefs (Sharma & Jacobs, 2016). This 7-

item measure uses a 7-point Likert-type response format with scores ranging from extremely 

unlikely (1) to extremely likely (7). Scores range from 7-49 with a higher score indicating a 

greater intention to teach in inclusive classrooms. Each item was framed in such a way that 

the educator’s intention to act inclusively was addressed. Examples of items include: the 

teacher will “Change the curriculum to meet the learning needs of a student with learning 

difficulty enrolled in your class.”, and “Change the assessment tasks to suit the learning 

profile of a student who is struggling (e.g. providing longer time to complete the task or 

modifying test questions).” Items for this scale were identified based on the same review 

undertaken to develop the AIS. Reliability was tested in a sample of 349 Indian teachers as 
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well as 253 Australian teachers. Reliability alpha scores for the samples were above 0.74 

(Sharma & Jacobs, 2016). Also, a two-solution factor structure was found for this scale. The 

two factors were: intention to consult and intention to change the curriculum. While 

Intentions (to consult) scales showed acceptable levels of reliability (.74), the Intentions (to 

change curriculum) sub-scale was below .7 in both the Australian and Indian samples 

(Sharma & Jacobs, 2016). Therefore this sub-scale may warrant additional items and further 

analysis.  

Data Collection 

Ethics 

This project was approved by Monash University Human Research Ethics Committee 

(MUHREC) and informed consent was sought for all participants taking part in the research. 

Furthermore, participation in this study was treated confidentially and all information is 

stored anonymously and securely on password-protected hardware. Appendix C presents the 

ethics approval form.  

Questionnaires/observation measures were fully de-identified during a transcription 

process, before being securely destroyed. As the participation in this research was treated 

confidentially and all information kept anonymously, no one will be able to identify the 

participants. Data collected was stored in keeping with Monash University rules. More 

specifically, it is stored on the University premises, in a locked filing cabinet, and a password 

protected computer, for next 5 years. 

 

Participants 

The population of focus were third-year PSTs enrolled in an inclusive education 

Subject in part fulfilment of their Bachelor of Education degree. All PSTs had had a similar 

amount of placement experience provided throughout the degree. All participants in this 
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research were fully informed about the true nature of the research and informed consent was 

obtained. Responses to the questionnaire were sought from all PST who attended workshop 

sessions. The total population was 198 students and the sample consisted of 113 students 

(before the Subject) and 67 (after the Subject content). Purposive sampling was used. This 

non-probability sampling method simply involved selecting/not selecting participants based 

on the judgement of the researcher. 

 

Setting 

The study took place in tutorial rooms at two campuses at Monash University in 

Victoria, Australia. Both campuses offered the coursework Subject. Campus A was located in 

the city and held two workshop sessions consisting of 63 and 58 students each. As previously 

mentioned, all workshops at this campus were co-taught. Campus B was located in a semi-

urban environment. This campus had 3 workshop sessions with 25, 26 and 26 students in 

each. Each workshop was taught by one lead teacher. 

 

Procedure 

The questionnaires were conducted at the beginning and end of the Subject. They 

were collected at Monash University Tutorial Rooms at both Campus A and Campus B. The 

researcher administered and collected the questionnaires in person.  

After completing informed consent for the questionnaire phase of the study, 

participants completed the six-part questionnaire once at the end of the first class in and again 

at the end of the final class. This involved using 10 minutes to complete the questionnaire 

using paper and pen. Participants who did not want to take part in the survey were given the 

option to leave. When the researchers provided an overview to PSTs about the project, 

students were informed that participating or not participating in this research will have no 
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impact on their assessment and results in the Subject. Also, it was explained that the research 

was not a part of the course requirements and would not affect the way they were assessed in 

the Subject. 

 

Data Analysis 

Table 3 outlines the data analysis techniques employed for Study 1. These techniques 

are presented in line with the research questions.  
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Table 3.  

Research Questions and Corresponding Data Analysis Techniques 

Research Question Type of Data Data Analysis Technique 

Research Question 1: What were the levels of 

attitudes, concerns, efficacy and intentions 

expressed by PSTs at pre-stage and post-stage 

towards inclusive education? 

Quantitative Mean score comparisons 

Research Question 2: Was there a significant 

relationship between PST’s attitudes and intention 

to teach in inclusive classrooms before (and after) 

undertaking the Subject on inclusive education? 

Quantitative Pearson Correlation 

Research Question 3: Was there a significant 

relationship between PSTs’ teaching-efficacy and 

their intention to act out inclusive teaching 

practices before (and after) undertaking the Subject 

on inclusive education? 

Quantitative Pearson Correlation 

Research Question 4: Was there a significant 

relationship between PST’s concerns and 

intentions to teach in inclusive classrooms before 

(and after) undertaking the Subject on inclusive 

education? 

Quantitative Pearson Correlation 

Research Question 5: Were PST’s intentions to 

teach in inclusive classrooms predicted from their 

attitudes, sense of teaching efficacy and concerns 

(before and after taking the Subject)? 

Quantitative Standard Multiple 

Regression 

Research Question 6: Were there significant 

relationships between the background variables 

and PST’s attitudes, teaching efficacy, concerns 

and intentions (both before and after the Subject)? 

Quantitative Kruskal-Wallis H tests 

Research Question 7: Does taking part in the 

inclusive education university Subject have an 

impact on PST’s attitudes, concerns, teaching 

efficacy and intentions to teach inclusively? 

Quantitative Paired-Samples T-test 
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Table 3.  

Research Questions and Corresponding Data Analysis Techniques 

Research Question Type of Data Data Analysis Technique 

Research question 8: Was there a difference on 

measures of attitudes, concerns, teaching efficacy 

and intentions between the PSTs of Campus A and 

B following participation in the inclusive 

education Subject? 

Quantitative Paired-Samples T-test and 

Independent Samples T-

test (‘difference scores’) 

Research Question 9: What do PSTs perceive to be 

facilitators and barriers to inclusive education 

(both pre/post taking part in the Subject)?  

Qualitative Thematic Analysis 

 

In line with the recommendation of Hankins, French, and Horne (2000), preliminary 

analyses were conducted to check the assumptions of normality, linearity, multicollinearity 

and homoscedasticity.  

To understand the levels of the PST affective variables, the mean overall scores for 

the participants across the four scales were calculated and compared. 

Pearson product-moment correlations were used to examine the individual 

relationships between teacher attitudes, teacher efficacy and intention, and concerns. This 

addressed research questions 2-4. This technique is a measure of the strength of a linear 

relationship between two variables and is represented by the ‘r’ coefficient. Values range from 

+1 to -1. A value of 0 indicates no association, while a value of greater than 0 indicates a 

positive association.  

Standard regression analysis was employed at pre-and post-stages to measure the 

predictive utility of attitudes, teaching efficacy, concerns in explaining outcome variance 

pertaining to intentions and to answer research question 5. This entailed entering all predictor 

variables into the equation simultaneously.  



 122 

 

To answer research question 6, a series of Kruskal-Wallis H tests were used. This test 

was used in order to determine if there were significant differences in total scores of the AIS, 

TEIP, CIES and ITICS with regard to each level of the background variables. Therefore, for 

each of the total scores relating to attitudes, concerns, teaching efficacy and intentions, 12 

separate tests were conducted. 

In order to understand the impact of the Subject and answer research question 7, 

Paired-Samples T-tests were conducted. The Paired Samples t-test compares two means that 

are from the same individual and in this study the two means represent two different time 

points. Furthermore, it was necessary to split the data file according to the ‘campus’ variable 

to answer Question 8. Paired-samples t-tests were conducted to evaluate whether a 

statistically significant difference existed between the mean total scores on the AIS, ITICS, 

CIES, and TEIP when the results were split according to campus (Campus A and Campus B). 

Also, in order to provide further evidence that the observed differences between campuses 

could be due to differences in the Subject delivery (and not due to heterogeneity of samples), 

multiple independent samples t-tests were conducted on the calculated ‘difference-scores’ 

(this feature is explored in greater detail in the proceeding chapter).  

Lastly, Thematic Analysis was used to investigate Research Question 9. Thematic 

analysis is a commonly used qualitative method that is often poorly explained (Braun & 

Clarke, 2006). However, it is a highly flexible method which is best suited to describing key 

features of large data sets generated from open-ended questions (Guest, MacQueen, & 

Namey, 2012) 

In a bid to provide some reliability to the Thematic Analysis procedure, the process 

was conducted according to Braun and Clarke’s (2006) procedure for conducting thematic 

analysis. This process consisted of six steps. Firstly, the all responses to the two open-ended 

questions were read through three times and initial ideas for codes were recorded. Secondly, 
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all items were systematically reviewed and manually coded. Also, codes were matched up 

with extracts that were deemed important examples. Thirdly, having coded and collated all 

data, this information was sorted into potential themes. This involved analysing the 

relationships between various codes and organising them according to preliminary themes. 

Fourth, the themes were reviewed and refined. Fifth, the themes were defined and named. 

Lastly, all codes were tabulated under the finalised themes along with corresponding extracts 

that typified the themes.  

 

Study 2 

Research Design 

Study 2 used a correlational design including classroom observations. More 

specifically, naturalistic observations in the classroom were utilized. This involved using a 

structured observation schedule and the researchers did not intervene in the setting. This 

method increases the ecological validity of observations (Bronfenbrenner, 1977). 

 

Instrumentation 

Inclusive Practices Observation Schedule 

The IPCOS is a recently developed observational checklist aiming to identify 

practices employed by effective inclusive teachers (Sharma & Sokal, 2016). In order to 

develop this measure, literature on inclusive education was reviewed to locate studies 

investigating practices associated with effective inclusive teachers. The 35-item revised scale 

will be utilised. Each item begins with the stem “The teacher…” followed by an observable 

behaviour. Examples include: “relates learning activities to students’ personal and family 

experiences,”, “uses a variety of instructional strategies within the learning activity to engage 

all students.”, “plans instruction to address the strengths of students”. Observers are 
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instructed to rate each item based on how often the behaviour was observed using one of the 

five ratings (Always, Frequently, Sometimes, Infrequently and Not Observed). It is important 

that ratings are based on observed behaviours and not the reports from the teacher interviews. 

Higher scores on the measure indicate that a teacher is using more inclusive practices 

compared to lower scores. The IPCOS is attached in Appendix D.  

An important feature of this measure was the need to train observers to ensure 

reliability of observations. Therefore, a 3-hour training session was completed by all research 

assistants. This involved learning about the measure and rating a YouTube video of an 

inclusive classroom. Also, to further bolster the likelihood of agreement between research 

assistants, verbal instructions indicating how to rate the measure were provided. More 

specifically, respondents were asked to rate a behaviour as “always” if the observed teacher 

could not have demonstrated any better behaviour than what was observed. Also, each rating 

criterion was explicitly explained. For example: a rating of ‘sometimes’ will be assigned to a 

behaviour if “the behaviour is evident sometimes but not always when opportunities are 

present”. Following this training process, inter-observer agreement was sought in a simulated 

setting. This involved watching videos of lessons and using the checklist. Then inter-rater 

agreement was calculated. A percentage of agreement of 80% or above is considered an 

appropriate level of reliability.  

 

Data Collection 

Ethics 

This project was approved by Monash University Human Research Ethics Committee 

(MUHREC) and informed consent was sought for all participants taking part in the research. 

Furthermore, participation in this study was treated confidentially and all information is 

stored anonymously and securely on password-protected hardware. Observation and 
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interview findings were fully de-identified during a transcription process, before being 

securely destroyed. As the participation in this research was treated confidentially and all 

information kept anonymously, no one will be able to identify the participants. Data collected 

was stored in keeping with Monash University rules. More specifically, it is stored on the 

University premises, in a locked filing cabinet, and a password protected computer, for next 5 

years. 

 

Participants 

Following the Study 1, participants were informed about Study 2 and invited to 

provide their contact details if they were interested in taking part in the next phase of the 

study. Interested respondents were then contacted to take part in the next phase of the 

research. Four PSTs from different classes (across two different campuses) agreed to be 

observed during their placement.  

 

Setting 

Observations of PST took place across 4 different public primary schools throughout 

Victoria, Australia. Three of the teachers were placed in the south east of the state and one 

was placed in the north east.  

 

Procedure 

Observations took place following Study 1 and were arranged ahead of time. 

Therefore, the PSTs were aware that they were being observed. Given the participants were 

not consistently employed at a school, these observation sessions coincided with their 

university practicum at a school.  
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In order to ensure reliability, observations were structured and lasted approximately 

50 minutes per session (or the length of one lesson). Also, a trained research assistant 

independently scored the observation measure for a teacher on three occasions for a full 

lesson, sitting separately at the back of the classroom to ensure they did not collude with each 

other. Prior to the observation, a short semi-structured interview was conducted. This 

involved asking the participants about their intentions for the lesson, what outcomes they will 

focus on and any special considerations that may have influenced their plan. These responses 

were recorded digitally and transcribed.  

After the lesson, teachers were administered another short semi-structured interview 

to determine if the lesson was conducted according to plan and whether the proposed 

outcomes were achieved. Results from the interviews were not analysed but provide context 

to help understand the classroom ecology and practices that were observed. Inter-observer 

reliability was calculated by examining recorded observations and determining the percent 

agreement between the two raters (McHugh, 2012). To obtain a measure of percent 

agreement the total number of ratings in agreement was calculated, then the total number of 

ratings was counted and finally, the total number of ratings was divided by the ratings in 

agreement. This was then converted to a percentage. 

  



 127 

 

Data Analysis 

 

Spearman Rho correlations were used to examine the relationships between the variables of 

interest and actual rating of inclusive practice from authentic classroom situations (research 

question 1). Due to the small sample size (N = 4), Spearman rho correlations will be 

computed to understand the relationships among various constructs. Spearman rho correlation 

coefficient (rs) denotes the strength of the monotonic relationship between the paired data, 

and it does not assume normality in distribution as a prerequisite. This analysis technique will 

help to explain the non-parametric correlations among the variables and observable inclusive 

practices.  

  

Table 4 outlines the research question and corresponding data analysis technique for Study 2.  
 

Table 4. 

 Research Question and Corresponding Data Analysis Technique 

Research Question Type of Data Data Analysis Technique 

10. Was there a significant relationship between PSTs’ 

intentions, teaching efficacy, concerns, attitudes, and their 

observable inclusive practices after taking part in the 

Subject on inclusive education? 

Quantitative Spearman Rho 
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Chapter 5: Results 

Overview of Research: 

The present research stems from the recognition that there is a need to understand the 

practices of PSTs’ for implementing inclusion using behavioural observations. Furthermore, it 

is of value to understand these practices in conjunction with the variables relating to the 

Theory of Planned Behaviour (TPB), including attitudes, teaching-efficacy, concerns and 

intentions. Taken together, these variables can be used as an approximation of a PST’s 

readiness for inclusive education. 

Two studies were conducted. The primary purpose of Study 1 (‘Pre and Post Stage 

Analysis’) was to determine which variables predicted a PST’s intention to teach in inclusive 

classrooms before participating in the Subject on inclusive education and after completing the 

Subject. The secondary purpose of Study 1 was to develop an understanding of the impact of 

the newly developed coursework Subject on PST attitudes towards inclusion; teaching 

efficacy for inclusive education; levels of concerns about inclusion; and intentions to teach in 

inclusive classrooms. For Study 1 data was used from both the pre and post questionnaire. 

The purpose of Study 2 (‘Understanding Inclusive Practices’) was to examine the 

relationship between PST attitudes, self-efficacy and concerns and intentions with regard to 

inclusive teaching practice. One research question was formulated related to this relationship. 

For Study 2, the data was used from the post questionnaire only (5-part questionnaire) along 

with classroom observation data (Inclusive Practices Classroom Observation Schedule – 

IPCOS). 

 

Chapter 5 includes the results from Study 1 and 2. The two sections are structured 

according to the ten research questions as follows:  
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Study 1: ‘Pre and Post Stage Analysis’ 

x PST-Participant characteristics 

x Research Questions 1-9 (pre and post stage survey data) 

Study 2: ‘Understanding Inclusive Practices’ 

x PST-Participant characteristics 

x Research Question 10 (post stage survey data and IPCOS data 

 

Study 1: ‘Pre and Post Stage Analysis’ 

The first study had two key purposes. Firstly, to determine which variables (attitudes, 

concerns & teaching efficacy) predicted PST’s intentions to teach in inclusive classrooms 

before participating in the Subject on inclusive education and after completing the Subject. 

Secondly, to understand the impact of the newly developed coursework Subject on PST 

attitudes towards inclusion; teaching efficacy for inclusive education; levels of concerns 

about inclusion; and intentions to teach in inclusive classrooms. A description of the PST-

participants is presented first, followed by each of the nine research questions and the 

corresponding findings.  

 

Pre-Service Teacher Participant Characteristics 

The survey sample were third-year PSTs enrolled in the Subject focused on inclusive 

education at a university in Victoria, Australia. This coursework subject was undertaken in 

part fulfilment of their Bachelor of Education degree.  

A total of 113 PST participants completed the survey at the beginning of the inclusive 

education coursework Subject. Each participant was then assigned a unique code in order to 

be able to match their responses with the post-stage responses. Ten weeks later at the post-
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stage, 67 participants completed the survey again. See Table 1 for a summary of the 

participant’s demographic variables at both stages of the study.  

At pre-stage, 18 (15.9%) participants were male, and 95 (84.1%) were female. They 

attended either Campus A (54 or 47.8%) which used a ‘team-teaching’ model of teacher 

education or Campus B (59 or 52.2 %) which used a ‘single-teacher’ model of teacher 

education. A majority of the participants were below 25 years old (99 or 87.6%). The 

remaining participants were between 25-30 years old (10 or 8.8%), 31-35 years old (1 or 

0.9%), 36-40 years old (2 or 1.8%) and above 40 years old (1 or 0.9%) respectively.  

At pre-stage, 91.1% of PST-participants indicated that they had previously 

participated in some form of university education for inclusive education. 44 (38.9%) 

participants reported having undertaken one subject previously, 10 (8.8%) reported that 

inclusive education content was taught across other subjects, 35 (31%) had completed two 

subjects and 14 (12.4%) had completed more than two. Furthermore, PSTs also indicated that 

they wished to teach secondary (11 or 9.7%), primary and secondary (15 or 13.3%), and 

primary and preschool (1 or 0.9%). 

Table 5 presents the background variables for participants at pre-stage and post-stage 

of the study. 
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Table 5 

The Background Variables for Participants at Pre-Stage and Post-Stage of the Study. 

 Pre-Stage Participants Post-Stage Participants 

 n Frequency (%) n Frequency (%) 

Gender 113  67  

Male  18 (15.9%)  10 (14.9%) 

Female  95 (84.1%)  57 (85.1%) 

Age 113  67  

Below 25 years   99 (87.6%)  59 (88.1%) 

25-30 years   10 (8.8%)  4 (6%) 

31-35 years   1 (0.9%)  1 (1.5%) 

36-40 years   2 (1.8%)  2 (3%) 

Above 40 years  1 (0.9%)  1 (1.5%) 

Campus 113  67  

Team-teaching Mode 
(Campus A) 

 54 (47.8%)  26 (38.8%) 

Single-teacher Mode 
(Campus B) 

 59 (52.2%)  41 (61.2%) 

Highest Educational 
Qualification 

112  
(Missing=1) 

 67  

Below Bachelor  96 (85.7%)  59 (88.1%) 

Bachelor  16 (14.3%)  8 (11.9%) 

Future grade level 113  67  

Primary  86 (76.1%)  53 (79.1%) 

Secondary  11 (9.7%)  4 (6%) 

Primary and Secondary  15 (13.3%)  10 (14.9%) 

Preschool and Primary  1 (0.9%)  - 

Direct experience with 
people with disability 

113  67  

Yes  93 (82.3%)  57 (85.1%) 

No  20 (17.7%)  10 (14.9%) 

Nature of Relationship 
with person/people 
with disability  

93  
(Missing=20) 

 58  
(Missing=9) 
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Table 5 

The Background Variables for Participants at Pre-Stage and Post-Stage of the Study. 

 Pre-Stage Participants Post-Stage Participants 

 n Frequency (%) n Frequency (%) 

Acquaintance  6 (6.5%)  4 (6.9%) 

Casual  45 (48.4%)  26 (44.8%) 

Close  28 (30.1%)  16 (27.6%) 

Intimate  14 (15.1%)  12 (20.7%) 

Relative amount of 
time participant has 
been in contact with 
people with disability 
(n = 93) 

93  
(Missing=20) 

 58  
(Missing=9) 

 

Little to none  17 (18.3%)  8 (13.8%) 

Some  36 (38.7%)  23 (39.7%) 

High  40 (43%)  27 (46.6%) 

Degree of success 
teaching diverse 
student populations 

113  67  

Low  11 (9.7%)  5 (7.5%) 

Average  75 (66.4%)  50 (74.6%) 

High  9 (8%)  3 (4.5%) 

No Opportunity  18 (15.9%)  9 (13.4%) 

Level of confidence in 
teaching inclusively 

113  67  

Low  29 (25.7%)  13 (19.4%) 

Average  65 (57.5%)  45 (67.2%) 

High  13 (11.5%)  7 (10.4%) 

No Opportunity  6 (5.3)  2 (3%) 

Level of Education you 
have in inclusive 
education 

113  67  

None  10 (8.8%)  5 (7.5%) 

1 unit/subject  44 (38.9%)  26 (38.8%) 
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Table 5 

The Background Variables for Participants at Pre-Stage and Post-Stage of the Study. 

 Pre-Stage Participants Post-Stage Participants 

 n Frequency (%) n Frequency (%) 

The content has been 
taught in courses on 
other topics 

 10 (8.8%)  8 (11.9%) 

2 units/subjects  35 (31%)  22 (32.8%) 

More than 2 
units/subjects 

 14 (12.4%)  6 (9%) 

Does the participant 
have a documented 
disability 

113  67  

Yes  9 (8%)  7 (10.4%) 

No  104 (92%)  60 (89.6%) 

Level of knowledge of 
local legislation or 
policy re I.E. 

113  67  

None  12 (10.6%)  7 (10.4%) 

Poor  43 (38.1%)  22 (32.8%) 

Average  48 (42.5%)  33 (49.3%) 

Good   9 (8%)  5 (7.5%) 

Very good  1 (0.9%)  - 
 

At post-stage, similar demographic proportions to the pre-stage sample were reported, 

10 (14.9%) participants were male, and 57 (85.1%) were female and were mostly aged below 

25 years (59 or 88.1%).  

Similar to the pre-stage sample, at post-stage, 92.5% of participants had previously 

completed some form of tertiary-based education in inclusive education. 26 participants 

(38.8%) reported having undertaken one subject previously, 8 (11.9%) reported that inclusive 

education content was taught across other topics, 22 (32.8%) had completed two subjects and 

6 (9%) had completed more than two. 5 (7.5%) reported no tertiary level education in 
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inclusion. In contrast to the pre-stage sample, a majority of participants who took part in the 

post-stage attended Campus B (41 or 61.2%), which used the ‘single-teacher’ model for 

teacher education. 

 

Reliability Check of the Scales 

Prior to conducting data analysis, the reliability of each of the scales (AIS, TEIP, 

CIES, ITICS) was determined at both the pre - and post stages of the study. The Cronbach 

alpha for the AIS, TEIP, CIES, ITICS at pre-stage were 0.858, 0.908, 0.916 and 0.776 

respectively. The Cronbach alpha for the AIS, TEIP, CIES, ITICS at post-stage were 0.908, 

0.912, 0.902 and 0.924 respectively.  

Thus, all scales at pre-stage and post-stage had good internal consistency.  
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Research Question 1:  

What were the levels of attitudes, concerns, efficacy and intentions expressed by 

PSTs at pre-stage and post-stage towards inclusive education? 

To understand the levels of the PST affective variables, the mean overall scores for 

participants across the four scales were calculated. At the pre-stage analysis, participants total 

attitude mean score was 5.89. The mean value of the AIS score can range from 1 to 7, with 

higher scores indicating more positive attitudes towards inclusive education. A mean score of 

5 suggests that participants ‘slightly agree’ with positive inclusive values, while a mean score 

of 6 suggests that participants ‘moderately agree’ with inclusive attitudes. Thus, overall, 

participants had moderately positive attitudes towards inclusive education when beginning 

the Subject.  

Participants’ overall mean concern score was 2.21. A mean of 2 on the concern scale 

suggests ‘a little concern’ about including students with disabilities in regular classrooms. 

Higher scores suggest greater concerns. These findings indicate that participants were not 

very concerned about including students with disabilities in their classrooms.  

Moreover, participants’ overall mean efficacy score was 4.45. The mean value of the 

TEIP score can range from 1 to 6, with higher scores indicating higher levels of teaching 

efficacy. A mean of 4 suggests that participants ‘agree somewhat’ that they are efficacious, 

while a mean score of 5 suggests that participants ‘agree’ they have teaching efficacy for 

inclusion. These findings indicated that participants ‘agree’ that they are efficacious when 

implementing inclusive education.  

Lastly, participant’s intentions mean score was 6.41. The mean value of the ITICS 

score can range from 1 to 7, with a higher score indicating a greater intention to teach in 

inclusive classrooms. A mean of 6 on the ITICS scale could be understood as meaning that 

participants perceived that they were ‘very likely’ to follow through with their intentions to 
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teach in an inclusive classroom. While a mean score of 7 suggested that participants were 

‘extremely likely’ to follow through with their intentions about inclusive education. 

Importantly, higher scores on this measure indicate higher intentions to teach in inclusive 

classrooms. Thus, overall, the findings suggest that participants had high levels of intentions 

to teach in inclusive classrooms at the pre-stage. 

At the post-stage analysis, participants had similar total mean levels of the variables 

(as measured by the four scales) compared to the pre-stage analysis. The overall mean score 

for the AIS was 6.00. Thus, participants had moderately high levels of positive attitudes 

towards inclusive education.  

In addition, PSTs overall mean concern (as measured by the CIES) score was 2.22. 

This score was approximately equivalent to the pre-stage analysis findings. Therefore, 

participants appeared not ‘very concerned’ about including students with disabilities in their 

classrooms.  

Further post-stage analysis, with regard to levels of teaching efficacy, showed that the 

mean overall score for Teaching-Efficacy was 4.49. This score was slightly higher than the 

pre-stage analysis. Therefore, this finding indicates that PSTs who participated in this study 

had moderately high levels of perceived teacher-efficacy to undertake inclusive teaching 

practices.  

Lastly, measurement of PST intentions to teach in inclusive classroom revealed an 

overall mean score of 6.44. This suggests that PSTs had high levels of intentions to teach in 

inclusive classrooms. See Table 6 for a summary of the total mean scores for each scale at 

each stage of the study.  
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Research Question 2: 

Was there a significant relationship between PST attitudes and intention to 

teach in inclusive classrooms before (and after) undertaking the Subject on inclusive 

education? 

Prior to conducting the analysis (examining the relationships between PST affective 

variables), a scatter-plot graph was generated to ensure there were no violations of the 

assumptions of linearity and homoscedasticity (Pallant, 2010). No gross violations of these 

assumptions were found. 

Pearson product-moment coefficients among the PST affective variables were 

investigated and are presented in Table 7 (pre-stage) and Table 8 (post-stage) respectively. 

The findings of these analysis procedures were undertaken to answer research questions two, 

three and four. 

Firstly, the relationship between PST attitudes (as measured by AIS) and intentions (as 

measured by the ITICS), at pre-stage were examined. A medium positive relationship between 

these two variables, r = .454, n = 111, p = .000 was found. Thus, higher scores for measures 

of attitudes were associated with higher scores for intentions. Based on the findings it 

Table 6 

Total Mean scores for the PST affective variables (Pre and Post stage). 

 Total Mean ± Standard Deviation 

Instrument Pre Post 

AIS (Attitudes) 5.89 ± 0.86 (n = 111) 6.00 ± 0.77 (n = 66) 

ITICS (Intentions) 6.41 ± 0.54 (n = 111) 6.44 ± 0.51 (n = 66) 

CIES (Concerns) 2.21 ± 0.52 (n = 110) 2.22 ± 0.49 (n = 66) 

TEIP (Teaching-Efficacy) 4.45 ± 0.57 (n = 108) 4.49 ± 0.54 (n = 66) 
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appeared that participants with more positive attitudes towards inclusive education were more 

likely to have higher intentions to teach in inclusive classrooms. 

 

Table 7 

Correlations for Intentions (Pre-Stage) 

 AttitudeTotal IntentionTotal ConcernsTotal Tchr.EfficacyTotal 

AttitudeTotal  
(n = 111) 

- .454** -.342** .268** 

IntentionTotal  
(n = 110) 

 - .006 .188 

ConcernsTotal  
(n = 109) 

  - -.469* 

TEfficacyTotal  
(n = 106) 

   - 

Note. ** Correlation is significant at the .01 level 

 

At the post-stage analysis, a larger positive relationship between attitudes and 

intentions was found, r = .510, n = 66, p = .000. Therefore, more positive attitude scores 

towards inclusive education were associated with higher intention scores. These findings 

suggest that after undertaking the inclusive education Subject participants with more positive 

attitudes towards inclusive education were more likely to have higher intentions to teach in 

inclusive classrooms. 
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Table 8 

Correlations for Intentions (Post-Stage) 

 AttitudeTotal IntentionTotal ConcernsTotal TEfficacyTotal 

AttitudeTotal  
(n = 66) 

- .510** -.287* .222 

IntentionTotal  
(n = 66) 

 - -.257* .358** 

ConcernsTotal  
(n = 67) 

  - -.398** 

TEfficacyTotal  
(n = 66) 

   - 

Note. ** Correlation is significant at the .01 level; *Correlation is significant at the .05 level 

 

Research Question 3:  

Was there a significant relationship between PSTs’ teaching-efficacy and their 

intention to act out inclusive teaching practices before (and after) undertaking the 

Subject on inclusive education? 

At the pre-stage, participants’ teaching efficacy scores had a weak and non-significant 

relationship with their intention scores, r = .18, p = .054. In contrast, after completing the 

Subject, a medium positive relationship between teaching efficacy and intentions, r = .358, n 

= 66, p = .003, was found. Therefore, higher levels of teaching efficacy for inclusive 

education were associated with higher levels of intention to teach in inclusive classrooms.  
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Research Question 4:  

Was there a significant relationship between PST’s concerns and intentions to 

teach in inclusive classrooms before (and after) undertaking the Subject on inclusive 

education? 

At the pre-stage, the relationship between PSTs’ concerns and intentions was not 

found to be significant (r = .006, p = .948). It appeared that their reported levels of concern 

were not related to their intention to teach in inclusive classrooms. 

At post-stage, a small significant negative relationship between the concerns of PSTs 

regarding inclusive education and their intentions, r = -.257, n = 67, p = .036, was found. 

These findings indicate that after undertaking the inclusive education coursework Subject, 

participants with a lower level of concern about inclusive education were more likely to have 

a higher level of intention to teach in inclusive classrooms. 

The relationship amongst the three variables of attitudes, teaching efficacy and 

concerns was also examined. At pre-stage, a significant positive relationship between PST 

attitudes and their teaching efficacy, r = .268, n = 108, p = .006, was found. This indicates 

that participants with positive attitudes were more likely to have higher levels of self-efficacy 

about their inclusive teaching abilities. No such significant relationship was found at the post-

stage. 

Moreover, at the pre-stage there was a medium negative correlation between 

participants attitudes and concerns, r = -.342, n = 108, p = .000. This suggests that higher 

levels of attitudes towards inclusion were associated with lower levels of concerns about 

inclusive education. At post-stage, there was also a significant relationship between attitudes 

and concerns. A small negative correlation between the two variables, r = -.342, n = 108, p 

= .000, was found. This indicates that upon Subject completion, their positive attitudes 
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towards inclusion were related to a reduction in concerns about teaching in an inclusive 

setting or vice versa. 

Furthermore, at pre-stage, there was a medium, negative correlation, r = -.469, n = 

106, p = .000, between participants’ concerns and teaching efficacy. Therefore, at pre-stage, 

lower levels of concern were associated with higher levels of teaching efficacy. Similarly, at 

post-stage, there was a medium, negative correlation, r = -.398, n = 66, p = .001 between the 

two variables. Therefore, after completing the inclusive education Subject, the participant’s 

concerns were negatively related to their perceived level of teaching efficacy.  

This study was conceptualised with the rationale that in order to build intentions to 

teach in inclusive classrooms, PSTs needed to have developed positive attitudes towards 

inclusion, low levels of concerns and a high degree of inclusive teaching self-efficacy. See 

Figure 5 for a summary of the correlations between these variables at both pre - and post-

stages. The numbers in the non-bold typeface refer to the pre-stage and the bold numbers 

refer to the post-stage analysis.  

Figure 5. Summary of Correlations relating to the model of Quality Inclusive Teaching at Pre- 
and Post-Stages. 

Note. Numbers in bold refer to the post-stage correlations. 
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At pre-stage, the findings indicated that there was a significant negative correlation 

between concerns and teaching efficacy as well as concerns and attitudes. Furthermore, there 

was a significant positive relationship between attitudes and intentions. However, the 

relationship between teaching efficacy and intentions was not significant. At post-stage, the 

relationship between all three variables was statistically significant. More specifically, the 

results suggest that there was a significant negative correlation between concern scores and 

attitude scores, concern scores and teaching efficacy scores and concerns scores and intention 

scores. There was also a significant positive relationship between teaching efficacy scores 

and intentions as well as attitudes scores and intentions scores.  

 

Research Question 5:  

Were PST’s intentions to teach in inclusive classrooms predicted from their 

attitudes, sense of teaching efficacy and concerns (before and after taking the Subject)? 

To measure the predictive utility of attitudes, teaching efficacy, concerns in explaining 

outcome variance pertaining to intentions, a standard multiple regression was conducted both 

pre-stage and post-stage. In a standard multiple regression, all predictor variables are entered 

into the equation simultaneously. Each independent variable is evaluated in terms of its 

predictive power, over and above that offered by the other independent variables. This 

approach helped explain how much unique variance in intentions each of the predictor 

variables explained. 

Preliminary analyses were conducted to ensure no violation of the assumptions of 

linearity, multicollinearity, normally distributed residuals, and homoscedasticity. Also, 

outliers were checked for. In this standard regression, attitude, concerns and teaching efficacy 

were all entered together. The results showed that overall, at pre-stage, the total variance in 

intentions explained by the model was approximately 24.8%, F (3,100) = 11.02., p < .00. Two 
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of the predictor variables (attitudes, β = .48, p < .01; concerns, β = .22, p < .05) positively and 

substantially correlated with PSTs’ intentions to be inclusive. Among these two variables, 

attitude was found to be the strongest predictor, while concerns explained less variance. In 

contrast, teaching efficacy did not significantly explain any further variance in intention 

scores (see Table 9). 

 

Table 9 

Summary of the Standard Regression Analysis for Variables Predicting teachers’ Intentions 
(before the Subject). 

Variable B Standard Error 
of B 

β p value 95% Confidence 
Interval 

CONSTANT 24.78 4.44  .00 15.98-33.59 

Attitude .26 .05 .48 .00 .16-.36 

Concern .08 .04 .23 .03 .01-.14 

Teaching Efficacy .06 .04 .16 .16 -.01-.13 

 

The same procedure for analysis was conducted with the post-stage data. The results 

showed that overall, the total variance in intentions explained by the model was 

approximately 33.8%, F (3, 61) = 10.40, p < .01. In contrast to the pre-stage regression model 

attitudes (β = .43, p < .01) and teaching efficacy (β = .30, p < .05) positively and substantially 

correlated with preservice teachers’ intentions to be inclusive. Concerns did not significantly 

explain any further variance in intention scores. See Table 10 for a summary of the results of 

the standard regression for the variables predicting teachers’ intentions prior to undertaking 

the Subject.  
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Table 10 

Summary of the Standard Regression Analysis for Variables Predicting Teachers’ 
Intentions (after the Subject) 

 

Variable 

 

B 
Standard 
Error of B 

 

β 

 

p value 
95% Confidence 
Interval 

Constant 30.32 4.41  .00 21.51-39.14 

Attitude .17 .04 .43 .00 .09-.26 

Concern -.01 .04 -.03 .81 -.08-.07 

Teaching Efficacy .09 .04 .30 .01 .02-.16 

 

In summary, at pre-stage, the best predictors were attitudes, but concerns also 

significantly explained scores in intentions. At post-stage, the best predictors were attitudes 

and teaching efficacy. Overall, when looking at pre- and post-stage data together, prediction 

was dominated by attitudes. When comparing the R-Squared values (pre-stage to post-stage), 

the post stage model explained more variability in intention scores. 

 

Research Question 6:  

Were there significant relationships between the background variables and 

PST’s attitudes, teaching efficacy, concerns and intentions (both before and after the 

Subject)? 

A series of Kruskal-Wallis H tests were used to discover if the demographics variables 

significantly influenced scores on AIS, TEIP, CIES and the ITICS. For each of the 

background variables (Gender; Age; Ed_Qual; Grade_lvl; Direct experience; Relationship; 

Contact time; Success; Confidence; Level of I.E; Disability Status; Legislation and policy 

knowledge) Kruskal-Wallis H tests were conducted in order to determine if there were 

significant differences in total scores of the AIS, TEIP, CIES and ITICS with regard to each 
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level of the demographic variables. Therefore, for each of the total scores relating to attitudes, 

concerns, teaching efficacy and intentions, 12 separate tests were conducted. This process 

was undertaken with the pre-stage and post-stage data respectively. Overall, no significant 

relationships between the background variables and the key constructs were found at both 

stages. Refer to Appendix E for a summary of these analyses.  

 

Research Question 7:  

Does taking part in the inclusive education university Subject have an impact on 

PST attitudes, concerns, teaching efficacy and intentions to teach inclusively? 

To understand the impact of the Subject on participants’ attitudes, concerns, teaching 

efficacy and intentions, paired samples t-tests were conducted. Assumption testing indicated 

no gross violation of assumptions. Moreover, effect sizes were also calculated using eta 

squared (η ²) for all significant findings at the total and subscale level. Effect size describes 

the amount of total variance in the dependent variable that can be predicted by the 

independent variable (Tabachnick, Fidell, & Ullman, 2007). 

As Table 11 indicates, the paired-participant’s concerns, teaching efficacy and 

intentions changed significantly. Notably, there was no significant change in the total mean 

attitude score. Furthermore, the total subscale scores for each instrument were investigated in 

order to better understand changes in scores on specific constructs.  
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Table 11 

Paired-Samples t-test results for change in total score and sub-scales of the AIS, ITICS, CIES, 
and TEIP 

 

Instrument 

Total Scores ± Standard Deviation Total 
Change 

 
t 

 
η ² Pre Post 

AIS total (n = 65) 47.94 ± 6.01 49.60 ± 7.25 -1.66 -1.91  

Beliefs 
( n = 66) 

23.32 ± 3.84 24.44 ± 3.77 -1.12 -1.74  

Feelings 
(n = 66) 

24.59 ± 3.45 25.20 ± 3.95 -.61 -.92  

ITICS total (n = 65) 45.23 ± 3.43 46.26 ± 2.85 -1.03 -2.86** .05 

Intention to alter the Curriculum  
(n = 67) 

18.46 ± 2.27 19.25 ± 2.29 -.79 -2.05* .03 

Intention to Consult  
(n = 66) 

26.66 ± 1.67 26.50 ± 2.80 .16 .43  

CIES total (n = 66) 46.71 ± 10.18 43.45 ± 9.21 3.26 3.12** .04 

Concerns about resources  
(n = 66) 

15.89 ± 3.50 14.91 ± 3.38 .98 1.69  

Concerns about Acceptance  
(n = 67) 

12.10 ± 2.87 10.91 ± 2.38 1.19 2.41* .03 

Concerns about Academic 
Standard (n = 67) 

10.38 ± 3.20 9.60 ± 2.85 .79 1.50  

Concerns about Workload  
(n = 67) 

8.29 ± 2.66 8.06 ± 2.67 .24 .54  

TEIP total (n = 64) 80.75 ± 9.60 83.97 ± 9.50 -3.22 -3.30** .06 

Efficacy in Instruction  
(n = 67) 

28.55 ± 3.20 29.46 ± 3.07 -.91 -1.53  

Efficacy in Behaviour  
(n = 65) 

25.29 ± 4.03 26.02 ± 4.25 -.72 -1.00  

Efficacy in Collaboration  
(n = 67) 

27.31 ± 4.24 28.67 ± 3.84 1.35 -1.83  

Notes. * p < .05; ** p < .01 
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While a slight increase in total mean attitude score from pre-to-post stage (mean 

difference = -1.66) was found, the results of this comparison were not significant. 

Examination of the subscale scores for the AIS revealed that there were no significant 

differences between two time points at the subscale level as well. 

The total mean concern scores significantly changed from pre-to-post-stage, t (65) = 

3.12, p =.003. The total change score was 3.26 yet the effect size was small (η ² = .04), based 

on Cohen’s conventions (Cohen, 1988). Examination of the subscale scores relating to 

concerns revealed change for one of the four subscales. The subscale scores relating to 

‘Concerns about Acceptance” by others, was significant, t (66) = 2.41, p = .020. The total 

change score was 1.19 and the effect size was small (η ² = .03), (Cohen, 1988). In summary, 

PSTs’ overall level of concerns about inclusive education was reduced after taking part in the 

inclusive education Subject. More specifically, PST concerns regarding other students’ 

acceptance of students with diverse needs was significantly reduced.  

There was a statistically significant difference between the total mean teaching 

efficacy scores before and after an inclusive education Subject, t (63) = -3.30, p =.002. The 

total change score was -3.22. The effect size was small (η ² = .06) (Cohen, 1988). 

Examination of the subscale scores for the TEIP revealed that there was no significant 

difference between the two-time points at the subscale level.  

The change in intentions scores from pre-to-post-stage was significant, t (64) = -2.87, 

p =.006. The increase in mean total score was -1.03. The effect size was small (η ² = .05) 

(Cohen, 1988). Examination of the sub-scale scores for the “Intention to alter curriculum” 

revealed that there was a significant change, t (66) = -2.05, p = .044. The effect size was 

small (η ² = .03) (Cohen, 1988). These findings indicated that intentions to alter the 

curriculum for inclusion increased following the Subject.  
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In summary, following the inclusive education Subject, participants were more likely 

to have developed higher intentions to teach in inclusive classrooms. In addition, PST 

intentions relating to changing the curriculum were significantly increased.  

 

Research question 8:  

Was there a difference on measures of attitudes, concerns, teaching efficacy and 

intentions between the PSTs of Campus A and B following participation in the inclusive 

education Subject? 

Given the recognition that the inclusive education Subject included different models 

of PST education depending on the campus attended, it was necessary to split the data file 

according to the ‘campus’ variable. Paired-samples t-tests were conducted to evaluate 

whether a statistically significant difference existed between the mean total scores on the AIS, 

ITICS, CIES, and TEIP when the results were split according to campus (Campus A and 

Campus B). Also, effect sizes were calculated using eta squared (η ²) for all significant 

findings at the total and subscale level.  

Overall, all variables (attitudes, teaching efficacy, concerns and intentions) 

significantly changed only at Campus A. Results from Campus B showed similar changes in 

the signs and direction. However, these changes were not found to be statistically significant. 

See Table 12 below.  
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Table 12 

Paired-Samples t-test results for change in total score of the AIS, ITICS, CIES, and TEIP 
(split by campus) 

 

Instrument 

Total Scores ± Standard Deviation Total 
Change t η ² Pre Post 

Campus A 

 AIS total (n = 26) 

 

48.27 ± 6.46 

 

50.65 ± 5.37 

 

-2.39 

 

-2.22* 

 

.11 

 ITICS total (n = 24) 45.29 ± 3.48 47.29 ± 2.42 -2.00 -3.29* .27 

 CIES total (n = 25) 49.20 ± 11.48 44.64  ± 11.42 4.56 3.04** .09 

 TEIP total (n = 24) 79.38 ± 10.67 85.79 ± 10.89 -6.42 -4.10** .66 

Campus B 

 AIS total (n = 39) 

 

47.72 ± 5.77 

 

48.90 ± 8.24 

 

-1.17 

 

-.93 

 

-  

 ITICS total (n = 41) 45.20 ± 3.45 45.66 ± 2.95 -.46 -1.09 -  

 CIES total (n = 41) 45.20 ± 9.11 42.73 ± 7.63 2.46 1.74 -  

 TEIP total (n = 40) 81.58 ± 8.97 82.88 ± 8.54 -1.30 -1.12 -  

Notes. * p < .05; ** p < .01 
 

Attitudes towards Inclusive Education 

Campus A (co-teaching Mode) 

A statistically significant change between the total mean attitude scores before and 

after the inclusive education Subject was found, t (25) = -2.22, p =.036. The total change 

score was -2.39 and the effect size was moderate (η ² = .11) (Cohen, 1988). These findings 

indicate that at Campus A, attitudes towards inclusive education significantly increased 

following the completion of the inclusive education Subject. 

 

Campus B (Single-Teacher Mode) 

While there was an observed increase in total mean attitude scores from pre-to-post 

stage (total change score: -1.17), the results of this comparison were not significant. In 
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summary, at Campus B, attitudes towards inclusive education did not significantly increase 

following the completion of an inclusive education Subject. 

 

Concerns about inclusive education 

Campus A 

The change in total mean concern scores between pre- and post-stages was significant 

t (24) = 3.04, I =.006. The decrease in mean total score was 4.56 and the effect size was 

moderate (η ² = .09) (Cohen, 1988). These findings indicate that overall, there was a 

significant decrease in the participant’s concerns towards inclusive education after taking part 

in the inclusive education Subject. 

 

Campus B 

While there was an observed decrease in total mean concerns scores over time, the 

results of this comparison were not significant. Thus, at Campus B, there was no significant 

change in concerns after completing the inclusive education Subject. 

 

Teaching Efficacy for Inclusion 

Campus A 

A statistically significant difference existed between the total mean teaching efficacy 

scores before and after an inclusive education Subject, t (23) = -4.10 p =.000. The increase in 

mean total score was -6.42 and the effect size was large (η ² = .66) (Cohen, 1988). These 

results indicate that at Campus A, teaching efficacy for inclusion significantly increased after 

taking part in the inclusive education Subject.  
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Campus B 

There was an observed increase in total mean teaching efficacy scores from pre-stage 

to post stage. However, the results of this comparison were not significant. Therefore, at 

Campus B, there was no significant change in teaching efficacy for inclusion after completing 

the inclusive education Subject. 

 

Intentions to teach in inclusive classrooms  

Campus A 

The change in total mean intentions scores after completing the Subject, was 

significant, t (23) = -3.29, p =.003. The increase in mean total score was -2.00 and the effect 

size was large (η ² = .27) (Cohen, 1988). These findings suggest that, at Campus A, following 

the completion of the Subject, participants were more likely to have higher intentions to teach 

in inclusive classrooms. 

 

Campus B 

While there was an observed increase in total mean intention scores, the results of this 

comparison were not significant. Therefore, at Campus B, there was no significant change in 

intentions after completing the inclusive education Subject. 

 

Difference Scores Analysis 

In order to provide further evidence that the observed differences between campuses 

is likely due to differences in the Subject delivery (and not due to heterogeneity of samples), 

multiple independent samples t-tests were conducted. Prior to performing the data analysis, 

‘difference scores’ were calculated. This involved subtracting the pre-stage mean total from 

the post-stage mean total score for each affective teacher variable. Therefore, four new 
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variables were created corresponding to the change in attitudes, intentions, concerns and 

efficacy. These difference scores have less variation than the pre- and post-mean scores. 

Thus, analyses using difference scores may have more statistical power than analyses 

conducted on just post-test scores (Salkind, 2006). 

The first step of conducting the independent samples t-test was Levene’s test for 

equality of variance. This tests whether the variance of scores for the two groups (Campus A; 

Campus B) was the same. In other words, the assumption of homogeneity of variance was 

tested and found to be satisfied, for each of the four t-tests. Therefore, equal variances were 

assumed. Next, by examining each statistic and the corresponding p value, it was determined 

whether or not there was a significant difference in the ‘difference scores’ for each of the 

Campus groupings. See Table 13 for the results of the t-tests and descriptive statistics for 

difference scores relating to attitudes, intentions, concerns and efficacy by Campus.  

 

Table 13 

Results of independent samples t-tests and Descriptive of Attitude Diff, Intentioned, 
Concerns_Diff and Efficacy_Diff by Campus 

Outcome Group 
95% CI for 

Mean 
Difference 

  

 Campus A  Campus B   

 M SD n  M SD n t df 

Attitude_Diff 2.38 5.48 26  1.18 7.93 39 -2.37, -4.78 .67 63 

Intention_Diff 2.00 2.98 24  .46 2.73 41 .09, 2.99 2.12* 63 

Concerns_Diff -4.56 7.49 25  -2.46 9.05 41 -6.40, 2.21 -.97 64 

Efficacy_Diff 6.42 7.66 24  1.30 7.33 40 1.27, 8.96 2.66** 62 

Notes. * p < .05 and ** p < .01 
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Results of the first independent samples t-test showed that the mean difference score 

for attitudes did not significantly differ between PST who attended Campus A and those who 

attended Campus B. Similarly, the mean difference score for concerns also did not 

significantly differ between PST who attended Campus A and those who attended Campus B. 

In contrast, an independent samples t-test showed that the mean difference score for 

intentions significantly differed between Campus A and Campus B, t = 2.12, df = 63, p 

= .038. Thus, students who attended Campus A demonstrated greater average difference 

scores for intentions when compared to their peers who attended Campus B.  

Lastly, the mean difference score for teaching efficacy differed between Campus A 

and Campus B, (t = 2.66, df = 62, p = .010, 95% CI for mean difference .1.27 to 8.96). Thus, 

students who attended Campus A demonstrated greater average difference scores with regard 

to teaching efficacy when compared to their peers who attended Campus B.  

In summary, prior to conducting the independent samples t-tests, paired samples t-

tests (split by campus) revealed that at Campus A, all affective variables significantly 

changed from pre- to post-stage. Therefore, it was necessary to further delineate potential 

reasons for the difference between campuses. It appears that average difference scores at 

Campus A for teaching efficacy and intention were significantly different from Campus B. 

This adds further credibility to the notion that the Campus conditions significantly influenced 

PST’ ‘readiness’ variables.  

 

Research Question 9:  

What do PSTs perceive to be facilitators and barriers to inclusive education 

(both pre/post taking part in the Subject)? 

PSTs completing the survey at both stages of the research were asked two questions 

relating to research question nine. Firstly, PSTs were asked to list three factors that would 
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facilitate inclusion for all students in their future classroom. Secondly, participants were 

asked to list three factors that would hinder the inclusion of all students in their future 

classrooms. The PSTs identified a range of facilitators and barriers to implementing inclusive 

education in the classroom. The responses were three sentences or single words each relating 

to a different facilitator or barrier depending on the question. Importantly, some responses 

could be coded in multiple ways., To avoid this, all instances where more than one meaning 

could be inferred were separated into different responses. For example: ‘teachers require 

knowledge and resources’ was separated into ‘knowledge’ and ‘resources’, and assigned 

different codes.  

In a bid to provide reliability to the thematic analysis procedure, the process was 

conducted according to Braun and Clarke’s (2006) procedure for conducting thematic 

analysis. This process consisted of six steps. Firstly, the all responses to the two questions 

were read through three times and initial ideas for codes were recorded. Secondly, all items 

were systematically reviewed and manually coded. Also, codes were matched up with 

extracts that were deemed important examples. Thirdly, having coded and collated all data, 

the first author sorted them into preliminary themes by analysing the relationships between 

the codes. This process was iterative in nature and themes were revised until all responses 

were coded under a single theme. Fourthly, the themes were reviewed and refined. Also, 

subthemes were created at this stage. Fifthly, the themes and subthemes were defined and 

named. Lastly, all codes were tabulated under the finalised themes along with corresponding 

extracts that typified the themes.  

Thematic analysis and the process of coding is often criticised because authors do not 

provide sufficient detail about the procedure or enough transparency in the inter-coder 

reliability process (Hammer & Berland, 2014). In order to establish reliability of the coding 

process, two raters independently assessed all responses to both questions. The percentage 
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agreement was calculated. For pre-stage and post-stage facilitators there were 510 codes (316 

at pre-stage, 194 codes at post-stage), of which 14 were not initially agreed upon. Therefore, 

percentage agreement was, 97%. After discussion, consensus was reached for all codes. For 

pre and post stage barriers, 479 codes (290 at pre-stage and 189 at post-stage) of which 17 

were not initially agreed upon. Therefore, percentage agreement was, 96%. After discussion, 

consensus was reached.  

In addition to calculating the percentage agreement for the codes, the sub-themes 

relating to ‘facilitators’ and the corresponding main themes were negotiated to ensure 

appropriateness of the organisation of the data. For question 13, 108 (Pre-stage) and 67 (Post-

stage) responses were recorded, revealing a broad array of aspects relating to perceived 

facilitators. These responses were organised (through the process of thematic analysis) into 

316 and 194 codes respectively. Initially, the first author generated 25 subthemes from these 

codes. After discussion, some sub-themes were merged and 13 sub-themes were agreed upon 

across both stages of analysis. These subthemes were organised in three overarching main 

themes. The sub-themes of ‘Parents/Families’ and ‘Attitudes and Views’ were initially not 

agreed upon. These subthemes were discussed and were deemed to be ‘Ongoing learning’ and 

‘Teacher personal attributes’ respectively. 

The sub-themes relating to ‘barriers’ and the corresponding main themes were also 

negotiated to ensure appropriateness of the organisation of the data. For question 14, 103 

(Pre-stage) and 67 (Post-stage) responses were recorded, revealing a broad array of aspects 

relating to perceived barriers. These responses were organised into 290 and 189 codes 

respectively. Initially, the first author generated 19 sub-themes. After discussion, some were 

merged and 13 were agreed upon across both stages of analysis.  

Given the sub-themes were diverse in content, they were grouped according to three 

overarching themes for both question 13 and 14. The main themes included: Ongoing 
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Learning, Teacher Personal Attributes and School System. Tables 14 and 15 show how the 

identified themes and sub-themes were grouped. The tables also display the frequency (and 

proportion) of codes relating to each theme at the pre and post stages. Importantly, sub-

themes were only included in the final results if they were represented by at least 3% of the 

total amount of codes at both pre- and post-stages respectively (Patton, 2002). To calculate 

the proportion of codes, the frequency count for a specific subtheme was divided by the total 

codes and expressed as a percentage. For question 13, this meant excluding three percent of 

coded responses for pre-stage data and nine percent at post-stage. For question 14, this meant 

excluding three percent at pre-stage and eight percent at post-stage. 
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Table 14 

All Themes and Subthemes Generated from Question 13 (Facilitators) and the Corresponding Definitions and Extracts and Frequency count. 

Overarching Theme, 
Definitions and Proportion of 
themes at Pre- and Post-
Stages 

Subtheme and Definition Extracts Frequency (and 
proportion) of 
codes  

Ongoing learning: Perceived 
facilitators associated with this 
theme relate to PST education 
such as teacher education and 
professional development. More 
specifically, the theme 
represents the skills and 
strategies learnt through teacher 
education and other such 
learning opportunities.  
Pre: 38% 
Post: 40% 

Inclusive Practices:  Differentiation, 
accounting for individual needs and 
making ‘reasonable adjustments’. 
Also, specific strategies and practices 
(e.g. social-emotional learning, UDL, 
peer collaboration, etc.) as well as 
general references to inclusive 
practices.  

- “Reasonable adjustments” 
- “Using assessment ‘for’ learning rather than 

‘of’ 
- “Drawing upon interests [of students]” 
- “Universal Design for Learning approach” 
- “Social Emotional Learning” 

Pre: 45 (14%) 
Post: 57 (27%) 

Teacher education: 
Professional/personal development 
and teacher education for inclusion. 

- “More education on the documents and laws 
available for support” 

- “My education” 
- “Learning inclusive pedagogies” 
- “Professional development days on inclusion 

for students” 
- “Teacher education on inclusion” 

Pre: 38 (12%) 
Post: 21 (10%) 

Knowledge/Understanding: 
Information and awareness of 
inclusive policies and practice 
 

- “Knowledge” 
- “Knowledge of policy” 
-  “Having knowledge and understanding” 
- “Greater awareness” 

Pre: 27 (8%) 
Post: 9 (4%) 
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Table 14 

All Themes and Subthemes Generated from Question 13 (Facilitators) and the Corresponding Definitions and Extracts and Frequency count. 

- “Knowledge about disabilities” 
Parents/Families: Collaborating and 
working with parents and families 
 

- “Effective communication between parents 
and staff” 

- “Strategies from the parents” 
- “Parents” 
- “Strong home-school connection” 
- “Support/behavioural plans made with 

students and family” 

Pre: 24 (7%) 
Post: 15 (7%) 

Mentorship/Reflective Practice and 
Experience: mentors, feedback and 
reflective practice on teaching 
practices 

- “Feedback” 
- “Mentors” 
- “Opportunities to implement in classroom 

with feedback” 
- “Constant reflection and communication 

journals with students” 
- “More experience working with these 

students” 

Pre-stage only: 
21 (6%) 
 

Teacher Personal Attributes: 
Perceived facilitators within this 
theme relate to the teacher-
related affective variables and 
rapport building skills. 

Attitudes/Views: Teachers attitudes 
and views towards inclusion and 
diversity. Includes being open to 
inclusive ideas, respecting and caring 
for students and having high 
expectations for all.  

- “Open-mindedness” 
- “Treat everyone with respect, understanding 

and care” 
- “Attitude” 
- “A strong belief in inclusion” 

Pre: 13 (4%) 
Post: 9 (4%) 
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Table 14 

All Themes and Subthemes Generated from Question 13 (Facilitators) and the Corresponding Definitions and Extracts and Frequency count. 

Pre: 15% 
Post: 10% 

- “High expectations for every student 
(regardless of disability)” 

Rapport/Relationships: Teacher’s 
positive relationship building skills 
and communication skills 

- “Inclusive language” 
- “Having the trust and relationships 

developed prior to teaching” 
- “My ability to advocate for my student” 
- “Relationships” 
- “Effective communication between staff and 

students” 

Pre-stage only: 
10 (3%) 
 

School System: This theme 
represents features of the 
environment that are external to 
the teacher including aspects of 
the school such as support 
systems, resources, policies.  
Pre: 46% 
Post: 50% 

Resources: General references to 
tools, resources and facilities for 
inclusion 

- “Lots of resources” 
- “Technology” 
- “School facilities” 
- “Classroom equipment” 
- “Resource availability that suits modified 

classrooms (specifically health and physical 
education classrooms)” 

Pre: 37 (11%) 
Post: 30 (14%) 

Teacher Aides: Use of teacher's aides 
and assistants in the classroom 

- “The use of teacher aides” 
- “Teacher aides” 

Pre: 35 (11%) 
Post: 13 (6%) 

Support/Collaboration: General 
references to support and support for 
the teacher from stakeholders at 
schools.  

- “Support from those in positions of power at 
the school (e.g. principles, team leaders, 
etc.)” 

Pre: 31 (10%) 
Post: 23 (11%) 
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Table 14 

All Themes and Subthemes Generated from Question 13 (Facilitators) and the Corresponding Definitions and Extracts and Frequency count. 

- “Seeking support (if needed) from other 
teachers” 

- “Support” 
- “Professional assistance” 
- “Support from administration” 

Climate/Policies: positive 
school/classroom environment or 
culture as well as inclusive 
values/policies  

- “Creating a safe, friendly classroom 
environment” 

- “The inclusive culture of the school” 
- “School values” 
- “Positive and inclusive schooling 

community” 
- “Overt classroom values” 

Pre: 16 (5%) 
Post: 9 (4%) 

Funding: financial support generally 
as well as levels and appropriateness 
of funding 

- “Funding” 
- “Funding for facilities” 
- “Adequate funds” 
- “Financial support for physical aides” 

Pre: 10 (3%) 
Post: 8 (4%) 

Physical Space: Layout, accessibility 
and set-up of classes 

- “Small classes” 
- “Accessibility” 
- “Physical building aspects (ramps etc.)” 
- “Classroom layouts” 
- “Inclusive space” 

Pre-stage only: 
9 (3%) 
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Facilitators of Inclusive Practice  

At pre-stage, most sub-themes were related to the overarching theme of ‘School 

System’ (46%). 38% percent of sub-themes were associated with ‘Ongoing Learning’ and 

15% were related to ‘Teacher Personal Attributes’. Moreover, 13 sub-themes relating to 

perceived facilitators of inclusive education were generated across both time points. The most 

common sub-themes that were represented by at least 3% of codes at pre-stage were: 

‘Inclusive Practices’ (n = 45), ‘Teacher Education’ (n = 38), ‘Resources’ (n = 37), ‘Teacher 

Aides’ (n = 35), ‘Support/Collaboration’ (n = 31), ‘Knowledge/Understanding’ (n = 27), 

‘Parents/Families’ (n = 24), ‘Mentorship/Reflective Practice’ (n = 21), ‘Climate/Policies’ (n = 

16), ‘Attitudes/Views’ (n = 13), ‘Rapport/Relationships’ (n =10), ‘Funding’ (n =10) and 

‘Physical Space’ (n = 9). Notably, three of these sub-themes were uniquely generated at the 

pre-stage of the research. These included: ‘Rapport/Relationships’, Mentorship/Reflective 

Practice’ and ‘Physical Space’.  

At post-stage, a similar proportion of main themes was found. That is, most sub-

themes were related to the ‘School System’ (50%). Forty percent were organised under 

‘Ongoing Learning’ and ten percent were related to ‘Teacher Personal Attributes’. However, 

the proportion of codes associated with the sub-themes varied compared to pre-stage. The 

most common sub-themes at this stage of the study were: ‘Inclusive Practices’ (n = 57), 

‘Resources’ (n = 30), ‘Support/Collaboration’ (n = 23), ‘Teacher Education’ (n = 21), 

‘Parents/Families’ (n = 15), ‘Teacher Aides’ (n = 13), Attitudes/Views’ (n = 9), 

‘Climate/Policies’ (n = 9), ‘Knowledge/Understanding’ (n = 9) and ‘Funding’ (n = 8).  

When comparing the findings from Pre to Post Stage, three key findings were 

discovered. Firstly, the proportion of codes relating to the sub-theme of 

‘Knowledge/Understanding’ decreased from 8% (at pre-stage) to 4% (at post stage). 

Secondly, the proportion of codes relating to the subtheme of ‘Teacher Aides’ decreased from 
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11% (pre-stage) to 6% (post-stage). Thirdly, the proportion of codes relating to the sub-theme 

of ‘Inclusive Practices’ increased from 14% (at pre-stage) to 27% (at post-stage). 

Furthermore, the quality of the responses also varied. That is, at pre-stage, responses were 

mostly general in focus with extracts such as: “differentiation” and “understanding the needs 

of students”. However, Post-Stage responses appeared to reflect more of the content taught 

during the course, including references to policy as well as more specific inclusive practices. 

For example: ‘Making reasonable adjustments’, ‘Social-emotional-learning’, ‘Using 

assessment for learning rather than of [learning]’ etc. Refer to Figures 6 and 7 to compare the 

proportion of codes relating to the sub-themes at Pre- and Post-Stages respectively.  
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Figure 6. Pre-stage proportions of codes associated with facilitators for Inclusive Education 
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Figure 7. Post-Stage proportions of codes associated with facilitators for inclusive education 
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Table 15 

All Themes and Subthemes Generated from Question 14 (Barriers) and the Corresponding Definitions and Extracts and Frequency count. 

Overarching 
Theme and 
Definition  

Subtheme and Definition Extracts Frequency (and proportion) 
of codes  

Ongoing learning: 
Perceived barriers 
associated with this 
theme relate to PST 
education. More 
specifically, the 
theme represents 
features of teacher 
education and 
development that 
may be lacking or 
poor quality.  
Pre: 31%; Post: 27% 
 

Limited Knowledge/Understanding: Poor 
level of awareness with regard to inclusive 
policy and practices 

- “Lack of understanding” 
- “Not having up-to-date knowledge” 
- “Lack of knowledge of strategies” 
- “Ignorance” 
- “Poor knowledge of policy” 

Pre: 45 (15%) 
Post: 20 (10%) 

Practising Exclusion: Specific practices or 
ideas that contribute to the exclusion of 
students and are at odds with inclusive 
philosophies.  

 

- “Labelling student, especially to other 
students” 

- “One-size-fits-all approach to learning” 
- “Having no adjustments” 
- “Grouping students based on ability” 
- “using resources that not all students 

will understand (e.g. students with poor 
literacy may struggle to read subtitles 
of a video)” 

Pre: 19 (6%) 
Post: 24 (12%) 

Inexperience with Practice: Lack of 
opportunity and experience with diverse 
student groups and in inclusive classrooms.  

 

- “Lack of experience” 
- “No contextual learning had” 
- “My own inexperience” 
- “No experience dealing with students 

with disabilities” 

Pre-stage only: 17 (6%) 
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Table 15 

All Themes and Subthemes Generated from Question 14 (Barriers) and the Corresponding Definitions and Extracts and Frequency count. 

- “Experience” 
Poor Quality Teacher Education: poor 
quality teacher education, PD and ongoing 
learning 

 

- “Lack of professional development 
opportunities” 

- “Lack of continual education” 
- “Poor teacher training” 
- “Teacher education experience (older 

teachers, not always)” 
- “Lack of education” 

Pre: 11 (4%) 
Post: 12 (6%) 

Teacher Personal 
Attributes: 
Perceived barriers 
within this theme 
relate to a lack of 
teacher affective 
variables and 
perceived lack of 
preparedness for 
inclusion. 
Pre: 15%; 
Post: 9% 

Negative Attitudes and Views: Teacher's 
and other stakeholders (negative) attitudes 
and views towards inclusion and diversity. 
Also includes stigmas, stereotypes, 
misconceptions and preconceptions or 
being close-minded.  

- “A close-minded attitude to the way 
you’ll approach each classroom you 
teach” 

- “Attitude” 
- “Stereotype” 
- “Non-inclusive personal beliefs” 
- “Other colleagues labelling/gossiping” 

Pre: 29 (10%) 
Post: 15 (7%) 

Low Confidence/Efficacy: Perceived lack 
of preparedness for inclusive education 
and the level of confidence in one’s ability 

- “Poor confidence” 
- “Self-doubt in my abilities” 
- “Self-doubt” 
- “Ability” 
- “Confidence” 

Pre-stage only: 12 (4%) 
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Table 15 

All Themes and Subthemes Generated from Question 14 (Barriers) and the Corresponding Definitions and Extracts and Frequency count. 

School System: This 
theme represents 
school and student 
features that may 
hinder the 
realization of 
inclusive education. 
Pre: 54%; Post: 64% 

Limited Resources: Lack of resources, 
materials, equipment, technology and 
facilities. 

- “Resources” 
- “Lack of facilities” 
- “Not enough resources” 
- “Lack of access to equipment and 

materials” 
- “Inability to provide technology” 

Pre: 40 (13%) 
Post: 26 (13%) 

Lack of Support: Lack of support from 
other teachers, principals, admin and other 
stakeholders 

- “Lack of assistance” 
- “Support” 
- “Lack of support from the school” 
- “non-supportive management” 
- “lack of aides” 

Pre: 30 (10%) 
Post: 25 (12%) 

Poor School/Class Design: Class design, 
physical layout, number of students, issues 
of accessibility and general references to 
time 

- “Lack of time” 
- “Physical environment if not changed” 
- “Very large classes” 
- “Accessibility” 
- “Physical layout of classroom” 

Pre: 28 (9%) 
Post: 18 (9%) 

Student Issues: Student features (e.g. 
abilities, attitudes, severity of disability, 
varying abilities etc.) that teachers perceive 
to impact inclusion 

- “Disruptions from students” 
- “Students without disabilities” 
- “Abilities of diverse students” 
- “Lack of student engagement” 

Pre: 20 (7%) 
Post: 7 (3%) 
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Table 15 

All Themes and Subthemes Generated from Question 14 (Barriers) and the Corresponding Definitions and Extracts and Frequency count. 

- “Severe disabilities” 
Poor Funding: Lack of funding, financial 
resources and budget in general 

- “Lack of funding” 
- “Funding” 
- “Poor funding” 
- “School funding” 
- “Lack of financial resources” 

Pre: 18 (6%) 
Post: 17 (8%) 

Unsupportive Parents/Families: Lack of 
support from families, the levels of 
family/parent participation, managing 
parent expectations and the relationship 
between parents and teachers 

- “Lack of support from families” 
- “Unsupportive parents (those in denial 

of their child’s disability)” 
- “Negative parent teacher relationships” 
- “Parent perception” 
- “Lack of parental participation” 

Pre: 11 (4%) 
Post: 12 (6%) 

School/Class Climate: Poor 
school/classroom culture, community, 
environment or climate for inclusion and 
philosophes and policies 

- “Not creating a sense of belonging” 
- “Poor environment for children (mental 

and physical safety)” 
- “Attitudes and culture of the 

organisation” 
- “School’s philosophy/views” 
- “Negative classroom culture” 

Pre: 10 (3%) 
Post: 13 (6%) 

‘ 
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 Barriers to Inclusive Education 

At pre-stage, most ‘Barrier’ sub-themes were related to the overarching theme of ‘School 

System’ (54%). While the remaining sub-themes were related to ‘Ongoing Learning’ (31%) 

and ‘Teacher Personal Attributes’ (15%). Overall, 13 sub-themes relating to perceived 

barriers to inclusive education were generated across both time points. At the pre-stage, the 

most common themes were: ‘Limited Knowledge/Understanding’ (n =45), ‘Limited 

Resources’ (n = 40), ‘Lack of Support’ (n = 30), ‘Negative Attitudes and Views’ (n =29), 

‘Poor School/Class Design’ (n =28), ‘Student Issues’ (n = 20), ‘Practising Exclusion’ (n = 

19), ‘Poor Funding’ (n =18), ‘Inexperience with Practice’ (n =17), ‘Low 

Confidence/Efficacy’ (n = 12), ‘Unsupportive Parents/Families’ (n =11), ‘Poor Quality 

Teacher Education’ (n =11) and ‘School/Class Climate’ (n =10). Notably, two of these sub- 

themes were uniquely generated at the pre-stage of the research. These included: 

‘Inexperience with Practice’ and ‘Low Confidence/Efficacy’.  

At post-stage, the most common main theme was ‘School System’ (64%). The remaining 

sub-themes were categorised as ‘Ongoing Learning’ (27%) and ‘Teacher Personal Attributes’ 

(9%). The most common sub-themes at this stage of the study were: ‘Limited Resources’ (n = 

26), ‘Practising Exclusion’ (n = 24), ‘Lack of Support’ (n = 25), ‘Limited 

Knowledge/Understanding’ (n = 20), ‘Poor School/Class Design’ (n =18), ‘Poor Funding’ (n 

=17), ‘Negative Attitudes and Views’ (n =15), ‘School/Class Climate’ (n =13), 

‘Unsupportive Parents/Families’ (n =12), ‘Poor Quality Teacher Education’ (n =12) and 

‘Student Issues’ (n = 7).  

In comparing the pre/post-stage data, four key findings were discovered. Firstly, the 

proportion of codes relating to the sub-theme of ‘Student Issues’ decreased from pre (7%) to 

post-stage (3%). Secondly, the proportion of codes relating to the subtheme of 

‘Knowledge/Understanding’ also decreased from 15% at pre-stage to 10% at post-stage. 
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Thirdly, the proportion of codes relating to the subtheme of ‘School/Class Climate’ increased 

between pre-stage (3%) and post-stage (6%). Lastly, the sub-theme of ‘Practising Exclusion’ 

increased between pre-stage (6%) and post-stage (12%). The nature of the extracts relating to 

this subtheme also varied. More specifically, at post stage there were more specific references 

to ideas taught within the Subject. Such extracts included: “one-size-fits-all approach” and 

“grouping students based on ability”. Refer to Figures 8 and 9 to compare the proportion of 

codes relating to the subthemes for barriers at pre- and post-stages respectively. 

 

 

 

0%
2%
4%
6%
8%

10%
12%
14%
16%
18%
20%

Proportion of Codes Relating to Barriers for Inclusive 
Education (PRE-STAGE)

Figure 8. Pre-Stage proportions of codes associated with Barriers for Inclusive Education 
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Study 2: ‘Understanding Inclusive Practices’ 

The purpose of Study 2 was to examine the relationship between PST affective 

variables (attitudes, self-efficacy, concerns,) and intentions with regard to inclusive teaching 

practice. To achieve this end, a combination of survey and observational data was utilised. 

This section will firstly present a summary of the four PSTs’ characteristics and then research 

question 10 will be answered.  

 

Pre-Service Teacher Participant Characteristics 

 Out of a possible 67 participants, 4 agreed to be observed in the classroom (see Table 

16 for a summary of the four PSTs who took part in the observation phase). Each of the 4 

PSTs were observed for three lessons, each lasting an hour. The IPCOS was used as a 

measure of inclusive practice. The IPCOS is a 35-item measure, with higher scores indicating 

a greater frequency of inclusive practices. A total of 12 hours of observations were conducted. 

An average total score of the IPCOS was calculated across the three sessions for each 
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Figure 9. Post-Stage proportions of codes associated with Barriers for Inclusive Education 
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participant. Therefore, a total average inclusive practices score was calculated to understand 

if significant correlations existed between the PST’s variables and their inclusive teaching 

practices. Importantly, two trained observers were present at each observation sessions. Inter-

observer reliability ranged from 78%-93% and was therefore deemed acceptable. 

 

Table 16 

Background Variables and Average IPCOS scores of Participants  

 

 

Research Question 10:  

Was there a significant relationship between PST’s intentions, teaching efficacy, 

concerns, attitudes, and their observable inclusive practices after taking part in the 

Subject on inclusive education? 

Given the small sample size of PST that were observed (n = 4), Spearman rho 

correlations were calculated to give a preliminary understanding of the relationships among 

the various constructs. The Spearman rho correlation coefficient (rs) signifies the strength of 

monotonic relationship between the paired data and is the non-parametric equivalent of a 

Pearson correlation.  

When examining the key variables relating to inclusive practice, no significant 

relationship was documented between the total scale scores and inclusive practices scores. 

Despite not reaching statistical significance, the direction of the relationship between 

Participant Code Age Category Gender Campus Average IPCOS score  

P1  Below 25 Female B 69 

P2  Above 40 Male B 34 

P3  Below 25 Female A 70 

P4  Below 25 Female A 39 
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intentions and practices was positive and almost significant (p =.051). Of the 120 correlation 

coefficients (rs) calculated, none of the relationships between the total scale scores were 

significant. However, 9 statically significant relationships between the various sub-scales or 

sub-scales and total scores were found.  

Interestingly, a strong negative and significant association between the intentions sub-

scale to alter ‘curriculum’ and total inclusive practices was observed (rs = -.99, p < .01). This 

suggests that as intention to alter the curriculum increases the level of inclusive practices 

decreases. Additionally, a strong negative and significant relationship between the concerns 

sub-scale relating to ‘resources’ and total intentions was observed (rs = -.98, p < .05). This 

finding suggest that as total intentions scores increased, PST levels of concerns relating to 

resources decreased. Also, a strong negative and significant relationship was found between 

concerns about ‘workload’ and total attitude scores was noted (rs = -.99, p < .01). This 

finding indicated that as total attitudes increase, concerns about ‘workload’ decrease.  

In summary, the question as to whether there is a significant relationship between 

PST’s intentions, teaching efficacy, concerns, attitudes, and their observable inclusive 

practices after taking part in the Subject, was not clearly substantiated. Importantly, the 

relationship between intentions to teach in inclusive classrooms and inclusive practices was 

not significant. However, the relationships between intention to ‘alter curriculum’ and total 

inclusive practices, concerns relating to ‘resources’ and total intentions, and concerns about 

‘workload’ and total attitude scores, were all significantly and negatively related.  

Table 17 provides a summary of the findings of the nonparametric correlations among 

teachers’ efficacy for implementing inclusive practices, concerns regarding inclusive 

education, their attitudes toward inclusive education, intentions to be inclusive and teachers’ 

inclusive practices in the classroom. The mean total scores as well as sub-scale scores were 

investigated. 	
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Table 17 

Spearman Rho Correlations Among Teachers’ Self-Efficacy for Implementing Inclusive Practices, Concerns about Inclusive Practices, Attitudes Toward 
Inclusive Practices, intentions to be inclusive and their Inclusive Practices in the Classroom (post-stage) 

 Total 

Practice 

Total 

Attitude 

Beliefs Feelings Total 

Intention 

Curric-

ulum 

Consult Total 

Concerns 

Resources Accep

-tance 

Academic 

Standards 

Work-

load 

Total 

Efficacy 

Instru-

ction 

Behaviour Collabo-

ration 

Total Practice - -.42 .27 -.47 .72 -.99** -.92 -.59 -.76 -.32 .56 .48 .64 -.47 -.26 -.72 

Total Attitude  - .00 .98* -.35 .41 .73 -.46 .19 -.33 -.94 -.99** .28 .20 -.43 -.24 

Beliefs   - .16 -.48 -.37 -.08 -.47 .38 -.91 .32 .14 -.21 -.97* -.87 .09 

Feelings    - -.51 .44 .78 -.44 .35 -.44 -.88 -.95* .13 .05 -.53 -.11 

Total Intention     - -.64 -.76 -.22 -.98* .35 .25 .31 .76 .27 .37 -.74 

Curriculum      - .89 .61 .69 .41 -.58 -.49 -.59 .56 .35 .68 

Consult       - .21 .72 .00 -.78 -.76 -.42 .56 .35 .48 

Total Concerns        - .41 .77 .22 .37 -.74 .48 .79 .79 

Resources         - -.19 -.13 -.17 -.88 -.20 -.20 .87 

Acceptance          - .00 .20 -.14 .85 .99** .24 

Academic 

Standards 

          - .98* -.25 -.51 .10 .17 

Workload            - -.27 -.33 .30 .21 
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Table 17 

Spearman Rho Correlations Among Teachers’ Self-Efficacy for Implementing Inclusive Practices, Concerns about Inclusive Practices, Attitudes Toward 
Inclusive Practices, intentions to be inclusive and their Inclusive Practices in the Classroom (post-stage) 

 Total 

Practice 

Total 

Attitude 

Beliefs Feelings Total 

Intention 

Curric-

ulum 

Consult Total 

Concerns 

Resources Accep

-tance 

Academic 

Standards 

Work-

load 

Total 

Efficacy 

Instru-

ction 

Behaviour Collabo-

ration 

Total Efficacy             - .12 -.16 -.99** 

Instruction              - .78 .01 

Behaviour               - .25 

Collaboration                - 

Note:  n = 5; * p < .05; ** p < .01 
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Chapter 6: Discussion 

Introduction 

Currently, teachers in Australia are required to ensure that all students in schools are 

fully included, no matter their learning needs. To work towards this aim, universities are now 

required to prepare teachers to work in inclusive classrooms. The present research focused on 

one university’s journey in preparing PSTs for inclusion.  

The current research project was born out of the recognition that teacher education 

research in Australia is often disconnected from the realities of classroom practice and is not 

rooted in evidence-based theory (Murray et al., 2008; Sleeter, 2014). This issue was 

emphasised in a recent Royal Commission into Violence, Abuse, Neglect and Exploitation of 

People with Disability (Disability Royal Commission, 2019). More specifically, workforce 

capability issues were cited as a prominent barrier that has the potential to impinge on student 

education. A key feature of the report was that the competence and skills of teachers were 

seen as critical in providing students with disability with quality and inclusive education. 

Furthermore, it was suggested that teachers require quality education to be able to implement 

inclusive education. Taken together, these suggestions imply that teacher educators should be 

justifying their processes and systematically evaluating how teachers are prepared for 

inclusive education.  

This provided the rationale to use the Theory of Planned Behaviour (TPB) (Ajzen, 

1991) in attempt to operationalise the preparedness of PSTs for inclusive education within the 

authentic tertiary inclusive teacher education Subject and to understand their practices. 

Intentions, within the TPB, are seen as a key indicator of a person’s readiness for an actual 

behaviour and have the potential to predict actual behaviours (Armitage & Conner, 2001; 

Sheeran, 2002). In the case of PSTs inclusive practices, the theory was used as a guide to 
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understand if key variables such as attitudes, teaching efficacy and concerns, can influence 

intentions which, in turn, may lead to performance of inclusive practices.  

Two studies were conducted in the current research. The first employed a quasi-

experimental design featuring pre and post stage analysis. A total of 113 participants 

completed the questionnaire at pre-stage and 67 at post stage. Overall, the aims were to 

investigate the impact of the inclusive education university Subject and to understand if 

intentions can be predicted from the participant’s attitudes, concerns and teaching efficacy. 

Pearson correlations, standard regressions and t-tests were used for the survey data analysis. 

Study 2 employed a non-parametric correlational design.  

The aim of the second study was to examine the relationship between PST’s affective 

variables (attitudes, self-efficacy, and concerns) and intentions with regard to inclusive 

teaching practice. Four teachers were observed for three hours each and rated using an 

observational measure (i.e. IPCOS) (Sharma & Sokal, 2016). The relationships between the 

observational data and post-stage survey data were investigated using Spearman Rho 

correlations. 

There were a number of key findings that emerged from the data. Firstly, the TPB was 

deemed a useful framework to investigate PST intentions and associated variables. Second, 

participation in the Subject on inclusive education impacted positively on PST intentions to 

teach in inclusive classrooms. Third, there was a differential impact of the Subject depending 

on co-teaching or single-teacher arrangement. Fourth, the Subject content combined with co-

teaching appeared to be a promising approach. Fifth, an intention to teach in inclusive 

classrooms was significantly predicted at both pre and post stages.  

The key findings of the research are discussed below. 
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Utility of the Theory of Planned Behaviour. 

The current research sought to affirm the expected relationships between the variables 

based on previous research, which used the TPB. Previously, some researchers have applied 

the TPB to understand and explain behaviours related to inclusive education (Ahmmed et al., 

2014; Batsiou et al., 2008; Campbell, 2010; Kuyini & Desai, 2007; MacFarlane & Woolfson, 

2013; Sharma & Jacobs, 2016; Yan & Sin, 2014). When applying the TPB in inclusive 

education contexts, intentions of in-service and PSTs to teach in inclusive classrooms can be 

predicted and more clearly understood (Ahsan, 2015). 

The findings of the current study suggested that the TPB is an appropriate and useful 

framework with which to understand PST intentions to teach in inclusive classrooms. More 

specifically, investigation of the relationships between the key variables showed that the 

association between attitudes, concerns and teaching efficacy with intentions aligned with the 

TPB, especially after taking part in the Subject. While similar significant relationships were 

found at the pre-stage of the research, stronger correlations between attitudes, teaching 

efficacy, concerns and intentions were found at the post-stage. These results suggest that the 

PSTs’ high level of intention to teach in inclusive classrooms was influenced by their positive 

attitudes and teaching efficacy. Additionally, low levels of concerns also appeared influential 

in contributing towards the formation of higher levels of intentions.  

Yan and Sin (2014) examined the extent to which the TPB could be used to predict 

and explain the intentions and behaviour related to inclusive education for 841 primary and 

secondary school teachers in Hong Kong. A five-part survey focused on attitude towards 

inclusive education, subjective norm, confidence in their professional training (i.e. perceived 

behaviour control), intention and behaviours. The results indicated that the TPB fitted the 

data well and indicated that attitude, social pressure, confidence in professional training 

significantly predicted intention. Thus, the TPB appeared to be a sound theoretical framework 
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to understand teachers’ intention and behaviour towards inclusive practice. However, in this 

study, behaviour was not directly measured. Instead, teachers self-reported their behaviours.  

While the above study investigated social pressure, the current research used concerns 

as a proxy for subjective norm. Concerns were investigated because they had the potential to 

explain some of the variance in intention to perform inclusive behaviours. Furthermore, 

despite this construct not specifically fitting within the TPB, some previous researchers have 

conceptualised PSTs’ concerns about teaching within inclusive classrooms as a representation 

of their subjective norms (Sharma et al., 2015). Irrespective of this, the findings of the current 

research align with Yan and Sin’s (2014) research in that the TPB provided a useful 

framework to guide the study.  

Most past researchers have not focused on the relationship between intentions and 

behaviour. In light of such limitations, the current research extends the understanding of the 

TPB within a PST education context. A key objective of this study was to examine if PSTs’ 

attitudes, efficacy and concerns are really associated with intentions and the implementation 

of inclusive practices. By combining observational and questionnaire data, the research 

sought to address the gap in the literature regarding understanding how such variables relate 

to actual classroom practice.  

 

The Relationship between Intentions and Classroom Practices 

The results of the current study provided insight into the relationships between the 

key variables and inclusive practices. By investigating inclusive classroom practices in 

relation to intentions, attitudes, concerns and teaching efficacy, the current study aimed to 

determine whether the TPB variables were significantly related to observable inclusive 

practices after completing the inclusive education Subject.  
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Sharma and Sokal (2016) conducted a recent study investigating the TPB variables 

and actual inclusive practices by conducting classroom observations. The key purpose was to 

determine if a significant relationship existed between teachers’ self-reported attitudes, 

concerns, efficacy and their actual classroom behaviour. Results indicated that teachers who 

were highly inclusive in their classroom practices were likely to have significantly lower 

degrees of concerns as well as positive attitudes to inclusion. A notable limitation of this 

study was that there was no attempt to explore the relationship between intentions and 

classroom practices. 

What was clear, based on the in-class observation, was that all PSTs who took part in 

this phase of the current research implemented inclusive practices to varying degrees. 

However, the relationship between intentions to teach in inclusive classrooms and inclusive 

practices was not significant. Past researchers have found contrary results and suggest that 

intentions are linked with practices (Sheeran, 2002). The current research showed a positive 

relationship; however the results were not statistically significant.  

The current research builds upon Sharma and Sokal’s (2016) findings by including 

behavioural intentions in conjunction with the aforementioned variables. A strength of this 

research is that the relevant TPB variables were investigated within the context of PST 

education. Another strength is that the relationships between the variables were examined in 

relation to classroom observations.  

By including intentions with classroom observations in the current research, a broader 

representation of the utility of the TPB was provided. It appears that using the TPB as a 

framework can help to better guide the investigation of PST preparedness for inclusion and 

provides support for the theoretical interrelationships between different variables. However, 

given time and resource restrictions, only a small number of PSTs were observed during their 
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practicum. Given the small sample size (n =4), the findings should be interpreted with 

caution.  

  

Impact of the inclusive education Subject 

Previously, a lack of university education for inclusion has been related to a lack of 

preparedness for inclusive education (Mayer et al., 2017; Symeonidou, 2017). A review of 

several studies has indicated that teacher education for inclusive education can positively 

influence PST variables related to the preparedness for inclusive education (Armstrong, 

Armstrong, & Spandagou, 2010; Forlin et al., 2014; Sharma & Sokal, 2016; Sokal & Sharma, 

2017). The results of this current study support the notion that PST readiness for inclusion 

can be bolstered during teacher education. More specifically, their intentions increased, their 

concerns decreased and their teaching efficacy increased. Surprisingly, their attitudes did not 

significantly change when the overall impact was investigated. This does not detract from the 

apparent effectiveness of the Subject, but highlights that variables such as attitudes may be 

harder to influence, especially if they already hold positive views to inclusion (this aspect is 

discussed in greater detail later in the chapter). Furthermore, the impact of the Subject on the 

four key variables are discussed below.  

 

Intentions 

A notable finding of this research was that at post-stage, mean intentions scores were 

significantly higher. This provides tentative support that taking part in this inclusive 

education Subject positively bolstered PSTs’ intentions to teach in inclusive classrooms. 

Similar results have been reported previously (Sharma & Nuttal, 2016; Sharma & Sokal, 

2016).  
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Aiello and Sharma (2018) previously investigated the attitudes, efficacy and concerns 

in relation to intentions to teach in inclusive classrooms. The decision to investigate these 

constructs together was influenced by the recognition that attitudes alone cannot predict 

behaviour. These researchers discovered that participation in 750 hours of professional 

development positively influenced the participant’s intentions to teach in inclusive 

classrooms. This research was focused on learning support teachers from Italy and therefore 

one needs to be careful generalizing these findings to PSTs or in-service teachers in Australia.  

The inclusive education Subject at the centre of the current research appeared to be 

especially effective at influencing PST intentions to ‘alter curriculum’, as this sub-scale also 

significantly changed at post-stage. This finding suggests that the intention of PSTs to 

‘change the curriculum’, ‘socially include students with severe disabilities’, ‘change 

assessment tasks’ and to ‘consult with students to find ways to improve instruction’, was 

improved. Recent results from a study by Sharma and Jacobs (2016) may help explain this 

finding. In their comparative study of in-service teachers from Australia and India, intentions 

of both groups to ‘change the curriculum’ was influenced by their self-efficacy. That is, 

educators with high levels of self-efficacy for inclusive teaching strategies were more likely 

to make changes in the way they teach in the classroom. Therefore, it is suggested that given 

PSTs in this study had high self-efficacy scores, this may have contributed to the significant 

change in this intention sub-scale. However, given the cross-sectional nature of the current 

study, one needs to be careful not to make causal inferences about the underlying 

mechanisms regarding how intentions and teaching efficacy are formed. Nonetheless, it is 

speculated, that through providing mastery experiences during the Subject, it is possible that 

PST efficacy was bolstered. This may have influenced their intentions. It is equally possible 

that through the development of high intentions, teaching efficacy was affected. It is 
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suggested that the relationship may be cyclical. Future research should seek to better 

understand the mechanisms by which these variables are developed and how they interact.  

 

Attitudes 

The current study indicated that overall attitudes were not significantly impacted. This 

was an unexpected finding given PST education is often an important context for the 

development of positive attitudes to inclusive education (Pearson, 2009; Varcoe & Boyle, 

2014). While a slight increase in total mean attitude score was observed at post-stage, the 

change was not significant. Also, no significant difference was found between the sub-scale 

scores. Previous researchers have found contradictory results, suggesting that attitudes can be 

significantly and positively impacted through participation teacher education focusing on 

inclusion (Romero-Contreras, Garcia-Cedillo, Forlin, & Lomelí-Hernández, 2013; 

Savolainen et al., 2012; Sharma & Nuttal, 2016). While Sharma and Sokal (2015) also found 

that attitudes could be impacted during PST education, the results of their international 

comparative study revealed that attitudes were only influenced in an Australian sample of 

PSTs. However, the Canadian sample became significantly more apprehensive and had fewer 

positive attitudes following the completion of a course. It was suggested that the course 

features (e.g. a course rooted in a medical approach to disability) may have influenced these 

differential findings. The Canadian course largely relied on a medical approach to education. 

It covered information on disability-specific pedagogies and diagnostic categories to 

differentiate between the learning needs of students. This model is often related to exclusion 

as it assumed that there are inherent features of the student that are ‘disabling’. In contrast, 

the Australian course was focused on a social model of disability and inclusion, which 

assumes that social and environment factors can be influenced to ensure that all students are 

included. Moreover, the social model of disability shifts responsibility to the inclusive 



 183 

 

educator and sees inclusion as an educational and professional challenge. Based on these 

findings, the authors speculated that a medical approach to education was less effective at 

influencing attitudes, when compared to a course that sees inclusion as a social and 

educational challenge (Sharma & Sokal, 2015). 

Davis, Florian and Ainscow (2004) previously suggested that traditional pedagogies, 

in the name of inclusion, have focused on students with special educational needs or 

disability categories. The current research was focused on inclusion for all students and was 

in line with a social approach to inclusion and disability. More specifically, disability specific 

pedagogies were not used to inform the design of the Subject. Instead, strategies and theory 

founded on inclusive philosophies were the focus. Moreover, the content taught did not focus 

on any one category of disability but on what works for all students. Providing this content 

was based on the assumption that there is no longer a need for ‘specialist teachers’ focused on 

disability, but for teachers and teacher educators to develop pedagogies inclusive of all 

learners (Davis et al., 2004) 

Importantly PSTs enrolled in this Subject, were already quite positive with regard to 

inclusive education. Given the already moderately positive attitudes (on average) it can be 

expected that changing these attitudes would be difficult (Sharma & Sokal, 2015). It is 

speculated that if the levels of positive attitudes were lower at the beginning, a significant 

change may have been observed.  

 

Teaching Efficacy 

Bandura (1997) defined self-efficacy as a belief in one’s capacity to bring about the 

actions needed to succeed in a specific situation. When interpreting Bandura’s theory within 

the context of teaching, teaching efficacy is defined as a teacher’s confidence in their own 

ability to affect student outcomes. This has been shown to be related to their attitudes and 
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teaching practices (Tschannen-Moran & Hoy, 2001, 2007). Gibson and Dembo (1984), 

conceptualised teaching efficacy as having two distinct elements: personal teacher efficacy 

and general teacher efficacy. The former relating to their own inclusive teaching ability and 

the later regarding the teaching profession’s general ability to bring about positive student 

outcomes (Gibson & Dembo, 1984). 

Self-evaluative constructs such as teaching efficacy can be developed through a 

number of different experiences or sources (Bandura, 1997). It can be achieved through 

physiological and positive or negative emotional states, vicariously through social persuasion 

and, most importantly and effectively, through experiences of mastery (Bandura, 1997). In 

other words, through a personal experience of success or failure in the implementation of 

behaviours. The results of the current research suggested that the Subject may have provided 

such experiences to the participants involved.  

A statistically significant positive change between the total mean teaching efficacy 

scores before and after the inclusive education Subject was found in the current study. 

However, none of the sub-scales relating to ‘instruction’, ‘behaviour’ or ‘collaboration’ 

reached statistical significance. A number of researchers have reported that teaching efficacy 

can increase after undertaking a subject and this variable is thought to be maintained over 

time (Cologon, 2012; Malak, 2013). Sharma and Nuttal (2016) aimed to evaluate the 

effectiveness of an inclusive education course for PSTs in changing their attitudes, concerns 

and efficacy. 30 PSTs took part in a nine-week university course focussed on the benefits of 

inclusive education and the techniques needed to implement inclusive practices. A key 

finding was that efficacy increased significantly following the course. Similarly, Lancaster 

and Bain (2019) using a case-study design, investigated the influence of a course about 

inclusive education. It was noted that PSTs improved self-efficacy over time. The results 

indicated that self-efficacy can be increased following the completion of a course of study 
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about inclusion at undergraduate level and those with higher teaching efficacy maintain these 

levels over time. An important future line of research recommended by these authors was to 

explicitly connect sources of self-efficacy in PST education with those approaches shown to 

maximise student outcomes in classrooms. The current research focused extensively on 

evidence-based approaches and reflective practice. Therefore, tentative evidence is provided 

to suggest that the Subject may have been good at connecting measured teaching efficacy 

with specific efficacy-increasing features.  

 

Concerns 

Another major focus of this study was to determine what effect, if any, the Subject 

had on PSTs’ concerns about inclusive education. Concerns are related to feelings of 

uncertainty that teachers may or may not experience in response to changing or new demands 

(Yan & Deng, 2019). Focusing on PST concerns is necessary because the variable may help 

to explain variance in intentions to implement inclusive practices and represents a significant 

barrier to inclusion (Sharma et al., 2006). 

The current research found that mean concern scores were relatively low at pre and 

post stages. Having low degrees of concern at both stages was encouraging, given the 

recognition that that high levels of concern are identified as a significant barrier to inclusive 

education (Forlin, Kawai, & Higuchi, 2015). Notably, mean concern scores reduced 

significantly over time, despite the scores initially being relatively low. It appears, therefore, 

that variables such as concerns about inclusive education can be influenced through teacher 

education subjects. The total mean concern scores significantly changed in a negative 

direction from pre to post-stage. Also, ‘Concerns about Acceptance” by others, was 

significant lower at post-stage. This provides some support that completion of the inclusion 

specific Subject can lead PSTs to have fewer concerns overall and in relation to student-
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related concerns. Based on the work of previous researchers, it was expected that concerns 

would decline following the Subject. Sharma and Nuttal (2016) reported a decrease in 

concerns after PSTs took part in an inclusive education course. The course was deemed 

effective at reducing concerns about teaching experience, student experience and 

relationships with colleagues. It was suggested that this course was particularly effective at 

reducing concerns relating to PST beliefs about inclusive education. More specifically, 

concerns about the acceptance of students with disability by other students significantly 

declined (Sharma & Nuttal, 2016). 

This finding aligned with the current research, which demonstrated that this sub-scale 

was the only factor that was significantly impacted. Therefore, the current Subject appeared 

to be particularly effective at addressing and ameliorating concerns relating to other students 

in the class. A reduction in these concerns could have developed as a result of PSTs 

acknowledging that inclusive education is beneficial to all students, not just those with a 

formal disability diagnosis (Ruijs & Peetsma, 2009). Similarly, Carew et al., (2019) found 

that when comparing PSTs and teacher educators, both groups had significantly lower 

concerns upon completion of an inclusive education subject in Kenya. More specifically, the 

inclusive education intervention was able to reduce both self-focused and other-focused 

concerns about educating children with disabilities within an inclusive classroom.  

In contrast, some research has demonstrated that inclusion-specific course failed to 

significantly decrease PSTs’ concerns about inclusive education. Forlin and Chambers (2011) 

reported that at post-training, the PSTs demonstrated a slight overall increase in concerns 

across all aspects, with their concerns related to being more stressed when including students 

with disabilities showing the largest increase. While these findings contradict the current 

study’s findings, they highlighted the importance of explicitly addressing concerns and how 

they may not be effectively impacted if they are not explicitly addressed. Sharma et al., 
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(2008) suggest that concerns should be explicitly addressed as much as possible within the 

initial teacher education programs. The current study found that, overall; concerns decreased 

as were concerns relating to the acceptance of students with disabilities by their student-

peers. However, given the lack of significant change in the other sub-scales, it is unclear if 

this particular course effectively targeted concerns relating to external ‘resources’, ‘academic 

standards’ and ‘workload’. It is suggested that, given that the Subject explicitly taught PSTs 

about the research base for inclusion and the benefits of this modality, overall concerns were 

influenced.  

Despite not being explicitly addressed in the current research, previous research has 

suggested that as teacher concerns about inclusion decrease, their overall attitudes increase 

(Changpinit et al., 2007; Sharma, 2001; Sharma, Ee, & Desai, 2003). This suggests that 

addressing concerns may be a route to influencing teacher attitudes. Given attitudes are 

considered a pre-requisite for inclusive practices, yet cannot be directly manipulated, 

targeting concerns through teacher education appears to be necessary. This provides the 

rationale for future researchers to adopt a systematic approach to understanding PST concerns 

in relation to attitudes and intentions.  

 

Background variables 

One purpose of the current research was to ascertain whether the attitudes, efficacy, 

concerns and intentions of PSTs were significantly related to their background variables such 

as: gender; age; highest education qualification, grade levels they will teach in the future, 

direct experience with students with disability, relationship with students with disability, 

contact time with students with disability , previous success teaching diverse student 

populations, confidence teaching diverse student populations, level of education for inclusive 

education, disability status, and legislation and policy knowledge. Overall, no significant 
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relationships between the background variables and the key constructs of attitudes, efficacy 

and intentions were found at both stages of data collection. 

Previously, a number of researchers have investigated the influence of background 

variables on attitudes. In contrast to the current research, a key background variable that has 

previously been found to be beneficial in improving attitudes is personal interactions with 

people with disability (Carroll et al., 2003). Furthermore, it appears the same is true of 

perceptions of self-efficacy. Background variables that have been shown to be related to self-

efficacy include: interactions with people with disabilities, confidence levels, prior teaching 

experience, level of education for working with students with disability, the quality and 

nature of teacher preparation program and the levels of knowledge about inclusion law and 

policy (Loreman et al., 2013). Additionally, concerns have previously been shown to be 

related to degree of teacher confidence, level of teacher education and previous positive 

experiences (Round et al., 2016).  

The lack of significant relationships between the background and dependent variables 

could be attributed to the small sample size in the project. A small sample size may not have 

allowed for enough variability in the data in terms of background variables and thus no 

significant differences were noted. Given other researchers have shown that some 

background variables may influence the TPB variables (e.g. direct contact with a person with 

a disability, level of knowledge about local policies and legislation), the results of the current 

study do not provide conclusive evidence to show that background variables have significant 

impact on factors such as attitudes, efficacy, concerns and intentions. The background 

variables may exert an influence on behaviour (and all other dependent variables), albeit 

indirectly (Ajzen & Fishbein, 2005). This suggests that targeting TPB variables, as opposed 

to background variables, may be more worthwhile when designing and evaluating inclusive 

education subjects.  
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What aspects of the Subject could have influenced participants’ ‘preparedness’ 

variables? 

Co-teaching/Single Teacher 

Traditionally universities have relied on a single academic to deliver the content 

during workshops or tutorials. The current research was based on a new model for inclusive 

teacher education which used both a single-teacher and co-teaching approach (Sharma, 

2018). This approach was adopted because the current study took place within a broader 

project which aimed to design the new Subject for inclusive education. This involved co-

designing and co-teaching with school educators about attitudes and knowledge relevant to 

inclusive education and connecting such features with practicum experience. The current 

study took place within this broader project but was specifically focused on understanding 

preparedness and the impact of the Subject.  

A key aim of the current research was to understand if there was a differential impact 

relating to how the Subject was delivered. More specifically, given the inclusive education 

Subject used different delivery modes (i.e. co-teaching or single teaching) depending on the 

campus attended, it was necessary to split the data file according to the ‘campus’ variable. In 

contrast to the overall change findings (discussed above), after splitting the data file 

according to campus, important results were discovered. At Campus A (co-teaching mode), 

all total scale scores were found to significantly change from pre- to post stage, including 

attitudes. In contrast, the results from Campus B (single-teacher mode) showed similar 

improvements in mean total scores when compared to Campus A but these changes were not 

statistically significant. Therefore, the results of this comparison suggest that co-teaching at 

Campus A may have been more effective at influencing the variables related to PST 

preparedness. This was inferred given all other aspects of the Subject remained consistent 

(i.e. course content, workshop slides, assignments etc.) 
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Partnerships that incorporate the community, school, and university are becoming 

increasingly significant in teacher education programs (Darling-Hammond, 2012). The 

importance of such partnerships is stipulated in AITSL standards for teacher education 

(AITSL, 2011). Thus, providers of teacher education programs should establish ‘enduring 

school partnerships’, to deliver their programs, particularly the professional experience 

component.  

Moreover, little research on co-teaching in an inclusive teacher education context has 

been conducted. However, it appears that there is an emerging evidence base demonstrating 

its effectiveness. Previous research has suggested that using co-teaching in teacher 

preparation programs represents a promising feature that can serve to bolster collaboration 

skills (Bacharach, Heck, & Dahlberg, 2010). Furthermore, it allows educators to plan and 

deliver instruction in a flexible way based on the students’ needs and focus of the instruction 

(Cook & Friend, 2010). It is through this teaching practice that teachers address the 

individualised education program goals and objectives of students with disabilities while at 

the same time meeting the learning needs of other students in the class (Friend, Cook, 

Hurley-Chamberlain, & Shamberger, 2010).  

In the current study, co-teaching involved the shared practice by two educators 

working together with the PSTs. Each workshop at Campus A was co-facilitated by a 

university academic and an in-service teacher. Importantly, some of the in-service teachers 

were also working at the school where the PSTs were placed for their practicum. This was to 

facilitate continuity of support between university education and school placements. 

Furthermore, often one of the teachers adopted the lead teacher role to manage the 

workshops. However, both teachers were expected to share the instruction and have an equal 

voice and presence. It is speculated that in using this teaching strategy within teacher 

education, PSTs were able to see effective co-teaching being modelled. This may have 
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provided PSTs at Campus A with the vicarious mastery experiences needed to influence 

preparedness and may explain the differential findings between campuses.  

 

Subject Content 

Internationally, teacher education researchers have suggested a number of topics that 

should be the focus of such subjects. Previous research conducted by Sharma (2012) 

specified a number of features of a PST subject that was deemed sufficient to enhance 

willingness to teach inclusively. It was suggested that the 20 hour course was effective at 

reducing PST concerns and bolstering positive attitudes towards inclusion of people with 

disability. A key feature of this study was that the specific features of the course were clearly 

stated. More specifically, content taught related to ‘What is inclusion?’; ‘Why inclusive 

education?’; and ‘How to implement inclusive education’. Furthermore, Forlin (2010a) 

argues that teacher education courses that do not provide PSTs with authentic school 

classroom experiences are insufficient when preparing them for the implementation of 

inclusive education.  

In relation to the current study, the expected workload for PSTs enrolled in the Subject 

was a minimum of 144 hours per semester. This comprised of 2 contact hours per week (10 

weeks in total) including workshops and online activities. Independent study and reading 

made up the remaining number of hours per week. The coursework component was followed 

by three weeks of practicum experience at schools. With regard to the specific content, the 

current study included similar features in line with what previous researchers have suggested. 

More specifically, in the current study, features relating to ‘What is inclusion?’ and ‘Why 

inclusive education?’ were prominent. Moreover, the current research focused extensively on 

evidence-based approaches (e.g. Positive Behaviour Support, Universal Design for Learning, 

Social-Emotional Learning) and reflective practice. Therefore, tentative evidence is provided 
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suggesting that the Subject was effective at demonstrating ‘how’ to implement inclusion and 

connecting measured teaching efficacy with specific efficacy-increasing features.  

Furthermore, a key feature of this Subject was that it was not focused on disability or 

diagnostic labels. The rationale for this decision was that information and knowledge about 

the categories of various disabilities does not inform teachers about how to teach a child who 

has a specific label. Diagnostic labels are important in a medical context but may not be 

useful when teaching in inclusive classrooms with diverse student needs. Labels of a learner 

only informs the teacher what a learner cannot do. They do not inform teachers about how to 

educate two learners with the same label. If inclusion is to be a priority, it is more important 

to understand the motivations, needs and wants of a student than what a medical diagnosis 

affords them. Teachers often see labels as a demarcation of what 'type' of student falls within 

their professional responsibility. The task of modern teacher educators should be to help 

teachers gain an understanding of a individual student’s needs from a strengths-based 

perspective. A teacher who uses a strength based philosophy to teach a student always looks 

for what a student can do and uses this information to design and implement personalised 

programs within an inclusive classroom. The content of the Subject that was offered 

integrated this strengths based philosophy throughout the current program. 

While the content and focus of the Subject was based on previous research, the 

current research extends knowledge in how to deliver such content. The findings suggest that 

when this type of content is taught to PSTs using a co-teaching approach, variables associated 

with preparedness are likely to be bolstered. It is encouraging that when the Subject was co-

taught by academics and in-service teachers, a differential impact was observed. 

Collaborating with teachers who have a realistic understanding of how to implement 

theory and content learnt in the course appears to be an important feature.  
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Additionally, the current research sought to investigate the perceptions of PSTs to 

provide further support for the effectiveness of the Subject and to triangulate the quantitative 

findings. Importantly, reforms in teacher education relating to inclusion have often been 

implemented without consultation or input from general educators (Snyder, 1999). Similarly, 

PSTs have historically not had a say in the type of content and learning experiences they 

receive during teacher preparation subjects and courses. Therefore, PSTs’ in the current 

research were asked to complete two questions regarding their perceptions of facilitators and 

barriers for inclusion.  

An example of research that investigated PST views regarding facilitators and barriers 

to inclusion was conducted by Sharma, Loreman, and Simi (2017). This paper reported the 

perceived barriers and facilitators of disability-inclusive education, and outcomes of an 

inclusive education system in the Solomon Islands. Data was gathered from a variety of 

stakeholders including parents, policymakers and, most notably, teachers. The results 

revealed that stakeholders identified attitudinal, policy and geo-graphical barriers. 

Furthermore, awareness programs, collaboration between stakeholders, infrastructure and 

resources, teacher education and fostering positive attitudes, differentiating instruction and 

family support were identified as key facilitators of inclusive education. 

The current study investigated the reported facilitators and barriers, at pre and post 

stages. Therefore a strength of this research, that extends on previous research, is that PST 

opinions were sought and that gathered at pre and post stages respectively. By using this 

approach, it was possible to understand aspects of PST perceptions that may have changed 

over time.  

Despite knowledge (background variable) not significantly influencing the key 

variables, capturing their views over time, provided tentative support to suggest that the PSTs 

had taken on content from the Subject and increased their knowledge. With regard to 
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facilitators, responses at pre-stage were mostly general in focus with extracts such as: 

“differentiation” and “understanding the needs of students”. However, post-stage responses 

appeared to reflect more of the content taught during the course, including references to 

policy as well as more specific inclusive practices; for example: ‘Making reasonable 

adjustments’, ‘Social-emotional-learning’, ‘Using assessment for learning rather than of 

[learning]’. In relation to barriers, at post stage there were more specific references to ideas 

taught within the Subject. Such extracts included: “one-size-fits-all approach” and “grouping 

students based on ability”. Overall, these findings add credibility to the notion that the 

inclusive education Subject was influential in helping PSTs understand barriers and 

facilitators of inclusive education. Given the limited research based focused on capturing the 

PSTs perspectives, conducting more detailed qualitative analyses over time appears to be an 

innovative approach. This methodology could inform the design and subject features of a 

particular course or subject and allow teacher educators to target preparation based on the 

specific recommendations of the PSTs.  

 

Predicting Intentions to Teach in Inclusive Classrooms 

Predicting intentions can be a proxy for assessing a teacher’s preparedness for 

inclusion. Having outlined the usefulness of the TPB framework and the impact of the 

Subject, the present study also attempted to predict PST intentions at both pre and post 

stages. The findings suggested that intentions to teach in inclusive classrooms were 

significantly predicted at pre and post stages respectively.  

Previous research has also demonstrated that intentions can be influenced by attitudes 

(Sharma & Jacobs, 2016). Thus, the current findings suggested that if PSTs are to have 

positive intentions to teach in inclusive classrooms, attitudes are a critical factor to 

understand during teacher education.  
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Interestingly when comparing the pre-stage and post-stage predictors of intentions, 

key differences were noted. At pre-stage, attitudes and concerns were significant predictors of 

intentions. Previous researchers have shown that PSTs with greater levels of concern have 

lower intentions to teach in inclusive classrooms (Ahsan et al., 2012; Forlin et al., 2009; 

Miesera, DeVries, Jungjohann, & Gebhardt, 2019; Sharma & Sokal, 2016). Moreover, 

concerns have also been shown to significantly predict PST intentions to teach in inclusive 

classrooms (Sharma et al., 2015).  

These research initiatives, coupled with the current study, further support the notion 

that concerns are an influential factor for predicting PST intentions. It is speculated that 

concerns may have been found to be a significant factor at pre-stage only because the PSTs 

are yet to understand the realities of the classroom and how they can implement effective 

inclusive practices. This finding suggests that in a PST education context, when beginning a 

subject for inclusive education, concerns may be necessary to address throughout the subject.  

At post-stage, the overall model explained more variability in intention scores. 

Moreover, at this stage, in addition to attitudes, teaching efficacy emerged as a significant 

predictor variable for intentions. Previous researchers have reported that there can be a 

significant positive relationship between a PST’s perceived self-efficacy and their intentions 

to teach in inclusive classrooms (Ahmmed et al., 2014; MacFarlane & Woolfson, 2013). In 

addition, teaching efficacy has also been shown to be a significant predictor of the inclusive 

intentions of PSTs (Sharma & Jacobs, 2016). Therefore, it is suggested that teaching efficacy 

plays a key role in shaping behavioural intentions to teach in inclusive classrooms, especially 

after participating in the inclusive education Subject.  

Unlike at pre-stage, it is seems plausible that after building skills and knowledge 

related to inclusion, PSTs may have a more realistic understanding of how they can 

implement inclusion and what that means in practice. Teaching efficacy can align with actual 
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capacity when the sources of self-efficacy are matched with the type of preparation they are 

experiencing (Lancaster & Bain, 2019). In other words, the source of PST efficacy needs to 

be connected with approaches shown to maximise student outcomes in the classroom. It is 

possible that through taking part in such a Subject, teaching efficacy connected to specific 

practices was bolstered, and therefore represents a significant predictor at post-stage only.  

While it is encouraging that intentions could be predicted from other variables (i.e. 

attitudes, concerns and teaching efficacy), it is interesting that the relationship with real life 

practices was not significant. Two key ideas are suggested that may have contributed to this 

unexpected finding: the time at which intentions data was collected and the placement school 

context.  

In the current study, survey data related to intentions was gathered both prior to 

participants completing the Subject and after the Subject. This took place approximately one 

month before completing the practicum component of the Subject. Thus, it is possible that 

measuring intentions separately from practice may have contributed to the lack of 

significance between intentions and actual practice. As time passes, it is possible that 

confounding variables may have influenced the intentions score (Ajzen, 2011). Previous 

research has suggested that an individual’s intentions change over time, which subsequently 

may influence the intention-behaviour relationship (Conner, Sheeran, Norman, & Armitage, 

2000). This suggests that future research should attempt to measure PST intentions as close 

as possible to behaviours.  

In addition, the school context may influence PST performance of inclusive 

behaviours. This suggestion was informed by the PSTs’ qualitative data regarding their 

perceptions of facilitators and barriers for inclusion. The results indicated that ‘school-

system’ related factors were the most common theme relating to barriers and facilitators of 

inclusion. This implies that when thinking about teaching in inclusive classrooms, PSTs 
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perceive aspects of the school environment as having the potential to influence the enactment 

of inclusive practices. The specific features of this theme included references to: ‘school 

climate’, ‘support’, ‘collaboration’ and ‘mentorship’. Previously, researchers have identified 

features such as the school climate and quality of support as key factors when considering 

what may influence the enactment of inclusive practices in schools (Collie, Shapka, & Perry, 

2012; Sharma & Desai, 2008). Thus, the current findings suggest that these variables, if 

accounted for, may serve to better align intentions with actual classroom practices.  

 

Summary 

The current research has made a significant contribution to understanding both what it 

means to be prepared for inclusive education at a pre-service level as well as how to 

potentially impact variables related to teacher preparedness through the inclusive education 

Subject. A strength of this research was that it included survey, observational and a small 

amount of qualitative data from PSTs themselves. Furthermore, the research adds to the 

limited research base regarding the TPB within an inclusive teacher education context. The 

findings of the current study provide insight into how researchers and teacher educators can 

determine the readiness PSTs for inclusive education using the TPB, as well as how to assess 

the impact of a subject over time.  

Based on the findings from the current project, four key conclusions emerged.  

Firstly, the TPB provided a useful guiding framework to operationalise the 

preparedness of PSTs. Second, previous research has rarely focused on the relationship 

between intentions and actual behaviour. Despite the current findings suggesting the 

relationship to be positive, the findings were not significant. Third, the prediction of 

intentions at pre and post stage was dominated by attitudes but concerns and teaching 
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efficacy were also found to be significant predictors. Fourth, when attempting to design 

effective inclusive education subjects, the content appears to be vital in preparing PSTs. 

In the past, practicum experiences were often considered separate to university 

education. PSTs would go to schools and it was assumed that inclusive practices would be a 

natural by-product of participating in the course. An innovative approach, highlighted by the 

current research, would be to provide high quality content and link it with practice. The 

findings of the current research suggest that a better way to design PST education subjects 

would be to bring in-service teachers into the university classroom and co-teach the content.  

These findings have significant implications for policy makers, teacher educators and 

researchers, and therefore recommendations for these key stakeholders are outlined in the 

following chapter.  
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Chapter 7: Conclusions 
 

The focus of the current research was on how ‘preparedness’ for inclusive education 

can be conceptualised as well as how teacher education institutions can provide learning 

opportunities to develop PST competencies. It is recognised that preparing future educators 

for inclusive education is not the sole responsibility of universities. Preparing PSTs to teach 

in inclusive classrooms relies on the coordination and collaboration of tertiary institutions 

with schools and the wider community. Therefore, the results of the current research have a 

number of implications for teacher educators, policy makers and researchers interested in 

aligning inclusive philosophies with the realities of the classroom.  

This chapter outlines the key implications and recommendations relevant to teacher 

educators and policy makers. Thereafter, the implications and recommendations for future 

research initiatives are presented. Next, the limitations of the current research are discussed. 

Finally, the chapter provides an overall summary of the key conclusions and provides 

recommendations for a path forward when attempting to develop the skills and knowledge 

necessary to be prepared to teach in inclusive classrooms.  

 

Implications and Recommendations for Teacher Educators 

PST education is a critical component in the development of inclusive educators. 

However, research has shown that PSTs continue to report feeling underprepared to teach 

inclusively in school and classroom situations (Commonwealth Government of Australia, 

2016). Furthermore, there is limited research investigating how teacher preparation courses 

are designed to help PSTs to become inclusive practitioners (Forlin, 2012b).  

Therefore, the question remains: ‘How can teacher educators ensure that PSTs are 

appropriately prepared to implement inclusive practices?’ The results of the current research 

suggested that involvement in the newly designed inclusive education Subject could 
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influence the preparedness of the PSTs to teach in inclusive classrooms. Subsequently, three 

key recommendations for those concerned with designing and implementing inclusive 

education subjects for PSTs are offered. These relate to the content of the Subject, the need 

for PSTs to have ongoing monitoring and evaluation, and using a co-teaching approach to the 

content delivery.  

 

Content 

When designing teacher education opportunities for PSTs, the content offered in the 

program is critical. This content was informed by a newly reformed model of teacher 

education that focused on the knowledge, attitudes and practical skills of PSTs. These 

features, within the ‘3H’ model, are labelled the ‘heart’, ‘head’ and ‘hands’ (Sharma, 2018). 

Overall, the results of the current study suggested that in order for PSTs to be more effective 

in inclusive classrooms, they need to have attitudes and commitment (i.e., heart) knowledge 

and theory (i.e., head), and opportunities to practice what they have learnt in inclusive 

classrooms (i.e., hands) (Sharma, 2018).  

It is recommended that teacher educators need to design subjects with these content 

features in mind.  

 

Heart  

Heart relates to PST attitudes and commitment to inclusive philosophies. Two key 

features of the Subject content related to this feature. First, the Subject was founded on 

inclusive philosophies with a focus on what works for all students. Second, the Subject did 

not focus on disability-specific pedagogies. 

The Subject was founded on inclusive philosophies related to positive attitudes 

towards diversity and inclusion. Importantly, attitudes are seen as a prerequisite for inclusive 
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practice. However, it is recognised that attitudes cannot be directly manipulated during 

teacher education. Therefore, a key finding from the current research is that concerns are a 

critical factor that may influence positive attitudes and lead to higher intentions. Thus, it 

appears necessary to ensure that teacher educators systematically examine PSTs’ concerns 

and put in place strategies to address their concerns during a subject (Carew et al., 2019; 

Forlin & Chambers, 2011).  

To achieve this end, future teacher educators could document the concerns of PSTs 

before beginning a subject. This would enable teacher educators to address the reported 

concerns throughout the subject. It is recommended that this be done during the first lecture 

through the use of interviews, self-report measures and/or focus groups. Next, PSTs and 

teacher educators could collaboratively determine strategies to address these concerns during 

subsequent workshops. This appears to be an innovative approach to building positive 

attitudes as well as tailoring the subject to the specific needs of the PSTs. 

Furthermore, a key feature of this Subject was that it was not focused on disability or 

diagnostic labels. Given that the modern interpretation of inclusion is concerned with what 

works for all students, focusing on diagnostic categories or special educational practices was 

deemed unproductive. If inclusion is to be a priority, teacher educators should focus on 

providing PSTs with an understanding of the particular student’s needs from a strengths-

based perspective.  

 

Head 

PSTs require knowledge of theory and practice related to inclusion. This is related to 

the ‘head’ component of the ‘3H’ model (Sharma, 2018). However, the question remains: 

‘What specific knowledge do PSTs require to teach effectively in inclusive classrooms?’ The 
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results from the current research suggest that two main types of knowledge are important: 

knowledge of policy and legislation and knowledge of evidence-based strategies and theories.  

First, the Subject included detailed information regarding inclusive policy and 

legislation. This was to ensure that the PSTs were aware of their legal obligations under the 

DDA (1992) and to highlight the national and international policy contexts relevant to 

inclusive education. Second, PSTs were provided with opportunities to learn about a number 

of evidence-based teaching strategies. The current Subject provided PSTs with opportunities 

to learn and practice evidence-based strategies in a teacher education context. The strategies 

included: Universal Design for Learning, Social-Emotional Learning and Positive Behaviour 

Support. By teaching these strategies, PSTs gained information about ‘how’ to implement 

inclusion. These strategies were taught using a number of different techniques, including: 

Role-play (with a focus on developing the essential skills of communication); Case-based 

teaching (drawing on real examples from the field); Peer assisted learning (drawing on our 

peers to answer group discussion questions and problem solve); Seminars (to review key 

content from the workshops).  

 

Hands 

Hands refers to the ability of PSTs to practice inclusion in real classroom situations 

(Sharma, 2018). PSTs need to spend considerable time in such settings to apply the 

theoretical skills learnt during teacher education subjects. Despite this recognition, the 

practical components of teacher education content are often neglected, with limited attempts 

made to connect coursework and field experiences (Grossman, Hammerness, & McDonald, 

2009). 

A key feature of the current research was that following the Subject content, three 

weeks of practicum experiences in school classrooms were provided. Given limited resources 
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and time, some stakeholders and potentially influential features were not accounted for 

during this phase of the research. Future teacher educators could attempt to understand the 

school climate, mentor teacher support and quality along with a more detailed account of the 

PSTs views and the school-student outcomes. By accounting for such features and 

stakeholders, the appropriateness and effectiveness of practicum experiences may be more 

clearly understood.  

 

Ongoing Monitoring and Evaluation 

The results of the current research suggested that tracking PST development can be 

framed within the TPB. Tracking progress over time is essential to ensure PST accountability 

and to provide insight into the effectiveness of such educational opportunities. The pre-post 

quasi-experimental design was an important feature of this research. This design did not 

allow concrete conclusions to be drawn but provided preliminary evidence to suggest that the 

variables associated with preparedness for inclusion can be tracked and influenced over time. 

It is recommended that attempts to evaluate the effectiveness of teacher education programs 

on PSTs should be undertaken. More specifically, the variables associated with preparedness 

can be framed within the TPB and could be measured before, during and after a given teacher 

education subject.  

Lastly, while documenting background variables at the beginning of a subject can 

offer valuable information about PST cohorts, the influence of variables such as knowledge 

of policy and legislation and the level of experience, remains unclear. In the current study, 

none of the background variables were significantly related to the key ‘preparedness’ 

variables. This does not discount the overall impact of such variables, but instead suggests 

that they may indirectly impact PSTs. Therefore, it is recommended that when designing 
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subjects, time and resources could be better served by focusing on and targeting preparedness 

variables instead of background variables.  

 

Co-teaching 

Taken together, the abovementioned content could be incorporated into the design of 

inclusive education subjects. Nevertheless, a notable finding of the current research was that 

inclusive PST behaviours were not significantly related to inclusive intentions. This 

unexpected finding suggests that a gap between the theoretical aspects of inclusion and 

practice in the classroom persists. Despite this, the current research identified a feature of the 

Subject that may help to bridge this apparent gap. Given the differential impact of co-

teaching compared with a single-teacher approach, it is recommended that future teacher 

educators attempt to implement a co-teaching arrangement. It is suggested that having 

subjects taught by in-service teachers together with university educators can lead to better 

outcomes for PSTs. When this is done, PSTs may develop a more realistic understanding of 

how to implement evidence-based practices in the classroom.  

 

Implications and Recommendations for Policy Makers 

In Australia, all students, including those with a disability, have a right to education, 

as specified in the DDA (1992) and the DSE (2005). In addition, parents have the right to 

choose if their child attends a mainstream or special school. This complicates the job of 

teachers who, in the past, have not been required to teach students with diverse needs. Today, 

such students are increasingly being educated in mainstream schools. This has led to regular 

teachers feeling unprepared to meet the needs of all learners. This issue has been emphasized 

in two key documents:  the Productivity Commission Report (Productivity Commission, 

2012), and the Royal Commission (Disability Royal Commission, 2019). In 2012, the 
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Productivity Commission reported that teachers are not prepared for inclusive classrooms and 

suggested that teacher professional development should be linked to performance appraisal. 

More specifically, measures should be in place to track the development of teachers over time 

to ensure the effectiveness of teacher education opportunities (Productivity Commission, 

2012). Moreover, the recent Royal Commission (Disability Royal Commission, 2019) 

highlighted that generally teachers are not adequately prepared to teach all learners; 

especially those with a disability, within an inclusive framework. The Commission also 

emphasised teacher education quality as being vital in the preparation of teachers for 

inclusive classrooms. Thus, the contemporary policy context clearly articulates the need for 

better PST education for inclusion and for teachers to be ‘classroom-ready’(TEMAG, 2014). 

To achieve this; AITSL (2018) has outlined the standards and procedures to accredit 

PST education courses. Such standards specify the minimum period of practicum experience 

as being 80 days in undergraduate and 60 in graduate programs. In addition, the standards 

also state that teacher education providers offer professional support in schools, including 

supervision from current or experienced teachers. It is suggested that attempts should be 

made to connect such experiences with the knowledge and skills learnt during university 

programs. Nevertheless, the question remains: ‘What is missing from the current policy 

context and standards to ensure that PSTs really are ‘classroom-ready’ for inclusion upon 

graduating from their teacher preparation course?’  

What is clear from the current research is that teacher education institutions have the 

potential to influence variables relating to the preparation of PSTs for inclusion. These 

findings reinforce the focus of modern policy and suggest that teacher education institutions 

are an important avenue through which to target the ‘theory to practice’ gap. It appears that 

high quality teacher education opportunities which focus on contextual relevant factors, 

practical experiences and chances to collaborate with in-service teachers can be influential. In 
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light of the current research findings, two key recommendations for policy makers are 

offered. First, future policy initiatives should aim to focus on the implementation of inclusive 

practices. Second, there is a need to articulate features of practicum experience that lead to a 

better alignment between theory learnt, and practices implemented.  

Currently, even if practicum opportunities are offered, these experiences are 

implemented in an ad hoc way without much specification. Thus, it is often unclear if theory 

is connected to practice. Unless it is made a policy direction, universities will continue to 

provide teacher education opportunities in an informal manner. Policy makers can therefore 

emphasise, that teacher education programs and subjects throughout Australia must 

demonstrate the effectiveness of their programs by showing how theory is connected with 

inclusive practices in the classroom. Adopting such policies may help teacher educators to 

shift their focus onto offering meaningful learning opportunities that provide practical 

assistance to PSTs.  

While collaboration across schools and education systems is already deemed essential 

for inclusive education to succeed (AITSL, 2011; TEMAG, 2014) little policy direction is 

provided to articulate how such collaboration could be achieved. Previously, Little and 

Houston (2003) described how high quality-teaching strategies are developed. Implementing 

inclusive practices relies on their relevance to classroom needs, dependence on required 

support, collaboration of researchers and having multiple educators within schools (Little and 

Houston, 2003). 

In this study, co-teaching the Subject was found to be an influential delivery method 

that may serve to better align university theory and practice. Thus, future policy initiatives 

could better articulate what it means for teacher education to be high-quality by specifying 

this approach.  
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Implications and Recommendations for Future Researchers 

In light of these recommendations, the current research offers a number of important 

lines of enquiry and ideas for future researchers who are interested in inclusive education in 

classrooms. Five key recommendations are suggested. First, more research using the TPB in a 

teacher education context is required. Second, there is a need to conduct larger scale 

observation studies. Third, observational data can be used together with PST self-ratings of 

behaviour. Fourth, data should be gathered from multiple stakeholders (i.e. PSTs, mentor 

teachers, school students). Fifth, more qualitative research is required.  

The findings of this current study suggest that the TPB is an appropriate and useful 

framework with which to understand PST preparedness to teach in an inclusive classroom. 

However, given the limited sample size, the variables related to preparedness need to be 

investigated further to affirm these relationships within authentic teacher education contexts 

and to better understand the variables that predict intentions. Therefore, more studies in a 

PST education context, guided by the TPB, appear necessary.  

In addition, not many studies have been undertaken with a specific focus on 

investigating the intention-behaviour relationship in a PST context. This is perhaps in result 

of the high resources and time required to conduct such studies. Thus, future researchers 

could aim to recruit larger sample sizes. Additionally, given the recognition that intentions 

should be measured as close as possible to practices, future observation studies should gather 

observation data as close as possible to collecting the intentions data.  

Classroom observation data (in conjunction with self-report measures) can be used to 

provide a more comprehensive understanding of the TPB. The IPCOS was a worthwhile 

measure to provide a snapshot of the frequency of inclusive classroom practices. Previous 

research has also indicated that this tool is useful (Sharma & Sokal, 2016). A strength of the 

measure is that a broad picture of inclusive practices can be determined from using it. More 
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specifically, the items relate to how inclusive teachers provide instructional support, 

collaborate with others, manage and organise the classroom and how they track the progress 

of their students. Thus, the IPCOS is one of very few tools that targets a broad view of 

inclusive classroom practice. Furthermore, when attempting to validate objective observation 

measures, future researchers could ask PSTs to self-rate their behaviours. Combining these 

two forms of data may help to provide a more comprehensive understanding of classroom 

practices and may also ease the demands of conducting multiple classroom observations  

Distilling inclusive practice into a checklist does not account for the nuances and 

qualitative aspects of behaviour. Sometimes practices can superficially appear inclusive but in 

reality may not be implemented effectively. When operationalising an item from the IPCOS 

such as ‘checking for understanding’, it is difficult to determine if the check is being 

conducted in an inclusive way. Instead of briefly scanning the classroom and moving on 

quickly, inclusively checking for understanding involves scanning the whole classroom and 

spending time determining whether any students are still confused. Using multiple forms of 

data will allow future researchers to gain a more comprehensive understanding of PST 

readiness to teach in an inclusive classroom and whether the observed practices are being 

implemented effectively. Scores from different stakeholders using parallel forms of the same 

rating scale/tool will also allow the PST, mentor teacher, and university academics to target 

areas where the former scores poorly.  

Furthermore, there is limited research on the PST ‘voice’ or perceptions through 

qualitative methods regarding the implementation of inclusive education over time. The PSTs 

investigated in the current study appeared to have more inclusive education knowledge and 

referred to more specific inclusive policies and strategies after taking part in the Subject, as 

indicated by the thematic analysis of qualitative questionnaire items. This helped to 

triangulate quantitative impact findings and provided more nuanced data regarding the 



 209 

 

influence of the inclusive education Subject. It is recommended that future researchers would 

benefit from using the PST’s voice together with other stakeholders such as mentor teachers 

and school students to capture a broader view of preparedness and influential subject features. 

The qualitative data from PSTs could be gathered throughout the duration of a subject. In 

other words, this data could be gathered both at the start of a course and at the end, just 

before the teacher goes on placement. This will enable researchers to supplement data 

relating to monitoring and evaluation, over time.  

 

Limitations 

When interpreting the above recommendations and conclusions, it is necessary to 

account for a number of limitations. These relate to inherent issues with self-report measures, 

the small sample of observed PSTs, and the psychometric properties of the Inclusive Practices 

Observation Schedule.  

First, an inherent limitation of self-report measures is that participants may provide 

unrealistic or socially desirable responses. Thus, future research could include a formal 

measure of social-desirability to account for this potential influence. Nevertheless, it is 

recognised that social-desirability is often not influential when participants remain 

anonymous and therefore was not deemed an overly influential factor in the current study. 

Moreover, future research could include measures of implicit attitudes. Implicit attitudes can 

be defined as “introspectively unidentified (or inaccurately identified) traces of past 

experience that mediate favourable or unfavourable feeling, thought, or action toward a social 

object” (Greenwald & Banaji, 1995, p. 8). Implicit attitudes are thought to be less influenced 

by social desirability when compared to explicit attitudes (measured in the current study) 

(Perugini, 2005). Therefore, future research, could consider measuring implicit attitudes in 

conjunction with measures of explicit attitudes.  
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Second, only four participants were observed during the current research due to time 

and resource restrictions. Thus, it can be inferred that the external validity of the results is 

limited. Future researchers should attempt to have larger sample sizes. Furthermore, more 

innovative approaches to collecting classroom data can be utilised. For example, the 

classroom practices of PSTs could be documented with video recording technology. This 

appears to be an important future research method to be able to conduct more observations 

without having to employ additional observers. Also, as previously specified, gathering class 

data from the school-students, mentor teachers and other stakeholders in the school may serve 

to supplement and validate classroom observations. 

Lastly, the observation tool (IPCOS) has had limited research to determine its 

reliability and validity. Importantly, more research is required to understand the psychometric 

properties of the measure. Therefore, future research should focus on establishing the 

reliability and validity of the measure. This suggestion was also put forward by the authors of 

the observation tool (Sharma & Sokal, 2016). Notably, attempts to standardise the use of the 

measure were accounted for in the current research. This included: training all observers to 

use the measure and calculating inter-rater reliability for all observation sessions. 

 

Summary  

The findings of this research project provided evidence to suggest that the TPB is a 

useful framework with which to investigate PST preparation for inclusion. Additionally, the 

findings suggest that the inclusive education Subject was influential in preparing PSTs for 

inclusive education. 

Overall, the current project contributes to a limited research base focusing on how 

inclusive policies and ideals can be implemented in the classroom through better preparation 

of PSTs. Addressing the apparent ‘research-practice gap’ has thus far proved elusive. 



 211 

 

Encouragingly, the current research contributes to both an understanding of the disconnect 

with practice and policy and how to go about implementing inclusive practices.  

When designing inclusive education subjects, above all the content is vital. The 

current research suggested subject content that may be effective, including: a focus on 

education for all, inclusive policy and legislation, understanding the concerns of PSTs, 

evidence-based teaching strategies and practicum experiences. Furthermore, an innovative 

approach to delivering such content is a co-teaching approach. The findings of the current 

research suggested that adopting this delivery mode may be a more effective approach 

compared to traditional (i.e. single-teacher approaches) to content delivery.  

What remains to be determined is how to better understand the connection between 

intentions and behaviour. To achieve this end, future research should focus on the features of 

the placement schools (e.g. climate) that may impact the enactment of practices. Furthermore, 

gathering data (both qualitative and quantitative) about the school context and including data 

from various stakeholders (i.e. school students, mentor teachers) may serve to provide a 

broader, more nuanced understanding of how to prepare PSTs for inclusion. Ultimately, this 

research represents a step forward in understanding how to better align the theory learnt at 

university with inclusive practices in the classroom.  
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