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FEN BILGIiSI OGRETMEN ADAYLARININ KAYNASTIRMA
EGITIMINE IiLISKIN DUYGU, TUTUM VE ENDISELERI

Merve Nur KOROGLU

Erciyes Universitesi, Egitim Bilimleri Enstitiisii
Yiiksek Lisans Tezi, Ocak, 2024
Damisman: Prof. Dr. Emine GUNERI OZDEMIR

Bu tez, fen bilgisi 6gretmen adaylarinin kaynastirma egitimine yonelik duygu, tutum
ve kaygilarin1 anlamay1 amaglamaktadir. Bu amag¢ dogrultusunda karma bir arastirma
yiiriitiilmiistiir. Bu ¢aligma I¢ Anadolu’da bir iiniversitede fen bilgisi dgretmenligi
boliimiine devam eden 6grenciler ile yiiriitiilmiistiir. Calismanin nicel kisminda 151
fen bilgisi 68retmen aday1 yer alirken nitel kismi icin 8 fen bilgisi 6gretmen aday1 yer
almistir. Katilimeilara “Kaynastirma Egitimi ile ilgili Duygular, Tutumlar ve Kaygilar
Olgegi” ve “Tiirkge ve Matematik Ogretmen Adaylarinin Kaynastirmaya Iliskin
Goriileri I¢in Hazirlanan Goriisme Formu” uygulanmistir. Olgek ve formdan elde
edilen veriler kullanilarak analizler gergeklestirilmistir. Analizler sonucunda, fen
bilgisi 6gretmen adaylarinin kaynastirma egitimine yonelik olumlu duygu ve
diisiincelere sahip olduklari sonucuna ulagilmistir. Ogretmen adaylarinin kaynastirma
egitimine yonelik kaygilarimin oldugu tespit edilmistir. Bu nedenle Ogretmen
adaylarmin 6zel egitim ile ilgili bilgi ve becerileri olmasi igin egitim fakiiltelerinde

Ozel egitime yonelik derslerin artirilmasi arastirmaci tarafindan 6nerilmektedir.

Anahtar sozciikler: Kaynastirma egitimi, fen 6gretmen adaylar



ABSTRACT

EMOTIONS, ATTITUDES, AND CONCERNS OF CANDIDATES
OF SCIENCE TEACHERS ABOUT INCLUSIVE EDUCATION

Merve Nur KOROGLU

Erciyes University, Institute of Educational Sciences
Master’s Thesis, Jan, 2024
Supervisor: Prof. Dr. Emine GUNERI OZDEMIR

This thesis aims to understand the emotions, attitudes, and concerns of science teacher
candidates towards inclusive education. For this purpose, mixed research was
conducted. This study was conducted with students attending the science teaching
department at a university in the Central Anatolia Region. While 151 science teacher
candidates took part in the quantitative part of the study, 8 participated in the
qualitative part. Scales and interview questions, whose validity and reliability had been
previously established, were applied to the participants. Analyzes were conducted
according to the scores received from the scale and their answers to the interview
questions. The study concluded that science teacher candidates had positive emotions
and attitudes toward inclusive education. In addition, it was determined that teacher
candidates had concerns about inclusive education. For this reason, it is recommended
by the researcher to increase these courses in education faculties for teacher candidates

to have knowledge and skills regarding special education.

Keywords: Inclusive education, science teacher candidates
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CHAPTER I

INTRODUCTION

Education is a lifelong process for every individual. This process is expected
to be given to individuals on equal terms (Field, 2001). As Dewey (1916) stated,
education is a social process: “Education is not preparation for life; education is life
itself.” (Dewey, 1916, p.239). Science education starts from pre-school and continues
at all levels of education. It enables students to develop their scientific thinking,
questioning, analysis, and synthesis abilities. While ensuring students' scientific
literacy, they easily adapt to developments in science and technology (Onal & Saribas,
2019). National Science Education Standards (NSES), announced by the National
Research Council (NRC) in 1966, state that science education is undoubtedly
necessary for every individual (Knight et al., 2012; Martel, 2009). Every individual
has the right to education (UNESCO, 1994).

Individual differences refer to subjectivities such as various characteristics,
abilities, attitudes, and behaviors observed between individuals. These differences
may occur due to genetic, environmental, and personal factors. Individual differences
are an important factor in the planning, implementation, and evaluation of educational
processes (Aykir & Tekinarslan, 2012; Norwich, 2013). Some individuals are
considered individuals with special needs due to their properties. These people are
called disabled individuals. Chapman et al. (2024) define individuals as having various
disabilities, such as vision impairment, deafness or hard of hearing, mental health
conditions, acquired brain injury, and intellectual disability. A person with an
intellectual disability is significantly lower than normal levels. This condition indicates
that the individual's cognitive abilities, problem-solving ability, learning ability,
communication skills, and ability to perform daily living activities are limited or
affected (Forber-Pratt et al., 2024; Salend, 1998). These difficulties do not mean that
these students cannot learn new things. It is a fact that individuals with intellectual
disabilities have learning potential and can participate in science learning with
appropriate support and approaches (Mastropieri et al., 2001; Scruggs et al., 1992;



Scruggs et al., 2008). The important thing is to increase inclusive students' interest in
science and enable them to understand the subjects better by focusing on the strengths
of mentally disabled students (Ilik 2009; Koehler et al., 1999). These individuals may
require different support or attention than other individuals, often in a particular area
(Kogyigit & Simsek, 2019). It is a term used in inclusive education to describe the
practice of including students with different abilities and backgrounds in the same
learning environment. Inclusive education emphasizes creating a supportive and
accepting atmosphere in which students with special needs feel welcome (Ibourk &
Raoui, 2024; Lewis & Norwich, 2003).

The inclusion model is used to include students with special education needs
in general education classes (Khamzina et al., 2024; Yazicioglu, 2018). In the inclusion
model, individual education programs can be created and support services can be
provided for students with special needs (Hicks-Monroe, 2011). By being included in
general education classes, these students have the opportunity to interact with other
students and develop social skills. This model focuses on individuals with special
education needs better integrating into society and achieving success in general
education (Elliott & McKenney, 1998).

The terms 'inclusive' and 'integration’ education are frequently employed in the
realm of education and special education; however, they may encapsulate disparate
connotations. Integrative education refers to the convergence of diverse groups.
Within this framework, educational integration typically entails incorporating students
receiving special education into general classrooms, creating a learning environment
where students possess varying levels of abilities (Sar1 & Piirsiin, 2016). Inclusive
education refers to the integration of students into general education settings to meet
their special educational and support needs. This implies that students are educated in
mainstream classrooms whenever feasible and engage in the general education
curriculum. Inclusion can be perceived as an endeavor to facilitate students with
special educational needs in learning alongside their peers (Ashikali et al., 2021).
While integration generally refers to a broader scope, inclusion generally emphasizes
the process of including individuals with special educational needs in general
education settings. While the general education program is implemented in inclusive

education, it is customized to the individual student's needs during integration. In



addition, an Individualized Education Program (IEP) is required for each student,
whether in inclusive education or integration education (Sar1 & Piirsiin, 2016).

The individualized education plan is defined in the special education regulation
as follows: Individualized Education Program™ (IEP) denotes a specialized educational
plan tailored to individuals with unique educational needs, crafted upon consideration
of their distinct developmental traits, educational requirements, and performance
levels. This program is designed to establish specific objectives for the individual,
facilitating the attainment of predetermined goals, and encompasses specialized
educational services aimed at supporting their progress toward these objectives. This
program addresses the specialized educational requirements of the student and is
prepared to facilitate the student's advancement within the least restrictive
environment (Kurth et al., 2022; LaSalle et al., 2013).

Teachers undoubtedly must implement the inclusion model in classrooms and
schools. Teachers acquire information about inclusive education and models during
in-service or pre-service training (Avramidis & Norwich, 2002). It is important to train
teachers who have positive emotions and attitudes about inclusive education, have
developed self-efficacy, have strong empathy and communication skills, are fair, and
accept the existence of every child's right to education. Looking at the literature,
teacher candidates receive courses and training on inclusive education and children
with special needs at the undergraduate level. It is stated that these courses help teacher
candidates to have a positive attitude toward students who need inclusion and special
education in their professional lives (Sahbaz & Kalay, 2010). Hence, teacher
candidates for inclusive education may have the qualifications to effectively guide
students with these diverse and special needs (Hodge & Jansma, 2000; Moberg et al.,
1997; OECD, 2014).

The inclusive training that teachers and teacher candidates receive and the
information they acquire about individuals with special needs also affect teachers' self-
efficacy. Self-efficacy can be defined as the belief an individual harbors regarding
what they can achieve with their abilities (Wray et al., 2022). It has been suggested by
Bandura (1992) that purposeful behavior and goal setting are controlled by thoughts
influenced by individual self-efficacy perceptions. An individual possessing high self-
efficacy can attain their goal. Individuals with low self-efficacy may tend to avoid new
and challenging situations. However, when these individuals encounter negativities,

they doubt themselves and their anxiety levels increase (Bandura, 1992). According to
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the definitions of self-efficacy beliefs, teachers and teacher candidates need to have a
strong self-sufficiency for inclusive education to ensure the success of inclusion
students (Schunk, 2007).

1.1. Problem Statement

Teachers and teacher candidates may experience communication, social, and
academic problems when they are mainstreaming students in their classrooms.
Teachers may have more difficulty in this regard in the first years of their careers
(Leblebici & Tiirkan, 2021). Teacher candidates may also feel insufficient at this point
(Stites et al., 2018). According to Nishimura & Busse (2016), when teacher candidates
thought about the possibility of having inclusive students in their classes, they stated
that they did not have sufficient knowledge and experience on the subject. For this
reason, they stated that they had a negative opinion about integration. It has been
observed that many teacher candidates have deficiencies and difficulties in this regard
because they do not have sufficient knowledge about inclusive education and have not
received sufficient training on inclusive education (Stites et al., 2018). There are
various studies indicating that the preparation and professional development of science
teacher candidates in terms of special education are not adequately supported (Kang
& Martin, 2017; McCray & McHatton, 2011).

Investigating the emotions, attitudes and concerns of science teacher
candidates regarding inclusive education is an important requirement for effectively
designing education and training processes in this field. In this study, the primary
objective is to elicit the perspectives of science teacher candidates regarding inclusive

education, in addition to exploring their emotions, attitudes, concerns and, needs.
1.2. Significance of the Research

Education is the right of every individual. In this context, it is important to
attach importance to the education of individuals who need special education, and who
are a part of the society. This process takes place thanks to the teachers who will train
them. Contemporary education systems strive to deliver equitable and impartial
education to students with diverse learning requirements (Ainscow et al., 2019; Buli-
Holmberg et al., 2023). In this context, inclusive education has gained importance as

an approach that encourages the inclusion of students with special needs in the general



education environment and their social participation. This study, which examines
science teacher candidates' emotions, attitudes and, concerns about inclusive
education, can provide valuable insights into how the education system and teacher

training programs can contribute to a significant transformation.

Seeing and understanding science teacher candidates' emotions, attitudes and,
concerns about inclusive education can make valuable contributions to their
professional preparation process. These views can increase teacher candidates'
awareness of inclusive practices and encourage them to understand differences in
education. Understanding science teacher candidates' views on inclusive education can
help us understand how these teachers can affect student achievement when working
in inclusive classrooms. In this way, students' learning experiences can be made more
effective. Inclusive education promotes social participation and inclusion of the
inclusive student in society. Science teacher candidates' views on inclusive education
may provide important clues on how social participation can be strengthened. Science
teacher candidates' views on inclusive education can enrich existing science education

approaches therefore contribute to the professional development of teachers.

Science teacher candidates' emotions, attitudes and, concerns about inclusive
education can play an important role in shaping education policies and teacher training
programs. The results obtained can help evaluate the effectiveness of educational
content and methods of inclusive education. This study, which indicates the emotions,
attitudes and, concerns of science teacher candidates about inclusive education,
provides support for efforts to make the education system more inclusive and effective.
It is thought that it will support teacher candidates to acquire more information about
inclusive education throughout their undergraduate education thus contribute to the
training of teachers who are more competent, prepared, sensitive, and aware of

inclusive education.
1.3. Purpose of the Research

The main purpose of this thesis study is to thoroughly investigate and
understand the emotions, attitudes and, concerns of science teacher candidates
regarding inclusive education. Inclusive education is an important approach that

encourages the inclusion of students with different learning needs in the general



education environment. Teacher candidates' opinions on this issue may help future

teachers guide inclusion practices more effectively.

In line with this purpose, the objectives of the study were determined as

follows:

. Is there a significant difference between science teacher candidates'

emotions, attitudes, and concerns towards inclusive education in terms of gender?

. Is there a significant difference between the emotions, attitudes, and
concerns of science teacher candidates towards inclusive education in the context of

their interactions with individuals in need of special education?

. Is there a significant difference between the emotions, attitudes, and
concerns of science teacher candidates toward inclusive education in terms of their

receiving training in special education?

. Is there a significant difference between the emotions, attitudes, and
concerns of science teacher candidates toward their knowledge of local legislation and

policies regarding children in need of special education?

. Is there a significant difference between the emotions, attitudes, and
concerns of science teacher candidates toward inclusive education, and their self-
confidence in teaching students in need of special education?

. Is there a significant difference between the emotions, attitudes, and
concerns of science teacher candidates toward inclusive education and their

experiences in teaching students in need of special education?

. What are the opinions of science teacher candidates regarding their
emotions, attitudes, and concerns towards inclusive education?
1.4. Assumptions

. It was assumed that the participants in our study voluntarily participated
in the data collection process and gave honest answers.

. It was assumed that the participants clearly expressed their emotions,

attitudes and, concerns.

. It was assumed that the data collection tools used measured emotions,

attitudes and, concerns accurately and reliably.

6



. It is assumed that the data collection tools used reflect the true emotions,

attitudes and, concerns of the participants.
. It is assumed that the sample was selected independently and randomly.

. It was assumed that the environments in which the study was conducted
were environments where participants could freely make emotional and intellectual

statements.
1.5. Limitations

This thesis is limited,;
. to the 2022-2023 academic year.

. to students in the science teaching department at a university in the

Central Anatolia Region.

. to measuring the emotions, attitudes, and, concerns of science teacher
candidates.

. to the scale, and interview questions used within the framework of the
research.

1.6. Definitions

Special Education: It is defined as the educational provision designed for
children exhibiting distinctive requirements in language, cognitive functioning, social-
emotional aptitude, and physical development. In special education, the programs, and
teaching materials are used by the educations who are experts in this subject. The aim
of special education is to enhance the students' potential taking into account individual
differences (Cook & Schirmer, 2003; Detterman & Thompson, 1997).

Integrative Education: In an integrated classroom, every student is considered
unique and materials are specialized for every student. Increasing the academic success
is given importance alongside the social abilities. Integrative education not only
includes the students who are in need of special education but also includes the
students who have the language of education as their second language (Sar1 & Piirsiin,

2016). It is built on the philosophy of togetherness of all students (Salisbury, 1991).



Inclusive education: It refers to an educational approach that aims to fully, and
effectively include individuals with different characteristics, needs, or abilities in the
education system. It integrates individuals with special education needs into general
education environments or provides appropriate educational services for these
individuals. It aims to provide equal opportunities in education, and social experiences.
Inclusive education aims to increase the integration of students with special needs into
society, and their social interactions. Nonetheless, it not only helps students in general
education learn to respect, and understand differences but also helps students with
special education needs feel like a part of society (Akbiyik et al., 2024; Lewis &
Doorlag, 2004; Macmillan, 1982; Zigmond et al., 2009).

Inclusive education defends the right to education of individuals with
disabilities, as well as students with linguistic, cultural, ethnic, gender, and other
differences (Celik, 2017). It allows every student to develop their potential to the
fullest, reduces discrimination, and prevents social exclusion. This approach provides
students with learning opportunities in a heterogeneous classroom environment, and
provides support tailored to their individual needs (Aktekin et al., 2017; UNESCO,
2009).



CHAPTER II

THEORETICAL BASIS OF THE RESEARCH AND RELATED
STUDIES

2.1. Definition of Inclusive Education

Inclusive education is a pedagogical approach that aims to ensure that
individuals with special education needs continue their learning experiences in general
education environments. This approach involves integrating students with special
needs into general education classrooms by focusing on their individualized learning
needs, and providing appropriate support, and learning strategies along the way
(UNESCO, 1994). In this context, the aim is for the mainstreamed student to learn,
and interact with their peers in general education. Inclusive education aims to increase
the social participation of individuals with special needs, improve their self-
confidence, and ensure equal access to the right to education. Inclusive education
encourages individuals with special needs to develop their social skills, and
independence. Inclusive education, instead of isolating individuals with special
education needs, accepts them as a part of society, and contributes to creating a more
inclusive educational environment by including them in the educational processes (De
Boer et al., 2010; Scheepstra et al., 1999).

At the same time, the aim is for students in general education to cultivate
tolerance towards differences, foster empathy, and acquire the skills of cooperation.
These students have the opportunity to develop empathy when they meet with friends
who have different learning needs. They learn to assist students facing various
challenges, and develop an acceptance of differences through tolerance. It offers
students in general education the chance to cultivate social interaction, and
communication skills. Classmates also acquire communication, cooperation, and
problem-solving skills as they engage with diverse groups of students (Tonegawa,
2019). Having students with diverse learning needs in the same classroom enables
others to experience various learning styles. This enhances the learning experience,

and aids students in exploring diverse learning methods. It allows them to discover



their abilities such as helping, and leadership. Interacting with students with diverse
needs allows those in the general education classroom to develop a heightened
sensitivity to issues of justice, and equity. Hence, inclusive education creates a more
democratic classroom environment (Lipsky & Gartner, 1999). In an inclusive
classroom, every student recognizes that each individual possesses unique strengths,
and faces distinct challenges. It mirrors the diversity of society, and more effectively

equips students for the complexities of the real world (Watson, 2010).
2.1.1. Inclusive education models

Inclusive education is typically categorized into three main groups. These
include full, partial, and reverse-inclusive education models (Guralnick et al., 2008).
Adaptability to the needs of schools, and students is a characteristic of these models.
The choice of model may vary based on the students' needs, teachers' expertise, and

the resources available to the school.

Full Inclusion: The aim of this model is to integrate students with special needs
into general education classes, participating in all lessons, and activities (MEB, 2010).
Therefore, special education students can continue their academic, and social
development together with their peers in general education. Full inclusive education
employs various methods of support, and adaptation to address the special educational
needs of students. Students' needs are attempted to be addressed through additional
support, and individualized learning plans (Fuchs & Fuchs, 1998).

Partial Inclusion: In this model, students attend general education classes for
specific lessons or activities but are directed to special education classes for some
lessons or times (Top¢u & Katilmig, 2013). This provides flexibility based on the
student's specific needs. Partial inclusive education offers a more specialized approach
to addressing the needs of students in special education. With partial inclusion,
students can receive more individualized support, and attention. Additionally, there
are opportunities for social interaction, and integration within general education
classrooms. This method aims to integrate general education courses with special
education programs that cater to the specific needs of students (Bencherki & Snack,
2016).

Reverse Inclusion: That is an approach similar to traditional mainstreaming,

and is an educational model designed to provide students with more individual and,
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customized support. The goal is to provide more intensive support in specific subjects
or skills for students with learning disabilities or special needs in the general education
classroom (Wooten & Mesibov, 1986). According to Schoger (2006), the reverse
inclusion model is an inclusive education model in which students with special
education needs interact with their peers, a special education teacher is present, and
other students are intended to inspire students with special education needs. It's a better

way to prepare students for the real world.
2.1.2. Purposes of inclusive education

Inclusive education is an approach that enables students with diverse learning
needs to receive education together. The primary objectives of this approach can be
outlined as follows: The main purpose of inclusive education is to ensure equality, and
justice among students with different learning needs. Everyone's right to education is
respected by ensuring that students with disabilities or special needs have access to the
same educational opportunities (OECD, 2014).

Inclusive education promotes social integration by ensuring that different
groups of students receive education together. By allowing students to see different
perspectives, and experiences, they are enabled to understand the true diversity of
society. Students learn to accept, and tolerate differences (Mariga et al., 2014; Uchem
& Ngwa, 2014). Having students with different learning needs in the same classroom
supports their social, and emotional development (Tonegawa, 2022). These students
learn skills such as cooperation, empathy, and developing emotional intelligence.
Inclusive education provides students with the opportunity to collaborate with
individuals who have different life experiences. This can contribute to the development
of sensitivity, and empathy, reduce prejudices, and increase tolerance.

Inclusive education helps students better adapt to their individual learning
needs. Educational strategies, and materials are personalized, taking into account
students' specific needs, and strengths (Gause, 2011). Having students with different
learning needs in the same classroom provides diversity in the learning experiences of
other students in the general education classroom. This diversity supports students'
academic development by allowing them to experience different learning styles
(OECD, 2014). Educating students with different learning needs together can help

them better understand other students from different segments of society. This has the
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potential to enhance social awareness (McCabe & Ruppar, 2023). Inclusive education
promotes the more effective utilization of support services. Special education
professionals, and resources are available to provide individual support to students
(Kurth et al., 2016).

2.1.3. Inclusive education in the world

Inclusive education is a dynamic field that requires teachers, and teacher
candidates to constantly improve themselves. The transfer of inclusive education
knowledge to teacher candidates in different countries may vary depending on the
country's education system, cultural differences, and educational approaches. The
condition of some countries regarding inclusive education has been investigated. This
study provides information on inclusive education in Australia, Canada, Finland,
England, Hong Kong, Israel, Singapore, Somalia, the USA, and Tiirkiye. Countries

were selected concerning studies conducted on teacher candidates.
2.1.3.1. Australia

There are reports that there are insufficient teacher candidates in Australia to
educate students who need inclusive education in regular classroom environments
(Beazley 1984; Gow et al., 1988; Shean et al., 1993). Sharma et al. (2006) emphasized
in their study identifying the problems of teacher candidates in order to ensure their
competence. Australia recognizes that addressing teacher candidates' beliefs, attitudes,
and concerns about inclusive education is a critical component of preparing them for
effective inclusive teaching. Australia promotes inclusive education, focusing on both
the practical, and attitudinal aspects of inclusion (Forlin, 2006). Campbell et al. (2003)
stated in their study that teacher candidates were more open-minded about disability
in inclusive education, and that they better understood the individual differences of
each disabled individual. Carroll et al. (2003), on the other hand, concluded that pre-
service teachers approached the inclusion student with less pity, that is, they were free
of uncertainties about how to manage this situation, and their concerns decreased. In
addition, there are also studies in which there are positive attitudes of teacher
candidates towards inclusive education (Avramidis & Norwich, 2002; Palladino et al.,

1999). However, there are also studies indicating that the positive attitudes of teacher

12



candidates towards inclusive education have decreased over time (De Boer et al.,
2010).

2.1.3.2. Canada

Inclusive education practice in Canada is carried out under the influence of
regional autonomy, local priorities, and state rules. While some regions may be
proactive in promoting and implementing inclusive education, others may lag behind
due to lesser support. In studies conducted on this subject, there has been a willingness
of teachers towards inclusive education (Avramidis et al., 2000; Loreman et al., 2015).
It has been emphasized that there are deficiencies in undergraduate education in
preparing teacher candidates for education. Therefore, it is stated that most of the
teachers are not yet adequately qualified to teach (Loreman, 2010; Loreman et al.,
2013). In several studies conducted with teacher candidates in Canada, it has been
stated that teacher candidates have positive opinions on inclusive education (Ismailos
etal., 2022; Massé et al., 2022). Hutchinson et al. (2015) stated that teacher candidates
are aware of the difficulties that students with disabilities may face in inclusive
education. Nevertheless, the deficiencies of certain teacher candidates in addressing
students' needs have been expressed. In Metsala and Harkins' study (2020), the
attitudes of teacher candidates in Canada towards inclusive education were examined
in terms of different variables. It was concluded that the attitudes of teacher candidates
with self-efficacy towards inclusion education are more positive. In the study of Lin
and Lin (2015), it was emphasized that teacher candidates should be provided with
adequate opportunities for their professional development in the field of resource

education.
2.1.3.3. England

Special education in England, when evaluated in terms of historical
development, is attributed to the initiation of the first endeavors in this field with the
establishment of the school for the hearing impaired in London in 1783 (Erdogan &
Geng, 2022). The Warnock Report, officially known as the "Report of the Committee
of Enquiry into the Education of Handicapped Children and Young People,” was a
significant document in the United Kingdom that had a profound impact on the

education of children with special educational needs (SEN). The report was published
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in 1978 and was chaired by Mary Warnock, a philosopher and crossbench member of
the House of Lords (Department for Education and Science, 1978). This report
proposed to consider children as included rather than excluded, assuming their
integration within mainstream education. The report emphasizes that students with
special education needs are an integral part of general education. Nonetheless, in the
study of Lindsay et al. (2020), it was stated that although it was conceptually
appropriate, it caused concern in practice and students were mistakenly classified as
having special education needs. The challenges and opportunities related to identifying
special educational needs, assessment processes, and educating all students are
discussed. Limited financial resources have brought about significant changes in

teacher education and state supervision (Kelly et al., 2018).

The Education Act of 1981 marked a pivotal shift in the understanding and
conceptualization of special education. After these advancements, irrespective of the
abilities or specific disabilities of individuals with impairments, the implementation of
an integrative approach has been a focal consideration. It established legal recognition
of special education, building on existing precedents of special education legislation
dating back to at least 1874. The Act placed primary responsibility on local education
authorities to implement its requirements, including identifying children with special
educational needs, assessing those children, appointing expert advisors, providing
required information, deciding whether a statement should be maintained, establishing
appeal committees, and arranging for the special educational provision to which a child
is entitled. The Act also introduced provisions for parental appeals and review by the
Secretary of State. Additionally, the Act emphasized the principle of integrated
(mainstreamed) special education for all children entitled to an education (Buss, 1985).
In 2014, there were changes in the special education system in England. Education,
Health, and Care Plans (EHC) and individual applications for special education were
consolidated into a category. Subsequently, in other years, information concerning
special education services has been disseminated through this system (DFE, 2014). In
the study conducted by Essex et al. (2021), it was stated that teacher candidates
possessed knowledge regarding inclusive education policies, which were covered in
their teacher training courses. Furthermore, the importance of prioritizing teaching

practices was emphasized.
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2.1.3.4. Finland

Inclusive education is provided partially, and the child receives special
education support (Statistics Finland 2015; Takala et al., 2009). In Finland, the
definition of special education aligns with the guidelines provided by professionals in
the field of special education (Mikkonen, 1998). In compliance with the legal
framework, the ultimate authority for decisions concerning students rests with the
teacher. Finland's primary school legislation, however, does not explicitly incorporate
a specific integration principle regarding the structuring of education for children with
special educational needs. Instead, the placement of students in special education is
decided based on the children's best interests, and available resources. This approach
emphasizes evaluating the situations of students with special education needs
individually, and creating an education plan that suits their needs. The foundation of
this approach rests on the notion that each student possesses unique learning needs,
necessitating an individualized approach to address these requirements. Due to this it
is decided to give teachers the responsibility of determining the situation of a student
with special educational needs, and providing appropriate educational services (Act on
Basic Education, 1998).

The shift in terminology replaces the notion of a child who "needs™ special
education with the idea of a child who requires special "support” (Saloviita, 2020).
Special education teachers are required to have completed a five-year undergraduate
program or must undergo an additional one-year special education teacher training in
conjunction with their regular teaching studies (UNESCO, 2023). In their study,
Uusimaki et al. (2020) concluded that Finnish teacher candidates had a positive
attitude towards inclusive education. However, Takala and Sirkko (2022), in their
study with 488 Finnish teacher candidates, concluded that their attitudes towards

inclusive education were negative.
2.1.3.5. Hong Kong

The move in Hong Kong to prepare teachers for diverse students is an
important step toward creating more inclusive, and equitable classrooms. Efforts are
made to ensure that teacher candidates have the necessary competencies not only for
students with physical disabilities but also to include students from different cultures,

genders, and socioeconomic classes in learning. However, it was seen that teachers
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had concerns at this point. Thus, the importance of training teacher candidates has been
emphasized (Sharma et al., 2006). After the concept of disability became more
prominent with UNESCO in 1994, the Disability Discrimination Ordinance (DDO) in
Hong Kong enabled the adoption of an important approach with a pilot project
(Crawford & Shutler, 1999). In Li and Cheung's study (2021), the self-efficacy of
Chinese and Hong Kong teacher candidates was examined, with a focus on its impact
in inclusive classroom environments. The study highlighted the importance of teacher
candidates' self-efficacy and concluded that those with higher levels of self-efficacy

tended to have more positive perceptions.
2.1.3.6. Israel

The Academic Colleges Law of 1995 was implemented to promote access to
higher education for all Israelis, aiming to reduce barriers and provide equal
opportunities for individuals seeking advanced education. As a result of this law, many
colleges were established in Israel, and these institutions played a crucial role in
providing access to higher education for students from low socioeconomic status and
minority groups, who were previously underserved by the traditional university
system. The law aimed to bridge educational gaps, creating opportunities for a more
diverse range of individuals to pursue advanced studies and contribute to the country's
academic landscape (Yirmiyahu et al., 2017). The Israeli Special Education Law of
1988 places emphasis on placing children in the least restrictive environment, to ensure
that students with special needs have the opportunity to participate in mainstream
educational settings whenever possible. This approach aligns with the principles of
inclusion, aiming to provide a supportive and accommodating educational

environment for all students (Al-Yagon & Margalit, 2001).

Teacher education programs in Israel generally consist of a double major,
encompassing two disciplinary areas: pedagogy and didactics — theory and practice.
These programs also include compulsory courses aligned with specific requirements,
ensuring that future educators receive comprehensive and well-rounded training to
meet the demands of the teaching profession. Programs include the fundamentals of
education, disciplinary areas, pedagogy, field experiences, and the opportunity to
specialize in a specific disability area. This comprehensive curriculum ensures that

future educators are well-equipped with both theoretical knowledge and practical
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skills, preparing them to address the diverse needs of students in the educational
landscape. The content of pedagogy courses includes components such as teaching in
inclusive classrooms, instructing individual students or small groups, following
classroom lesson plans and individual education programs, collaborating with general
teachers, and participating in the planning teams of schools that cater to students with
disabilities. This comprehensive approach to pedagogical training equips educators
with the necessary skills to create inclusive and supportive learning environments for
all students. These programs also include preparing teacher candidates for a variety of
teaching roles, ensuring that they acquire the necessary skills and knowledge to excel
in diverse educational settings. Contemporary trends taken into account in teacher
education programs include the emphasis on establishing connections between theory
and practice, adopting a collaborative approach, and ensuring that teachers are
qualified to respond to changing educational needs. These programs strive to equip
educators with the skills, knowledge, and adaptability required to navigate the dynamic
landscape of education, fostering a learning environment that is responsive to the
evolving needs of students and society (Avissar, 2012; Ford et al., 2001). In a study
conducted by Shauli et al. (2023) with Israeli teachers and teacher candidates, it was
concluded that the attitudes of teacher candidates towards inclusive education are more

positive.
2.1.3.7. Somalia

It is stated that there is very little support at the national and municipal levels
for individuals with disabilities in Somalia, highlighting a significant gap in resources
and services to address the specific needs of this community. This lack of support
poses challenges to the inclusion and well-being of people with disabilities,
emphasizing the need for comprehensive policies and initiatives to enhance
accessibility and opportunities for all (Slee & Tomlinson, 2018). There is a significant
lack of resources, funding, and infrastructure needed to support inclusive education in
Somalia, underscoring the challenges faced in creating accessible and equitable
learning environments for all students. This deficiency hinders the implementation of
inclusive practices and highlights the urgent need for investment and strategic planning
to address the specific requirements of diverse learners within the educational system

(Gelle & Dirie, 2023). There are two schools for the visually and hearing impaired,
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but they also have deficiencies in accommodation and technical infrastructure. Despite
these challenges, the first graduates of these schools played a major role in breaking
the prejudice against disabled people in society due to their remarkable success
(Abdullahi, 2023).

However, there are no supportive programs and inclusive education policies
for these students in their transition to universities, highlighting a gap in the
educational system. The absence of such initiatives poses challenges for students with
disabilities, emphasizing the need for the development and implementation of
comprehensive support mechanisms to ensure their successful integration into higher
education (Branker, 2009). It has already been stated that university teachers may lack
adequate teaching strategies for disabled students, and there may be prejudices against
disabled people. This recognition highlights the importance of ongoing professional
development for educators and the necessity of fostering an inclusive and supportive
academic environment that embraces diversity and dismantles stereotypes. Teachers
may experience a feeling of inadequacy when it comes to teaching disabled students.
This sentiment underscores the importance of targeted professional development and
support systems to empower educators in effectively addressing the diverse learning
needs within the classroom (Gitlow, 2001).

2.1.3.8. South Korea

You et al., (2019) indicate that teacher candidates are inadequately prepared in
inclusive education. Unlike this, the study by Song et al. (2019) found that it had a
positive effect on the attitudes, intentions, concerns, and self-efficacy of pre-service
teachers in South Korea toward inclusive education. These positive statements are
because they have taken special education courses. It is known that teacher candidates
in Korea have approximately 4-5 weeks of internship experience. However, during this
period, they cannot obtain information about inclusive students because it appears that
current teachers do not have this competence. Accordingly, teacher candidates are
deprived of theoretical, and practical training (Kang & Martin, 2018). People in Korea
may have negative judgments towards people with different learning capacities
(Kwon, 2016; Lee & Sissons, 2016). It has also been stated that schools have a negative
impact on the education of disabled individuals (Kwon, 2005). In Korean culture, a

disability is attributed to moral, spiritual, or superstitious reasons and is believed to be
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a punishment for sins committed by ancestors (Matsuda, 1989). A study compared the
attitudes of South Korean and American teacher candidates towards inclusive
education. According to the findings of this study, it was reported that South Korean
teacher candidates exhibited more negative attitudes towards inclusion. When the
reasons for this were investigated, it was concluded that there may be cultural factors
and the scope of education policies (Han et al., 2012). Kang and Martin (2018) stated
in their study that teacher education programs in Korea are not flexible enough. It is
emphasized that teachers' competencies in this regard should be increased with the
necessary certificates, and course programs. They stated that teacher candidates had
negative perceptions towards inclusive education because it was determined that

inclusive students were not at a sufficient level for university education.
2.1.3.9. The USA

The seminal transformation in the perception of disability in America
commenced with Richard Scotch's Rehabilitation Act of 1973, marking the inaugural
national legislation that proscribed discrimination against individuals with disabilities
(Danforth, 2016). In the United States, the Individual with Disabilities Education Act
(IDEA) underscores the entitlement of all children with disabilities to receive a free,
appropriate, and public education. This legislation, enacted in 1975, has since
undergone subsequent modifications and holds the status of a federal law.
Furthermore, this legislation necessitates that individuals with special needs make use
of the services provided under the auspices of an Individualized Education Program
(IEP) (Drelick et al., 2023).

The "No Child Left Behind" (NCLB) legisl