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ABSTRACT 

Teachers’ Attitudes Toward Inclusive Education and Their Efficacy 

Berfin Cansu Çiftci 

MA in Curriculum and Instruction 

Advisor: Asst. Prof. Dr. İlker Kalender 

April 2025 

This study was conducted to systematically review the literature examining the 

attitudes and efficacy of teachers towards inclusive education in different regions 

between 2014 and 2024. As a result of the inclusion and exclusion criteria 

determined within the study's scope, 95 research articles were identified from the 

Web of Science and Scopus databases and were examined by following systematic 

analysis steps. Articles were categorized according to demographic, professional, and 

contextual factors, including methodology, data collection tools, sample size, and 

teachers' specializations. Results indicate that quantitative methods were most 

commonly used, with in-service teachers as the most frequently studied group. 

Sample sizes ranged from 8 to 4567, with a preference for small-scale studies. 

Primary school teachers represented the most frequently examined specialization, 

and nearly all studies focused on K–12 educators. The findings section discusses 

teacher attitudes, factors influencing these attitudes, teacher efficacy, and related 

variables. Implications for practice and suggestions for future research are also 

presented. 

Keywords: Teachers’ attitudes toward inclusive education, teacher efficacy, self-

efficacy, inclusive education 
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ÖZET 

Öğretmenlerin Kaynaştırma Eğitimine Karşı Tutumları ve Yeterlikleri 

Berfin Cansu Çiftci 

Eğitim Programları ve Öğretim Yüksek Lisans Programı  

Danışmanı: Dr. Öğr. Üyesi İlker Kalender 

Nisan 2025 

Bu çalışma, 2014-2024 yılları arasında farklı bölgelerde öğretmenlerin kapsayıcı 

eğitime yönelik tutumlarını ve yeterliliklerini inceleyen literatürü sistematik olarak 

analiz etmek amacıyla gerçekleştirilmiştir. Çalışma kapsamında belirlenen dahil 

etme ve hariç tutma kriterleri sonucunda, Web of Science ve Scopus veri 

tabanlarından 95 araştırma makalesi belirlenmiş ve sistematik analiz adımları 

izlenerek incelenmiştir. Makaleler metodoloji, veri toplama araçları, örneklem 

büyüklüğü ve öğretmenlerin uzmanlık alanları gibi demografik, mesleki ve 

bağlamsal faktörlere göre kategorilere ayrıldı. Sonuçlar, nicel yöntemlerin en sık 

kullanıldığını ve hizmet içi öğretmenlerin en sık incelenen grup olduğunu 

göstermektedir. Örneklem büyüklükleri 8 ile 4567 arasında değiş mekte olup, küçük 

ölçekli çalışmalara öncelik verilmektedir. İlkokul öğretmenleri en sık incelenen 

uzmanlık alanını temsil etmekteydi ve hemen hemen tüm çalışmalar K-12 

eğitimcilerine odaklanmıştır. Bulgular bölümünde öğretmen tutumları, bu tutumları 

etkileyen faktörler, öğretmen etkinliği ve ilgili değişkenler tartışılmaktadır. 

Uygulama için çıkarımlar ve gelecekteki araştırmalar için öneriler de sunulmaktadır.  

Anahtar kelimeler: öğretmenlerin kaynaştırma eğitimine yönelik tutumları, öğretmen 

yeterliği, öz-yeterlikleri, kaynaştırma eğitimi 



 

 

 

v 

ACKNOWLEDGEMENTS 

 

First and foremost, I want to express my deepest gratitude to my advisor, Asst. Prof. 

Dr. İlker Kalender, who guided me throughout this project and sparked the idea for 

this research. I would not have found the necessary courage without his valuable 

ideas, feedback, patience, and belief in this work. 

I would like to express my gratitude to each member of the thesis committee for 

taking time out of their busy schedules, as well as for their insightful ideas and 

profound expertise. They enlightened me and were with me not only in this study but 

also throughout my graduate education journey. 

Finally, I would like to thank my dear mother, father, and sister, who have supported 

me unconditionally, for their continuous help and belief in me. I would also like to 

express my heartfelt gratitude to Yılmaz Çepni for his unwavering support and 

understanding throughout this journey, and to my dear friend İlayda Tutar, who has 

always inspired me and made significant contributions to this research. 



 

 

 

vi 

TABLE OF CONTENTS 

ABSTRACT ........................................................................................................... iii 

ÖZET ..................................................................................................................... iv 

ACKNOWLEDGEMENTS ..................................................................................... v 

TABLE OF CONTENTS ........................................................................................ vi 

LIST OF TABLES ................................................................................................... x 

LIST OF FIGURES ................................................................................................ xi 

CHAPTER 1: INTRODUCTION ............................................................................. 1 

Introduction ............................................................................................................. 1 

Background ............................................................................................................. 4 

Milestones of Inclusive Education ........................................................................ 4 

Global Perspectives on Inclusive Education .......................................................... 5 

Inclusive Education in Türkiye ............................................................................. 6 

Teachers’ Attitudes Toward Inclusive Education .................................................. 8 

Self-Efficacy and Teacher Efficacy ...................................................................... 9 

Problem ................................................................................................................. 10 

Purpose .................................................................................................................. 12 

Research Questions ................................................................................................ 12 

Significance ........................................................................................................... 13 

CHAPTER 2: REVIEW OF RELATED LITERATURE ........................................ 15 

Introduction ........................................................................................................... 15 

Inclusive Education ................................................................................................ 16 

Historical Background ........................................................................................ 19 

Challenges and Opportunities of Inclusive Education ......................................... 23 

Challenges of Inclusive Education .................................................................. 23 



 

 

 

vii 

Opportunities of Inclusive Education .............................................................. 25 

Teachers’ Attitudes Toward Inclusive Education ................................................... 28 

Positive and Negative Attitudes .......................................................................... 29 

The Impact of Teachers’ Attitudes on Inclusive Education ................................. 31 

Key Influences on Teachers' Attitudes ................................................................ 32 

Efficacy of the Teachers......................................................................................... 35 

Self-Efficacy ...................................................................................................... 35 

Teacher Efficacy ................................................................................................ 36 

The Effect of Efficacy on Inclusive Education .................................................... 37 

The Relationship Between Teachers’ Attitudes Toward Inclusive Education and 

Efficacy ................................................................................................................. 39 

CHAPTER 3: METHOD ....................................................................................... 41 

Introduction ........................................................................................................... 41 

Research Design .................................................................................................... 42 

Sample ................................................................................................................... 44 

Instrumentation ...................................................................................................... 45 

Method of Data Collection ..................................................................................... 46 

Methods of Data Analysis ...................................................................................... 48 

Validity and Reliability ...................................................................................... 49 

CHAPTER 4: RESULTS ....................................................................................... 52 

Introduction ........................................................................................................... 52 

Findings of the Study ............................................................................................. 52 

Demographic and Methodological Characteristics of the Study Samples on Teachers' 

Attitudes Toward Inclusive Education and Their Efficacy ...................................... 53 

Year of the Publications ..................................................................................... 53 



 

 

 

viii 

Geographical Distribution of Studies .................................................................. 54 

Research Methodologies..................................................................................... 56 

Data Collection Instruments ............................................................................... 57 

The Sample of the Study .................................................................................... 59 

Participants’ Specializations and Grade Level They Taught ................................ 60 

Sample Sizes ...................................................................................................... 63 

Teachers’ Attitudes Toward Inclusive Education and Their Efficacy ...................... 64 

Teachers’ Attitudes Toward Inclusive Education ................................................... 64 

General Trends in Attitudes Toward Inclusive Education ................................... 64 

The Role of Demographic Characteristics ........................................................... 66 

The Impact of Teachers’ Specializations and Grade Level They Taught ............. 68 

The Impact of Teaching Experience ................................................................... 69 

The Impact of Prior Experience and Interaction with Individuals with Disabilities

 ........................................................................................................................... 70 

The of Special Education Training and Knowledge ............................................ 71 

The Impact of Resource and Support .................................................................. 72 

Teacher Efficacy .................................................................................................... 73 

Factors Affecting Teachers’ Efficacy.................................................................. 74 

CHAPTER 5: DISCUSSION ................................................................................. 76 

Introduction ........................................................................................................... 76 

Overview of the Study ........................................................................................... 76 

Research Article Characteristics ............................................................................. 77 

Discussion of Major Findings ................................................................................ 79 

Implications for Practice ........................................................................................ 84 

Implications for Further Research .......................................................................... 85 



 

 

 

ix 

Limitations ............................................................................................................ 86 

REFERENCES ...................................................................................................... 87 

Appendix A ..........................................................................................................116 

Appendix B...........................................................................................................133 

 

 

 



 

 

 

x 

LIST OF TABLES 

Table  Page 

1 

2 

3 

4 

5 

6 

7 

 

8 

Number of Research Articles by Years …………………… 

The Five Leading Countries in Published Studies………… 

Research Methodologies of the Research Articles…………  

Instruments Distributions of the Research Articles……… 

Distribution of the Most Frequently Used Scales…………. 

Sample Type Distribution of the Research Articles……….. 

Distribution of Teachers by Their Specialization and Grade 

Level Taught……………………………………………….      

Sample Sizes Distribution of the Research Articles………                         

53 

55 

56 

57 

58 

60 

 

61 

63 

 

 

 



 

 

 

xi 

LIST OF FIGURES 

Figures  Page 

1 

2 

3 

4 

5 

 

 

 

 

Five Steps to Conducting a Systematic Review.………………. 

Research Article Selection Procedure …………...……………. 

Yearly Distribution of Research Articles ………..……………. 

Distributions of Articles by Region ………………...………… 

Representation of Teacher Specializations and Grade Level 

They Taught …………………………………………………... 

 

43 

48 

54 

55 

 

62 

 

 

 

 

 

 



 

 

 

1 

 

 

CHAPTER 1: INTRODUCTION 

Introduction 

Blankenship and Lilly (1981) say that throughout history, education has been 

in the hands of elites, and educational practices have reflected this group's 

orientation. This situation continued until the 19th century. In 1948, the Universal 

Declaration of Human Rights (UDHR) finally resonated with the right to education 

for individuals with special needs (SN) who had previously been left to their fate in 

mental hospitals or church-supported institutions (Foreman, 2020; Sigmon, 1983). In 

the 1970s, the United States started to implement inclusion practices. The Education 

for All Handicapped Children Act (EAHCA) in 1975, the Americans with 

Disabilities Act (ADA) in 1990, and the United Nations Educational, Scientific and 

Cultural Organization (UNESCO), Salamanca Declaration and Framework for 

Action in 1994 paved the way for more equitable education (Boroson, 2017; 

Foreman, 2020; UNESCO, 1994).  

Although various developments and legislation have been made, inclusive 

education has still not fully reached its goal. Salman (2020) mentioned that students 

with SN had not accepted the schools since some teachers and administrators 

believed the pupils with SN could not adapt to the classroom environment. One of 

the main reasons behind the negative attitudes and rejection of students with SN in 

mainstream schools is teachers' self-efficacy (Balcı, 2009). Self-efficacy plays a 

crucial role not only in inclusive education but also in mainstream education in 

handling daily tasks effectively, guiding students, managing the classroom 

environment, engaging with relevant instructional methods and students' 
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motivations, and even collaborating with peers (Barni et al., 2019; Malinen & 

Savolainen, 2012; Sharma & George, 2016). Furthermore, teachers' self-efficacy is 

closely linked to the success of students and, as a result, to inclusive education 

(Woodcock et al., 2022). However, self-efficacy is not the only predictor of 

successful inclusive education. Similarly, to self-efficacy, attitudes of teachers play a 

significant role in the achievement of an effective inclusive education (Boyle et al., 

2020). It is also revealed that teachers' attitudes related to their self-efficacy and 

factors such as gender and culture do not affect this relationship (Yada et al., 2022).  

The roots of inclusive education go back to special education and the right of 

individuals with SN to receive education in mainstream classrooms (Osgood, 2005). 

However, today the framework of inclusive education has expanded to include 

groups that face problems in receiving education, such as the poor, individuals with 

different ethnic and cultural backgrounds, immigrants, and LGBTQI+ (which stands 

for 'lesbian, gay, bisexual, transgender, queer, intersex') students (Mezzanotte, 2022; 

UNESCO, 2001). However, this study focuses specifically on the attitudes of 

teachers and their efficacy toward students with SN in inclusive classrooms. The 

main reason for this focus is how inclusive education is operationalized in literature. 

As seen in the critical analysis conducted by Göransson and Nilholm (2014), 

inclusive education and special education needs are defined based on individuals 

with disabilities. 

When it comes to teacher attitudes and self-efficacy, there are several reasons 

for focusing on students with SN. One of these is that these students may experience 

not only academic difficulties but also emotional and cognitive difficulties and, in 

some cases, behavioral problems. In addition, this focus is necessary so that teachers 

and field experts can reach students with SN more effectively by using special 
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teaching techniques and differentiated teaching approaches (Lamport et al., 2012). 

Given the systematic review methodology of this study, the inclusion criteria were 

determined according to the dominant focus of previous research. Most of the 

selected studies examined teachers' attitudes and self-efficacy in the context of 

students with SN, making this the most suitable population for synthesis and 

analysis. 

This study aims to systematically review the research published in the last 

decade on teachers’ attitudes and their efficacy toward inclusive education. Inclusive 

education is a dynamic field that is deeply related to pedagogy (Florian, 2014). 

Given the continuous developments in teacher education, special education policies, 

and inclusive teaching strategies, this study focuses on research conducted in the last 

decade. Another reason for determining the last decade as the time for review is that 

the issue of equity in education has increasingly been discussed in recent years. 

Discussions that unjust policies in schools prevent students from accessing adequate 

education and that equality in education cannot be achieved have led to the 

emergence of new pedagogical and political approaches in terms of students' 

academic success and general well-being (Howard, 2024). 

It seeks to synthesize and categorize these studies while identifying the key 

factors influencing teachers’ attitudes and their efficacy in inclusive classrooms. In 

particular, variables such as demographic characteristics (e.g. gender, age, 

experience), professional knowledge, available resources, and experience that shape 

teachers’ attitudes and their efficacy are addressed. Given the critical role of 

educators in the success of inclusive education, understanding these factors is of 

great importance for formulating educational policies, developing teacher training 

programs, and designing school-based interventions. In addition to providing a 
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comprehensive assessment of the existing literature, this study also reveals 

significant gaps and suggestions for future research to improve inclusive education. 

Background 

Milestones of Inclusive Education 

Uditsky (1993) defined inclusive education as integrating students with 

disabilities into regular schools and society. Inclusive education has become law to 

prevent segregation. One of the turning points in inclusive education was Brown V. 

Board of Education in 1954. The Supreme Court ruled that allowing children to 

receive an education was not sufficient equality and that separated students must be 

equal (Brown v. Board of Education, 1954). Another document supporting this law 

came only in 1975 with the UN Declaration on the Rights of Disabled Persons. The 

declaration identified disabled persons and pointed out that education is an essential 

human right and should be supported to provide equal opportunity for all (United 

Nations, 1975). After that, the Salamanca Conference (1994), held in Spain, 

emphasized the importance of inclusive education and education for all. Therefore, 

the world has reached a consensus regarding the importance of education for children 

with SN (UNESCO, 1994). In 1975, the Education for All Handicapped Children 

Act (EAHCA) was enacted, ensuring that students with SN receive a free and 

appropriate education in the least restrictive environment. This law was later 

reauthorized and renamed as the Individuals with Disabilities Education Act (IDEA) 

in 1990, further solidifying the legal framework for inclusive education in public 

schools (U.S. Department of Education, 2024). 

The intentions of these rules and regulations and associated declarations were 

commendable; however, there has been a need to help teachers and students adapt to 

this new approach to education. After the Dakar Framework for Action (2000), there 
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was no significant development in empowering mainstream schools and teachers 

about inclusive education (UNESCO, 2000). As Rouse (2010) argues, considering 

that many educational programs provide insufficient information on inclusion, 

inclusive education is supported by law but not in practice. In the absence of 

adequate training and support, teachers have been forced to carry out inclusive 

education without sufficient resources. As teachers are at the forefront of inclusive 

efforts, understanding their attitudes and needs is crucial to ensuring their success 

(Sharma & Loreman, 2012). 

Global Perspectives on Inclusive Education 

The education of individuals with disabilities has a long history, with early 

examples dating back to the 16th century. The Spanish monk Pedro Ponce de León 

was among the pioneers in this field, teaching hearing-impaired children to express 

themselves within the monastery setting. This development contributed to the initial 

acceptance of the idea that individuals with disabilities could be educated (Kuşçu & 

Günday, 2020). Following these early efforts, the first schools for individuals with 

hearing impairments were established in France, followed by schools for the visually 

impaired. A notable figure in this period was Louis Braille, a visually impaired 

student at one of these institutions, who later invented the Braille alphabet, enabling 

individuals with visual impairments to read and write (Sağlamtunç, 2010). 

In Sweden, free healthcare and education services have been provided to all children 

under school age since 1937, including early diagnosis and intervention programs for 

individuals with SN. During the school years, students with disabilities receive 

education in institutions tailored to their specific needs. While Swedish education 

policies do not explicitly define inclusive education, they emphasize inclusiveness 

through individualized support mechanisms (Doğan, 2020; Pınar, 2006). 
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The Finnish education system also integrates inclusivity as a core principle. 

The 1998 Finnish Basic Education Act and the 2004 National Core Curriculum for 

Basic Education established the legal framework for educating students with SN in 

mainstream classrooms. Rather than focusing solely on the challenges of individuals, 

Finnish education policies prioritize the right of all students to receive education in 

mainstream institutions, emphasizing interdisciplinary collaboration among experts 

to enhance the learning environment and school community (Halinen & Järvinen, 

2008). Currently, approximately 98% of students with SN are educated in inclusive 

classrooms, while only 2% attend special education classes (Järvinen, 2007). 

In Germany, the education of students with SN has a long-established 

tradition. The country operates a system of Sonderschulen, comprising ten different 

types of special education schools tailored to various disabilities. However, the 

placement of students in these schools has been subject to legal disputes, as parents 

have frequently contested the labeling of students without a definitive diagnosis 

(Uçar, 2009). 

Inclusive Education in Türkiye 

To understand and evaluate the evolution of inclusive education practices in 

Türkiye, the development process in question needs to be traced back to the Ottoman 

Empire period. During the pre-Republican period, steps were taken toward 

modernization under Mahmud II, and the education of individuals with disabilities 

gained attention in certain provinces. Notably, in 1874, a school for the visually 

impaired was established in Cairo, where the Braille alphabet was adapted to Arabic 

letters. The establishment of a school for the deaf and mute in Istanbul was realized 

in 1889 (Gündüz, 2014). In the early years of the Republic, schools that had been 

previously closed due to a lack of qualified teachers were reopened. In 1921, a 
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school for the blind and deaf was established under the Ministry of Health and Social 

Assistance, playing a pivotal role in guiding society to better understand and address 

the needs of individuals with SN (Akçamete, 1998). In the 1950s, special education 

schools were introduced at the primary level, and the development of psychological 

service centers began in 1955. This progress continued with the establishment of a 

class for students with intellectual disabilities in a mainstream school in Ankara 

(Kargın, 2004; Köşlüoğlu, 2019).  

In Türkiye, integration began in 1983 with the Law on Children in Need of 

Special Education; with this law, students with SN began to attend regular classes, 

which resulted in teachers needing new information and resources to comply with the 

Special Education Regulation (Kutay, 2018). The intentions of this law and related 

regulations were admirable; however, teachers and students needed to adapt to this 

new educational approach. In 1991, the 1st Special Education Council came together 

and decided to increase the acceptance of students with SN to mainstreaming classes 

and to plan the individual needs of students accepted to mainstreaming classes and 

have them monitored by experts in the field (Uysal, 2003). In 1997, the Decree Law 

in the Field of Special Education provided for the entry of individuals with SN to 

education, mainstreaming practices and the organization of special education 

programs (Sucuoğlu & Kargın, 2010).  

As a result of the developments that followed, full-time and part-time 

mainstreaming practices were included in the Circular on Education Practices 

through Integration in 2008 (Ministry of National Education [MoNE], 2008). With 

the Circular on the Opening of Support Education Rooms, support education rooms 

for students with SN became mandatory in 2015 (MoNE, 2015). 
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Teachers’ Attitudes Toward Inclusive Education 

Since the beginning of inclusive education, teacher attitudes have been 

frequently studied. The main reason for this focus is that researchers assume the 

success of inclusion can hinge on teachers’ attitudes, beliefs, and implementation 

(Boyle et al., 2011; Carroll et al., 2003). While studies have investigated the 

prevalence of positive and negative attitudes among teachers, findings indicate that 

the level of negative attitudes has remained consistent despite changes in 

demographics. Researchers offer insights into the factors influencing teachers, their 

educational needs, and ways to enhance inclusive education by addressing specific 

requirements and resources. For instance, Rakap and Kaczmarek (2010) found that 

teachers often feel uncomfortable teaching students with SN in their classrooms. 

However, participants also expressed willingness to collaborate, participate in 

training, and develop new skills. 

A crucial factor shaping teachers’ attitudes toward inclusive education is the 

responsibilities they assume when a student with SN is enrolled in their classroom. 

These responsibilities begin even before the student enters the learning environment 

and continue throughout the educational process. As Battal (2007) highlights, upon 

the inclusion of students with SN, teachers must identify their educational needs and 

functioning levels. This includes developing Individualized Educational Plans 

(IEPs), maintaining a balanced classroom environment for both SN and non-SN 

students, and assessing the effectiveness of instructional strategies for SN students. 

Given the extensive responsibilities teachers bear, they clearly play a key role in the 

success of inclusive education. However, it is unrealistic to expect them to navigate 

this process alone. Effective inclusion requires collaboration with special educators, 

school administrators, and parents. If teachers feel overwhelmed or unsupported in 
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meeting the needs of their SN students, this may negatively impact their attitudes 

toward inclusive education. 

Recent studies have examined the variability of teachers' attitudes toward 

inclusive education and the factors contributing to this variability (Lu et al., 2024). 

One of the primary obstacles educators faces in developing positive attitudes and 

empathy toward students with SN is a lack of sufficient knowledge about specific 

disabilities, diagnostic criteria, support systems, and available resources (Aktan, 

2020). Similar studies suggest that teachers' lack of prior experience with SN 

students, insufficient training, and limited knowledge about disabilities reduce their 

self-confidence and, consequently, their self-efficacy (Alnahdi & Schwab, 2021; 

Frumos, 2018). Given that self-efficacy directly influences the effectiveness of 

inclusive practices, examining both teachers' self-efficacy and attitudes within the 

same study is essential for improving inclusive education (Leatherman & Niemeyer, 

2005). Understanding this relationship can help educators feel more competent in 

their roles while also enhancing the overall success of inclusive education (Veisi et 

al., 2015). 

Self-Efficacy and Teacher Efficacy 

Self-efficacy characterizes people's belief that they can achieve a desired 

outcome in a subject (Maddux, 2016). Self-efficacy is not the ability of people to 

predict the behaviors they want to do or can do but rather knowing what they can do 

(Bandura, 2006). Teacher self-efficacy is based on Albert Bandura's social cognitive 

theory and refers to teachers' belief in their ability to manage the classroom 

environment, ensure engagement and effective learning, and demonstrate their ability 

to motivate students (Lazarides & Warner, 2020).  
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The relationship between teachers' efficacy (self-efficacy and teaching 

efficacy) and inclusive education can be supported in several ways. Previous 

research shows that there is a significant relationship between teachers' efficacy and 

factors such as inclusive practices, setting school environments, and teachers' 

attitudes (Kuyini et al., 2020; Sharma et al., 2012; Wilson et al., 2022). Hussain and 

Khan (2022) revealed that teachers with high self-efficacy engage students with 

creative assignments, accept challenges, and adopt innovative instructional methods 

confidently, while teachers with low self-efficacy avoid challenges, do not 

incorporate creative tasks into their classroom practice, and adopt instructional 

methods that they feel competent in. Moreover, efficacy is closely linked to teachers' 

attitudes toward inclusive education since teachers who feel confident in their skills 

perceive inclusive education positively and embrace instructional strategies (Kuyini 

et al., 2020; Opoku et al., 2022). These views highlight the relevance of supporting 

self-efficacy through targeted interventions to ensure the success of inclusive 

education. 

Problem 

Teachers' attitudes and their efficacy play a critical role in the successful 

implementation of inclusive education. Their role goes beyond creating physically 

inclusive environments; it involves fostering an inclusive atmosphere in schools, 

enhancing the sense of belonging among students with SN, promoting classroom 

participation, increasing academic achievement, and helping students build resilience 

(Mu et al., 2017; Rouse, 2008). However, without positive attitudes, teachers may 

struggle to embrace and fulfill these responsibilities effectively. Research indicates 

that teachers' attitudes are harmoniously integrated into the self-concept of students, 
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their attitudes toward learning, and overall educational excellence (Bethere et al., 

2021; Ch et al., 2019). 

Additionally, the successful implementation of inclusive practices largely 

depends on teachers' competencies and self-efficacy (Kiel et al., 2020; Pit-ten Cate et 

al., 2018). Teachers with high self-efficacy are more confident in adapting their 

teaching methods, managing diverse classrooms, and addressing the needs of all 

learners. However, insufficient teacher training, lack of experience, and limited 

collaboration opportunities negatively affect teachers' self-efficacy, reducing their 

ability to effectively implement inclusive practices (Zhang et al., 2024). These 

challenges underline the need to examine the relationship between teachers' attitudes 

toward inclusive education and their self-efficacy, as understanding this connection 

can inform policies and practices aimed at supporting teachers and advancing 

inclusive education.  

Though an increasing amount of literature on teachers’ attitudes and their 

efficacy is available, research is still inconsistent and fragmented. While some 

studies report positive attitudes and high efficacy among teachers, others highlight 

significant challenges and resistance to inclusive practices. Also, because they used 

different methods from qualitative case studies to quantitative surveys, it is difficult 

to generalize the findings. It is essential to carry out a systematic synthesis of this 

research to identify common themes and contradictions, as well as gaps in the 

literature. To address this gap, this study conducted a systematic review of the 

literature on teachers' attitudes and their efficacy toward inclusive education, 

synthesizing findings from various studies to provide a holistic and evidence-based 

perspective. The purpose of this study is to identify key themes, challenges, and 

facilitators in existing research to provide insights that will help enhance the efficacy 
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of teachers and foster more positive attitudes towards inclusive education through 

teacher preparation programs, policy development, and support mechanisms. As a 

result, it is intended to contribute to both theoretical discussions as well as practical 

strategies to improve inclusive education practices. 

Purpose 

The aim of this research is to conduct a systematic review of the literature on 

teachers' efficacy and their attitudes toward inclusive education. This study explored 

the relevant studies according to research methodology, sampling, data collection 

methods, and study results. The study seeks to provide an overview of demographic, 

professional, and contextual factors to explore their influence on teachers' attitudes 

and their efficacy. Considering the importance of improving inclusive education, it is 

of great significance to examine teacher attitudes and their efficacy from a 

contemporary and global perspective. Therefore, to provide up-to-date insights, 

article selection was made in November 2024, focusing on studies published in the 

last decade. It is intended to bring the data of 95 articles to the attention of teachers, 

principals, and legislators who wish to update their knowledge regarding teacher 

attitudes and their efficacy in inclusive education. 

Research Questions 

  The following research questions will be addressed during the study: 

1. How have teachers’ attitudes toward inclusive education and their 

efficacy evolved over the past decade, based on systematic literature 

review findings? 

2. What demographic, professional, and contextual factors (e.g., 

demographic characteristics, teachers’ specializations, teaching and prior 
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experience, training, knowledge, resources, and support) influence 

teachers’ attitudes toward inclusive education?  

3. How do factors such as training, knowledge, and prior experience with 

disabled people influence teachers’ self-efficacy and teacher efficacy, and 

what is the relationship between their efficacy and attitudes toward 

inclusive education? 

Significance  

Systematic literature reviews are one of the significant ways to develop 

literature and contribute to the field by examining the results of previous studies 

(Lame, 2019). With this method, future studies are shed light, the reader learns the 

breadth of research on the subject, and practical questions are answered by existing 

research (Okoli & Schabram, 2015). Systematic literature reviews become even more 

important when it comes to providing equality in education and the success of the 

education of students with SN, such as inclusive education. It provides a broad 

framework by examining concepts such as teacher attitudes and self-efficacy that 

affect the success of inclusive education in depth, with samples from different 

cultures, different dates, and different demographic backgrounds. It should be taken 

into consideration and examined that teacher attitudes and self-efficacy are related 

and that this relationship determines the success of inclusive education (Kurniawati 

et al., 2012; Meidrina et al., 2017).  

While previous research has extensively examined teacher attitudes and self-

efficacy separately, fewer studies have included teacher efficacy and systematically 

analyzed the interaction between attitudes and efficacy in a variety of educational 

contexts. This study aims to fill these gaps by systematically reviewing the literature 

over the last decade and to provide a comprehensive synthesis of the various factors 
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that shape teachers' attitudes and efficacy in inclusive education. The universal 

nature of the study is important in understanding education policies and teachers' 

attitudes and their efficacy. The findings are expected to contribute to research, 

policy, and teacher training programs by offering a more holistic perspective on the 

interplay between attitudes, efficacy, and contextual influences in inclusive 

classrooms. 
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CHAPTER 2: REVIEW OF RELATED LITERATURE 

Introduction 

Including students with different educational needs in regular classes and 

reforming education in this direction has catalyzed school change (Savolainen et al., 

2012). This educational reform has various effects on students and society. Ainscow 

(2006) defines inclusive education as a reform and argues that integrating students 

into mainstream classes, regardless of their differences and backgrounds, encourages 

society to embrace and value diverse perspectives. While inclusive education affects 

the acceptability of society, it also increases the students' self-confidence and enables 

them to gain a place in the community (Gadagbui, 2010).  

Effectiveness and equality factors are of great importance for the success of 

inclusive education (United Nations Convention on the Rights of the Child, 1989). 

Equality does not mean applying the same teaching techniques to every student in 

the same way but providing equal learning opportunities without ranking the students 

(Muntaner, 2000). According to Gerschel (2002), an equitable approach can be 

characterized by providing fair treatment to students with disabilities, addressing 

their individual needs, and ensuring they derive the maximum possible benefit from 

their educational experience. In addition, if equal opportunities are to be 

implemented and inclusive education is to be successful, teachers need to know their 

students and be knowledgeable about their needs (Gerschel, 2002).  

Since the main implementer of inclusive education is the teacher, the traits of 

educators are the main factor affecting the success of inclusive education (Norwich, 

1994). The European Agency for Development in Special Education (2011) stated 
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that teachers' skills, knowledge, and attitudes determine the effectiveness of inclusive 

education. Yada et al.'s (2022) meta-analysis discussed that teacher attitudes are a 

frequently researched topic because teacher attitudes affect their behavior, and 

because of the research, it was revealed that teacher attitudes have a positive 

relationship with their self-efficacy. Research examining teacher attitudes and 

efficacy towards inclusive education shows that higher attitudes and self-efficacy 

teaching strategies are closely related to successfully implementing inclusive 

practices (Campbell et al., 2003; Tschannen-Moran & Hoy, 2001). To examine these 

factors that play a major role in the success of inclusive education, this chapter 

presents a comprehensive review of the literature, focusing on three key areas: 

inclusive education, teachers’ attitudes, and the role of teacher effectiveness. 

Although significant research has examined these areas separately, a detailed 

understanding of the relationship between these factors is needed. This section aims 

to fill this gap by synthesizing existing studies.  

Inclusive Education 

To fully understand the concept of inclusive education, it is essential first to 

grasp the notion of inclusiveness. The idea of inclusiveness forms the basis of 

inclusive education as it emphasizes the removal of barriers to equal participation. 

According to Cambridge University Press (n.d.), the inclusion is "the idea that 

everyone should be able to use the same facilities, participate in the same activities, 

and enjoy the same experiences, including people with a disability or other 

disadvantage". Based on this definition, it can be said that inclusive education is the 

inclusion of individuals in education in an equal environment, not excluding them 

despite their differences. Also, Ziyaev (2022) offers information about the origins of 

the term inclusive (Latin for inclusion and attraction) while introducing the addresses 
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of inclusive education. The paper mentioned that inclusive education is for students 

with disabilities. This may be because attempts to include students with disabilities 

in education have been made since the 1700s, and these attempts may have laid the 

foundation for inclusive education (Stainback and Smith, 2005).  

Disability is circumstances that make it difficult for an individual to perform 

certain activities and interact with the world due to physical or mental impairment 

(Centers for Disease Control and Prevention [CDC], n.d.). Students with disabilities 

or suspected disabilities are evaluated in schools to determine whether they require 

special education services, and if they do, a study is conducted to determine which 

services might be beneficial. Based on an assessment of a student's disability level 

and type, it is determined whether they are eligible for inclusive education (Reschly, 

1996). However, inclusive education is not just about identifying students with 

disabilities. In inclusive education, not labeling students, the teacher's efficacy, the 

student's type of disability, the teacher's special education knowledge, the effect of 

class numbers, and tailoring the curriculum to these students are issues that need to 

be addressed meticulously (Kauffman et al., 2022). Despite the challenges associated 

with inclusive education, its persistence is largely due to its positive outcomes. 

Research shows that students with disabilities and their peers in mainstream 

classrooms have positive attitudes toward inclusive education. Furthermore, students 

with disabilities report experiencing increased motivation, educational achievement, 

and social integration in inclusive settings (Dupuis et al., 2006). According to Oh-

Young and Filler (2015), students who are more included in inclusive education are 

more successful academically and socially. Inclusive education can also have 

positive effects on students without SN. These effects include respecting differences, 

developing meaningful friendships, gaining social skills such as empathy and 



 

 

 

18 

patience, and improving their learning by benefiting from a collaborative 

environment (Roldán et al., 2021). Additionally, it should be noted that the principle 

of human rights is the fundamental justification for implementing inclusive 

education. 

The reason for discussing what inclusive education is and who it 

encompasses is that education is a basic human right for all. Inclusive education 

stands in contrast to exclusion and isolation, segregating students with SN from 

mainstream classrooms and activities can send the students the message that they do 

not have a place in that class or even in the outside world (Rohner et al., 2012; Villa 

& Thousand, 2005). That is why the value and necessity of inclusive education 

should be understood through the lens of social justice and equity. Social justice 

means ensuring equal participation in social institutions, benefiting from equal rights, 

ensuring equal distribution of materials, and supporting the rights and needs of 

individuals (Bell, 2007). Social justice shapes individuals, culture, and society 

(Connell, 2012). Therefore, it is necessary to ensure that diverse students are 

accepted in classrooms and to create an inclusive culture (Rentzi, 2024).  

In addition to social justice, equity in education must also be mentioned. 

Unlike the belief that treating everyone the same will ensure fairness, justice 

recognizes that individuals have different needs and circumstances and require 

special resources and opportunities to ensure that all students succeed. (Organisation 

for Economic Co-operation and Development [OECD], n.d.; Paul, 2019). Freire 

(1970) argues that education should serve to empower students, enabling them to 

develop their creative capacities and challenge systems of oppression rather than 

simply memorizing prescribed narratives. With this approach, education becomes a 

tool for liberation and transformative action. Similarly, inclusive education 
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emphasizes that education for free education should be the goal, creating school 

environments where differences are not a barrier. Inclusive education operationalizes 

equity by meeting learning needs through differentiated instruction, tailored 

materials, or collaborative practices (Fletcher & Artiles, 2005). Consequently, it 

ensures that education for all is not merely an ideal, but a practical reality where 

differences are embraced rather than viewed as obstacles. 

Historical Background 

Benjamin Rush proposed the idea of educating disabled individuals in the 

1700s. Following Rush, Rousseau suggested the idea that children with disabilities 

could be educated according to their own abilities and learning speed. However, an 

institute to provide this education was not established in the USA until almost 1900 

(Bhatia, 2021; Villa & Thousand, 2005). The first school for disabled individuals in 

Europe was established in France in 1760 and in Germany in 1778. Although these 

schools initially provided education to the visually and hearing impaired, gradually, 

they also began to provide education to individuals with learning disabilities (Bhatia, 

2021). There is a question mark as to how many students these schools reach and 

whether the needs of the students are met. For instance, in the USA (1900s), many 

students with disabilities were placed in regular classes because there were no quotas 

in special schools, and they were forced to leave these schools because they could 

not receive any support (Lewis & Doorlag, 1999).  

The most significant and universal developments regarding inclusive 

education emerged after the 1940s. With the Education Act of 1944, the United 

Kingdom took a notable step toward integrating general and special education. This 

act marked a significant turning point by allowing students with SN to study 

alongside their peers in regular classes (Lindsay, 2003). After the United Kingdom, 
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the United Nations established the Universal Declaration of Human Rights (UDHR) 

in 1948. UDHR has 30 articles covering the right to life, independence, forbidding 

slavery, political freedom, and rights to education and health maintenance. Article 26 

indicates that every individual has the right to education. Education should be free, 

mandatory, and accessible for everyone (Kisanji, 1999; United Nations, n.d.). In 

1954, the US Supreme Court Decision caused another landmark. An African 

American father initiated a legal action against the Board of Education on the 

grounds of racism in schools. It read that it is doubtful to expect children who are 

rejected from an educational environment to be successful in their lives. Brown v. 

Board of Education was an influential civil society movement that brought the 

United States to prominence as the first country to develop a rights-oriented 

approach to inclusive education (Bondar, 2021; Brown v. Board of Education, 1954). 

The Elementary and Secondary Education Act (ESEA) was passed in 1965. ESEA 

advocated for equal access to quality education and included plans to improve 

educational outcomes and reduce educational disparities among students (Ingen et 

al., 2018; U.S. Department of Education, 2024).  

The 1970s marked two breakthrough events for equitable and inclusive 

education. The first was the 1971 Pennsylvania Association for Retarded Citizens 

(PARC) v. Commonwealth of Pennsylvania, in which parents argued that their 

mentally retarded children were being labeled as uneducable and denied free public 

education. The court ruled against this unfair discrimination and ruled that students 

with mental disabilities could be educated in regular classrooms with students 

without SN in age-appropriate settings (Civil Rights Litigation Clearinghouse, 1971). 

Another watershed event was the passage of the Education for All Handicapped 

Children Act (EAHCA) in 1975. This law secures the educational rights of children 
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with disabilities and advocates that all children should receive education in the least 

restrictive environment appropriate to them. One of the goals of this law is to ensure 

that students with SN can receive special education services in public schools (U.S. 

Government Accountability Office [GAO], 1980). Following developments in the 

USA, an official report was prepared in the UK, under the leadership of Warnock in 

1978. The report emphasized that students with disabilities should receive education 

in normal classes, introduced the concept of Special Educational Needs (SEN), 

underlined the need for IEPs, and advocated for equal rights in schools (Warnock, 

1978). Education of the Handicapped Students Act Amendments (1986) law 

expanded the scope of special education in the US. Via this law, the importance of 

intervention at an early age was emphasized and special education programs were 

initiated, similar to the UK, IEPs were made mandatory, which allowed the spread of 

inclusive education by emphasizing that disabled children should be included in 

regular schools, the idea of social integration of disabled students was strengthened, 

and the need for training of special education personnel was emphasized (Education 

of the Handicapped Amendments, 1986).  

In 1990, the Americans with Disabilities Act (ADA) and the Individuals with 

Disabilities Education Act (IDEA) were enacted. ADA is a law designed to protect 

the rights of individuals with disabilities and regulate their participation in society. 

While also addressing the physical access of children with disabilities to schools. 

IDEA aims to ensure that inclusive educational environments are suitable for special 

education, provide early intervention for children, and promote individualized 

education (ADA National Network, 2024; Congressional Research Service, 2024). In 

1994, one of the universal documents regarding inclusive education was published. 

The Salamanca Statement and Framework for Action on Special Needs Education, a 
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conference declaration held by UNESCO in Spain, has deeply addressed the concept 

of inclusive education. It has established an international standard by touching on the 

necessity of inclusive education, the principle of respect and equality for people, the 

inclusiveness of special education, global education policies, and social awareness 

(UNESCO, 1994).  

After all these efforts to make inclusive education a right, a law focused on 

equal education and improving educational performance was also passed in 2001. 

The No Child Left Behind Act (NCLB) focused on the success of students with SN 

who were able to be included in inclusive education by supporting standardized tests, 

interventions appropriate to student performance, annual school goals, competent 

teachers, and the rights of students to transfer to school with laws (No Child Left 

Behind Act, 2001). In 2015, Every Student Succeeds Act (ESSA) replaced the 

NCLB Act. ESSA reduced federal intervention in cases of underachievement, 

expanded assessment to include measures such as classroom participation and 

progress in addition to standardized tests, focused on supporting low-performing 

schools, emphasized professional development for teachers, and sought to fully 

embrace diversity by involving families in ensuring equal opportunities in education 

(U.S. Department of Education, 2024).  

The history of inclusive education has been shaped by significant turning 

points where the right to education for individuals with disabilities was increasingly 

recognized and secured by legal regulations. From Benjamin Rush’s first suggestions 

in the 1700s to important court decisions such as Brown v. Board of Education and 

PARC cases, many developments have defended the right to equal education and led 

to legal regulations. Laws such as EAHCA adopted in 1975, IDEA and ADA in 

1990, have laid the foundations for the inclusion of students with disabilities in 
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inclusive education, and international texts have also made significant contributions 

to this process. NCLB and ESSA, adopted in 2001 and 2015, have provided 

additional steps to increase student success and have contributed to the establishment 

of a system in which inclusive education offers equal opportunities for all students. 

The law also emphasizes that the factors affecting the success of inclusive education 

are social acceptance and teacher competence. Inclusive education is still an area 

open to support and development. 

Challenges and Opportunities of Inclusive Education 

Challenges of Inclusive Education 

            Inclusive education is a fundamental human right that supports all diverse 

learners and aims to eliminate social segregation (Ainscow & Miles, 2008). It is a 

concept that brings democracy to education and benefits individuals and society. 

Inclusive settings are valuable for students with SN, families, and society because 

students with SN who are educated in regular classes with their peers develop 

cognitively, physically, emotionally, and socially. This development and education 

in regular schools prepare students with SN for their societal roles and help them 

acquire new skills (Odarich et al., 2021). Similarly, inclusive education brings 

together students with SN and students without SN, teaching children to embrace 

diversity and empathy and breaking down social barriers. Furthermore, students with 

disabilities can achieve success and self-actualize (Pradhan & Naik, 2024). However, 

despite its numerous benefits, such as promoting social justice in schools, reducing 

stigma, improving the achievement of students with SN, and enhancing social 

cohesion, there are also challenges in implementing inclusive education. This section 

will elaborate on the obstacles encountered in adopting inclusive education practices 

and discuss ways to overcome these obstacles.  
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When inclusive education is mentioned, one of the first things that comes to 

mind is the implementers of this education. Teachers are the primary executors of 

inclusive education and have a central role in establishing contact with students with 

SN. These situations where teachers feel unsupported, and incompetent pose a 

significant challenge (Ainscow & Miles, 2008). Research has shown that teachers 

often feel inadequate in terms of experience, education, and knowledge about 

disabilities and that there is insufficient collaboration. Studies also suggest that this 

sense of inadequacy leads teachers to develop negative attitudes toward inclusive 

education (Mouchritsa et al., 2022; Mudhar et al., 2024; Pov et al., 2024). 

Considering that teacher attitudes have a significant relationship with teacher 

effectiveness and success in inclusive education, the fact that these attitudes are 

negative creates an obstacle during implementation. Low self-efficacy affects 

teachers' ability to implement, collaborate, and manage effectively (Avramidis et al., 

2019; Vogiatzi et al., 2023). Considering that teacher competence impacts student 

success, factors influencing teachers' attitudes, and their efficacy should be improved 

to help students with SN reach their full potential (Guskey, 1987).  

Another problem is that the physical environment is not arranged in a way 

that is suitable for inclusive education. According to Ackah-Jnr and Danso (2019), it 

was revealed that many schools do not have an accessible physical environment and 

that students with disabilities may have difficulty performing physical activities. This 

accessibility problem is seen not only in classrooms, but also at the school entrance, 

school buildings, and offices. This situation creates an obstacle to equal educational 

opportunities, especially when considering students with physical disabilities 

(Debele, 2016). Since the inclusive education model brings students with and 

without SN together, some difficulties may arise in the classroom environment. 



 

 

 

25 

While students without SN participate more in activities, students with SN engage 

more with teachers and participate less in peer activities (Eriksson & Granlund, 

2004). Tamayo et al. (2017) suggested that the differences were attributed not only to 

students but also to regions. It was found that there were significant differences in 

integration between rural and urban schools. These differences were attributed to the 

lack of special education materials and resources, sign language interpreting services, 

and inclusive strategies in rural schools, which were discussed as negatively 

affecting students with SN.  

Schools that successfully implement inclusive education and inclusivity as a 

culture also include parents as stakeholders in their systems (Ainscow & Sandill, 

2010). However, some problems may arise in parents' approach and involvement in 

inclusive education. Wong et al. (2015) revealed in their research on parental 

involvement that parents who do not have a general understanding of disability and 

have limited knowledge about the type of disability their child has, determine their 

academic expectations based on their norms rather than their child's abilities and tend 

to take private lessons. Even if parents are aware and society supports inclusive 

education, the path to inclusive success is through legislation and funding. If the 

framework for inclusive education is not set by legislation and regulation, if the 

necessary resources are not provided, and if support is not provided to schools and 

teachers, teachers’ support for inclusion may be negatively affected (Pijl & Meijer, 

1997). 

Opportunities of Inclusive Education 

Inclusive education can have different positive effects on students with 

disabilities. One of these effects is students' social-emotional learning (SEL). SEL 

encompasses the ability to recognize and handle emotions, resolve issues, and foster 
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healthy relationships. Therefore, it focuses on cognitive, behavioral, and emotional 

components (Zins & Elias, 2007). As students learn to cope with the tangible 

challenges of daily life, they may have difficulty recognizing and managing their 

emotions. This is especially true for students with SN, who may face additional 

challenges in developing emotional skills. Integrating SEL into schools and 

providing this instruction with peers offers a beneficial approach as both a 

compensatory and interventional method (Poedubick et al., 2006). In addition to 

SEL, teaching students with and without disabilities together in inclusive classrooms 

helped students establish meaningful social relationships, increasing social inclusion 

and academic success (Pinto & Baines, 2019). Inclusive education, carefully tailored 

to needs, contributes to the social and emotional development of students, while 

encouraging confidence and peer acceptance.  Learning in an equitable and 

collaborative environment influences students in terms of cultivating significant 

connections and improving social aptitude while promoting social harmony (Council 

of Europe, 2015). According to Stavrianos and Pratt-Adams (2023), inclusive 

education improves education by offering a holistic approach. Learning 

environments adorned with differences have led to child-centered curricula and 

educational practices that are open to discovery and enhanced social awareness. 

While segregated education hinders the academic and social development of 

students with SN, educating students with different needs in the same environment 

creates an inclusive and rich learning environment (Reganick, 1995). Ekeh and 

Oladayo (2013) found that the academic achievement of students with disabilities in 

inclusive education was higher than students in non-inclusive education. This is 

supported by research showing that students with SN who are educated in more 

inclusive classrooms are more successful (Oh-Young & Filler, 2015). Similarly, 
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Hehir et al. (2016) explain the educational effect, that students with SN in inclusive 

environments may develop strong reading and math skills, increase attendance, and 

exhibit fewer disruptive behaviors than non-inclusive students. Teachers have the 

most important role in implementing and achieving inclusive education. They try to 

increase the effectiveness of inclusive education by improving their practices through 

teacher training, collaboration, and implementation techniques (Lindsay, 2007). 

Since they will need new information and practices in inclusive education, they 

develop professionally by learning new skill sets and inclusion practices 

(Vansteenkiste et al., 2020). Considering that each student's needs are different and 

unique, teachers work in a student-centered manner in inclusive education. By using 

inclusive pedagogy, teachers use needs-oriented personalized teaching techniques 

instead of comparing students with each other (Rowe et al., 2012)  

The indirect contributions of inclusive education are not limited to 

professional development; they also have economic benefits. Tompa et al. (2022) 

revealed that disabled students who have access to the necessary skills and social 

competence thanks to inclusive education contribute to the economy with jobs where 

they can use their qualifications. The state, which provides both social acceptance 

and does not spend on separate education with inclusive education, gains economic 

power by reducing discrimination. Considering the significant relationship between 

economic poverty and disability, the importance of inclusive education for 

employment can be understood (Banks et al., 2017). As a result, inclusive education 

nurtures students with disabilities in terms of academic and social-emotional 

development, while also providing them with the opportunity to be socially accepted. 

Inclusive education improves and develops not only students with disabilities, but 

also teachers, society, and the economy. Accepting these students, who are 
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considered different, into mainstream schools causes significant changes in every 

area. 

Teachers’ Attitudes Toward Inclusive Education 

Teachers' attitudes are one of the fundamental factors that determine the 

success of inclusive education. Attitudes reflect how the teachers implement and 

shape the nature of inclusive education in classrooms. According to the study of 

Kuyini and Desai (2007), attitudes toward inclusive education, knowledge, and the 

principal's expectation are the variables that build effective teaching practices. As a 

result of five different instruments applied to 128 participants, researchers found that 

attitudes and behaviors were significant for effective teaching in inclusive education. 

As a result, positive attitudes and increased awareness about inclusive education can 

be predictors of effective inclusive teaching methods. 

           Although teachers’ attitudes have been proven to be associated with the 

success of inclusive education, many teachers -who have students with SN in their 

classrooms- have negative attitudes. Hammond and Ingalls (2003) conducted two 

scales on elementary school teachers to analyze their attitudes and discuss concerns 

and successful inclusive education. The findings revealed that even though the 

schools offer inclusion programs, teachers had negative attitudes or uncertainty 

toward these programs. Elements like training, instruction time, and money/time 

contributed to teachers' unsupportiveness. It should be discussed that a system with 

negative attitudes of teachers and a lack of commitment can be successful. 

           Also, Woodcock and Woolfson (2019) analyzed Canadian teachers' 

reflections into four themes (systemic support, specialist resources, managing class 

learning, and attitudes). Although the comments were mostly negative, the most 

criticized theme was attitudes. Under this theme, teachers criticized the attitudes of 
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other teachers and reflected that some teachers did not embrace inclusion and saw 

students with SN as a barrier. Considering most children start to notice that adults act 

differently to them from their peers at about the age of eight (Ryan, 2009), Such 

negative attitudes will determine the success of inclusive education and the 

perceptions of students with SN towards themselves. 

Positive and Negative Attitudes 

Researchers have reported different findings regarding teachers' attitudes 

toward inclusive education. While one study reports that teachers welcome students 

with SN in their classroom, another researcher shows that teachers are resistant to 

inclusive education. Since the results of the studies differ according to time and 

environment researchers tried to reveal which factors influence the attitudes of 

teachers adversely and focus on several components (such as gender, year of 

experience, training, resources, and educational needs). Tuncay and Kizilaslan 

(2022) found that pre-service teachers from different departments have positive 

attitudes toward inclusion. However, the level of positivity and concern varies 

according to the demographics. While gender slightly impacts attitudes, the degree of 

interaction between teachers and students with SN is directly proportional. Besides, 

special education training and the amount of information available in disabilities are 

other factors that influence teachers' attitudes favorably and decrease concerns. The 

main reason for this can be explained by self-confidence. Training and sufficient 

knowledge about disabilities reduce the worries of pre-service teachers by providing 

skills and confidence.  

Similar results regarding positive attitudes and gender were found in the 

meta-analysis of Van Steen and Wilson (2020). Of the 62 studies conducted between 

1994 and 2019, only 47 included male teachers. When these studies are examined, it 
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is seen that male teachers have more negative attitudes than female teachers. An 

influencing factor not mentioned in the previous study that Steen and Wilson found 

is year of experience. Although it differs as regards the factors examined, and there 

are exceptions, teachers became more positive toward inclusive education over the 

years. 

The correlation between self-efficacy, gender, year of experience, and 

teachers' attitudes was the center of Yada and Savolainen's (2017) research. The 

findings revealed that teachers have a neutral attitude toward inclusion, and their 

attitudes are highly correlated with self-efficacy. Unlike the previous studies, Yada 

and Savolainen did not find any relationship between teachers’ genders and their 

attitudes toward inclusive education. Similarly, years of experience influence 

teachers adversely since they face challenges and build concern about students with 

disabilities. Analyzing pre-service teachers' attitudes toward people with disabilities 

and inclusive education separately is essential to understand these terms' relatedness. 

While student teachers have negative attitudes toward people with disabilities, they 

have solely positive attitudes toward pupils with social needs (Thaver & Lim, 2014). 

Educators have unfavorable attitudes when pupils have physical or behavioral needs 

and are diagnosed with SLD. In addition, no factors other than the amount of contact 

with people with disabilities (such as gender, age, and educational status) were 

linked with the participants' attitudes.  

It is not enough to divide teachers into those with positive and negative 

attitudes to inclusion. Parey (2021) realized this and interviewed primary and 

secondary school teachers after the attitude measurement. The researcher observed a 

similar thought pattern for primary and secondary school teachers with respect to 

their attitudes. These attributes are humanism, identification of benefits for positive 



 

 

 

31 

attitudes and school environment, and support system for negative attitudes. Parey 

(2021) found that teachers with positive attitudes believe that pupils with SEN have 

the right to learn in mainstream education to develop the same skills as their peers 

and fulfill their needs like every individual in the community. Although teachers 

with negative attitudes also believed that students with disabilities have the right to 

be part of general classrooms; they shared that these students may not adapt to the 

school environment and might be bullied by peers without disabilities. This belief 

might be related to teachers' lack of resources and collaboration needs and personal 

experiences. With school counselors' and special educators' collaboration, teachers 

might feel more competent and positive toward inclusive education. 

The Impact of Teachers’ Attitudes on Inclusive Education 

 One of the main reasons that teachers' attitudes are notable is their 

relationship with students’ behaviors. There are many reasons why it is important to 

consider teachers' attitudes toward inclusive education. Their attitudes can influence 

how inclusive education is conducted or implemented in the actual classroom. 

Several studies (Damianidou & Phtiaka, 2018; Leatherman & Niemeyer, 2005) have 

investigated positive and negative attitudes and how they influence education. It was 

revealed that behavioral motives (enthusiasm to work with students with SEN) in 

inclusion are related to teachers' beliefs, emotions, and personal norms (MacFarlane 

& Woolfson, 2013). Researchers explained that teachers who have positive attitudes 

to inclusion are involved with inclusive implementations efficiently. Conversely, Pijl 

(2010) stated that negative attitudes toward inclusive education are caused by 

faltering in taking responsibility and insufficient knowledge. These elements 

determine educators’ negative attitudes and decrease their self-efficacy by affecting 

their implementations. A study published eleven years later also supports the studies 
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mentioned. Nagase et al. (2021) discussed the teachers’ attitudes, types of efficacies, 

and Integrated Classroom Management (ICM). Among many valuable findings, it 

was intriguing that attitudes are related to ICM and educators’ beliefs toward the 

benefits of integration. Positive attitudes toward the advantages of integration help 

educators improve efficacy in classroom management and apply inclusive education.   

Monsen et al. (2014) studied the teachers and students in their classes in 

inclusive settings. According to questionnaire results of pupils, the classroom 

environment of teachers with positive attitudes is highly satisfactory and cohesive 

and causes less conflict and competition. It shows that educators' demeanors 

(regardless of how positive or negative the attitude is) impress their administrative 

skills in the class and designate the success of inclusive education. In the recently 

published research by Falla et al. (2022), how teachers' attitudes impact academic 

engagement and training were analyzed. The analysis is meaningful since 

engagement and attitudes were not frequently studied together in inclusion. 

Researchers found that teachers with positive attitudes toward students with SEN are 

more academically engaged and have inclusion training. It is also mentioned that 

since positive attitude teachers are more excited and willing to teach, it can increase 

academic engagement. 

Key Influences on Teachers' Attitudes 

            It is known that teachers' positive attitudes towards inclusive education led to 

success (Engelbrecht et al., 2015). However, their challenges can also lead to 

negative attitudes (UNESCO, 2009). When the successful implementation of 

inclusive education is directly related to teacher attitudes, the importance of 

determining the factors affecting these attitudes becomes apparent. One element 

influencing educators' attitudes is demographic variables. In the study conducted by 
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Galaterou and Antoniou (2017), it was discovered that gender, one of the 

demographic variables, was not influential, but age was an impactful factor. 

According to this study, teachers under 30 had a more positive attitude, while 

teachers over 40 had a more negative attitude. In contrast, Van Steen and Wilson's 

(2020) meta-analysis revealed that male teachers’ attitudes toward inclusive 

education are increasingly unfavorable than females. Also, pre-service teachers have 

more favorable attitudes toward inclusive education than primary school teachers. 

Koliqi and Zabeli (2022) similarly found that the attitudes of female teachers and 

teachers under 30 were more favorable, while the attitudes of teachers with less than 

15 years of working experience and those who had completed a master's degree were 

also more positive. Another study also found that years of experience were 

associated with positive attitudes, but attitudes became more negative as experience 

increased. It was also found that elementary school teachers, secondary school 

teachers, and those with the highest diploma had a more positive attitude than others 

(Charitaki et al., 2022).  

            Apart from grade level, the type of school is also essential. Special education 

teachers' attitudes are more desirable than the attitudes of primary school teachers 

(Ekşi, 2010). The region where the school is located is also seen as a factor that can 

affect teachers’ attitudes. Chepel et al. (2016) stated that rural schoolteachers held 

more positive attitudes toward inclusive education, which may be attributed to unity 

and social cohesion in rural areas. Conversely, Singh et al. (2020) and Thangam et al. 

(2024) explored those urban pre-service teachers who had the most favorable 

attitudes. The researchers attribute this to more education, seminars, and access to 

resources. Education and knowledge about disability are other key elements affecting 

inclusive education. According to Dapudong (2014), 34.6% of teachers do not have 
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any training in special education. Moreover, Loreman et al. (2007) explained that 

90% of teachers had not taken training. Previous training, experience, knowledge, 

and efficacy are highly related to educators' attitudes toward inclusive education. 

Dapudong (2014) stated that teachers' attitudes toward inclusive education vary. 

Training and state-organized education programs are needed to improve attitudes and 

knowledge.  

            Besides education, other elements related to the educational context are 

resources and collaboration. Saloviita (2022) stated that getting help from other 

teachers was an important resource need that influenced teacher attitudes. Another 

study similarly discovered that teachers viewed resources as a need for effective 

inclusive education (Vanderpuye et al., 2020). Savolainen et al. (2012) investigated 

the relationship between attitudes, collaboration, and self-efficacy. The results show 

that collaboration has a profound influence on attitudes, with successful 

collaboration being the best indicator of teachers’ self-efficacy and attitudes. Another 

research asserted that teachers who have positive attitudes have also optimistic 

attitudes toward collaboration, high self-efficacy, and favorable attitudes toward the 

school environment (Abegglen & Hessels, 2018). Damasco (2013) underlined that 

teachers' attitudes towards collaboration and self-efficacy relationship are quite 

significant for the success of inclusive education. According to the researcher, the 

reason why teacher attitudes and self-efficacy are decisive for inclusive education is 

that they determine collaboration effectiveness and the teaching atmosphere by 

creating a psychological state. In addition, it can be said that self-efficacy determines 

the success of inclusive education by affecting it in terms of classroom management, 

confidence in teaching, managing stressful events, and nurturing skills. (Huang, 

2023; Mudhar et al., 2024). 
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Efficacy of the Teachers 

Self-Efficacy 

            Zulkosky (2009) stated that the term self-efficacy was introduced by Bandura 

in 1977 in concept analysis and emerged from social learning theory. Bandura (1989) 

defined the essential traits of self-efficacy as cognitive, motivational, and effective. 

As the author suggests, behaviors are shaped by cognized goals. Individuals with 

high self-efficacy set high goals, produce creative solutions to problems, manage 

their attention, and create strategies successfully. In addition, these individuals have 

high motivation and ambitious goals they are determined to achieve. These 

individuals can also manage their emotional reactions and control stress. Maddux 

(2016) explains self-efficacy as the belief that an individual can do something. 

According to the author, self-efficacy can affect personality traits and is related to 

diligence, sociability, and emotional stability. Consistent with Bandura (1989), 

Maddux and Gosselin (2012) demonstrated the effects of self-efficacy on self-

management and well-being. Accordingly, strong self-efficacy affects individuals' 

ambitions for their goals, the effort they put into them, their willingness to deal with 

challenges, how effectively they solve problems, their reactions to stress, and their 

physical responses. 

            Bong and Hocevar (2002) explained that there are various techniques to 

measure self-efficacy. One of the measurement techniques is focused on academia. 

In this technique, students score their self-confidence in overcoming given problems 

(Schunk, 1982). Another assessment method also includes problem statements and 

indicates to what extent the individual will perform successfully in these situations 

(Shell et al., 1995). A further evaluation approach is to examine how effectively you 

operate in an area without focusing on a specific problem (Pintrich & De Groot, 
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1990). However, at the core of all these techniques is Bandura's (2006) scale, in 

which participants are assessed by answering yes or no to a question about their 

ability to perform determined tasks. In summary, self-efficacy, which has its roots in 

Bandura's social learning theory, serves as a fundamental construct for understanding 

teachers' beliefs about their own abilities and has important effects on their 

motivation, classroom behavior, and professional effectiveness. 

Teacher Efficacy  

            Teacher efficacy is the belief that teachers can structure and implement 

course content in a way that will produce the desired results. The roots of this term 

lie in psychology and Bandura's (1978) self-efficacy (Tschannen-Moran et al., 1998). 

In addition, in the 1970s, the RAND organization conducted a study analyzing the 

success of reading programs and found that teacher efficacy significantly impacted 

scores. Another study by the organization found that teacher efficacy was related to 

student achievement and achievement of set project goals (Berman et al., 1977). 

Hebert et al. (1998) states that teacher efficacy is often confused with teacher 

effectiveness, but teacher efficacy is a concept in which beliefs about teacher 

efficacy affect teaching effectiveness.  

            Teacher efficacy is usually measured as a Likert-type self-report. Scale items 

address teaching tasks and situations. Although teacher efficacy is viewed as a 

continuous variable, teachers are often classified into two groups: those with 

"positive or high" and those with "low or less" teacher efficacy (Wheatley, 2005). 

Tschannen-Moran and Hoy (2001) presented three studies that provided 24- and 12-

item forms measuring teacher efficacy and teaching strategies, classroom 

organization efficacy, and student participation factors. They noted that the teacher 

efficacy scale needed more research. Duffin et al. (2012) evaluated the internal 
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construct validity of Tschannen-Moran and Hoy's (2001) Teachers' Sense of Self-

Efficacy Scale (TSES). The researchers constructed a one-factor and a three-factor 

competition model to determine whether teacher effectiveness was a single- or 

multidimensional concept. Their findings suggested that the single-factor model fit 

better and that preservice teachers did not discriminate among the different 

dimensions of teaching measured by the TSES. Ho and Hau (2004) examined teacher 

efficacy from a cultural perspective and examined Australian and Chinese teachers' 

efficacy in practice, regulation, guidance, and perceptions of external influences. The 

study found that cultural factors affect teacher efficacy. Martin and Sass (2010) say 

that teacher efficacy can be affected by the individual and the environment. 

Similarly, teachers' behavior and instructional management approaches can also be 

differentiated depending on the situation and context. The Behavior and Instructional 

Management Scale (BIMS) used in the study, developed to assess teachers' beliefs 

about classroom control, is indirectly related to teacher efficacy. Besides that, 

Tschannen-Moran and Barr (2004) found a positive relationship between collective 

teacher efficacy and the success of students. Pupils' math, writing, and English test 

results are affected by the teacher's efficacy and students' socioeconomic status 

(SES). Teacher efficacy emerges as a dynamic construct influenced by individual 

and environmental factors. It has a crucial role in shaping teaching effectiveness, 

classroom management, and student achievement. Investigating how teacher efficacy 

develops and identifying strategies to improve it can contribute significantly to both 

teacher development and the success of education. 

The Effect of Efficacy on Inclusive Education 

            According to Ainscow et al. (2011), the factors affecting inclusive education 

and equitable school environments are not the students but the different factors in the 
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education system. Instead of students with disabilities being adapted to the 

mainstream classroom environment, the learning environment and teaching strategies 

should be tailored to students with SN. UNESCO (2009) stated that inclusive 

education can only be constructed if regular classes embrace inclusiveness. 

Moreover, Parveen and Qounsar (2018) presented the failure to create an inclusive 

environment, insufficient resources, teacher efficacy, and public perception of 

disability as some of the elements that hinder the success of inclusive education. 

Considering this information, inclusive education is implemented by teachers 

according to student needs.  

            Teachers with high efficacy (confident in their ability to teach and feel 

confident in managing classroom dynamics) are more likely to have positive 

attitudes toward integrating modern teaching approaches such as mastery learning. 

Fundamentally, there is a strong relationship between teachers’ self-efficacy and 

their openness to implementing teaching innovations (Guskey, 1988). A study 

examining student success and teacher efficacy in an adolescent literacy program in 

the United States revealed that teacher efficacy plays a significant role in student 

reading performance (Cantrell et al., 2013). Consistent with Kiel et al. (2020), they 

found that self-efficacy should be acknowledged as it affects the implementation of 

inclusion through adapting teaching instructions to different needs, learning 

approaches, student achievement, collaboration, and developing an inclusive school 

environment. Sharma (2011) stated that teacher education programs at universities 

do not teach adequate skillsets to work with students with diverse needs and do not 

adequately prepare teachers for inclusive education implementations. Skills that 

teachers need to teach effectively in inclusive classes are specialized knowledge, 

collaboration, classroom control, planning goals, resource coordination, teaching 
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methods, and personalized instruction (Das et al., 2013). Teachers who do not have 

these skills may have low self-efficacy, have difficulty implementing inclusive 

education practices, and may negatively affect the success of inclusive education.  

The Relationship Between Teachers’ Attitudes Toward Inclusive Education and 

Efficacy 

            Many studies in the literature have investigated the relationship between 

teachers' attitudes toward inclusive education and teacher efficacy and found a 

positive relationship (San Martin et al., 2021; Savolainen et al., 2022; Werner et al., 

2021). Desombre et al. (2019) found that French teachers with less favorable 

attitudes toward inclusive education have lower self-efficacy. Similarly, a study 

conducted in Indonesia found a positive relationship between teachers' attitudes and 

self-efficacy in an inclusive environment (Meidrina et al., 2017). In their research 

conducted in Egypt, Emam and Mohamed (2011) uncovered that pre-school and 

primary school teachers' attitudes towards inclusive education determine their self-

efficacy. While Alnahdi and Schwab (2021) demonstrated the relationship between 

teacher attitude and self-efficacy in their study on Saudi Arabian teachers, they also 

reported that the attitudes of teachers who have a disabled relative are more 

optimistic. Weber and Greiner (2019) discovered that in addition to the relationship 

between positive teacher attitudes and high self-efficacy, teaching practices in the 

first inclusive education were positive. It was also reported that these experiences 

were more influential in terms of self-efficacy and that teacher attitudes were less 

affected.  

            A study by Sokal and Sharma (2014) on Canadian teachers’ concerns, self-

efficacy, and attitudes toward inclusive teaching found positive relationships 

between these factors. However, the researchers discouraged concluding cause and 
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effect, such as whether self-efficacy influences attitudes. The researchers suggested 

that longitudinal studies are needed to gain a clearer understanding of how self-

efficacy is linked to attitudes. In addition, teacher attitudes and self-efficacy during 

inclusive education may be influenced by several factors, such as frequent and 

challenging experiences with students with disabilities, the school's focus on 

performance rather than process, and the type of disability (Hutzler et al., 2019). 

Alongside these influential factors, social support also plays a critical role in shaping 

teachers' attitudes and self-efficacy. Elwakil (2024), in his research conducted in 

Egypt, found that social support significantly impacts teacher attitudes and efficacy, 

ultimately affecting the overall effectiveness of inclusive education. 
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CHAPTER 3: METHOD 

Introduction 

As the number of students with SN increases, the implementation of inclusive 

education has become more widespread, reflecting this growing demand for 

inclusivity (Cakiroglu & Melekoglu, 2014; Hornby 2014). However, this raises an 

important question: Is simply including students with SN in mainstream classrooms 

sufficient for achieving successful inclusive education? While inclusive practices 

have been expanded in the Turkish context, their effectiveness has not been 

thoroughly investigated. Given the increasing significance of inclusion, it is essential 

to determine whether teachers demonstrate the confidence and competence necessary 

to implement inclusive practices effectively (Cologon et al., 2011; Mudhar et al., 

2024). Therefore, to advance inclusive education and ensure its success, we need to 

understand the dynamics of teachers' attitudes toward inclusive education and their 

self-efficacy. Although previous studies in Türkiye have explored teachers' attitudes 

toward inclusive education and their efficacy, none have integrated existing research 

to establish a holistic understanding of how these factors interact.  

The purpose of this chapter is to describe the methodology used to conduct 

systematic literature review. It begins with research design and its relationship to the 

study's objectives. The research context is then described, followed by the 

description of the sample and selection criteria. Data collection methods and the 

search strategy are explained in detail. Finally, data analysis procedures are 

discussed, along with the validity and reliability of the study.  
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Research Design 

The research method used in this study was a systematic literature review. 

This is a method of discovering, assessing, and integrating all the research conducted 

on the subject under investigation (Kitchenham & Chartes, 2007). This approach 

allows for a meticulous and rigorous examination of a theme, with a focus on 

specific criteria that can uncover factors that may have been overlooked. In doing so, 

it provides both the researcher and the reader with an in-depth perspective on the 

subject. According to Ghajarzadeh and Fitzgerald (2024), a systematic review has 

several positive aspects. With this research method, accuracy increases as large 

samples are reached, objectivity is ensured as different authors and different articles 

are studied, opposing ideas become clear, and gaps in the literature are discovered. 

Through this process, a systematic review not only provides a comprehensive 

assessment of the existing body of knowledge but also reveals existing gaps and 

contradictions in literature. Therefore, by examining these gaps, assessing the effects 

of relevant factors, identifying inconsistencies, and guiding future research, it has 

proven to be a highly suitable research method. 

In this systematic literature review, qualitative content analysis can be used. 

This methodological approach has a balanced position between qualitative and 

quantitative analysis. It includes steps of both types of analysis and is a mixed 

method (Mayring, 2022). In analyses performed with qualitative content analysis, 

quantitative data (such as category frequencies) can also be analyzed, and these data 

can be included in the coding and interpretation process. To better understand the 

systematic review and the steps followed in the research, we can examine the widely 

cited article by Khan et al. (2003). The researchers argued that the systematic review 

application is implemented in five steps. The steps can be seen in Figure 1. 
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Figure 1  

Five Steps to Conducting a Systematic Review  

 

Note. From “Five steps to conducting a systematic review,” by K. S. Khan, R. Kunz, 

J. Kleijnen and G. Antes, 2003, Journal of the Royal Society of Medicine, 96(3), 118-

121 https://doi.org/10.1177/014107680309600304. 2003 by SAGE Publications 

According to the authors (Khan et al., 2003), the first step in conducting a 

systematic review is to define the problem. The problem selected should be specific, 

clear, and understandable. In this way, research details and determination of the 

delay are provided. If new information or needs emerge during the research process 

(only when necessary), this framework can be relaxed as needed. Changes should be 

made if a new diagnosis is needed in the sample, research design, or results. The 

second step is to identify the relevant studies. Access should be provided to a wide 

range of sources, the research should proceed following the questions and criteria 

established at the outset, and the selection process should be comprehensive, 

systematic, and transparent. 

The third step is to examine the standard, quality, and effectiveness of the 

studies accessed. Studies that do not meet the questions and criteria determined at the 

beginning of the research should be eliminated. The quality of the selected studies 

1.Framing 
the Question

2.Identifying 
Relevant 
Publications

3.Assessing 
Study 
Quality

4.Summarizi
ng the 
Evidence

5.Interpreting 
the Findings
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and their suitability for the systematic review process should be carefully evaluated, 

and the validity and reliability levels of the inferences obtained should be analyzed. 

The fourth step is to present the main findings. At this stage, the data should be 

organized with tables, research differences should be examined, preliminary research 

should be done to understand the reasons for these differences, and when many 

research articles are examined together, such as a systematic review, their effects on 

subgroups should be noticed. The fifth and last step is to analyze the results. In the 

final stage, the first four steps should be checked, and publication bias should be 

investigated to ensure objectivity. The source of differences between studies should 

be found and their strengths should be used when making recommendations. 

Sample 

The sample of this study consists of articles that focus on the relationship 

between teachers’ attitudes toward inclusion and their self-efficacy. To identify 

relevant studies, a search was conducted using specific keywords in the Web of 

Science and Scopus databases. These keywords were “teacher attitudes,” “inclusion,” 

“inclusive education,” “self-efficacy,” “teacher efficacy,” “demographic factors,” 

“special education,” “educational context,” and related terms. The selection of 

studies for this systematic review is limited to studies published in the last decade 

(January 2014 and November 2024). This period was chosen for several 

methodological and theoretical reasons. The aim was to examine research conducted 

in an educational policy and pedagogical environment that is relatively consistent 

with inclusive education policies, the United Nations Sustainable Development 

Goals, national education reforms, and the prominence of equity in education 

(Bokova, 2017; Howard, 2024). In addition, the most frequently used realistic and 

valid measurement tools for teacher attitudes and their efficacy (e.g., SACIE-R, 
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MATIES, TAIS) have been created and widely used in the last fifteen years (Ewing, 

et al., 2018). Since a broader time, frame may use different conceptualizations of 

teacher attitudes and their efficacy and considering the proper management of 

limited time and resources, studies published in the last decade were selected, and 

the literature was comprehensively reviewed methodologically. In addition to the 

limited time, the search was limited to studies published in English, and articles 

published in peer-reviewed journals were selected to maintain the quality and 

reliability of the findings. At the start of the search, a total number of 162 scholarly 

articles from Scopus, and 206 articles from the Web of Science database were found 

using the designated search string in November 2024.  

Additionally, certain exclusion criteria were applied in this study. Articles 

addressing populations other than teachers, such as students (other than Educational 

Science), nurses and parents, were excluded. Studies addressing topics outside the 

scope of inclusive education, teachers’ attitudes and their efficacy, such as studies 

addressing self-efficacy without addressing inclusive education or attitudes were not 

considered. In addition, research contexts outside formal education settings, such as 

community programs or informal learning environments, were excluded. Finally, 

studies not included in the inclusion criteria, such as conference proceedings and 

book chapters, were eliminated during the screening process. After removing the 

research articles that did not meet the research criteria and duplicated research 

articles, a total of 95 articles remained to be reviewed. 

Instrumentation 

This study used a Microsoft Excel spreadsheet to systematically organize and 

analyze the articles selected within the inclusion criteria. The spreadsheet served as a 

tool to classify and document relevant features of the articles and provided an 
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efficient approach to the systematic literature review. The spreadsheet is organized 

according to specific headings to classify the articles. The following headings are 

included in the article: title, publication year, country of study, author(s), journal 

name, research methodology, data collection tools, sample characteristics, general 

results of the study, attitude results (positive, neutral or negative), efficacy results 

(efficacy type, high or low efficacy, influential factors). Demographic characteristics, 

experience, knowledge, resources are categories added to answer the research 

questions. This spreadsheet provides transparent, consistent, and systematic data 

collection and analysis about teachers' attitudes toward inclusive education and their 

levels of self-efficacy. 

Method of Data Collection 

In this study, 95 articles were selected according to predefined keywords and 

inclusion/exclusion criteria. The articles were obtained through a comprehensive 

search of Web of Science and Scopus databases since they cover peer-reviewed 

academic literature. To ensure the inclusion of current research on teachers' attitudes 

and their efficacy in inclusive education, the search was limited to articles published 

between January 2014 and November 2024. The initial search was conducted on 

November 12, 2024, of the 368 articles accessed, 95 were found to meet the research 

criteria. 

Following the initial research, the researcher refined the selection process by 

focusing on studies that specifically addressed the evolution of teachers’ attitudes 

towards inclusive education and their efficacy over the last decade and the 

demographic, occupational, and contextual factors that influence these attitudes and 

efficacy levels. A systematic search was conducted using keywords appropriate to 

the research questions; “teachers’ attitudes towards inclusive education”, “self-
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efficacy”, “teacher efficacy”, “professional development”, “training in inclusive 

education”, “knowledge of special education”, “prior experiences with disabilities”, 

“resources and support for inclusive education” and “demographic influences on 

teacher attitudes”. These keywords were used to identify relevant studies in the titles, 

abstracts, and keyword sections of the retrieved articles.  

As shown in Figure 2, 288 articles remained after removing the duplicate 

articles. The duplicate studies were removed using a reference management tool to 

ensure methodological rigor. Titles and abstracts of the remaining articles were 

systematically screened to assess their relevance to the research objectives. 

Articles were reviewed according to predefined inclusion and exclusion criteria, 

ensuring that selected studies: were published in peer-reviewed journals, were 

written in English, examined teacher attitudes and their efficacy related to inclusive 

education, used quantitative, qualitative, or mixed-methods approaches, and 

presented empirical findings rather than theoretical discussions or literature reviews. 

Articles were excluded if they only explored student perspectives, discussed general 

education attitudes without a clear link to inclusivity, or were conference 

proceedings, book chapters, or theses. To examine the selected articles in detail, a 

Microsoft Excel spreadsheet was created and categorized according to the following 

headings: article title, publication year, authors, country of the study, journal name, 

research type, data collection tools, sample characteristics (e.g., sample size, 

demographic data, grade level), general results, attitude results, efficacy results, 

highlights of the research. Demographic and methodological characteristics of the 

selected articles were assessed and presented in tables for easy reference in Chapter 

4. These tables provide a summary of the basic characteristics, frequency, and 

distribution of systematically reviewed articles. As part of the final analysis, the 
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results and discussion sections of each article were evaluated according to the 

research questions, summarized in a spreadsheet, and analyzed.  

Figure 2  

Research Article Selection Procedure

 

 

Methods of Data Analysis 

Data analysis of this systematic literature review was conducted through 

qualitative content analysis. Mayring (2022) states that the deductive category 

assignment method is used when a study is conducted with pre-determined 
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theoretical themes and research questions and explains how it is used in content 

analysis. According to Mayring (2022), the data analysis process includes the stages 

of determining initial codes by reading the entire text, revising the categories and 

coding instructions, reprocessing the data if necessary, and determining the final 

categories. Finally, analysis is made and interpreted based on category frequencies 

and relationships. 

Zhang and Wildemuth (2009) say that in the deductive approach since there 

are structural existing categories, a list is started. These categories should be as 

homogeneous as possible. They also state that the same categories are followed in 

the details. Hsieh and Shannon (2005) suggest that the qualitative content analysis 

steps involve reading the text and highlighting sections of the text that appear to 

relate to predetermined codes from previous theories or research findings. These 

highlighted sections are then coded with the (predetermined) codes. During the 

analysis process, the researcher should return to the text and reanalyze after the 

initial coding. The data collected in the previous steps were evaluated and analyzed 

considering the research questions. The data analysis process included the stages of 

determining initial codes by reading the entire text and revising the categories. In the 

analysis and interpretation part of the systematic literature review, the categories and 

findings defined are thought through in depth. Critical analysis is made on the 

boundaries of the categories. The findings are related both within themselves and to 

different cases. Finally, the findings are reconciled with the literature, and their 

relationships with existing studies are revealed. 

Validity and Reliability 

           To ensure the validity and reliability of this research, several strategies were 

employed. Since the systematic literature review aims to eliminate studies according 
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to inclusion criteria and create a framework with the results of these studies, validity 

and reliability are two significant aspects of the study (Shaheen et al., 2023).  To 

enhance validity, multiple strategies are implemented. Construct validity was 

ensured by accessing articles published in peer-reviewed journals using widely 

recognized, respected, and reliable databases such as Web of Science and Scopus. 

Secondly, inclusion/exclusion criteria and coding were defined to ensure 

repeatability. Thus, the selection and analysis processes were guaranteed to be 

repeatable in future studies. Finally, triangulation was applied by including multiple 

perspectives and theoretical frameworks in analyzing the selected studies. Data 

triangulation was performed by researching the same topic in different databases, 

investigator triangulation was performed by sharing selected articles with another 

researcher, and independent coding was performed (Gough et al., 2017). 

To strengthen reliability, various techniques were conducted. Collier and 

Mahoney’s (1996) technique highlight detailed inclusion and exclusion criteria 

which are used during the elimination of the articles. Another strategy is inter-coding 

or cross-checking. This method was chosen to confirm that the coding process 

accurately reflected the themes within the research articles. A second researcher, a 

teacher and master's student in psychological counseling, was engaged to 

independently analyze a subset of the articles using the same coding framework. This 

researcher was instructed to follow the coding manual developed for the review to 

ensure consistency in the analysis. 

           As suggested by Miles and Huberman (1994) reliability was measured by 

calculating the percentage of agreement between two coders. A random sample of 

10% of the articles was selected for cross-checking. Intercoder reliability was found 

to be 90%. This result indicated a high level of consistency between coders. 
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Inconsistencies in coding were discussed to ensure that the final coding reflected the 

most accurate interpretation of the data. 
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CHAPTER 4: RESULTS 

Introduction  

This chapter aims to provide answers to the research questions stated in the 

previous chapters by discussing the characteristics, findings and key elements of the 

study in more detail. In order to shed light on the research, questions identified in the 

previous sections, the results of the review of the studies are discussed in detail. In 

addition, the possible effects of these findings on inclusive education practices and 

teachers’ professional development will be discussed. The section aims to evaluate 

the meaning and significance of the data obtained within a broader educational 

framework. 

Findings of the Study 

This section presents 95 studies that meet the criteria and are 

demographically classified into categories (See Appendix B). The studies are 

organized according to the title of the article, year of publication, country of research 

took place, author(s), journal name, research methods, data collection tools, sample 

characteristics, general results, attitude results and efficacy results. To provide 

answers to the research questions, the relationship between behavioral attitudes and 

efficacy, the role of attitudes, and educational context will be discussed. In addition, 

independent proposals will remain under the leadership of the proposals to provide 

answers to the last research question. 
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Demographic and Methodological Characteristics of the Study Samples on 

Teachers' Attitudes Toward Inclusive Education and Their Efficacy 

Year of the Publications 

Table 1 and Figure 3 show the distribution of research articles by year. The 

selected time period for the research criterion is between January 2014 and 

November 2024. 

Table 1  

Number of Research Articles by Years 

Years f 

2024 25 

2023 15 

2022 13 

2021 6 

2020 11 

2019 8 

2018 6 

2017 1 

2016 4 

2015 4 

2014 2 
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Figure 3 

Yearly Distribution of Research Articles 

 

 

Table 1 and Figure 3 shows that most research was conducted in 2024 (n= 

25). The second highest number of research belongs to 2023 (n= 15). Considering 

this situation, it can be said that there has been an increase in the studies in the field 

of teachers' attitudes and efficacy in the last two years. However, it should also be 

taken into account that the fourth highest amount of research was conducted in 2020 

(n= 11) and that the research did not show a regular increase by the year. The reason 

for this may be that although teacher attitudes towards inclusive education have been 

investigated, efficacy has not been studied together. 

Geographical Distribution of Studies 

Figure 4  and Table 2 show the number of articles published by region as 

classified by the United Nations. 
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Figure 4 

Distributions of Articles by Region 

 

Figure 4 shows the distribution of articles examined in the systematic review 

by region. According to the data, 46.2% of the articles were published in Europe, 

19.8% in Asia, 10.4% in North America, 7.5% in Oceania, 6.6% in Africa, 6.6% in 

West Asia, and 2.8% in Latin America. This distribution shows that certain regions 

are more represented in academic literature. Table 2 lists the five countries that have 

published the most research on teachers' attitudes and their efficacy towards 

inclusive education, based on the studies included in this research. 

Table 2  

The Five Leading Countries in Published Studies 

Country f 

Germany 14 

China/ Hong Kong 8 

Australia 7 

Canada 6 

Finland 6 

 

46%

7%3%
7%

10%

7%

20%

Europe Oceania

Latin America and Caribbean Western Asia

North America Africa

Asia



 

 

 

56 

The studies included in this systematic literature review represent a variety of 

countries across many regions. A total of 39 countries from around the world were 

included in the study. In Africa, three studies were conducted in Ghana, while 

additional studies were conducted in Kenya, South Africa, Egypt, and Zimbabwe 

(one each). In Asia, China contributed the most articles (8), followed by Japan (5), 

Pakistan (3), Indonesia, Bangladesh, the Philippines, Thailand, and Korea (one each). 

Europe was the most represented region, with Germany producing the largest 

number of studies (14). Other European countries included Finland (6), Greece (4), 

Switzerland (3), Spain (3), Kosovo (3), the United Kingdom (2), Italy (2), France (2), 

Portugal (2), Austria (2), Norway (1), Romania (1), Bulgaria (1), Belgium (1), and 

Sweden (1). Australia contributed seven studies in Oceania, while the Solomon 

Islands contributed one study. In Latin America and the Caribbean, Chile (2) and 

Trinidad and Tobago (1) were represented. In Western Asia, which includes Türkiye, 

four studies originated in Saudi Arabia, two in Israel, and one in Türkiye. Finally, in 

North America, six studies were conducted in Canada and five in the United States. 

The total number of articles here is 106. The reason for this is that 12 of the articles 

are cross-national articles. 

Research Methodologies 

Table 3 shows the research methodologies used in the research articles. These 

are classified as quantitative, mixed, and qualitative. 

Table 3  

Research Methodologies of the Research Articles 

Methods f 

Qualitative 1 

Mixed 5 
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Methods f 

Quantitative 89 

 

Table 3 indicates that the most preferred employed research methodologies 

were quantitative, mixed, and qualitative, respectively. Each research article 

explicitly identified the methodology utilized.  

Data Collection Instruments 

Table 4 shows the data collection instruments used in research articles. These 

are classified as questionnaires, scales, surveys, tests, and interview, self-report. 

Table 4 

Instruments Distributions of the Research Articles 

Methods f 

Scales 92 

Questionnaires 20 

Surveys 7 

Interview 5 

Inventory, self-report, tests, 6 

 

Scale design type was used in ninety-two articles and was the most chosen 

research type. Seventy-six different scale types were used in these articles. Some of 

the scales were developed by the authors for the research. Scales were also used in 

the studies to examine different factors (such as intentions, concerns, perspectives, 

and interaction with the disabled) as well as teacher attitudes and their efficacy. 

Questionnaires (n= 20) were the second most preferred data collection tool. 

Questionnaires (n=6) were used in both quantitative and mixed-method studies. 
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Interviews (n= 5) were used in one qualitative and four quantitative studies. While 

they were used to collect quantitative data in four studies, they were used to collect 

qualitative data in two studies. The last data collection group included the titles 

inventory, tests, and self-report. In all research articles, data were collected using 

three inventories, two tests, and one self-report. In some studies, more than one 

measurement tool was used. Cases where scales and questionnaires were used 

together were noteworthy. Therefore, the total number of measurement tools used 

was greater than the number of studies examined. 

Table 5 

Distribution of the Most Frequently Used Scales in Research Articles 

Scales f 

TEIP 39 

TSES 18 

AIS 14 

SACIE-R 12 

CIES 12 

 

Table 5 shows the five most frequently used scales in research articles. A 

total of 69 scales were used in the 95 research articles evaluated within the scope of 

the systematic literature review, and the five most preferred scales are discussed 

below. 

The Teacher Efficacy for Inclusive Practices (TEIP) Scale was developed by 

Sharma, Loreman, and Forlin (2012) and measures teachers' efficacy in using 

inclusive education practices, managing student behavior, and collaborating. The 

reliability of the scale is high, and the Cronbach Alpha value is reported as .85. The 
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Teacher Sense of Self-Efficacy Scale (TSES) was developed by Tschannen-Moran 

and Hoy (2001). Unlike the TEIP scale, it also assesses the dimension of student 

participation. In the articles reviewed, this scale was used 18 times, and its internal 

consistency coefficient was found to be above .90. 

Sharma and Jacobs (2016) developed Attitudes to Inclusion Scale (AIS) in 

2001, which was revised in 2016. According to the research findings, it is one of the 

most widely used scales for measuring teachers' attitudes towards inclusive 

education. The Cronbach Alpha value was reported as .82. The Sentiments, 

Attitudes, and Concerns about Inclusive Education-Revised (SACIE-R) Scale was 

developed by Forlin, Earle, Loreman, and Sharma (2011). Unlike other scales, it 

addresses both attitudes and concerns. This scale has been used 12 times in articles, 

and Cronbach's alpha value is reported as .78. Finally, the Concerns about Inclusive 

Education Scale (CIES) was adapted by Sharma and Desai (2002) and assesses 

teachers' concerns about inclusive education practices. The CIES has also been used 

in 12 studies, and its reliability coefficient is reported as around .80. However, these 

scales have been applied in different geographical contexts. For example, the TEIP 

and SACIE-R scales have been applied in countries with different educational 

systems and cultures, such as Germany, Australia, and the Philippines. This makes it 

difficult to answer whether the scales work in the same way. 

The Sample of the Study 

The sample characteristics of the study consist of three categories. These are 

pre-service teachers, in-service teachers, and pre-service and in-service teachers. The 

reason for dividing the articles into these categories may be that they aim to examine 

the effects of teacher education, experience, and school environment on attitudes and 

efficacy. 
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Table 6 

Sample Type Distribution of the Research Articles 

Sample f 

Pre-service teachers 24 

In-service teachers 63 

Pre-service and in-service teachers 8 

 

As presented in Table 6, twenty-four research articles included pre-service 

teachers as participants. These participants were bachelor’s degree candidates 

selected from the Department of Education. Five studies focused on master’s degree 

candidates. In-service teachers comprised the sample in sixty-two studies. 

Additionally, ten studies included both pre-service and in-service teachers. 

Participants’ Specializations and Grade Level They Taught 

Research articles predominantly provided information on the sample's grade 

level and working area rather than specifying the teachers' subject areas. Solely one 

study indicated that the teachers were employed at the university level. Fifteen 

studies did not specify the sample's grade level or field of study (n = 4 pre-service 

teachers, n = 9 in-service teachers, n = 2 pre-service and in-service teachers). Among 

these, five articles did not provide information on either subject area or grade level 

but stated that the participants were mainstream education teachers working in K-12 

settings.  

Based on the available data (n = 10 unspecified grade level, n = 1 higher 

education), it can be inferred that 84 teachers were engaged in K-12 grade levels. 

Furthermore, some of the 95 studies (n = 20) focused on teachers working in a single 
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field, whereas the majority (n = 75) collected data from teachers working across 

multiple fields.  

Table 7 

Distribution of Teachers by Their Specialization and Grade Level Taught 

Grade Level Taught/ Specializations f 

Pre-service Teachers  

Early Childhood 8 

Primary 7 

Elementary 5 

Middle/Secondary 5 

High-School 1 

Higher Education none 

Physical Education 3 

Special Education 7 

                        STEM 6 

                        Art and Music 4 

Social Science 2 

Language (English, 

German) 

2 

Vocational School 3 

Unspecified (Department 

of Education students) 

6 

In-service Teachers  

Early Childhood 7 

Primary 37 
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Grade Level Taught/ Specializations f 

Elementary 10 

Middle/Secondary 27 

High-School 9 

Higher Education 1 

                         Physical Education 1 

Special Education 20 

STEM 3 

Art and Music 4 

Social Science 2 

Language (English, 

German) 

2 

Vocational School 3 

Unspecified (Department of 

Education students) 

11 

 

Figure 5 

Representation of Teacher Specializations and Grade Level They Taught 
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In-service primary school teachers participated in the research the most, as 

shown in Table 7 and Figure 5. This is followed by in-service middle/secondary 

school teachers. The reason why middle and secondary school teachers are 

considered together is because middle schools are generally considered secondary or 

low secondary in studies conducted in Europe. The third highest sample belongs to 

in-service special education teachers. It is important to note that the sample of studies 

that included both pre-service and in-service teachers (n=10) was evaluated in both 

groups. In many studies, teacher samples include individuals who teach at more than 

one grade level and subject area. Therefore, the total distribution of teachers by grade 

level and subject area exceeds the number of included articles. Each teacher sample 

was categorized under the relevant grade level they taught and specialization, leading 

to this discrepancy between the total number and the number of studies. 

Sample Sizes 

The sample sizes of the research articles are presented in Table 8. 

Table 8 

Sample Sizes Distribution of the Research Articles 

Sample Size F 

Less than 200 34 

201–400 21 

401–600 16 

601–1000 11 

1001–2000 10 

2001-3000 2 

3001 and more 1 
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The sample sizes of the studies vary between 8-4567. The most preferred 

sample size was 8-200 with 35%. One qualitative research and three of the five 

mixed research types selected this sample size. The second most preferred was the 

201-400 sample range with 22.11%. The highest sample size, 4567, is the only study 

in the range 3001-4567. This is a quantitative study of primary school teachers in 

Finland. 

Teachers’ Attitudes Toward Inclusive Education and Their Efficacy 

In this section, the results of the research articles are analyzed with a focus on 

teachers' attitudes toward inclusive education and their efficacy. Specifically, the 

findings are categorized into key themes, with an emphasis on the prominent results 

and factors influencing teachers' attitudes and efficacy in inclusive education settings 

Teachers’ Attitudes Toward Inclusive Education 

General Trends in Attitudes Toward Inclusive Education 

Teachers' attitudes toward inclusive education were analyzed in 95 research 

articles. In most studies, attitudes were stated as positive, negative, and neutral. 

When the studies are reviewed in general, it is seen that teachers' attitudes are mostly 

neutral and slightly positive (Avramidis et al., 2019; Alnahdi & Schwab, 2021; 

Carvalho et al., 2024; Sahli Lozano et al., 2024). As revealed by Savolainen et al. 

(2022), there has been no significant change in teacher attitudes over the years. For 

this reason, a significant difference was sought by comparing the countries where the 

research was conducted and the attitudes of teachers toward inclusive education. For 

this reason, in the first stage, the results of fifteen research articles collecting data 

from two countries were considered.  

Miesera and Gebhardt (2018) collected data from universities in Germany 

and Canada to examine the attitudes of vocational pre-service teachers. The results of 
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the research showed that Canadian pre-service teachers' attitudes toward inclusion 

were slightly more positive than the German group. However, Saade et al. (2024) 

collected data from universities in Canada and the United States and examined the 

attitudes of pre-service teachers, revealing that United States pre-service teachers had 

more positive attitudes. Another study with pre-service students found that Canadian 

student teachers were more negative than Australian student teachers about including 

students with disabilities in mainstream classrooms (Sharma & Sokal, 2015). In the 

Australian context, there are another research. This time, in the research conducted 

with secondary in-service teachers, the attitudes of Australian prospective teachers 

towards inclusive education were found to be more favorable than those of Swiss 

teachers. In contrast, Sharma et al.'s (2018) study with Australian and Italian K-12 

in-service teachers revealed that Italian teachers had more positive attitudes. A new 

study conducted in 2024 took in-service teachers working at various grade levels 

from Italy and Switzerland as samples and found that attitudes were quite high in 

both countries; however, Italian teachers had higher attitudes and beliefs about 

inclusion (Sahli Lozano et al., 2024).  

Japan also emerged as a focal point in examining cross-cultural differences in 

teacher attitudes toward inclusive education. Japanese in-service teachers were 

compared with teachers from three other countries. The first comparison with Korean 

in-service teachers revealed that both countries' teachers were slightly above the 

midpoint. In the second comparison, Finnish in-service teachers were included; 

however, this study primarily explored factors influencing attitudes, leaving the 

results inconclusive. The last study compared the attitudes of Saudi Arabians and 

Japanese teachers and found that they were slightly above the midpoint, parallel to 

the first result (Song, 2016; Yada & Alnahdi, 2024; Yada et al., 2018). 
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Cultural context shapes teacher attitudes and the implementation of inclusive 

education. Educational policies, teacher education curricula, and societal 

expectations can culturally influence education. However, various factors affect 

teacher attitudes and are discussed more than the cultural context in research articles. 

These factors are demographic characteristics (gender, age, level of education), 

teachers' fields of work, years of teaching experience, prior experience and 

interaction with disabled individuals, special education training and knowledge, and 

resource and support. The factors affecting teacher attitudes will be discussed in 

depth in the next subheading. 

The Role of Demographic Characteristics  

The factors affecting teachers' attitudes towards inclusive education are 

discussed under this heading. When the research articles were examined, it was seen 

that demographic characteristics were frequently examined as a factor. In the studies, 

demographic factors were considered as gender, age, and education level. For this 

reason, the effects of these variables will be examined first. 

Only six out of 95 research articles found that gender had a significant 

association with attitudes. The results mostly prove that female teachers have more 

positive attitudes than male teachers (Arias-Pastor et al., 2024., Arias-Pastor, 2023; 

Röhm et al., 2018; Saloviita, 2020; Sharma et al., 2015a; Vaz et al., 2015). The 

studies investigated teacher attitudes toward inclusive education in Australia, 

Finland, Germany, Pakistan, and Spain. Arias-Pastor et al. (2023) and Arias-Pastor 

(2024) are two different studies conducted in Spain. It was consistently found that 

female teachers exhibited more positive attitudes compared to male teachers across 

all countries. This suggests that the influence of cultural context on gender roles 

regarding attitudes toward inclusive education is not significant. In a study 
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comparing attitudes across countries, teachers in the United Kingdom were found to 

exhibit more positive attitudes. While the author suggested that this result might be 

attributed to a higher proportion of males in the sample and the possibility that male 

teachers hold more positive attitudes, this inference could not be substantiated within 

the study (Kourti et al., 2023).  

A limited number of studies (n=7) identified a significant relationship 

between teachers' attitudes toward inclusive settings and their age. In research 

articles, it has been found that the attitudes of young teachers are mostly more 

favorable (Carvalho et al., 2024; Frumos, 2018; Saloviita, 2020; San Martin et al., 

2021; Vaz et al., 2015). Similarly, Avramidis et al. (2019) revealed that while young 

teachers rated their attitudes toward inclusive education as the most positive, middle-

aged teachers reported having the most negative attitudes. Opoku et al. (2023) 

asserted that older teachers exhibit more positive attitudes; however, it is crucial to 

highlight that this study was conducted with pre-service teachers (with age ranges of 

18-25 and 26 and more).  

The relationship of teachers' level of education on their attitudes has been 

explored in a limited number of studies (n=3). These studies are divided on whether 

a higher level of education positively or negatively influences attitudes. Frumos 

(2018) discovered that teachers with a master’s degree had more negative attitudes 

towards inclusive education. However, de Oliveira et al. (2024) revealed in their 

study that teachers with a Licentiate degree had more unfavorable attitudes than 

teachers with a master’s degree. In a separate study, Latorre-Cosculluela et al. (2022) 

found that teachers with postgraduate and doctoral education exhibited more 

favorable attitudes. Three additional studies examined the effects of level of 

education, but these focused on the effects on teachers’ beliefs, awareness, and 
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concerns about the success of inclusive education. Studies found that teachers’ level 

of education increases their belief and awareness that students with disabilities can 

be successful in inclusive classrooms and reduces their anxiety about implementing 

inclusive education (Kourti et al., 2023; Kuyini et al., 2020; Sharma & Sokal, 2015). 

The Impact of Teachers’ Specializations and Grade Level They Taught 

Some of the studies (n=12) conducted by considering teachers' fields of study 

and grade levels found a significant difference in teachers' attitudes towards inclusive 

education. These studies compared the attitudes of early childhood, primary, 

secondary, high school, and special education teachers. The most common 

conclusion is that the attitudes of special education teachers toward inclusive 

education are more positive than general teachers (K-12) (Avramidis et al., 2019; 

Desombre et al., 2019; de Oliveira et al., 2024; Miesera et al., 2019; Sharma et al., 

2015b). A study conducted only in Japan and Korea found that being a special 

education teacher affected the attitudes of Korean teachers but not Japanese teachers. 

The author explained that this may be related to Korea's special education university 

program (Song, 2016). 

When examining general teachers, it becomes evident that primary school 

teachers emerge as the most prominent group. It has been discovered that the 

attitudes of primary school teachers are higher than all other general teachers 

(Desombre et al., 2019; Nagase et al., 2020). More in-depth examinations have 

indicated that the attitudes of primary school teachers are more favorable than 

secondary school teachers (Parey, 2019). San Martin et al. (2021) found that the 

attitudes of primary school, high school, and special education teachers were more 

positive compared to those of other general teachers. In contrast, Gigante and 

Gilmore (2020) reported that early childhood educators exhibited more favorable 
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attitudes than secondary school teachers. Another study indicated that secondary 

school teachers had more positive attitudes than primary school teachers because the 

number of students with SN per class was lower (Gentile et al., 2023). 

While research articles find the attitudes of primary school teachers towards 

inclusive education more positive, some authors attribute this situation to the 

knowledge of special education teachers about implementing inclusive education 

techniques and the fact that primary school education is not academically 

challenging (de Oliveira et al., 2024; Parey, 2019). However, considering that the 

number of studies on primary school teachers is higher than other teacher groups in 

the literature, it should be kept in mind that this situation may have an impact on the 

results. 

The Impact of Teaching Experience  

Research articles have also addressed this factor, considering that the years of 

teaching experience of the teachers in the sample may have an impact on attitudes. 

Five studies conducted in various parts of the world concluded that there is a 

significant relationship between the number of years in the teaching profession and 

attitudes. D’Agostino and Horton (2024) and Kuyini et al. (2020) suggested that 

teachers with more experience have more positive attitudes towards inclusive 

education. However, some studies indicate that teaching experience may have a 

negative impact on attitudes. Chow (2024) argued that greater teaching experience is 

associated with more negative attitudes, attributing this to a lack of sufficient 

awareness of inclusion among older teachers and those who graduated earlier, during 

their university education. Yada et al. (2018) observed that increased years of school 

experience positively affected the attitudes of Japanese teachers, whereas it 

negatively affected the attitudes of Finnish teachers. The researcher argued that the 
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reason for this may be the relationship between cultural context and attitudes and 

efficacy. 

The Impact of Prior Experience and Interaction with Individuals with 

Disabilities  

Having a relative with a disability or previous experiences with individuals 

with disabilities (such as teaching or sharing a social environment) may be factors 

that affect teachers' attitudes toward inclusive education. This factor, which is 

frequently emphasized in research articles, needs to be examined in detail. Kunz et 

al. (2021) defined positive contact with individuals with disabilities as family, 

leisure, and study, and revealed that this contact also improves teachers' attitudes 

toward inclusive education. Correspondingly, it has been proven in different studies 

that the attitude of teachers who have family members with disabilities towards 

inclusive education is more favorable (Alnahdi & Schwab, 2021; Sokal & Sharma, 

2017). Educators who teach in inclusive classrooms also reported that their attitudes 

were more positive, and that prior experience had a positive impact (Alhumaid et al., 

2020; Antala et al., 2022; Braksiek, 2022; Chow, 2024; Pozas & Letzel-Alt, 2023; 

Wittwer et al., 2024).  

Studies that did not restrict the type of interaction and focused only on 

teachers' attitudes towards inclusive environments regarding their contact with 

individuals with disabilities also found a significant relationship. These findings 

suggest that positive contact with individuals with SN, whether they are family 

members or students, can increase teachers' attitudes toward inclusion (Arias-Pastor 

et al., 2023; Arias-Pastor et al., 2024; Ismailos et al., 2022; Kuyini et al., 2020; Yada 

et al., 2018). In their experimental research, Sharma and Nuttal (2016) found that the 

attitudes of pre-service teachers who had previous experience with disabled 
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individuals improved more after special education training than those who did not 

have prior experience. 

The of Special Education Training and Knowledge  

Inclusive education challenges teachers and creates a need for training due to 

a lack of resources, workload, and inadequate training in dealing with the needs of 

students with disabilities (Kamran et al., 2023). Training is important to cope with 

the behavioral problems of students with SN and to increase teacher attitudes 

(Vogiatzi et al., 2023). In parallel, research articles also show that teachers' attitudes 

towards inclusive education are significantly affected by the training element. In two 

studies, a special education course was administered to a sample of teachers holding 

bachelor's and master's degrees, and their attitudes were compared before and after 

the training. The findings indicated that the training resulted in a more positive shift 

in attitudes. A study conducted during the semester of pre-service teachers revealed 

that the attitudes of prospective teachers increased significantly and positively after 

the inclusive education course (Kunz et al., 2021). In-service training has an 

influential role in teachers' attitudes towards inclusive education (Xie et al., 2024). 

The positive effect of training on teacher attitudes has been proven in 

different articles (Braksiek, 2022; Carvalho et al., 2024; Frumos, 2018; Scanlon et 

al., 2022; Vaz et al., 2015; Vieira et al., 2024; Werner et al., 2021). While attitudes 

toward nutrition are also found to be positive in Italy and Switzerland, it is stated that 

this situation is progressing in quality education and special education training (Sahli 

Lozano et al., 2024). In addition, Parey (2019) found that the attitudes of primary 

school teachers were more favorable in the study, attributing this to the fact that the 

sample of primary school teachers had received training focused on more inclusive 

education. The level of training can also affect teachers' attitudes, with some studies 
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suggesting that receiving more inclusive education is associated with more positive 

attitudes (Chow, 2024; Sokal & Sharma, 2017). Likewise, Alharbi and Iqtadar 

(2024) found that inadequate training negatively affects teacher attitudes. 

Training is also related to teachers’ knowledge about inclusive education. It is 

said that the knowledge of inclusive education that increases with training has a 

positive effect on teachers’ attitudes (Alsarawi & Sukonthaman, 2023; Kamran et al., 

2023; Kisbu-Sakarya & Doenyas, 2021). A study conducted with samples from 

different grade levels showed that the attitudes of early childhood teacher candidates 

who were more knowledgeable about inclusive education were more positive than 

other candidates (Opoku et al., 2023). Grade level is not always effective; when 

examining attitudes towards students with autism spectrum disorder, it was found 

that knowing about autism was the most important factor affecting attitudes in all 

prospective teachers (Lu et al., 2020). In addition to the nature of inclusive education 

and the type of disability, even having knowledge about inclusive education laws 

significantly positively affects teachers' attitudes (Carvalho et al., 2024; Gigante & 

Gilmore, 2020). Besides that, knowledge about inclusive practice is also a strong 

predictor of teachers' attitudes (Engelbrecht & Savolainen, 2018). 

The Impact of Resource and Support 

Resource and support are two other factors that affect teachers' attitudes 

towards inclusive education. The reason why these factors are discussed under one 

heading is that they are discussed together in some of the research articles and have 

similar effects. It has been found that support and adequate resources can help 

teachers overcome their challenges and improve their attitudes (D’Agostino & 

Horton, 2024). The increase in resources (human and educational resources) for 

inclusive education enables teachers to have a positive attitude (Parey, 2019; Kamran 
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et al., 2023). However, it has also been discovered that having online resources is 

insufficient to increase teacher attitudes because guidance on how to use them is not 

provided (Nührenbörger et al., 2024). 

When the support factor is examined, it is seen that each research article 

addressing this topic addresses different dimensions of support. While perceived 

social support positively affects teachers' attitudes toward inclusive education, 

administrators' support also serves as an effective factor in predicting teachers' 

attitudes (Elwakil, 2024; Xie et al., 2024). Although support determines teachers' 

attitudes toward inclusive settings, teachers believe that they do not receive enough 

support from their schools (Opoku et al., 2022). A positive school environment 

where adequate support is provided can positively affect teacher attitudes (Fu et al., 

2023). 

Teacher Efficacy 

In this section, teacher efficacy, self-efficacy, and teacher efficacy were 

included. Both concepts were used to define and measure the extent to which 

teachers are self-confident in implementing inclusive education. In most of the 

articles, efficacy was found to be high, and a positive relationship was found 

between teachers and inclusive education (Alnahdi & Schwab, 2021; Braksiek, 2022; 

Carvalho et al., 2024; Chow, 2023; Chow, 2024; Desombre et al., 2019; Huang, 

2023; Latorre-Cosculluela et al., 2022; Li & Cheung, 2021; Mudhar et al., 2024; 

Opoku et al., 2023; Soeharto et al., 2024;  Vieira et al., 2024; Wächter et al., 2024; 

Wittver et al., 2024). Efficacy was not only associated with teachers' attitudes 

towards inclusive education but could also predict attitudes (Alnahdi & Schwab, 

2021). In addition, high self-efficacy in inclusive instruction also significantly 

affected teachers' attitudes (Li & Cheung, 2021). Several studies indicated that the 
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relationship between efficacy and attitude was not strongly correlated but 

demonstrated a weaker association (Koliqi et al., 2023; Saloviita & Amulla, 2024; 

Weber & Greiner, 2019). 

High self-efficacy is associated with teachers' use of differentiated practices 

in the inclusive classroom environment (Pozas & Letzel-Alt, 2023).  Self-efficacy 

and teaching efficacy determine how teachers include students with disabilities in the 

classroom (Röhm et al., 2022). Teachers with high self-efficacy can implement both 

guided and independent practices, as well as employing diverse instructional 

strategies in their classrooms (Arias-Pastor et al., 2024; Kuyini et al., 2020; Schwab 

& Alnahdi, 2020). In addition to self-efficacy, teaching, and teacher efficacy are also 

associated with the implementation of inclusive instruction, classroom management, 

and the ability to teach students with SN (Frumos, 2018; Nagase et al., 2020; 

Uusimaki et al., 2020). In some research studies, efficacy and confidence are often 

used interchangeably. As a result, it can be concluded that high confidence also 

affects the implementation of inclusive teaching strategies and classroom 

management advantageously (Arias-Pastor et al., 2023; Fu et al., 2023; Saloviita and 

Amulla, 2024). While dealing with physically aggressive students may reduce 

teachers' self-esteem, it is important to note that high efficacy alleviates emotional 

distress by encouraging cooperation and improving behavior management (Nagase et 

al., 2020; Park et al., 2024). 

Factors Affecting Teachers’ Efficacy 

Factors that affect teachers' efficacy and are highlighted in research articles 

are presented under this heading. Training, knowledge, prior experience, and 

interaction with individuals with disabilities will be discussed as factors that lead to 

increased efficacy.  
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As with attitudes, there have been some studies showing that training 

increases teachers' self-efficacy (Alharbi & Iqtadar, 2024; Kisbu-Sakarya & 

Doenyas, 2021; Opoku et al., 2022; Saade et al., 2024; Vieira et al., 2024; Vogiatzi et 

al., 2023). In the two of the tests in which the researchers intervened and conducted 

the samples before and after receiving training or a course, efficacy was increased, 

while in the other, a moderate effect was found (Forlin et al., 2014; Nührenbörger et 

al., 2024; Sharma & Nuttal, 2016). Although it has been suggested that training 

alone, without practical experience, may not be sufficient to increase effectiveness, 

research has shown that work experience does not significantly affect self-efficacy 

(Saade et al., 20224; Sokal & Sharma, 2017).  

Like training, knowledge has been shown to enhance efficacy. This impact is 

not limited to knowledge about inclusive education but extends to a comprehensive 

understanding of inclusive education policies, both of which are closely linked to 

higher levels of teacher efficacy (Alsarawi & Sukonthaman, 2023; Chow, 2024; 

Gigante & Gilmore, 2020; Opoku et al., 2023). Moreover, teachers' understanding of 

the specific disabilities of their students with SN has been found to influence self-

efficacy positively (Lu et al., 2020). Prior experience and interaction with individuals 

with disabilities is also one of the factors that improve efficacy. While some studies 

suggest that previous contact with individuals with disabilities is sufficient for high 

efficacy, other studies argue that this experience can be effective if it is positive 

(Alhumaid et al., 2020; Antala et al., 2022; Ismailos et al., 2022; Kunz et al., 2021; 

Kuyini et al., 2020). Having previously taught students with SN may also be an 

important experience that strengthens self-efficacy (Yada et al., 2018). 
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CHAPTER 5: DISCUSSION 

Introduction  

This chapter will provide a comprehensive overview of the research, detail 

key findings, and discuss recommendations for future practice. 

Overview of the Study 

This research focuses on teachers' attitudes towards inclusive education and 

their efficacy. The 95 research articles published in Web of Science and Scopus 

databases between 2014-2024 were selected, and answers to the research questions 

were sought with a systematic literature review methodology. The demographic 

characteristics of the articles are outlined; year of the study, research methodologies, 

instruments used for data collection, sample size, sample characteristics, and grade 

levels or subject areas of the sample. Data related to demographic characteristics, 

attitudes, and efficacy were categorized and recorded using a Microsoft Excel 

spreadsheet.  

The articles were examined in the context of teachers' attitudes and 

effectiveness toward inclusive education, and the findings are included in this 

chapter. This systematic literature review is mostly based on Mayring's (2022) 

content analysis framework. Teachers' attitudes towards inclusive education and their 

efficacy were examined by considering factors such as demographic characteristics, 

experience, knowledge, and resources that affect attitudes and factors that may affect 

the type and level of efficacy. 
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Research Article Characteristics 

To examine teachers' attitudes toward inclusive education and their efficacy, 

this systematic review focused on studies published between January 2014 and 

November 2024. This period was chosen to ensure alignment with contemporary 

educational policies, the United Nations Sustainable Development Goals, national 

education reforms, and the increasing emphasis on equity in education (Howard, 

2024; UNESCO, 2015). Additionally, widely recognized and frequently used 

measurement tools for assessing teacher attitudes and efficacy (e.g., SACIE-R, 

MATIES, TAIS) have been developed and extensively utilized in the last fifteen 

years (Ewing et al., 2018). Since broader time frames might involve varying 

conceptualizations of teacher attitudes and efficacy, and given the constraints of time 

and resources, the last decade was selected for a comprehensive and 

methodologically consistent literature review. 

A total of 162 articles from Scopus and 206 from Web of Science were 

identified in November 2024. Duplicate studies were removed using a reference 

management tool, and the remaining articles were screened based on predefined 

inclusion and exclusion criteria. The final selection comprised 95 articles that met 

the criteria of being published in peer-reviewed journals, written in English, utilizing 

empirical methods, and presenting original findings. To enhance methodological 

rigor, triangulation was applied by incorporating multiple perspectives and 

theoretical frameworks. Data triangulation was ensured through searches in multiple 

databases, investigator triangulation was conducted by sharing selected articles with 

another researcher, and independent coding was performed to minimize bias (Gough 

et al., 2017). 



 

 

 

78 

The selected studies encompass research from various regions worldwide. 

The majority of studies (46%) were conducted in Europe, with Germany being the 

country with the highest number of published articles. 

The highest number of selected articles were published in 2024, followed by 

2023. The most frequently used research methodology was quantitative methods, 

likely due to the availability of various instruments designed to measure teachers' 

attitudes toward inclusive education and their efficacy. Accordingly, scales were the 

most commonly used measurement tools, as they facilitate the quantification of 

research variables and the establishment of categories (Anjana & Prasad, 2021; 

Stevens, 1946). 

The study sample included both pre-service and in-service teachers to 

examine the attitudes and efficacy of those actively involved in inclusive education. 

While teachers were categorized by grade level (K-12 and university), the review 

primarily focused on university-level samples. Some studies provided grade-level 

information instead of specifying subject areas. Among pre-service teachers, the 

most common sample groups were early childhood education and STEM and Special 

Education subject areas. Among in-service teachers, primary and middle/secondary 

school levels were the most studied, with Special Education being the most 

frequently examined subject area. 

Sample sizes varied from 8 to 4567 participants. The smallest sample size 

belonged to a qualitative study, while the largest sample size was in a quantitative 

study. Most studies preferred small-scale research (8–200 participants), while large-

scale studies (3001–4567 participants) were the least common, appearing only once 

in the dataset. 
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Discussion of Major Findings 

Inclusive education aims to change the education system and adopt an 

equability approach, not the student with SN. It is quite significant for students with 

SN to have a healthy relationship with their peers and to meet their right to education 

to break down barriers in education (Sadikovna & Azimjon 2023). Inclusive 

education can help students without SN respect differences, understand social 

diversity, and increase the social acceptance and academic success of students with 

SN (Pinto & Baines, 2019; Qian & Rong, 2023). Teachers have a key role in 

inclusive education because teacher attitudes determine how they implement 

inclusive education and the classroom environment. Teaching efficacy and self-

efficacy affect teachers' behaviors and educational strategies (Bandura, 1989; Kuyini 

& Desai, 2007; Tschannen-Moran et al., 1998). Considering that teachers' attitudes 

and efficacy have such an impact on inclusive education, these two factors have been 

the subject of much research over the years and have been addressed together.   

Studies examining both attitude and efficacy over the past decade have 

revealed that teachers' attitudes are predominantly neutral to slightly positive. 

Various factors influencing these attitudes were categorized and analyzed. After 

reviewing the characteristics of the research articles, an in-depth examination of 

attitudes began through cross-national research to understand the effects of cultural 

context. It was determined that cultural context is influential, but this is not solely 

due to individuals' social expectations and cultural roles; educational policies and 

curricula implemented in different countries also play a significant role. Among the 

95 articles examined, the country with the highest number of published studies is 

Germany. Studies conducted in Germany reveal that teachers’ attitudes are generally 

positive and that teachers’ self-efficacy levels are high. This situation can be 
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explained by the importance given to special education issues by teacher training 

programs in Germany. Indeed, Resch et al. (2023) argue that teacher training 

programs in Germany train competent teachers in special education, but teachers are 

not competent in tasks outside of education (e.g., in administrative and social support 

areas). 

The region where the second highest number of published studies is 

China/Hong Kong. Studies in this region show that teachers’ attitudes and 

perceptions of efficacy are more neutral. China has started to implement a more 

inclusive education system in recent years, and it faces significant challenges such as 

teacher training and resource shortages during this transformation process (Ji, 2024). 

In an experimental study conducted in Hong Kong by Forlin et al. (2014), a moderate 

change was observed in teachers’ attitudes and their efficacy after receiving training 

on inclusive education. This shows that education is effective but does not create as 

much transformation as expected. These findings show that differences between 

countries are directly related not only to cultural context but also to education 

policies, teacher training processes, and available education resources. 

Demographic characteristics of the participants were also identified as factors 

potentially influencing attitudes, and these were incorporated into the research 

questions. When the gender of the participants was considered, some studies found 

that gender was not an effective factor, while others found that the attitudes of 

female teachers were more positive. Only one study conducted in the United 

Kingdom found that the number of male teachers was associated with positive 

attitudes (Kourti et al., 2023). This result was because the researcher had previously 

found that male teachers had more positive attitudes because of a study conducted by 

Klassen and Chiu (2010). Regarding age, research rarely identified significant 
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differences. The attitude of older teachers toward inclusive education may be more 

negative, possibly because special education courses were not as widespread when 

older teachers received their university education, and awareness of inclusive 

education has only more recently become a prominent issue (Carvalho et al., 2024; 

Frumos, 2018; Saloviita, 2020; San Martin et al., 2021; Vaz et al., 2015). Teachers' 

education levels were not found to have a significant association with attitudes. 

Although it was found that anxiety toward inclusive education decreases as the 

education level increases, no significant result proving this was found in this 

systematic literature review (Kuyini et al., 2020; Kourti et al., 2023; Sharma and 

Sokal, 2015). 

Teachers’ specializations and grade level they taught were often analyzed 

together due to a lack of detailed data in existing studies. Findings indicated that 

special education teachers tend to hold the most positive attitudes. It was stated that 

the reason for this was that special education teachers could differ in terms of their 

abilities, support, and attitudes due to their training in inclusive education, and it was 

emphasized that the training of general education teachers should be improved 

(Shade and Stewart, 2001). When grade levels are considered, the most positive 

attitudes are seen to belong to primary school teachers. This is reported to be because 

the primary school curriculum is not academically challenging (de Oliveira et al., 

2024; Parey, 2019). In addition, studies have focused mainly on in-service primary 

school teachers. This may be because students are usually diagnosed in primary 

school, or that early diagnosis has become more common in recent years. Another 

striking finding is the paucity of research on higher education educators. Only one 

study was identified in this area. This lack of research may indicate that students 

with SN face difficulties in continuing their education at the higher education level. 
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Mutanga (2018) and Cavaliere (n.d.) emphasized the difficulties these students face 

in accessing learning environments, following teaching techniques, transitioning to 

higher education, and adapting to social life. They also noted that universities are not 

proactive enough in addressing these challenges. 

The factor of years of teaching experience has also been discussed in limited 

research articles, and different effects have been shown. Since many years of 

teaching experience also means older teachers, the age factor has been included here, 

and the negative changes in the attitudes of elderly teachers toward inclusive 

education due to low nutrition have been discussed (Chow, 2024). A cross-national 

study also discovered that years of experience were associated with different 

attitudes in two countries and explained this situation with the cultural context (Yada 

et al., 2018). It has been found that teachers' previous experiences with individuals 

with disabilities, especially whether they have a relative with a disability, can affect 

their attitudes toward inclusive education. Teachers who have had positive 

interactions exhibit more positive attitudes, which stands out as a significant factor in 

improving education policies and teachers’ experiences (Alnahdi and Schwab, 2021; 

Sharma and Nuttal, 2016; Wittwer et al., 2024). 

Inclusive education challenges teachers due to a lack of knowledge, 

resources, and inadequate training (Kamran et al., 2023). Comparisons of teachers' 

attitudes before and after training consistently revealed significant improvements, 

underscoring the critical role of professional development (Kunz et al., 2021). This 

situation shows that inadequate training negatively affects teacher attitudes. It can 

also be said that teachers who are knowledgeable about inclusive education and 

inclusive laws have more positive attitudes (Opoku et al., 2023). Support and 

resources are also elements that affect attitudes toward inclusive education. Teachers 
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do not believe that they receive enough support. This situation can also explain why 

social support and human and educational support affect teacher attitudes (Kamran et 

al., 2023; Opoku et al., 2022; Parey, 2019).  

Articles have reported high levels of efficacy among teachers, which are 

positively associated with attitudes toward inclusive education (Alnahdi & Schwab, 

2021; Carvalho et al., 2024; Vieira et al., 2024). The findings highlight that self-

efficacy and teacher efficacy are critical in shaping teachers’ confidence and 

effectiveness in implementing inclusive education. In particular, high self-efficacy 

has been found to predict positive attitudes, increase the use of differentiated 

practices in inclusive classrooms, and improve classroom management and 

implementation of inclusive teaching strategies (Pozas & Letzel-Alt, 2023; Röhm et 

al., 2022). The findings emphasize the critical role of teachers' efficacy (self-efficacy 

and teacher efficacy) in inclusive education. Teachers with high efficacy implement 

differentiated instruction and possess a broader range of strategies to include students 

with SN in the classroom environment (Pozas & Letzel-Alt, 2023; Röhm et al., 

2022). These teachers also demonstrate a greater ability to manage the classroom 

environment and employ inclusive instructional practices (Frumos, 2018; Nagase et 

al., 2020). This may be because teachers who believe in their teaching capabilities 

are more likely to engage in inclusive teaching practices (Uusimaki et al., 2020). 

Training, knowledge, and prior experience emerged as key factors affecting 

effectiveness. Education, while helpful, was found to be more effective when 

combined with practical application (Forlin et al., 2014; Sharma and Nuttal, 2016). 

Inclusive education policies and knowledge of specific disabilities positively affected 

effectiveness, as did positive interactions with individuals with disabilities, such as 

teaching students with SN (Lu et al., 2020; Yada et al., 2018).  
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Implications for Practice 

In line with the findings obtained from the reviewed research articles, the 

following practice recommendations are presented. This research reveals that 

teachers' self-efficacy levels play a critical role in effectively implementing inclusive 

education. In this context, teacher attitudes and factors affecting efficacy should be 

examined in detail and improved.  

First, the most widespread and perhaps most frequently mentioned training 

element affecting teachers' attitudes and efficacy should be addressed. In the 21st 

century, where the concepts of inclusive education, equality, and equity in education 

are frequently discussed, and the concept of inclusive education has also expanded, 

teacher education and special education courses need certain development. Teacher 

education should provide information about different types of disabilities and 

empower teachers about inclusive education laws and practices. The research results 

show that teachers with high attitudes and efficacy have received training or have 

knowledge about inclusive education. Teachers should be equipped with skills in 

preparing IEPs, inclusive classroom practices, and classroom management. Regular 

training programs for teachers who did not have access to sufficient information 

during university and to follow updated inclusive education practices can also 

provide a positive change. 

Secondly, it was found that the attitudes and efficacy of teachers who had 

contact with individuals with disabilities were positive. This contact does not only 

define teachers who have a disabled individual among their family members but also 

defines teachers who have taught students with SN and shared a social environment 

with individuals with disabilities. This situation shows that teachers' attitudes can 

change, and they can gain self-confidence through the environment they share with 
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students with SN. For teachers to gain this positive perspective, they should be 

encouraged to do internships in inclusive classes and visit special education classes. 

Third, teachers state that they do not receive sufficient support regarding 

inclusive education. Teachers’ lack of confidence in inclusive education can lead to 

negative attitudes. Therefore, teachers should create professional networks and 

platforms where they can collaborate. Collaborations, where they can consult each 

other, give feedback, and share their experiences, can help them feel more supported. 

The administration also needs to support teachers more socially and financially. The 

lack of special education teachers and support staff in inclusive classrooms increases 

teachers’ workload and causes negative attitudes. The administration needs to 

provide support for inclusive teaching strategies and technological tools that are 

tailored to students’ individual needs, as well as the government. 

Implications for Further Research 

This study was conducted to shed light on the research conducted on teachers' 

attitudes towards inclusive education and their effectiveness in the last decade. 

Inferences are needed for more detailed preparation of future studies. Limiting the 

time period to a narrower period, such as five years, can increase the depth of the 

research. In this way, the comparison of the data obtained from the selected sources 

can become more consistent and meaningful. 

The coding book used in the study contains eleven categories (Appendix A). 

The eleventh category is reserved for the specific results of the study. Future studies 

can expand their scope when categorizing the study results. Adding more categories 

can allow the discovery of under-examined factors. Web of Science and Scopus 

databases were selected to collect data within the scope of this study. The most 

frequently used method among research articles is the quantitative method. Teachers’ 
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attitudes and their efficacy can be addressed through more qualitative studies that 

will provide more detailed results about teachers' experiences. Although attitudes and 

effectiveness can be measured quantitatively, qualitative studies can help analyze 

related factors. In addition, in most of the studies, the sample was categorized 

according to grade level or subject area. The addition of studies that address both 

elements will strengthen the conclusions drawn about teachers’ attitudes and 

effectiveness towards inclusive education. 

Limitations 

The scope of this review is limited to articles retrieved from the Web of 

Science and Scopus databases. While these are two of the most comprehensive 

academic databases, relevant studies indexed in other databases may have been 

excluded. The time frame for inclusion spans from January 2014 to November 2024, 

with an additional search conducted in December 2024; however, relevant studies 

published after this period may not be represented. Another limitation is the 

variability in the countries represented in the reviewed articles, although the research 

includes diverse international contexts, representation is not evenly distributed across 

all countries. Additionally, the participant samples in the included studies lack 

homogeneity regarding teachers' specialization areas and the grade levels they teach, 

which may affect the generalizability of the findings. Finally, most of the studies 

included in this review employed quantitative methods, which may limit the depth of 

understanding regarding teachers' nuanced experiences and attitudes toward inclusive 

education.  
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