A study exploring the relationship of secondary school teacher attitudes
and efficacy beliefs to inclusive behaviours towards young people with

social, emotional and mental health (SEMH) needs.

~

School of Psychology

By John Cronin

Thesis submitted to the University of Nottingham for the

degree of Doctor of Applied Educational Psychology

October 2021



Ccontents

(O0] 01 (=] 01 PP PRTPPPPPPPP 2
LIS Of FIQUIES ... ettt e e e ettt e e e e e e e e eeaaaba e e e e eaeeennees 7
LISt Of TADIES ....coeiieiiiieeeeeeee e 8
ACKNOWIEAGEMENTS ... 9
ADSTTACT ...t a e e e 10
Chapter 1 INTRODUGCTION .....uuuuiiiiiiiiitiueiieieuenesiueneseensseserssessnseseeeeeesesesnes 12
1.1 Personal interest in the Research Area ..........cccccciviiiiiiiiiiiiiieeeeeeeee 12
1.2 Structure of the theSIS .......ooiiiiie e 13
Chapter 2 LITERATURE REVIEW .......uuuuiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiieniesnniesssesennnesneeneennees 15
2.1 Aim and structure of the Literature REVIEW ............ccooviiiiiiiiiiiieeeiiiiiiiieieeeenn 15
2.1. The inclusion of CYP with SEMH NEEAS ............uuuuiiimiiiiiiiiiiiiiiiiiiiiiiiiiiiiiis 15
2.1.1. The national and policy CONtEXL ........ccoeeiiiiieiii e, 15
2.1.2. Theoretical perspectives on inClusion.............ccccoeeeiii 19
2.1.3. Theoretical perspectives around 'SEMH."...............cccoc, 22

2.2. Teacher-based factors relevant to the inclusion of CYP with SEMH needs 27

2.2. 1. INTrOAUCTION ... 27
2.2.2. Teacher attitudes towards iNCIUSION ..o, 27
2.2.3. Teacher efficacy towards iNCIUSION..............ouvviiiiiiieiiiiiee e, 31
2.2.4. Teacher self-efficacy (TSE) .....cccouuuiiiiiiiii e 32
2.2.5. Collective teacher efficacy (CTE) ....cccovvuviiiiiiiiiiee e 35

2.2.6. Attitudes and efficacy beliefs as predictive of inclusive teacher

DERNAVIOUIS ... 38
2.3 SYSLEMALIC FEVIEW ....uuiiiiiiiiiiiiiiiiiiiititiiiitiiiii bbb bnsennnes 41
2.3.1 Purpose Of the reVIEW ........coooiiiiiiieeee 41
2.3.2  MEtNOG.....ccc oo 42
2.3.3 Formulation of the systematic review question...........cccccccceeeeeeeeeeeennnns 43



2.3.4 Inclusion and eXCIUSION CrteIA . ....cueenie e 44

2.3.5  SEArCH Strategy ......ccceiiiiiiiieee e 46
2.3.6  Search results and SCre€NINg .......ccooeeeeiiieieeeeeeeee e 48
2.3.7  QuAality ASSESSIMENT.....ccci i 49
2.3.8 Characteristics of individual studies included in the review .................. 50
2.3.9 WOE (assessment of quality) .........ccooeeeeeiiiiiiiiiiiiie e 59
2.3.10 Synthesis Of fiNdINGS.......cccooiiiiiii e, 60
2.3.11 SUMMANY Of FEVIEW ...uuuiiiii ettt e e e e e e e e e e eeannns 65
2.4 CONCIUSION ...ttt e e et e e e e e e e eeeeeeas 65
2.5 The Aims of the Proposed Research ...........cccccovvviiiiiii i 67
Chapter 3 METHODOLOGY .....uuuuiiiiiiiiiiiiiiiiiiiiiiiiiiiiiieeiiseeseeissssseesseasssnesesnessneeennnnees 70
3.1. Aim and structure of the methodology ..., 70
3.2. Theoretical CONSIAEIAtIONS ........cooeeeieeeeeee e 70
3.2.1 Research paradigms........cooooiiiiiiiiieeeeeeeeee e 70
3.2.2. The chosen paradigm for the current study; post-positivism.................... 72
3.3 RESEAICh deSIgNS ... 74
3.3 L FIXEA dESIGNS... oo 74
3.3.2 Non-experimental deSIgNS ........oovviiiiiiiiiee e 75
3.3.3 The rationale for the current study’s research design..............cccocoeeeeeees 76
3.4 DAta COIECHION ... 76
3.4.1 Data collection method; QUESHIONNAIIE ..........cccevviviieieiiii e 76
3.5 Quality Of reSEarCh ........co e 77
3.6 The study’s variables and MeaSUres............ccoovuiiiiiiiiiii i 78
3.7.1.  StaKehOIders.......cccooiiiiie 80
3.7.2. Selection of teacher partiCipants...........cccceeeeeeeee e, 81
3.7.3. Sample size; statistiCal POWET.........coiieieeiiieeeiiie e e e e eeeenns 81
3.8. RESEAICh PrOoCEUUIE. ... ... e 82



3.8.1. QUESLIONNAIIE DESIGN .....cii et e e eeeees 82
3.9 MBASUIES ...ttt e ettt e et e e e e e e e eeaans 84
3.9.1 Demographic and contextual information ................cccoeeiii, 84

3.9.2 Attitudes and behavioural intentions towards the inclusion of CYP with

SEMH NEEAS. ...ttt e e e e e 85
3.9.3 TSE towards the inclusion of CYP with SEMH needs ...........ccccccoeeine 86
3.9.4 CTE towards the inclusion of CYP with SEMH needs ................ccoon. 87
3.10 Recruitment and implementation procedure .............ccccvvviiiiiiieeeeeeeeeiiiinnn. 87
3.10.1 Implementation of the QUESHIONNAINE .........ccooveiiiiiiieee 89
3.11 Ethical CONSIAEIAtiONS ......cccoeeeeeieeeeeeeeee e 89
3.12 Method for data analySIS ........ccooeeiieiii e 91
3.12.1 Data Cle@ning.......cccooiiiiieieeeeeeeeeeee e 91
3.12.2 Data Preparation .........ccooeeeieeieeeeeeeeee e 91
3.12.3 Approach to data analysSis ..........ccooeeiieiiieiiee 91
3.13 Summary of methodology .........coooeiieiiiee 93
(@ g = 101 (= g S Y O | I 5 94
o [ g (e To [ o (o] o TP PP PP PPPPPPPPPPRPT 94
4.2 DESCHPLIVE STALISTICS .evvvuriiiii e e e e e e e e e e e e n s 95
4.3. RESEAICh qUESTHION L ..ooviiiiiiiii e e e e 96
4.3.1 ASSUMPLION tESTING ...ceveiiiiieiiiii e e e aaans 96
4.3.2 Hypothesis 1a — teaching experience ..........ccccceeeiiiiiiiii e, 97
4.3.3 Hypothesis 1b —gender.........cccccviiiiiiiiiiiiiee 99
4.4. ReSearch qUESHION 2 ........cooiiiiiiiii 101
4.4.1 ASSUMPLION TESTING ..eeeiiiiiiiiiiiiiiiiii et 101

4.4.2 Hypothesis 2 — relationship between beliefs, feelings, CTE, TSE towards

behavioural INTENTIONS..........oiei e 102
4.5 Summary Of the RESUIES......cooi i 105
Chapter 5 DISCUSSION ...ttt e e e e eeasran e e e e e eeeeenes 106



5.1 ChaPIEr OVEIVIEW ... 106

5.2 Research question 1: the strength of beliefs, feelings, CTE, TSE and

behavioural INTENTIONS ..........uiiiiiiiiiiii e aaeaeee 106
5.2.1 Strength of beliefs, feelings, CTE, TSE and behavioural intentions ........... 107

5.2.2 Hypothesis 1a; strength of beliefs, feelings, CTE, TSE and behavioural

intentions by teaching eXPeriENCe. .......ccoovvuiiiiiii e 109

5.2.3 Hypothesis 1b; strength of beliefs, feelings, CTE, TSE and behavioural
INTENTIONS DY GENET . ...ttt 112

5.2.4 Summary: strengths and degree of teacher beliefs, feelings, CTE, TSE and

behavioUral INTENTIONS ... ..o 113

5.3 Research question 2: Relationships between teacher beliefs, feelings, CTE,

TSE, and behavioural intentions towards CYP inclusion with SEMH needs. ...... 113

5.3.1 Hypothesis 2; Teachers' beliefs and feelings, CTE, and TSE will each
predict behavioural INtENTIONS ........ccooeiiiiee 114

5.3.2 Summary of the relationship between secondary school teacher beliefs,

feelings, CTE, TSE, and behavioural intentions towards CYP inclusion with

SEMH NEEAS. ...t e e e 121
5.4. MethodolOgICal FEVIEW...........iiiie et e e e eaaans 121
5.4.1 RESEArCh deSIgN.......cvvviiiiiii i 122
5.4.2 Quality Of reSearch..........coooo i, 122
5.4.3 Statistical SignifiCanCe...........ooooi i 125
5.4, 4 SUMIMIETY ..eetiiiee ettt ettt e e e ettt ettt e e e e e e e e e aaa e aeeeeeeeennnes 125

5.5 Implications of the research ..., 125
5.5. 1 FULUIE rESEAICI ....cooeeiiieeeeeeeee e, 126
5.5.2 SChOOI PractiCe.......ccoooiiiieeeeeeeeeeeee 128
5.5.3 Educational psychology practiCe..........coooeeeeeeiieiiiiieeeeee, 130

5.6 CONCIUSIONS ... 132
REFEIENCES ... 136
Y o] 1= g T [T 2SSOSR 161



Appendix A: Full text articles excluded with reasons ..........ccccccovvciiiiiiiens 161

Appendix B: WoE criteria for systematic review Studi€s .............ccccvvvvvveeieennnnnnns 164
Appendix C; WoE appraisal for systematic review Studies ...........cccccevvvveveeeeennnn. 167
Appendix D:Questionnaire template ... 171
Appendix E:Information letter sent to schools withinthe LA ..............ccoovviinnnnnnnn. 179

Appendix F: Main stage of data collection - information letter and privacy notice

form sent to PArtiCIPANTS..........iii e 180

F Y o] 1= g o 1 PSPPI Ethics approval letter
183

Appendix H: Recruitment approach ... 184

Appendix |: Shapiro-Wilk tests for normality by teaching experience and gender
[0 (0 T 013 PP 186

Appendix J: Graphical outputs generated from assumption testing of the whole



List of Figures

Figure 2.1 The systematic review process outlined by Gough (2007, p.5) ............... 43
Figure 2.2 The adapted PRISMA flow diagram of database search and study

K571 (=03 1 o o U 49
Figure 2.3 The summary of the tentative theoretical framework for the study; adapted
and modified from Ajzen’s TPB (2002) for this study ..........ccccoevvveiiiiiiiiieeeeeeeeiiin, 68



List of Tables

Table 2.1 The inclusion and exclusion criteria for study selection..............cc..ovvveen. 45
Table 2.2 The key search terms USEA ..........coviiiiiiiiiiiiici e 47
Table 2.3 The key characteristics of individual studies .............ccooviiiiiiiiiiiiiceieiin, 50
Table 2.4 The WoE of the individual Studies ...............uuiiiiiiiiiiii e, 59
Table 3.1 The Research paradigms in educational psychology (adapted from

YL (=T T 0 120 ) P 71
Table 3.2 The study’s variables and measures ...........cccceevieeeeiiiieeiiiiii e 79

Table 3.3 Example of how original survey items were adapted for the current study86

Table 3.4 The recruitment and implementation ProCess...........couuuvveeeieeeeeeeeeevvnnnnnnn. 88
Table 4.1 Research questions and hypotheses ...........ccccovvveeeiiiiiiiiiciiiieee e, 94
Table 4.2 Descriptive statistics for each measure used in the study ........................ 95

Table 4.3 Percentage of teachers in each gender and teacher experience group ... 96
Table 4.4 Mean scores of variables for teaching experience groups ...........cccc.ue.... 97
Table 4.5 Mean scores of teacher beliefs, feelings, CTE, TSE, and behavioural
INTENTIONS DY GENAET ...t eneeeees 100
Table 4.6 Spearman’s correlation matrix for key variables.................cccocee. 102
Table 4.7 Predicting teachers’ behavioural intention from their beliefs, feelings, CTE
AN TSE. ..ottt ettt e e e e e e et e e e e e e e e e et e e e e e e e e e a b aaaaeas 103
Table 4.8 A table summarising the results of the hypotheses explored in this study
105



Acknowledgements

The author would like to thank:

The University of Nottingham tutor team, in particular Anthea Gulliford who has
provided him with dedicated and valuable support, insight and advice throughout the
research process.

His placement Educational Psychology Service and in particular his supervisor
Becky Drew who provided guidance and encouragement during the development of

the research.

The teachers who found time to participate in the research despite the exceptional

pressures they were working under.

His fellow University of Nottingham Trainees, both present and past for their kind

support and encouragement.

His wife, family and friends for their constant belief and encouragement.



Abstract

The inclusion of Children and Young People (CYP) with Social, Emotional and
Mental Health (SEMH) difficulties has proven to be an ongoing challenge for
teachers and schools in the UK; teachers view CYP with SEMH-type needs as the
most challenging area of Special Educational Need (SEN) to include in mainstream
classes (De Boer et al., 2011; DfE, 2019b; Dimitrelllou, 2017) and schools
disproportionately exclude CYP with SEMH-type needs compared to other areas of
SEN or no SEN at all (Bryant et al., 2018; DfE, 2019b; Graham et al., 2019; Monsen
et al., 2014). Despite the government’s commitment to supporting the prevention and
effective management of young people’s mental health needs (DoH and DfE, 2017;
DfE, 2018; DfE, 2019a), SEMH difficulties are highly prevalent and are expected to
increase as a result of the disruption caused by the Covid-19 pandemic (Lee, 2020),
placing even greater focus on schools to promote the successful inclusion of

students with these needs.

Research has consistently highlighted the importance of teacher attitudes and
teacher self-efficacy (TSE) in influencing inclusive practices towards CYP with SEN
(Amaral et al., 2013; Borg et al., 2011; MacFarlane & Woolfson, 2013; Malak et al.,
2018; Pit-ten Cate et al., 2019; Sharma & Sokal, 2016). However, a systematic
literature review conducted for this study highlighted that there is currently a lack of
research into understanding the relationship between secondary teacher attitudes
and efficacy and their behavioural intentions towards the inclusion of CYP, in
particular those with SEMH-type needs. Additionally, whilst there is significant
evidence into the role of TSE towards inclusive teacher behaviours, there is currently
a lack of research into the role of teacher collective efficacy (CTE) in determining

inclusive practices.

This study adopted the Theory of Planned Behaviour (Ajzen, 1991) to investigate the
relationship between teacher attitudes (both beliefs and feelings), TSE (perceived
behavioural control), CTE (subjective norm) and behavioural intentions towards the
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inclusion of CYP with SEMH needs. Adopting a cross-sectional survey design,
secondary school teachers (n=101) from mainstream schools participated in an

online questionnaire.

The results of the study found that strength of secondary teacher self-efficacy was
significantly higher for teachers with over fifteen years of experience compared to
those with less than five years of experience. Only teacher attitudes (both beliefs and
feelings) were individually found to be a predictor of behavioural intentions towards
the inclusion of CYP with SEMH needs.

The implications of the findings for both research and professional practice are
explored including; how headteachers can strengthen teacher attitudes towards
inclusion to enable inclusive practices and how educational psychologists may
support a deeper understanding of SEMH through specialist training and group-

based problem-solving supervision.
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Chapter 1 INTRODUCTION

1.1 Personal interest in the Research Area

The government — through successive policies — have emphasised the key role
schools have in supporting the prevention, early identification and management of
mental health difficulties (DfE, 2018; DfE, 2019a). However, CYP with mental health
and other associated needs, represented in the SEN category of SEMH, are seen as
the most challenging population of students for teachers to include in mainstream
classes (De Boer et al., 2011; DfE, 2019b; Dimitrelllou, 2017). This perception may
be reflected in the fact that CYP with SEMH needs are disproportionately excluded
compared to students with other types of SEN (Bryant et al., 2018; DfE, 2019b).
Understanding how schools and teachers can be supported to strengthen inclusive
practices towards this population is of critical importance in order to reduce their

vulnerability to exclusion and other poor educational outcomes.

The researcher’s personal interest in this research area is drawn on their
professional experience as a secondary teacher working in a mainstream school with
a large number of CYP with SEMH difficulties. The researcher was committed to the
ideology of inclusion and also aware of the importance of adapting their practices,
such as instructional and classroom management strategies, in order to support
students’ needs in the classroom. However, the researcher also recognised that
successful inclusive practices relied on teachers having an effective understanding
of the individual needs of students and being equipped with a range of strategies to

meet those needs.

As a Trainee Educational Psychologist (TEP), the researcher has been frequently
involved in supporting teachers to help understand and address the SEMH needs
that challenging behaviour may communicate. In their experience, teacher focus is

frequently given to problematising the student which could be a barrier to identifying
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the students’ underlying needs and teacher-based strategies to support these needs

in the general classroom.

Furthermore, at the Educational Psychology Service where the researcher was
placed as a TEP, EPs were piloting a city-wide secondary school inclusion project for
CYP with SEMH, in response to high exclusion rates. Ahead of a full roll-out, there
was interest in understanding what secondary teacher-based factors might be
pertinent to supporting the successful implementation of inclusive policies and
practices. For these collective reasons, the researcher was motivated to explore

secondary teacher perspectives towards the inclusion of CYP with SEMH needs.

1.2 Structure of the thesis

The thesis is presented over five chapters, including this introduction (Chapter 1):

Chapter 2 - presents the literature review, which provides a detailed overview of the
current national and policy context of inclusion and SEMH in the UK. The review also
gives consideration of the available research into the relationship between teacher
attitudes, efficacy and inclusive teaching behaviours (both intentions and actual). A
systematic literature review identified the gaps in available research relating to the
relationship between teacher attitudes, efficacy and behaviour, as a basis for the

development of the study’s research questions.

Chapter 3 - presents the methodology, which outlines the theoretical considerations
relevant to the researcher’s adoption of a post-positivist approach. The rationale for
the research design is also explored with particular consideration given to the study’s
procedure, measures adopted, reliability and validity. The chapter concludes by

setting out the data analysis approach employed.
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Chapter 4 - presents the results based on the analysed data. Both descriptive and
inferential analyses are carried out to investigate the research questions and related

hypotheses.

Chapter 5 — the discussion presents findings for each of the research questions,
which are critically considered in relation to the literature reviewed in chapter 2 and
any additional pertinent studies. A methodological review, including an evaluation of
the reliability and validity of the research method, is presented, followed by possible
implications for future research, educational settings and Educational Psychologists.

The chapter concludes with a summary of the research.

14



Chapter 2 LITERATURE REVIEW

2.1 Aim and structure of the Literature Review

This chapter aims to provide a comprehensive overview of the existing body of
research that has studied teacher attitudes and feelings of efficacy towards the
inclusion of Children and Young People (CYP) with Special Educational Needs and
Disabilities (SEND), with a particular focus on those with Social, Emotional and
Mental Health (SEMH) needs. The review will begin by setting the research within
the current UK educational context around vulnerabilities to harmful inclusive
practices and exclusion that CYP with SEMH currently faces. Then a theoretical
consideration will be given of the terms’ ‘inclusion’ and ‘SEMH’ and how they have

evolved within a socio-political context.

Following this, an overview of critical teacher-based factors — attitudes towards
inclusion, self and collective efficacy towards implementing inclusive practices —may
influence inclusive teacher behaviours in the classroom. It will also summarize how
previous research has drawn on the Theory of Planned Behaviour (TPB) (Ajzen,
2002) to investigate and explain how these variables may predict such behaviours.
Finally, a systematic review is presented, which provides a rigorous search of critical
databases, critical analysis and qualitative synthesis of four studies relevant to the
purpose of the review. Based on the key findings from the review and identified gaps
in the literature, a clear rationale for the current study is then developed, and

research questions set out.

2.1. The inclusion of CYP with SEMH needs

2.1.1.The national and policy context

In legislation and amongst practitioners, inclusion is primarily concerned with the
education of CYP with SEND. The conceptualisation and operationalisation of

inclusive education vary within and between countries. Working definitions typically
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focus on how a schools provision is adapted and re-organised — curricular, staffing
resources, teacher instructional strategies, physical/supplementary aids — to accept
the enrolment of and ensure the academic and social inclusion of children with
SEND (Lipsky & Gartner, 1996; Sebba & Sachdev, 2008).

Successive national educational policies and legislation over the last 50 years have
intended to support the inclusion of all young people with SEND, including those with
SEMH needs, within mainstream schools. Broadening the definition of inclusion to
include other marginalised groups (relating to ethnicity, race, gender) or even all
CYP is debated within the literature but has struggled to influence inclusive policies
in the UK and elsewhere (Florian, 2008; Haug, 2017; Woodcock, 2020). Despite the
seminal Salamanca statement driving a notion of inclusion that wanted to deliver on

principles of equal educational rights for all (UNESCO, 1994).

The inclusion of young people with SEMH needs appears to be an ongoing critical
challenge for schools, Local Authorities and central government. Teachers view
young people with SEMH needs as the most challenging to include in mainstream
classes: these pupils are more likely to go to specialist provision and alternative
provision and are disproportionately more likely to face fixed and permanent
exclusion from a mainstream provision, compared to peers with other types of SEN
or no SEN at all (Bryant et al., 2018; Cooper, 2004; Department fo Education (DfE),
2019; Gibbs & Powell, 2012; Graham et al., 2019; Monsen et al., 2014). The
challenge around supporting CYP with SEMH needs within a mainstream provision
is expected to increase due to the current global pandemic. The exacerbation of
SEMH needs due to school closures, lost access to mental health support services
and peer support networks was already predicted at the pandemic's start (Lee,
2020).

Recent data and government reports around the use of exclusion and alternative
provision highlights the growing concern around difficulties in supporting the
inclusion of CYP with SEMH needs (Bryant et al., 2018; DfE, 2019b). Whilst only
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representing 17% of young people with SEN, children with SEMH needs represent
78% of permanent exclusions from mainstream schools (DfE, 2019b) and are 15
times more likely to be permanently excluded than their peers without an identified
SEN (DfE, 2020). This correlation is not unique to the UK; it has been observed in
other developed education systems such as the US (see, for example, Bowman-
Perrott et al., 2013). The consequences, both educationally and socially, for young
people who experience exclusion is well documented in the literature (Graham et al.,
2019).

The exclusion of young people with SEMH needs appears to be particularly
problematic in secondary schools (DfE, 2019b). In part, this may be explained by the
fact that there is a greater prevalence of SEMH amongst secondary pupils (Bryant et
al., 2018). However, this does not tell the whole story. In a literature review
commissioned by the DfE investigating why groups such as SEMH pupils were
disproportionately affected by exclusion, the higher exclusion rate in secondary
schools than primary was attributed to several factors (Graham et al., 2019). These
were noted to include greater rigidity around behaviour systems compared to primary
schools. Punitive behaviour systems, for example, have been shown to undermine

social inclusion in the classroom (Hill & Brown, 2013).

Furthermore, a tighter focus on exam results and less emphasis on wellbeing and a
sense of belonging may contribute to lower feelings of contentment and social
inclusion amongst CYP with SEMH needs (Schwab et al., 2015). Adolescence and
the varying influences on the behaviour of young people during this period may also
be a factor (Ciranka & van den Bos, 2019). Finally, difficult transition experiences
between primary and secondary school may leave vulnerable pupils behind

academically and contribute to social needs (Spernes, 2020).

Schools do not sit within vacuums: it is vital to consider the broader socio-political
context within which any systemic barriers to inclusion may have developed. Over

the last two decades, schools have been given greater autonomy away from Local
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Authority influence for leading their improvement and funding decisions, whilst
external accountability has tightened (Hargreaves, 2010; Sandals & Bryant, 2014).
The educational 'market’ conditions for competition between schools around
academic performance may have undermined the impetus towards inclusive school
cultures (Hardy & Woodcock, 2015). For example, school leaders see existing
external accountability frameworks as not sufficiently recognising school efforts to
admit, support or reintegrate students with additional needs, particularly those with
SEMH needs (Bryant et al., 2018). Performance league tables upon which schools'
reputation are staked may deter schools from accepting and supporting CYP with
SEN, who typically have lower attainment and challenging behaviour (Hanko, 2003;
Hookey, 2010). Therefore, it could be argued that high stakes and public-facing
accountability, focused on exam performance and learning outcomes, unintentionally
conflicts with inclusive practices (Woodcock, 2020), disincentivising inclusive
leadership and teaching practices (DfE, 2019b; Ewing et al., 2018).

One function of an autonomous local school system is that provision for the most
vulnerable CYP is seen as less evolved than local placement planning and school
improvement (Sandals & Bryant, 2014). The local implementation of national
reforms for SEN (e.g. SEN Code of Practice; DfE, 2015) and devolved funding
arrangements for alternative provision and higher-level needs pupils varies
considerably across different local education systems (Sandals & Bryant, 2014). For
example, in some local systems, schools are financially responsible for the
permanent placement of students in alternative provision; in other areas, they are not
(Bryant et al., 2018). As a result, in some areas, it can be financially
disadvantageous for a school to support and include rather than seek permanent
exclusion of CYP with SEND (Bryant et al., 2018).

18



2.1.2. Theoretical perspectives on inclusion

In order to explore the inclusion of young people with SEMH needs in mainstream
schools, it is essential to consider what is meant by the term ‘inclusion’.
Understanding the term needs to consider the evolving and complex historical and
legislative context and the varying interpretations amongst academics and
practitioners that persist today. It can be argued that while stakeholders at every
level of the education system — national and local policy-makers, headteachers and
classroom teachers - appear to support inclusive education principles theoretically,
the practical implementation of such principles has been less effective (Haug, 2017;
Hodkinson, 2010). This persisting disconnect between the aspiration towards
inclusion and its implementation raises questions about policies effectiveness to

date.

Difficulties in generating universal meaning around the notion of inclusion have been
observed by academics (Slee & Allan, 2001) and practitioners (Sikes et al., 2007).
These difficulties could be seen to be the inevitable result of trying to translate what
is a complex social construct into a measurable and readily understood stand-alone
entity (Haug, 2017). Many international and national policies around inclusive
education describe the values and principles of inclusion without explicit definition:
capturing inclusive values rather than a definition per se that some have argued
should drive policymakers and practitioners (Rose et al., 2014). The difficulty of
constructing inclusion as a specific and identifiable notion has been seen as an
impediment to how inclusion is practised: a misunderstanding of the theory may lead
to confusion around its practical application (Hardy & Woodcock, 2015; Woodcock,
2020). This ambiguity around its meaning may have contributed to the illusion of
consensus between government and practitioners about implementing inclusion in
schools (Hodkinson, 2011; Rogers, 2013).

In the UK, approaches to inclusive education can be seen to build on a social model

of disability that gained momentum in the 60s. Embracing a social model of disability
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represented a distinct shift from the uncomfortable legacy of young people with SEN
being routinely segregated from their peers until the 1960s (Hodkinson, 2010)
(British Psychological Society. (BPS), 2002; Norwich, 2008b). The movement
promoted the values of social participation, sense of belonging and equality of
opportunity that a community mainstream school was seen to offer (Haug, 2017,
Thomas & Loxley, 2007) and argued against the stigmatisation and marginalisation
for young people attending specialist schools (Galloway & Goodwin, 1987; Norwich,
2008b). It continues to be unclear whether specialist schooling even delivers better
educational outcomes than mainstream, permitting inclusion to rest on the side of
morality and ideology rather than what is best educationally for CYP (Tony Cline,
2015; Norwich, 2008b). It can be argued that empirical support for the educational
impact of inclusive education systems is irrelevant, as the moral argument is

paramount (Lindsay, 2007).

In the UK, the notion of inclusion as one of social equality in schools can be seen to
have developed from the policy of ‘integration’ proposed by the original Warnock
Report (1978), which ‘normalised’ CYP with disabilities and SEN, allowing them to
attend mainstream schooling (Hodkinson, 2010, 2011; Norwich, 2008b). The Labour
government of the late 90s and early '00s heralded a more robust concept of
inclusion, calling for CYP with disabilities and SEN to be given their right to full
participation in academic and social life in their local mainstream school (DfEE,
1997; DfES, 2001).

These policies positioned inclusion as being concerned with more than just the
organisational aspect of education (e.g. placement within a mainstream school or
class) but about the differentiated activities of teaching and classroom organisation
that support full educational participation within a mainstream class (Anastasiou et
al., 2015; Haug, 2017; Tobin & Tippett, 2014). It is not sufficient to place a CYP in a
mainstream school or class; pedagogical adaptations should also take account of
their learning, social and physical needs in order to remove potential barriers to
educational participation (Graham & Jahnukainen, 2011; Ainscow & Sandill, 2010;

Norwich, 2008a; Schwab et al., 2015). A definition of inclusion that focuses on the
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teaching and learning environment also helpfully references a social and eco-
systemic perspective of understanding SEN and disabilities, one where the barriers
to learning are not just that of the individual child's characteristics but the
environmental factors at play, e.g. instructional strategies and the classroom climate
(Florian, 2008; Schwab et al., 2015).

The SEN Code of Practice (DfE, 2015) has the hallmarks of this eco-systemic
conceptualisation of inclusion. It commits to the “general presumption in law of
mainstream education in relation to CYP with SEN and disabilities” (DfE, 2015,
p.25). It goes further by expecting schools and teachers to make planned adaptions
to reduce potential barriers to learning and get the support they need such that CYP

can engage in the activities of a school alongside those without SEN (DfE, 2015).

However, the SEN Code of Practice also acknowledges that there may be a need for
a particular educational provision that is different or more commonly available to their
peers. It could allow CYP to receive their primary instruction within the regular
classroom and receive additional support/services within small groups of 1-1, e.g.
literacy intervention, social skills group. This learning and outcome-focused
approach to inclusion emphasises working out how children might learn best, even if
that includes some degree of separation from regular class (Norwich, 2008b). It is a
view supported by the Centre for the Study of Inclusive Education (CSIE) (Rix,
2006). Therefore, the focus is on working out what provision and how it is delivered
that is required to support the needs of CYP with SEN and secure the most
beneficial academic and social outcomes (Lipsky & Gartner, 1996; Norwich, 2008b).
Such a perspective could avoid presenting inclusion as a narrow and ideological
driven dichotomy between mainstream schooling and special schools (Haug, 2017)
but instead aligned with the needs and desired outcomes of CYP. Concerning the
current study, this understanding of the inclusion of CYP with SEMH difficulties
should consider how mainstream secondary schools adapt their provision to support
their individual SEN needs.
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2.1.3.Theoretical perspectives around 'SEMH.'

The term ‘SEMH’ was employed in the Children and Families Act (DfE, 2015) and
replaced the former term ‘Behavioural, Emotional and Social Difficulties’ (BESD). It
represented a significant re-framing of this area of SEN, firstly by focusing on ‘mental
health’ instead of ‘behavioural’ and secondly using the term ‘need’ instead of
‘difficulties’. In the current study the use of ‘SEMH’ refers specifically to the
legislative change (DfE, 2015), importantly reflecting a term commonly used by
teachers in England schools. ‘SEMH-type’ needs is also applied in the current study
to take account of studies that utilise similar conceptualisations of this area of need,
such as ‘Social, Emotional, Behavioural Disorders’ (SEBD; Macfarlane & Woolfson,
2013).

The explict focus of the term ‘SEMH’ on mental health needs importantly
acknowledges that behavioural difficulties should be interpreted as an external
manifestation of underlying SEMH needs (Frederickson & Cline, 2015; Lord, 2011).
However, despite recent statutory and non-statutory guidance around the
identification and assessment of SEMH, ongoing issues with the ambiguity and
complexity of the construct persist amongst practitioners. For schools, challenging
behaviours may be the first signal that the CYP has SEMH-based needs. While the
SEN Code of Practice (DfE, 2015) makes clear that challenging behaviour should no
longer be seen as an SEND in itself, it is still expected that schools take account of
behaviour when assessing SEMH needs because they may reflect underlying mental
health difficulties (Norwich & Eaton, 2014).

The SEN Code Practice’s focus on mental health represents a broader and ongoing
government priority around mental health and the role of schools around early
identification and prevention; recent proposals introduce mental health leaders in
schools to deliver individual and group-based mental health support and support
referrals to specialist services where necessary (DfE, 2018; DfE, 2019a). The

significant government response to supporting mental health highlights the
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concerning prevalence of mental health problems in CYP (Zafeiriou & Gulliford,
2020). When discussing mental health problems amongst CYP, it is essential to
acknowledge some of the key terminology used in research and policy. A mental
health disorder typically refers to conditions diagnosed by a mental health
professional based on medicalised diagnostic criteria within the Diagnostic and
Statistical Manual of Mental Disorders (DSM) (American Psychiatric Association,
2013). On the other hand, a CYP with a mental health difficulty might not necessarily
meet the criteria for a diagnosis but is such that they would require additional and

different provision to that commonly available to their peers (DfE, 2015).

A meta-analysis of 41 studies examining diagnosed mental health disorders in
children and adolescents between 1985-2012 estimates a pooled prevalence of
6.5% anxiety disorders, 2.6% depressive disorder and 3.4% attention-deficit
hyperactivity disorder (Polanczyk et al., 2015). A UK based study that surveyed
28,160 adolescents with mental health difficulties using the Strengths and Difficulties
Questionnaire (Deighton et al., 2019); comprising four problem scales; emotional
symptoms, conduct problems, peer relationship problems, inattention problems and
a prosocial behaviour scale) highlighted that two in five young people scored above
‘abnormal’ thresholds in three of the four difficult areas (Deighton et al., 2019). The
study also demonstrated that having another SEN (such as a learning or
communication and language SEN) raised the risk of experiencing mental health
difficulties, although it did not distinguish between different areas of need. Unlike
Polanczyk et al. (2015), this study was interested in mental health difficulties more
generally; it did not use a diagnostic measure and instead relied on a child self-report
brief assessment tool. Whilst this does not offer the same reliability as a diagnostic
measure, it offers a helpful estimation of the scale of perceived mental health
difficulties amongst the school population. As noted by the authors, this highlights
the significant challenge for schools in meeting this need (Deighton et al., 2019).

However, just as the previous term, BESD, was criticised for being ambiguous,
leading to over-use, so too has its replacement (Norwich & Eaton, 2014). As the

extract above sets out, the SEN Code of Practice's (2015) threshold of mental health
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difficulties includes specific diagnostics (e.g. attention deficit disorder) and more
general ‘challenging’ behaviours. However, the lack of clarity around the specificity,
severity and frequency of challenging behaviours may undermine reliable and
equitable identification of SEMH needs (Dimitrellou & Male, 2020). The risk to SEMH
needs not being correctly identified in response to challenging behaviour is
supported by teacher perception studies; externalised (e.g. disruptive) behaviours
rather than internalised (e.g. withdrawn) are more likely to capture the attention of
teachers, and therefore assessment and support sought (Soles et al., 2008). Another
reason for the challenge around identifying SEMH needs is that it is both a discrete
SEN and interacts with and cuts across the other three areas of SEN. The term
SEMH, and its predecessor BESD, are associated with complex and inter-related
barriers to learning such as expressive language needs (Obsuth et al., 2016; Clegg
et al., 2009), difficulties with managing relationships with peers and adults, regulating
their emotions, own behaviour (MacFarlane & Woolfson, 2013) and motor difficulties
(Hill et al., 2017). Therefore the diverse presentation of SEMH difficulties and the
underlying interactional barriers to learning may help explain why mainstream
teachers view SEMH as the most difficult to identify and address in their classroom
(Carroll & Hurry, 2018; Dimitrellou & Hurry, 2019; Monsen et al., 2014).

However, it should also be acknowledged that teacher attitudes to challenging
behaviour are likely to impact teachers' capacity and motivation to include CYP with
SEMH needs. Teachers are found to consistently view CYP with SEMH-type
difficulties as the most challenging to include in mainstream classes because they
are more likely to display behavioural difficulties (De Boer et al., 2011; DfE, 2019;
Dimitrelllou, 2017). Moreover, teachers have expressed that CYP has behavioural
difficulties requiring the highest level of support compared to other groups (Grieve,
2009). Such views towards the inclusion of CYP presenting challenging behaviour
appear to emerge before in-service teaching (O'Toole & Burke, 2013). Young people
presenting challenging behaviour are seen as undermining effective teaching and
the educational outcomes of others by teachers (Hookey, 2010). In one study,
challenging behaviour was found to significantly impact all three dimensions of
teacher burnout (emotional exhaustion, depersonalisation and personal

accomplishment), with the highest impact on emotional exhaustion (Aloe et al.,
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2014). Challenging behaviour has also been consistently cited as a factor in poor
teacher retention seen in the UK (Barmby, 2006). These findings highlight the
importance of considering teachers' perceptions of challenging behaviours on their
inclusion of CYP with SEMH needs.

Whilst not stated explicitly by the SEN Code of Practice, an interactional and
functional understanding of SEND, including SEMH needs, is implied (Norwich &
Eaton, 2014). Such a position aligns well with a bio-psycho-social model of disability,
aiming to reconcile social and medical models for understanding SEND. This model
argues that an SEN or disability represents an interaction between personal
characteristics and broader environmental factors (Carroll & Hurry, 2018; Cooper &
Jacobs, 2011). In the case of SEMH, this epigenetic position acknowledges how
social and emotional development results from an interplay between inherited traits
and the social and interactional context within which we live, e.g. with family, school,

local community.

This bio-psycho-social model offers a helpful theoretical framework for
understanding SEMH needs as an interaction between the CYP and the school
environment (Poulou, 2014). Poulou posits the idea of taking account of teacher-
student relationships, social-emotional learning (SEL) and the classroom context as
a framework for understanding and intervening with social and emotional difficulties.
In a study that surveyed 962 primary school students, their perceptions of their
relationships with teachers were significant predictors of emotional and behavioural
difficulties (Poulou, 2015).

The relationship between teachers and CYP has necessary implications for
inclusion. It has been identified as a critical psychological factor supporting inclusive
classrooms and schools (Ewing et al., 2018). One study in the UK established a
correlation between student perceptions of positive teacher relations and a stronger
sense of belonging amongst CYP with behavioural difficulties (Dimitrellou & Male,

2020). However, poorer teacher relations, characterised by higher levels of conflict,
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less warmth, and higher dependency, have been more prevalent amongst primary
learners with SEMH needs in mainstream schools than those without SEMH
difficulties (Breeman et al., 2015). However, more recent findings suggest
inconsistency in this area (Zweers et al., 2020). Zweers et al. followed the
development of primary-aged pupils with SEMH type difficulties in mainstream and
special schools for 18 months. They found that conflict levels with teachers did not
significantly differ between students with SEMH type difficulties and typically
developing peers in mainstream schools and their respective development
trajectories remained stable. However, interestingly students with SEMH type
difficulties in special schools initially developed significantly more conflictual
relationships with their teachers but over time, these improved. One explanation for
this is that teachers in special schools are more effectively trained and experienced
in understanding and supporting students with SEMH type difficulties than their
mainstream counterparts (Zweers et al., 2020).

The importance of creating a sense of belonging in the classroom, a phrase often
used interchangeably with the terms ‘social participation’, ‘social integration’, ‘social
inclusion’, and ‘connectedness’, is frequently highlighted in the inclusive education
literature (Avramidis, 2010; Koster et al., 2009; Schwab et al., 2015). Schwab et al.'s
(2015) longitudinal study used multiple regression and found that young people with
SEN were less likely to experience social participation (as measured by a student
guestionnaire called ‘Attitudes Towards Inclusion of Students with disabilities Social
Inclusion’ measure) than those without SEN. The study did not look at CYP with
SEMH needs, but the study emphasises classroom environments that meet the
learning and social-emotional needs of CYP with SEN, including those with SEMH
needs (Schwab et al., 2015). Where this is not achieved, a risk of increasing or
maintaining challenging behaviours may heighten the risk of exclusion (Dixon, 2005;
Monsen et al., 2014; White et al., 2013). Further understanding the factors and
processes relevant to promoting inclusive classroom environments that support both
the social and learning needs of CYP with SEN, including with SEMH needs, is

therefore critical.
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2.2. Teacher-based factors relevant to the inclusion of CYP with SEMH

needs

2.2.1.Introduction

Any educational change and improvements rely on "what teachers do and think... it
is as simple and complex as that" (Fullan, 1991, p. 117). Teachers are regularly cited
as the most influential factor in improving student outcomes, including those with
SEND (Hattie & Yates, 2013). What teachers' ‘think’ and ‘do’ concerning the
inclusion of CYP with SEN, including those with SEMH-related needs, is consistently
found to be highly pertinent in supporting the successful implementation of inclusive
policies and practices and those reducing exclusion (Amaral et al., 2013; Borg et al.,
2011; MacFarlane & Woolfson, 2013; Malak et al., 2018; Pit-ten Cate et al., 2019;
Sharma & Sokal, 2016).

Successful inclusion of CYP with SEND requires teachers to adapt their teaching
behaviours: making changes to the curriculum, behavioural strategies, learning
resources or their instructional strategies, in order to support student progress
(Avramidis & Norwich, 2002; Kurth et al., 2015). Teachers are typically aware of this
need; they may not consistently address it (Kurth & Keegan, 2014; Roy et al., 2013).
Therefore, it is essential to understand the key facilitators and barriers that influence
teachers' intentions to adapt their teaching behaviours concerning inclusion in the

classroom.

2.2.2. Teacher attitudes towards inclusion

Teacher attitudes have consistently been a significant predictor of self-reported
inclusive behaviours towards young people with SEND (MacFarlane & Woolfson,
2013; Monsen et al., 2014; Sharma & Sokal, 2016). Observations of teachers'
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practice and student satisfaction surveys have corroborated these self-reports
(Monsen & Frederickson, 2004; Stanovich & Jordan, 1998), and negative attitudes
correlate with less inclusive learning environments. Negative teacher attitudes can
lead to young people feeling less connected and contented in the classroom,
potentially increasing their risk of school exclusion (Brady & Woolfson, 2008; De
Boer et al., 2011; Monsen & Frederickson, 2004). Understanding teacher attitudes
and the factors that influence them and addressing them is a critical factor in
designing successful inclusive policies (Antonak & Livneh, 2000; Monsen &
Frederickson, 2004).

The construct of teacher attitudes towards inclusion can be explored through the
Multi-Component Model of Attitudes (Fishbein & Ajzen, 1975), which contends that
three dimensions form attitudes: affective (emotions), cognitive (beliefs ) and
behavioural intentions towards the ‘object’ of the attitude. These dimensions are
assumed to predict actual behaviour (Eagly & Chaiken, 1993; Maio & Haddock,
2015). Within the context of the inclusion of CYP with SEND, the cognitive dimension
of attitudes refers to the perceptions and beliefs about the inclusion of this group
within a mainstream setting (Fazio & Olson, 2003; Krischler & Pit-ten Cate, 2019). It
is the most commonly measured aspect of inclusive teacher attitudes in teacher
guestionnaires (Monsen et al., 2015). Different measures capture the construct in
different ways. The Teacher Attitudes towards Inclusion Scale (TAIS; Saloviita,
2015) captures beliefs about the advantages and disadvantages of the inclusion of
CYP with SEN and draws on self-efficacy beliefs (Monsen et al., 2015). The
Multidimensional Attitudes toward Inclusive Education Scale (MATIES; Mahat,
2008), on the other hands, explores whether CYP with SEN should be taught in
mainstream classes but does not explicitly aim to capture self-efficacy beliefs
(Mahat, 2008).

The emotional dimension of ‘attitude’ can reflect the amount of positive or negative
feelings towards the inclusion of a particular group of CYP, e.g. frustration,
resentment, irritation (Monsen et al., 2015). This dimension can be seen to comprise

both explicit attitudes (deliberate and purposeful processes) and implicit attitudes,
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which relate to the automatic judgments prompted by the attitude object (Fazio &
Olson, 2003; Krischler & Pit-ten Cate, 2019). Inconsistent findings from studies
looking at teacher attitudes towards inclusive education have been explained
regarding whether the study has measured implicit or explicit attitudes. The former is
more likely to reflect generally negative attitudes and the latter potentially more
positive views towards inclusion (Pit-ten Cate et al., 2019).

Finally, the third aspect refers to intended inclusive behaviours towards the inclusion
of a particular group, although only a limited number of attitude instruments aim to
measure it as a separate dimension (e.g. Mahat, 2008; Monsen et al., 2015). Such
instruments focus on a teacher's intention or willingness to make accommodations
for CYP with SEND to the classroom environment or their teaching methods, e.g.
differentiation, support, pace. (Monsen et al., 2015). Importantly, studies tend to
operationalise behavioural intention as an outcome measure of the cognitive or
emotional aspects of attitudes, e.g. how cognitive or emotional dimensions may be
predictive of the behavioural intention dimension (Batsiou et al., 2008; Elik & Wiener,
2010; MacFarlane & Woolfson, 2013; Monsen et al., 2014).

There is inconsistency in the literature around teacher attitudes towards inclusion in
terms of which dimensions may be applied, the predictive validity of each concerning
behaviour and how they are measured (Mahat, 2008; Monsen et al., 2015).
Moreover, teacher attitudes towards inclusion can overlap with other possible
variables such as ‘self-efficacy’ and ‘attributions’. The interaction between teacher
attitudes and other constructs may challenge the validity of measuring attitudes,
depending on the instrument selected (Monsen et al., 2015). A critical review of both

self-efficacy and attributions and their impact on teacher attitudes explored later.

Teachers, both in initial teacher training (ITT) and in-service, who are optimistic
about the notion of inclusion are more willing to adapt and improve the quality of their
teaching approaches and instruction to support the learning needs of CYP with
SEND (Grieve, 2009; Ryan, 2009). In Elik & Wiener's (2010) study of 274, ITT Greek

29



teachers' attitudes towards students with learning and behavioural difficulties, more
positive beliefs and emotions towards the inclusion of students with SEND predicted
a greater likelihood of planned teaching behaviours (e.g. adapting their instruction)
instead of using punitive behavioural responses (e.g. issuing a time out). Similarly,
MacFarlane & Woolfson's study (2013) surveyed 111 primary school teachers and
found that beliefs and emotions were also shown to predict intentions to behave
inclusively. Monsen et al.'s England-based study (2014) surveyed 95 primary school
teachers and found that they were least willing to adapt their practice to support CYP
with social and behavioural difficulties, which the authors suggested may relate to
teachers’ expectations they would disrupt the class. This finding is consistent with
research into teacher attitudes towards inclusion more generally; in a review of 26
studies, De Boer et al. (2011) found that most teachers held negative or neutral

views towards the inclusion of YP with SEND.

Several contextual factors appear to influence teacher attitudes towards inclusion of
CYP with SEND more generally. The type of disability has been shown to affect the
nature of teacher attitudes. For example, teachers have been found to show more
positive attitudes towards the inclusion of students with learning or physical needs
than those with SEMH needs, which may be perceived as more challenging (De
Boer, Pijl and Minnaert, 2011; Yada et al., 2019). However, one study found that
primary teachers held moderately positive attitudes towards the inclusion of CYP
with SEBD needs (MacFarlane & Woolfson, 2013). In addition, positive experiences
of working in inclusive classrooms (Avramidis & Norwich, 2002; Gibbs, 2007),
perceptions of their resources and capacity to support young people with SEN in a
mainstream environment (Forlin et al., 2008; Gibbs, 2007), and availability of
external resources and support (Avramidis & Norwich, 2002; Boyle et al., 2013) are
all consistent predictors of teacher attitudes towards inclusion. There is also a strong
correlation between positive attitudes of headteachers towards inclusion and that of
teachers within their school, which may also be indicative of higher levels of
collective teacher efficacy (Goddard et al., 2004; Goddard & Goddard, 2001); see

the section 2.2.5 below for a further discussion on this.
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However, evidence is more inconsistent around the impact of other factors on
attitude formation. Initial teacher training is generally seen to provide an essential
contribution to developing positive, inclusive attitudes, with ITT teachers more likely
to hold positive attitudes towards inclusion than their in-service counterparts (Aprile
& Knight, 2020; Beacham & Rouse, 2012). However, it has been found that such
attitudes begin to waiver even by the end of training (Romi & Leyser, 2006) and after
the first year of teaching (Boyle et al., 2013). There are also mixed findings around
the extent to which length of teaching experience may influence attitudes towards
the inclusion of CYP with SEN; studies have found that teachers with greater
experience working with such children have more negative attitudes than those with
lesser experience (MacFarlane & Woolfson, 2013; Forlin, Douglas & Hattie, 1996).
Other studies however found that there was no significant relationship (Boyle et al.,
2013; Avramadis et al. 2000). The reported influence of gender is mixed, with some
studies suggesting female teachers are more positive towards inclusion (Boyle et al.,
2013) whilst others show no noticeable effect (Woodcock, 2020).

Whilst attitudes towards the inclusion of CYP with SEND has been extensively
researched, only a limited number of studies have explored attitudes about the
inclusion of CYP with SEMH type needs, and specifically, there is a gap in studies in

attitudes of secondary teaching staff.

2.2.3.Teacher efficacy towards inclusion

Given the identification of several factors relevant to the development of attitudes
towards inclusion, such as experiences of working in inclusive classrooms, perceived
capacity and personal resources, and views of headteachers, some studies have
explored the influence of teacher efficacy beliefs both in terms of inclusive attitude
formation (Krischler & Pit-ten Cate, 2019; Malinen et al., 2012; Pit-ten Cate et al.,
2019) and inclusive teaching behaviours (Amaral et al., 2013; Borg et al., 2011,
MacFarlane & Woolfson, 2013; Malak et al., 2018; Pit-ten Cate et al., 2019; Sharma
& Sokal, 2016).
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Teacher efficacy beliefs are constructed in two ways;

- Teacher self-efficacy (TSE) (also referred to as individual teacher efficacy in
the literature) is concerned with a teacher's belief in their own ability to
influence positive outcomes for their students regardless of their difficulties or
needs (Bandura et al., 1999; Gibbs & Powell, 2012; Guskey & Passaro,
1994).

- Collective Teacher Efficacy (CTE) reflects individual teachers’ perceptions of
the collective ability of staff in their school to influence positive outcomes for
students (Donohoo, 2017; Eells, 2011; Goddard et al., 2004).

2.2.4.Teacher self-efficacy (TSE)

TSE draws closely on Bandura's work on general self-efficacy (GSE) (Bandura,
1978, 1993; Bandura et al., 2001). Bandura (1998, 2001) referred to three key
sources of self-efficacy development: mastery experiences, vicarious experience,
and direct social persuasion and affective state. These are all considered to
influence the formation of general self-efficacy beliefs, such that the more the
individual experiences success, observes success, and receives encouragement
and feedback, the more their sense of efficacy strengthens (Bandura, 1977, 1997).
These sources provide the necessary conditions for individuals to believe they can
affect positive change. As GSE is considered domain-specific (Bandura et al.,
1999), it is vital to consider its specific relevance to inclusive teaching (Pit-ten Cate
et al., 2019). TSE towards the inclusion of CYP can be seen to represent the
strength of belief that teachers have in their competence towards the organisation or
implementation of inclusive practices, related to the management of their classroom
environment, engagement of their pupils and instructional strategies (Gibbs &
Powell, 2011; MacFarlane & Woolfson, 2013).

Several non-UK studies have found a positive correlation between inclusive attitudes
towards SEN in general and TSE towards the inclusion of CYP with SEND

(Savolainen et al., 2012; Scheer et al., 2015; Sharma et al., 2012), with low levels of

32



self-efficacy being shown to be a predictor for less positive attitudes towards
inclusion (Desombre et al., 2019). However, other studies have found no relationship
between TSE towards the inclusion of CYP with SEND and inclusive attitudes (e.g.
Sari, Celikoz & Secer, 2009).

A teacher with low levels of TSE will have less conviction in their ability to influence
outcomes for children with SEN and, correspondingly, will less likely adapt their
practice to support them. Studies have demonstrated that positive self-efficacy
beliefs can be predictive of intentions to behave inclusively or of actual inclusive
teacher behaviours (Ahmmed et al., 2014; MacFarlane & Woolfson, 2013; Malak et
al., 2018; Sharma et al., 2018; Sharma & Nuttal, 2016; Sharma & Sokal, 2016).
However, two studies found that it did not significantly predict actual teacher
behaviours (MacFarlane & Woolfson, 2013; Hellmich et al., 2019), illustrating some

inconsistency in this area.

TSE can be seen as closely aligned with the construct of agency (teachers’ ability to
initiate and bring about change): a highly efficacious individual (or group) positively
believes that pupil progress and achievement is determined by the actions they have
taken rather than the influence of factors beyond their control (Hattie & Zierer, 2017;
Eells, 2011). Efficacious teachers believe that external and uncontrollable factors
(e.g. family/home life) can be overcome through influencing internal and controllable
factors (e.g. instructional/relational strategies within the class) (Bandura, 1978, 1993;
Bandura & Locke, 2003; Eells, 2011; Goddard et al., 2000). The alignment between
TSE and agency here also highlights a third relevant construct: teacher causal

attributions.

Teacher causal attribution draws on attribution theory (Weiner, 2010), which can be
defined as a teacher's perceptions as to the cause of the performance of themselves
or pupils, e.g. whether teachers attribute the causes of performance to pupil, teacher
or home factors (Lambert & Miller, 2010; Wang & Hall, 2018). Teacher causal
attributions towards challenging behaviour appear particularly pertinent to self-
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efficacy beliefs towards implementing inclusive practices (Avramidis & Norwich,
2002; Brownell et al., 2010; Miller et al., 2000; Podell & Soodak, 1993; Woodcock,
2020). The type of attributions that teachers make to explain challenging behaviour
is shown to significantly influence a teacher's future emotional and behavioural
responses to the student, for example, providing sympathy and support instead of
stigmatisation of the challenging behaviour (Gaier, 2015; Wang & Hall, 2018;
Woodcock, 2020). Teachers' tendency to attribute the causes of challenging
behaviour to factors external to themselves and the classroom environment (i.e.
factors they could influence) could be seen as a critical barrier to promoting inclusive
behaviour management practices that positively engage young people with SEND in
a mainstream environment (Bibou-Nakou et al., 2000). Causally attributing
behaviour to factors a teacher cannot control — to pupil and home factors - can
reduce a teacher's expectations for a young person's future educational success and
their will; as a result, to implement inclusive practice (Georgiou et al., 2002).

Teachers who make external attributions have lower levels of self-efficacy towards
positively engaging young people displaying challenging behaviours; they are more
likely to use punitive behaviour strategies (Tollefson, 2000), seek out consultation
with external professionals such as Educational Psychologists (EPs) and seek
exclusion of a pupil (Soodak & Podell, 1993). However, another study suggested that
external attribution is necessary; teachers are more likely to be sympathetic and
supportive when they attribute the cause of the behaviour to home/parental factors
rather than pupil factors (Reyna & Weiner, 2001).

On the other hand, teachers who attribute causes for challenging behaviour to
teacher-based factors are more likely to show increased self-efficacy towards
improving their strategies and practices with young people displaying challenging
behaviour (Brownell et al., 2010; Donohoo, 2017), perhaps indicative of a greater
empathy with the young person (Poulou & Norwich, 2000; Turner & Gulliford, 2020).
If staff believe they can make a difference to pupil behaviour, they are more willing to
be inclusive (Freytag, 2001; Podell & Soodak, 1998).
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Importantly, TSE is improve-able. One way in which staff self-efficacy can be
developed is through embedding professional learning practices such as
collaborative inquiry by explicitly drawing out the causal link between their actions
and student outcomes, thereby strengthening their belief in their ability to bring out
positive change (Donohoo, 2017; Donohoo & Velasco, 2016). Correspondingly,
improved TSE can shift causal attributions for pupil achievement from uncontrollable
student and parental factors towards teacher-controllable factors (i.e. teacher
instruction) (Gaillimore et al., 2009). Strengthened TSE — developed from experience
and evidence of success — affects a more profound belief in a teacher's ability to
overcome rather than be limited by uncontrollable factors through those they can
control (Bandura, 1991).

Despite considerable and growing interest in TSE in the context of inclusion, only
one study has investigated and established a positive relationship between TSE
beliefs concerning inclusive behaviours towards children with SEMH-type needs
(MacFarlane & Woolfson, 2013). Additionally, a limited number of studies have also
investigated the behavioural difficulties manifested by SEMH type needs concerning
TSE (Emmer & Hickman, 1991; Gibbs & Powell, 2011; Aimog and Shechtman,
2007). However, given the influential impact that TSE can have on teacher practices,

further research into its application to inclusive education is needed.

2.2.5.Collective teacher efficacy (CTE)

Whilst self-efficacy is concerned with an individual's belief about their own ability to
support bring about the desired outcome; collective efficacy can be seen as a
group's "shared belief in its conjoint capability to organize and execute the courses
of action required to produce given levels of attainment" (Bandura, 1997, p.

477). CTE — informed by general collective efficacy — is a school-level variable that
reflects teachers’ beliefs about the staff body’s (or a specific group of teachers, e.g.
department team) collective ability to bring about successful outcomes for their
students (Goddard et al., 2000, 2004; Klassen, 2010). Bandura discovered that high

levels of CTE were positively correlated with student’s achievement (Bandura, 1997),
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findings validated in a later study (Goddard, Hoy and Hoy, 2000). A meta-analysis
that synthesised 26 individual studies found that collective efficacy is strongly
correlated with student achievement, with a Cohen's effect size of d=1.57 (Eells,
2011), twice the effect size of feedback (d=0.72) and three times that of classroom
management strategies (d=0.52) (Hattie & Donoghue, 2016). This analysis informed
the powerful assessment from John Hattie that collective efficacy is the most
influential factor for improving outcomes for young people regardless of their socio-
economic background or need (Hattie, 2016). Therefore, understanding and
influencing the construct concerning implementing inclusive practices and policies

appear highly pertinent.

In addition to Bandura's (1997) three critical sources of self-efficacy development
(mastery experiences, vicarious experience, direct social persuasion and affective
states), an additional ‘psychosocial’ source expressed in the school culture and staff
ethos has been proposed as relevant to CTE and in turn TSE (Gibbs & Powell, 2011;
Miller, 2003). This source is concerned with the indirect social influence of the school
organisation and, therefore, conceptually distinct from Bandura's direct social
persuasion. This psychosocial source highlights the importance of how the more
comprehensive social system within which teachers interact shapes their belief about
who ‘we are and can be’ such that teachers' perception of themselves as a member
of school may mediate their perception of themselves as an individual teacher
(Gibbs, 2018; Goddard & Goddard, 2001). CTE may deepen due to the staffroom
culture and the 'discourses' that occur about certain groups of CYP (Goddard et al.,
2004; Goddard & Goddard, 2001; Stanovich & Jordan, 2003; Tschannen-Moran &
Barr, 2004). Moreover, these discourses could be seen to create a common
language or code that "permits group members some control over the actions of
others when those actions have consequences for the group” (Goddard & Goddard,
2001, p.4). The pervasive beliefs amongst the staff body about their responsibilities
towards certain groups of CYP may also turn to appear to impact the TSE of that
same group (Stanovich & Jordan, 2003). This impact helps explain why CTE has
been shown to be predictive of TSE (Goddard & Goddard, 2001; Miller, 2003; Jordan
& Stanovich, 2003).
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The influence of CTE on inclusive teacher behaviours has not yet been investigated.
However, two studies of relevance should be noted here. Hellmich et al.'s (2019)
Germany-based investigation into 290 primary school teachers' views and practices
around inclusion found that teacher attitudes and collective self-efficacy beliefs were
predictive of behavioural intentions towards inclusion. However, collective self-
efficacy beliefs were not predictive of self-reported inclusive practices. It should be
acknowledged that the construct of collective self-efficacy applied in this study is
distinct from the collective teacher efficacy construct discussed above. Collective
self-efficacy was defined as a teachers' perception about their ability to organise
inclusive education by themselves or collaborate with another teacher. Therefore,
the study aimed to consider how teachers' perceptions of the abilities of other
teachers may impact their self-efficacy beliefs towards implementing inclusive
practices (Hellmich et al., 2019). Moreover, the collective self-efficacy scale was
developed based on school policy statements rather than existing standardised

scales and was not empirically tested before the study.

Whilst they did not look at inclusive behaviours specifically, Gibbs & Powell's (2011)
UK-based study is also relevant in discussing CTE. The study explored the
relationship between TSE and CTE towards managing challenging behaviour and
whether these were associated with exclusion amongst 197 primary school teachers.
In this study, both TSE and CTE closely reflected Bandura's (1997) construct by
measuring individual teachers' perceptions of their own and the staff body's ability to
manage challenging behaviour. These were represented by several ‘factors'
previously identified and validated in previous studies, e.g. classroom management,
influencing external factors and promoting student motivation (Goddard, Hoy, & Hoy,
2000; Tschannen-Moran & Barr, 2004). TSE was found to correlate positively with

CTE concerning the motivation of pupils displaying challenging behaviour.

Moreover, CTE towards influencing external influences (e.g. home context)
negatively correlates with school exclusions. This finding was seen to be explained

by the type of causal attributions teachers make towards challenging behaviours.
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Given that at least one aspect of CTE may correspond with lower use of school
exclusion as a sanction, exploring the relationship between collective efficacy and
inclusive teacher behaviours towards CYP with SEMH may deserve further

exploration.

2.2.6.Attitudes and efficacy beliefs as predictive of inclusive teacher

behaviours

Understanding if and how teacher inclusive attitudes and feelings of efficacy towards
implementing inclusion explain inclusive teacher behaviours relies on a coherent
conceptual framework. The TPB (Ajzen, 1991 & 2002; Ajzen and Fishbein, 2005)
has been extensively used to investigate and demonstrate how both teacher
attitudes and efficacy beliefs towards inclusion are predictive of intentions to behave
inclusively or actual inclusive behaviours (MacFarlane & Woolfson, 2013; Malak,
Sharma & Deppeler, 2017; Sharma & Jacobs, 2016, Hellmich et al, 2019; Ahmmed,
2013).

The TPB offers a conceptual change process for understanding how attitudes,
perceived behavioural control (perception of difficulty towards carrying out the focus
behaviour), subjective norms (perception of how ‘significant others’ will approve of
the focus behaviour) act as pre-determinants for people's behavioural intentions
(willingness to carry out the behaviour) and consequently their actual or concrete
behaviour (Ajzen, 2012). It offers a helpful framework for explaining the variables at

play that may influence an individual's behaviour in a challenging situation.

TPB has been applied to investigate the inclusion of CYP; however, inconsistencies
around how variables are applied and operationalised contributed to inconsistent
findings. Several studies have demonstrated how both attitudes towards inclusion
and TSE concerning the organisation of inclusive classrooms (typically
operationalised as the behavioural control variable) are significant predictors of

inclusive behavioural intentions (Ahmmed et al., 2014; Hellmich et al., 2019;
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MacFarlane & Woolfson, 2013; Malak et al., 2018; Sharma & Jacobs, 2016).
However, in the few studies investigating these variables concerning actual teacher
behaviours, findings are more inconsistent. For example, whilst Hellmich et al.
(2019) found that attitudes (measured using a self-developed questionnaire) and
intentions (measured using a self-developed vignette) significantly predicted self-
reported inclusive behaviours, TSE did not. In contrast, Wilson et al. (2016) found
that TSE and attitudes (both measured using self-developed scales) were significant
predictors of behavioural intentions towards inclusive practices. Only TSE, however,
was a predictor of teachers self-reported behaviours. On the other hand, MacFarlane
& Woolfson (2013) found that neither attitudes nor TSE were significant predictors of

actual behaviour.

Measurement of the ‘subjective norms’ variable in the TPB has also produced
inconsistent findings in inclusive education studies. Such inconsistency may relate to
differing operationalisations of the variable, methodology, context and population
between different studies. For example, Ahmmed et al. (2013) found that the
subjective norm — operationalised as the injunctive norm by measuring teachers'
perceptions of school support for inclusive practices - was predictive of behavioural
intentions among 1387 Bangladeshi primary school teachers towards CYP with an
identified disability. Hellmich et al. (2019) supported this finding by measuring
teachers' perceptions of headteachers views on inclusive practices. Here,
headteacher attitudes towards inclusion were predictive of 290 German primary
school teachers' behavioural intentions, including all children, but not predictive of

the self-reported inclusive behaviours.

Similarly, MacFarlane and Woolfson (2013) captured the perceptions of 111 primary
school teachers in Scotland towards CYP with social, emotional and behavioural
difficulties (SEBD) of their headteacher views about their inclusive practices using
the Teachers' Subjective Norm Scale (Tschannen-Moran & Woolfolk Hoy, 2001).
Based on this measure, the subjective norm was strongly predictive of teachers' self-
reported inclusive behaviours but did not significantly predict their intentions to

behave inclusively independently. Stanovich and Jordan's (1998) Canada-based
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study supported this finding that directly measured headteacher views towards
inclusion and found it the most significant predictor of effective teaching practices. It
should be noted that Hellmich (2019) and MacFarlane and Woolfson (2013) findings
were inconsistent with Ajzen's TPB (1991), which proposed that behavioural
intentions are the strongest predictor of behaviour. MacFarlane and Woolfson (2013)
and Stanovich and Jordan (1998) suggested a possible explanation for this
discrepancy; the significant importance of headteacher and views in schools may
compel teachers to act inclusively despite their beliefs and willingness to behave

inclusively.

The Wilson et al. (2016) Scotland-based study of 145 primary school teachers
focused on inclusive beliefs and practices towards CYP with intellectual disabilities.
In contrast to the other studies discussed, Wilson et al. operationalised the variable
as the descriptive norm (teacher perceptions about colleagues' inclusive practices)
and the injunctive norm (teacher perceptions of what people in their life they value
would expect them to do concerning inclusion). Wilson et al. found that whilst
injunctive norms were not predictive of teachers’ behavioural intentions to behave
inclusively, descriptive norms where i.e. intentions to behave inclusively correlated
with perceived typical practices of other staff. It was not clear why Wilson et al.
(2016) applied such a general measure of the injunctive norm and raised the
guestion of whether a specific focus on perceptions of headteacher views towards
inclusion would have produced different findings. The authors did propose that the
predictive power of the descriptive norm on behavioural intentions may help explain
the inconsistent findings from MacFarlane & Woolfson (2013), which only considered
injunctive norms. The influence of the descriptive norm highlights the importance of
the psycho-social norms within the school culture — see earlier discussion on
collective efficacy — and its potential role in supporting the development of teachers'’
intentions to behave inclusively. This observation also supports the argument that
some scholars have made that the subjective norm variable could be represented by
collective efficacy (Gibbs, 2007; Goddard & Goddard, 2001; Stanovich & Jordan,
2003).
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Whilst the TPB has been applied to the literature towards the inclusion of SEN more
generally and other areas of SEN, only one study has appeared to have applied it to
the specific population of CYP with SEMH-type needs, which focused exclusively on
primary school teachers as a pre-determinant for inclusive behaviour (MacFarlane &
Woolfson, 2013). There appears to be a significant gap in the research around the
relationship between teacher attitudes and efficacy beliefs towards young people
with SEMH, particularly in secondary teachers. Understanding the relationship
between teacher-based factors and inclusive practices towards this vulnerable group
may provide a basis for schools, external professionals such as EPs and local
systems to consider teacher beliefs and motivations when designing and
implementing inclusive policies, practices and training. A systematic review of
studies that have explored the relationship between teacher attitudes and efficacy

towards inclusive behaviours will be examined more closely in the next section.

2.3 Systematic review

2.3.1 Purpose of the review

The purpose of this review is to provide a systematic analysis of the evidence
regarding the relationship between teacher attitudes, efficacy and behavioural
intentions towards inclusive behaviours in the classroom, and thereby provide a

basis for further research avenues (Gough et al., 2012).

A systematic review aims to critically appraise the literature on a specific topic to
address a clearly defined question and identify further research avenues (Gough et
al., 2012; MacKenzie et al., 2012). The critical appraisal is likely to include assessing
what is already known about the particular topic area, including an analysis of
methodology employed and gaps and inconsistencies (MacKenzie et al., 2012). A
systematic literature review aims to overcome the potential limitations of a narrative
literature review — such as the omission of relevant research - by establishing a clear

set of rules or methodology that supports a more rigorous and scientific enquiry; this
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helps ensure that all studies relevant to the research question are systematically
identified, synthesised and critically appraised (MacKenzie et al., 2012; Petticrew &
Roberts, 2008).

However, it should be noted that systematic reviews can also fall foul of researcher
subjectivity — through the omission of research based on interpretation of inclusion
criteria and confirmatory bias when appraising studies - leading to variable
conclusions between researchers. Therefore, researchers should ensure should
their methodology is transparent so that the review can be replicated and verified
(Petticrew & Roberts, 2008).

2.3.2 Method

The current systematic literature review was informed by the process outlined below
in fig 2.1. The first part of the review followed a systematic methodology for the
research activity; formulation of the review question, setting out inclusion criteria for
the studies to be included, search strategy, screening studies that meet the criteria
and description of the individual studies selected. The second part of the review
appraised each study's methodological quality and relevance using Gough's (2007)
Weight of Evidence (WoE) framework, synthesised the key themes from the findings
concerning the question and provided a rationale for further research. Full details of

each step taken in the systematic review process are set out below:

42



(1) Systematic map of research activity

Formulate review question and develop protocol

Define studies to be considered (inclusion criteria)

.

Scarch for studies (search strategy)

v

Screen studies (check that meet inclusion criteria)

v

Describe studics (systematic map of research)

(1) Systematic synthesis of rescarch evidence

All the stages of a map plus

v
Appraise study quality and relevance

\

Synthesise findings fanswering review question)

v

Commumscate and engage

Figure 2.1 The systematic review process outlined by Gough (2007, p.5)

2.3.3 Formulation of the systematic review question

The systematic review was informed by the narrative literature review above and
focused on teacher attitudes and efficacy and their association with inclusive
behaviours and practices. The review aimed to identify, synthesise and critically
appraise studies pertinent to this topic and aims to answer the following review

question:

What is the nature of the relationship between mainstream teacher attitudes and

efficacy and inclusive teacher behaviours and practices?
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2.3.4 Inclusion and exclusion criteria

In order to identify studies that were relevant to the review question, the researcher
developed a detailed list of inclusion and exclusion criteria that each study would be
mapped against during the selection process (see Table 2.1 below). A stipulation
was made that study participants should be currently practising in-servicing teaching
staff based on mainstream or regular provision. No parameters were placed around
any demographic factors such as gender, years of teaching experience, position in
the school. Studies that were excluded focused on alternative provisions or specialist
provisions and or studies that looked exclusively at support staff as these were not
relevant to the focus of the review question. Studies of non-mainstream provisions
alongside mainstream provisions or non-teaching staff alongside teaching staff were

included as long as data collected were analysed separately.

In the narrative literature review, it was apparent that teacher attitudes and efficacy
were studied concerning populations of students who did not have specific SEMH
needs, e.g. those with SEND generally, other identified SENs (e.g. learning
difficulties). It was decided that a review only focusing on SEMH could be too narrow
and therefore not generate meaningful findings. However, studies that focused
explicitly on teacher attitudes and efficacy towards managing challenging behaviour
were excluded because they were not considered relevant enough to the review’s
focus on inclusive teacher behaviours and practices. Future systematic reviews in
this area could take account of such studies, given the association between

challenging behaviour and SEMH.

Additionally, given how extensively the TPB had been applied in similar studies, it
was decided that only studies that had aimed to verify this theory would be included.
Moreover, given the potential relevance identified in the literature review of the
relationship and mediation between variables and teacher inclusive behaviours, it
was decided that only studies that aimed to verify the TPB in total would be included.

Again, future systematic reviews could consider including studies which did not
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include all TPB variables, as valuable insights between specific variables and the

outcome measure could have been generated.

Finally, criteria around the type of data — focusing on quantitative data suitable for

generating statistical analysis relevant to the review question - were also developed

to provide consistency within the synthesis. The inclusion and exclusion criteria for

the selection of studies are outlined below in table 2.1:

Table 2.1 The inclusion and exclusion criteria for study selection

Inclusion Criteria

Exclusion Criteria

study.

Studies aim to examine both teacher
attitudes and efficacy beliefs and
their relationship to inclusive

behaviours.

Type of Participants are school-based in- Participants are ITT teachers or do
participant | service teachers (including leaders not have whole-class teaching
with teaching responsibilities). responsibilities, e.g. teaching
assistants, some senior leaders.
Teachers work in mainstream early | Teachers work in pre-school, private
years, primary or secondary schools, Further Education,
provision (or country equivalent). specialist provision, alternative
provision.
Type of The study is based in a developed The study is based in a developing
study country, which reflects the present country.

Studies that do not examine these
variables concerning inclusive
behaviours; which could exclude
studies that focus on effective
teaching and learning more

generally.
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Studies focus on the inclusion of
CYP with SEN.

Studies that apply all three pre-
determinant variables in the TPB to
explain behavioural intentions and

actual behaviour.

Studies use quantitative measures
such as questionnaires or surveys to
generate data suitable for statistical
analysis relevant to the present
study.

Analysis of data is provided.

Individual study.

The study is published in a peer-

reviewed journal.

Studies that do not specifically focus
on the inclusion of CYP with SEN.

Studies that do not use the TPB or

not in full, i.e. a variable is missing.

Studies use qualitative measures

such as focus groups or interviews.

Data is not analysed or presented.

Meta-analyses and systematic

review studies.

Study not peer-reviewed.

2.3.5 Search Strategy

Studies included in this review were identified through systematic searches in August

2020 using the University of Nottingham student portal. Three well-established

databases were used:
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e ERIC (Education Resources Information Center) — a database of literature in

education.

e PsychINFO — a database of psychology articles.

e \Web of Science — a database of articles in sciences, social sciences and arts

& humanities.

Simple search terms were used to identify the broadest possible range of studies to

capture varying contexts and populations that may be relevant to the review question

(see Table 2.2 for a complete list of concepts and related search terms used). The

concept ‘teacher’ was searched with truncation (‘teach’) to cover all term variations,

e.g. ‘teachers’ and ‘teaching’. The term ‘attitude’ was used in searches to allow for

‘attitudes’, and ‘efficacy’ was used to allow for a range of possible

operationalisations, e.g. ‘self-efficacy’, ‘individual efficacy’, and ‘collective efficacy’.

The concept of ‘inclusive teaching behaviours’ was truncated to ‘include’ to cover

‘inclusion’ and ‘inclusive’ and avoid excluding studies that may refer to ‘practices’,

‘pedagogy’, or ‘strategies’ instead of ‘teaching behaviours’. Search terms were

combined using Boolean operators, e.g. ‘and’, ‘or’.

Table 2.2 The key search terms used

Concept Search terms
Teacher ‘teach’ to cover words such as ‘teacher’ and
‘teachers’ and ‘teaching’.
AND
Attitudes ‘attitude’ used to allow ‘attitudes’.
AND
Efficacy ‘efficacy’ covers a range of terms; ‘self’,

‘individual’, and ‘collective efficacy’.

AND

Inclusive teaching behaviours

‘Inclus’ to cover ‘inclusion’ and ‘inclusive’.
‘Teaching Behaviours’ was not included in
the search terms as this could also refer to
other phrases such as ‘practice’,

‘strategies’, ‘pedagogy’. Instead, the
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screening process identified relevant
studies.

2.3.6 Search results and screening

The initial search based on the key terms above generated 573 results that could be
relevant for review (see Figure 2.2). The titles and abstracts were then screened
against the inclusion and exclusion criteria, leaving just 32 studies. The majority of
studies were excluded because they either did not apply the TPB, only focused on
one or two of the predictive variables relevant to the question (e.g. efficacy but not
attitudes) or did not focus on the relationship between these predictive variables and
inclusive teacher behaviours. Several studies were also removed because they were
focused exclusively on a teacher population not relevant to the review question (e.g.

ITT teachers) or because they adopted qualitative methodologies.

Once duplicates were removed, only 16 studies remained, which were read in full. In
addition, the reasons for exclusion based on a screening of the title and abstract,
studies were excluded because they were based in a developing context, did not
focus on the inclusion of CYP with SEN and did not generate quantitative findings
across all measures (see appendix A for list of excluded full-text articles with reasons
for removal). As a result, four studies were assessed as appropriate for inclusion in

the review. Figure 2.2 sets out the stages taken:
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Records identified through database
= searching:
-'Eu Web of Science (n =308)
2 PsychINFO (n=149)
= ERIC (n=116)
]
=
l
Total records screened Records excluded after
(h=573) inclusion / exclusion limits
w applied (n = 541)
'E
o
[ 1]
: |
v
Further records excluded
after duplicates removed
(n=16)
)
Full-text articles assessed Full-text articles excluded,
= for eligibility with reasons
s (n= 16) (n=12)
Bo
w
Teacher behaviours not
measured (n=4);
) TPB not applied in full {(n=3)
Attitude not measured
S h 4 (n=1)
Studies included in Qualitative measure of
-] qualitative synthesis behaviour only (n=1)
-3 (n= 4) Review of literature (n=1).
] X .
b ] Managing challenging
£ behaviour (n=1)
Developing county (n=1)
e

Figure 2.2 The adapted PRISMA flow diagram of database search and study selection

2.3.7 Quality Assessment

In addition to the inclusion criteria set out above, each of the four studies included in
the review was subject to Gough’s (2007) WoE framework, which is used to assess
the quality of quantitative research. This framework provided a helpful basis for
supporting individualised appraisal of the quality of each study and the weight that
should be attributed to it in the synthesis stage of the review. Criteria relevant to the
review question were developed to guide judgments relevant to each weighting (see
appendix B), and a detailed assessment for each study can be found in appendix C.

The overall results of this assessment of the included studies are found in table 2.3.
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2.3.8 Characteristics of individual studies included in the review

The key characteristics of the four individual studies included in the review are set out in table 2.3 below:

Table 2.3 The key characteristics of individual studies

Study authors, title

and location

Sample /

Participants

Method

Specific TPB variables and

measures

Findings

Limitations

Hellmich, F., Léper, M.
F., & Gorel, G. (2019).

The role of primary
school teachers’
attitudes and self-
efficacy beliefs for
everyday practices in
inclusive classrooms —
a study on the
verification of the
‘TPB’.

N=290 primary
school teachers.
Age/grade range
of students
taught not

specified.

One hundred
thirty-eight
teachers worked
in ‘inclusive’
schools, where
CYP with SEN
are enrolled with

those without

Non-experimental

design.

A questionnaire,
that was
conducted by a
research

assistant.

Data analysed
using both
descriptive and
inferential
statistics,

including two

Application of TPB towards the
inclusion of ‘all’ CYP:

Attitudes:

Self-developed scale based on

school / national policy

statements. Five items, 5-point

Likert scale.

Behavioural control (efficacy
towards collaborating with special
needs teachers):

Collective self-efficacy relating to

collaborating with special needs

teacher towards inclusive

Teachers’ intentions
towards inclusive
teaching are
significantly predicted
by attitudes towards
inclusion, collective
self-efficacy beliefs
and expectations of

school management.

Teachers’ self-
reported behaviours
were significantly

predicted by

Inconsistent sampling
approach; over half of
teachers did not work in
‘inclusive’ schools and
did not have recent
teaching experience with
SEN.

Use of non-standardised
measures.
Questionnaires not
empirically tested in
preliminary study raising

internal validity concerns.
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Study authors, title Sample / Method Specific TPB variables and Findings Limitations
and location Participants measures
Journal of Research in | SEN. One structural teaching. 8 items, 5 point Likert- | intentions and Operationalisation of

Special Educational
Needs, 19(S1), 36-48.

Germany

hundred forty-
eight taught in
‘regular’ schools
where CYP
without SEN
were not enrolled

alongside SEN.

equation models
(SEM).

scale adapted from (Skaalvik &
Skaalvik, 2007).

Subjective norm (school
management expectations);

Perceived school management

expectations. Adapted_four items,

5 points Likert scale (Mahat,
2008; Wertheim & Leyser, 2002).

Teaching behaviours;

Behavioural intentions vignette.

Five items, 5 points Likert scale
adapted from (Schwab et al.,
2015).

Self-reported behaviour. An

adapted five items, 5 points Likert
scale (Wertheim & Leyser, 2002).

attitudes but not
collective self-

efficacy.

behavioural control was
collective efficacy,
defined in the study as
teacher efficacy towards
collaborating with special
needs teachers. The
author acknowledges
that this is inconsistent
with other TPB studies
and may explain the

unexpected results.
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Study authors, title

and location

Sample /

Participants

Method

Specific TPB variables and

measures

Findings

Limitations

Sharma, U., Aiello, P.,
Pace, E. M., Round,
P., & Subban, P.
(2018).

In-service teachers’
attitudes, concerns,
efficacy and intentions
to teach in inclusive
classrooms: an
international
comparison of
Australian and Italian

teachers.

European Journal of
Special Needs
Education, 33(3), 437—-
446

N=314 primary
and secondary
teachers from

across ltaly and

Australia.

Australian
teachers were
predominantly
secondary (96%
- grade 7 and
above), whereas
Italian teachers
were relatively
evenly
distributed
across pre-
school to grade
7.

Non-experimental

design.

The
guestionnaire,
completed online
by Australian
teachers and at
training course by

Italian teachers.

Comparative
mean scores for
each variable.
Regression
analysis of
whether variables
predicted

teachers’

Application of TPB towards
students with disabilities (SWD):

Attitudes:

Attitudes towards Inclusion Scale;

8 items, 7 point Likert-scale
(Sharma & Jacobs, 2016).

Behavioural control (self-
efficacy):
Teacher Efficacy for Inclusive

Practices scale (TEIP). Eighteen

items, 6 point Likert-scale
(Sharma et al., 2012). Three
scale factors explored efficacy in
using inclusive instruction,
efficacy in collaboration (EC), and
efficacy in managing behaviour
(EMB)

Attitudes and efficacy
beliefs were
significant predictors
of participants’
intentions to include
students with
disabilities (SWD)

from both countries.

Italian teachers had
significantly more
positive attitudes,
lower levels of
concern and more
positive behavioural
intentions towards
inclusive classrooms
than Australian
teachers.

The sampling approach
was inconsistent; Italian
teachers approached
one training course (a
‘Learning Support
Teacher’ certification)
with 156 / 177 attendees
completing the
guestionnaire. Australian
teachers are drawn from
12 schools from 613
schools who were

approached.
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Study authors, title

and location

Sample /

Participants

Method

Specific TPB variables and

measures

Findings

Limitations

Australia and Italy

intentions to teach
in inclusive

classrooms.

Subjective norm (concerns);
Concerns about Inclusive
Education Scale (CIES). Twenty-

one items, 4 points Likert scale

(Sharma, U. & Desai, I. P. (2002).

Measuring Concerns about
Integrated Education in India.
Asia & Pacific Journal on
Disability, 5 (1)., n.d.).

Teaching behaviours;

Teach in Inclusive Classroom
Scale (ITICS). Seven items, 7
points Likert scale (Sharma &
Jacobs, 2016).

Australian teachers
had significantly
higher levels of
efficacy beliefs
compared to Italian

teachers.

Wilson, C., Woolfson,
L. M., Durkin, K., &
Elliott, M. A. (2016).

N=145 primary
school teachers

across Scotland.

Non-experimental

design

The application of TPB was
focused on the inclusion of CYP

with ‘intellectual disabilities’.

Attitudes

(instrumental

dimension), subjective

norm (descriptive

The study focused on
CYP with ‘intellectual
disabilities’. Given the

context-specific nature of
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Study authors, title

and location

Sample /

Participants

Method

Specific TPB variables and

measures

Findings

Limitations

The impact of social
cognitive and
personality factors on
teachers’ reported

inclusive behaviour.

The British Journal of
Educational
Psychology, 86(3),
461-480.

Scotland

Age/grade range
of students
taught not

specified.

Questionnaire
‘packs’ were sent

to schools.

Multiple
regression
analysis was used
to evaluate
predictors of
teachers’

intentions.

A two-component version of TPB
was used (Ajzen, 2002; Rhodes
& Courneya, 2004).

For all TPB components,
guestionnaires were designed by
the authors based on guidance
for developing TPB

guestionnaires (Ajzen, 2002):

Attitudes:
Total of 12 items across two
variables (instrumental and

affective), 9-point bipolar scale.

Behavioural control (self-efficacy
and controllability):
Total of 5 items across two

variables (self-efficacy and

dimension; belief that
others perform the
behaviour), and self-
efficacy were
predictive of teachers’
intentions to use

inclusive strategies.

Self-efficacy was the
only significant
predictor of teachers’
reported classroom

behaviours.

Inconsistent with TPB,
behavioural intention
not a significant

predictor of teachers’

attitudes and efficacy,
the findings could not be
generalised to other
areas of SEN/disability.

Non-standardised

measures. However, the
scales were piloted with
six teachers to establish

content and face validity.

Use of self-report for
actual behaviour, but the
author notes other
studies have validated
correlation with observed

behaviour.
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Study authors, title

and location

Sample /

Participants

Method

Specific TPB variables and

measures

Findings

Limitations

controllability), 9-point Likert
scale. The self-efficacy items
focused on confidence towards
adapting curricular content for

CYP with intellectual disabilities.

Subjective norm:

Total of 5 items across two
variables (injunctive and
descriptive norms), 9-point Likert
scale. Injunctive items explored
perceptions of what ‘important’
people would expect them to do
concerning curricular adaptation.
Descriptive norms explore
perceptions of what other
teachers did around curricular

adaptation.

reported classroom

behaviours.

The author argues
that high efficacy
beliefs may relate to
motivation and
behaviour that
excludes behavioural

intention.
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Study authors, title

and location

Sample /

Participants

Method

Specific TPB variables and

measures

Findings

Limitations

Teaching behaviours:

Intentions; 3 items, 9 points Likert
scale.

Actual behaviours; 4 items, 9-

point Likert-scale.

MacFarlane, K., &
Woolfson, L. M.
(2013).

Teacher attitudes and
behaviour toward the
inclusion of children
with SEBD in
mainstream schools:
An application of the
TPB.

N=111 primary
school teachers

in Scotland.

Age/grade range
of students
taught not

specified.

Non-experimental

design.

Questionnaires; a
combination of

online & paper.

Regression
analysis

conducted.

The application of TPB was
focused on the inclusion of CYP
with SEBD.

Attitudes:
Cognitive and affective aspects

measured Multidimensional

Attitudes Toward Inclusive
Education Scales (MATIES)
(Mahat, 2008). It was adapted to

focus on SEBD. Twelve items, 9-
point Likert scale.

Teachers with higher
levels of beliefs
(‘cognitive’ aspect of
attitudes) and self-
efficacy predicted
more positive
intentions to include
children with SEBD in

a positive direction.

Teachers’ feelings

(‘affective’ aspect of

Self-report may have led

to socially desirable

responses, but the

author felt the

confidentiality of the

guestionnaire mediated

these.
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Study authors, title

and location

Sample /

Participants

Method

Specific TPB variables and

measures

Findings

Limitations

Teaching and Teacher
Education, 29(1), 46—
52. (MacFarlane &
Woolfson, 2013)

Scotland

Behavioural control (efficacy):

Teachers Sense of Efficacy Scale

(TSES) (Tschannen-Moran &
Hoy, 2001). Adapted to focus on
SEBD. It included three sub-
scales; instructional strategies,
classroom management, and
student engagement: 12 items

and a 9-point Likert scale.

Subjective norm:

Teachers Subjective Norm Scale
modified from the TSES
(Tschannen-Moran & Hoy, 2001)

to capture teacher perceptions

about Headteacher views around
the inclusion of CYP with SEBD,

12 items, 9-point Likert scale.

attitudes) and
subjective norms
(measured by teacher
perceptions of
Headteacher views)
did not significantly
predict behavioural

intention.

However, subjective
norms were the only
predictive variable of
adaptive teacher
behaviours. The
authors note this is
inconsistent with the
TPB literature, where
perceived behavioural

control is typically the
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Study authors, title

and location

Sample /

Participants

Method

Specific TPB variables and

measures

Findings

Limitations

Behaviour:

Teachers’ Willingness to Work

with Severe Disabilities Scale
(TWSD) (Rakap & Kaczmarek,
2010). Vignette and then eight
items, 9 points Likert scale.

Adaption Evaluation Instrument
(AEI) (Schumm & Vaughn, 1991)
looking at the feasibility and

desirability of performing
adaptations that support inclusive
behaviour. Thirty items, 5 points

Likert scale.

strongest predictor.
However, the finding
highlights the
importance of
Headteacher
expectations on
influencing the

efficacy of staff.
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2.3.9 WoE (assessment of quality)

Each item of the WoE Framework (Gough, 2007) was applied to the included four

studies; the quality and appropriateness of evidence concerning the review question

were considered during the synthesis of findings below. Appendix B sets out the

criteria based on Gough'’s framework used to appraise the studies. Appendix C sets

out the rationale for the judgments given based on these criteria. The overall results

are set out below in Table 2.4:

Table 2.4 The WoE of the individual studies

Weight A Weight B Weight C Weight D
Quality of Appropriateness | Appropriate Overall
study of method evidence weighting
(Hellmich et
al., 2019) Medium Medium High Medium
Germany
(Sharma et
al., 2018) Medium Medium High Medium
Australia and
Italy
(Wilson et al.,
2016) High Medium High High
Scotland
(MacFarlane
& Woolfson, Medium High High High
2013)
Scotland
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2.3.10 Synthesis of findings

Based on each study's analysis and quality assessment, a synthesis of the key
findings was developed below.

2.3.10.1 Sample and participants

The sample size for all studies was reasonably large, ranging from n=111 to n=314,
and was suitable for statistical analysis. In Sharma et al. (2018), the total teacher
sample of n=314 was split between two countries (Italy and Australia) and primary
and secondary age groups. In Hellmich et al.’s study (2019), the sample was
reported n=290; this was split between teachers who worked in ‘inclusive’
mainstream schools (where pupils with SEN were enrolled alongside those without)
and those who did not. As the Hellmich et al. (2019) study included teachers working
between different contexts, the generalisability of the findings is reduced. For
teachers who did not teach in inclusive schools are less likely to have had exposure
to the experiential sources needed for efficacy development (e.g. mastery
experiences or social persuasion) and attitude formation (e.g. affective dimension)

feelings towards CYP with SEN) concerning inclusion.

As per the inclusion criteria, all four studies exclusively recruited in-service teaching
staff for their sample. However, teacher populations were based in different settings.
While three studies were recruited entirely from primary schools (Hellmich et al.,
2019; MacFarlane & Woolfson, 2013; Wilson et al., 2016), only one study was

recruited from primary and secondary schools (Sharma et al., 2018).

The four studies represented teacher views towards inclusion from high-income
countries (Australia, Italy, Germany and Scotland), highlighting the potential value of

research in the future in other contexts. Notably, two studies recruited staff from
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Scotland (MacFarlane & Woolfson, 2013; Wilson et al., 2016), suggesting a
particular interest in this topic in the country. One study explored cross-cultural
differences between inclusive education systems in Italian and Australia (Sharma et
al., 2018). Italian teachers had significantly more positive attitudes and behavioural
intentions towards teaching in inclusive classrooms than Australian teachers. This
difference could be explained by variance in inclusive practices between the
countries as inclusive education has been part of Italy’s system for longer (Sharma
et al., 2018) but also by the differences between the populations recruited. While
Australian teachers were predominantly from the secondary sector and completed
the survey online, teachers from Italy were recruited across the school-age phases.
They completed the survey at a training event focused on ‘learning support’

suggesting that this group already had a favourable bias towards inclusive practice.

2.3.10.2 Methods

All four studies implemented questionnaire measures that allowed for the collection
of quantitative data suitable for statistical analysis. The format of the questionnaires
was generally consistent across the studies. Only one study (Hellmich et al., 2019)
utilised a researcher to facilitate teacher responses to the questionnaire, whilst the
other three studies sent out paper and online ‘packs’. The reliance on self-report in
all studies risked social desirability bias (Robson & McCartan, 2016), although this
could be seen to be mediated by the confidentiality and anonymity of responses.

Three of the four studies exclusively utilised questionnaire scales to measure the
TPB variables and outcomes (MacFarlane & Woolfson, 2013; Sharma et al., 2018;
Wilson et al., 2016). Only one study utilised a vignette to measure self-reported
behaviours (Hellmich et al., 2019). Despite many readily available and
psychometrically robust standardised measures in the literature, two studies included
non-standardised measures designed by the authors (Hellmich et al., 2019; Wilson
et al., 2016). Neither measure was empirically tested in preliminary studies, which

meant the internal validity of the scales could not be validated. However, the
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reported reliability of primary measures was at least adequate across all variables in
the four studies, except for one measure in one study (Sharma et al., 2018).

All four studies reported descriptive statistics. Three studies (MacFarlane &
Woolfson, 2013; Sharma et al., 2018; Wilson et al., 2016) utilised regression analysis
to evaluate how attitudes and efficacy were predictive of behavioural intentions or
actual behaviours, suggesting the appropriateness of the analysis for this type of

study.

2.3.10.3 Operationalisation of attitudes, efficacy and inclusive teacher behaviours

Given the possible impact of inconsistencies in the operationalisation of TPB
variables on findings in this area, the author gave specific critical attention to this
area in the systematic review. Despite the variance across the four studies in how
TPB was operationalised as a conceptual framework, there was considerable

consistency around specific findings across the four studies.

Whilst all four studies applied TPB to explore inclusive teacher behaviours, the
‘target’ group for such behaviours varied. One study (Hellmich et al., 2019) looked at
the inclusion of all children and did not make specific reference to CYP with SEND.
One study looked at attitudes to the inclusion of CYP with disabilities in general
(Sharma et al., 2018). The other two studies looked at specific groups of CYP: one
focused on ‘intellectual disabilities’ (Wilson et al., 2016b) and another on SEBD
(MacFarlane & Woolfson, 2013). Given that the constructs of attitudes and efficacy
are highly context-sensitive, the generalisability of individual study findings to SEMH

— except for MacFarlane & Woolfson (2013) — is limited.

Concerning attitudes, three studies measured both the cognitive and affective
dimensions of attitudes (MacFarlane & Woolfson, 2013; Sharma et al., 2018; Wilson

et al., 2016). Hellmich et al. (2019) only measured the cognitive aspect of attitude.
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The cognitive aspect of attitudes was a significant predictor of behavioural intentions
in all four studies and found to be a stronger predictor than the affective dimension in
two studies (MacFarlane & Woolfson, 2013; Wilson et al., 2016b). The Wilson et al.
(2016) study measured teachers’ cognitive attitudes towards inclusion in
‘instrumental’ terms, that is, how adapting the curriculum might deliver perceived
benefits to the teacher or students. The authors suggest that the anticipated rewards
of delivering inclusive education might substantially influence behavioural intentions

compared to the affective aspect of their attitude.

TSE was used in all studies to operationalise the notion of behavioural control across
all four studies. However, the variable was measured differently. Three studies
aimed to measure efficacy towards adapting instructional or curricular strategies
(MacFarlane & Woolfson, 2013; Sharma et al., 2018; Wilson et al., 2016). Two
studies measured efficacy towards classroom or behaviour management
(MacFarlane & Woolfson, 2013; Sharma et al., 2018) and collaborating with others to
support inclusion (Hellmich et al., 2019; Sharma et al., 2018). One study measured
efficacy towards engaging CYP (MacFarlane & Woolfson, 2013). Despite these
differences in the operationalisation of the construct, all four studies found self-
efficacy to be a significant predictor of behavioural intentions. One study
(MacFarlane & Woolfson, 2013) was inconsistent with the TPB, and the behavioural
intention was not a significant predictor of actual behaviour. However, TSE was a
significant predictor of actual behaviour. The authors suggest that firm TSE beliefs
may mediate the need for behavioural intention because it reflects one’s motivation

towards performing a behaviour.

The subjective norm variable was the most inconsistently operationalised among
studies. Perceived expectations of school management or headteacher attitudes
were measured in two studies (Hellmich et al., 2019; MacFarlane & Woolfson, 2013),
but only the former found it significantly predicted behavioural intentions. Sharma et
al. (2018) measured teachers’ concerns towards factors such as available resources,
academic standards, acceptance and workload, but these were not found to be a

significant predictor of intentions. Whilst the rationale for the operationalisation of
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the subjective norm variable in this way was not made clear in the study, these
factors can be seen to relate to wider systemic or external influences relevant to
inclusive behaviours. The Wilson et al. (2016) study measured both teacher
perceptions of whether ‘essential others’ wanted them to behave inclusively
(injunctive norm) and their beliefs about whether other teachers behave inclusively
(descriptive norm).

Interestingly, it was only the latter norm that was a significant predictor of
behavioural intentions. That said, the generic use of ‘important others’ in the
injunctive norm measure could be seen as problematic. For example, a more specific
reference to headteachers may have generated a different finding, as seen in other
studies. However, the apparent influence on teachers' inclusive behaviour may result
from their beliefs about whether other teachers also act inclusively appears
significant, particularly given the earlier discussion on collective efficacy. As Wilson
et al. (2019) argue, this may help explain why several studies that have not
considered such beliefs - including two reviewed here (MacFarlane & Woolfson,
2013; Sharma et al., 2018) - have found that the subjective norm has limited or no

predictive power of behavioural intention.

2.3.10.4 Limitations

Due to variations in the sampling approaches, participants, and TPB variables
operationalisation and measures, only tentative comparisons between the findings
can be made. Whilst the internal reliability of measures used was generally good, the
selection of non-standardised questionnaires to measure specific primary measures
(particularly Hellmich et al., 2019) threatened internal validity. On occasions where
standardised measures were adapted, adaptations were not described in full in a

way that allowed for replication, e.g. Hellmich et al. (2019).
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2.3.11 Summary of review

The number of studies identified for this review highlights the small amount of
research into understanding the relationship between teacher attitudes and feelings
of efficacy towards inclusive behaviours in the classroom. Nevertheless, all four
studies' relatively recent publication dates (between 2013 — 2019) suggest a growing

interest in the area.

The TPB appears to be the most commonly applied conceptual framework for
explaining how these variables may influence teacher behaviours towards inclusion.
Variations in the operationalisation and measurement of the TPB influence findings.
However, both attitudes (particularly the cognitive dimension) and self-efficacy
appear to be significant predictors of behavioural intentions. Nevertheless, there
were inconsistent findings around the predictive validity of the subjective norm
variable. Differing operationalisations and measures of the subjective norm variable
across the four studies may explain this variance. The findings of this review inform
the overall chapter conclusion that follows (Section 2.4) and the aims of the

proposed research study (Section 2.5).

2.4 Conclusion

This literature review aimed to provide a comprehensive analysis of existing
research investigating the influence of teacher attitudes and efficacy beliefs on
CYP's inclusion, particularly those with SEMH needs. A theoretical exploration of the
term ‘inclusion’ acknowledged ongoing inconsistencies around its interpretation both
in academia and policy. It has been suggested that difficulties with creating a
consensus between policy-makers and practitioners around the meaning of inclusion
could be a barrier to its practical implementation in the classroom. The term SEMH
represents a recent shift towards understanding presenting challenging behaviours
as the manifestation of growing concerns around underlying SEMH needs. Despite

this conceptual shift, the literature highlights how this group is still likely stigmatised
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by schools for being ‘naughty’. Causal attributions towards challenging behaviour are
most likely to be made to factors outside of the teachers' control, which may explain

why teachers are least likely to support the inclusion of this group of CYP.

The impact of teacher attitudes towards inclusion and efficacy beliefs were also
explored concerning inclusive behaviours. There is little research in this area
concerning CYP with SEMH-type needs. Research regarding attitudes and efficacy
beliefs about the inclusion of CYP with SEND more generally and in other SEND
areas is better established. The TPB typically offers a helpful conceptual framework
for explaining how these factors may determine teacher behaviours towards
inclusion. However, differing operationalisations of the subjective norm variable may
explain why there is inconsistency in the literature around the predictive validity of
this variable towards inclusive teacher behaviours. Specific consideration was given
to collective efficacy, which considers the indirect influence of the school culture and
organisation as measured by teachers’ perceptions of the overall staff body’s ability
to make a difference to CYP outcomes. Whilst its presence indicates a high
correlation with several areas (academic performance and managing challenging
behaviour), it has not yet been investigated concerning the inclusion of CYP,
including those with SEMH needs. Moreover, as CTE aims to capture the indirect
influence that the perceived behaviour of the staff body may have on individual
teachers’ own behaviours, it could be appropriately operationalised as the subjective

norm variable in the TPB.

The systematic review highlights a growing recent interest in the predictive power of
teacher attitudes and efficacy beliefs towards inclusive behaviours. However,
research is absent in collective efficacy, lack of representation from secondary
teacher views and limited focus on CYP with SEMH needs. Methodological
inconsistencies, particularly around TPB variables and measures' operationalisation,
suggest that further research is needed to contribute to this critical area and support

more generalizable conclusions.
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2.5 The Aims of the Proposed Research

Supporting successful implementation of national and local inclusive policies must
recognise the critical role of teacher-based factors. Understanding how teachers’
attitudes and efficacy towards inclusive practices influence their inclusive behaviours
can optimise EP support to teachers in acting inclusively. Whilst significant research
has been undertaken to explore attitudes and feelings of self-efficacy towards
implementing inclusive education, understanding the predictive power of these
variables concerning inclusive teacher behaviours is limited, particularly in the case
of collective efficacy. The TPB has offered the most frequently applied and validated
conceptual framework for explaining how teacher-based pre-determinants may
explain inclusive behaviours in the classroom. However, there remain
inconsistencies around the operationalisations of these variables and findings, and
thus further research is needed. Moreover, there appears to be a particular lack of
representation from secondary school teacher views and a focus on CYP with
SEMH-type needs. Given the specific vulnerabilities that this group of CYP face
(particularly in secondary settings) regarding harmful inclusive practices and an

increased risk of exclusion, further research is needed here.

The study will investigate the validity of the TPB for explaining secondary teachers’
intentions to behave inclusively towards CYP with SEMH needs. It will do this by
investigating the predictive power of teacher attitudes, self-efficacy (as a
conceptualisation of the ‘perceived behavioural control’ variable) and collective
efficacy beliefs (as a novel operationalisation for the ‘subjective norm’ variable) about
their intentions to behave inclusively towards young people with SEMH needs. A
better understanding of the relationship between these variables and inclusive
teacher behaviours may provide insights for both schools, initial training providers
and Local Authorities on how to consider such factors when planning for initial
teacher training, ongoing professional development and the development and

implementation of inclusive policies.
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A tentative conceptual framework for the study is set out below (Figure 2.3):

Attitudes towards

the inclusion of
CYP with SEMH
needs

Behavioural
intentions

towards the
inclusion of CYP

with SEMH needs

Collective efficacy
towards the
inclusion of CYP
with SEMH needs
(subjective norm)

Self-efficacy
towards the
inclusion of CYP
with SEMH needs
(behavioural
control)

Figure 2.3 The summary of the tentative theoretical framework for the study; adapted and modified
from Ajzen’s TPB (2002) for this study

Thus, this study aims to answer the following questions:

1. What is the strength of secondary school teacher attitudes (beliefs and
feelings), collective efficacy (CTE), self-efficacy (TSE) and behavioural
intentions towards the inclusion of CYP with SEMH needs?

2. What is the relationship between secondary school teacher attitudes (beliefs

and feelings), CTE, TSE and behavioural intentions towards the inclusion of
CYP with SEMH needs?
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Specifically, it is hypothesised that:

Hla: Strength of teacher beliefs, feelings, CTE, TSE and behavioural intentions will
vary depending on teaching experience, such that teachers with greater experience

will present with more negative levels than teachers with less experience.

H1b: Strength of teacher beliefs, feelings, CTE, TSE and behavioural intentions will
vary depending on gender, such that female teachers will present with more positive

levels than male teachers.

H2: Teachers’ beliefs and feelings, CTE, TSE will each predict behavioural

intentions.

69



Chapter 3 METHODOLOGY

3.1. Aim and structure of the methodology

This chapter aims to set out the methodological approach taken by the current study.
Initially, an overview of key research paradigms will be provided, and a rationale for
the study’s position of post-positivism discussed. Discussion of the research design
relevant to the current study will then be considered to justify adopting a non-
experimental correlational design. Consideration of the data collection procedures
and measures employed will focus on reliability, validity and ethics. Finally, an in-
depth discussion of the data analysis methods utilised in the study will be presented.

3.2. Theoretical considerations

3.2.1 Research paradigms

Research paradigms draw on the ontological (the nature of reality) and
epistemological (the nature of knowledge and its relationship with reality)
assumptions of the research and accordingly influence the researcher's decisions
about their methodological (systematic inquiry process through which knowledge is
acquired, e.g. data collection and analysis methods), and axiological (nature of
ethical behaviour) approaches (Mertens, 2020; Dillon & Wals, 2006). By explicitly
acknowledging the research paradigm, the researcher can engage in a systematic
process of critical inquiry to examine, interpret, and understand the nature of reality
and acquire knowledge from a particular worldview (Mertens, 2020). Moreover,
alignment with a specific paradigm also offers the reader a helpful insight into the
researcher’s motivation and intentions for the research in terms of how they will seek
to obtain knowledge that will offer an evidence base to influence and shape practice

and policy in the ‘real world’ (Mackenzie & Knife, 2006).
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Researcher decisions about adopting a particular paradigm should consider their

own personal ontological and epistemological assumptions; these are informed by

their own experience of the world (Mertens, 2020) but importantly be led by their

research inquiry foci/questions (Dillon & Wals, 2006). Within the context of

educational psychology research, there are arguably four fundamental key

paradigms; constructivism, pragmatism, transformative and post-positivism (Mertens,
2020 & Mackenzie & Knife, 2006). Table 3.1 presents the key assumptions

underpinning the four main research paradigms (after Mertens, 2020).

Table 3.1 The Research paradigms in educational psychology (adapted from Mertens, 2020)

Key

Assumptions

Post-positivism

Constructivism

Transformative

Pragmatic

Ontology

e One true
objective
reality;

e Knowledge

e Reality is
based on
multiple social

constructions.

e Accepts
differing
perceptions of

reality equally.

e Each individual
has a unique
interpretation of a

singular reality.

participants

participants

accessed o Acknowledges

with a influence of

degree of social position

probability. and privilege

Epistemological | ¢ Emphasises | ¢ Acknowledges | ¢ The ¢ Informed by the

objectivity. the interactive interactive research
relationship relationship guestion/purpose.
between between
researcher researcher
and and

considered.

but takes
account of
power
imbalances.
Methodology ¢ Quantitative ¢ Qualitative o Primarily ¢ Informed by the
(primarily) (primarily) Qualitative research
e Interventionist | e Contextual (Mixed guestion/purpose.
e Contextual factors Methods / ¢ Mixed methods
factors not considered. guantitative typically used.
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methods

possible)

e Contextual

and historical
factors

considered

Axiology

e Beneficence

e Informed
consent

e Respect
privacy

e Justice

¢ Equality of
opportunity

e Balance of

differing views.

¢ Raises
participant

awareness

* Respects
cultural norms

* Beneficence:
promoting
human rights
and social
justice

e Reciprocity

e The researcher’s

politics and value
influence how
knowledge is

gained.

3.2.2. The chosen paradigm for the current study; post-positivism

For the current study, the researcher selected a post-positivist paradigm. This

perspective was reflective of the researcher’s personal epistemological and

ontological perspective, when seeking to advance psychological explanations of a

nomothetic kind for phenomena in education. Additionally, the paradigm has been

adopted in similar studies, and therefore the current study would contribute to the

literature. The researcher also considered a post-positivist paradigm to be most

appropriate for addressing the research questions the study aimed to address:

1. What is the strength of secondary school teacher attitudes (beliefs and

feelings), collective efficacy (CTE), self-efficacy (TSE) and behavioural

intentions towards the inclusion of CYP with SEMH needs?

2. What is the relationship between secondary school teacher attitudes (beliefs

and feelings), CTE, TSE and behavioural intentions towards the inclusion of

CYP with SEMH needs?
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The post-positivist paradigm builds on the positivist paradigm, and the two are
therefore closely aligned. Whilst both promote a worldview of reality sitting
independently of our knowledge of it (Furlong & Marsh, 2010), post-positivists
acknowledge the practical challenge of obtaining a single and objective reality in
real-world research (Robson & McCarten, 2016). Critics of the positivist paradigm
and its positivist ontological perspective argue that a researcher brings unconscious
bias that undermines the possibility of knowing a singular objective reality that sits
independently of the researcher (Robson & McCarten, 2016). On the other hand,
post-positivism adopts a realistic ontological perspective; it does not avoid
researcher bias but acknowledges and even embraces it as part of the diverse
experiences and beliefs that researchers and participants bring to the research
process (Reichardt & Rallis, 1994). While a reality independent of our knowledge
exists, it reflects an evolving human experience and can therefore not be known with
complete certainty (Reichardt & Rallis, 1994). Post-positivists argue that
experimental and systematic inquiry within real-world research offers a lens through
which reality can be objectively — albeit imperfectly - tested and understood (Ingleby,
2012).

The implications of the epistemological and ontological assumptions of the post-
positivist paradigm for the research design of the current study are important to
acknowledge. In its methodology, a post-positivist research design would adopt a
deductive reasoning approach, drawing on theory from literature to generate testable
hypotheses and predictions, which can be empirically verified or falsified through the
generation of quantitative data (Shadish et al., 2002). Quantitative data generates
visible and measurable results, which will enable the researcher to adopt a realistic
understanding of the relationship between teacher attitudes and efficacy towards
inclusive behaviours based on the perceived collective experiences of the
participants (Shadish et al, 2002; Pring, 2007).

A post-positivist study offers good internal reliability because the data it generates
can be seen to link to the constructs being measured explicitly. However, within a

given study, the external validity and reliability are arguably limited by researcher
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bias and error; instead, a post-positivist would argue that more reliable knowledge
can be generated through the combined findings of cumulative studies (Robson &
McCartan, 2016). That said, a researcher can strengthen the reliability and validity of
their interpretation of reality through systematic, transparent and replicable
development and implementation of their methodology, highlighting the high ethical
or axiological standards a post-positivist researcher should hold themselves against
(Lach, 2014; Mertens, 2020).

3.3 Research designs

A study’s research design can be seen to provide a golden thread that integrates
purpose, theory, research questions, methods, sampling procedures and axiological
considerations and takes account of issues surrounding validity and reliability
(Robson & McCarten, 2016; Mertens, 2020). A research design provides a coherent
framework that provides reassurance to readers that any findings are based on a
sound and reliable research process. Its research paradigm informs a study’s
design; the post-positivist position adopted by the current study most complements a
fixed design, components of which will be explored in more detail below (Cooper,
1997; Robson & McCartan, 2016).

3.3.1 Fixed designs

Fixed designs are theory-driven and mandate that a study — including the variables
that underpin the research questions, data collection method, procedure and
analysis — is fixed before data collection (Robson & McCarten, 2016). As a result of
having a pre-determined research design, researcher bias and effect are minimised,
therefore offering greater methodological rigour than flexible or mixed-method
designs. Whilst fixed designs can adopt a qualitative data collection method, they are
more conducive to collecting quantitative data (Robson & McCarten, 2016; Meyrick,
2006).

74



Fixed designs differ depending on the strength of causal inference they seek to
obtain. Designs range from controlled experimental designs that manipulate
independent variables in order to measure the impact of an intervention on
dependent variables (e.g. Randomised Controlled Trials) through to non-
experimental designs that aim to measure the relationship or causality between
variables found amongst individual participants without the need for variable
manipulation (e.g. correlational or comparative designs). In the context of real-world
research, the concept of ‘variables’ represents the sui generis nature of reality
(objective and apart from individuals), allowing psychological constructs and the
relationships between them to be measured and conclusions drawn with varying

degrees of confidence (Yilmaz, 2013).

Whilst non-experimental designs — as with all fixed designs — arguably fail to capture
the complex nuances of psychological and social phenomenon (Robson &
McCarten, 2016), they offer the advantage of reducing researcher bias and
subjectivity that is more prevalent in flexible designs (Coolican & Coolican, 2014;
Robson & McCarten, 2016). A non-experimental design — specifically a correlational
design — was seen as more relevant to the current study’s aim of exploring the
strength of constructs of attitudes, self-efficacy and collective efficacy and their

predictive validity towards behavioural intentions.

3.3.2 Non-experimental designs

Non-experimental designs are valuable where the manipulation of the variables
being measured may not be modifiable; age, gender, individual beliefs or views
(Robson & McCartan, 2016). A correlational non-experimental design can be
adopted to explore the strength of and relationship between variables without the
researcher manipulating said variables (Curtis et al., 2016). Correlational designs
can adopt a cross-sectional (measures taken at one point in time — often using
surveys - focusing on relationships between variables across one group of

individuals) or longitudinal design (measures taken over different points in time).
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A correlational design again appeared to be the most suitable in the current study
because the research questions explored the strength of and relationship between
teacher-based variables that could not be modified. Moreover, the approach would
be cross-sectional; teacher views would be collected once at a given point in time

using a questionnaire survey.

3.3.3 The rationale for the current study’s research design

The current study aimed to investigate the strength of and relationships between
teacher attitudes, self and collective efficacy and behavioural intentions towards the
inclusion of CYP with SEMH needs. Informed by critical ontological, epistemological,
methodological and axiological assumptions and the research questions, a post-
positivist paradigm was adopted. Consonant with this paradigm, since the
independent variables could not be manipulated, the researcher assumed a fixed,
non-experimental, cross-sectional correlational design and adopted a questionnaire

data collection method.

3.4 Data collection

3.4.1 Data collection method; questionnaire

Consistent with a post-positivist paradigm and non-experimental research design
(Shadish et al, 2002), the current study utilised a survey as its data collection
method. Surveys were considered preferable to other data collection methods
because they would allow the researcher to collect data in a standardised way from
a large and representative sample of participants across a relatively short period.
The researcher also considered the strong literature basis for measuring teacher
attitudes and efficacy beliefs towards inclusion, which provided additional justification
for selecting this method. Surveys offer the advantage of enabling responses to be
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completed anonymously, meaning that participants may be more willing to complete
the survey honestly even if they are concerned about the sensitivity of specific topics
(Murdoch et al., 2014). Furthermore, the disruption caused to normal school
operations by the Covid-19 pandemic meant that the researcher saw an online

survey that could be administered remotely as more efficient and practical.

However, on the other hand, response rates for surveys are generally low, and social
desirability bias may undermine the reliability of individual participant answers
(Robson & McCarten, 2016). Moreover, as surveys rely on pre-determined, often
closed questions with a pre-populated set of options for responses, the data
collected can be limited. Surveys — particularly online formats - are typically
completed without the researcher present, and as such, there is the risk that
participants misunderstand or misinterpret certain items and may not seek
clarification. This risk highlights the importance of designing straightforward
guestions and questionnaire layout and design that maximises accessibility and
coherence for the participants (Cohen et al., 2011; Mertens, 2020).

3.5 Quiality of research

Quantitative research continues to be seen as a critical source of evidence to
support policy and practice changes (Noyes et al., 2019). However, in order for there
to be confidence in the research process, data and the findings drawn from it, the
reliability and validity of the research must be robustly evaluated (Roberts et al.,
2006; Yilmaz, 2013). The researcher took account of the following factors in the
design and implementation of the current study to optimise its quality and
trustworthiness (Mertens, 2020):

Reliability; for non-experimental designs employing surveys, reliability is concerned
with adopting stable measures that include items that generate consistent results.
This internal consistency — i.e. survey items related as a coherent group — will be
determined in the current study using Cronbach’s alpha coefficient.
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Construct validity; is concerned whether the constructs or variables in the study
are measuring what they intend to and is typically demonstrated based on the data
collection and analysis results. The current study considered how similar studies had
operationalised and measured variables and closely followed the sample and context
for whom the measures were designed. A pilot study was carried out to ensure the

appropriateness of the survey before full implementation.

External validity; considers the extent to which inferences drawn from the data can
be generalised to other people and contexts.

Internal validity; quantitative design methods should pay particular attention to
whether the evidence establishes a relationship between independent and
dependent variables and whether alternative explanations could be provided for any
findings generated. Strong internal validity relies on demonstrating essential
conditions; statistical analysis establishing a relationship between its variables that
did not occur by chance; a strong effect size indicating the strength of the inference
drawn; and transparent and replicable judgments that inform the inference in order to
minimise concerns of researcher bias and error (Alivernini, 2012; Patino & Ferreira,
2018).

3.6 The study’s variables and measures

The functions, constructions and measures used in the current study are shown
below in table 3.2. A further discussion of the measures used for each construct is

included in section 2.7.
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Table 3.2 The study’s variables and measures

Function

Construct

Measure

Predictor

Teacher
attitudes
(beliefs
and

feelings)

The first two sub-scales (cognitive (beliefs) and affective
(feelings) aspects of attitudes) from the Multidimensional
Attitudes Toward Inclusive Education Scale (MATIES;
Mahat, 2008) were adopted. 6 items for each sub-scale

respectively.

In a critical review of questionnaires on teacher attitudes
towards inclusion, the MATIES along with only one other
survey was identified as having adequate psychometric
properties to address the components of teacher attitudes
(Monsen et al., 2015).

A discussion on reliability of the original survey and latter

adoptions can be found in section 3.9.2.

With the current study, the language from the two sub-
scales from the Mahat (2008) study were adapted to reflect

the focus on SEMH rather than ‘disability’ more generally.

TSE

Teachers Sense of Efficacy Scale (TSES, Tschannen-Moran
& Woolfolk Hoy, 2001). Twelve items.

A discussion on reliability of the original survey and latter

adoptions can be found in section 3.9.3.

With the current study, the language from the scale from the

Mahat study was adapted to reflect the focus on SEMH.

CTE

Teacher’s Sense of Collective Efficacy scale (TSCE, Goddard,
2002). Twelve items.

A discussion on reliability of the original survey and latter

adoptions can be found in section 3.9.3.

The scale was adapted in the current study to reflect the focus
on SEMH.
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Outcome Teacher The third sub-scale the teacher attitude instrument; MATIES
behavioural (Mahat, 2008). Six items.

intentions
A discussion on reliability of the original survey and latter

adoptions can be found in section 3.9.2.

The scale was adapted to reflect the focus on SEMH and the

target population of secondary teachers in England.

Co-variate Gender -

Years -
teaching

experience

3.7. Characteristics of the current study

3.7.1.Stakeholders

During the development and implementation of the current study, the needs and
rights of several stakeholders were considered as per the British Psychological
Society’s ethical Code of Human Research Ethics (BPS, 2021). The key

stakeholders are described below:

The Local Authority: The researcher was employed as a Trainee Educational
Psychologist (TEP) within an East Midlands UK, local authority Educational
Psychology Service (EPS) where the research was undertaken. The EPS was
currently developing and implementing an educational inclusion initiative in response
to rising rates of permanent exclusions across schools in the city. The initiative
aimed to build schools' capacity to identify systematically, assess, and meet the
needs of CYP presenting with SEMH difficulties. The EPS expressed an interest in
developing an understanding of teacher-based factors towards the inclusion of CYP
with SEMH to inform the further development of the initiative and strengthen
inclusive practices across their secondary schools. The current study was therefore
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crucial in supporting the EPS to develop an evidence-informed understanding of the
role of teacher attitudes and efficacy in influencing behavioural intentions towards
the inclusion of CYP with SEMH needs, which could be taken be taken account to
support strategic planning and development towards inclusive practices across the

city.

The University of Nottingham: The current research was completed as a required
part of the Doctorate in Applied Educational Psychology (DAEP; professional
training). The DAEP is a three-year full- course that prepares students for the

professional role of educational psychologist (EP).

The participating teachers: The secondary school teachers who completed the
guestionnaires were also stakeholders within the research.

3.7.2.Selection of teacher participants

An opportunity sampling approach was adopted to recruit secondary teachers from
mainstream secondary schools. Initially, schools from across the researcher’s
placement Local Authority were invited to express interest in the study. Five
secondary schools gave their consent for teachers to be invited to participate.
However, following three rounds of data collection, only 8 complete responses were
received. In agreement with the researcher’s supervisors, participants were then
sought nationally via social media channels and personal networks to meet the

minimum sample size.

3.7.3.Sample size; statistical power

Statistical power is concerned with the probability of research detecting a statistically
significant result (Cohen, 1988). Research that collects statistically analysable data
can risk Type | errors (the false acceptance of the research hypotheses) and Type Il
errors (failing to detect significance where it exists). The sample size — along with
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power, effect size and significance criteria — is a key factor in determining a statistical
power calculation. This assumption of power that can confer a statistically significant

result can be based on the following calculation (Tabachnick & Fidell, 2018):

N > 50 + 8m
N = number of participants

m = number of independent variables

This study had five variables (attitudes, self-efficacy, collective efficacy, gender,
years of teaching experience) in addition to its outcome measure of behavioural

intentions. Therefore, the minimum sample size was calculated as follows:
N >50 + (8 x 5)
N >90

This minimum requirement was exceeded by the 101 cases included in the

researcher’s data analysis.

3.8. Research procedure

3.8.1.Questionnaire Design

A 6-stage design process — informed by the stages outlined by Mertens (2020) - was
used to create the survey so that data collection could take place successfully is
summarised below. Further details about the recruitment strategies for seeking both

LA and social media participants are set on in appendix H.
Stage 1 (purpose of the survey identified): The defining purpose of a

guestionnaire and target sample population was directly informed by the literature

review in chapter 1 and adopting a post-positivist research paradigm.
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Stage 2 (constructs and measures identified): the literature review identified the
constructs of teacher attitudes (beliefs and feelings), self and collective efficacy and
behavioural intentions to be measured and interpreted. The systematic review
informed the selection of several standardised and well-established self-report
measures. As similar studies had done, the scales were slightly adapted to focus on
the specific population of CYP with SEMH needs. See section 2.7 for a further

discussion of the scales adopted.

Following the expansion of data collection to schools beyond the Local Authority
where the researcher was based, a second version of the survey was developed for
national application. Following a more extensive literature review since the initial
implementation of the survey, two co-variates (gender; years of teaching experience)
were added to both versions (the LA and national). The national survey only differed
in that respondents were not required to provide the name of their school; this
amendment avoided the need for headteacher consent, proving to be a significant

barrier to teacher recruitment.

Stage 3 (participants identified): given the study’s research questions, the
participants were identified as secondary school teachers currently practising in

mainstream schools in England.

Stage 4 (design and format of the survey): the presentation and organisation of
the scales' questions were considered to ensure that teachers could easily access
the online survey, whether completing it by mobile, tablet or desktop computer. The
instructions for completing the survey, consent and use of data also required careful
consideration to ensure that teachers understood the purpose and uses of their
responses. The researcher viewed the adopted language in the survey as most
appropriate to the target population of mainstream secondary school teachers in
England. Furthermore, the face validity (Taherdoost, 2018) of the final draft version
of the questionnaire was reviewed by the researcher’s supervisor with minor

amendments suggested.

Stage 5 (pilot of the survey): as the survey had been designed for use with

secondary school teachers in the English education system in mind, a small pilot
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study was conducted to anticipate and address any issues around the clarity and
interpretation of the survey. Key considerations focused on; the instructions given in
the survey, clarity of the language used for secondary school teachers; and usability
of the survey design and format. The survey was piloted with three secondary school
teachers known to the researcher; all respondents confirmed that the language,
format, and design were clear and appropriate for secondary school teachers and no

suggested amendments were given.

Stage 6 (administer the survey): the online survey was then ready for
administration for secondary school teachers, who could complete the survey by

phone, tablet or desktop computer. See appendix D for the template questionnaire.

3.9 Measures

The current research drew on well-established standardised questionnaires adopted
in previous studies that measured teacher attitudes, self and collective efficacy
beliefs and behavioural intentions. In addition to demographic information, four

measures containing 42 items were included in the online questionnaire.

3.9.1 Demographic and contextual information

Teachers were asked to give their gender (options were male; female; prefer not to
say) and years of teaching experience (covering different ranges from 1-5 years
through to 15+).

In phase 3 (see section 3.10) teachers were also asked to provide the name of their
school to enable a both a group-referent measure of CTE and a school-to-school
comparison across the city where the study was based. However, due to a poor
response rate and resulting requirement to expand the study beyond the city, this
request was removed. Therefore a group-reference measure of CTE and school-to-

school comparative analysis was not possible.
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3.9.2 Attitudes and behavioural intentions towards the inclusion of CYP
with SEMH needs

The strength of teacher attitudes (predictor) and behavioural intentions (outcome)
was measured using an adapted version of the MATIES (Mahat, 2008). The MATIES
was developed to measure three core dimensions of teacher attitudes towards
inclusive education relevant to the current study; cognitive (beliefs), affective
(feelings) and behavioural intentions towards inclusion. However, consistent with
similar TPB studies, the current study utilised the cognitive and affective dimensions
to measure ‘attitudes’ whilst the behavioural intention dimension was used to
measure the outcome variable. Each sub-scale includes six items and a 5-point
Likert scale, ranging from ‘strongly disagree’ to ‘strongly agree’). 3 items that were
negatively phrased are reverse coded so that all higher scores indicate positive
attitudes. Mahat (2008) demonstrated good internal consistency of the measure with
primary and secondary teachers in Australia (a=0.77 for cognitive, a=0.78 for
affective and a=0.91 for behavioural intentions). Similar reliability was reported in
latter studies; 0.75 for both the cognitive and affective sub-scales was reported in a
study examining Primary Scottish teacher attitudes (MacFarlane & Woolfson, 2013);
between 0.77 — 0.91 across the three sub-scales for a study examining teacher
attitudes in Florida from Kindergarten to grade 12 (Gaines & Barnes, 2017); and 0.81
for the behavioural intentions sub-scale reported in a Hong Kong study (Yan & Sin,
2014).

In the current study, the items in the MATIES were modified to focus on CYP with
SEMH needs. An example of how the items were adapted for the present study is
provided below in table 3.3. The adaptations closely followed the format used by
MacFarlane & Woolfson (2013), who used the scale to measure attitudes towards
CYP with SEBD needs. MacFarlane and Woolfson (2013) reported good internal
consistency for their adapted measure with one hundred and eleven teachers based

in Scottish Primary schools, similar to that reported by the original author.
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Table 3.3 Example of how original survey items were adapted for the current study

Original item (Mahat, 2008) Adapted for current study to reflect
focus on SEMH

Affective sub-scale: Affective sub-scale:

7. 1 get frustrated when | have difficulty 7. 1 get frustrated when | have difficulty

communicating with students with a disability. communicating with students with SEMH
needs.

Once negative coded items are re-coded, a mean score for each sub-scale is
generated based on total teacher responses. Higher scores indicate positive

attitudes and behavioural intentions towards inclusive practices.

3.9.3 TSE towards the inclusion of CYP with SEMH needs

TSE towards the inclusion of CYP with SEMH needs was measured using an
adapted version of the TSES (Tschannen-Moran & Woolfolk Hoy, 2001). This
measure includes three sub-scales; classroom management, engagement of pupils,
instructional strategies. The measure contains 12 items with a 5-point scale, ranging
from ‘Nothing’ to ‘a great deal’. The reliability of the original 12-item instrument has
been shown to be very high by Tschannen-Moran & Woolfson Hoy, 2001, with a
Cronbach alpha of a=0.98. Due to its close alignment with self-efficacy theory and
internal consistency, the TSES has been characterised as a reliable and cross-
culturally applicable measure of teacher self-efficacy (Koniewski, 2019).
Furthermore, an international cross-cultural study focused on six groups of teachers
across five countries demonstrated the tool's reliability in measuring TSE across
various contexts (Klassen et al., 2009). A mean score is generated based on total
teacher scores for each of the three sub-scales. A higher score indicates a positive
TSE.

The survey adaptations made for the current study closely followed those made to its

language, used by the Gibbs & Powell study based in England, which explored the
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relationship between teacher self and collective efficacy beliefs with regard to
managing challenging behaviour (2011) but with a specific focus on SEMH. Gibbs &
Powell’s study reported strong internal consistency (a=0.92), similar to that of the

original author.

3.9.4 CTE towards the inclusion of CYP with SEMH needs

The strength of CTE was measured by employing an adapted version of the TSCE
(Goddard, 2001), which includes sub-scales on addressing external influences,
motivating pupils, and teaching skill. The measure includes 12 items and a 5-point
Likert scale ranging from ‘strongly disagree’ to ‘strongly agree’. Excellent internal
consistency (a=0.94) was reported in Goddard’s (2002) study. Whilst the scale has
been criticised for aspects of conceptually unclear language (Klassen, 2010), its
inclusion of items that focus on the home environment makes it distinct from latter
measures, e.g. The Collective Teacher Efficacy Belief Scale (CTEBS) (Tschannen-
Moran and Barr, 2004). Moreover, the holistic lens of the scale also better
exemplifies the relevance of the construct of CTE for the eco-systemic focus of
educational psychology (Goddard, 2002). Once negatively worded items are
reverse-coded, a mean score is generated based on total teacher scores for each of
the three sub-scales. A higher score indicates a positive CTE. For the current study,
the adaptations to the measure’s items again closely followed the adapted format
taken by Gibbs & Powell (2011) to reflect the specific focus on SEMH.

3.10 Recruitment and implementation procedure

Once ethical approval for the study had been secured on the 20" of May 2020 (see
Appendix G), emails seeking expressions of interest were sent to secondary schools
in the Local Authority (LA) where the researcher was based. Follow up emails were
sent, and queries clarified with schools considering participation. Further details on
recruitment of the participants are set out in appendix H. A summary of the

recruitment and implementation process is set out below in table 3.4:
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Table 3.4 The recruitment and implementation process

Phase A; Pilot study (June 2020)

Secondary school teachers were identified to pilot the survey instrument.
Three teachers took part, and feedback sought.

Survey finalised ready for implementation.

Phase B; Discussions with schools based in LA (July 2020)

Information about the study and requests for consent for teachers to be contacted
were provided to all headteachers across the LA. Arrangements for the primary
data collection stage was made with each school that gave headteacher consent
to participate. Some schools opted for data collection to begin before the summer

holidays and begin in the autumn term.

Phase C; Initial data collection with teachers based in LA (July 2020 — April
2021)

Secondary school teacher responses were sought in participating LA schools.
Information and consent forms and the survey were sent via a senior leader to all
staff, inviting teachers to participate. However, despite two further reminders
(September 2020 and March 2021), responses remained extremely low (8
complete responses).

During this time, the researcher also had an extended leave of medical absence,

delaying data collection.

Phase D; Roll-out of the study beyond the LA (April 2021).

Due to the poor response rate and agreement with the researcher’s supervisor, the

study began seeking participants nationally.

The requirement for individual respondents to provide their school's name was
removed, and therefore headteacher consent was deemed unnecessary. In
addition, two variables were added to both the national and LA-based surveys

(gender, years of teaching experience).

Phase E; Further data collection with teachers within the LA and nationally
(May 2021-August 2021)

The research study was promoted through social media channels and personal

networks to boost responses and meet the minimum sample size required.
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Participation continued to be sought from within the LA where the researcher was

based.

Phase F; Debrief and dissemination of findings with the EPS (planned for
November/December 2021)

3.10.1 Implementation of the Questionnaire

In Phase C, following headteacher consent, the LA-based online survey was
distributed via the headteacher or a senior leader (e.g. Special Educational Needs
Co-ordinator (SENCO)) to all staff, inviting them to complete the questionnaire.
Following the expansion of the study (phase D), the survey was distributed directly to
teachers via social media channels and through personal contacts. The researcher
was not present during the completion of any of the questionnaires. Communication
with school staff took place via email or social media, which made explicit
information about informed consent, the right to withdraw without prejudice and an
encouragement to ask questions to clarify any misunderstanding about the
instructions or questionnaire items. The limitations of an online questionnaire are
acknowledged; the researcher had limited control over who was accessing the
measure and whether they were honest about meeting the condition of being a
mainstream secondary school teacher in England, particularly when the survey was
shared through social media channels. However, it was deemed that the risk of
respondents not coming from the target population was low, given that the only
obvious motivation for completing the survey was to contribute their views to this
area of study. The researcher also mitigated any small risk by requesting
respondents through the national survey to confirm they were practising teachers in

mainstream secondary schools.

3.11 Ethical considerations

The study was designed in line with the BPS Code of Human Research Ethics
(2021) and the ethical guidelines set out by the University of Nottingham’s Ethics
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Committee. Ethical approval was sought from the School of Psychology’s Ethics
Committee and gained from the latter on 20" May 2020 (see appendix G). As part of

the ethics submission process, key ethical considerations focused on the following:

Informed consent: In phase B, all headteachers in the LA were provided with
information letters about the study and invited to provide consent for their teachers to
be contacted about the study (see Appendix E). In phase C, information sheets
about the study and informed consent were sent to secondary school teachers via
the consenting headteacher or nominated member of staff and consent obtained
prior to teachers completing the survey (Appendix F). In the national roll-out of the
study (phase D and E), information about informed consent (from Appendix F) was
explicitly presented before participants could complete the survey. The right to
withdraw at any point was made clear to participants throughout the research

process.

Confidentiality and anonymity: The respondents names were not requested in line
with the UK Data Service recommendations. Participants were informed that their
responses would only be used for the aims of the study. The online survey data was
stored on a password-protected account with Qualtrics data analysis software
(Qualtrics, 2020) an online survey software platform to which the university was
subscribed. Once the data had been entered into SPSS, the online data was

deleted, and the survey taken offline.

Deception: The purpose and procedure for the study were communicated through
the information letters and during the school and teacher recruitment process.
Opportunities to ask any clarifying questions and raise queries were explicitly offered

by the researcher throughout the data collection process.
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Dissemination: The researcher will offer a meeting with the EPS and LA
stakeholders to share any pertinent findings and implications; this is expected to
occur in December 2021 / January 2022.

3.12 Method for data analysis

3.12.1 Data cleaning

A total of 101 respondents provided informed consent and participated in the
research study. The Qualtrics data analysis software identified that 56 responses
were only partial and thus removed by the researcher. Therefore a total of 101
completed survey responses were entered in the Statistical Package for the Social
Sciences (SPSS: IBM, 2019), v.26 for analysis.

3.12.2 Data preparation

Data preparation and analysis took place within SPSS. Firstly, negatively coded
items (MATIES; TSES) were recoded to score the same as positively worded items.
Secondly, the mean scores based on the total teacher responses for each of the
subscales were calculated.

3.12.3 Approach to data analysis

3.12.3.1 Assumption testing

Decisions regarding approaches to data analysis were made based on preliminary
checks for assumptions for parametric rather than non-parametric testing; the data is

normally distributed; the measures produce interval level data; the variance is
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homogeneous (Field, 2009). A brief outline of how these assumptions were tested

and proven to allow for parametric testing are set out below:

Normal distribution: considers whether the sample data is normally distributed as
assumed on the broader population. Normally distributed data can be identified
visually as a bell-shaped curve where the mean exists at the peak of the curve, the

approach adopted for the current study.

Interval level data: consistent with educational studies and research that focuses on
attitudes and behaviour, the Likert scales included in the questionnaire items were
treated as interval level data, which was necessary for a mean score to be generated
in data analysis (Carifio & Perla, 2008; Lovelace & Brickman, 2013; Willits et al.,
2016).

Homogeneity of variance: assumes that the level of variance for a particular
variable is constant across the sample. Observation of scatter plots or calculations
based on numerically presented data such as Levene’s test, which performs a one-
way ANOVA on the deviation scores, helps assess the homogeneity of variance in
statistical analysis. In the current study, statistical significance was established at p <
.05, which indicated that the result being produced by chance was less than 5%. In
addition, effect sizes were calculated and reported alongside each statistical test in

the results section.

3.12.3.2 Analysis procedure

Initially, measures of central tendency and dispersion were calculated for each study
variable, including the demographic information. The internal consistency scores
concerning the target population for each measure was then calculated using

Cronbach’s alpha (Ponterotto & Ruckdeschel, 2016) and compared to previously
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reported calculations from the original authors of the measures. Following this,

further inferential statistics were conducted to address the two research questions.

This research question investigated the strength of each variable by conducting one-
way within-subjects analysis of variance (ANOVA) to determine if teachers rated any
of the variables more highly. ANOVA was conducted to investigate any significant

differences between teacher groups across the measures.

In order to address the second research questions, relationships between the
predictor variables (beliefs and feelings, self-efficacy, collective efficacy) and its
outcome (behavioural intentions) were investigated (Ajzen, 1991). Correlations were
conducted to identify associations between any of the pre-determinants and the
outcome measure. Where correlations were significant, simple linear regressions
were carried out to investigate whether any pre-determinant variables were
predictive of behavioural intentions. Finally, multiple regressions were carried out to

explore whether combining variables would be predictive of behavioural intentions.

3.13 Summary of methodology

This chapter presented the rationale for the methodological approach adopted by the
researcher. The study adopted a post-positivist paradigm, non-experimental cross-
sectional correlational design and employed an online survey as its data collection
method. Descriptive and inferential statistical tests were employed to address the

two research questions. The next chapter sets out the results of the research.
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Chapter 4 RESULTS

4.1 Introduction

In this chapter, the data collected will be analysed, and the findings presented.
Descriptive statistics for each measure in the study and the percentages of teachers
in each gender and teacher experience group are provided. Following this, findings
in response to the two research questions and hypotheses set out in Chapter 2 will
be presented. Table 4.1 sets out the current study’s research questions, hypotheses

and the sections within the current chapter where they are addressed.

Table 4.1 Research questions and hypotheses

Research questions

1. What is the strength of secondary school teacher attitudes (beliefs and feelings),
collective efficacy (CTE), self-efficacy (TSE) and behavioural intentions towards the
inclusion of CYP with SEMH needs?

2. What is the relationship between secondary school teacher attitudes (beliefs and
feelings), CTE, TSE and behavioural intentions towards the inclusion of CYP with SEMH

needs?

Section Hypotheses

4.3.2 Hla: Strength of teacher beliefs, feelings, CTE, TSE and behavioural intentions will
vary depending on teaching experience, such that teachers with greater experience

will present with more negative levels than teachers with less experience.

433 H1b: Strength of teacher beliefs, feelings, CTE, TSE and behavioural intentions will
vary depending on gender, such that female teachers will present with more positive

levels than male teachers.

4.4.2 H2: Teachers’ beliefs and feelings, CTE, TSE will each predict behavioural

intentions.
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4.2 Descriptive statistics

The descriptive statistics for the overall data set (n=101) are shown in Table 4.2,
which presents the number of teachers; and the mean and standard deviation (SD)
for each of the study’s variables. For the data set, which included gender and
teaching experience responses (n=93), the percentage of teachers within each group
is presented in Table 4.3.

As shown in Table 4.2, all variables had a mean score of over 3 (based on a scale of
1-5), indicating a more positive than a negative perception of inclusion towards CYP
with SEMH needs on average. Behavioural intentions (outcome measure) had the
highest mean score. Within the predictor variables, teacher feelings scored highest.

CTE scored the lowest on average across the respondents in the study.

Cronbach’s alphas for CTE, TSE and behavioural intentions indicated good internal
consistency over a >.7 (Taber, 2017). While teacher beliefs and feelings had
Cronbach alpha scores below this threshold, they still scored an alpha score of over
a >.6, which has been cited as adequate in studies using similar attitudinal
instruments (Cortina, 1993; Taber, 2017).

Table 4.3 shows that the highest percentage of teachers represented the most
experienced teaching group (over fifteen years), although the second-highest
percentage of teachers represented the least experienced teacher group (under five

years). Females represented the large majority of participants in the study.

Table 4.2 Descriptive statistics for each measure used in the study

Study’s N Mean SD. Min. Max. Cronbach’s
variables Range Range Alpha
Beliefs 101 3.89 487 3 5 .64
Feelings 101 3.91 .532 3 5 .63
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CTE 101 3.30 .540 2 5 .83
TSE 101 3.68 496 2 5 .89
Behavioural 101 4.39 .516 3 5 .89
intentions

Table 4.3 Percentage of teachers in each gender and teacher experience group

Teaching experience

% Of teachers in the sample

Less than five years

29

6-10 years 16.1

11-15 years 19

More than 15 years 35.5

Total 100

Gender % Of teachers in the sample
Male 21.5

Female 78.5

Prefer not to say 0

Total 100

4.3. Research question 1

What is the strength of secondary school teacher beliefs and feelings, CTE, TSE,

and behavioural intentions towards including CYP with SEMH needs?

Assumption testing for the data on gender and teaching experience (n=93) was

initially conducted. Following this, descriptive data and inferential analysis explored

differences between teaching experience and gender groups to examine hypotheses

la and 1b.

4.3.1 Assumption testing

Shapiro-Wilk tests (see appendix I), highly recommended for normality testing

(Ghasemi & Zahediasl, 2012; Peat & Barton, 2008), found there was no significance
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across teacher beliefs and feelings, and CTE based on teaching experience grouped
data and gender grouped data; indicating the distribution was normal across these
variables. However, there was significance between 11-15 years of teaching and
levels of TSE and between teaching experience and gender grouped data and
behavioural intentions, indicating the distribution on these variables were non-
normal. Further assessment of the normal distribution of the data was carried out
using visual analysis of histograms, QQ plots and boxplots in line with guidance from
Pallant (2020). A small number of outliers across the variables in teaching
experience and gender grouped data were identified, and only two were detected as
extreme; both occurred in the teaching experience grouped data. However, given the
isolated cases relative to a reasonably large sample size, it was judged that

removing them would not have a significant influence on the results.

Based on the statistical and visual analysis, assumptions for normality were met by
teaching experience grouped data for teacher beliefs, feelings, CTE but not for TSE
and behavioural intentions. For gender grouped data, assumptions for normality

were met by all variables except for behavioural intentions.

4.3.2 Hypothesis 1la — teaching experience

H1la. The strength of teacher beliefs, feelings, CTE, TSE and behavioural intentions
will vary depending on teaching experience, such that teachers with greater

experience will present with more negative levels than teachers with less experience.

To explore Hypothesis 1a, the data is presented first using descriptive analysis for

each teacher experience grouping followed by inferential statistics.

Table 4.4 Mean scores of variables for teaching experience groups

Teaching Variable N Mean Std. Deviation
experience
Less than 5 years | Beliefs 27 3.80 419
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Feelings 27 3.86 .506
CTE 27 3.18 .508
TSE 27 3.45 .383
Behavioural 27 4.34 488
intentions

6-10 years Beliefs 15 3.77 .326
Feelings 15 3.69 .630
CTE 15 3.23 .628
TSE 15 3.63 .623
Behavioural 15 4.29 .558
intentions

11-15 years Beliefs 18 4.02 .548
Feelings 18 3.86 .592
CTE 18 3.22 516
TSE 18 3.65 424
Behavioural 18 4.41 .506
intentions

More than 15 Beliefs 33 3.84 .533

years Feelings 33 4.03 484
CTE 33 3.35 522
TSE 33 3.84 AT74
Behavioural 33 4.37 547
intentions

4.3.2.1 Descriptive analysis

Table 4.4 shows that all teaching experience groups demonstrated moderately
positive levels of teacher beliefs and feelings, CTE, TSE and high levels of
behavioural intention concerning the inclusion of CYP with SEMH needs. All
teaching experience groups had stronger behavioural intentions towards including
CYP with SEMH needs than their beliefs, feelings, CTE or TSE. CTE had the lowest
mean score for all groups, although this was still slightly positive.

Teachers with more than 15 years of experience demonstrated higher mean scores
across all variables than teachers with less than five years of experience. The most

experienced teacher group also showed the highest feelings towards inclusion than
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any other group and the second high level of beliefs. Teachers with 6-10 years of
experience typically showed the most negative views of inclusion, with the lowest

scores in beliefs, feelings and behavioural intentions.

4.3.2.2 Inferential analysis

One-way between-subjects ANOVAs were conducted to explore differences between
teachers by their length of teaching experience concerning their beliefs, feelings and
CTE. Levene’s Test for Equality of Variance was non-significant, indicating equality
of variance across groups. Analysis of variance did not show a main effect of length
of experience on beliefs, feelings and CTE. All teachers, regardless of experience,
showed similar beliefs, feelings and CTE towards the inclusion of CYP with SEMH
needs.

Kruskal Wallis tests were conducted between the length of experience teacher
groups and TSE and behavioural intentions, which showed that teaching experience
significantly affects TSE, H (3) = 9.27, p = .026. There was no effect between the
length of experience and behavioural intentions. Post hoc analyses using a Mann-
Whitney test were conducted to compare all pairs of groups. The difference in TSE in
teachers with over 15 years of experience was significantly higher than for those with
less than five years of experience, U (N=33, N=27) =243, z = -3.02 p = 0.03). None

of the other comparisons was shown to be significant.

Hypothesis 1la was therefore not supported.

4.3.3 Hypothesis 1b — gender

H1lb. Strength of teacher beliefs, feelings, CTE, TSE and behavioural intentions will
vary depending on gender, such that female teachers will present with more positive

levels than male teachers

To examine Hypothesis 1b, descriptive data by gender is presented, followed by

inferential statistics.
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Table 4.5 Mean scores of teacher beliefs, feelings, CTE, TSE, and behavioural intentions by gender

Gender Variable N Mean Std. Deviation

Male Beliefs 20 3.69 457
Feelings 20 3.88 .525
CTE 20 3.30 490
TSE 20 3.75 444
Behavioural 20 4,22 .583
intentions

Females Beliefs 73 3.89 ATT7
Feelings 73 3.89 .549
CTE 73 3.24 .544
TSE 73 3.63 497
Behavioural 73 4.39 496
intentions

4.3.3.1 Descriptive data

As table 4.5 shows, both gender groups had stronger behavioural intentions towards
including CYP with SEMH needs relative to teacher beliefs, feelings, CTE or TSE.

Females reported slightly more positive feelings and behavioural intentions than
males but similar belief scores. Males reported slightly higher CTE and TSE than

females.

4.3.3.2 Inferential analyses

To explore differences by gender, an independent samples t Test was conducted to
explore differences between beliefs, feelings, CTE and TSE across gender groups.
Levene’s Test for Equality of Variance was non-significant indicating equality of
variance across groups. Results indicated that scores for the 20 male participants
compared to the 73 female participants did not demonstrate significantly differently (t
(91) -1.7, p=.092), feelings (t (91) = .068 p=.946), CTE (t (91) = .470 p=.639), and
TSE (t (91) = .952 p = .344). A Mann-Whitney test to explore differences between
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behavioural intentions by gender showed males and female did not differ significantly
in relation to their behavioural intentions, U (N =20, N=73=243,z=-1.35p =
0.18).

Hypothesis 1b was therefore not supported.

4.4. Research question 2

What is the relationship between secondary school teacher attitudes (beliefs and
feelings), CTE, TSE and behavioural intentions towards the inclusion of CYP with
SEMH needs?

In order to examine hypotheses 2, the relationships between the predictor variables
(beliefs, feelings, CTE and TSE) and the outcome variable (behavioural intentions)
were analysed; descriptive and inferential analyses followed assumption testing of
the whole data set (n=101) to explore differences by the length of experience and

gender.

4.4.1 Assumption testing

The Kolmogorov Smirnov normality test was used instead of Shapiro-Wilk because it
is a more appropriate test with a larger sample size than 50 (Mishra et al., 2019). No
significant difference across teacher beliefs, CTE and TSE was found, indicating
normal distribution. However, there was significance for teacher feelings and

behavioural intentions, indicating the non-normal distribution of these variables.

Further visual distribution analysis was conducted for all variables using histograms,
QQ plots and boxplots, which confirmed the Kolmogorov Smirnov analysis. Only a
small number of outliers were identified in the boxplots (see appendix J). However,

none of these was categorised as extreme (which an asterisk would indicate);
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therefore, they were not deemed to impact the analysis significantly, so they were

allowed to remain.

Based on the statistical and visual analysis, assumptions for normality for the overall
data set were met for beliefs, CTE and TSE but not for feelings and behavioural

intentions.

4.4.2 Hypothesis 2 — relationship between beliefs, feelings, CTE, TSE

towards behavioural intentions

H2. Teachers’ beliefs and feelings, CTE, TSE will each predict behavioural

intentions.

4.4.2.1 Association between attitudes, CTE, TSE and behavioural intentions

Table 4.6 Spearman’s correlation matrix for key variables

Feelings CTE TSE Behavioural
intentions

Beliefs 272%* .164 274** .356**
Feelings - .231* A430** .358**
CTE - - .270** A71
TSE - - - .349**
Behavioural - - - -
intentions

*p <.05; **p <.01.

Since not all variables were normally distributed, Spearman’s correlations were
conducted (see Table 4.6) to identify whether there were significant relationships
between beliefs and feelings, CTE, TSE and behavioural intentions across the entire
teacher sample (n=101). The strength of the relationships was interpreted ((+ 0.1),
medium (x 0.3) or large (x 0.5) respectively, in line with guidance from Field (2009).
A medium positive significant association was found between teacher beliefs,
feelings, TSE and behavioural intentions, suggesting that as these three predictor

variables increase, so do behavioural intentions towards inclusive behaviours.

102



Teacher beliefs and feelings had a similar strength of association with behavioural
intentions, more substantial than the relationship between TSE and behavioural
intentions. CTE had a weak positive and non-significant association with behavioural

intentions.

4.4.2.2 Strength of attitudes, CTE and TSE as predictors of behavioural intentions.

Table 4.7 Predicting teachers’ behavioural intention from their beliefs, feelings, CTE and TSE.

Predictor variables R2 Adjusted R? B

.25 .22
Beliefs - - .251**
Feelings - - 213*
CTE - - .054
TSE - - .186

*p <.05; **p <.01; ***p <.001

To explore the correlations further and examine hypothesis 2, standard multiple
regression using beliefs and feelings, CTE and TSE to predict behavioural intentions
were conducted. The model specifically investigated the strength of the predictor

variables overall and individually towards behavioural intentions.

Assumptions checks were conducted. Multi-collinearity tolerance statistics did not
indicate violations of underlying assumptions (Pallant, 2020). A Kolmogorov-Smirnov
test of normality indicated normal distribution (.075). One outlier was identified within
the dataset in line with guidance from Pallant (2020) and (Tabachnick & Fidell,
2018). However, this did not exceed the Mahalanobis (Rosenblad, 2009) distance
critical value (18.47) for the regression model, and therefore the outlier remained in
the regression analysis. As a result, assumptions of multi-collinearity, normality,
linearity, homoscedasticity and independence of residuals were assessed as being

met.

The results of the regression analysis are presented in Table 4.7 above. The

regression model positively predicted behavioural intentions towards the inclusion of
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CYP with SEMH needs, F (4, 96) = 7.93, p <.000, R? = 0.25. Criteria was met for
meeting a medium effect size, f2 = 0.33, where f2 = .02 (small effect), .15 (medium
effect), .35 (large effect) (Cohen, 2013; Selya et al., 2012; Tabachnick & Fidell,
2014). Therefore, a medium proportion of the variability (25%) seen in teachers’
behavioural intention towards the inclusion of CYP with SEMH needs was predicted
by their beliefs, feelings, CTE, and TSE regarding practising inclusively with this
population of CYP. As the R2 value (the proportion of the variance in behavioural
intention explained by the model based on the study’s sample) — and the adjusted R2
value (the proportion of variance that would be explained based on the wider
population from which the sample was drawn) are similar, the regression model
could be considered to generalise to the wider population of secondary teachers
(Karch, 2020).

Standardised regression coefficients (8) were examined as they indicate the relative
predictive value of each predictor in the model showing the number of standard
deviations that the dependent variable will change, assuming one standard deviation
change in each independent variable (Tabachnick & Fidell, 2018). When controlling
for other predictors variables, only teacher attitudes (both beliefs and feelings
respectively) individually predicted teachers’ intentions to include CYP with SEMH
needs in a positive direction based on their normalised beta weights and
significance. Therefore, teachers with higher levels of beliefs and feelings reported a
stronger intention to behave inclusively towards CYP with SEMH than those with

lower levels.

CTE was not found to be a significant contributor to the model. Whilst there was a
bivariate correlation between TSE and behavioural intentions (see table 4.5), TSE

did not individually predict behavioural intentions.

Hypothesis 2 was partially supported. When considered individually, only teachers’
beliefs and feelings significantly predicted teachers’ intentions to include CYP with
SEMH needs.
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4.5 Summary of the Results

Chapter 4 presented the findings of the current study. Table 4.8 below summarises
the key findings concerning each research hypothesis. Chapter 5 will reflect on and
examine these results in relation to the literature review (Chapter 2) and

methodology section (Chapter 3).

Table 4.8 A table summarising the results of the hypotheses explored in this study

Research questions:

1. What is the strength of secondary school teacher attitudes (beliefs and feelings),
collective teacher efficacy (CTE), teacher self-efficacy (TSE), and behavioural intentions
towards the inclusion of CYP with SEMH needs?

2. What is the strength of secondary school teacher attitudes (beliefs and feelings),
collective efficacy (CTE), self-efficacy (TSE) and behavioural intentions towards the
inclusion of CYP with SEMH needs?

Hypothesis Supported?

Hla: Strength of teacher beliefs, feelings, CTE, TSE and behavioural intentions X
will vary depending on teaching experience, such that teachers with greater
experience will present with more negative levels than teachers with less

experience.

H1b: Strength of teacher beliefs, feelings, CTE, TSE and behavioural intentions X
will vary depending on gender, such that female teachers will present with more

positive levels than male teachers.

H2: Teachers’ beliefs and feelings, CTE, TSE will each predict behavioural Partial

intentions.
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Chapter 5 DISCUSSION

5.1 Chapter overview

The purpose of the current study was, using the TPB, to explore the strength and
nature of the relationship between secondary teacher attitudes (beliefs and feelings),
CTE (subjective norm), TSE (perceived behavioural control); and teachers'
behavioural intentions towards the inclusion of CYP with SEMH needs. In contrast to
similar studies, CTE was operationalised as the subjective norm variable. If it was
found that these relationships did exist, the research could help emphasise the
importance of strengthening teacher attitudes, CTE and TSE, in order to promote the
inclusion of CYP with SEMH needs in mainstream secondary schools.

The current chapter summarises and reflects on the study's key findings with critical
reference to the existing literature. The methodological strengths and limitations of
the current study will then be considered. Consideration of the implications of the
findings for future research, educational provision, and educational psychology
practice are also set out. Finally, a conclusion of the study is presented.

5.2 Research question 1: the strength of beliefs, feelings, CTE, TSE and

behavioural intentions

The first research question and associated hypotheses investigated were:

What is the strength of secondary school teachers' beliefs and feelings, CTE, TSE
and behavioural intentions towards the inclusion of CYP with SEMH needs?
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Hla: Strength of teacher beliefs, feelings, CTE, TSE and behavioural intentions will
vary depending on teaching experience, such that teachers with greater experience

will present with more negative levels than teachers with less experience.

H1b: Strength of teacher beliefs, feelings, CTE, TSE and behavioural intentions will
vary depending on gender, such that female teachers will present with more positive
levels than male teachers.

It was found that teachers held at least moderately positive perceptions across all
TPB variables towards the inclusion of CYP with SEMH needs. Length of teaching
experience had no significant impact on teacher beliefs, feelings, CTE and
behavioural intentions, suggesting that teachers held similar views regardless of
years of teaching. However, the most experienced teacher group demonstrated
significantly more positive TSE than the least experienced teacher group, suggesting
teachers with more experience had the greatest confidence in their ability to
implement inclusive practices for CYP with SEMH needs. Gender had no significant
impact on any of the variables, suggesting teachers shared similar views concerning

the inclusion of CYP with SEMH needs regardless of their gender.

The key findings will now be examined in relation to the existing literature.

5.2.1 Strength of beliefs, feelings, CTE, TSE and behavioural intentions

Descriptive statistics (section 4.2) showed that, on average, secondary teachers
reported moderately positive beliefs, feelings, CTE, TSE and highly positive

behavioural intentions towards the inclusion of CYP with SEMH needs.

The findings that secondary teachers had overall positive perceptions of the

inclusion of CYP with SEMH needs is generally not consistent with previous
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literature. Several reviews of studies examining teacher attitudes towards inclusion
found that teachers were likely to hold negative attitudes towards CYP with SEMH-
type needs, likely related to the associated behavioural difficulties they present
(Avramidis, 2010; De Boer et al., 2011; Yada et al., 2019). The finding in this study
that participants reported a strong intention to act on their positive beliefs and
feelings also provides reassurance that secondary teachers who participated in this
study support both the idea of inclusion and its practical application, contradicting
concerns of a possible disconnect between theory and practice that has been raised
by other studies (Croll & Moses, 2010; Haug, 2017; Hodkinson, 2010).

However, the positive, inclusive staff views found in the current study shows some
consistency with the findings of one study. MacFarlane & Woolfson (2013) found that
teachers held at least moderately positive views towards the inclusion of CYP with
SEBD across all TPB variables. Whilst the MacFarlane & Woolfson study explored
the views of primary not secondary school teachers as in this study it was based in
Scotland; suggesting that teacher attitudes in the UK towards the inclusion of this
population of students may be more favourable than many international contexts

where the studies mentioned above were based.

However, in the current study, CTE and TSE had lower positive scores than teacher
beliefs and feelings. This finding may suggest that whilst UK secondary teachers
have particularly positive attitudes towards the inclusion of CYP with SEMH needs
they currently lack the collective and individual beliefs to implement more inclusive
practices. This observation is consistent with research that suggests that CYP with
SEMH needs are the population of students teachers find more challenging to
support in the classroom (Carroll & Hurry, 2018; Dimitrellou & Hurry, 2019; Monsen
et al., 2014). Therefore, it appears more work may need to be done to build
secondary teachers’ capacity and confidence in developing skills and self-efficacy
towards implementing inclusive practices that meet the needs of this group of
students in mainstream classes (MacFarlane & Woolfson, 2013) (see section 5.3.1.3

for a further discussion of this).
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5.2.2 Hypothesis 1a; strength of beliefs, feelings, CTE, TSE and

behavioural intentions by teaching experience.

Teacher views and perceptions towards inclusion were examined for any influence of
the length of teaching experience. Concerning Hypothesis 1a, results indicated that
teacher experience did not significantly affect levels for most variables. Regardless
of the length of experience, teachers reported similar attitudes (both beliefs and
feelings), CTE, and behavioural intentions towards the inclusion of CYP with SEMH
needs. The exception, however, was TSE, where secondary teachers with the
greatest experience (over fifteen years) had significantly higher levels of TSE
towards including CYP with SEMH needs than those with the least experience (less

than five years of experience).

The finding that teachers, regardless of experience, had similar attitudes (both
beliefs and feelings) reflects those of Boyle et al., (2013) and Avramadis et al.,
(2000), who also found teaching experience did not impact attitudes towards
inclusion. However, it should be noted that both of these studies examined the
relationship between teacher attitudes and SEN more generally. Forlin, Douglas and
Hattie (1996) investigated primary school teacher attitudes towards CYP with
learning needs in Australia. They found that the most experienced teachers held the
least inclusive beliefs. However, this may be explained because inclusive schooling
in Australia was only in its infancy at the time of the study. Therefore more
experienced teachers, who were likely to have had extensive experience of a
segregated education system and consequently limited direct experience of CYP
with SEN, may have retained a negative view of inclusion when transitioning into a

more inclusive education system (Forlin, 2006; Sharma et al., 2018).

More pertinent to the current study, MacFarlane Woolfson (2013), based in the UK,
also found that experienced primary teachers of SEBD held more negative feelings
and behavioural intentions than less experienced teachers towards inclusive

practices. The authors hypothesised that experienced teachers might have had
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increased negative experiences with CYP displaying behavioural difficulties, which
would have had a detrimental impact on their attitudes. One explanation for the
difference in findings to the current study is that MacFarlane and Woolfson (2013)
focused on SEBD (a similar term to SEMH, then applied in Scotland), which like
England's previous term, BESD, included a reference to ‘behaviour’ and ‘difficulties’.
The term used in this study - SEMH - represents a re-conceptualisation of BESD and
shifts the focus onto notions of mental health and needs, thereby promoting the
notion that any challenging behaviour should be seen to communicate an underlying
mental health need (DfE, 2015). The development of the term ‘SEMH’ in England
sits within a broader context of legislative changes in the UK. These changes have
aimed to promote a more optimistic notion of inclusion over the last 25 years
(Anastasiou et al., 2015; Haug, 2017; Tobin & Tippett, 2014); this may have
contributed to the relatively more positive framing of attitudes towards the inclusion
of CYP with SEMH needs (and the associated challenging behaviours some can

present) across all teaching experience groups.

A number of factors may have influenced the finding in this study of teachers with the
greatest amount of experienced reported significantly higher levels of TSE compared
to those with the least experience. The higher prevalence of SEMH amongst
secondary-aged pupils (Bryant et al., 2018); the greater onus on all schools around
early identification and prevention around mental health (Dfg, 2018; DfE, 2019a);
and the anticipated or perceived exacerbation of this area of SEN through the
influences of the Coronavirus pandemic, current at the time of this study (Lee, 2020),
may have placed SEMH higher on the agenda of secondary teachers, with positive
effects. Therefore, any potential influence of negative teaching experiences with
SEMH on attitudes may be counteracted by the increased awareness, leadership,

and government directives that secondary teachers have recently experienced.
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The finding that secondary teachers with the greatest experience (over fifteen years)
had higher TSE levels than those with less than five years of experience was
unexpected given the broader finding in TSE research that TSE beliefs decline as
the length of teacher experience increases (Klassen, 2010). However, self-efficacy
theory predicts that accumulating mastery experiences is the most effective way to
deepen TSE (Bandura, 1978; Yada et al., 2019). The finding in this study suggests
that the most experienced secondary teachers may have had successful teaching
experiences of CYP with SEMH, thereby potentially strengthening their TSE. The
nature of how teachers with different amounts of experience adapt their practices
may be relevant here too. One study that explored how teachers perceived their self-
efficacy towards the classroom management of challenging behaviour could predict
their subsequent intervention strategies; Andreou & Rapti, 2010 found that more
experienced teachers tended to use more behavioural rewards than less
experienced teachers. On the other hand, inexperienced teachers were more likely
to focus on strategies that supported the social and emotional wellbeing of their
students, e.g. through building confidence or trust in the student, in order to reduce

problematic behaviour compared to more experienced teachers.

Given the amount of remote learning that took place during the current study, it may
be that more inexperienced secondary teachers have had reduced opportunities for
direct relational work that aims to promote social and emotional wellbeing, thereby
reducing their mastery experiences and ultimately adversely affecting their TSE.
Studies investigating the impact of Covid-19 on education have reported how
teachers have bemoaned the disruption to the fundamentally social nature of
teaching, including their ability to build trust with students (Kim & Asbury, 2020;
Reich et al., 2020). More experienced secondary teachers, on the other hand, might
have been more able to practically apply their preferred classroom management
strategy during remote working, for example, potentially offering positive incentives
for good behaviour (e.g. house points, a phone call home). Therefore, they may have
had greater opportunities to develop their mastery experiences and, therefore, self-

efficacy.

Moreover, TSE research highlights that efficacy beliefs may be dependent on the

teachers' perceptions of available resources and demands within their school setting.
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Whilst experienced teachers can draw on their mastery experiences to sustain their
self-efficacy when perceived resources within their school reduce and demands
increase; inexperienced teachers are likely to be more vulnerable to the loss of
support from colleagues and a more challenging school culture (Tschannen-Moran &
Hoy, 2007). Given the inevitable disconnectedness from their colleagues during the
pandemic, the emotional demands relating from disruption to regular schooling
(Ozamiz-Etxebarria et al., 2021), and less mastery experiences to draw on
(Lazarides et al., 2020), inexperienced teachers' confidence to implement inclusive

practices may have been the most significantly eroded.

Given the domain-specific nature of TSE, self-efficacy towards adapting practices for
CYP with SEMH needs could arguably be most at risk of deteriorating in
inexperienced teachers. Teachers with lower levels of TSE are more likely to
attribute causes of challenging behaviour (associated with SEMH) to external factors
(which are not under their control) (Tollefson, 2000; Soodak & Podell, 1993);
potentially reducing the likelihood of implementing inclusive strategies such as
positive behaviour management and engagement strategies, with teachers instead
seeking specialist support or exclusion from the classroom or school (Avramidis &
Norwich, 2002b; Brownell et al., 2010; Miller et al., 2000; Podell & Soodak, 1993;
Woodcock, 2020; Bibou-Nakou et al., 2000).

5.2.3 Hypothesis 1b; strength of beliefs, feelings, CTE, TSE and

behavioural intentions by gender.

Concerning Hypothesis 1b, results indicated that gender did not significantly affect
any of the variables. Therefore, regardless of their gender, secondary teachers held
similar beliefs, feelings, CTE, TSE, and behavioural intentions towards including
CYP with SEMH needs. The literature in this area is limited. Similarly, studies
(Avramidis & Norwich, 2002; Woodcock, 2020) have also found no significant effect
of gender on inclusive viewpoints. However, Boyle et al. (2013) found that female

teachers held a more positive view of inclusion than their male counterparts. In the
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current study, it should be noted that males constituted a very small element of the
sample (20 participants or just over 21% of the overall sample), which may have

influenced the finding and reduced its reliability.

5.2.4 Summary: strengths and degree of teacher beliefs, feelings, CTE,

TSE and behavioural intentions

Descriptive analysis of the strength of teacher beliefs, feelings, CTE, TSE and
behavioural intention found that teachers generally held positive viewpoints about
the concept of and practical implementation of inclusive practices for CYP with
SEMH needs. This was broadly inconsistent with literature in the area but importantly
supported findings in the most pertinent study to the current research, which was
also based in the UK and focused on a similar area of need (MacFarlane &
Woolfson, 2013). The finding in the current study may be influenced by the
considerable focus in England that has have given over the preceding years to
embed better staff awareness of mental health and how behaviour can be a

communication of such needs.

The significant finding from inferential analysis was that the most experienced
secondary teachers held higher levels of TSE than less experienced teachers was
not aligned with the prior research. However, the finding could be explained by the
impact of the pandemic, which could have adversely affected inexperienced teachers
the most as a result of reduced support and less opportunity to accumulate mastery

experiences in their preferred classroom management strategies.

5.3 Research question 2: Relationships between teacher beliefs, feelings,
CTE, TSE, and behavioural intentions towards CYP inclusion with SEMH

needs.

The second research question and associated hypothesis investigated were:
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What is the relationship between secondary school teacher attitudes (beliefs and
feelings), CTE, TSE and behavioural intentions towards the inclusion of CYP with
SEMH needs?

H2: Teachers' beliefs and feelings, CTE, TSE will each predict behavioural

intentions.

The main finding related to the second research question was that only teacher
beliefs and feelings predicted behavioural intentions. CTE and TSE were not
predictive of behavioural intentions, although a moderately positive relationship was

found between TSE and behavioural intentions.

Within the framework of the TPB, correlational analysis was employed to identify the
relationship between teacher attitudes (beliefs, feelings), CTE, TSE, and behavioural
intentions. Regressions then explored the extent to which different measures
contributed to predicting behavioural intentions.

5.3.1 Hypothesis 2; Teachers' beliefs and feelings, CTE, and TSE will

each predict behavioural intentions

Beliefs, feelings and TSE were shown to have a medium positive significant
association with behavioural intentions (see Table 4.5). However, CTE had a weak
positive and non-significant association with behavioural intentions. A significant
regression equation was found to predict behavioural intentions based on the four
predictor variables (explaining 25% of the variance). However, when controlling for
other variables, only teacher beliefs and feelings individually predicted teachers'
behavioural intentions and were seen to contribute the majority of the explanation of
variance seen in the regression model, 8 =.251 and 8 = .213, respectively. Despite
having significant correlations with behavioural intentions, neither TSE nor CTE was

predictive of behavioural intentions. This finding may suggest that the TPB does not

114



fully generalise to the inclusion of CYP with SEMH needs. These findings are now
discussed.

5.3.1.1 Strength of beliefs and feelings as predictors of behavioural intentions

The finding that secondary teacher beliefs and feelings were predictive of
behavioural intentions is broadly consistent with many attitudinal studies of inclusion,
albeit focused on primary teachers (Malak, Sharma & Deppeler, 2017; Sharma &
Jacobs, 2016, Hellmich et al.; 2019 Ahmmed, 2013). This study, therefore, provides
further evidence of the importance of teacher attitudes in influencing their
behavioural intentions to adapt their teaching practices, for example, classroom
management, instructional, relational strategies, to support positive outcomes for
their students (Avramidis & Norwich, 2002; Kurth et al., 2015). Previous studies have
expressed concern that while teachers are typically supportive of inclusion and
recognise the importance of adapting their practices, various practical barriers have
impacted this being realised (Kurth & Keegan, 2014; Roy et al., 2013); the current
study challenges this concern. This study also provides novel evidence regarding
secondary teachers based in English schools. It offers evidence that those
secondary school teachers who hold more positive beliefs and feelings concerning
the inclusion of CYP with SEMH needs are more willing to adapt their practices

accordingly.

The systematic literature review in Chapter 2.3 identified specific studies that have
also applied TPB to investigate the predictive validity of attitudes, CTE and TSE
towards behavioural intentions. As with the current study, all four studies reviewed
(Hellmich et al., 2019; MacFarlane & Woolfson, 2013; Sharma et al., 2018; Wilson et
al., 2016a) found that positive attitudes were predictive of behavioural intentions.
Wilson et al. (2016) and MacFarlane and Woolfson (2013) were UK based studies
but surveyed primary teachers. All four studies' findings validated the hypothesis
drawn from TPB that attitudes predict behavioural intentions to act inclusively.
However, MacFarlane and Woolfson (2013) found that only beliefs, not feelings,

were predictive of behavioural intentions.
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Given the similar focus and context of the MacFarlane and Woolfson (2013) study to
the current study, this is an interesting discrepancy. One explanation could relate to
the points discussed in Section 5.3.2. This section highlighted an increased
awareness of mental health and the positive reframing of challenging behaviour in
terms of the underlying needs behaviour communicates, through successive
legislative changes since 2014. Since the time of MacFarlane and Woolfson (2013)
the implications of these changes may have contributed to more positive feelings
towards the inclusion of this vulnerable population, e.g. sympathy and empathy.
Another explanation could be that with reduced face to face interactions, resulting
from an increase in remote learning, teachers may be less likely to have experienced
the negative emotions liable to be triggered when confronted with challenging
behaviour (Lazarides et al., 2020). Overall, it can be observed that positive teacher
attitudes, both beliefs and feelings, appear to be an essential enabling factor towards
behaving inclusively. The current study provides specific evidence that this is also
the case for mainstream secondary teachers in England working with CYP with
SEMH needs.

5.3.1.2 Strength of CTE as a predictor of behavioural intentions

The finding that CTE as the subjective norm variable was not predictive of
behavioural intentions should be interpreted within the context of similar inclusive
education studies that have applied the TPB. However, inconsistencies with the
operationalisation of the subjective norm within the inclusive education literature
where the TPB has been employed make comparisons between similar studies and

the current study challenging to draw.

In the current study, the subjective norm was conceptualised as CTE, whereas, in
most studies, the variable is operationalised as headteacher attitudes towards
inclusion. Headteacher attitudes can be measured either indirectly through teacher

perceptions of headteacher approval towards inclusive practices (MacFarlane &
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Woolfson, 2013) or by directly capturing headteacher attitudes or expectations
towards inclusive practices (Hellmich et al., 2019; Stanovich & Jordan, 1998). The
MacFarlane and Woolfson (2013) study reported the seemingly paradoxical finding
that the subjective norm did not predict behavioural intentions but did predict self-
reported actual behaviour. The finding highlighted how persuasive headteacher
views could be for teacher behaviours; the researchers suggested that teachers may
have had to suppress their beliefs, feelings, TSE and behavioural intentions to

implement teaching practices that would be approved of by their headteacher.

On the other hand, CTE is a multi-faceted concept that aims to measure the
collective perception of individual teachers of the ability of staff in their school to
make a difference to student outcomes (Tschannen-Moran & Barr, 2004). CTE
draws on the three sources of TSE (mastery experiences, vicarious experience,
direct social persuasion and affective states of the staff body) but also upon an
additional indirect psychosocial source (Gibbs & Powell, 2012). This indirect
psychosocial source can be seen to represent the implicit effect of everyday staff
conversations, which provide commentary and value judgements about certain
groups of students, e.g. those with SEMH needs or presenting challenging behaviour
(Goddard et al., 2004; Goddard & Goddard, 2001; Stanovich & Jordan, 2003;
Tschannen-Moran & Barr, 2004). This shared language may provide a powerful
cultural context or social resource for staff to accumulate the mastery experiences
and vicarious experiences needed to support the development of their personal
efficacy beliefs towards positively responding to students in their classroom
(Bandura, 1993; Donohoo, 2017; Gibbs & Powell, 2012; Stanovich & Jordan, 1998).

Teachers working in contexts with a strong collective efficacy may be more likely to
attribute causes for challenging behaviour to pupil or parental-based factors and
seek exclusion (Gibbs & Powell, 2012). Gibbs and Powell's (2012) study
demonstrated a significant relationship between CTE and exclusionary practices.
This study did not employ the TPB or measure inclusive behaviours. Instead, it used
exploratory factor analysis of the underlying structure of teachers' individual and

collective efficacy beliefs towards managing challenging behaviour and bivariate
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correlations between these beliefs and the number of students given fixed-term
exclusions. It found that high levels of CTE specifically towards mitigating external
influences of students presenting challenging behaviour predicts the reduced use of
exclusion as a sanction. The authors suggested that this finding highlighted the
potential role of CTE as a powerful representation of the inclusive ethos of a school;
where teachers have a strong shared belief that they can mitigate the external
influences on students, then they are more likely to adapt their practices to manage
challenging behaviour themselves rather than seek exclusion as a sanction (Gibbs &
Powell, 2012).

Such a cultural context ensures teachers have a collective focus on student
outcomes; teachers will see themselves as the change agents collaborating with
leaders and staff rather than passively complying with leadership directives
(Donohoo, 2017; J. Hattie & Zierer, 2017). Therefore, CTE can represent a cultural
endorsement or rejection of headteachers espoused expectations of teacher
behaviours (Gibbs & Powell, 2012). If CTE "permits group members some control
over the actions of others when those actions have consequences for the group," it
places responsibilities on individual teachers to behave in a corporately acceptable
way towards students (Goddard & Goddard, 2001, p.4); leading to teachers
suppressing attitudes and behavioural intentions that do not align with the staff
body's view about how they should respond to students with SEMH needs. Seen in
these terms, CTE identifies ‘significant others’ as the wider staff body and their
potential persuasive influence on teacher practices. Whilst CTE was not predictive of
behavioural intentions in the current study; future research may consider whether the
variable influences actual teacher behaviours towards inclusionary or exclusionary

practices (see section 5.5.1 for a further discussion on this).

5.3.1.3 TSE as a predictor of behavioural intentions towards the inclusion of SEMH

needs.

Whilst there was a significant correlation between TSE and behavioural intentions,

TSE was not individually predictive of intentions. This finding did not reflect the
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predictions from the TPB or the inclusive education literature. The latter typically
identifies that positive behavioural intentions are predicted by high levels of TSE
(Amaral et al., 2013; Borg et al., 2011; MacFarlane & Woolfson, 2013; Malak et al.,
2018; Pit-ten Cate et al., 2019; Sharma & Sokal, 2016). The findings from these
studies were corroborated by the systematic literature review presented in section
2.3; all four studies found that TSE was predictive of behavioural intentions (Hellmich
et al., 2019; MacFarlane & Woolfson, 2013; Sharma et al., 2018; Wilson et al.,
2016). According to the TPB, TSE is expected to be a vital factor in enabling
inclusive teacher behaviours because it represents the belief that teachers have in
their competence to create inclusive practices; e.g. classroom management,
engagement, and instructional strategies (Gibbs & Powell, 2011; MacFarlane &
Woolfson, 2013). Without this belief, it would be reasonable to assume that teachers
might lack the motivation, resolve, and conviction to bring about inclusive practices.
However, the findings in the current study suggested that attitudes were sufficient to

determine inclusive behavioural intentions.

One interpretation of the finding in the current study that TSE was not predictive of
inclusive behaviours could relate to the domain specificity of efficacy beliefs. Just as
TSE towards the management of students with challenging behaviour has been
shown to reflect various underlying causal attributions (Miller, 1995), it could be
hypothesised that this would similarly be the case for CYP with SEMH needs. Given
the complex and ambiguous nature of the construct of SEMH (Norwich & Eaton,
2014), teachers may make a range of attributions for the success or difficulties
experienced by students with SEMH. For example, two studies identified that
teachers are considerably more likely to attribute emotional and behavioural
difficulties to student or family factors rather than factors within the control and
influence of the teacher, reducing the likelihood of them implementing positive
strategies to support their engagement and motivation in the classroom (Kleftaras &
Didaskalou, 2016; Savina et al., 2014). Moreover, teachers are more likely to view
externalised behaviours as problematic (such as physical aggression, work
avoidance) than internalised behaviours (excessive shyness, withdrawal) (Poulou &
Norwich, 2002; Soles et al., 2008). Such perceptions may lead to different teacher

emotional and behavioural responses between students, e.g. empathy and positive

119



engagement strategies towards students displaying internalised behaviours
compared to punitive behavioural responses to students presenting with externalised
behaviours (Gaier, 2015; Wang & Hall, 2018; Woodcock, 2020).

Another explanation for the finding that TSE did not predict behavioural intentions is
that with positive attitudes, self-efficacy becomes a less relevant determinant for
behavioural intention towards CYP with SEMH needs. This interpretation of the
findings could be further supported when we re-examine the reported impact of the
pandemic on student learning and teaching practices. US teachers have reported
that their self-efficacy and professional identity have been reduced (Reich et al.,
2020). According to studies in several countries, including England, student
motivation has declined, and behavioural difficulties increased (Zancajo, 2021).
Reich et al. (2020) found that teachers have found it challenging to maintain student
motivation via online learning, not helped by the greater difficulty of identifying and
intervening with struggling learners without face-to-face contact (Reich et al., 2020).
Given the pandemic context within which teachers had worked when this study took
place, it is not surprising that they felt less equipped to identify and meet the needs
of CYP, patrticularly those with SEMH-type needs (Carroll & Hurry, 2018; Dimitrellou
& Hurry, 2019; Monsen et al., 2014), potentially adversely affecting teacher self-

efficacy towards implementing inclusive strategies.

On the other hand, some evidence suggests that teacher attitudes and intentions to
practice inclusively may not have been adversely affected by the pandemic. During
the pandemic, some students, particularly those from lower socio-economic
backgrounds (disproportionately represented by those with SEMH needs: Graham,
2019), have had reduced opportunities for direct learning, and for some, for any
learning at all due to the fragmentation of education, increased remote learning, and
potentially a lack of or variability of parental support (Zancajo, 2021). Teachers
report that remote learning and reduced social contact has increased their
awareness of inequalities between students (Zancajo, 2021; Reich et al., 2020). The
greater teacher consciousness around educational and social inequality may have

contributed to a greater awareness of and empathy towards the experiences and
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emotions students with SEMH need. In the current study, this attunement may have
generated new insights and reflections that strengthened teachers' intention to
change their practice positively (Hanko, 2002; Turner & Gulliford, 2020).

5.3.2 Summary of the relationship between secondary school teacher
beliefs, feelings, CTE, TSE, and behavioural intentions towards CYP

inclusion with SEMH needs.

In line with previous studies in inclusive education, the current study provides
evidence that positive attitudes — both beliefs and feelings — are predictive of positive
behavioural intentions towards CYP with SEMH. In addition, the study provides new
insights into the importance of this relationship for secondary teachers based in
England teaching CYP with SEMH needs. However, the study provided only a partial
validation of the TPB as applied in this study, with CTE (subjective norm) and TSE
(perceived behavioural control) not being predictive of behavioural intentions.
Possible explanations for this finding included whether CTE was an appropriate
conceptualisation of the subjective norm and whether the complexity and ambiguity
around the construct of SEMH weakened the relationship between CTE and
behavioural intentions. Finally, greater awareness and empathy with educational and
social needs resulting from the pandemic may potentially have strengthened teacher
beliefs and feelings towards CYP with SEMH, to a degree sufficient to bring about a

commitment to act inclusively without the need for TSE.

5.4. Methodological review

The following section will critically examine the design, quality of research, analysis,

and measures.
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5.4.1 Research design

The researcher adopted a cross-sectional correlational design to explore the
strength and relationship between the variables selected in the study at one given
point in time using a closed response questionnaire survey, which enabled statistical
analysis of the data. This methodology allowed for the more reliable measurements
of teacher attitudes, CTE, TSE and behavioural intentions drawn from a large
sample, an approach consistent with similar studies in the area of research
(MacFarlane & Woolfson, 2013; Wilson et al., 2016). While regression analysis to
explore the predictive validity of the key variables towards behavioural intentions
enabled inferences of directionality between beliefs and feelings and behavioural
intentions, it was not possible to infer causality (Tabachnick & Fidell, 2018).

The cross-sectional nature of the research design meant that only one set of
responses were gathered from teachers during exceptional circumstances; teaching
through a pandemic. As acknowledged earlier in the discussion, the disruption to
student learning and teacher practices is likely to have impacted views towards
inclusion. A longitudinal study may help understand how teachers' views of inclusion
evolve as they return to more normal schooling. A longitudinal study would allow for
a richer picture of how inclusive attitudes, efficacy beliefs and behavioural intentions
towards CYP with SEMH needs may respond to regular face to face interactions with

students and teaching colleagues.

5.4.2 Quality of research

Researchers can use quality criteria to assess the trustworthiness of their

guantitative study (Mertens, 2020). These will be discussed in turn.
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5.4.2.1 Reliability of measures

Cronbach's alpha was calculated to assess the internal consistency for each of the
measures adopted in the current study. Three of the measures — CTE, TSE and
behavioural intentions - demonstrated good internal consistency, a > .7 (Taber,
2017). Whilst measures for teacher beliefs and feelings scored below this threshold,
they still scored over a > .6, which other studies have cited as adequate for
attitudinal instruments (Taber, 2017). Moreover, lower Cronbach alpha scores should
be expected with scales with fewer items than 10; both the beliefs and feelings

measures contained six each, respectively (Cortina, 1993).

Another potential critique of the measures was their self-report nature, giving rise to
the potential for social desirability bias (Robson & McCartan, 2016). This is an issue
particularly facing attitudinal instruments, which either aim to measure explicit
attitudes (reflecting deliberate and intentional responses) or implicit attitudes
(judgements that immediately come to mind that may more authentically reflect the
feelings of the respondent) (Pit-ten Cate & Glock, 2019). Whilst the former is typically
measured by self-report surveys, whereby participants can scrutinise their responses
such as those adopted in the current study, the latter is measured by reaction times
and can therefore be seen to more accurately reflect the feelings towards the object
of the ‘attitude’, in this case, the inclusion of CYP with SEMH needs (Fazio & Olson,
2003; Krischler & Pit-ten Cate, 2019). Unsurprisingly teachers are more likely to
display positive responses when their explicit attitudes are measured (Pit-ten Cate et
al., 2019). Given the powerful emotions triggered by CYP presenting challenging
behaviour measuring implicit attitudes may offer more reliable insights into teacher

perceptions of this population.

A further threat to the reliability relates specifically to the CTE instrument, TSCE
(Goddard & Goddard, 2001). An important implication of the change in data
collection strategy, to collecting responses from outside the LA where the study was
initially begun, removed the requirement to name the participant's school. CTE

relates to the shared perception that individual teachers in a given school have about
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the ability of the staff group to make a difference to their pupils (Tschannen-Moran &
Barr, 2004). The authors of the TSCE (Goddard & Goddard, 2001) have emphasised
both the conceptual and psychometric importance of being able to aggregate
individual teacher perceptions within a given school in order to generate an overall
staff body measure of collective efficacy, which more effectively captures the
influence of collective efficacy on psychosocial norms within the school compared to
the individual teacher perceptions (Goddard, 2001). Unfortunately, this aggregation
and analysis was not possible in the current study due to the adapted data collection
approach adopted to reach power. This adaptation, whilst necessary, undermined
the potential to deploy the measure of collective efficacy as suggested by Goddard
within the study. Future studies could consider how to ensure more effective
recruitment within individual schools, e.g. through whole-staff INSET days, to seek a

group-level measure of collective efficacy.

5.4.2.2 External validity

Whilst the study contained a sample recruited across England and was moderately
sized (n.> 100), the proportion of male secondary teachers (21.5%) was lower than
that according to current national workforce data; 37.1% (Educational Policy
Institute, 2020). This discrepancy presents a potential limitation on the
generalisability of the study's findings. It should also be acknowledged that the
majority of responses (n=93) were recruited through social media. As a result, a
disproportionate recruitment of participants from likely drawn from active interest
individuals and groups (Khatri et al., 2015). For example, the researcher noticed a
particular interest in the study from anti-exclusion groups which may have led to an
over representation from participants who were pro-inclusion. Whilst the social media
strategy proved necessary to recruit the required sample and may have accessed
respondents who would not have responded via more traditional channels (e.g.
email), a mixed approach would be recommended for future research to seek a

potentially more balanced or diverse sample.
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5.4.2.3 Construct validity

A particular threat to the validity of the current study's findings relates to
conceptualising and measuring internal constructs within the measures employed.
The researcher discussed the potential threat to validity earlier in this chapter
(Section 5.4.2.1), relating to the CTE measurement as the subjective norm variable.
Moreover, the construct of SEMH was examined (Section 5.3.1.3) and
interpretations considered of how this potentially ambiguous term may have differed

between participants, possibly impacting the responses given.

5.4.3 Statistical significance

Whilst a moderate-sized sample was obtained, statistical analysis was only
conducted at the level of gender and teaching experience groups for research
guestion one. More detailed analysis was not possible, e.g. comparing gender
groups by teaching experience; the small numbers in teaching experience categories
would have meant the likelihood of obtaining a significant result was too small
(Cohen, 1988).

5.4.4 Summary

The quality of the study's methodology and the influence it may have had on the
trustworthiness of its findings have been critically examined. The following section
will explore the implications of the findings for future research, school practice and

educational psychology practice.

5.5 Implications of the research
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5.5.1 Future research

As indicated earlier in this chapter, it would be valuable for the study to be replicated
during normal educational circumstances, where secondary teachers would not have
experienced the exceptional disruption and pressure they had done, through the
Covid-19 pandemic. It would be expected that, without the particular pressures of the
pandemic, a more significant proportion of the sample would be drawn directly from
schools, rather than through social media channels, potentially strengthening the
study's representative nature and therefore increasing the generalisability of the
findings. Recruitment of more significant numbers of teachers within individual
secondary schools may be more successful during a more typical schooling context,
also enabling the measurement of the group-referent for CTE, supporting construct

validity: and examination of the TPB framework.

The methodological review highlighted the significance of the researcher's decision
to measure attitudes — particularly the affective aspect — explicitly rather than
implicitly (Pit-ten Cate & Glock, 2019). Given the association between CYP with
SEMH needs and challenging behaviour and the negative impact this can have on
TSE, an implicit measure of attitudes, e.g. the Implicit Association Test (IAT)
(Greenwald et al., 1998), could be included in a future study to reduce the risk of
social desirability bias, thereby more accurately capturing secondary teacher feelings
towards this population when in the classroom (Pit-ten Cate & Glock, 2019). More
broadly, a significant limitation in the literature in this area is the reliance on teachers'
self-report. Future research could address this limitation by generating triangulated
data to explore whether secondary teachers' behavioural intentions or actual
behaviour align with students' experience, e.g. sense of belonging and participation
in the classroom. This approach could validate whether teachers' perceived inclusive

practices positively impact students' inclusive experience in the classroom.

A longitudinal study could be considered for a future study to understand the stability

of secondary teacher attitudes, CTE, TSE and behavioural intentions throughout
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their career. As identified by both the current and previous studies, teacher
experience is a factor in changing perspectives on inclusion. Furthermore, a
longitudinal study might hold the potential also to capture how other influential
school-based factors — leadership attitudes, internal and external resources and
support, professional development opportunities related to inclusion / SEND — may
influence teacher-based factors. Such a study would enable a richer understanding
of the interactional nature between secondary teacher-based and school-based
factors over some time. Therefore, it could provide a pro-active basis for when and to
whom targeted support and training might be provided by those seeking to increase
inclusive practices in schools for CYP with SEMH.

Furthermore, given that in the current study, the TPB was only partially validated,
there could be a case for including additional teacher-based factors into a study of
inclusion based upon the TPB to explore whether these have a role in supporting
inclusive practices for teachers across all age-ranges (MacFarlane & Woolfson,
2013) either through contributing to a stronger regression equation or interacting with
other predictor variables such as TSE (Kunemund et al., 2020; Woodcock, 2020).
For example, headteacher approval of inclusive practices has been shown to
influence behavioural intentions (Hellmich et al., 2019) and self-reported actual
behaviour (MacFarlane & Woolfson, 2013) and could be added as an additional
operationalisation of subjective norm. It would also be interesting to investigate the
contribution of perceived headteacher approval of inclusive practices compared to
the influence of the broader staff's beliefs and practices towards inclusion as
measured by CTE.

Additionally, causal attributions about the achievement of or behaviours of CYP with
SEMH needs could be investigated, given previous suggestions that teachers'
attributions may impact self-efficacy towards managing challenging behaviour (Gibbs
& Powell, 2012; Miller, 1995). As CTE has been shown to have a relationship with
teachers use of exclusion as a sanction (Gibbs & Powell, 2012), there is an
argument for measuring actual teacher behaviours in order to investigate whether

perceived CTE may directly influence secondary teacher inclusive behaviours
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despite a relationship with behavioural intentions not being found; the finding in the
MacFarlane & Woolfson (2013) study that their subjective norm variable influenced
actual teacher behaviours but not behavioural intentions provides a further rationale

for this suggestion.

Future studies investigating secondary teacher inclusive practices towards CYP with
SEMH needs or challenging behaviour range might address the question of whether
there are mediating or moderating relationships between TSE and behavioural
intentions on the relationship between teacher beliefs and behavioural intentions,
and feelings and behavioural intentions. Examination of such relationships might
show how TSE could influence beliefs and feelings that determine higher levels of
behavioural intentions towards the inclusion of CYP with SEMH needs. These
relationships were not the focus of the current study's research questions, and
further analysis was not undertaken due to the study's sample size and time

constraints.

Finally, any future studies investigating the TPB concerning teachers across all
mainstream settings could consider whether the construct of SEMH is an appropriate
‘object’ of teacher attitudes, CTE, TSE and behavioural intentions. It is noticeable
that both the current study and a similar study that used SEBD (MacFarlane &
Woolfson, 2013) only partially validated the TPB. Given the ambiguity and often
multi-faceted nature of the term, differing interpretations of SEMH amongst teachers
may have influenced results. A future study could explore the same
operationalisation of the TPB but applied to more readily understood constructs such
as challenging behaviour or disruptive behaviour and the use of school exclusion as
a sanction (Gibbs & Powell, 2012).

5.5.2 School Practice

Pre-service and in-service training could focus on supporting a deeper

understanding of SEMH. It was recently reported that only 53% of newly qualified
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teachers (NQTSs) in England feel equipped to support the needs of CYP with SEND,
including SEMH (Graham et al., 2019). Increased awareness of this population's
vulnerabilities may support an empathy with the link between emotional and mental
health with challenging behaviour (Shucksmith et al., 2005). Increased empathy and
attunement with students may lead to staff generating new insights and reflections
that provide the basis for intending to positively adapt their practice (Turner &
Gulliford, 2020).

A key finding of this study indicated that positive secondary teacher attitudes, both
beliefs and feelings, towards the inclusion of CYP with SEMH needs are a significant
factor in teachers intending to behave inclusively towards this population. Therefore,
school leadership teams, or other staff groupings, might consider how they can both
strengthen and sustain positive attitudes in their school. Headteachers seeking to
promote the inclusion of the more vulnerable pupils in their school population, those
with SEMH, might consider their influential role in impacting teacher attitudes and
intentions towards acting inclusively (O'Toole & Burke, 2013; Sharma & Sokal,
2016). They could explicitly express their espoused beliefs and values (Schein,
2004) towards the inclusion of CYP with SEMH needs through highlighting and
celebrating effective staff inclusive practices (Billingsley et al., 2018). In doing so, the
views of headteachers may be clearly understood and felt to be authentic by staff,
increasing the likelihood of them becoming embedded in the school culture in terms
of staff's underlying assumptions about the values and behaviour they should display
(Carrington & Duke, 2014; O'Toole & Burke, 2013). Whilst the data here did not
uphold the place of CTE, the reasons for this are discussed in section 5.3.1.2, and
the broader literature on school or collective cultures of practice indicates the place

of such norms when responding to behaviour.

While not being found to be predictive of behavioural intentions, TSE did have a
significant relationship with it. This relationship and other evidence of its impact on
behavioural intentions (Hellmich et al., 2019; MacFarlane & Woolfson, 2013; Sharma
et al., 2018; Wilson et al., 2016a) suggests it could be worthy of attention by schools,

particularly given previous findings concerning its potential influence on attitudes
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(Savolainen et al., 2012; Scheer et al., 2015; Sharma et al., 2012); and upon teacher
wellbeing (Muenchhausen et al., 2021). Training and support could focus on
assisting teachers in developing instructional, relational and motivational strategies
to support their confidence in including CYP with SEMH needs (MacFarlane &
Woolfson, 2013). Particular attention might be given to less experienced teachers,
which the study has suggested may currently experience lower confidence in their
ability to implement inclusive practices for CYP with SEMH needs than those with

greater experience.

Given the known differences in preferences between how less experienced and
more experienced teachers apply strategies towards the inclusion of students
(Andreou & Rapti, 2010), professional learning and development practices could be
established to share and collectively develop successful strategies with one another.
Forms of collaboration amongst staff such as these have been identified as a critical
enabling factor in inclusive cultures (Florian, 2014). Moreover, schools that establish
collaborative inquiry structures support staff to draw out the causal link between their
actions and student outcomes, provide opportunities for and evidence of mastery
experiences which deepens teacher individual and collective efficacy (Donohoo,
2017; Donohoo & Velasco, 2016). Meta-analyses of practices that support student
outcomes has suggested that collective efficacy could be the most influential factor
in supporting student achievement (Hattie & Donoghue, 2016; Eells, 2011). Whilst
the current study does not provide evidence of CTE's influence on inclusive teacher
behaviours towards CYP with SEMH, other research has highlighted its potential
association with the reduced use of exclusion as a sanction for students presenting
challenging behaviour (Gibbs & Powell, 2012). Therefore, establishing collaborative
professional development structures for the co-development and evaluation of
inclusive strategies that could deepen TSE and CTE warrants consideration by
headteachers.

5.5.3 Educational psychology practice

130



The research findings also have implications for how EPs may support schools in
developing and implementing inclusive policies and practices. EPs should be aware
of how attitudes could influence teacher behaviours in the classroom. They could
support schools to understand the role of teacher-based factors as enablers or
barriers to inclusion in their school. EPs might provide instruments (such as those
used in the current study) to measure attitudes, beliefs or intentions as a basis for

identifying and then measuring the impact of targeted support and training.

Teacher attitudes and behavioural intentions could be potentially developed or

explored through EPs:

- Working with leadership teams and staff to develop their shared concept of
inclusion (Zollers et al., 1999); defining their espoused beliefs and values
around inclusion and the artefacts that would provide evidence of those
beliefs and values (Schein, 2004), e.qg. if their concept of inclusion was
successfully implemented, what would visitors observe in the classroom; what
would students and parents say about their experience of being part of the
school?;

- Contributing to CPD focused on deepening an awareness of and
understanding of SEMH and how it influences behaviour, such as trauma-
informed practice (Thomas, Crosby & Vanderhaar, 2019);

- Working with the schools to establish and initially facilitate collaborative
inquiry groups to provide a context for the sharing and development of
inclusive strategies (see section 5.2.2); and

- Working with the schools to ensure available resources are being deployed
where they are needed most to support staff to strengthen their perception
that they have support to draw on (Forlin et al., 2008; Gibbs, 2007).

The importance of teachers having knowledge of and confidence in pedagogical and
behavioural strategies they can implement has been highlighted through this
research; EPs could help schools identify a professional development plan to
support and embed inclusive practices. Surveys or audits could be conducted to

identify which aspects of inclusive practices — instructional, motivational, relational

131



strategies — staff, feel most and least confident with; this could identify specific
training needs and help establish peer-review / support models to share and embed
best practice across the school. Targeted training on understanding and managing
the likely multi-faceted needs of CYP with SEMH difficulties, drawing on approaches
such as trauma-informed practise, could be facilitated by EPs. Such training could
help develop greater teacher empathy with such students and increased confidence

in implementing inclusive strategies (Thomas et al., 2019).

Follow up group staff supervision, for both leaders and teachers, could also provide
a platform for the confidential exploration and emotional containment of their
experiences of CYP with SEMH needs (Ellis & Wolfe, 2019; Kennedy & Laverick,
2019). Such a space could also support collective problem-solving that may focus on
reframing the attributions that teachers may make for challenging behaviour to
depersonalise behaviour from the student to factors within the teachers' control
(Lambert & Miller, 2010; Wang & Hall, 2018). Within this supervisory context, EPs
would also be well placed to help teachers identify and develop emotional regulation
strategies in response to facing challenging behaviour associated with students with
SEMH needs e.g. reappraisal (i.e. "I understand where this behaviour might be
coming from", "this is not a reflection of my teaching competence" and suppression
(of feelings of frustration and resentment towards the students) strategies (Lazarides
et al., 2020). Such self-regulation and re-framing strategies could reduce the risk of
automatic implicit negative attitudes that can be triggered by challenging behaviour
leading to spontaneous non-inclusive or punitive teacher behaviours (Pit-ten Cate &
Glock, 2019); helping deepen empathy with student that could provide the basis for
teachers positively adapting their practices in the classroom (Turner & Gulliford,
2020).

5.6 Conclusions

The research aimed to investigate the application of the TPB to mainstream
secondary teachers' perspectives on the inclusion of CYP with SEMH needs. The

rationale for the study was based on the limited inclusive education research into
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secondary teacher views, the population of students with SEMH needs and the role
of CTE.

Over 100 teachers took part in an online questionnaire survey, most of whom were
recruited through social media channels, impacting the generalisability of the
findings. The analysis identified that secondary teachers with the most experience
had significantly higher levels of TSE than the least experienced teachers. The
theoretical framework for the TPB was only partially upheld in this analysis; only

teacher beliefs and feelings, not TSE or CTE, predicted behavioural intentions.

The research provides a novel contribution to the field by establishing that positive
levels of secondary teacher attitudes towards CYP with SEMH predict behavioural
intentions towards these young people, a group disproportionately vulnerable to
exclusion. The study, therefore, contributes to the broader field of inclusive
education. Inconsistent with previous studies applying the TPB, TSE was not shown
to be predictive of behavioural intentions. However, future research may reveal the
interactional role in shaping the relationship between attitudes or additional variables

and behavioural intentions.

Additional avenues of inquiry for future research include replicating the research
design but recruiting more significant numbers of teachers from a fewer number of
schools in order to generate a school-level measure of CTE. A longitudinal design
could be favoured in the future to capture how changes in teacher experiences and
broader school-based developments may impact teacher-based factors towards
inclusion. A fundamental issue may relate to the construct of SEMH, which may be a
too ambiguous and complex ‘object’ of teachers' attitudes, CTE, TSE and
behavioural intentions to measure reliably; the researcher, therefore, proposes a
focus on challenging or disruptive behaviour in a future study. Finally, additional
variables not included in the TPB in this study nor similar studies could be

investigated to understand how they might contribute to behavioural intentions. This
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adaptation would provide helpful insights into other teacher-based processes at play
that schools and EPs could target to strengthen inclusive practices.

The key implication of the study for leaders is to consider their influential role in
strengthening secondary teachers' attitudes, both beliefs and feelings, as this is likely
to increase their willingness to implement inclusive practices. Whilst the study did not
establish the influence of TSE towards behavioural intentions, broader research
highlighting its importance and the finding here that less experienced teachers may
be experiencing lower levels of TSE than teachers with the most experience, training
and support could focus on strengthening secondary’s teachers’ confidence in

applying strategies that support the needs of CYP with SEMH needs.

The findings have clear implications for EPs supporting schools in developing and
implementing inclusive policies and practices. They should be aware of the factors
that support positive attitudes, highlighting them and working with senior leaders to
facilitate their development. The persisting confusion towards the term SEMH will
impact teachers' effectiveness in identifying and managing its needs. Therefore, a
deconstruction of the term, including the construct of mental health and various
manifestations of it, through training, could be essential in addressing this confusion.
EPs are well placed to provide specialist training around supporting an
understanding and response to mental health needs, e.g. trauma-informed practices.

As a final concluding remark, the study has highlighted the importance of
understanding the influence of what teachers' ‘think’ and ‘feel’ on what they ‘do’
concerning inclusive practices. As the impact of the pandemic is likely to exacerbate
mental health difficulties amongst young people, consideration should be given to
how we can promote their sense of belonging and participation in their local schools
to reduce their vulnerability to exclusion and other poor educational outcomes. In the
context of reducing school finances and resources, working to strengthen teacher

mindsets offers a powerful vehicle for supporting that aspiration.

134



135



References

Ahmmed, M. (2013). Measuring perceived school support for inclusive education in
Bangladesh: The development of a context-specific scale. Asia Pacific
Education Review, 14(3), 337-344. https://doi.org/10.1007/s12564-013-9263-z

Ahmmed, M., Sharma, U., & Deppeler, J. (2014). Variables affecting teachers’
intentions to include students with disabilities in regular primary schools in
Bangladesh. Disability and Society, 29(2), 317-331.
https://doi.org/10.1080/09687599.2013.796878

Ainscow, M., & Sandill, A. (2010). Developing inclusive education systems: The role
of organisational cultures and leadership. In International Journal of Inclusive
Education (Vol. 14, Issue 4, pp. 401-416).
https://doi.org/10.1080/13603110802504903

Ajzen, I. (2002). Perceived behavioral control, self-efficacy, locus of control, and the
theory of planned behavior. Journal of Applied Social Psychology, 32(4), 665—
683. https://doi.org/10.1111/j.1559-1816.2002.tb00236.x

Ajzen, I. (2012). The theory of planned behavior. Handbook of Theories of Social
Psychology: Volume 1, 50(2), 438-459.
https://doi.org/10.4135/9781446249215.n22

Alivernini, F. (2012). Mixed Methods Research on Learning. In Encyclopedia of the
Sciences of Learning (pp. 2280-2284). Springer US.
https://doi.org/10.1007/978-1-4419-1428-6_846

Aloe, A. M., Shisler, S. M., Norris, B. D., Nickerson, A. B., & Rinker, T. W. (2014). A
multivariate meta-analysis of student misbehavior and teacher burnout. In
Educational Research Review (Vol. 12, pp. 30-44). Elsevier Ltd.
https://doi.org/10.1016/j.edurev.2014.05.003

Amaral, G., Bushee, J., Cordani, U. G., KAWASHITA, K., Reynolds, J. H., ALMEIDA,
F. F. M. D. E., de Almeida, F. F. M., Hasui, Y., de Brito Neves, B. B., Fuck, R.
A., Oldenzaal, Z., Guida, A., Tchalenko, J. S., Peacock, D. C. P., Sanderson, D.
J., Rotevatn, A., Nixon, C. W., Rotevatn, A., Sanderson, D. J., ... Junho, M. do

136



C. B. (2013). Journal of Petrology.
https://doi.org/10.1017/CB0O9781107415324.004

American Psychiatric Association. (2013). Diagnostic and Statistical Manual of
Mental Disorders. American Psychiatric Association.
https://doi.org/10.1176/appi.books.9780890425596

Anastasiou, D., Kauffman, J. M., & Di Nuovo, S. (2015). Inclusive education in Italy:
description and reflections on full inclusion. European Journal of Special Needs
Education, 30(4), 429-443. https://doi.org/10.1080/08856257.2015.1060075

Andreou, E., & Rapti, A. (2010). Teachers’ causal attributions for behaviour problems
and perceived efficacy for class management in relation to selected
interventions. Behaviour Change, 27(1), 53-67.
https://doi.org/10.1375/bech.27.1.53

Antonak, R. F., & Livnheh, H. (2000). Measurement of attitudes towards persons with
disabilities. Disability and Rehabilitation, 22(5), 211-224.
https://doi.org/10.1080/096382800296782

Aprile, K. T., & Knight, B. A. (2020). Preservice Teachers’ Perceptions of Inclusive
Education: The Reality of Professional Experience Placements. Australasian
Journal of Special and Inclusive Education, 1-14.
https://doi.org/10.1017/jsi.2020.7

Avramidis, E. (2010). Social relationships of pupils with special educational needs in
the mainstream primary class: Peer group membership and peer-assessed
social behaviour. European Journal of Special Needs Education, 25(4), 413—
429. https://doi.org/10.1080/08856257.2010.513550

Avramidis, E., & Norwich, B. (2002). Teachers’ attitudes towards
integration/inclusion: A review of the literature. European Journal of Special
Needs Education, 17(2), 129-147. https://doi.org/10.1080/08856250210129056

Bandura, A. (1978). Self-efficacy: Toward a unifying theory of behavioral change.
Advances in Behaviour Research and Therapy, 1(4), 139-161.
https://doi.org/10.1016/0146-6402(78)90002-4

Bandura, A. (1993). Perceived Self-Efficacy in Cognitive Development and

137



Functioning. Educational Psychologist, 28(2), 117-148.
https://doi.org/10.1207/s15326985ep2802_3

Bandura, A., Caprara, G. V., Barbaranelli, C., Pastorelli, C., & Regalia, C. (2001).
Sociocognitive self-regulatory mechanisms governing transgressive behavior.
Journal of Personality and Social Psychology, 80(1), 125-135.
https://doi.org/10.1037/0022-3514.80.1.125

Bandura, A., Freeman, W. H., & Lightsey, R. (1999). Self-Efficacy: The Exercise of
Control. In Journal of Cognitive Psychotherapy (Vol. 13, Issue 2). W. H.
Freeman. https://doi.org/10.1891/0889-8391.13.2.158

Bandura, A., & Locke, E. A. (2003). Negative self-efficacy and goal effects revisited.
Journal of Applied Psychology, 88(1), 87-99. https://doi.org/10.1037/0021-
9010.88.1.87

Barmby, P. (2006). Improving teacher recruitment and retention: The importance of
workload and pupil behaviour. In Educational Research (Vol. 48, Issue 3, pp.
247-265). Routledge. https://doi.org/10.1080/00131880600732314

Batsiou, S., Bebetsos, E., Panteli, P., & Antoniou, P. (2008). Attitudes and intention
of Greek and Cypriot primary education teachers towards teaching pupils with
special educational needs in mainstream schools. International Journal of
Inclusive Education, 12(2), 201-219.
https://doi.org/10.1080/13603110600855739

Beacham, N., & Rouse, M. (2012). Student teachers’ attitudes and beliefs about
inclusion and inclusive practice. Journal of Research in Special Educational
Needs, 12(1), 3—-11. https://doi.org/10.1111/j.1471-3802.2010.01194.x

Bibou-Nakou, I., Kiosseoglou, G., & Stogiannidou, A. A. (2000). Elementary
teachers’ perceptions regarding school behavior problems: Implications for
school psychological services. Psychology in the Schools, 37(2), 123.
https://doi.org/10.1002/(sici)1520-6807(200003)37:2<123::aid-pits4>3.3.co;2-t

Billingsley, B., DeMatthews, D., Connally, K., & McLeskey, J. (2018). Leadership for
Effective Inclusive Schools: Considerations for Preparation and Reform.
Australasian Journal of Special and Inclusive Education, 42(01), 65-81.

138



https://doi.org/10.1017/3S1.2018.6

Borg, G., Hunter, J., Sigurjonsdottir, B., & D’Alessio, S. (2011). Key principles for
promoting quality in inclusive education. European Agency for Development in
Special Needs Education.

Bowman-Perrott, L., Benz, M. R., Hsu, H. Y., Kwok, O. M., Eisterhold, L. A., &
Zhang, D. (2013). Patterns and Predictors of Disciplinary Exclusion Over Time:
An Analysis of the SEELS National Data Set. Journal of Emotional and
Behavioral Disorders, 21(2), 83—-96. https://doi.org/10.1177/1063426611407501

Boyle, C., Topping, K., & Jindal-Snape, D. (2013). Teachers attitudes towards
inclusion in high schools. Teachers and Teaching: Theory and Practice, 19(5),
527-542. https://doi.org/10.1080/13540602.2013.827361

Brady, K., & Woolfson, L. (2008). What teacher factors influence their attributions for
children’s difficulties in learning? British Journal of Educational Psychology,
78(4), 527-544. https://doi.org/10.1348/000709907X268570

Breeman, L. D., Wubbels, T., van Lier, P. A. C., Verhulst, F. C., van der Ende, J.,
Maras, A., Hopman, J. A. B., & Tick, N. T. (2015). Teacher characteristics,
social classroom relationships, and children’s social, emotional, and behavioral
classroom adjustment in special education. Journal of School Psychology,
53(1), 87-103. https://doi.org/10.1016/}.jsp.2014.11.005

British Psychological Society. (BPS). (2002). Division of Educational and Child
Psychology Inclusive Education Position Paper. British Psychological Society.

Brownell, M. T., Sindelar, P. T., Kiely, M. T., & Danielson, L. C. (2010). Special
education teacher quality and preparation: Exposing foundations, constructing a
new model. Exceptional Children, 76(3), 357-377.
https://doi.org/10.1177/001440291007600307

Bryant, B., Parish, N., Swords, B., Gray, P., Kulawik, K., & Saied-Tessier, A. (2018).

Alternative provision market analysis Isos Partnership.

Carifio, J., & Perla, R. (2008). Resolving the 50-year debate around using and
misusing Likert scales. In Medical Education (Vol. 42, Issue 12, pp. 1150-1152).
https://doi.org/10.1111/j.1365-2923.2008.03172.x

139



Carrington, S., & Duke, J. (2014). Learning about inclusion from developing
countries: Using the index for inclusion. International Perspectives on Inclusive
Education, 3, 189-203. https://doi.org/10.1108/S1479-363620140000003025

Carroll, C., & Hurry, J. (2018). Supporting pupils in school with social, emotional and
mental health needs: a scoping review of the literature. Emotional and
Behavioural Difficulties, 23(3), 310-325.
https://doi.org/10.1080/13632752.2018.1452590

Ciranka, S., & van den Bos, W. (2019). Social influence in adolescent decision-
making: A formal framework. Frontiers in Psychology, 10(AUG), 1915.
https://doi.org/10.3389/fpsyg.2019.01915

Cline, Tony. (2015). What use is “intelligence”? In T Cline, A. Gulliford, & S. Birch
(Eds.), Educational Psychology: Opics in Applied Psychology: Second Edition
(pp. 59-82). https://doi.org/10.4324/9781315719962

Cohen, J. (2013). Statistical Power Analysis for the Behavioral Sciences. Statistical
Power Analysis for the Behavioral Sciences.
https://doi.org/10.4324/9780203771587

Cooper, P. & Jacobs, B. (2011). From Inclusion to Engagement: Helping Students
Engage with Schooling through Policy and Practice. Oxford: John Wiley. (n.d.).
Retrieved July 27, 2020, from http://www.sciepub.com/reference/184230

Cooper, M. M. (1997). Distinguishing Critical and Post-Positivist Research. College
Composition and Communication, 48(4), 556. https://doi.org/10.2307/358458

Cooper, P. (n.d.). Is ‘inclusion’ just a buzz word? Emotional and Behavioral
Difficulties, 9(4), 219-222.

Cortina, J. M. (1993). What Is Coefficient Alpha? An Examination of Theory and
Applications. Journal of Applied Psychology, 78(1), 98—-104.
https://doi.org/10.1037/0021-9010.78.1.98

Croll, P., & Moses, D. (2010). Ideologies and utopias: education professionals’ views
of inclusion. Http://Dx.Doi.Org/10.1080/088562500361664, 15(1), 1-12.
https://doi.org/10.1080/088562500361664

Curtis, E., Comiskey, C., & Dempsey, O. (2016). Importance and use of correlational

140



research. Nurse Researcher, 23(6), 20-25.
https://doi.org/10.7748/nr.2016.e1382

De Boer, A, Pijl, S. J., & Minnaert, A. (2011). Regular primary schoolteachers’
attitudes towards inclusive education: A review of the literature. International
Journal of Inclusive Education, 15(3), 331-353.
https://doi.org/10.1080/13603110903030089

Deighton, J., Lereya, T., Casey, P., Patalay, P., Humphrey, N., & Wolpert, M. (2019).
Prevalence of mental health problems in schools: poverty and other risk factors
among 28 000 adolescents in England. https://doi.org/10.1192/bjp.2019.19

Department for Education. (2019). Timpson review of school exclusion: technical
note. Crown Copyright. https://dera.ioe.ac.uk/33359/4/Technical_note.pdf

Department for Education. (2020). Special educational needs: an analysis and
summary of data sources. In Department for Education (Issue May).
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/att

achment_data/file/709496/Special_educational_needs_Publication_May18.pdf

Desombre, C., Lamotte, M., & Jury, M. (2019). French teachers’ general attitude
toward inclusion: the indirect effect of teacher efficacy. Educational Psychology,
39(1), 38-50. https://doi.org/10.1080/01443410.2018.1472219

Dillon, J., & Wals, A. E. J. (2006). On the danger of blurring methods, methodologies
and ideologies in environmental education research. Environmental Education
Research, 12(3—4), 549-558. https://doi.org/10.1080/13504620600799315

Dimitrelllou, E. (2017). Does an inclusive ethos enhance the sense of school
belonging and encourage the social relations of young adolescents identified as
having social, emotional and mental health difficulties (SEMH) and moderate
learning difficulties (MLD)? https://nusearch.nottingham.ac.uk/primo-
explore/fulldisplay?docid=TN_ucl1553368&context=PC&vid=44NOTUK&lang=e
n_US&search_scope=44NOTUK_COMPLETE&adaptor=primo_central_multiple
_fe&tab=44notuk_complete&query=any,contains,SEMH secondary

inclusion&offset=0

Dimitrellou, E., & Hurry, J. (2019). School belonging among young adolescents with

141



SEMH and MLD: the link with their social relations and school inclusivity.
European Journal of Special Needs Education, 34(3), 312-326.
https://doi.org/10.1080/08856257.2018.1501965

Dimitrellou, E., & Male, D. (2020). Understanding what makes a positive school
experience for pupils with SEND: can their voices inform inclusive practice?
Journal of Research in Special Educational Needs, 20(2), 87—-96.
https://doi.org/10.1111/1471-3802.12457

Dixon, S. (2005). Inclusion - Not segregation or integration is where a student with
special needs belongs. In Journal of Educational Thought (Vol. 39, Issue 1, pp.
33-53). Werklund School of Education, University of Calgary.
https://doi.org/10.2307/23767481

Donohoo, J. (2017). Collective efficacy : how educators’ beliefs impact student

learning. Corwin.

Donohoo, J., & Velasco, M. (2016). The transformative power of collaborative
inquiry. In Collaborative inquiry for educators: A facilitator’s guide to school

improvement. Corwin.

Educational Policy Institute. (2020). Trends in the diversity of teachers in England.

EPI1.0Org.Uk. https://epi.org.uk/publications-and-research/diversity-of-teachers/

Eells, R. (2011). Meta-Analysis of the Relationship Between Collective Teacher
Efficacy and Student Achievement. Dissertations.

https://ecommons.luc.edu/luc_diss/133

Elik, N., & Wiener, J. (2010). Learning Disabilities and Social Relationships: The 4th
R View project Psychological Report Writing View project. Taylor & Francis,
33(2), 127-146. https://doi.org/10.1080/02619760903524658

Ellis, G., & Wolfe, V. L. (2019). Facilitating work discussion groups with staff in

complex educational provisions. Undefined.

Ewing, D. L., Monsen, J. J., & Kielblock, S. (2018). Teachers’ attitudes towards
inclusive education: a critical review of published questionnaires. Educational
Psychology in Practice, 34(2), 150-165.
https://doi.org/10.1080/02667363.2017.1417822

142



Fazio, R. H., & Olson, M. A. (2003). Implicit Measures in Social Cognition Research:
Their Meaning and Use. In Annual Review of Psychology (Vol. 54, pp. 297—-
327). https://doi.org/10.1146/annurev.psych.54.101601.145225

Fishbein, M., & Ajzen, I. (1975). Belief, attitude, intention, and behavior. Wiley.

Florian, L. (2008). Special or inclusive education: Future trends. British Journal of
Special Education, 35(4), 202. https://doi.org/10.1111/}.1467-8578.2008.00402.x

Florian, L. (2014). What counts as evidence of inclusive education? European
Journal of Special Needs Education, 29(3), 286—294.
https://doi.org/10.1080/08856257.2014.933551

Forlin, C. (2006). Inclusive education in Australia ten years after Salamanca.
European Journal of Psychology of Education 2006 21:3, 21(3), 265-277.
https://doi.org/10.1007/BF03173415

Forlin, C., Keen, M., & Barrett, E. (2008). The concerns of mainstream teachers:
Coping with inclusivity in an Australian context. International Journal of
Disability, Development and Education, 55(3), 251-264.
https://doi.org/10.1080/10349120802268396

Fullan, M. (1991). The New meaning of educational change / Michael G. Fullan with
Suzanne Stiegelbauer. http://cbueg-
mt.iii.com/iii/fencore/record/C___Rb2625959 SThe New Meaning of Educational
Change. P0,1  Orightresult U X67?lang=cat&suite=def

Gaier, S. E. (2015). Understanding Why Students Do What They Do: Using
Attribution Theory to Help Students Succeed Academically. Undefined.

Gaines, T., & Barnes, M. (2017). Perceptions and attitudes about inclusion: Findings
across all grade levels and years of teaching experience. Cogent Education,
4(1), 1313561. https://doi.org/10.1080/2331186X.2017.1313561

Galloway, D., & Goodwin, C. (1987). The Education of Disturbing Children: pupils

with learning and adjustment difficulties. Longman.

Ghasemi, A., & Zahediasl, S. (2012). Normality Tests for Statistical Analysis: A
Guide for Non-Statisticians. International Journal of Endocrinology and
Metabolism, 10(2), 486. https://doi.org/10.5812/IJEM.3505

143



Gibbs, S. (2007). Teachers’ perceptions of efficacy: Beliefs that may support
inclusion or segregation. Educational and Child Psychology, 24(3), 47-53.

Gibbs, S., & Powell, B. (2012). Teacher efficacy and pupil behaviour: The structure
of teachers’ individual and collective beliefs and their relationship with numbers
of pupils excluded from school. British Journal of Educational Psychology, 82(4),
564-584. https://doi.org/10.1111/j.2044-8279.2011.02046.x

Goddard, R. D., & Goddard, Y. L. (2001). A multilevel analysis of the relationship
between teacher and collective efficacy in urban schools. Teaching and Teacher
Education, 17(7), 807-818. https://doi.org/10.1016/S0742-051X(01)00032-4

Goddard, R. D., Hoy, W. K., & Hoy, A. W. (2004). Collective Efficacy
Beliefs:Theoretical Developments, Empirical Evidence, and Future Directions. In
Educational Researcher (Vol. 33, Issue 3). Educational Researcher,33(3),3-13.
https://doi.org/10.3102/0013189X033003003

Goddard, R. D., Hoy, W. K., & Woolfolk Hoy, A. (2000). Collective teacher efficacy:
Its meaning, measure, and impact on student achievement. American
Educational Research Journal, 37(2), 479-507.
https://doi.org/10.3102/00028312037002479

Gough, D., Thomas, J., & Oliver, S. (2012). Clarifying differences between review
designs and methods. Systematic Reviews, 1(1), 28.
https://doi.org/10.1186/2046-4053-1-28

Graham, B., White, C., & Potter, S. (2019). School exclusion : a literature review on
the continued disproportionate exclusion of certain children (Issue May, p. 117).
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/att
achment_data/file/800028/Timpson_review_of school_exclusion_literature_revi

ew.pdf

Graham, L. J., & Jahnukainen, M. (2011). Wherefore art thou, inclusion? Analysing
the development of inclusive education in New South Wales, Alberta and
Finland. Journal of Education Policy, 26(2), 263—-288.
https://doi.org/10.1080/02680939.2010.493230

Greenwald, A. G., McGhee, D. E., & Schwartz, J. L. K. (1998). Measuring individual

144



differences in implicit cognition: The implicit association test. Journal of
Personality and Social Psychology, 74(6), 1464—1480.
https://doi.org/10.1037/0022-3514.74.6.1464

Grieve, A. M. (2009). Teachers’ beliefs about inappropriate behaviour: challenging
attitudes? Journal of Research in Special Educational Needs, 9(3), 173-179.
https://doi.org/10.1111/j.1471-3802.2009.01130.x

Guskey, T. R., & Passaro, P. D. (1994). Teacher Efficacy: A Study of Construct
Dimensions. American Educational Research Journal, 31(3), 627—-643.
https://doi.org/10.3102/00028312031003627

Hanko, G. (2002). Promoting Empathy Through the Dynamics of Staff Development:
What Schools Can Offer Their Teachers as Learners. Pastoral Care in
Education, 20(2), 12-16. https://doi.org/10.1111/1468-0122.00224

Hanko, G. (2003). Towards an inclusive school culture — but what happened to
Elton’s ‘affective curriculum’? British Journal of Special Education, 30(3), 125—-
131. https://doi.org/10.1111/1467-8527.00297

Hardy, I., & Woodcock, S. (2015). Inclusive education policies: Discourses of
difference, diversity and deficit. International Journal of Inclusive Education,
19(2), 141-164. https://doi.org/10.1080/13603116.2014.908965

Hargreaves, D. H. (2010). Creating a self-improving school system.

Hattie, J. A. C., & Donoghue, G. M. (2016). Learning strategies: a synthesis and
conceptual model. Npj Science of Learning, 1(1), 1.
https://doi.org/10.1038/npjscilearn.2016.13

Hattie, J., & Yates, G. (2013). Understanding Learning: Lessons for learning,
teaching and research. In How the Brain Learns: What Lessons Are There for
Teaching?
http://research.acer.edu.au/cgi/viewcontent.cgi?article=1207&context=research__

conference

Hattie, J., & Zierer, K. (2017). 10 Mindframes for Visible Learning. In 10 Mindframes
for Visible Learning. Routledge. https://doi.org/10.4324/9781315206387

Haug, P. (2017). Understanding inclusive education: ideals and reality. Scandinavian

145



Journal of Disability Research, 19(3), 206-217.
https://doi.org/10.1080/15017419.2016.1224778

Hellmich, F., Loper, M. F., & Gorel, G. (2019). The role of primary school teachers’

Hill,

Hill,

attitudes and self-efficacy beliefs for everyday practices in inclusive classrooms
— a study on the verification of the “Theory of Planned Behaviour.” Journal of
Research in Special Educational Needs, 19(S1), 36-48.
https://doi.org/10.1111/1471-3802.12476

D., & Brown, D. (2013). Supporting inclusion of at risk students in secondary
school through positive behaviour support. In International Journal of Inclusive
Education (Vol. 17, Issue 8, pp. 868—-881). Routledge .
https://doi.org/10.1080/13603116.2011.602525

E., Pratt, M. L., Kanji, Z., & Bartoli, A. J. (2017). Motor and coordination
difficulties in children with emotional and behavioural difficulties. Emotional and
Behavioural Difficulties, 22(4), 293-302.
https://doi.org/10.1080/13632752.2017.1287400

Hodkinson, A. (2010). Inclusive and special education in the English educational

system: Historical perspectives, recent developments and future challenges
[Article]. British Journal of Special Education, 37(2), 61-67.
https://doi.org/10.1111/j.1467-8578.2010.00462.x

Hodkinson, A. (2011). Inclusion: A Defining Definition? Power and Education, 3(2),

179-185. https://doi.org/10.2304/power.2011.3.2.179

Hookey, B. E. (2010). Special Educational Needs, Inclusion and Diversity - By Norah

Frederickson and Tony Cline. British Journal of Special Education.
https://doi.org/10.1111/j.1467-8578.2010.00469_2.x

Jean Eells, R., & Jean, R. (2011). Loyola eCommons Loyola eCommons Meta-

Analysis of the Relationship Between Collective Teacher Meta-Analysis of the
Relationship Between Collective Teacher Efficacy and Student Achievement
Efficacy and Student Achievement Recommended Citation Recommended

Citation. https://ecommons.luc.edu/luc_diss/133

Karch, J. (2020). Improving on Adjusted R-Squared. Collabra: Psychology, 6(1).

146



https://doi.org/10.1525/COLLABRA.343

Kennedy, E. K., & Laverick, L. (2019). Leading Inclusion in Complex Systems:
experiences of relational supervision for headteachers. Support for Learning,
34(4), 443-459. https://doi.org/10.1111/1467-9604.12278

Khatri, C., Chapman, S. J., Glasbey, J., Kelly, M., Nepogodiev, D., Bhangu, A., &
Fitzgerald, J. E. (2015). Social media and internet driven study recruitment:
Evaluating a new model for promoting collaborator engagement and
participation. PLoS ONE, 10(3).
https://doi.org/10.1371/JOURNAL.PONE.0118899

Kim, L. E., & Asbury, K. (2020). ‘Like a rug had been pulled from under you’: The
impact of COVID-19 on teachers in England during the first six weeks of the UK
lockdown. British Journal of Educational Psychology, 90(4), 1062—-1083.
https://doi.org/10.1111/BJEP.12381

Klassen, R. M. (2010). Teacher Stress: The Mediating Role of Collective Efficacy
Beliefs. The Journal of Educational Research, 103(5), 342—-350.
https://doi.org/10.1080/00220670903383069

Kleftaras, G., & Didaskalou, E. (2016). Incidence and Teachers’ Perceived
Causation of Depression in Primary School Children in Greece:
Http://Dx.Do0i.0rg/10.1177/0143034306067284, 27(3), 296—-314.
https://doi.org/10.1177/0143034306067284

Koniewski, M. (2019). The teacher self-efficacy scale (TSES) factorial structure
evidence review and new evidence from polish-speaking samples. European
Journal of Psychological Assessment, 35(6), 900-912.
https://doi.org/10.1027/1015-5759/A000475

Koster, M., Nakken, H., Pijl, S. J., & Van Houten, E. (2009). Being part of the peer
group: A literature study focusing on the social dimension of inclusion in
education. International Journal of Inclusive Education, 13(2), 117-140.
https://doi.org/10.1080/13603110701284680

Krischler, M., & Pit-ten Cate, I. M. (2019). Pre- and in-service teachers’ attitudes
toward students with learning difficulties and challenging behavior. Frontiers in

147



Psychology, 10(FEB). https://doi.org/10.3389/fpsyg.2019.00327

Kunemund, R. L., McCullough, S. N., Williams, C. D., Miller, C. C., Sutherland, K. S.,
Conroy, M. A., & Granger, K. (2020). The mediating role of teacher self-efficacy
in the relation between teacher—child race mismatch and conflict. Psychology in
the Schools, 57(11), 1757-1770. https://doi.org/10.1002/PITS.22419

Kurth, J. A., & Keegan, L. (2014). Development and Use of Curricular Adaptations
for Students Receiving Special Education Services. Journal of Special
Education, 48(3), 191-203. https://doi.org/10.1177/0022466912464782

Kurth, J. A., Lyon, K. J., & Shogren, K. A. (2015). Supporting students with severe
disabilities in inclusive schools: A descriptive account from schools
implementing inclusive practices. Research and Practice for Persons with
Severe Disabilities, 40(4), 261-274. https://doi.org/10.1177/1540796915594160

Lach, D. (2014). Challenges of interdisciplinary research: Reconciling qualitative and
guantitative methods for understanding human-landscape systems.
Environmental Management, 53(1), 88—-93. https://doi.org/10.1007/s00267-013-
0115-8

Lambert, N., & Miller, A. (2010). The temporal stability and predictive validity of
pupils’ causal attributions for difficult classroom behaviour. British Journal of
Educational Psychology, 80(4), 599-622.
https://doi.org/10.1348/000709910X486628

Lazarides, R., Watt, H. M. G., & Richardson, P. W. (2020). Teachers’ classroom
management self-efficacy, perceived classroom management and teaching
contexts from beginning until mid-career. Learning and Instruction, 69.
https://doi.org/10.1016/J.LEARNINSTRUC.2020.101346

Lee, J. (2020). Mental health effects of school closures during COVID-19. The
Lancet Child and Adolescent Health, 4(6), 421. https://doi.org/10.1016/S2352-
4642(20)30109-7

Lindsay, G. (2007). Educational psychology and the effectiveness of inclusive
education/mainstreaming. British Journal of Educational Psychology, 77(1), 1-
24. https://doi.org/10.1348/000709906X156881

148



Lipsky, D. K., & Gartner, A. (1996). Inclusion, school restructuring, and the remaking
of American society. Harvard Educational Review, 66(4), 762—796.
https://doi.org/10.17763/haer.66.4.3686k7x734246430

Lord, S. (2011). How to help children and young people with complex behavioural
difficulties. Emotional and Behavioural Difficulties, 16(2), 225—-226.
https://doi.org/10.1080/13632752.2011.569413

Lovelace, M., & Brickman, P. (2013). Best practices for measuring students’ attitudes
toward learning science. CBE Life Sciences Education, 12(4), 606—-617.
https://doi.org/10.1187/cbe.12-11-0197

MacFarlane, K., & Woolfson, L. M. (2013). Teacher attitudes and behavior toward
the inclusion of children with social, emotional and behavioral difficulties in
mainstream schools: An application of the theory of planned behavior. Teaching
and Teacher Education, 29(1), 46-52. https://doi.org/10.1016/j.tate.2012.08.006

MacKenzie, H., Dewey, A., Drahota, A., Kilburn, S., Kalra, P. R., Fogg, C.,
Zachariah, D., & Author, C. (2012). Reviews (narrative/literature/traditional)
Systematic reviews Meta-analyses Figure 1. Types of reviews. Systematic
Reviews: What They Are, Why They Are Important, and How to Get Involved
Introduction to Systematic Reviews. In Cosham, Portsmouth Hospitals NHS

Trust (Vol. 1, Issue 4). http://www.joannabriggs.

Mahat, M. (2008). The development of a psychometrically-sound instrument to
measure teachers’ multidimensional attitudes toward inclusive education.

International Journal of Special Education, 23(1), 82-92.

Malak, M. S., Sharma, U., & Deppeler, J. M. (2018). Predictors of primary
schoolteachers’ behavioural intention to teach students demonstrating
inappropriate behaviour in regular classrooms. Cambridge Journal of Education,
48(4), 495-514. https://doi.org/10.1080/0305764X.2017.1364698

Malinen, O. P., Savolainen, H., & Xu, J. (2012). Beijing in-service teachers’ self-
efficacy and attitudes towards inclusive education. Teaching and Teacher
Education, 28(4), 526-534. https://doi.org/10.1016/j.tate.2011.12.004

Mertens, D. M. (n.d.). Research and evaluation in education and psychology :

149



integrating diversity with quantitative, qualitative, and mixed methods.

Meyrick, J. (2006). What is Good Qualitative Research? A First Step towards a
Comprehensive Approach to Judging Rigour/Quality. UK Journal of Health
Psychology Www.Sagepublications.Com, 11(5), 799-808.
https://doi.org/10.1177/1359105306066643

Miller, A. (1995). Teachers’ Attributions of Causality, Control and Responsibility in
Respect of Difficult Pupil Behaviour and its Successful Management.
Educational Psychology, 15(4), 457-471.
https://doi.org/10.1080/0144341950150408

Mishra, P., Pandey, C. M., Singh, U., Gupta, A., Sahu, C., & Keshri, A. (2019).
Descriptive Statistics and Normality Tests for Statistical Data. Annals of Cardiac
Anaesthesia, 22(1), 67. https://doi.org/10.4103/ACA.ACA_157 18

Monsen, J. J., Ewing, D. L., & Boyle, J. (2015). Psychometric Properties of the
Revised Teachers’ Attitude Toward Inclusion Scale. International Journal of
School and Educational Psychology, 3(1), 64—71.
https://doi.org/10.1080/21683603.2014.938383

Monsen, J. J., Ewing, D. L., & Kwoka, M. (2014). Teachers’ attitudes towards
inclusion, perceived adequacy of support and classroom learning environment.
Learning Environments Research, 17(1), 113-126.
https://doi.org/10.1007/s10984-013-9144-8

Monsen, J. J., & Frederickson, N. (2004). Teachers’ attitudes towards mainstreaming
and their pupils’ perceptions of their classroom learning environment. Learning
Environments Research, 7(2), 129-142.
https://doi.org/10.1023/B:LERI.0000037196.62475.32

Muenchhausen, S. von, Braeunig, M., Pfeifer, R., Goritz, A. S., Bauer, J., Lahmann,
C., & Wuensch, A. (2021). Teacher Self-Efficacy and Mental Health—Their
Intricate Relation to Professional Resources and Attitudes in an Established
Manual-Based Psychological Group Program. Frontiers in Psychiatry, 12,
510183. https://doi.org/10.3389/FPSYT.2021.510183

Murdoch, M., Simon, A. B., Polusny, M. A., Bangerter, A. K., Grill, J. P.,

150



Noorbaloochi, S., & Partin, M. R. (2014). Impact of different privacy conditions
and incentives on survey response rate, participant representativeness, and
disclosure of sensitive information: A randomized controlled trial. BMC Medical
Research Methodology, 14(1), 90. https://doi.org/10.1186/1471-2288-14-90

Norwich, B. (2008a). Dilemmas of difference, inclusion and disability: International
perspectives on placement. European Journal of Special Needs Education,
23(4), 287-304. https://doi.org/10.1080/08856250802387166

Norwich, B. (2008b). What future for special schools and inclusion? Conceptual and
professional perspectives. British Journal of Special Education, 35(3), 136—143.
https://doi.org/10.1111/j.1467-8578.2008.00387.x

Norwich, B., & Eaton, A. (2014). Emotional and Behavioural Difficulties The new
special educational needs (SEN) legislation in England and implications for
services for children and young people with social, emotional and behavioural
difficulties. https://doi.org/10.1080/13632752.2014.989056

Noyes, J., Booth, A., Moore, G., Flemming, K., Tungalp, O., & Shakibazadeh, E.
(2019). Synthesising quantitative and qualitative evidence to inform guidelines
on complex interventions: Clarifying the purposes, designs and outlining some
methods. BMJ Global Health, 4(Supplementl), 893.
https://doi.org/10.1136/bmjgh-2018-000893

O'Toole, C., & Burke, N. (2013). Ready, willing and able? Attitudes and concerns in
relation to inclusion amongst a cohort of Irish pre-service teachers. European
Journal of Special Needs Education, 28(3), 239-253.
https://doi.org/10.1080/08856257.2013.768451

Ozamiz-Etxebarria, N., Berasategi Santxo, N., Idoiaga Mondragon, N., & Dosil
Santamaria, M. (2021). The Psychological State of Teachers During the COVID-
19 Crisis: The Challenge of Returning to Face-to-Face Teaching. Frontiers in
Psychology, 0, 3861. https://doi.org/10.3389/FPSYG.2020.620718

Pallant, J. (2020). SPSS Survival Manual : A Step by Step Guide to Data Analysis
Using IBM SPSS. https://doi.org/10.4324/9781003117452

Patino, C. M., & Ferreira, J. C. (2018). Internal and external validity: Can you apply

151



research study results to your patients? In Jornal Brasileiro de Pneumologia
(Vol. 44, Issue 3, p. 183). Sociedade Brasileira de Pneumologia e Tisiologia.
https://doi.org/10.1590/s1806-37562018000000164

Peat, J., & Barton, B. (2008). Medical statistics: A guide to data analysis and critical
appraisal.
https://books.google.com/books?hl=en&Ir=&id=NHiDnKiDajEC&oi=fnd&pg=PR5
&ots=mvs1zLOTjW&sig=ffv2ScIx_5ZK3Yp-XicjD2vAQaE

Petticrew, M., & Roberts, H. (2008). Systematic Reviews in the Social Sciences: A
Practical Guide. In Systematic Reviews in the Social Sciences: A Practical
Guide. Blackwell Publishing Ltd. https://doi.org/10.1002/9780470754887

Pit-ten Cate, |. M., & Glock, S. (2019). Teachers’ Implicit Attitudes Toward Students
From Different Social Groups: A Meta-Analysis. Frontiers in Psychology, 0,
2832. https://doi.org/10.3389/FPSYG.2019.02832

Pit-ten Cate, |I. M., Schwab, S., Hecht, P., & Aiello, P. (2019). Editorial: teachers’
attitudes and self-efficacy beliefs with regard to inclusive education. Journal of
Research in Special Educational Needs, 19(S1), 3—7.
https://doi.org/10.1111/1471-3802.12480

Polanczyk, G. V., Salum, G. A., Sugaya, L. S., Caye, A., & Rohde, L. A. (2015).
Annual research review: A meta-analysis of the worldwide prevalence of mental
disorders in children and adolescents. Journal of Child Psychology and
Psychiatry and Allied Disciplines, 56(3), 345—-365.
https://doi.org/10.1111/jcpp.12381

Ponterotto, J. G., & Ruckdeschel, D. E. (2016). An Overview of Coefficient Alpha and
a Reliability Matrix for Estimating Adequacy of Internal Consistency Coefficients
with Psychological Research Measures:
Http://Dx.Doi.0rg/10.2466/Pms.105.3.997-1014, 105(3 1), 997-1014.
https://doi.org/10.2466/PMS.105.3.997-1014

Poulou, M. (2015). Teacher-Student Relationships, Social and Emotional Skills, and
Emotional and Behavioural Difficulties. International Journal of Educational
Psychology, 4(1), 84-108. https://doi.org/10.4471/ijep.2015.04

152



Poulou, M., & Norwich, B. (2000). Teachers’ causal attributions, cognitive, emotional
and behavioural responses to students with emotional and behavioural
difficulties. British Journal of Educational Psychology, 70(4), 559-581.
https://doi.org/10.1348/000709900158308

Poulou, M., & Norwich, B. (2002). Cognitive, emotional and behavioural responses to
students with emotional and behavioural difficulties: A model of decision-
making. British Educational Research Journal, 28(1), 111-138.
https://doi.org/10.1080/01411920120109784

Poulou, M. S. (2014). A theoretical framework towards understanding of emotional
and behavioural difficulties. In Asia Pacific Education Review (Vol. 15, Issue 2,
pp. 191-198). Kluwer Academic Publishers. https://doi.org/10.1007/s12564-014-
9313-1

Pring, R. (2007). Reclaiming philosophy for educational research. Educational
Review, 59(3), 315-330. https://doi.org/10.1080/00131910701427330

Rakap, S., & Kaczmarek, L. (2010). Teachers’ attitudes towards inclusion in Turkey.
European Journal of Special Needs Education, 25(1), 59-75.
https://doi.org/10.1080/08856250903450848

Reich, J., Buttimer, C. J., Coleman, D., Colwell, R. D., Faruqi, F., & Larke, L. R.
(2020). What’s Lost, What’s Left, What’s Next: Lessons Learned from the Lived
Experiences of Teachers during the 2020 Novel Coronavirus Pandemic.
https://doi.org/10.35542/OSF.I0O/8EXP9

Reichardt, C. S., & Rallis, S. F. (1994). The relationship between the qualitative and
guantitative research traditions. New Directions for Program Evaluation,
1994(61), 5-11. https://doi.org/10.1002/ev.1663

Reyna, C., & Weiner, B. (2001). Justice and utility in the classroom: An attributional
analysis of the goals of teachers’ punishment and intervention strategies.
Journal of Educational Psychology, 93(2), 309-319.
https://doi.org/10.1037/0022-0663.93.2.309

Rhodes, R. E., & Courneya, K. S. (2004). Differentiating motivation and control in the
Theory of Planned Behavior. Psychology, Health and Medicine, 9(2), 205-215.

153



https://doi.org/10.1080/13548500410001670726

Rix, J. (2006). Inclusive Education - Readings and Reflections. In G Thomas & M.
Vaughan (Eds.), British Journal of Learning Disabilities (Vol. 34, Issue 1). OUP.
https://doi.org/10.1111/j.1468-3156.2006.00367.x

Roberts, P., Priest, H., & Traynor, M. (2006). Reliability and validity in research.
Nursing Standard, 20(44), 41-45. https://doi.org/10.7748/ns.20.44.41.s56

Robson, C., & McCartan, K. (2016). Real World Research. https://uwe-

repository.worktribe.com/output/915824/real-world-research

Rogers, C. (2013). Inclusive education and intellectual disability: A sociological
engagement with Martha Nussbaum. International Journal of Inclusive
Education, 17(9), 988-1002. https://doi.org/10.1080/13603116.2012.727476

Rose, R., Doveston, M., Rajanahally, J., & Jament, J. (2014). What is effective
inclusion? Interpreting and evaluating a western concept in an Indian context.
International Perspectives on Inclusive Education, 3, 37-51.
https://doi.org/10.1108/S1479-363620140000003018

Rosenblad, A. (n.d.). Applied Multivariate Statistics for the Social Sciences, Fifth
Edition by James P. Stevens. International Statistical Review, 77(3), 476-476.
Retrieved September 6, 2021, from
https://www.academia.edu/21163550/Applied_Multivariate _Statistics_for_the S

ocial_Sciences_Fifth_Edition_by James_ P_Stevens

Roy, A., Guay, F., & Valois, P. (2013). Teaching to address diverse learning needs:
Development and validation of a Differentiated Instruction Scale. International
Journal of Inclusive Education, 17(11), 1186—-1204.
https://doi.org/10.1080/13603116.2012.743604

Ryan, T. G. (2009). Inclusive attitudes: a pre-service analysis. Journal of Research in
Special Educational Needs, 9(3), 180-187. https://doi.org/10.1111/}.1471-
3802.2009.01134.x

Saloviita, T. (2015). Measuring pre-service teachers’ attitudes towards inclusive
education: Psychometric properties of the TAIS scale. Teaching and Teacher
Education, 52, 66—72. https://doi.org/10.1016/j.tate.2015.09.003

154



Salvia, J., & Ysseldyke, J. E. (n.d.). Chapter 12: Assessing instructional ecology. In
Assessment in Special and Inclusive Education. Houghton Mifflin.

Sandals, L., & Bryant, B. (2014). The evolving education system in England: a
‘temperature check” (Issue July).
https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/3
25816/DFE-RR359.pdf

Savina, E., Moskovtseva, L., Naumenko, O., & Zilberberg, A. (2014). How Russian
teachers, mothers and school psychologists perceive internalising and
externalising behaviours in children. Emotional and Behavioural Difficulties,
19(4), 371-385. https://doi.org/10.1080/13632752.2014.891358

Savolainen, H., Engelbrecht, P., Nel, M., & Malinen, O. P. (2012). Understanding
teachers’ attitudes and self-efficacy in inclusive education: Implications for pre-
service and in-service teacher education. European Journal of Special Needs
Education, 27(1), 51-68. https://doi.org/10.1080/08856257.2011.613603

Scheer, D., Scholz, M., Rank, A., & Donie, C. (2015). Inclusive Beliefs and Self-
Efficacy Concerning Inclusive Education Among German Teacher Trainees and
Student Teachers. Journal of Cognitive Education and Psychology, 14(3), 270—
293. https://doi.org/10.1891/1945-8959.14.3.270

Schein, E. (2004). Organizational culture and leadership. Jossey-Bass,.

Schumm, J. S., & Vaughn, S. (1991). Making Adaptations for Mainstreamed
Students: General Classroom Teachers’ Perspectives. Remedial and Special
Education, 12(4), 18-27. https://doi.org/10.1177/074193259101200404

Schwab, S., Gebhardt, M., Krammer, M., & Gasteiger-Klicpera, B. (2015). Linking
self-rated social inclusion to social behaviour. An empirical study of students
with and without special education needs in secondary schools. European
Journal of Special Needs Education, 30(1), 1-14.
https://doi.org/10.1080/08856257.2014.933550

Sebba, J., & Sachdev, D. (2008). What Works in Inclusive Education? (What

Works?) liford: Barnardo's.

Selya, A. S., Rose, J. S., Dierker, L. C., Hedeker, D., & Mermelstein, R. J. (2012). A

155



Practical Guide to Calculating Cohen’s f2, a Measure of Local Effect Size, from
PROC MIXED. Frontiers in Psychology, 3(APR).
https://doi.org/10.3389/FPSYG.2012.00111

Sen, R. (2009). Keynote speech. IEEE Microwave Magazine, 10(2), 115-116.
https://doi.org/10.1109/MMM.2009.932238

Shadish, W. R., Cook, T. D., & Campbell, D. T. (2002). EXPERIMENTAL AND
QUASI-EXPERIMENTAL DESIGNS FOR GENERALIZED CAUSAL
INFERENCE .jr-*"-** fr HOUGHTON MIFFLIN COMPANY Boston New York.

Sharma, U. & Desai, I. P. (2002). Measuring Concerns about Integrated Education in
India. Asia & Pacific Journal on Disability, 5 (1). (n.d.). Retrieved August 20,
2020, from http://www.sciepub.com/reference/42743

Sharma, U., Aiello, P., Pace, E. M., Round, P., & Subban, P. (2018). In-service
teachers’ attitudes, concerns, efficacy and intentions to teach in inclusive
classrooms: an international comparison of Australian and Italian teachers.
European Journal of Special Needs Education, 33(3), 437-446.
https://doi.org/10.1080/08856257.2017.1361139

Sharma, U., & Jacobs, D. K. (2016). Predicting in-service educators’ intentions to
teach in inclusive classrooms in India and Australia. Teaching and Teacher
Education, 55, 13-23. https://doi.org/10.1016/j.tate.2015.12.004

Sharma, U., Loreman, T., & Forlin, C. (2012). Measuring teacher efficacy to
implement inclusive practices. Journal of Research in Special Educational
Needs, 12(1), 12-21. https://doi.org/10.1111/j.1471-3802.2011.01200.x

Sharma, U., & Nuttal, A. (2016). The impact of training on pre-service teacher
attitudes, concerns, and efficacy towards inclusion. Asia-Pacific Journal of
Teacher Education, 44(2), 142—-155.
https://doi.org/10.1080/1359866X.2015.1081672

Sharma, U., & Sokal, L. (2016). Can teachers’ self-reported efficacy, concerns, and
attitudes toward inclusion scores predict their actual inclusive classroom
practices? In Australasian Journal of Special Education (Vol. 40, Issue 1, pp.
21-38). Cambridge University Press. https://doi.org/10.1017/jse.2015.14

156



Shucksmith, J., Philip, K., Spratt, J., & Watson, C. (2005). Investigating the links
between mental health and behaviour in schools.

Sikes, P., Lawson, H., & Parker, M. (2007). Voices on: Teachers and teaching
assistants talk about inclusion. International Journal of Inclusive Education,
11(3), 355-370. https://doi.org/10.1080/13603110701238819

Skaalvik, E. M., & Skaalvik, S. (2007). Dimensions of Teacher Self-Efficacy and
Relations With Strain Factors, Perceived Collective Teacher Efficacy, and
Teacher Burnout. Journal of Educational Psychology, 99(3), 611-625.
https://doi.org/10.1037/0022-0663.99.3.611

Slee, R., & Allan, J. (2001). Excluding the included: A reconsideration of inclusive
education. International Studies in Sociology of Education, 11(2), 173—-192.
https://doi.org/10.1080/09620210100200073

Social Cognition - Susan T. Fiske, Eugene Higgins Professor of Psychology Susan T
Fiske, Shelley E. Taylor - Google Books. (n.d.). Retrieved July 30, 2020, from
https://books.google.co.uk/books/about/Social _Cognition.html?id=6Uq3QgAAC
AAJ

Soles, T., Bloom, E., Heath, N. L., & Karagiannakis, A. (2008). An exploration of
teachers’ current perceptions of children with emotional and behavioural
difficulties. Emotional and Behavioural Difficulties, 13(4), 275—-290.
https://doi.org/10.1080/13632750802442201

Spernes, K. (2020). The transition between primary and secondary school: a
thematic review emphasising social and emotional issues. Research Papers in
Education. https://doi.org/10.1080/02671522.2020.1849366

Stanovich, P. J., & Jordan, A. (n.d.). Canadian Teachers’ and Principals’ Beliefs
about Inclusive Education as Predictors of Effective Teaching in Heterogeneous
Classrooms. In The Elementary School Journal (Vol. 98, pp. 221-238). The
University of Chicago Press. https://doi.org/10.2307/1002258

Tabachnick, B. G., & Fidell, L. S. (2014). Using Multivariate Statistics. 1-1049.

www.pearsoned.co.uk

Tabachnick, B. G., & Fidell, L. S. (2019). Using Multivariate Statistics Title: Using

157



multivariate statistics. https://Ilccn.loc.gov/2017040173

Taber, K. S. (2017). The Use of Cronbach’s Alpha When Developing and Reporting
Research Instruments in Science Education. Research in Science Education
2016 48:6, 48(6), 1273—-1296. https://doi.org/10.1007/S11165-016-9602-2

Taherdoost, H. (2018). Validity and Reliability of the Research Instrument; How to
Test the Validation of a Questionnaire/Survey in a Research. SSRN Electronic
Journal. https://doi.org/10.2139/SSRN.3205040

Thomas, Gary, & Loxley, A. (2007). Deconstructing Special Education and
Constructing Inclusion. In Society (Vol. 29). Open University Press.
http://site.ebrary.com/lib/linne/Doc?id=10229832&ppg=1

Thomas, M. S., Croshy, S., & Vanderhaar, J. (2019). Trauma-Informed Practices in
Schools Across Two Decades: An Interdisciplinary Review of Research:
Https://Doi.Org/10.3102/0091732X18821123, 43(1), 422—-452.
https://doi.org/10.3102/0091732X18821123

Tobin, R., & Tippett, C. D. (2014). POSSIBILITIES AND POTENTIAL BARRIERS:
LEARNING TO PLAN FOR DIFFERENTIATED INSTRUCTION IN
ELEMENTARY SCIENCE. International Journal of Science and Mathematics
Education, 12(2), 423—-443. https://doi.org/10.1007/s10763-013-9414-z

Tollefson, N. (2000). Classroom Applications of Cognitive Theories of Motivation.
Educational Psychology Review, 12(1), 63—-83.
https://doi.org/10.1023/A:1009085017100

Tschannen-Moran, M., & Barr, M. (2004). Fostering Student Learning: The
Relationship of Collective Teacher Efficacy and Student Achievement.
Leadership and Policy in Schools, 3(3), 189-2009.
https://doi.org/10.1080/15700760490503706

Tschannen-Moran, M., & Hoy, A. W. (2001). Teacher efficacy: Capturing an elusive
construct. Teaching and Teacher Education, 17(7), 783—-805.
https://doi.org/10.1016/S0742-051X(01)00036-1

Tschannen-Moran, M., & Hoy, A. W. (2007). The differential antecedents of self-

efficacy beliefs of novice and experienced teachers. Teaching and Teacher

158



Education, 23(6), 944-956. https://doi.org/10.1016/|.tate.2006.05.003

Turner, J., & Gulliford, A. (2020). Examining the Circles of Adults process for
Children Looked After: the role of self-efficacy and empathy in staff behaviour
change. Educational Psychology in Practice, 36(1), 32-51.
https://doi.org/10.1080/02667363.2019.1667752

UNESCO. (1994). The Salamanca statement and framework for action on special
needs education. The Salamanca Statement and Framework for Action on
Special Needs Education, June, 7-10. https://doi.org/E D -94/WS/ 1 8

Wang, H., & Hall, N. C. (2018). A systematic review of teachers’ causal attributions:
Prevalence, correlates, and consequences. In Frontiers in Psychology (Vol. 9,
Issue DEC, p. 2305). Frontiers Media S.A.
https://doi.org/10.3389/fpsyg.2018.02305

Wertheim, C., & Leyser, Y. (2002). Efficacy beliefs, background variables, and
differentiated instruction of Israeli prospective teachers. Journal of Educational
Research, 96(1), 54—63. https://doi.org/10.1080/00220670209598791

White, R., Lamont, E., & Aston, H. (2013). OCC School Exclusions Inquiry:
Perspectives of teaching staff and other professionals Executive summary.
National Federation of Education Research.
https://www.nfer.ac.uk/publications/FGSEQ1/FGSEOQO1.pdf

Willits, F., Theodori, G., & Luloff, A. (2016). Another Look at Likert Scales. Journal of
Rural Social Sciences, 31(3). https://egrove.olemiss.edu/jrss/vol31/iss3/6

Wilson, C., Woolfson, L. M., Durkin, K., & Elliott, M. A. (2016a). The impact of social
cognitive and personality factors on teachers’ reported inclusive behaviour. The
British Journal of Educational Psychology, 86(3), 461-480.
https://doi.org/10.1111/bjep.12118

Wilson, C., Woolfson, L. M., Durkin, K., & Elliott, M. A. (2016b). The impact of social
cognitive and personality factors on teachers’ reported inclusive behaviour.
86(3), 461-480. https://doi.org/10.1111/bjep.12118

Woodcock, S. (2020). Teachers’ beliefs in inclusive education and the attributional

responses toward students with and without specific learning difficulties.

159



Dyslexia, dys.1651. https://doi.org/10.1002/dys.1651

Yada, A., Tolvanen, A., Malinen, O. P., Imai-Matsumura, K., Shimada, H., Koike, R.,
& Savolainen, H. (2019). Teachers’ self-efficacy and the sources of efficacy: A
cross-cultural investigation in Japan and Finland. Teaching and Teacher
Education, 81(1), 13—-24. https://doi.org/10.1016/j.tate.2019.01.014

Yan, Z., & Sin, K. (2014). Inclusive education: teachers’ intentions and behaviour
analysed from the viewpoint of the theory of planned behaviour.
Http://Dx.Doi.Org.Ezproxy.Nottingham.Ac.Uk/10.1080/13603116.2012.757811,
18(1), 72-85. https://doi.org/10.1080/13603116.2012.757811

Yilmaz, K. (2013). Comparison of quantitative and qualitative research traditions:
Epistemological, theoretical, and methodological differences. European Journal
of Education, 48(2), 311-325. https://doi.org/10.1111/ejed.12014

Zancajo, A. (n.d.). The impact of the Covid-19 pandemic on education Rapid review
of the literature Covid and Society — British Academy. British Academy, 15, 1—
15.

Zollers, N. J., Ramanathan, A. K., & Yu, M. (1999). The relationship between school
culture and inclusion: How an inclusive culture supports inclusive education.
International Journal of Qualitative Studies in Education, 12(2), 157-174.
https://doi.org/10.1080/095183999236231

Zweers, |., de Schoot, R. A. G. J. van, Tick, N. T., Depaoli, S., Clifton, J. P., de
Castro, B. O., & Bijstra, J. O. (2020). Social-emotional development of students
with social-emotional and behavioral difficulties in inclusive regular and
exclusive special education. International Journal of Behavioral Development,
016502542091552. https://doi.org/10.1177/0165025420915527

160



Appendices

Appendix A: Full text articles excluded with reasons

Article

Reason for

exclusion

Schultz, E. K., & Simpson, C. G. (2013). Factors Influencing
Teacher Behavior with Students with Diverse Learning and
Behavioral Needs. Journal of the American Academy of

Special Education Professionals, 2013.

The article was a
literature review not

an individual study.

Soodak, L. C., Podell, D. M., & Lehman, L. R. (1998). Teacher,
student, and school attributes as predictors of teachers’
responses to inclusion. Journal of Special Education, 31(4),
480-497. https://doi.org/10.1177/002246699803100405

The study did not
measure ‘attitudes’ as

a distinct construct.

Cwirynka’fo, K., Kisovar-lvanda, T., Gregory, J. L., Zyta, A,
Arciszewska, A., & Zrili¢, S. (2017). Attitudes of Croatian and
Polish elementary school teachers towards inclusive

education of children with disabilities. Undefined.

The study did not
measure ‘behavioural
intentions’ or

‘behaviour’.

Kormos, J., & Nijakowska, J. (n.d.). Inclusive practices in teaching
students with dyslexia: Second language teachers’ concerns,
attitudes and self-efficacy beliefs on a massive open online

learning course.

The study did not
measure ‘behavioural
intentions’ or

‘behaviour’.

Urton, K., Wilbert, J., & Hennemann, T. (2014). Attitudes towards
Inclusion and Self-Efficacy of Principals and Teachers.
Learning Disabilities: A Contemporary Journal, 12(2), 151—
168.

The study did not
measure ‘behavioural
intentions’ or

‘behaviour’.

Vaz, S., Wilson, N., Falkmer, M., Sim, A., Scott, M., Cordier, R., &

Falkmer, T. (2015). Factors associated with primary school

The study did not

measure ‘behavioural

161




teachers’ attitudes towards the inclusion of students with
disabilities. PLoS ONE, 10(8), 1-12.
https://doi.org/10.1371/journal.pone.0137002

intentions’ or

‘behaviour’.

Malak, M. S., Sharma, U., & Deppeler, J. M. (2018). Predictors of
primary schoolteachers’ behavioural intention to teach
students demonstrating inappropriate behaviour in regular
classrooms. Cambridge Journal of Education, 48(4), 495—
514. https://doi.org/10.1080/0305764X.2017.1364698

The study was based
in a developing
country

(Bangladesh).

Opoku, M. P., Cuskelly, M., Pedersen, S. J., & Rayner, C. S.
(2021). Attitudes and self-efficacy as significant predictors of
intention of secondary school teachers towards the
implementation of inclusive education in Ghana. European
Journal of Psychology of Education, 36(3), 673—-691.
https://doi.org/10.1007/S10212-020-00490-5/TABLES/4

The study was based
in a developing

country (Ghana).

Wilson, C., Woolfson, L. M., & Durkin, K. (2019). The impact of
explicit and implicit teacher beliefs on reports of inclusive
teaching practices in Scotland.
Https://D0i.Org/10.1080/13603116.2019.1658813.

The study did not
apply the TPB as its
conceptual

framework.

Engelbrecht, P., & Savolainen, H. (2017). A mixed-methods
approach to developing an understanding of teachers’
attitudes and their enactment of inclusive education.
European Journal of Special Needs Education, 1-17.
https://doi.org/10.1080/08856257.2017.1410327

A mixed method
approach was

adopted.

Sharma, U., & Sokal, L. (2016). Can teachers’ self-reported
efficacy, concerns, and attitudes toward inclusion scores
predict their actual inclusive classroom practices? In
Australasian Journal of Special Education (Vol. 40, Issue 1,
pp. 21-38). Cambridge University Press.
https://doi.org/10.1017/jse.2015.14

The study did not
apply the TPB as its
conceptual

framework.
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Sharma, U., & Jacobs, D. K. (2016). Predicting in-service The TPB’s subjective
educators’ intentions to teach in inclusive classrooms in India | norm factor was not
and Australia. Teaching and Teacher Education, 55, 13-23. | included, reducing
https://doi.org/10.1016/j.tate.2015.12.004 the overall

predictability of

participants
behavioural

intentions.
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Appendix B: WoE criteria for systematic review studies

The selected studies were assessed using Gough’s (2007) WoE framework. The

WoE framework considers four criteria:

- (A) assesses the quality of execution of study where transparency, accuracy,
accessibility, and specificity are judged (Gough, 2007);

- (B) considers the appropriateness of the method of the studies in helping to
address the aims of the review.

- (C) assesses the evidence generated by the studies and its relevance for
answering the review aims; and

- (D), an overall judgment is formed based on an average of the three
weightings of A, B & C.

WOoE A: Quality of execution of the study

Weighting Description

High - The number and population of participants noted.

- The complete TPB is explicitly applied as the conceptual
framework for the study. The conceptualisation of variables
flows logically from the literature.

- Sampling, data method, measures, and analysis are
appropriate for research questions and sufficiently detailed to
support replication.

- The naming of and reference to the source for measures
provided a clear explanation of any relevant modification.

- Reported reliability for all primary measures of at least 0.80 is
referenced.

- Results and conclusions are presented.

- Limitations to the study are set out.

Medium - The number of participants noted.
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The complete TPB is explicitly applied as the conceptual
framework for the study.

The specific population identified, e.g. teachers, teaching
assistants.

Sampling, data method, measures and analysis is
appropriate to the research question is described.

The naming of and reference to the source for measures was
provided.

Reported reliability for most primary measures of at least
0.70 is referenced.

Results and conclusions are presented.

Low

The number of participants is given.

The TPB is applied as the conceptual framework.

Limited description around sampling, data method, measures
and analysis are given.

Reported reliability is reported.

Results are provided.

WOoE B: Appropriateness of method

Weighting

Description

High

Participants are all in-service-teachers in mainstream
schooling, teaching in ‘inclusive’ classes, i.e. CYP with SEN
are taught alongside those without).

The quantitative design used drawing on standardised closed
survey/ questionnaire.

The statements were rated using a Likert scale of 4 or more
points.

Quantitative data generated suitable for statistical analysis.
The sample size is sufficient for statistical analysis.

Data analysis uses both descriptive and inferential statistics

Medium

Participants are all in-service teachers in mainstream

schooling.
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- Statements rated on a Likert scale of fewer than 4 points.

- The quantitative design used drawing on closed
survey/questionnaires.

- Quantitative data generated suitable for statistical analysis.

- The sample size is sufficient for statistical analysis.

- Data analysis uses descriptive and inferential statistics.

Low

- Data or sample size generated is not sufficient for statistical
analysis.

- Data analysis only uses descriptive statistics.

WOoE C: Appropriateness of evidence for the current review

Weighting

Description

High

- Teacher attitudes and efficacy beliefs towards inclusion was
precisely measured and reported.
- The relationship of both attitudes and efficacy towards

inclusive behaviours was evaluated.

Due to these being part of the inclusion criteria during the
systematic review process, all studies met the criteria; thus, all

weightings were awarded High.

166




Appendix C; WoE appraisal for systematic review studies

Study

WOE Appraisal

(Hellmich et al.,
2019)

Germany

WoE A: Medium

A clear description of participants.

TPB applied in full. However, the conceptualisation of
the behavioural control variable is not consistent with
the literature in the area (focusing on efficacy towards
collaborating with others rather than self-efficacy) and
acknowledged as a limitation.

Reported reliability across the measures ranged
between 0.78 to 0.87.

Sampling method not described

For measures that were adapted, adaptations were not
described in total to support replication.

Data analysis set out.

Results, conclusions and limitations described.

WoE B: Medium

The mixed sample included teachers who did not teach
in ‘inclusive’ schools, reducing findings' generalisability.
Sample sufficient for statistical analysis.

5-point Likert scales used

Questionnaires used, but some were non-standardised
and not empirically tested before the study.

Descriptive and inferential statistics used.

WOoE C: High

Attitudes and efficacy beliefs and their relationship to
both behavioural intentions and actual behaviours

towards inclusion precisely measured.
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WoE D: Medium

(Sharma et al., WoE A: Medium
2018)
- A clear description of participants.
Australia and - TPB applied. However, the conceptualisation of
Italy individual variables not clearly explained concerning the
literature.

- Reported reliability of 0.65 to 0.94 reported.

- The sampling method inconsistently applied across the
two countries.

- Measures clearly described and source referenced.

- Data analysis clearly described.

- Results, conclusions and limitations described.

WOoE B: Medium

- Mixed sample. Not clear what proportion of teachers in
the sample taught in ‘inclusive’ schools.

- Sample sufficient for statistical analysis.

- At least 4-point Likert scales used

- Questionnaires were all standardised.

- Descriptive and inferential statistics used.

WOoE C: High
- Attitudes and efficacy beliefs and their relationship to
both behavioural intentions towards inclusion precisely

measured.

WOoE D: Medium
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(Wilson et al.,
2016b)

Scotland

WOE A: High

A clear description of participants and population was
provided.

TPB applied, and variables conceptualised with explicit
reference to the literature.

Reported reliability of 0.89 to 0.94 reported across all
measures.

Measures clearly described but not clear how they were
adapted from the literature cited.

Data analysis clearly described.

Results, conclusions and limitations clearly described.

WOoE B: Medium

Non-standardised measures used.
Sample sufficient for statistical analysis.
At least 9-point Likert scales used

Descriptive and inferential statistics used.

WOoE C: High

Attitudes and efficacy beliefs and their relationship to
both behavioural intentions and self-reported

behaviours towards inclusion precisely measured.

WoE D: High

(MacFarlane &
Woolfson, 2013)

Scotland

WOoE A: Medium

A clear description of participants and population was
provided.
TPB applied, and variables conceptualised with explicit

reference to the literature.
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Reported reliability of 0.75 to 0.95 reported across
measures.

Measures clearly described and original author
referenced. Modifications appropriate and clearly
explained.

Data analysis clearly described.

Results, conclusions and limitations clearly described.

WoE B: High

Standardised measures used.
Sample sufficient for statistical analysis.
At least 5-point Likert scales used.

Descriptive and inferential statistics used.

WoE C: High

Attitudes and efficacy beliefs and their relationship to
both behavioural intentions and self-reported

behaviours towards inclusion precisely measured.

WOoE D: High
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Appendix D: Questionnaire template

For brevity reasons, only the LA version of the survey is included. The national
survey differs from the LA survey only because the school's name was not
requested, and respondents were requested to confirm they were practising

mainstream secondary school teachers based in England.

PARTICIPANT CONSENT FORM and DEMOGRAPHIC INFORMATION

The paricipant should complete the whale of this form himselfherself.

Have you read and understood the paricipant information sheet?
O s
) Mo

. Have any questions you have been answered satisfactarily ?
o s
O Mo

. Haveyou received enough information about the study ?
O Vs
O Mo

Do vyou understand that you are free towithdraw fromthe study?
o “fas
O Mo

"This study has been explained to me to my satisfaction, and | agree to take part. | understand
that | am free towithdraw at any time."
I canfirm my agreement to pardicipate:

O Yas
O Mo
. Please confirm the following:

The name of your schoaol;

. Mumber of yearsteaching experience
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o Lessthan § wears
0 6-10 years
2 11-16years
D hore than 15 years

CYaur gender

O tate
O Female
[ Prefer notto say

Cognitive

Q1. | helieve that an inclusive school is one that permits academic progression of all students
regardless of their SEMH needs.

Strongly disagree Dizagres Meither agrae nor Agres Strongly agree
o o disagres o0 o
0

o

22 | believe that students with SEMH needs should he taught in special education schools.

Strongly disagree Dizagres Meither agrae nor Agres Strongly agree
disagree o
- - 0 ;

22 | believe that inclusion facilitates socialy appropriate hehaviour amongst studentswith SEMH

needs.
Strongly disagrae Lizagres Meither agres nor Agres Strongly agrae
- — dizagres O -
. - 0 .

24 | believe that any student can learn in the regular curriculum of the school if the curriculum is
adapted to meet their individual SEMH needs.

Strongly disagrae Lizagres Meither agres nor Aygres Strongly agres
0 0 dizagree 0 0
O

33 | believe that students with SEMH needs should he segregated because it is too expensive to
madify the physical environment of the schoal.

Strongly disagrae Dizagres Meither agree nor Agres Strongly agres
o o dizagres o o
)

o
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6 | believe that students with SEMH needs should be in special education schools so that they
do no experience rejection inthe regular schoal,

Stron gly disagre e Dizagrae Neither agree nor Fgree Strangly agree
™ F diEagl‘EE o) ™
0
Affective

G771 get frustrated when | have difficulty communicating with students with SEMH needs.

Stron gly disagre e Dizagree Meither agree nor Fgree Strangly agree
_ - dizagras _
O 8] O O
0

2a | get upset when students with SEMH needs cannot keep up with the day-to-day curriculurm in
iy classroam.

Stron gly disagre e Dizagrae Meither agree nor Fgree Strangly agree
. . dizagres . p
Q o Q o
0

G5 | get iritated when | am unable fo understand students with SEMH needs.

Stron gly disagre & Dizagrae Meither agree nor Fgree Strangly agree
dizagres
0 O 0 9]

G 10, | am uncomfortable including studentswith SEMH needs in a reqular classroom with other
studentswithout SEMH needs.

Stron gly disagre e Dizagree Meither agree nor Fgree Strangly agree
- dizagras
0 Q O O
O

G111 Lam disconcerted that students with SEMH needs are included in the regular classroom,
regardless of the severity of their SEMH needs,

Stron gly disagre e Dizagrae Meither agree nor Fgree Strangly agree
dizagres

o Q 8] 0

™y
L

G121 get frustrated when | have to adapt the curriculurm to meet the individual SEMH needs of
students.

Stron gly disagre e Oizagree Meither agree nor Fgree Strangly agree
- - dizagras - p
(- L L ll_-rl\
0
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Collective Efficacy

13 Teachers at this school do not hav e the skills needed to produce meaningful student
learning, specific ally for pupils with SEMH needs.

Strongly disagree Oizagres Heither agree nor Ayres Strangly agree
o o dizagres o o
0

()

G If a pupil with SEMH needs does notwant to learn, teachers here give up.

Strongly disagree Oizagres Meither agrae nor Ayres Strangly agree
—- — dizagres O -
. - o ;

13, Teachersin this school do not have the skillsto deal with the disciplinary problems of pupils
with SEMH needs

Strongly disagree Oizagres Meither agrae nor Ayres Strangly agree
o o disagree o o
O

26 For pupils with SEMH needs, learming is more difficult at this school because they are
wwartied about their safety.

Strongly disagree Oizagres Meither agrae nor Ayres Strangly agree
o 0 dizagres o o0
0

(-

C7. Teachersin this school are ahle to get through to the most difficult students with SEMH
needs.

Stron ghy disagree Cisagree Heither agree nor Augree Stronghy agree
- —_ disagree - -

ot o - st
~
o

16, Teachers here are confident they will be able to moti ate pupils with SEMH needs,

Strongly disagree Oizagres Meither agrae nor Ayres Strangly agree
—- — dizagres O -
. . o ,

2139 Teachersin this schoal realy believe that every pupil with SEMH needs can learn.

Strongly disagree Oizagres Meither agrae nor Ayres Strangly agree
- - disagree - -
(- | A L=
O
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220 Pupils with SEMH needs come to school ready to learn.

Strongly disagree Dizagres Meither agree nor Aygres Strongly agres
— — dizagree ,

O

227, Home life provides so many advantages these pupils with SEMH needs are bound to learn.

Strongly disagree Dizagres Meither agree nor Aygres Strongly agres
- - dizagres . .
. . N L& Lo
O

222 The opportunities in this community help ensure that pupilswith SEMH needs wil learn.

Strongly disagree Dizagres Meither agree nor Aygres Strongly agres
— dizagree
O o o o
O

222 Drug and alcohol abuse in the community make learning difficult for pupils with SEMH
needs,

Strongly disagree Dizagres Meither agree nor Aygres Strongly agres
— dizagree
o o o

O

o

24 Pupils with SEMH needs in this school just aren't moti ated to learmn.

Strongly disagree Dizagres Heither agree nor Aygres Strongly agres
o o dizagree o o
O
Self efficacy

223 How much canyou assist families in helping their children dowell in school, specifically
children with SEMH needs?

Mithing wizry little Some infuance Quite a bit Agreat deal
o @] o @] o

228 Towhat extent can yvou draft good guestions far pupilswith SEMH needs?

Muathing “wiary little Some infuence Quite 3 bit Agreat deal

D .:. G .':_:. C.

G127 How well canyod implement alternative strategies in your classroom for pupils with SEmMH
needs?
Muthing “wizry little Some infuence Quite a bit Agreat deal

~ ~ ~y ] i~
L

A L
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028,

Towhat extent canvou provide an alternative explanation or example when pupilswith SEMH
needs are confused?

Muathing “wizry little Some infuence Quite 3 bit Augreat deal
~y ™ O o) (@]

L Nl

Q2.

How much can you use avariety of assessment strategies when teaching pupils with SEMH
needs?

Muathing “wizry little Some infuence Quite 3 bit Augreat deal
O 0] O O O

olcv)

How much can you do to calm a pupil with SEMH needs who is disruptiv e ar noigy ?

Muathing “wizry little Some infuence Quite 3 bit Augreat deal

e O O o) o)

L o o

Q31

How much can you do to get pupil with SEMH needs to follow classroom rules?

Muathing “wizry little Some infuence Quite 3 bit Augreat deal

i~ ™y ' )

- O o o o

Q32

How much can you do to contral disruptive hehaviour of pupils with SEMH needsin the
classroom?

Muathing “wizry little Some infuence Quite 3 bit Augreat deal
O O 0 0 O

L L o o

Q33

How weell can you establish a classroom management sy stem for pupils with SEMH needs?

Muathing “wizry little Some infuence Quite 3 bit Augreat deal
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O
(
0
.
c

e

Howe much can you doto get pupils with SEMH needsto believe they can do well in schoolwark?
Mathing “wizry little Some infuence Quite 3 bit Agreat deal

O O 0O (8] (]

)

Howe much can you da ta help pupilswith SEM H needs to valle learning?

Mothing “wiary [ittle Some induence Ouite 3 bit Agreat deal

O o o O O

o -3

Howe much can you do to motivate popils who have SEMH needs and show & low interest in
schoal worl?

Mathing “wizry little Some infuence Quite 3 bit Agreat deal
o Q o ®] o

Behavioural intentions

G271 amwilling to encourage students with SEMH needs to participate in all social activities in
the regular classroom.

Strongly disagree Lisagres Meither agree nor Agree Strongly agree
. - dizagres — -
. |8 ] [ [
o

238, | amwilling to adapt the curriculumto meet the individual needs of all students with SEMH
needs regardless of their ability.

Strongly disagre e Dizagres Meither agrae nor Agres Strongly agres
disagree
O O - ] O
]

G259 1 amwilling to include students with SEMH needs in the reqular classroom with necessary
support.

Strongly disagree Lisagres Meither agree nor Agres Strongly agree
- — dizagree -

L W L -

@]
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Q40 | amwilling to modify the physical environment to include students with SEMH needs inthe
regular ervironment.

Stran gly disagree Lisagres Meither agree nor Agree Strongly agree

disagres
8] 0 0 0

et

-

348 1 amwilling to adapt my communication technigues to ensure that all students with SEMH
needs can be successfilly included in the regular clagsroom.

Stran gly disagree Lisagres Meither agree nor Agree Strongly agree
dizagree
Fa ||-1. |:-:|l

(- L \
0
ot

342 | amwilling to adapt the assessment of individual students with SEMH needs in arder far
inclusi e education to take place.

Stronghy dizagre e Oizagree Heither agree nor Agree Strongly agree
0 0 dizagree 0 0
0

Povered by Qualttics
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Appendix E: Information letter sent to schools within the LA

School of Psychology I The UlliyEmeJ of
Information Sheet for Nottmgham
Headteachers

UNITED KINGDOM - CHINA - MALAYSIA

Title of research project: 'The relationship of secondary school teacher attitudes and
efficacy beliefs to inclusive behaviours towards young people with social, emotional and
mental health (SEMH) needs.

Researcher: John Cronin
Supervisor: Anthea Gulliford
Contact details: IpxjeS@nottingham.ac.uk

Background

This is an information sheet seeking the participation of your school in a Nottingham City
Local Authority based research study starting in July 2020. This study aims to understand
how staff see the inclusion of children presenting with SEMH needs. Before you decide, it is
important to understand why the research is being done and what it will involve. Please take
the time to read the following information carefully.

Purpose and aims

This study hopes to gain insights into how teacher-related factors - their attitudes, efficacy
beliefs and behavioural intentions — may further support the successful implementation of
inclusive practices towards young people with SEMH needs. The overall findings from this
study - including any general findings from your school - will be fed back to you by the
researcher to help inform your own planning and practices around inclusion.

Consent and practicalities

If you consent to your school participating in the study, all teaching staff will be invited to
complete a short online survey (approximately 15 minutes) about their attitudes, efficacy
beliefs and behaviours towards the inclusion of young people with SEMH. Each teacher is
under no obligation to participate and is free to withdraw at any point before or during the
study. No individual teacher can be identified from the study as all data will be anonymised
and stored in compliance with the Data Protection Act.

If you have any complaints about the study please contact:
Prof. Stephen Jackson

(Chair of the Ethics Committee)
educationresearchethics@nottingham.ac.uk
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Appendix F:

privacy notice form sent to participants

The University of
School of Psychology . Nottingham

Information Sheet for participants

UNITED KINCDOM - CHINA - MALAYSIA

Title of research project: The relationship of secondary school teacher attitudes and
efficacy beliefs to inclusive behaviours towards young people with social, emotional and
mental health (SEMH) needs.

Researcher: John Cronin
Supervisor: Anthea Gulliford
Contact details: lpxjeS@nottingham.ac.uk

Background

This is an information sheet seeking your participation in a Nottingham City Local Authority-
based rescarch study starting in July 2020. Before vou decide, it is important to understand
why the research 1s being done and what it will involve. Please take the time to read the
following information carctully.

Purposc and aims

This study aims to understand how staff sce the inclusion of children presenting with social,
Emotional and Mental health (SEMH) needs. The researchers hope to gain insights into how
tcacher-related factors - their attitudes, efficacy beliefs and behavioural intentions — may

further support the successful implementation of inclusive practices towards young people
with SEMH needs.

lities

If you consent to taking part, you will asked to complete a short survey (approximately 15
minutes) about your attitudes, ctficacy belicfs and behaviours towards the inclusion of young
people with SEMH. You are under no obligation to participate and are free to withdraw at
any point before or during the study. No individual teacher can be identified from the study
as no names will be requested and all data will be anonymised and stored securely in
compliance with the Data Protection Act.

If you have any complaints about the study please contact:

Prof. Stephen Jackson
(Chair of the Ethics Committee)

stephen jackson@nottingham ac.uk
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School of Psychology | The Universityof
GDPR: Research Participant Privacy NOttIIghd'l'l

UNTED KONCDOM - CHINA - MALAYSH

Title of research project. The relationship of secondary school teacher attitudes and
efficacy beliefs to inclusive behaviours towards young people with social, emotional and
mental health (SEMH) needs.

Ethics Approval Namber; §1262
Researcher: John Cronin
Supervisor: Anthea Gulliford
Contact details; Ipxje Sanottingham.ac.uk

Privacy information for Research Participants
For information about the University s responsibilities with respect 1o your data, who you can
get in touch with and your nights as a dats subject, please visit:

Why we colleet your personal data

Your personal data s being collected as part of a research project. The researcher s part of &
doctorate programme in Apphied Educational Psychology, at the University of Nottingham
The purpose of the research 1 10 explore

#) The relationship of secondary school tencher attitudes and efficacy beliefs to
inclusive behaviours towards young people with social, emotional nnd mental
health (SEMH) needs,

Legal basis for processing your personal data under GDPR

The legal basis for processing your personal data on this occasion 1s in line with GDPR
Article 6( 1 ¢) processing is necessary for the performance of a task carned out in the public
miterest. We hope 1o understand how staff see the inclusion of children presenting with social,
Emotional and Mental health (SEMH) needs. The researchers hope to gain insights into how
teacher-related fuctors - ther attitudes, efficacy beliefs and behavioural intentions — may
further support the successful implementation of inclusive practices towards young people
with SEMH needs.

Where the University receives your personal data from

Some personal data about you will be collected as part of the research, which will be
anonymised and kept confidential. This will include the name of’ your school and your views
about the inclusion of young people with SEMH needs (which you will provide i your

SUrVEY response),
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Special category personal data
We will not be collecting any *special category personal data’, m line with GDPR Article
92a)

How long we keep your duta

The University may store your data for up 1o 25 years and for a penod of no less than 7 years
after the rescarch project fimishes, The rescarchers who gathered or processed the data may
also store the data indefinitely and reuse it in future rescarch

Wheo we share your data with

Extracts of your data may be disclosed in published works that are posted online for use by
the scientific community. Your data may also be stored indefinitely on external data
repositonies (¢ g, the UK Data Archive) and be further processed for archiving purposes in
the public interest, or for histoncal, scientific or statistical parposes. It may also move with
the researcher who collected your data to another institution in the future
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Appendix G: Ethics approval letter

The University of
' | Nottingham

UAETED KINGOOM - OHNRNA - MAL XS

TR e By o Vet B g -——
L—y a6
ek g
—~— m
A BITIE RAR THEN e ENTTE WL NS0
SV
Ref 51262

Tuesday 26™ May 2020
Duar Asahea and Joba
Ethics Committee Review

Thank you for submEling an account of your proposed msearch “'he relationship of
secondary school teacher attitudes and efficacy”.

That proposal has now Deen reviewed and we an pleased 1o tell you & has met with the
Commiltea's aporoval.

Howewver:
Please note the following comments from owr reviewers;

Reviewer One-
n e Par nfor ac form
- MMW Phease spell ot
- S - g ke “Prof & appropeute heve

- mmmun-ohu-ﬁ-lmmm
c a2 arvy Brrwe YESSND
c S LS 10 pe & YELNO
THES 1S OFRCULT TO UNDERSTAND — REFLACE 8 ONE TICx 80X

ﬁ\amwnmummdmmwmmamw. Tha
of Practice setung

OF Adverse vnts arise dunng he study.

Wydm&wmmwma&omuwm&
e reak of p » ntmmymsdzmum“y-&m
Emcgnmn.wvu“aua& 4 OEE resd nor doat
it cartify that they Bave Dean met.

Yours Sncerely

The University of
' ' Nottingham

LAETED KINGOOM - CHINA - MALASIA

mee o

The b Ay o Nl g
e

ekt g

-

A EUTIN SR DR e ENTTE WLE N

Professor Stephen Jackson
Chair, Eohvcs Commates
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Appendix H: Recruitment approach

Local Authority recruitment strategy of participants

The researcher initially contacted headteachers in July 2020 with information about
the study in secondary schools across the Local Authority where they were based as
a TEP, with requests for expressions of interest in the study. Five schools expressed
interest in the research and gave consent for their teachers to be contacted in seek
their participation. Headteacher consent was necessary due to the request on the
survey for the participant to provide their school’'s name (aggregated teacher
responses in each school would allow a group-reference measure of CTE). It was
hoped that responses could be sought as part of teacher training or INSET sessions.
However, in response to ongoing school closures and disruption related to Covid-19,
it was instead agreed that the headteacher or a nominated member of staff would
distribute the survey to their teachers in July and a follow up in September 2020.
This generated 7 full responses. The recruitment was disrupted by researcher illness
during October to December 2021. However, in January 2021, further reminders
were sent, which only generated one further full response by April 2021. In
discussion with the researcher’s supervisor, it was agreed that a national recruitment

strategy was needed, by seeking participants on social media.

Social media recruitment strategy of participants

In order to secure the minimum sample required for statistical analysis, a social
media strategy was developed. Firstly, the survey was adapted. The requirement to
provide the name of participants’ school was removed, as it would not be possible to
secure sufficient individual school responses to provide a group-reference measure
of CTE. As a result of this, headteacher consent on participants recruited on social
media would not be required as no identifying information about participants’ school
would be provided. To mitigate the risk of an individual not in the target sample
responding to the survey, potential participants were required to confirm that they
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were secondary teachers teaching in a secondary mainstream school in England
prior to taking part. The survey platform provided IP information about each
participant, which confirmed that all who responded to the survey were based in
England. However, as participant consent had not been sought about using IP or

address data, it was not included in the analysis.

The researcher established a Twitter account for the purposes of the recruitment
strategy and initially shared information about their research to their educational
network (EPs, TEPs, teachers and school leaders). In addition, a teacher-training
provider was approached to distribute information about the researcher to a larger
network. The minimum sample was met in July 2022, after which the survey was

closed online.
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Appendix I: Shapiro-Wilk tests for normality by teaching experience and

gender groups

Shapiro-Wilk
Teaching experience Statistic df Sig.
affective Less than & years 951 27 227
G-10 years O63 15 752
11-15 years 958 18 .560
Maore than 15 years L9661 33 273
cognitive Less than & years 825 27 051
G6-10 years 911 15 139
11-15 years 871 18 824
Maore than 15 years 951 33 145
CTE Less than & years 967 27 J&27
G6-10 years 943 15 418
11-15 years 830 18 .282
Maore than 15 years G962 33 287
TSE Less than & years 9688 27 .328
G6-10 years 862 15 723
11-15 years B84 18 030
Maore than 15 years 966 33 384
Eehlint Less than 5 years .a00 27 014
G6-10 years 8923 15 214
11-15 years 863 18 014
Maore than 15 years 868 33 001
Shapiro-Wilk
Gender  Statistic df Sig.
affective Male 840 20 2349
Fermale A70 73 083
cognitive  Male .B4a 20 343
Fermale a3 73 4449
EE Male 869 20 735
Fermale a0 73 BEE
TSE Male 860 20 551
Fermale Refir 73 728
Behint Male RN 20 .004
Female 896 73 .0oo
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Appendix J: Graphical outputs generated from assumption testing of the

whole data set
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