PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

UNIVERSITY OF ALBERTA

EXPLORING PRE-SERVICE TEACHERS’ ATTITUDES TOWARD
STUDENTS WITH DISABILITIES WITH DIFFERING SEVERITY
LEVELS

By

Prianjana Deb
A PROJECT REPORT

SUBMITTED TO THE FACULTY OF EDUCATION
IN PARTIAL FULFILLMENT OF THE REQUIREMENTS OF THE DEGREE OF

MASTER OF EDUCATION
IN
SPECIAL EDUCATION
EDUCATIONAL PSYCHOLOGY
FACULTY OF EDUCATION
EDMONTON, ALBERTA

FALL 2024



PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

UNIVERSITY OF ALBERTA
RELEASE FORM

NAME OF AUTHOR: Prianjana Deb (1722829)

TITLE OF PROJECT: Exploring Pre-service Teachers’ Attitudes Toward Students with
Disabilities of Differing Severity Levels

DEGREE: Master of Education

YEAR THIS DEGREE GRANTED: 2024

Permission is hereby granted to the Faculty of Education, University of Alberta, to
reproduce copies of this project, and to lend or sell such copies for private, scholarly or
scientific purposes only.

The author reserves all other publication and other rights in association with the
copyright of this project, and, except as herein before provided, neither the project nor
any substantial portion thereof may be printed or otherwise reproduced in any material
form whatever without the author’s prior written permission.

fricwpons Debo

Prianjana Deb
4606 west 7™ ave, Vancouver,BC
VO6R 1X5

16" January, 2025
Date:




PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

UNIVERSITY OF ALBERTA

FACULTY OF GRADUATE & POSTDOCTORAL STUDIES

The undersigned certify that they have read, and recommend to the Faculty of Graduate
& Postdoctoral Studies, a Project Report entitled “Exploring Pre-service Teachers’
Attitudes Toward Students with Disabilities of Differing Severity Levels” submitted by
Prianjana Deb (1722829) in partial fulfillment of the requirements for the degree of
MASTER OF EDUCATION in Special Education.

et

Dr. Denyse Hayward

Date: 19 January, 2025



Denyse Hayward
19 January, 2025


PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

Table of Contents

ADbStract........ceceeeesseeecssnnecnnne
Chapter 1: Introduction . 6
Chapter 2: Literature Review 9
Factors Influencing Teacher AttitUdes........cceeevieriieriienieeieeieeieee e 9
Teacher Related FACIOTS .......ooiiiiiiiiiieiieiecteee et st 9
Interaction with Individuals wWith DiSADBIlIities .............cccccccveevoiroiiniiieniiiniiienieneens 9
THATNING ..veeeee ettt ettt e et e st e e et e e s bt eesabeeessseeessseeennneesnnseeenns 11
SCIf EJJICACY ettt sttt st 12
Students Related FACtOrs .......coouiiiiiiiieiiee e 13
DISADIIEY TYPES...eeeutieniieeiie ettt et ettt ettt e et e bt e eabeesaeeenne 13
Academic DIffICUITIES ...........c..occueiiiiiiiiiiieeee ettt 13
Behavioural diffiCUlties...............ccveeviecieiiieiiecieecieeete et evaens 15
Communication diffiCULLIES ..........cc.occueeeuieeieeciieeie ettt reeseaeeaeens 17
Population Statistics for Disability TYPES ...c.ccovveevviirieiiiieriieiierie et 19
DiSADIIEY LEVELS ..eeviiiiiieiiieiie ettt ettt et stee e ssaesebaesnae e 20
Mild-to-Moderate DiSADIIITIES ..............cccoocueeveiiiiiiiiiiiiiieeieeeese et 20
SEVETE DISADILITIOS .....oeeeeeieieeeeeeee ettt ettt ettt et 20
Chapter 3: Methods ......ceeieveiinierininicnsnncisnncsssnicsssnecsssnesssssesssssessssssssssssssssssssssssssssssses 23
PaTtiCIPANES ...ttt sttt sttt 23
Attitudes, Beliefs, and Concerns on Inclusive Education Survey (ABCIES)............... 24
SUIVEY PTOCEAUIE ......evieeiiiieiee et e e e e e 25
F N 1 F:1 ) £ R PSPR 26
Ethical Considerations............ueiieiiiiiieiiiericeieeee ettt 26
Chapter 4: ReSUILS......uiiiieiinireicsiseicssnncsssnncsssnscsssnsssssnssssassssssssssssssssssssssssssssssssssnssssssssssss 27
IMILA L@VEL ..ttt st sttt st 29
MOdETate LEVEl ......ooueiiiiiiiiiiiiee e 30
SEVEIE LEVEL.....iiiiiiiiieieeee ettt 31
Chapter 5: Discussion and ConcluSion .........ceeeieecnennsecnsnennsensenssnessessssecssessssesssessns 32
DASADIIIEY TYPES..eeeueiieiiiieiiieeeie ettt et e et e e e e tae e st e e e e e e ssbeeennseeennseeennns 32
Levels 0f DISabIIItY ...cccuviieiiiiiiiiecie et 35

TrainIng ROULE.....cuviieiiiecie ettt et eeenbeeeeaeeennes 37



PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

Implications and ConSIAETatiONS ............cccuvieeiuieeeirieeeiieeeieeeeree e e eaeeerereeesereeeeree e 38
FOT INSEIUCTOTS ...ttt ettt ettt et e e 39
For Pre-service TeacChers. ........oouiiiiiiiiiiiicee e 40

LAMIEATIONS ..ttt b e ettt e e et e b e et e b et e 41

Future ReSEarchi.........ooouiiiiiiiiiic e 42

CONCIUSION. ..ttt et sttt et a et e b st e sae et e eseenbeenneseee e 42

References....coeeeeeeeeneeeeceereerenees 44




PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

List of Tables

Table 1 Prevalence of Study Disability Types........ccovviiiiiiiiiiiiiiiiiiiiinens

Table 2 Demographic Characteristics of Elementary and Secondary
Route Participants..........c.coovuiiiiiiiiii e
Table 3 Mean and Standard Deviation of Pre-Service Teachers'

Attitudes Toward Various Disabilities Across Severity

OV LS e e e e e e e e e e e e e e e e e e e e

28



PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

Abstract

Teachers’ attitudes toward students with disabilities are widely acknowledged as an
important factor in the success of inclusive education. While substantial research has
been conducted to examine teacher attitudes, there has been a notable scarcity of studies
focusing on pre-service teachers. Pre-service teacher education is an optimal time for
cultivating positive attitudes and fostering a commitment to inclusive education among
future teachers. It is crucial to understand the attitudes of pre-service teachers toward
students with disabilities in order to foster positive attitudes from the beginning of their
careers.

In this study, I examined pre-service teachers’ attitudes toward type of disability
(academic, communication, and behavior) and severity level of disability (mild,
moderate, and severe). The participants consisted of elementary (n = 313) and secondary
pre-service teachers (n = 313) enrolled in the Bachelor of Education program at the
University of Alberta. Participants completed the Attitudes, Beliefs, and Concerns about
Teaching Students with Disabilities (ABCIES) survey. The current study examined a
subset of 37 items from the ABCIES. This included participant responses to the
Demographic items (n=10) and Behavioral Difficulties (n =9), Academic Difficulties
(n=9) and Communication Difficulties (n=9). A mixed method ANOVA was conducted
to examine the elementary and secondary pre-service teachers' attitudes towards students
with academic, behavioural, and communication difficulties across the three severity
levels. At each disability level (i.e., mild, moderate and severe), pre-service teachers

reported the least favourable attitudes toward students with behaviour difficulties
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compared to academic and communication difficulties. There was no significant
difference between academic and communication difficulties at the mild level.
Meanwhile, at the moderate and severe levels, pre-service teachers held more positive
towards students with communication difficulties than academic difficulties.
Additionally, secondary route pre-service teachers held more negative attitudes toward
including students with academic, behaviour, and communication disabilities in general
education classrooms. The findings of this study suggest that pre-service teachers’
attitudes are influenced by both the type and severity level of these three common
disability categories. These findings highlight the need to foster more positive attitudes
among pre-service teachers that may lead to more inclusive practices in their future

classrooms, benefiting all students.
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Chapter 1: Introduction

The movement to provide inclusive education for all has gained momentum over
the past few decades. According to the Salamanca Statement and Framework for Action
on Special Needs Education (Salamanca Agreement, 1994), UNESCO has recognized
that inclusive learning environments are the most effective way of educating all students
with or without special needs. As a result, different policies have emerged depending on
how stakeholders interpret the principles and guidelines established by the Salamanca
Agreement in their respective countries. Although school policy and legislation are
crucial in shaping the framework for discussing and researching inclusion, implementing
these policies can be challenging (Forlin, 2006; Xu, 2012). Consequently, inconsistencies
between practice and policy may occur due to these challenges and negatively impact the
effective implementation of inclusive education.

The success of inclusive education depends not only on the policies and
framework but also on teachers, who are an integral part of implementing inclusive
education. It has been suggested that the success of inclusive education depends on
teachers' attitudes toward inclusion, with those having a positive outlook more likely to
adopt evidence-based practices (Klehm, 2014). Teachers who focus on students’
limitations may negatively impact the learning outcomes of students with disabilities as a
result of their assumptions and expectations regarding these students (Tsiplakides &

Keramida, 2010). Moreover, educational approaches that focus on
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students’ limitation instead of strength, tend to promote segregation rather than inclusion
for students (Andrews et al., 2015). It is, therefore, not sufficient to promote policies and
establish legislation to ensure inclusion in practice. Teacher attitudes need to be
considered and studied because negative attitudes are a huge barrier to the
implementation and success of inclusive education. Pre-service teacher education is a
significant time to shape attitudes toward inclusion (Varcoe & Boyle, 2013; Woodcock et
al., 2012). A positive attitude is associated with a greater likelihood of pre-service
teachers adopting inclusive practices in their professional lives (Woodcock & Vialle,
2010). Therefore, developing positive attitudes toward students with disabilities is
essential to teacher education programs (Sze, 2009). In addition to attitudes, several other
factors contribute to the successful implementation of inclusive education. It is important
to note that the type and severity level of disabilities also influences teachers' perceptions
and responses to inclusion. Studies reveal that teachers often have reservations about
including students with disabilities based on the type and level of their disability
(Chimhenga, 2016; Rakap & Kaczmarek, 2010; Avramidis & Norwich, 2002). In
particular, teachers tend to favour students with mild disabilities over students with
severe disabilities due to the low level of support they require (Cook et al., 2007). The
same is true for the types of disabilities, where teachers tend to have more favourable
attitudes toward students with physical disabilities than students with behavioural issues
(Rakap & Kaczmarek, 2010). It is therefore important to examine pre-service teachers'

attitudes along with disability types and severity levels. This study explores how
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elementary and secondary route pre-service teachers perceive inclusive education in
terms of students with academic, behavioural, and communication difficulties at mild,
moderate, and severe levels. Findings may shed light on factors where additional training
and resources may help address the challenges associated with supporting students with
diverse disabilities. While this study does not resolve these issues directly, it provides a
rationale for re-evaluating existing training models, fostering reflective practices, and
encouraging evidence-based approaches to prepare pre-service teachers for inclusive

education.

Research Question
What are elementary and secondary pre-service teachers' attitudes towards students with
academic, behaviour and communication disabilities at mild, moderate and severe

disability levels?
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Chapter 2: Literature Review

Factors Influencing Teacher Attitudes

Research has shown that although both pre-service and in-service teachers appear
to support inclusion in general (Ahsan et al., 2012; Haq & Mundia, 2012; Varcoe &
Boyle, 2013), there are several factors that have been found to influence their attitudes
both positively and negatively. Factors that have been shown to affect teachers'
confidence and readiness to support diverse learners, include their previous interactions
with people with disabilities, training, and self efficacy, as well as student specific
factors, such as the type of disability and degree of severity. The combination of these
two sets of factors plays a critical role in teachers’ attitudes toward including students

with disabilities in general education classrooms.

Teacher Related Factors

Interaction with Individuals with Disabilities

Researchers have found that teachers who have interacted with individuals with
disabilities have more positive attitudes toward inclusion (Parasuram, 2006). However,
this positivity is notably more consistent among teachers who have extensive experience
with inclusive practices (Avramidis & Kalyva, 2007; Malinen et al., 2013). In contrast,
some studies have not observed the same pattern (Ernst & Rogers, 2009; Subban &
Sharma, 2006). Brady and Woolfson (2008) state that a plausible explanation for these

conflicting results could be that teachers who held positive attitudes felt successful in
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their past interactions with students with special educational needs whereas teachers with
more negative attitudes may have experienced challenges in their interactions.
Differences in past experiences can significantly affect teachers' attitudes regarding
inclusive education.

Additionally, it is reported that novice teachers often have more favourable
attitudes towards inclusive education compared to their seasoned colleagues (Alghazo &
Naggar Gaad, 2004). Brady and Woolfson (2008) suggest that a reason for the disparity
between novice and experienced teachers may be because many teacher training
programs now include coursework on inclusive education, which may not have been
available to more experienced teachers.

With respect to pre-service teachers, it has been reported that pre-service teachers
who had interactions with students with disabilities during their training were more
positive towards them (Carrington & Brownlee, 2001). Further, training programs that
include a combination of theoretical knowledge and practical experience tend to foster
more positive attitudes among pre-service teachers toward students with disabilities
(Campbell et al., 2003; Sharma et al., 2008). Sharma et al. (2008) emphasize that both
the type and length of contact with students with disabilities play a crucial role in shaping
pre-service teachers' attitudes and recommend providing pre-service teachers with
sufficient opportunities to form close relationships with individuals with disabilities so as
to promote a more positive outlook.

According to Monje (2017), studying pre-service teachers’ attitudes toward
students with disabilities in K-12 education has two key advantages. First and foremost,

such research can provide insights into how to train pre-service teachers effectively and
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influence their attitudes. Secondly, school administrators can use the information to
develop professional development programs for general education teachers so that they
are prepared and confident to teach students with disabilities. By understanding pre-
service teachers' attitudes and challenges, educational institutions can design
interventions and training programs that address these issues. It will result in more
positive outcomes for both students and pre-service teachers, fostering an inclusive and

supportive learning environment.

Training

Pre-service teachers' perceptions and attitudes toward inclusion can be shaped by
their education and training before they step into their future classrooms. Pre-service
teachers' beliefs and attitudes about inclusion are often shaped by their own K-12
teachers and significantly influence their perceptions of inclusion and students with
disabilities (Mintz, 2007). Thus, attention must be paid to their university training and
education.

Training refers to formal instruction to prepare teachers for working with students
with disabilities. Training can be in the form of pre-service or graduate coursework or in-
service professional development that prepares teachers to work with students with
disabilities. Teacher training has been identified as one of the most important factors that
can positively change attitudes about inclusion (Avramidis et al., 2000; Avramidis &
Norwich, 2002; Loreman et al., 2007; McGhie-Richmond et al., 2013). For example,
Lambe and Bones (2006) found that while pre-service teachers generally had positive

attitudes toward inclusion, there was significant concern expressed about the adequacy of
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their preparation for teaching students with disabilities. According to Vaz et al. (2015),
students with disabilities were more likely to be excluded in regular classrooms when
teachers had low levels of self efficacy in their teaching abilities. Avramidis and Kalyva
(2007) reported that negative attitudes are probably an indication that a teacher feels they
lack the necessary competence to teach students with disabilities. This finding was
confirmed by Forlin and Chambers (2011), who reported that 89% of pre-service teachers

felt their training was insufficient with respect to teaching students with disabilities.

Self Efficacy

Self efficacy refers to one's confidence in their capabilities to carry out actions
necessary to achieve desired outcomes (Bandura, 1997). Consequently, someone lacking
confidence in their ability to accomplish their goals will lack the motivation to execute
the relevant actions to achieve them (Bandura, 1997). Research shows that teachers with
greater self-efficacy generally possess more positive attitudes toward inclusive education
(Brady & Woolfson, 2008; Leyser et al., 2011; Malinen et al., 2013; Woolfolk Hoy &
Spero, 2005). Pre-service teachers are especially important to study because they
typically have more favourable views on inclusive education (Alghazo & Naggar Gaad,
2004; Garmon, 2004) and because their self efficacy is still developing. Their attitudes
toward inclusion, if positive early in their careers, are likely to remain stable over time
(Berry, 2008). For pre-service teachers who hold more negative attitudes, there is an
opportunity to intervene early in their training in order to assist them in shifting their
perspectives and developing more positive, inclusive attitudes prior to entering the

teaching profession.

12
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Students Related Factors

Disability Types

Disability type is one of the most significant factors that influence teachers’
attitudes toward students with disabilities (Gebhardt et al., 2011). Each type of disability
has its own challenges, and students with disabilities need different levels of support. It is
vital to understand these distinct challenges to create effective, inclusive educational
practices. In the following section, I will review the evidence on teachers’ attitudes
towards students with three specific disability types - academic difficulties, behavioural
difficulties, and communication difficulties because teachers often have less positive
attitudes towards the inclusion of students with these disability types in general education

classrooms.

Academic Difficulties

A student's academic difficulties stem from challenges that interfere with their
ability to acquire, process, and retain academic information (Fletcher et al., 2007).
Dyslexia, dyscalculia, and dysgraphia are among the most common academic difficulties.
Students with these challenges are often diagnosed with Specific Learning Disabilities
(SLDs) because their difficulties impact critical aspects of academic learning despite
adequate intelligence, training, or support (American Psychiatric Association, 2013). In
addition to lower academic performance, students with academic difficulties often feel

frustrated and disengaged from learning (Shaywitz et al., 2008). Most importantly, the

13
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attitudes of teachers toward these students can have a huge impact on their success. In
fact, positive attitudes of the teachers can lead to better academic outcomes for students
with academic difficulties (DeSimone & Parmar, 2006), while negative attitudes and
misconceptions can lead to more significant achievement gaps for students (Vaughn,
2015).

An extensive review of research from 1984 to 2000 was conducted by Avramidis
and Norwich (2002) to identify factors that influence teachers’ attitudes toward inclusion.
Their study found that teachers' attitudes have become increasingly positive over time.
However, they also found that teachers were generally more receptive to students with
sensory and physical impairments than to those with SLD, that is, students with academic
challenges. According to Gebhardt et al. (2011), students with academic challenges were
perceived more favourably than students with intellectual disabilities but less so than
students with physical disabilities. However, in a study by Monsen et al. (2014) teachers
who supported the inclusion of students with disabilities favoured the inclusion of
students with academic challenges over students with behavioural challenges. DeSimone
and Parmar (2006) found that many teachers did not distinguish between students with
academic challenges and low-achieving students, leaving them to conclude that the same
modifications used for low-achieving students would also be appropriate for students
with academic challenges. Parey (2019) observed that students who were struggling
academically were the least likely to be included in regular classes.

Several studies have shown that teachers with more experience working with
students with learning disabilities tend to have more positive attitudes (Lambe & Bones,

2006; Sharma et al., 2006; Winter, 2006). However, Woodcock (2013) found that

14
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experience did not significantly affect pre-service teachers’ attitudes towards students
with learning disabilities, possibly because his study involved individuals without prior
teaching experience. Other studies highlighted the fact that most pre-service teacher
training programs do not provide these future educators with the skills that they need to
deliver effective instruction to students with academic challenges connected to learning
disability diagnoses (Bradshaw & Mundia,2006; Subban & Sharma, 2006).

The findings indicate that, despite general support for including students with
academic difficulties in the classroom, misconceptions about their needs and insufficient
training in specialized instructional strategies still present challenges that need to be

addressed.

Behavioural difficulties

Students with behavioural difficulties typically perform below their peers on
standardized tests both cognitively and academically (Kutash & Duchnowski, 2004).
Students with behavioural difficulties can profoundly influence the classroom (Abrams,
2005). Unfortunately, these students are often socially excluded mainly because of their
disruptive behaviour, and social isolation can lead to negativity toward school (Abrams,
2005). Inclusion of students with behavioural difficulties may require specific skills and
strategies, which for some teachers can seem overwhelming (Gilmour et al., 2021).
Classroom management challenges and disruptions are amongst the greatest concerns
among teachers regarding the inclusion of students with behavioural disabilities (Gaad &
Khan, 2007; Monsen et al., 2014; Rakap & Kaczmarek, 2010). Thus, it can be

challenging for some teachers to manage disruptive behaviours, especially if they are not

15
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prepared. There has been a growing concern that classroom environments can be
unpredictable and intimidating when students with behavioural difficulties are included,
leading teachers to become discouraged from including these students (Cagran &
Schmidt, 2011; Chepel et al., 2016; Cook, 2001; Shevlin et al., 2013). Teachers report
significant frustration when managing students with behavioural difficulties in
mainstream classrooms, primarily because of the belief that their behaviours disrupt the
learning environment (Gidlund, 2018). Gebhardt et al. (2011) indicated that students with
behavioural disabilities were the least likely to be included in general education
classrooms compared to students with SLDs and physical disabilities. Similarly, Rakap
and Kaczmarek (2010) reported that only 14.4% of teachers expressed a positive attitude
towards including students with behavioural problems, placing them as one of the least
preferred groups of students in general education classrooms. Teachers who had negative
or neutral attitudes seemed to prefer students with academic or communication
challenges over students with behavioural difficulties (Monsen et al., 2014).

Increased workload is another common reason given for teachers' reluctance to
accept students with behavioural difficulties (Dupoux et al., 2005; Saloviita & Schaffus,
2016). Teachers believe that providing additional resources would benefit students with
behavioural difficulties (Gyimah et al., 2011), but this requires the support of a special
education team on a full-time basis (Grieve, 2009; Monsen et al. (2014). The findings
reveal persistent challenges in including students with behavioral difficulties, further
emphasizing the need for behavior management training and adequate resources to

improve teachers' ability to offer effective support in inclusive classrooms.

16
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Communication difficulties

Students with communication difficulties can be characterized as having difficulty
expressing their thoughts verbally, understanding language, producing speech sounds,
maintaining fluency and using pragmatic skills effectively. Communication difficulties
have been linked to negative effects on the academic and social skills of these students
(Bennett & Runyan, 1982). Confidence in handling the unique challenges some of these
student’s present can contribute to teachers' attitudes towards them. Furthermore, a lack
of confidence may lead to less positive attitudes towards inclusive practices for students
with communication difficulties.

The diagnosis of Developmental Language Disorder (DLD), which is commonly
associated with significant oral language difficulties without other disorders (Bishop et
al., 2017), often calls for specific instructional strategies that many teachers may not be
adequately prepared to implement (Dockrell & Lindsay, 2001; Montgomery et al., 2024).
Teachers have raised concerns regarding their inadequate knowledge and understanding
of language difficulties faced by students with communication difficulties (Dockrell &
Howell, 2015; Marshall et al., 2010). Marshall (1997) examined 84 health and education
professionals in Tanzania regarding their perspectives on the placement of students with
speech and language difficulties. Most professionals were in favour of including these
students in general education classrooms as long as the disability level was not severe.

Although teachers are capable of recognizing possible curriculum and
psychosocial difficulties and emotional challenges faced by students with communication

difficulties (Dockrell & Howell, 2015; Dockrell et al., 2017), their ability to identify

17



PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 18

language impairments accurately remains a concern (Christopulos & Kean, 2020).
Furthermore, teachers' self-reported limitations in knowledge and skills indicate a need
for additional training and resources to improve their confidence and effectiveness in
supporting students with communication difficulties (Dockrell & Lindsay, 2001; Mroz &
Hall, 2003).

Many educators believe that they haven't been adequately trained to identify and
support children with communication difficulties (Dockrell & Howell, 2015). General
education teachers’ attitudes and skills have been identified as one of the major barriers
to inclusive education which has led to students with communication difficulties feeling
isolated from their peers (Berndsen & Luckner, 2012).

Many teachers acknowledged the need for additional support in inclusive settings
in dealing with students with communication disabilities. Gyimah et al. (2011) reported
that 56% of primary school teachers support the inclusion of students with
communication difficulties but stress the need for resources and interventions specific to
their needs. Monsen et al. (2014) revealed that, in general, teachers with a positive
attitude had a higher willingness to accommodate students with communication
difficulties compared to those with behavioural or multiple difficulties. Rakap and
Kaczmarek (2010) reported that 19.6% of teachers had no concerns when including
students with communication delays. However, Khan et al. (2017) found that 44% of
teachers disapproved of including students with communication difficulties, suggesting
some resistance still exists. These findings suggest that while there is support for
including students with communication disabilities, there are still challenges to be

addressed.
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Population Statistics for Disability Types

Table 1 provides a description and the prevalence of the disability types examined
in this study, including specific learning disabilities (academic difficulties), behavioural
disorders, and communication disorders based on data from the National Center for
Education Statistics (NCES, 2021) and the Centers for Disease Control and Prevention

(CDC, 2022).

Table 1. Prevalence of Study Disability Types

Disability Type Prevalence (%) Description
Specific Learning 32% The most common disability among
Disabilities students receiving special education

services (NCES, 2021)

Behavioural 7% Includes conditions like conduct
Disorders disorder and oppositional defiant

disorder (CDC, 2022).

Communication 19% Includes speech, language, and hearing

Disorders impairments (NCES, 2021)

Note. Prevalence data was adapted from the National Center for Education Statistics

(NCES, 2021) and the Centers for Disease Control and Prevention (CDC, 2022).



PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 20

Disability Levels

In the following section, I will discuss teachers’ attitudes toward students with
disabilities across mild, moderate, and severe levels. Along with disability types,
disability level plays a crucial role in determining teachers’ engagement in the inclusion
of students with disability diagnoses (Avramidis et al., 2000; Booth & Ainscow, 1998;

Molto, 2003).

Mild-to-Moderate Disabilities

McNally et al. (2001) explored teachers' attitudes toward providing additional
support to students with mild-to-moderate disabilities. Their findings suggest that
teachers recognize the need for varying levels of additional support based on the severity
level of a disability. Numerous studies have indicated that teachers are more comfortable
including students with mild disabilities, that is, those whose needs do not require
extensive modifications to instruction or specialized management or teaching methods
(Avramidis & Norwich, 2002; Center & Ward, 1987). Similarly, Gyimah et al. (2009)
found that teachers showed more positive attitudes towards students with mild-to-
moderate intellectual disabilities (55%) and physical disorders (55%) than students with
any profound disabilities because these students were perceived as requiring substantial

adaptations and resources.

Severe Disabilities
The challenge of creating a classroom environment that respects and honours all

students is intrinsically difficult. Teachers’ attitudes tend to be less accepting of students
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with severe disabilities since the severity of a disability may affect their perception of
students’ abilities and educational outcomes (Avramidis et al., 2000). A study by Cook et
al. (2000) examined how teachers perceive their students, categorizing their attitudes into
attachment, concern, indifference and rejection. They found that teachers' attitudes
toward students with severe disabilities corresponded to the concern, indifference, and
rejection categories. According to the study, teachers who exhibit ‘concern’ are aware of
these students' challenges and willing to assist them. On the other hand, ‘indifference’
indicates a lack of interest and involvement, while ‘rejection’ involves negative
perceptions where these students were frequently criticized and received minimal
feedback. Similarly, McNally et al. (2001) found a strong correlation between the level of
disability and the need for additional support to accommodate students with severe
disabilities. According to their findings, while teachers were generally supportive of
inclusive education, they recognize the need for additional resources and modifications as

the severity level increases.

Summary

I have provided an overview of the key factors that influence teachers’ attitudes
toward students with disabilities, addressing teacher related factors such as interactions
with individuals with disabilities, training and self efficacy, as well as students related
factors, namely disability types and levels.

In general, the findings show that teachers with prior successful interactions with
individuals with disabilities tend to hold more positive attitudes toward students with

disabilities (Avramidis & Kalyva, 2007; Brady & Woolfson, 2008). Teachers' training is
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also an important factor, as teachers who have received formal training in inclusive
education are more confident and prepared to work with students with a variety of needs
(Forlin & Chambers, 2011; Lambe & Bones, 2006). Teachers’ self efficacy has also been
associated with their willingness to engage in inclusive practices, with higher self
efficacy being correlated with a more positive attitude toward inclusion (Leyser et al.,
2011; Malinen et al., 2013).

In terms of student related factors, disability type is strongly correlated with
teacher attitudes, with a preference for students with physical disabilities and academic
disabilities over those with behavioural challenges or communication difficulties
(Avramidis & Norwich, 2002; Rakap & Kaczmarek, 2010). Similarly, severity levels of
disability affect teachers’ attitudes, as teachers report greater comfort, including students
with mild disabilities, due to the perception of lower support needs compared to those
with severe disabilities, who are perceived as requiring extensive modifications (Cook et
al., 2007; McNally et al., 2001).

The purpose of this study was to examine the attitudes of pre-service teachers
toward students across three common disability types (academic, behavioural, and
communication difficulties) and three disability levels (mild, moderate, and severe) and
how they may vary across training routes (elementary versus secondary). The findings
are intended to inform training programs in order to support pre-service teachers'

preparation as inclusive educators.
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Chapter 3: Methods

I will begin with an overview of the participants in the current study. I will then
describe the survey and items included in the current study that align with my study goal.
Next, [ will provide a detailed description of the study procedure and statistical analyses
used to address the research question. Finally, I will address ethical considerations related

to the original survey.

Participants

Participants in this study comprised pre-service teachers from the University of
Alberta enrolled in a four-year Bachelor of Education program in either the Elementary
training route (Grade K-6) or the Secondary training route (Grade 7-12). There were 626
participants, with equal numbers from elementary and secondary training routes. Study
participants were recruited through a Faculty of Education voluntary research
participation program designed to encourage undergraduate student engagement in
research being conducted within the faculty. Students chose either to participate in one of
several research projects or complete an assignment provided by their course instructor.
The participants in this study chose the research study option, and 5% credit was awarded
toward their course grade for their participation.

Table 2 shows the demographic characteristics of participants by elementary and
secondary routes. As can be seen across both groups, the majority of pre-service teachers
were female. Most were 25 years or younger, and their highest level of education was

Secondary school.
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Table 2

Demographic Characteristics of Elementary and Secondary Route Participants

Variable Item Elementary Secondary
Route Route
(n=313) (n=313)
Gender Female 278 213
Male 34 98
Non-binary 1 2
Age Range 25 years or below 241 248
26-35 years 58 52
3645 years 11 10
46 years or above 3 3
Highest Level of Secondary school 213 207
Education Bachelor’s degree 81 81
Master’s degree 3 7
Other 16 18

Attitudes, Beliefs, and Concerns on Inclusive Education Survey (ABCIES)

The ABCIES was designed as a self-report survey designed to explore pre-service

teachers’ perspectives, attitudes, and beliefs about inclusion, along with common
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disability types and the severity levels of those disabilities. The survey combined items
adapted from two existing survey instruments (i.e., Attitudes Toward Inclusive Education
Scale, Wilczenski, 1992; Sentiments, Attitudes, and Concerns about Inclusive Education
— Revised et al., 2002) as well as original items created by Dr. Hayward and her research
team (Hayward & Yildirim-Erbasli, 2022).

The ABCIES comprised 84 questions grouped as follows: Demographics = 10;
Teacher Quality Standards = 8; Standards for Special Education = §8; Attitudes, Beliefs,
and Concerns = 13; Behavioural Difficulties = 9; Social Difficulties = 8; Academic
Difficulties = 9; Communication Difficulties = 9; Physical Difficulties = 10. The current
study examined a subset of 37 items from the ABCIES. This included participant
responses to the Demographic items (n=10) and Behavioral Difficulties (n =9), Academic
Difficulties (n=9) and Communication Difficulties (n=9). The 16 questions addressing
Teacher Quality Standards and Standards for Special Education were not included in the

current study since they were not relevant to my research question.

Survey Procedure

Each participant completed the ABCIES online. Data collection and management
were conducted using REDCap (Research Electronic Data Capture), a web-based
software platform hosted by the University of Alberta (Harris et al., 2009). In addition to
the study description, a link to the survey was made available through the University of
Alberta's Faculty of Education research participation program portal. This link provided
participants with access to the Information Letter and Consent Statement. Participants

were informed that the survey would take between 10 - 15 minutes to complete, and they
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were given the option to save and complete the survey over a number of sessions if

necessary. The survey opened only after participants provided their consent.

Analyses

To examine elementary and secondary pre-service teachers’ attitudes toward
different types of disability — academic, behaviour and communication — at the mild,
moderate and severe levels, a mixed ANOVA design was conducted with types of
disability as within-subject factor and training route — elementary and secondary — as
between-subject factor. For the significant main effect, post hoc analysis using
Bonferroni correction was used to explore the difference between disability types and
levels. Additionally, for the significant interaction effect, a simple main effect analysis
was performed to explore the differences between training routes. As the assumption of
sphericity was violated based on Mauchly’s test of sphericity, W(2) = .848, W(2) =.924,
W(2)=.969, p <.001, respectively, the Greenhouse-Geisser correction was used,

€=0.868, e= .93, e= .97, respectively.

Ethical Considerations
A research ethics board at the University of Alberta approved the ABCIES

research study (No. Pro00092688, 2019) before data collection began. The survey was

administered through the secure, web-based software platform REDCap. Anonymity was

further ensured by de-identifying the data.
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Chapter 4: Results

The objective of my study was to explore elementary and secondary pre-service
teachers' attitudes toward students with academic, behavioural, and communication
difficulties at varying severity levels: mild, moderate, and severe. In this chapter, I
present the findings from the statistical analyses employed to address the research
question.

First, means and SDs were calculated for participant responses for academic,
behaviour and communication survey items (see Table 3). The means and standard
deviations are based on a 4-point Likert scale, where 1 represents strong disagreement,
and 4 represents strong agreement. Higher mean scores (3-4) indicate more favourable
attitudes toward the inclusion of students with academic, behavioural or communication
challenges in general education classrooms, while lower mean scores (1-2) suggest less
favourable attitudes. The standard deviations (SD) represent the variability in responses,
with smaller SD values indicating more agreement among participants and larger SD

values indicating more difference of opinions.
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Table 3

Mean and Standard Deviation of Pre-Service Teachers' Attitudes Toward Various

Disabilities Across Severity Levels

Disability Type Education Level Mild Moderate Severe
Academic Elementary M=3.59 M=3.57 M=347
SD=0.51 SD=0.50 SD=0.73
Secondary M=3.46 M=3.19 M=2.59
SD=0.52 SD=0.56 SD =0.81
Behaviour Elementary M=3.53 M=3.44 M=3.08
SD=0.54 SD=0.56 SD =0.68
Secondary M=3.38 M=3.11 M=2.42
SD=0.52 SD=0.54 SD =0.68
Communication | Elementary M=3.57 M=3.47 M=3.18
SD=0.50 SD=0.53 SD=0.70
Secondary M=3.57 M=3.29 M=2.90
SD=0.50 SD=0.58 SD =0.76

Note. Means and standard deviations are based on a 4-point Likert scale (1 = strongly

disagree, 4 = strongly agree).
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Next, a mixed ANOVA was conducted to examine pre-service teachers' attitudes toward
students with academic, behavioural, and communication disabilities across mild,

moderate, and severe levels.

Mild Level

There was no significant interaction between type of disability and training route,
F(1.736, 1083.373) = .551, p > .05. There was a main effect for the training route, F(1,
624) =12.747, p < .001, np2 = .020, where elementary pre-service teachers had more
positive attitudes (M= 3.559, SE=.026) than secondary pre-service teachers (M= 3.430,
SE=.026). Elementary pre-service teachers showed higher ratings than secondary pre-
service teachers across all three types of disabilities at the mild level.

There was also a statistically significant main effect for the type of disability at the mild
level, F(1.736, 1083.373) = 8.708, p <.001, np2 =.014. Post hoc testing using the
Bonferroni correction revealed a significant difference between disability types.
Teachers’ attitudes toward mild academic disabilities (M = 3.525, SD = .516) were more
positive than their attitudes toward mild behaviour disabilities (M = 3.31, SD =.560), t =
3.853, p <.001, Cohen’s d =.132. In addition, pre-service teachers were more positive
towards students with mild communication disabilities (M= 3.511, SD = .513) in
comparison to mild behaviour disabilities (M = 3.452, SD =.530), t=-.315, p < .01,
Cohen’s d = -.114. There was no significant difference between mild academic and mild

communication difficulties, ¢ = .538, p > .05, Cohen’s d = .018.
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Moderate Level

There was a statistically significant main effect for type of disability, F(1.859,
1160.257) = 25.627, p < .001, np2 = .039, and for the training route, F(1, 624) =39.155, p
<.001, np2 = .059, where elementary pre-service teachers had more positive attitudes
(M= 3.422, SE= .026) than secondary pre-service teachers (M= 3.195, SE=.026).
Elementary pre-service teachers’ showed more positive attitudes compared to secondary
pre-service teachers across all three types of disabilities, with the note that the interaction
was not significant, F(1.859, 1160.257) = 1.919, p > .05, np2 =.003.

Following the significant main effect for type of disability, Post hoc testing using the
Bonferroni correction revealed that there is a significant difference between disability
types. Pre-service teachers’ attitudes toward moderate academic disabilities (M = 3.31,
SE =.022) were more positive than their attitudes toward moderate behaviour disabilities
(M=3.232, SE =.022), t = 3.692, p <.001, Cohen’s d = .143. In addition, the pre-service
teachers were more positive towards students with moderate communication disabilities
(M= 3.383, SE = .022) in comparison to moderate academic disabilities (M = 3.31, SE =
.022), t =-3.466, p <.001, Cohen’s d = -.134. Finally, pre-service teachers were more
favourable toward students with moderate communication disabilities (M= 3.383, SE =
.022) than moderate behaviour disabilities (M = 3.232, SE =.022), ¢=-7.158, p <.001,

Cohen’s d =-.277.
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Severe Level

There was a statistically significant main effect for the training route, F(1, 624) =
57.965, p <.001, np2 = .085, where elementary pre-service teachers had more positive
attitudes (M= 2.994, SE= .033) than secondary pre-service teachers (M= 2.635, SE=
.033). There was also a statistically significant main effect for the type of disability,
F(1.940, 1210.398) = 124.912, p <.001, n2 = .167. Post hoc tests with Bonferroni
correction showed pre-service teachers' attitudes toward severe academic disabilities (M
= 2.837, SE = .029) were more positive than their attitudes toward severe behaviour
disabilities (M = 2.570, SE =.029), t = 9.038, p <.001, Cohen’s d = 0.367. In addition,
pre-service teachers were more positive towards students with severe communication
disabilities (M= 3.035, SE =.029) in comparison to severe academic disabilities (M =
2.837,SE =.029), t=-6.711, p <.001, Cohen’s d= -2.272. Finally, pre-service teachers
were more favourable toward students with severe communication disabilities (M= 3.035,
SE =.029) than severe behaviour disabilities (M = 2.570, SE =.029), t =-15.749,p <
.001, Cohen’s d =-.639.

There was also a statistically significant interaction between the types of disability
at the severe level and training route, F(1.940, 1210.398) = 7.699, p <.001, np2 = .012
indicating a significant difference between elementary and secondary pre-service teachers
toward academic F(1) = 63.635, p <.001, behavioural F(1)=31.347, p <.001, and
communication disabilities F(1) =23.191, p<.001. For each type of disability, elementary
pre-service teachers had more positive attitudes than secondary pre-service teachers (see

Table 3).
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Chapter 5: Discussion and Conclusion

In this chapter, I will summarize the key findings of my research in relation to my
research question, relevant literature, and previous research outcomes. Following this, I
will address the implications and considerations for researchers, instructors and pre-
service teachers. Lastly, I will describe the limitations of the study and suggest future
research directions regarding pre-service teachers' attitudes, beliefs, and concerns

regarding inclusive education and teaching students with disabilities.

Disability Types

In the current study, I explored pre-service teachers' attitudes towards students
with academic, behaviour and communication difficulties. Study results show that
attitudes differ significantly by disability type. The pre-service teachers in this study had
the most positive attitudes towards the inclusion of students with communication
difficulties, followed by students with academic difficulties and students with
behavioural difficulties. This finding from the current study provides a notable contrast to
previous research where teachers exhibit more favourable attitudes toward students with
physical and academic disabilities compared to students with behavioural and
communication difficulties (e.g., Avramidis & Norwich, 2002; Rakap & Kaczmarek,
2010). One possible explanation for this difference could be the widespread availability
of assistive technologies and speech-language interventions in modern classrooms
(Fernandez-Batanero et al., 2022), which may have made communication difficulties

appear more manageable to the pre-service teachers.
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My findings indicate that the pre-service teachers were generally positive toward
students with academic difficulties, reflecting a general willingness to include them in the
general education classroom. This result also aligns with prior research, in which
academic difficulties were considered manageable by implementing targeted
interventions (DeSimone & Parmar, 2006), likely because teachers feel more confident
when addressing these issues due to the availability of strategies that address specific
academic challenges (Shaywitz et al., 2008). Although the current findings support
previous studies indicating that academic disabilities can be accommodated relatively
easily, and considered manageable, the findings also suggest that not all participants
believed students with academic difficulties should be included in general education
settings. This highlights a need for additional training to help pre-service teachers gain
the confidence and skills necessary to effectively support students with academic
difficulties. As mentioned in the prior studies, some teachers equate academic difficulties
with low achievement, thinking that the same strategies used for low-performing students
would work for them too (DeSimone & Parmar, 2006; Siperstein & Goding, 1985).
However, in many cases, this oversimplification interferes with targeted interventions for
students with specific learning disabilities (SLDs), such as dyslexia or dyscalculia
(Fletcher et al., 2007). The findings in this study illustrate the need for additional training
for pre-service teachers to strengthen their confidence in providing appropriate support to
students experiencing academic difficulties.

Pre-service teachers in the current study had the least favourable attitudes toward
students with behavioural difficulties. These findings are also consistent with previous

studies reporting that students with behavioural difficulties were less likely to be included
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than those with academic or communication disabilities (Gebhardt et al., 2012; Monsen et
al., 2014; Rakap & Kaczmarek, 2010). Previous studies reported that teachers often
consider these students as needing substantial support, or cause disruptions in the
classroom, so they are hesitant to include them in general education classes (Dupoux et
al., 2005; Saloviita & Schaffus, 2016). In fact, Rakap and Kaczmarek (2010) found that
only 14.4% of teachers showed positive attitudes regarding including students with
behavioural difficulties, reflecting the persisting resistance that is apparent in the current
findings. The present study also supports the findings by Gyimah et al. (2011), suggesting
that the pre-service teachers call for additional assistance and support from specialized
teams to integrate students with behavioural challenges effectively. Moreover, the least
favourable attitudes exhibited by preservice teachers in the present study toward
behavioural difficulties may suggest that these challenges are perceived as difficult to
address and negatively impact the classroom learning environment. This finding
highlights the need for behaviour management training to assist pre-service teachers in
developing the skills and confidence necessary to deal effectively with behavioural
difficulties and minimize negative attitudes (Gilmour et al., 2021).

The pre-service teachers in the current study had the most favourable attitudes
toward students with communication difficulties, which aligns with some prior studies
(Gyimah et al., 2011; Monsen et al., 2014). This is possibly due to the belief that
communication difficulties require minimal intervention and can be addressed with
relatively minor modifications (Dockrell & Lindsay, 2001; Montgomery et al., 2024).
However, the current finding also contradicts some other findings that found academic

difficulties to be the most favourable (Avramidis & Norwich, 2002; Rakap & Kaczmarek,
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2010), where they stressed that academic challenges can be managed easily largely due to
the availability of instructional strategies and intervention tools (DeSimone & Parmar,
2006; Shaywitz et al., 2008).

Despite the positive attitudes toward the inclusion of students with
communication disabilities, prior studies have indicated the importance of specialized
speech-language intervention training to help teachers become more confident and
effective in supporting students with communication difficulties (Dockrell & Lindsay,
2001; Mroz & Hall, 2003). While the pre-service teachers showed favourable attitudes
toward students with communication difficulties, it is still possible that they lack the
skills and training to assess and handle these students' needs effectively, thereby
confirming the observation by Berndsen and Luckner (2012) that inadequate training

remains a major obstacle to successful inclusion of these students.

Levels of Disability

Next, I explored if the severity of the disability would impact pre-service teachers'
attitudes about the inclusion of students with academic, behavioural or communication
difficulties. In general, there was a decline in positive attitudes toward the inclusion of
students with these types of difficulties as the severity of the disability increased.
However, at each disability level (i.e., mild, moderate, and severe), the pre-service
teachers have the least favourable attitudes towards students with behaviour difficulties
compared to academic and communication difficulties. At the mild level, there was no
significant difference between attitudes towards students with academic and

communication difficulties. Whereas, at the moderate and severe levels, pre-service
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teachers were more positive towards students with communication difficulties than
students with academic difficulties.

This pattern is in accordance with a growing body of literature which suggests
that teachers tend to favour students with mild disabilities in part due to their relatively
low need for modified instruction (Cook et al., 2007). Similar findings have been found
in earlier studies indicating that students with mild disabilities are considered less
disruptive and needing fewer accommodations thereby promoting a more seamless
integration of these students into existing curricula (Avramidis & Norwich, 2002; Center
& Ward, 1987).

Generally, attitudes towards students with moderate disabilities were still very
positive, but less favorable than attitudes toward students with mild disabilities, perhaps
due to the perception of the additional assistance that would be required for these
students. Despite the lack of training, the positive attitudes of the pre-service teachers
towards moderate disabilities highlight the possibility of the successful inclusion of these
students with adequate support (Avramidis et al., 2000).

This study highlights the complexity and challenge of creating an inclusive
classroom environment for students with severe disabilities. Pre-service teachers had the
least favourable attitudes toward students with severe difficulties, which was consistent
with the literature indicating that teachers' views regarding students' abilities and
educational outcomes can be negatively affected by the severity of a disability
(Avramidis et al., 2000). As reported by Cook et al. (2000), teachers' attitudes towards
students with severe disabilities generally fall into the categories of ‘concern’,

‘indifference’, and ‘rejection’. The teachers demonstrating 'concern' were more willing to
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assist these students, while those displaying 'indifference' or 'rejection' demonstrated a
lack of interest and negative perceptions (Cook et al., 2000). A less favourable attitude
toward students with severe disabilities may also be associated with the perceived need
for additional support and specialized training. Teachers recognize the necessity for more
resources and modifications as the severity of disabilities increases (McNally et al.,
2001). This may suggest that pre-service teachers feel unprepared to include students
with severe disabilities in general education classrooms because they lack the training
and knowledge. My study results highlight the importance of developing pre-service
teachers' training programs that focus on building disability-specific strategies as well as
fostering positive attitudes toward students with severe disabilities. As part of effective
training, pre-service teachers should have opportunities for experiential learning and
professional collaboration aimed at building their ability to assist students with severe

disabilities (Cook, 2001; Kuester, 2000).

Training Route

The key finding in the study was the difference in attitudes between elementary
and secondary pre-service teachers. Elementary pre-service teachers consistently
exhibited a more positive attitude throughout the entire range of disability levels.
Perhaps this difference results from the fact that inclusion of students with disabilities is
expected in elementary grades so these pre-service teachers have likely had interactions
with students with disabilities during their own elementary schooling and had practicum

experiences in classrooms where students with disabilities are present (DeSimone &
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Parmar, 2006; McHatton & McCray, 2007). In contrast, secondary education is often
characterized by subject-specific curricula and has historically streamed students with
disabilities out of general education classrooms, so these pre-service teachers may not
have had interactions with students with disabilities in their own high school experiences
or in practicum placements (Avramidis et al., 2000; Smith, 2000). If their university
training programs do not create learning opportunities to foster positive attitudes in pre-
service teachers then they will likely rely on their own K-12 experiences (Mintz, 2007).
The rigorous academic standards expected in secondary settings may also present
challenges for pre-service secondary teachers, making the task of accommodating diverse
learners seem daunting (Bradshaw & Mundia, 2006; Cook et al., 2007). Thus, the
findings from the current study highlight the importance of targeted development of
practical strategies for the inclusion of students with disabilities, particularly in content-
specific areas for secondary pre-service teachers (McGhie-Richmond et al., 2013). It
would be possible to increase uniformity in positive attitudes and behaviours if we

utilized a collaborative training approach to address this gap.

Implications and Considerations

Findings from the current study offer valuable insights into the attitudes of pre-
service teachers toward students with diverse disabilities and severity levels. The findings
highlight the importance of customizing training programs to address the specific needs
and challenges encountered by pre-service teachers to develop positive attitudes towards
inclusive education which encompasses the inclusion of students with disabilities in

general education classrooms. With greater awareness of factors that influence attitudes
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about the inclusion of diverse learners, researchers, instructors and pre-service teachers
can implement strategies promoting inclusive education and positively impact pre-service

teachers' attitudes.

For instructors

It is important for instructors in teacher education programs to be aware of
findings from studies examining the beliefs and attitudes of their students. Such findings
can be used to support expanding and validating positive attitudes about the inclusion of
diverse student populations. For example, since elementary pre-service teachers tend to
have a more positive attitude toward students with disabilities, training programs could
provide opportunities to enhance close and meaningful interactions with students with
disabilities during their coursework and practicum. Taking this approach may prepare
them to provide effective support to students with a wide variety of disabilities.

Findings from studies such as the current one can also aid university instructors in
working to mitigate negative attitudes and beliefs about particular disability types and
severity levels before pre-service teachers enter their chosen profession. For example, in
contrast to their elementary counterparts, secondary pre-service teachers typically
manage larger groups and focus on subject-specific content. They would benefit greatly
from training in classroom management, collaborative teaching techniques, and
individualized learning approaches connected to subject-specific content to enable them
to accommodate the diverse needs of their students.

Additionally, instructors could incorporate experiential learning opportunities,

such as case studies, that explore how attitudes differ according to disability type
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(academic, behavioural, or communicative) and severity (mild, moderate, or severe). A
collaborative environment and understanding of resource allocation will help prepare pre-

service teachers for the practice of inclusive education in the real world.

For Pre-service Teachers

This study offers valuable insights that pre-service teachers can use to improve
their approach to implement inclusive education. By critically reviewing their personal
beliefs and biases about disability and/or severity of disability, pre-service teachers can
improve their attitudes toward inclusion. Participating in volunteer opportunities,
mentorship programs, and peer collaborations with individuals with disabilities can
reduce fear, develop empathy, and foster understanding. In addition, pre-service teachers
can advocate for internships or field placements that will provide them with the
opportunity to work in inclusive classrooms and with diverse learners to increase their
knowledge and skills

Secondary pre-service teachers had the most concerns about students with
behavioural difficulties, particularly compared to the other types of disability studied.
These concerns highlight the need for targeted interventions in this area. Secondary pre-
service teachers can benefit from learning about effective classroom management skills
to manage behavioural disruptions, minimizing stress and frustration. Developing
collaborative teaching practices along with individualized learning approaches is crucial
to effectively meeting the diverse needs of students. Elementary pre-service teachers,
who tend to have more positive attitudes toward students with disabilities, should focus

on fostering close and meaningful interactions and one-on-one strategies to ensure
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effective support for a wide range of students, including those with severe disabilities.
Although elementary pre-service teachers generally hold positive attitudes, their
positivity tends to drop when it comes to students with severe disabilities. By addressing
this gap, they can provide better support to all students and create a more inclusive

classroom environment.

Limitations

The present study focused on a selected group of pre-service teachers with certain
demographic and geographical characteristics, which may not be representative of all pre-
service teachers. Additionally, convenience sampling was used to select participants.
These factors should be considered in generalizing the results of the study. Furthermore,
self-reported data are prone to bias, as participants may have expressed themselves in a
favourable manner. However, it is important to note that despite these limitations, our
findings are consistent with previous studies, suggesting similar trends and attitudes.
Moreover, participants did not always portray themselves favourably; for instance, they
indicated they didn't think students with particular disability types or severity levels of
disabilities belonged in general education classrooms. Additionally, while the study
provides insight into pre-service teachers’ attitudes toward academic, behavioural, and
communication difficulties, I did not explore attitudes toward other disability types, such
as students with social difficulties, physical difficulties, or multiple disabilities.

Finally, several factors may play a significant role in influencing pre-service

teachers' attitudes about inclusive education, including their prior experience with
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persons with disabilities and the availability of appropriate resources. These factors were

not examined in the current study.

Future Research

It is essential to explore pre-service training since it offers essential opportunities
for professional growth before pre-service teachers enter the profession. A thorough
investigation of how pre-service training programs can foster positive attitudes and
provide effective strategies for inclusion is crucial for future teachers. Longitudinal
studies are suitable for examining how attitudes evolve over time. Researchers could
consider examining pre-service teachers’ attitudes over a long period of time to measure
how targeted interventions like specific course content, practical experiences, and
professional development might influence attitudes and beliefs during their training
program and into their early career years. Longitudinal studies can also monitor how the
severity and type of disabilities intersect with attitudes and beliefs to better understand
how attitudes are impacted by these factors. By monitoring preservice teacher attitudes
over time, it will be possible to detect pivotal periods that can be used to enhance
outcomes. Using such research as a guide, we may be able to target coursework or

practical experiences to address specific barriers related to attitudes.

Conclusion

The findings of this study reveal that different types and severity levels of

disability influenced how pre-service teachers perceive students with academic,
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behavioural and communication difficulties. Further, it revealed that secondary route pre-
service teachers demonstrated less favorable attitudes toward the inclusion of students
with disabilities, particularly those with behavioral difficulties. This means that inclusion
will not be a reality for many students with diverse learning challenges and needs if their
teachers are not accepting of students with disabilities across all types and levels. For pre-
service teachers, the training period is an ideal opportunity to influence their attitudes. It
is important that both pre-service teachers and instructors in training programs take
advantage of this opportunity to develop and foster positive attitudes about students with
disabilities. By addressing pre-service teachers’ concerns early on, future educators will

be better prepared to support all students, regardless of their disabilities.



PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 44

References

Abrams, B. (2005). Becoming a therapeutic teacher for students with emotional and
behavioral disorders. Teaching Exceptional Children, 38(2), 40—45.

https://doi.org/10.1177/004005990503800205

Ahsan, M. T., Sharma, U., & Deppeler, J. M. (2012). Exploring pre-service teachers'
perceived teaching-efficacy, attitudes and concerns about inclusive education in
Bangladesh. International Journal of Whole Schooling, 8(2), 1-20.

http://www.wholeschooling.net/Journal of Whole Schooling/articles/8-

2%20Ahsan%20et%20al.pdf

Alghazo, E. M., & Naggar Gaad, E. E. (2004). General education teachers in the United
Arab Emirates and their acceptance of the inclusion of students with disabilities.

British Journal of Special Education, 31, 94-99. https://doi.org/10.1111/].0952-

3383.2004.00335.x

American Psychiatric Association (APA) (2013) Diagnostic and Statistical Manual of
Mental Disorders (DSM-V). 5th Edition, American Psychiatric Publishing,
Washington DC.

Andrews, J. W., Drefs, M., Lupart, J., & Loreman, T. (2015). Foundations, principles,
and student diversity. In J. W. Andrews & J. Lupart (Eds.), Diversity education:
Understanding and addressing student diversity (pp. 24—73). Nelson Education

Limited.


https://doi.org/10.1177/004005990503800205
http://www.wholeschooling.net/Journal_of_Whole_Schooling/articles/8-2%20Ahsan%20et%20al.pdf
http://www.wholeschooling.net/Journal_of_Whole_Schooling/articles/8-2%20Ahsan%20et%20al.pdf
http://www.wholeschooling.net/Journal_of_Whole_Schooling/articles/8-2%20Ahsan%20et%20al.pdf
https://doi.org/10.1111/j.0952-3383.2004.00335.x
https://doi.org/10.1111/j.0952-3383.2004.00335.x

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 45

Avramidis, E., & Kalyva, E. (2007). The influence of teaching experience and
professional development on Greek teachers' attitudes towards inclusion.
European Journal of Special Needs Education, 22(4), 367-389.

https://doi.org/10.1080/08856250701649989

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

Avramidis, E., Bayliss, P., & Burden, R. (2000). A survey into mainstream teachers’
attitudes towards the inclusion of children with special educational needs in the
ordinary school in one local education authority. Educational Psychology, 20(2),

191-211. https://doi.org/10.1080/713663717

Bandura, A. (1997). Self-efficacy: The exercise of control. W. H. Freeman and Company.
Bennett, C. W., & Runyan, C. M. (1982). Educators' perceptions of the effects of

communication disorders upon educational performance. Language, Speech, and

Hearing Services in Schools, 13(4), 260-263. https://doi.org/10.1044/0161-

1461.1304.260

Berndsen, M., & Luckner, J. (2012). Supporting students who are deaf or hard of hearing
in general education classrooms: A Washington State case study. Communication

Disorders Quarterly, 33, 111-118. https://doi.org/10.1177/1525740110384398

Berry, R. W. (2008). Novice teachers' conceptions of fairness in inclusion classrooms.
Teaching and Teacher Education, 24(5), 1149—-1159.
Bishop, D. V. (2017). Why is it so hard to reach agreement on terminology? The case of

developmental language disorder (DLD). International Journal of Language &


https://doi.org/10.1080/08856250701649989
https://doi.org/10.1080/08856250210129056
https://doi.org/10.1080/713663717
https://doi.org/10.1044/0161-1461.1304.260
https://doi.org/10.1044/0161-1461.1304.260
https://doi.org/10.1177/1525740110384398

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 46

Communication Disorders, 52, 671-680. https://doi.org/10.1111/1460-

6984.12335

Booth, T., & Ainscow, M. (1998). From them to us: An international study of inclusion.
Routledge.

Bradshaw, L., & Mundia, L. (2006). Attitudes and concerns about inclusive education:
Bruneian in-service and pre-service teachers. International Journal of Special
Education, 21(1), 35-41.

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

Brownlee, J., & Carrington, S. (2000). Opportunities for authentic experience and
reflection: A teaching programme designed to change attitudes towards disability
for pre-service teachers. Support for Learning, 15(3), 99-105.

https://doi.org/10.1111/1467-9604.00157

Cagran, B., & Schmidt, M. (2011). Attitudes of Slovene teachers towards the inclusion of
pupils with different types of special needs in primary school. Educational

Studies, 37(2), 171-195. https://doi.org/10.1080/03055698.2010.506319

Campbell, J., Gilmore, L., & Cuskelly, M. (2014). Changing student teachers' attitudes
towards disability and inclusion. Journal of Intellectual and Developmental

Disability, 28(4), 369-379. https://doi.org/10.1080/13668250310001616407

Center, Y., & Ward, J. (1987). Teachers’ attitudes towards the integration of disabled

children into regular schools. Exceptional Child, 34(1), 41-56.


https://doi.org/10.1111/1460-6984.12335
https://doi.org/10.1111/1460-6984.12335
https://doi.org/10.1348/000709907X268570
https://doi.org/10.1111/1467-9604.00157
https://doi.org/10.1111/1467-9604.00157
https://doi.org/10.1080/03055698.2010.506319
https://doi.org/10.1080/13668250310001616407

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 47

Centers for Disease Control and Prevention. (2022). Data and statistics on children's
mental health. U.S. Department of Health and Human Services.

https://www.cdc.gov/children-mental-health/data-research/index.html

Chepel, T., Aubakirova, S., & Kulevtsova, T. (2016). The study of teachers’ attitudes
towards inclusive education practice: The case of Russia. The New Educational

Review, 45(3), 235-248. https://doi.org/10.15804/tner.2016.45.3.19

Christopulos, T., & Kean, J. (2020). General education teachers’ contribution to the
identification of children with language disorders. Perspectives of the ASHA

Special Interest Groups, 5, 770-777. https://doi.org/10.1044/2020 PERSP-19-

00166
Cochran-Smith, M. (2000). The future of teacher education: Framing the questions that
matter. Teaching Education, 11(1), 13-24.

https://doi.org/10.1080/10476210050020327

Cook, B. G., Cameron, D. L., & Tankersley, M. (2007). Inclusive teachers’ attitudinal
ratings of their students with disabilities. The Journal of Special Education, 40(4),

230-238. https://doi.org/10.1177/00224669070400040401

Cook, B. G. (2001). A comparison of teachers’ attitudes toward their included students
with mild and severe disabilities. The Journal of Special Education, 34(4), 203—

213. https://doi.org/10.1177/002246690103400403

Cook, B. G., Tankersley, M., Cook, L., & Landrum, T. J. (2000). Teachers' attitudes
toward their included students with disabilities. Exceptional Children, 67(1), 115—

135. https://doi.org/10.1177/001440290006700107



https://www.cdc.gov/children-mental-health/data-research/index.html
https://www.cdc.gov/children-mental-health/data-research/index.html
https://doi.org/10.15804/tner.2016.45.3.19
https://doi.org/10.1044/2020_PERSP-19-00166
https://doi.org/10.1044/2020_PERSP-19-00166
https://doi.org/10.1080/10476210050020327
https://doi.org/10.1177/00224669070400040401
https://doi.org/10.1177/002246690103400403
https://doi.org/10.1177/001440290006700107

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 48

DeSimone, J., & Parmar, R. (2006). Middle school mathematics teachers’ beliefs about
inclusion of students with learning disabilities. Learning Disabilities Research
and Practice, 21(2), 98—-110.

Dockrell, J. E., & Howell, P. (2015). Identifying the challenges and opportunities to meet
the needs of children with speech, language, and communication difficulties.

British Journal of Special Education, 42, 411-428. https://doi.org/10.1111/1467-

8578.12115
Dockrell, J. E., & Lindsay, G. (2001). Children with specific speech and language
difficulties: The teachers’ perspectives. Oxford Review of Education, 27, 369—

394. https://doi.org/10.1080/03054980120067410

Dockrell, J. E., Howell, P., Leung, D., & Fugard, A. J. (2017). Children with speech,
language, and communication needs in England: Challenges for practice.

Frontiers in Education, 2, 35. https://doi.org/10.3389/feduc.2017.00035

Dupoux, E., Wolma, C., & Estrada, E. (2005). Teachers’ attitudes toward integration of
students with disabilities in Haiti and the United States. International Journal of
Disability, Development and Education, 52(1), 45-60.

https://doi.org/10.1080/10349120500071894

Ermnst, C., & Rogers, M. (2009). Development of the Inclusion Attitude Scale for High
School Teachers. Journal of Educational Research, 102(3), 150—158.

https://doi.org/10.3200/JOER.102.3.150-158

Fernandez-Batanero, J. M., Montenegro-Rueda, M., Ferndndez-Cerero, J., & Garcia-

Martinez, I. (2022). Assistive technology for the inclusion of students with


https://doi.org/10.1111/1467-8578.12115
https://doi.org/10.1111/1467-8578.12115
https://doi.org/10.1080/03054980120067410
https://doi.org/10.3389/feduc.2017.00035
https://doi.org/10.1080/10349120500071894
https://doi.org/10.1080/10349120500071894
https://doi.org/10.3200/JOER.102.3.150-158

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

disabilities: A systematic review. Educational Technology Research and

Development, 70(5), 1911-1930. https://doi.org/10.1007/s11423-022-10127-7

Fletcher, J. M., Lyon, G. R., Fuchs, L. S., & Barnes, M. A. (2007). Learning disabilities:
From identification to intervention. Guilford Press.
Forlin, C., & Chambers, D. (2011). Teacher preparation for inclusive education:

Increasing knowledge but raising concerns. Asia-Pacific Journal of Teacher

Education, 39(1), 17-32. https://doi.org/10.1080/1359866X.2010.540850

Forlin, C. (2006). Inclusive education in Australia ten years after Salamanca. European
Journal of Psychology of Education, 21(3), 265.

Gaad, E., & Khan, L. (2007). Primary mainstream teachers’ attitudes towards inclusion of
students with special educational needs in the private sector: A perspective from
Dubai. International Journal of Special Education, 22(2), 95-109.

Gallagher, A. L., Murphy, C. A., Conway, P., & Perry, A. (2019). Consequential
differences in perspectives and practices concerning children with developmental
language disorders: An integrative review. International Journal of Language and

Communication Disorders, 54, 529-552. https://doi.org/10.1111/1460-

6984.12469
Garmon, M. (2004). Changing pre-service teachers' attitudes/beliefs about diversity:
What are the critical factors? Journal of Teacher Education, 55(3), 201-213.
Gebhardt, M., Schwab, S., Reicher, H., Ellmeier, B., Gmeiner, S., Rossmann, P., &
Gasteiger-Klicpera, B. (2011). Einstellungen von LehrerIlnnen zur schulischen
Integration von Kindern mit einem sonderpddagogischen Forderbedarf in

Osterreich. Empirische Sonderpidagogik, 3(4), 275-290.

49


https://doi.org/10.1007/s11423-022-10127-7
https://doi.org/10.1080/1359866X.2010.540850
https://doi.org/10.1111/1460-6984.12469
https://doi.org/10.1111/1460-6984.12469

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 50

Gidlund, U. (2017). Why teachers find it difficult to include students with EBD in
mainstream classes. International Journal of Inclusive Education, 22(4), 441-455.

https://doi.org/10.1080/13603116.2017.1370739

Gilmour, A. F., Wehby, J. H., & Maier, A. R. (2021). Teaching students with
emotional/behavioral disorders: Teachers’ burnout profiles and classroom
management. Journal of Emotional and Behavioral Disorders, 30(1), 16-28.

https://doi.org/10.1177/10634266211020258

Grieve, A. M. (2009). Teachers’ beliefs about inappropriate behavior: Challenging
attitudes? Journal of Research in Special Educational Needs, 9(3), 173—179.

https://doi.org/10.1111/5.1471-3802.2009.01130.x

Gyimah, E. K., Sugden, D., & Pearson, S. (2009). Inclusion of children with special
educational needs in mainstream schools in Ghana: Influence of teachers’ and

children’s characteristics. International Journal of Inclusive Education, 13(8),

787-804. https://doi.org/10.1080/13603110802110313

Haq, F. S., & Mundia, L. (2012). Comparison of Brunei pre-service student teachers’
attitudes to inclusive education and specific disabilities: Implications for teacher
education. The Journal of Educational Research, 105(5), 366-374.

https://doi.org/10.1080/00220671.2011.627399

Harris, P. A., Taylor, R., Thielke, R., Payne, J., Gonzalez, N., & Conde, J. G. (2009).
Research electronic data capture (REDCap)—A metadata-driven methodology
and workflow process for providing translational research informatics support.
Journal of Biomedical Informatics, 42(2), 377-381.

https://doi.org/10.1016/;.jbi.2008.08.010



https://doi.org/10.1080/13603116.2017.1370739
https://doi.org/10.1177/10634266211020258
https://doi.org/10.1177/10634266211020258
https://doi.org/10.1111/j.1471-3802.2009.01130.x
https://doi.org/10.1111/j.1471-3802.2009.01130.x
https://doi.org/10.1080/13603110802110313
https://doi.org/10.1080/00220671.2011.627399
https://doi.org/10.1016/j.jbi.2008.08.010
https://doi.org/10.1016/j.jbi.2008.08.010

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

Hayward, D. V., & Yildirim-Erbasli, S. N. (2022, March). Do preservice teachers believe
that students with disabilities belong in K-12 general education classrooms? Paper
presented at the 47th Learning Disabilities Institute Virtual Conference,

Quebec.https://doi.org/10.1176/appi.books.9780890425596

https://doi.org/10.2307/1170741

Jordan, A., Schwartz, E., & McGhie-Richmond, D. (2009). Preparing teachers for
inclusive classrooms. Teaching and Teacher Education, 25(4), 535-542.

https://doi.org/10.1016/j.tate.2009.02.010

Khan, I. K., Hashmi, S., & Khanum, N. (2017). Inclusive education in government
primary schools: Teacher perceptions. Journal of Education and Educational

Development, 4(1), 32—47. https://doi.org/10.22555/joeed.v4i1.1256

Klehm, M. (2014). The effects of teacher beliefs on teaching practices and achievement
of students with disabilities. Teacher Education and Special Education, 37(3),
216-240.

Kuester, V. M. (2000). 10 Years on: Have teacher attitudes toward the inclusion of
students with disabilities changed? Paper presented at the ISEC 2000, London.

Kutash, K., & Duchnowski, A. (2004). The mental health needs of youth with emotional
and behavioral disabilities placed in special education programs in urban schools.
Journal of Child and Family Studies, 13(2), 235-248.

https://doi.org/10.1023/B:JCFS.0000015710.82421.ad

Lambe, J., & Bones, R. (2006). Student teachers' attitudes to inclusion: Implications for
initial teacher education in Northern Ireland. International Journal of Inclusive

Education, 10, 511-527. https://doi.org/10.1080/13603110500173225



https://doi.org/10.1176/appi.books.9780890425596
https://psycnet.apa.org/doi/10.2307/1170741
https://doi.org/10.1016/j.tate.2009.02.010
https://doi.org/10.1016/j.tate.2009.02.010
https://doi.org/10.22555/joeed.v4i1.1256
https://doi.org/10.1023/B:JCFS.0000015710.82421.ad
https://doi.org/10.1080/13603110500173225

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 52

Lambe, J., & Bones, R. (2006). Student teachers’ perceptions about inclusive classroom
teaching in Northern Ireland prior to teaching practice experience. European
Journal of Special Needs Education, 21, 167—186.

https://doi.org/10.1080/08856250600600828

Leyser, Y., Zeiger, T., & Romi, S. (2011). Changes in self-efficacy of prospective special
and general education teachers: Implications for inclusive education.
International Journal of Disability, Development and Education, 58(3), 241-255.

Loreman, T., Forlin, C., & Sharma, U. (2007). An international comparison of pre-
service teacher attitudes towards inclusive education. Disability Studies

Quarterly, 27(4). https://doi.org/10.18061/dsq.v2714.53

Malinen, O., Savolainen, H., Engelbrecht, P., Xu, J., Nel, M., Nel, N., & Tlale, D. (2013).
Exploring teacher self-efficacy for inclusive practices in three diverse countries.
Teaching and Teacher Education, 33(1), 34—44.

https://doi.org/10.1016/j.tate.2013.02.004

Marshall, C. R., Ramus, F., & van der Lely, H. (2010). Do children with dyslexia and/or
specific language impairment compensate for place assimilation? Insight into
phonological grammar and representations. Cognitive Neuropsychology, 27, 563—

586. https://doi.org/10.1080/02643294.2011.588693

Marshall, J. (1997). Provision for children with speech and language difficulties in
Tanzania. International Journal of Disability, Development and Education, 44(4),

341-365. https://doi.org/10.1080/0156655970440405



https://doi.org/10.1080/08856250600600828
https://doi.org/10.1080/08856250600600828
https://doi.org/10.18061/dsq.v27i4.53
https://doi.org/10.1016/j.tate.2013.02.004
https://doi.org/10.1080/02643294.2011.588693
https://doi.org/10.1080/0156655970440405

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 53

McGhie-Richmond, D., Irvine, A., Loreman, T., Cizman, J., & Lupart, J. (2013). Teacher
perspectives on inclusive education in rural Alberta, Canada. Canadian Journal of
Education, 36, 195-239.

McHatton, P. A., & McCray, E. (2007). Inclination toward inclusion: Perceptions of
elementary and secondary education teacher candidates. Action in Teacher

Education, 29. https://doi.org/10.1080/01626620.2007.10463457

McNally, R. D., Cole, P. G., & Waugh, R. F. (2001). Regular teachers’ attitudes to the
need for additional classroom support for the inclusion of students with
intellectual disability. Journal of Intellectual & Developmental Disability, 26(3),

257-273. https://doi.org/10.1080/13668250120063421

Mintz, J. (2007). Attitudes of primary initial teacher training students to special
educational needs and inclusion. Support for Learning, 22(1), 3-8.

https://doi.org/10.1111/].1467-9604.2007.00438.x

Molto, M. C. C. (2003). Mainstream teachers’ acceptance of instructional adaptations in
Spain. European Journal of Special Needs Education, 18(3), 311-332.

Monje, L. D. (2017). General education teachers’ attitudes about inclusion. Dissertations,
3102.

Monsen, J. J., Ewing, D. L., & Kwoka, M. (2014). Teachers’ attitudes towards inclusion,
perceived adequacy of support, and classroom learning environment. Learning

Environment Research, 17, 113—126. https://doi.org/10.1007/s10984-013-9144-8

Montgomery, J. W., Gillam, R. B., & Plante, E. (2024). Enhancing Syntactic Knowledge

in School-Age Children With Developmental Language Disorder: The Promise of


https://doi.org/10.1080/01626620.2007.10463457
https://doi.org/10.1080/13668250120063421
https://doi.org/10.1111/j.1467-9604.2007.00438.x
https://doi.org/10.1111/j.1467-9604.2007.00438.x
https://doi.org/10.1007/s10984-013-9144-8

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 54

Syntactic Priming. American journal of speech-language pathology, 33(2), 580—

597. https://doi.org/10.1044/2023 AJSLP-23-00079

Mroz, M., & Hall, E. (2003). Not yet identified: The knowledge, skills, and training
needs of early years professionals in relation to children’s speech and language
development. Early Years International Journal of Research & Development, 23,

117-130. https://doi.org/10.1080/09575140303109

Mushoriwa, T. (2001). A study of the attitudes of primary school teachers in Harare
towards the inclusion of blind children in regular classes. British Journal of
Education, 28(3), 142—147.

National Center for Education Statistics (NCES). (2021). Students with disabilities.
National Center for Education Statistics. Retrieved from

https://nces.ed.gov/programs/coe/pdf/2021/cge 508c.pdf

Pajares, M. F. (1992). Teachers' beliefs and educational research: Cleaning up a messy
construct. Review of Educational Research, 62(3), 307-332.

Parasuram, K. (2006). Variables that affect teachers’ attitudes towards disability and
inclusive education in Mumbai, India. Disability & Society, 21(3), 231-242.

https://doi.org/10.1080/09687590600617352

Parey, B. (2019). Understanding teachers’ attitudes towards the inclusion of children with
disabilities in inclusive schools using mixed methods: The case of Trinidad.
Teaching and Teacher Education, 83, 199-211.

https://doi.org/10.1016/j.tate.2019.04.007



https://doi.org/10.1044/2023_AJSLP-23-00079
https://doi.org/10.1080/09575140303109
https://nces.ed.gov/programs/coe/pdf/2021/cgg_508c.pdf
https://nces.ed.gov/programs/coe/pdf/2021/cgg_508c.pdf
https://doi.org/10.1080/09687590600617352
https://doi.org/10.1016/j.tate.2019.04.007

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

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

Ruscello, D., Stutler, S., & Toth, D. (1983). Classroom teachers' attitudes toward children
with articulatory disorders. Perceptual and Motor Skills, 57, 527-530.

https://doi.org/10.2466/pms.1983.57.2.527

Saloviita, T., & Schaffus, T. (2016). Teacher attitudes towards inclusive education in
Finland and Brandenburg, Germany, and the issue of extra work. European
Journal of Special Needs Education, 31(1),21-37.

https://doi.org/10.1080/08856257.2016.1194569

Sharma, U., Forlin, C., Loreman, T., & Earle, C. (2006). Pre-service teachers' attitudes,
concerns, and sentiments about inclusive education: An international comparison

of novice pre-service teachers. International Journal of Special Education, 21,

80-93.

Sharma, U., Forlin, C., & Loreman, T. (2008). Impact of training on pre-service teachers’
attitudes and concerns about inclusive education and sentiments about persons
with disabilities. Disability & Society, 23(7), 773-785.

https://doi.org/10.1080/09687590802469271

Shaywitz, S. E., Morris, R., & Shaywitz, B. A. (2008). The education of dyslexic children
from childhood to young adulthood. Annual review of psychology, 59, 451-475.

https://doi.org/10.1146/annurev.psych.59.103006.093633

55


https://doi.org/10.1080/08856250903450848
https://doi.org/10.1080/08856250903450848
https://doi.org/10.2466/pms.1983.57.2.527
https://doi.org/10.1080/08856257.2016.1194569
https://doi.org/10.1080/09687590802469271
https://doi.org/10.1080/09687590802469271
https://doi.org/10.1146/annurev.psych.59.103006.093633

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 56

Shevlin, M., Winter, E., & Flynn, P. (2013). Developing inclusive practice: Teacher
perceptions of opportunities and constraints in the Republic of Ireland.
International Journal of Inclusive Education, 17(2), 111-128.

https://doi.org/10.1080/13603116.2012.742143

Siperstein, G. N., & Goding, M. J. (1985). Teachers' behavior toward LD and non-LD
children: A strategy for change. Journal of Learning Disabilities, 18(3), 139—144.

https://doi.org/10.1177/002221948501800307

Subban, P., & Sharma, U. (2006). Primary school teachers’ perceptions of inclusive
education in Victoria, Australia. The International Journal of Special Education,
21(1), 42-52.

Sze, S. (2009). A literature review: Pre-service teachers' attitudes toward students with
disabilities. Education 3-13, 130(1), 53-56.

Tsiplakides, 1., & Keramida, A. (2010). The relationship between teacher expectations

and student achievement in the teaching of English as a foreign language. English

Language Teaching, 3(2), 22-29. https://doi.org/10.5539/elt.v3n2p22

UNESCO. (1994). The Salamanca statement and framework for action on special needs
education. Paris, France: United Nations Educational, Scientific and Cultural
Organization.

Varcoe, L., & Boyle, C. (2013). Pre-service primary teachers’ attitudes towards inclusive
education. Educational Psychology, 34(3), 323-337.

https://doi.org/10.1080/01443410.2013.785061

Vaughn S. (2015). Building on Past Successes: Designing, Evaluating, and Providing

Effective Treatments for Persons for Whom Typical Instruction Is Not Effective.


https://doi.org/10.1080/13603116.2012.742143
https://psycnet.apa.org/doi/10.1177/002221948501800307
https://doi.org/10.5539/elt.v3n2p22
https://doi.org/10.1080/01443410.2013.785061

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES

Remedial and special education : RASE, 36(1), 5-8.

https://doi.org/10.1177/0741932514543928

Vaz, S., Wilson, N., Falkmer, M., Chamberlain, A., Scott, M., Cordier, R., & Falkmer, T.
(2015). Factors associated with primary school teachers’ attitudes towards the
inclusion of students with disabilities. PLOS ONE, 10, e0137002.

https://doi.org/10.1371/journal.pone.0137002

Winter, E. (2006). Initial teacher education: Preparing new teachers for inclusive schools
and classrooms. Support for Learning, 21(2), 85-91.

Woodcock, S. (2013). Trainee teachers’ attitudes towards students with specific learning
disabilities. Australian Journal of Teacher Education, 38, 16-29.

https://doi.org/10.14221/ajte.2013v38n8.6

Woodcock, S., Hemmings, B., & Kay, R. (2012). Does study of an inclusive education
subject influence pre-service teachers' concerns and self-efficacy about inclusion?
Australian Journal of Teacher Education, 37(6).

https://doi.org/10.14221/ajte.2012v37n6.5

Woodcock, S., & Vialle, W. (2010). Attributional beliefs of students with learning
disabilities. International Journal of Learning, 17(7), 177-192.

https://doi.org/10.18848/1447-9494/CGP/v17i107/47160

Woolfolk Hoy, A., & Spero, R. (2005). Changes in teacher efficacy during the early years
of teaching: A comparison of four measures. Teaching and Teacher Education,

21,343-356.

57


https://doi.org/10.1177/0741932514543928
https://doi.org/10.1371/journal.pone.0137002
https://doi.org/10.14221/ajte.2013v38n8.6
https://doi.org/10.14221/ajte.2012v37n6.5
https://doi.org/10.14221/ajte.2012v37n6.5
https://doi.org/10.18848/1447-9494/CGP/v17i07/47160

PRE-SERVICE TEACHERS’ ATTITUDES TOWARD DISABILITIES 58

Woolfson, L. M., & Brady, K. (2009). An investigation of factors impacting mainstream
teachers' beliefs about teaching students with learning difficulties. Educational
Psychology, 29(2), 221-238.

Xu, J. (2012). Development of learning in regular class and measure of teacher education
in China. In C. Forlin (Ed.), Future directions for inclusive teacher education: An

international perspective (pp. 33—41). Routledge.



