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Abstract: Teachers play an important role in the success of inclusive practices for diverse learners in
regular classrooms. It is, therefore, important to examine their beliefs and preparation to teach in inclusive classrooms. The main purpose of this study was to analyze the attitude of active Chilean teachers
(n = 569) towards inclusion, their self-efficacy regarding inclusive practices, and their intention to
teach in inclusive classrooms. Our secondary objectives were to explore the relationship between
their attitudes and self-efficacy and to determine the influence of demographic and professional
variables on these two constructs. A positive and significant relationship between teachers’ attitude
and self-efficacy was found. Teacher qualification was not significantly related to attitudes towards
inclusion but was negatively associated with their self-efficacy beliefs concerning inclusive practices.
Secondary education teachers reported lower teaching efficacy beliefs for inclusion than pre-school,
primary, and special education teachers. The type of school emerged as a significant predictor of
teachers’ attitude and self-efficacy beliefs. The implications of this research and need for additional
teacher and in-service training to improve educators’ attitudes and self-efficacy are discussed.
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Inclusive education (IE) refers to a form of education where all students, irrespective of
their abilities, gender differences, socio-economic status, and other differences, participate,
learn, and engage in a common learning environment [1]. The teacher takes on the primary
responsibility for educating all children and ensuring that they are not excluded because of
inappropriate curriculum and classroom practices [2,3]. Teachers need to be adequately
prepared and supported to teach in inclusive classrooms [4]. IE is understood to go beyond
approaches focused on disability or specific groups and, consequently, is one that seeks the
development of an education based on human rights, dignity [5], equity, fairness, and justice [6,7]. From this perspective, inclusive education promotes the presence, participation,
and learning of all through the implementation of inclusive values in educational cultures,
policies, and practices [3]. Among these values, the authors explicitly refer to sustainability [8], since the challenge of education and one of its central purposes is to contribute to
children having the general competences [9] and tools to develop a sustainable life in their
territory [10], and to contribute to the quality of life and well-being of living beings, given
that there is a relationship of interdependence with ecosystems. In this sense, inclusion
becomes an “educational philosophy” [11] that promotes the appreciation and care of
life in all its forms through processes that seek to reduce exclusion and suffering from a
compassionate perspective [12].
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Recently, the Global Education Monitoring Report [4], when referring to Latin America and the Caribbean, once again emphasized that implementing IE requires that all
teachers are prepared to teach all students. This preparation is essential to achieve the
fourth Sustainable Development Goal [5], which is aimed at ensuring inclusive, equitable,
and quality education and to promote lifelong learning opportunities for all. Elements
of this preparation include initial and continuous training, support for teachers, leading
to attitudinal change in positive direction [13]. We believe attitudes on their own do not
provide a complete picture about an individual teacher’s capacity to teach in inclusive
classrooms. They must also have a strong sense of teaching efficacy to teach learners with
a wide range of diversities [13]. It is in this context that the present study was conducted.
We examined teachers’ attitudes, self-efficacy beliefs, and intention to include students
with a variety of abilities in Chile.
1.1. Inclusive Education in the Chilean Context
Latin American education systems are seen as the most unequal in relation to other
countries in the world [14]. In Chile, school segregation has negatively influenced students’
access to learning opportunities [15]. The main factors related to the inequity in education
are income per household, geographical area (i.e., rural/urban), ethnicity, gender, and disability [16]. This segregation is also generated by the characteristics of the Chilean social
and educational system, which constitutes a paradigmatic case study characterized by
the implementation of subsidies on demand, strong accountability, and market-oriented
competition between schools, all of which have exacerbated educational segregation [15,17].
This scenario creates challenges for schools to transform into inclusive spaces that embrace
diversity and develop an IE [3,4].
To move towards an increasingly inclusive educational system, the state of Chile
has used public policy to reduce discrimination against groups considered minorities
or vulnerable, for example, immigrants, people living in a difficult economic situation,
people who have a non-heterosexual sexual orientation, people with a disability, and others
(i.e., Decree 83/15; School Inclusion Law No. 20845; General Education Law No. 20370).
In the educational field, especially students identified with special educational needs
(SEN), one such policy in 1998 involved the creation of the School Integration Programs
(PIE) in regular schools. It encompassed an increase in the resources available to promote
quality educational processes in special schools [18]. In this context, Decrees 170 (2009)
and 83 (2015) emphasized the different components for the establishment of an inclusive
policy. The first decree incorporated transitory educational needs of students with attention
difficulty disorder into the special grant [18]. It provided detailed guidelines for coteaching to create an enriched and transformative educational process [19]. The second
decree focused on the diversification of teaching and curricular adjustments for preschool
and basic education from the implementation of collaborative work strategies amongst
teachers within the framework of the national curriculum [20]. This scenario encouraged
and challenged teachers to adapt their practices in response to the diversity of their students
and create opportunities under a common curriculum for all students [21].
Despite some remarkable advances in relation to the implementation of policies
seeking to promote IE, there are still a few critical points to address, for example, the tension
between the logic of educational integration and inclusion [18]. This has generated a
segregated education that comes from a paradigm of compensatory support [22] and
that is limited to the search for more adequate in-classroom teaching methodologies [23].
It ignores other relevant components of an inclusive education such as the relationship
between students and teachers, their culture, and internal policies.
The development of IE requires supportive policies as well as availability of adequate resources and adequate teacher training consistent with its principles [6]. In relation
to the latter, the Teacher Education and Development Study in Mathematics (TEDS-M)
has reported substantial gaps in the knowledge of Chilean teachers [24]. In terms of IE,
evidence indicates that some university programs incorporate inclusion topics just in spe-
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cific subjects; therefore, there are challenges with incorporating these elements into the
initial teacher training process in a transversal way [21]. Studies show that teachers do
not have sufficient expertise to develop educational practices that allow them to work in
accordance with the diversity that exists in the classroom, due to infrequent or inadequate
teacher training programs [25–27]. It is one of the main weaknesses acknowledged by
many Chilean teachers themselves [28]: according to the Teaching and Learning International Survey (TALIS) results [29], 38% of Chilean teachers indicated that they need more
continuous training to work with students with special educational needs, compared to
22% reported by teachers in Organisation for Economic Co-operation and Development
(OECD) countries.
To face these challenges, the Ministry of Education of Chile has developed teacher
training programs with a central focus on teaching diversification processes, based on the
principles of universal learning design and in collaborative works for the development of
inclusive cultures, policies, and practices [3,30–33]. These efforts, which focused on the
generation of collaborative educational communities and teacher training, are consistent
with evidence indicating that teachers play a fundamental role in the development of an
IE [33]. In this sense, what teachers believe and feel about IE and the way in which they
perceive themselves professionally in front of the diversity of students has a fundamental
role and directly affects their decisions, behaviors, and daily teaching practices.
1.2. Teachers’ Attitudes, Intention, and Self-Efficacy towards Inclusive Education
Teachers are a key element of IE because their actions are expected to represent inclusive practices at schools [34]. For this reason, “teacher-related factors” have received
significant research interest [35]. In this field of investigation, extensive previous research
has shown that, together with the development of pedagogical skills and knowledge [36],
positive teacher attitudes are essential for the success of all students in inclusive classrooms [13,37–40].
Another frequently studied variable used to understand teachers’ classroom practices
is teaching self-efficacy [41,42]. This is understood as an individual’s belief in their ability
to organize and execute the courses of action required to successfully accomplish a specific
teaching task in a particular context and which, therefore, constitutes a belief that influences
motivation, actions, and teaching decisions [42,43]. Teachers with high levels of self-efficacy
tend to seek different means to motivate and satisfy the needs of their students, including
those who present barriers to development [44]. Therefore, the self-efficacy beliefs of
teachers affect student learning [41]. In the field of IE, research carried out in a wide variety
of contexts indicates that “inclusive teaching efficacy” consists of three sub-constructs,
namely, inclusive teaching strategies, managing challenging behavior, and collaborative
teaching [45,46].
To understand the underlying elements of teachers’ behavior in relation to the practices
in the field of IE, studies have shown a virtuous and positive relationship between attitudes
towards inclusive education and teachers’ self-efficacy beliefs [46–49]. Consequently,
teachers with high self-efficacy scores related to inclusion reported a more positive attitude
towards inclusion in general [49], especially when considering the inclusion of students
with disabilities [13,48,50,51].
Studies on IE have been developed based on the approaches of the theory of planned
behavior (TPB), which claims that behavior is the product of the intention to act in a certain
way [52]. In this regard, attitudes towards inclusion have been identified as a predictor
of teachers’ intentions in Chile [53] as well as other educational contexts [54–62]. These
attitudes have also been associated with teaching behaviors [54,55,61–64].
Self-efficacy has been identified as a significant predictor of teachers’ intentions [54,57,59–61]
and behavior [54,55]. However, recent studies indicated that self-efficacy beliefs and attitudes do not directly influence teachers’ practices [65], while other studies indicate that
both constructs combined do influence the intentions of teachers and their practices [53,59].
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1.3. Effect of Teacher-Related Variables on Attitudes towards Self-Efficacy Beliefs about
Inclusive Education
Several studies have attempted to explore factors that could be related to teachers’
attitudes [66] and self-efficacy towards IE. Avramidis and Norwich [37] conducted a literature review on this topic and identified three aspects that influence teachers’ attitudes
towards IE. The first refers to the characteristics of the students (e.g., nature of disability), the second to variables associated with teachers (age, gender, qualification, teaching
experience), and the third to variables associated with the school (resources, educational
environment, school leadership). Research indicates that, in terms of age and years of
teaching experience, teachers’ attitudes towards inclusion change over time [67]. Younger
(aged 20 to 30 years) or inexperienced teachers maintain more favorable attitudes than
teachers over 40 years old or with more years of teaching experience [13,49,68]. However,
other studies found weak relationships for age and experience with educators’ attitudes
and self-efficacy beliefs related to IE [49].
Regarding the characteristics of teaching experience, some evidence indicates that
having previous experience in inclusive classrooms, which is rated positively by teachers, is related to more positive attitudes [69,70]. Wilson et al. [61] report that teachers
look at their past performance to determine how capable they see themselves and others when using inclusive teaching strategies. These findings highlight the importance
of reciprocity, as described by the social cognitive theory between behavioral and personal factors, in which teachers can make decisions about their perceived ability based on
past performance.
On the other hand, even when inclusion is not restricted to specific groups of students,
there are studies that have examined the way in which the contact or relationship with people with disabilities (PwD) can influence attitudes and self-efficacy towards IE. Studies show
that close contact with people with disabilities and prior experience of teaching children
with disabilities is associated with more positive attitudes towards inclusion [60,69–73].
Moreover, whether such experience is valued as positive or negative is one of the strongest
predictors of educators’ attitudes towards IE [74] and self-efficacy beliefs [75].
Gender has also been related to teachers’ attitudes and self-efficacy beliefs towards
inclusion. Several studies revealed that female teachers had more positive attitudes towards
inclusive education [71,76,77]. However, Dorji et al. [72] and Ahmmed et al. [78] found that
male teachers showed a significantly more positive attitude towards inclusion compared
to female teachers. This variation in findings indicates that the influence of gender on
attitudes towards inclusion are mixed [37], since some studies indicated that gender has no
influence on these attitudes at all [79]. There are similar findings for self-efficacy related
to inclusive practices [80], some studies finding an influence of gender [38,80], others
not [67,81].
One of the variables related to the development of positive attitudes towards inclusion
is teacher training. Evidence suggests that teachers with training on inclusion topics
or special educational needs often have more positive attitudes than those without this
training [37,82,83]. A teaching qualification also contributes to improving teachers’ selfefficacy, via specific courses [80] or longer inclusive education training [84].
Regarding contextual elements at the school and the level of education at which the
teachers perform, some studies show that primary school teachers have higher levels of
self-efficacy beliefs than secondary school teachers [85]. Similar results were observed
in Hong Kong by Chao et al. [80], who identified that primary school teachers exhibited
higher levels of self-efficacy compared to secondary school teachers, especially in terms of
the management of challenging behavior.
Research on attitudes, self-efficacy, and intentions for the development of inclusive
educational practices in the South American context, particularly in Chile, is scarce. Recently, a study [53] validated instruments to measure attitudes, intention, and self-efficacy
beliefs towards IE used in other world contexts to compare international evidence with
what occurs in the Chilean context with in-service teachers. In this context and considering
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the challenges that arise from the structure and characteristics of the Chilean educational
system for its teachers, it is necessary to collect evidence to further analyze these three
constructs and their relationships among Chilean teachers. Based on the evidence, it will
be possible to guide training processes to enable the development of an increasingly
inclusive education.
1.4. Aims and Objectives of Current Study
The main purpose of this study was to analyze Chilean in-service teachers’ attitudes
towards inclusion, self-efficacy for inclusive practices, and intention to educate in inclusive
classrooms. The secondary objectives were to explore the relationship between attitudes
and self-efficacy and to determine the influence of demographic and professional variables on these two constructs. More specifically, the following three research questions
were examined:

•
•
•

What are Chilean teachers’ attitudes towards inclusion, intention to educate in inclusive classrooms, and self-efficacy for inclusive practices?
Is there a significant relationship between teachers’ attitudes towards inclusion and
self-efficacy for inclusive practices in Chile?
Do the teachers’ background variables influence attitudes towards inclusion and
perceived self-efficacy for inclusive practices?

2. Methods
2.1. Participants
This study included 569 currently employed teachers working in schools sponsored
by a public voucher system in both public (49%) and subsidized private schools (43.3%)
and some working at private schools (7.7%) in Chile. Of the respondents, a large majority
(80.1%) were females (n = 456), 111 were males (19.5%), and two identified themselves
with another gender (0.35%). Participants included special education teachers (38.7%),
primary education teachers (32.2%), and secondary education teachers (20.4%). Most of the
teachers knew people with disabilities (92.3%). Table 1 shows details of the demographic
and professional profile of the study participants.
Table 1. Description of Participants.
Socio-Demographic
Characteristics

N

%

Type of school
Special School
Regular Primary School
High School
Other type

127
375
56
11

22.3%
65.9%
9.9%
1.9%

Age
18–25 years
26–35 years

24
185

4.2
32.5

36–45 years

161

28.3

46–55 years
56–65 years
65 years or more

127
68
4

22.3
12.0
0.7

Academic Degree
Doctoral degree
Bachelor’s degree
Master’s degree
Did not answer
Without academic degree

2
350
125
7
85

0.4
61.5
22.0
1.2
14.9

Socio-Demographic
Characteristics
Geographical location in
Chile
North
Central
South

N

%

80
397
92

14.1%
69.8%
16.2%

43
5

7.6
0.9

Teacher qualification
Pre-School Teachers
Teacher of specific subjects
Professional Technical
Teacher
Primary Teacher
Special Education Teacher
Secondary Teacher

2

0.4

183
220
116

32.2
38.7
20.4

Teaching experience
0–3 years
4–10 years
11–20 years
>20 years

74
174
175
146

13.0
30.6
30.8
25.7
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2.2. Participant Questionnaire
An online questionnaire comprising four sections was used to collect data. The first
section represented “Attitudes towards Inclusion Scale” (AIS), and it contained 8 items
with responses on a seven-point Likert scale (1 = totally disagree to 7 = totally agree). This
instrument was originally designed with 10 items, but two items were deleted at the time
of scale validation [53,59].
As indicated by a previous study with teachers in Chile, the AIS scale had two constructs, one related to beliefs on inclusion, another related to feelings about inclusion [53].
The second part consisted of an instrument with seven items to measure the “Intention
to Teach in an Inclusive Classroom Scale” (ITICS). It also had a seven-point Likert type
scale (1 = extremely unlikely to 7 = extremely likely) focused on action within the classroom [59]. The third part consisted of a “Teacher Efficacy for Inclusive Practices” (TEIP)
scale [45] widely used across different international contexts [60,86–88]. The TEIP scale had
a six-point Likert scale rating from 1= strongly disagree to 6 = strongly agree, with 18 items
comprising three factors: efficacy to use inclusive instruction, efficacy in collaboration,
and efficacy in managing behavior.
Regarding the analysis of consistency and validity, results revealed that all three
instruments had adequate reliability based on the Cronbach Alpha scores overall, as well
as for the sub-scales, with values above 0.78 (AIS = 0.89; ITICS = 0.85; TEIP = 0.91) [53].
All three instruments yield a total score, with higher scores indicative of more positive attitudes towards inclusion, a stronger intention to teach in an inclusive classroom,
and higher levels of perceived teaching self-efficacy to teach in inclusive classrooms.
In the fourth part, demographic and professional information was requested from
teachers (Table 1). The instruments were originally written in English for a previous study
and were translated into Spanish for the Chilean study [53].
2.3. Procedures
The data were obtained from teachers working in private, public, and subsidized
private Chilean schools. A link to the online questionnaire was forwarded by email to each
school’s principal registered in a database with participants from previous national studies.
They were asked to share the link with the staff of teachers at each school. The study
was conducted in accordance with the Declaration of Helsinki. Informed consent was
incorporated into the questionnaire and was accepted by the participants before they
accessed the instruments.
2.4. Analysis
The data were analyzed using SPSS statistical package version 24 and Stata 15. The validation of the scales for Chilean teachers was conducted using Cronbach Alpha and exploratory factor analysis (EFA), as described in a previous article [53]. Descriptive statistics
were used to describe the level of attitudes towards inclusion (AIS), intention to educate in
inclusive classrooms (ITICS), and self-efficacy for inclusive practices (TEIP) in a sample
of Chilean teachers. Then, regression analyses were used to measure the relationship
between teachers’ attitudes towards inclusion and self-efficacy for inclusive practices in
Chile. An ordinary least squares (OLS) regression model was used to quantify the effect of
gender, age, teaching experience, teacher qualification, type of school, and contact with
persons with disabilities on the attitudes and self-efficacy related to IE.
3. Results
3.1. In-Service Teachers’ Attitudes towards Inclusion
The overall mean score of the AIS scale was 5.45 (SD = 1.322), suggesting that in-service
teachers had a moderately positive attitude towards inclusion. In the subscale referring
to feelings about inclusion, a higher mean score was observed (M = 5.70, CI [5.59–5.81],
SD = 1.348) if we compare it with the one referring to beliefs on inclusion (M = 5.21,
CI [5.07–5.34], SD = 1.630). The belief that all students, regardless of their ability, should be
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taught in regular classrooms was the lowest (M = 4.77, SD = 2.052) of the eight items of the
scale (Table 2). However, attitudes about teaching students with a range of abilities in “my
class” scored the highest (M = 5.94, SD = 1.439).
Table 2. Teachers’ attitudes toward inclusive education.
Item
I believe that all students regardless of their ability should be taught
in regular classrooms.
I believe that inclusion is beneficial to all students socially.
I believe that inclusion benefits all students academically.
I believe that all students can learn in inclusive classrooms if their
teachers are willing to adapt the curriculum.
I am pleased that I have the opportunity to teach students with
lower academic ability alongside other students in my class.
I am excited to teach students with a range of abilities in my class.
I am pleased that including students with a range of abilities will
make me a better teacher.
I am happy to have students who need assistance with their daily
activities included in my classrooms.

N

Mean

Std. Deviation

569

4.77

2.052

569
569

5.83
4.95

1.782
1.984

569

5.30

1.842

569

5.67

1.552

569

5.94

1.439

569

5.46

1.880

569

5.76

1.448

3.2. In-Service Teachers’ Intention to Educate in Inclusive Classrooms
The overall mean score of the ITICS scale was 6.05 (SD = 0.997), suggesting that
the Chilean in-service teachers in this study had a high positive intention to educate in
inclusive classrooms. Intention means that item scores (Table 3) suggest that teachers
claim to have more intention to seek information or advice from different actors of the
school community in order to provide the necessary support for their students. This
might include consulting with a colleague to identify possible ways to assist a struggling
student in their class (M = 6.40, SD = 1.123), consulting with the parents of a student who
is struggling in their class (M = 6.35, SD = 1.182), or consulting with a student who is
displaying challenging behaviors to find out better ways to work with them (M = 6.30,
SD = 1.184). Teachers were less likely to include students with severe disabilities in a
range of social activities in their class (M = 5.52, SD = 1.740) and change the curriculum
to meet the learning needs of a student with learning difficulties enrolled in their class
(M = 5.59, SD = 1.553); the latter emerged as a relevant and necessary aspect to be developed
with teachers, since adapting and adjusting the curriculum is one of the core elements of
inclusive educational practices and, from a perspective of rights and equal opportunities
for participation and learning perspective, constitutes one of the central roles of teachers in
the current educational context.
3.3. In-Service Teachers’ Self-Efficacy for Inclusive Practices
The overall mean score of the TEIP scale was 5.15 (SD = 0.6053). Thus, teachers in this
study had a relatively high level of self-efficacy for inclusive practices. As seen in Table 4,
in general, the levels of perceived teaching efficacy related to managing behavior were the
lowest (M = 5.10, SD = 0.723), while the highest levels of confidence were related to the
subscale of collaboration (M = 5.31, SD = 0.681). The items with higher scores were related
to collaborating with other professionals (e.g., itinerant teachers or speech pathologists) in
designing educational plans for students with disabilities (M = 5.54, SD = 0.775), the ability
to get students to work together in pairs or in small groups (M = 5.44, SD = 0.756), and to
provide students with an alternative explanation when they were confused (M = 5.44,
SD = 0.757). By contrast, the level of self-efficacy of Chilean in-service teachers to inform
others about laws and policies relating to the inclusion of students with disabilities had
the lowest mean response on the scale (M = 4.47, SD = 1.420), followed by teachers’
level of confidence when dealing with students who are physically aggressive (M = 4.78,
SD = 1.195).
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Table 3. Teachers’ intention to educate in inclusive classrooms scores.
Item
Change the curriculum to meet the learning needs of a student
with learning difficulty enrolled in your class.
Consulting with the parents of a student who is struggling in
your class.
Consulting with your colleagues to identify possible ways you
can assist a struggling student in your class.
Undertake a professional development program, so you can
teach students with diverse learning needs well.
Consulting with a student who is displaying challenging
behaviors to find out better ways to work with him/her.
Include students with severe disabilities in a range of social
activities in your class.
Change the assessment tasks to suit the learning profile of a
student who is struggling (e.g., providing longer time to
complete the task or modifying test questions).

N

Mean

Std. Deviation

569

5.59

1.553

569

6.35

1.182

569

6.40

1.123

569

6.02

1.480

569

6.30

1.184

569

5.52

1.740

569

6.19

1.354

Table 4. Teachers’ self-efficacy for inclusive practices scores.
Item

N

Mean

Std. Deviation

I can make my expectations clear about student behavior.
I am able to calm a student who is disruptive or noisy.
I can make parents feel comfortable coming to school.
I can assist families in helping their children do well in school.
I can accurately gauge student comprehension of what I have taught.
I can provide appropriate challenges for very capable students.
I am confident in my ability to prevent disruptive behavior in the classroom before it occurs.
I can control disruptive behavior in the classroom.
I am confident in my ability to get parents involved in school activities of their children
with disabilities.
I am confident in designing learning tasks so that the individual needs of students with
disabilities are accommodated.
I am able to get children to follow classroom rules.
I can collaborate with other professionals (e.g., itinerant teachers or speech pathologists) in
designing educational plans for students with disabilities.
I am able to work jointly with other professionals and staff (e.g., aides, other teachers) to
teach students with disabilities in the classroom.
I am confident in my ability to get students to work together in pairs or in small groups.
I can use a variety of assessment strategies (e.g., portfolio assessment, modified tests,
performance-based assessment).
I am confident in informing others who know little about laws and policies relating to the
inclusion of students with disabilities.
I am confident when dealing with students who are physically aggressive.
I am able to provide an alternate explanation or example when students are confused.

569
569
569
569
569
569
569
569

5.31
5.02
5.34
5.19
4.93
5.14
5.11
5.00

0.902
0.914
0.903
0.953
0.901
0.888
0.861
0.892

569

5.08

0.927

569

5.01

01.022

569

5.28

0.777

569

5.44

0.846

569

5.54

0.775

569

5.44

0.756

569

5.20

1.000

569

4.47

1.420

569
569

4.78
5.44

1.195
0.757

3.4. Relationship between Teachers’ Attitudes towards Inclusion and Self-Efficacy for Inclusive
Practices in Chile
The results showed a significant relationship between teachers’ attitude towards
inclusion and self-efficacy for inclusive practices. As shown in Tables 5 and 6, the regression
models indicate that TEIP has a positive influence on AIS (β = 0.68, SE = 0.09) and that AIS
has a positive influence on TEIP (β = 0.16, SE = 0.03), i.e., if attitudes towards inclusion are
more positive, the self-efficacy for inclusive practices will also improve, and vice versa.
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Table 5. Regression model predicting overall attitude toward inclusive education.
Variable

Estimate

95%CI

SE

(β)

p

LL

UL

0.68 ***

0.09

0.51

0.86

<0.001

Teaching experience
Reference category: 0 to 3 years of work experience
4 to 10 years of work experience
11 to 20 years of work experience
More than 20 years of work experience

–0.06
–0.08
0.00

0.21
0.22
0.27

–0.47
–0.51
–0.54

0.35
0.35
0.54

0.76
0.71
1.00

Contact with persons with disabilities
Reference category: No
Yes

0.30

0.22

–0.13

0.74

0.17

Teacher qualification
Reference category: Pre-school teacher
Other teacher
Primary school teacher
Special education teacher
Secondary school teacher

–0.27
–0.13
0.21
–0.04

0.53
0.21
0.21
0.23

–1.31
–0.54
–0.20
–0.49

0.78
0.29
0.63
0.41

0.62
0.54
0.31
0.86

Age
Reference category: 18 to 25 years old
26 to 35 years old
36 to 45 years old
46 to 55 years old
56 to 65 years old
More than 65 years old

–0.32
–0.19
–0.72 **
–0.77 **
0.16

0.29
0.29
0.32
0.37
0.40

–0.89
–0.77
–1.35
–1.49
–0.63

0.25
0.38
−0.09
−0.05
0.94

0.27
0.51
0.03
0.04
0.70

Gender
Reference category: Male
Female
Other genders

–0.16
1.70 ***

0.15
0.21

–0.46
1.29

0.14
2.11

0.28
<0.001

Type of school
Reference category: Special School
Mainstream Primary School
High School
Other
Intercept

1.27 ***
1.45 ***
1.44 ***
1.22

0.16
0.21
0.33
0.62

0.97
1.05
0.79
0.01

1.58
1.86
2.09
2.44

<0.001
<0.001
<0.001
0.05

TEIP

Control variables: Academic degree, level of knowledge of educational inclusion policies, level of confidence to teach students
with a disability
Observations
Adjusted R2

569
0.26

Note: SE indicates the standard error. LL and UL indicate the lower and upper limits of a confidence interval, respectively. ** p < 0.05,
*** p < 0.01.
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Table 6. Regression model predicting overall teacher self-efficacy for inclusive practices.
Estimate

Variable

95%CI

SE

(β)

p

LL

UL

0.16 ***

0.03

0.10

0.22

<0.001

Teaching experience
Reference category: 0 to 3 years of work experience
4 to 10 years of work experience
11 to 20 years of work experience
More than 20 years of work experience

0.10
0.05
0.13

0.10
0.10
0.14

–0.09
–0.16
–0.15

0.29
0.25
0.41

0.31
0.64
0.37

Contact with persons with disabilities
Reference category: No
Yes

0.21

0.11

–0.01

0.44

0.07

Teacher qualification
Reference category: Pre-school teacher
Other teacher
Primary school teacher
Special education teacher
Secondary school teacher

–1.01
–0.06
–0.17
–0.24 **

0.51
0.09
0.09
0.11

–2.01
–0.24
–0.35
–0.45

–0.02
0.13
0.02
-0.03

0.05
0.54
0.08
0.02

Age
Reference category: 18 to 25 years old
26 to 35 years old
36 to 45 years old
46 to 55 years old
56 to 65 years old
More than 65 years old

0.14
0.19
0.26
0.28
0.49

0.18
0.19
0.21
0.22
0.36

–0.22
–0.18
–0.15
–0.16
–0.22

0.50
0.56
0.66
0.71
1.21

0.44
0.31
0.21
0.21
0.18

Gender
Reference category: Male
Female
Other genders

0.14 **
–1.11 ***

0.07
0.10

0.00
–1.30

0.28
–0.92

0.05
<0.001

Type of school
Reference category: Special School
Mainstream Primary School
High School
Other
Intercept

–0.20 **
–0.23 **
–0.38 **
3.99

0.08
0.11
0.17
0.27

–0.36
–0.45
–0.70
3.47

–0.05
–0.01
–0.05
4.52

0.01
0.04
0.02
<0.001

AIS

Control variables: Academic degree, level of knowledge of educational inclusion policies, level of confidence to teach students with a disability
Observations
Adjusted R2

569
0.56

Note: SE indicates the standard error. LL and UL indicate the lower and upper limits of a confidence interval, respectively. ** p < 0.05,
*** p < 0.01.

3.5. Influence of Demographic Variables on Teachers’ Attitudes towards Inclusion, Intention to
Educate in Inclusive Classrooms, and Self-Efficacy Regarding Inclusive Practices
Here, we present results showing which individual and institutional characteristics
have an effect on attitudes towards inclusion (AIS), intention to educate in inclusive
classrooms (ITICS), and teacher efficacy for inclusive practices (TEIP). Tables 5 and 6
present the results of a series of OLS regression models with AIS and TEIP as the dependent
variables in two separate models and a set of individual and institutional variables as the
explanatory variables.
The results show that teaching experience and contact with people with disabilities
had no effect on AIS and TEIP scores in our sample of in-service Chilean teachers. However,
the teachers’ gender had a significant effect, with female teachers tending to have a higher
score on the TEIP scale. The category “other genders” had a negative impact on TEIP and a
positive impact on AIS, although this group represented a small percentage of the sample
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(0.35%). Thus, results should be carefully interpreted, and further research is encouraged to
supply more evidence. The same applies for each age group, since our results indicate that
age had no effect on AIS and a negative impact on TEIP is observed, as older age groups
(more than 46 years) tend to show lower level of self-efficacy regarding inclusive practices
(−0.721, p < 0.05) compared to the reference group (18–25 years old).
In terms of individual characteristics, whether teachers held a qualification had no
effect on AIS but had a negative effect on the TEIP score. Therefore, secondary teachers
report less self-efficacy for inclusive practices than pre-school, primary teachers, and special educators. The type of schools where teachers work then emerges as an interesting
explaining variable. In this way, working at mainstream primary schools (1.27 ***) and
high schools (1.45 ***) has a positive effect on attitudes towards inclusion (AIS), in comparison with teachers who work in special schools. However, concerning self-efficacy for
inclusion (TEIP), teachers who work in a special school have a higher level of self-efficacy
for inclusive practices compared to mainstream schools.
4. Discussion
This research extends and contributes to previous work carried out in South America
in three ways. First, it assesses different aspects of Chilean teachers’, namely, attitudes
towards inclusion, intention to educate in inclusive classrooms, and self-efficacy for inclusive practices. Second, it examines the relationship between attitudes and self-efficacy.
Third, it explores the relationship between teachers’ demographic attributes, their work
environment, and whether these can predict teachers’ attitudes towards inclusion and
self-efficacy for inclusive practices. Our results indicate that the Chilean in-service teachers
who participated in this study maintain a moderately positive attitude towards inclusion
when taken as a whole. Nevertheless, our results are consistent with other studies, which
indicated that teachers generally hold more negative or neutral attitudes towards the
inclusion of pupils with disabilities in the regular education system [39,49]. This was also
observed in relation to the intentions to develop an education in inclusive classrooms.
Findings show that teachers were less favorable to include students with severe disabilities
in social activities in their class. This accounts for a differentiation in attitudes towards inclusion and intentions to develop an inclusive education based on the characteristics of the
students [37]. In this sense, it becomes evident that segregated spaces are still considered
an option for students with severe disabilities.
On the other hand, our results indicate the presence of favorable intentions towards
the development of an education in inclusive classrooms, particularly with regard to
collaborating with and seeking guidance from different actors within the school community
in order to provide the necessary support to students. However, the central focus of the
development of inclusive practices is based on the idea of changing and adapting the
teaching practices themselves to respond to the diversity of students’ needs [89]. Teachers
were less inclined to change the curriculum to meet the learning needs of their students
when compared with the other areas measured using the ITICS scale. This indicates that it
is necessary to develop training processes that allow teachers to visualize the diversification
and flexibility of teaching as a fundamental part of the teaching role, as well as to develop
tools and skills to perform this aspect of the role in their daily educational practices, with
particular emphasis on the development of collaboration skills [49].
The teachers in this study had a high level of self-efficacy related to inclusive practices
compared to the overall results obtained in other countries, where the TEIP scale was used
such as Japan [13], South Africa, and Finland [49], and even higher than pre-service teachers
from Mexico [90]. However, these results should be analyzed with caution, given that they
are based on general averages containing variations in the subscales and specific items.
Importantly, the results provide us with information that may be useful for the development
of teacher training processes. In this regard, these findings reveal an actual need in terms
of knowledge and management of laws and policies related to inclusive education.
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Although Chile has made progress in inclusion policies, these have not been characterized as the result of a process in which teachers have actively participated. This has likely
contributed to the fact that teachers have not yet been able to internalize these policies in a
way that makes them feel confident.
Furthermore, our results allow us to visualize that, as in other educational contexts,
behavior management and dealing with aggressive expressions of behavior constitute
a complex aspect in which teachers perceive themselves as less effective. This suggests
that Chilean universities with teaching training programs have work to do to develop the
training on topics concerning school coexistence and conflict management [91].
Regarding the second research question tackled by this study, we observed a significant
relationship between teachers’ attitudes towards inclusion and self-efficacy for inclusive
practices in Chile, similar to previous studies [46–48]. Teachers’ attitudes towards inclusion
(AIS) have a positive effect on self-efficacy for inclusive practices (TEIP) and vice versa.
These results are similar to those obtained by previous studies developed in different
educational contexts and highlight the importance of the development of both elements,
and as shown by studies developed in Chile, India and Australia, these findings do have
an impact and predict the intention of teachers to educate in inclusive classrooms [53,59].
A contribution of our work is that both effects were identified by controlling a set of
sociodemographic variables, which reduced the source of endogeneity. These findings
and other previous studies indicate that attitudes towards inclusion and self-efficacy
for inclusive practices have a positive effect on the intention of implementing inclusive
practices within the classroom [53,59]. This provides extra incentives for teacher training,
as if actions that contribute to improve the self-efficacy for inclusive practices are carried out,
they will also be contributing to a positive change in attitudes and intentions that, in turn,
have a positive effect on the decisions and behaviors related to educational practices [9]
that contributes to inclusive education.
Regarding the influence of demographic and professional characteristics of the teachers in the two constructs at the center of the analysis conducted in this study, the results
indicate that pre-school, primary, and special education teachers have higher levels of
self-efficacy in terms of teaching than secondary school teachers. This difference between
primary and secondary teachers has been reported in previous studies [80,85,92]. These
findings are probably related to the type of training that secondary school teachers receive,
which tends to be focused on disciplinary knowledge and specialized learning outcomes
rather than on an inclusive pedagogy that allows for adjustments and adaptation of pedagogical decisions and practices according to the diversity of students. For this reason,
in order to develop an increasingly inclusive educational system, teacher training is critical [93], as various studies have reported its relationship with the development of positive
attitudes towards inclusion [82,83,94] and high level of teachers’ self-efficacy beliefs [38,80].
Thus, teacher training processes must emphasize and promote the development of positive
attitudes towards inclusion [37,39] due to the repercussions this has on self-efficacy beliefs
and teaching behavior in the classroom [95,96].
Variables referring to the type of school where teachers work provided a novel result
that needs to be explored in greater depth. It was found that teachers with a less favorable
attitude towards inclusion were most likely to work in special schools in the Chilean
context. However, working in this type of school has a positive effect on the perception
of self-efficacy for inclusive practices. In this regard, it is possible to hypothesize that
the less positive attitudes of these teachers towards inclusion in regular schools may be
associated with the special characteristics of the Chilean educational system and its schools,
as diagnostic criteria for the delivery of resources and supports still predominate within
the framework of the School Integration Program, which contributes to the stigmatization
of students identified with SEN. In addition, studies indicate high levels of violence and
bullying in regular schools, as well as large classrooms and teachers who do not feel trained
to meet the needs of their students and who are, therefore, resistant to diversity [97]. These
contextual elements probably influence these less favorable attitudes towards inclusion.
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On the other hand, the daily performance within special schools, where the context is
constantly challenging their teachers in the search for adaptation, support, and innovation
to allow them to generate learning and participation opportunities for students with
disabilities, can be a factor that contributes to a higher perception of self-efficacy for those
who work there. However, these are only hypotheses, and it is necessary to research to
understand these results from the perspective of special education teachers who work in
special schools.
Our results indicated that age had a negative effect on participants’ attitudes. As the
age of the teacher increased, they became less favorable in their attitudes towards inclusion.
Female teachers reported a greater perception of self-efficacy. Both of these results coincide
with those obtained in other research, although the literature has shown variation in
different populations and educational contexts [13,37,66].
Finally, our analysis showed that self-efficacy and attitude scores were not significantly
related to the academic degree, contact with persons with disabilities, years of teaching
experience, level of knowledge of educational inclusion policies, or level of confidence to
teach students with a disability. In this context, our results speak of a certain homogeneity
among teachers in the Chilean educational context, and regardless of these demographic
characteristics, teachers maintain more or less the same attitudes and sense of self-efficacy
towards inclusive education. These results differ from results obtained by other studies of
both pre-service and in-service teachers [98], in which these three variables were identified
as predictors of teaching efficacy beliefs.
5. Study Limitations
The present study has some limitations that need to be specified. First, the study was
conducted using just self-report instruments so the results could be influenced by social
desirability bias, and the results should be interpreted considering these characteristics.
Second, in our study, a low percentage of participants were working in private schools.
Therefore, it is necessary to carry out future studies that include a greater number of
teachers from this population of teachers, as well as to consider, for example, other characteristics of schools such as whether they are in urban or rural areas and local levels of social
vulnerability, among others, which would allow us to understand how the characteristics of
the educational environment can influence teachers’ attitudes, self-efficacy, and intentions
relating to the development of inclusive practices.
6. Conclusions
In this study, we found a significant relationship between teachers’ attitudes towards
inclusion and self-efficacy for inclusive practices. Our results show a certain homogeneity
among teachers in the Chilean educational context, as regardless of the variation in some
demographic characteristics, teachers maintain more or less the same attitudes and sense of
self-efficacy towards inclusive education. In terms of individual characteristics, the results
showed that teacher qualification has no effect on attitudes towards inclusion (AIS) but
has a negative effect on the self-efficacy score for inclusive practices (TEIP). Secondary
education teachers reported lower self-efficacy for inclusive practices than preschool,
primary, and special educators.
The type of school where teachers work emerged as an important predictor variable.
Working in ordinary primary and secondary schools has a positive effect on attitudes
towards inclusion when compared to teachers working in special schools. However,
working in special schools has a positive effect on self-efficacy for inclusion. Finally, it is
important to note that teachers continue to have a less favorable attitude towards the
inclusion of students with severe disabilities and challenging behaviors. The results of
this study indicate that more attention should be paid to generating training processes for
teachers regarding three fundamental characteristics: the importance of the curriculum and
its flexibility, the laws and regulations on inclusive education and disability, and peaceful
coexistence and conflict resolution in the classroom.
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The results have implications for the design and implementation of public policies in
the school system and in the training of teachers. In both sectors, it is urgent to have policies
that aim at a transversal and sustained development of an IE that allows for the strengthening of the teaching profession to make teaching more flexible and diversified from a rights
perspective. The results reveal a need to analyze the impacts of the approaches underlying
current educational policies in this area that, although they seek to advance towards an
inclusive education, are not exempt from dilemmas and paradoxical contradictions.
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