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Abstract

The attitudes teachers hold towards inclusion are one of the most widely researched themes in the field of inclusive education. Contrary to most attitudinal studies which are solely focusing on examining the impact of a host of factors in the formation of teacher attitudes, the present study sought to link reported attitudes towards inclusion and teachers’ self-efficacy for inclusive practices with an actual inclusive instructional approach, that of peer tutoring. Participants were 225 Greek general teachers and 69 special education counterparts who responded to a questionnaire consisting of the Core Perspectives Scale from the MTAI scale, the TEIP scale, and other scales measuring their attitudes towards peer tutoring. Results indicated that general teachers held neutral attitudes towards inclusion while their special education counterparts held significantly more positive ones. General teachers were found to be less positive in their self-efficacy for inclusive practices than the special education counterparts with the exception of the managing behavior dimension. General teachers emphasized mainly the social gains achieved by students participating in a peer tutoring program. Moreover, they considered peer tutoring as an effective means for including students with diverse needs in their classrooms. Importantly, this study found that teachers’ attitudes towards inclusion and their self-efficacy for inclusive practices largely predict their willingness to implement a peer tutoring program in their classrooms. The paper concludes with highlighting the need to offer teachers professional development courses that positively influence their attitudes and enhance their sense of self-efficacy in implementing peer-tutoring.

Introduction
The inclusion of students with Special Educational Needs (SEN) has gained significant momentum in many countries over the last thirty years. Given that general teachers are the main agents in the implementation of any educational reform, their philosophical orientation regarding diversity and associated practices may act to facilitate or constrain the effective implementation of inclusive arrangements. Consequently, the attitudes general teachers hold towards inclusion has become a quite popular research subject in the field (Kurniawati, de Boer, Minnaert, and Mangunsong, 2017). Teachers’ attitudes towards inclusion are shaped by their knowledge about disability, feelings about individuals with disabilities as well as their willingness to interact with people with disabilities. Although the relationship between attitudes and behaviour is a complex one, it is widely accepted in the field of social psychology that attitudes affect behaviour, and in turn, the individual’s life experiences shape their attitudes (Eagly and Chaiken, 1993).
The available literature suggests that general teachers tend to hold mixed attitudes towards inclusion (Avramidis and Norwich, 2002; de Boer, Pijl, and Minnaert, 2011). While they have been repeatedly reported as supportive to the general idea and philosophy of inclusion, at the same time, they appear reluctant to implement it in their classrooms (Avramidis and Kalyva, 2007; Sharma, Aiello, Pace, Round, and Subban, 2018). This discrepancy in the literature has directed researchers to explore some teacher demographic variables that possibly affect their attitudes such as gender, age, teaching experience, prior experience in inclusive settings and training. With the exception of training, which has consistently emerged as positively influencing teachers’ attitudes (Sokal and Sharma, 2014), contradictory results have been reached in relation to all other variables examined (Schwab, 2018). More recently, the levels of teachers’ generic confidence operationalized as “self-efficacy”, have attracted substantial research attention in both western and eastern countries.

The concept of self-efficacy was first coined by Bandura (1977) forty years ago and referred to “….the conviction that one can successfully execute the behavior required to produce the [intended] outcomes” (p.193). He later developed it to denote the belief that people can produce specific effects in specific situations and this belief affects their cognitive, motivational, affective and decisional procedures (Bandura, 1997). According to Bandura (1997), self-efficacy perceptions consist of the successful prior experiences of a person in certain tasks, the experiences of observing people capable of performing the task, the social belief of others that the person can effectively complete the task, and, finally, the emotional state of the person at the time the self-efficacy perceptions were shaped.

Early studies, like the one conducted by Meijer and Foster (1988) suggested a positive relationship between teachers’ self-efficacy perceptions and their attitudes towards teaching students with SEN. This association has been consistently reported in more recent studies where the teachers’ self-efficacy is positively associated with their reported attitudes towards teaching in inclusive classrooms and, more importantly, the adoption of inclusive practices in their classrooms (Savolainen, Engelbrecht, Nel, and Malinen, 2012; Sharma, Loreman, and Forlin, 2012; Yada and Savolainen, 2017). One such instructional arrangement which has recently been advocated as an effective approach to promoting inclusion is peer tutoring.
Peer tutoring as a means to inclusion
Peer tutoring is a form of collaborative learning, in which knowledge is generated through active cooperation and individualized teaching and learning among peers in pairs or small groups (Berghmans, Michiels, Salmon, Dochy, and Struyven, 2014; Bowman-Perrott, Burke, Zhang, and Zaini, 2014). According to Topping (1996, p. 322), a broad definition of peer tutoring is “… when people from similar social groupings who are not professional teachers helping each other to learn and learning themselves by teaching.” Peer tutoring is influenced by the principles of cognitive constructivism which acknowledges the role of the social context in the learning process and considers peer interactions as of great significance for children’s cognitive development (Piaget, 1989; Vygotsky, 1978). The traditional role of teacher as the transmitter of new knowledge is challenged when peer tutoring is implemented since the students themselves actively construct new knowledge. However, teachers still play a fundamental role in organizing, implementing and evaluating the whole process.

Peer tutoring can primarily offer teachers the opportunity to individualize their instruction and meet the unique academic and social needs of each student in their classrooms (Bowman-Perrott et al., 2013). Furthermore, peer tutoring can be used by teachers to manage their students’ behaviour, especially during independent time, by increasing students’ engagement (Stenhoff and Lignugaris-Kraft, 2007). As such, peer tutoring is considered an approach which can foster an inclusive ethos in schools through encouraging students to collaborate and support each other and, ultimately, lead to the development of a sense of community, respect, and belonging (Jones, 2007).

Numerous studies (e.g. Carter, Cushing, Clark, and Kennedy, 2015; Evans and Moore, 2013; Fougner, 2013) have demonstrated the social benefits students gain through peer tutoring, such as improved relationships and peer interactions. Another benefit reported in many studies (Asaro-Saddler and Bak, 2014; Josephs and Jolivette, 2016) is the increased academic achievement noted for both tutors and tutees in different content areas, such as reading, math and science, and in various settings, such as regular classrooms and resource rooms. According to the Bowman-Perrott et al’s (2013) study, for students with SEN this is achieved through the offering of additional support, the repetition of concepts and material, and the availability of opportunities to actively respond during peer tutoring. Given that peer tutoring represents a shift from teacher-centered to student-centered pedagogies, students with SEN also become more independent and responsible for their own learning.
Teachers have been found to hold generally positive views about the value of peer tutoring as an instructional approach (Bowman-Perrott et al., 2013). Specifically, following implementation in their classrooms, teachers felt that peer tutoring was a viable and effective instructional strategy that addresses not only the needs of students with learning difficulties but also helps in preserving a quality learning experience for typically developing students (Dufrene, Noell, Gilbertson, and Duhon, 2005). Moreover, teachers in the study of Wang, Bettini, and Cheyney (2013) reported that peer tutoring proved particularly helpful in enhancing the social skills of students with emotional behavioural disorders. Similar positive experiences were detected in the study conducted by Jones (2007), in which school staff were found to be very positive towards peer tutoring mentioning various benefits for the participated students with autism.

Context of the study

Contrary to most European countries where educational variations exist, in Greece the education system is highly centralized and controlled by the central government. All schools follow the National Curriculum and the directives issued by the Ministry of Education. Following the Salamanca Declaration (UNESCO, 1994), the inclusion of students with SEN in regular settings gained prominence on successive governments’ agenda. Specifically, the 2817/2000 Education Act (Greek Government, 2000) acknowledged the right of children with SEN to access the regular school and curriculum and advocated the use of modifications in the classroom environment and curriculum. The Greek government’s commitment to promoting inclusion was further strengthened in the recent 3699/2008 Act (Greek Government, 2008). Inclusion in Greece is mainly implemented through the operation of “integration units” in regular schools, which operate in a similar manner to the US resource or pull-out programmes. This arrangement involves withdrawing children from the regular class for remedial tuition for a maximum of 2 hours per day and continues to be a widespread practice in Greek primary schools. Integration units are operated by special teachers who either hold a degree in special education or have other formal qualifications in special education. Despite supportive legislation, inclusion in Greece still faces significant obstacles, such as the development of new organizational structures, the curriculum and the reforming of the educational environment.
Previous studies concerning Greek teachers’ attitudes with respect to inclusion have concluded that Greek regular teachers hold mixed attitudes towards inclusion. While they appear to embrace the general philosophy of inclusion, their attitudes are largely dependent on the nature and severity of children’s disability (Zoniou-Sideri and Vlachou, 2006). Moreover, the Greek teachers’ responses have been found to be significantly related to the existence of prior teaching experience with students with SEN, with those possessing such experience reporting more positive attitudes towards inclusion than their counterparts (Avramidis and Kalyva, 2007). Previous participation in special education training courses also affects Greek teachers’ attitudes toward inclusion, with those having undertaken such professional development being less concerned about inclusion and more willing to accept students with SEN in their classroom (Coutsocostas and Alborg, 2010; Tsakiridou and Polyzopoulou, 2014). Nevertheless, even when positive attitudes are expressed, it remains unclear whether these positively influence the development of inclusive practices such as peer tutoring.
Research aims

The study differs from its predecessors in one important respect; far from simply measuring generic teachers’ attitudes towards the notion of inclusion and their self-efficacy for inclusive practices, this study examined the extent to which teachers’ attitudes towards inclusion and their self-efficacy perceptions predict their willingness to implement peer tutoring as an inclusive instructional strategy in Greek classrooms. The study sought answers to the following research questions:

1) What are the attitudes towards inclusion and their self-efficacy for inclusive practices of general teachers and how these differ from the ones of their special counterparts?

2) What benefits do general teachers perceive as emanating from the implementation of a peer tutoring program?

3) To what extent do general teachers’ attitudes towards inclusion and peer-tutoring and their self-efficacy for inclusive practices predict their willingness to implement a peer tutoring program in their class?

It is worth noting here that this study focuses solely on the general Greek teachers who are the main agents of implementing inclusion and, more importantly, the only professionals who can apply peer tutoring as an inclusive strategy in regular classrooms. The incorporation of a small comparison sample of special Greek educators from the same participating schools reflects our methodological choice to examine whether the differential training received by the two teacher groups might have affected their attitudes and self-efficacy perceptions towards inclusion (the first research question only).
Method

Participants


The sample of this study comprised of 294 Greek primary teachers, of which 225 were general and 69 were special education teachers. These teachers were drawn from 50 schools located in a central region of Greece. Eligible for participation were general and special teachers fully employed in the participating schools at the time of the administration. Special teachers in Greek regular schools are attached to individual students with complex needs and their role mainly involves supporting them in accessing the general curriculum. Convenience sampling was followed which involved sending a formal invitation to all schools in the region operating integration units. These schools were deliberately targeted as their staff had substantial experience of teaching children with special educational needs. A total of 750 questionnaires were sent through the post to the identified schools and 294 completed ones were obtained representing a 39.2% return rate, which was deemed satisfactory given the mode of administration. The large majority of participants were female which is representative of the gender split in Greek primary schools (209 [71.1%] female teachers and 85 [28.9%] male teachers). The participating general teachers had a mean teaching experience of 20.32 years with a standard deviation of 8.87 while their special education counterparts had a mean teaching experience of 9.74 years with a standard deviation of 9.61. Such a notable difference in the mean teaching experience of the two groups was expected given that opportunities to train as a special teacher were only recently made available through the establishment of relevant university departments in Greece. Strikingly, only 17 (7.5%) of the 225 general teachers had completed postgraduate courses on inclusive education.
Instruments


A three-part survey questionnaire was used to collect data from the participants. The first part of the survey collected demographic information (e.g., gender, age, teaching role, teaching experience, training on inclusive education). The second part of the survey collected information about the teachers’ attitudes towards inclusion and their self-efficacy skills for inclusive practices. A shortened version of the Core Perspectives Scale (7 items) drawn from the My Thinking about Inclusion (MTAI) instrument developed by Stoiber, Gettinger, and Goetz (1998) was used. This 5-point Likert-type scale addresses the teachers’ attitudes towards the general philosophy of inclusive education. The higher the composite score on the Core Perspectives Scale the more positive teachers’ attitudes are implied. The self-efficacy perceptions’ measure was the Teacher Efficacy for Inclusive Practices (TEIP) instrument developed by Sharma, Loreman, and Forlin (2012). This is a 6-point Likert-type inventory consisting of three factors namely: ‘efficacy for using inclusive instructions’; ‘efficacy for collaboration’; and ‘efficacy for managing behaviour’. In this study, a 5-point version of this scale was used in line with all other measurements employed. The higher the score on the TEIP scale the higher the teachers’ efficacy to implement inclusive practices is. The third part included a dichotomous question assessing the teachers’ willingness to implement peer-tutoring in their class. This variable was designed to serve as a dependent variable in the planned regression analysis and with a view to recruit participants for the subsequent phase of the research project. Additionally, Likert-type scales were also included rating peer tutoring’s benefits for students with and without SEN (10 items); peer tutoring’s benefits for the teachers themselves (6 items); and teachers’ self-efficacy perceptions for implementing peer tutoring in their classrooms (7 items). Based on various studies examining the impact of peer tutoring on students’ academic and social skills along with studies examining teachers’ attitudes and perceptions of peer tutoring (e.g. Carter et al., 2015; Jones, 2007; Van Keer and Vanderlinde, 2013), the authors developed the scales on the last part of the questionnaire. In all these scales, the higher score represents a higher degree of agreement with the statements. The full questionnaire is available from the authors at request.

Procedures

The Core Perspectives Scale and the TEIP scales are originally written in English. During the translation and adaptation processes of these two scales, the Greek versions were cross-checked with the English ones. The translator was fluent in English and had knowledge on inclusive education and teaching experience in Greece. The translated versions of the scales were given to ten native Greek teachers who had a good command of the English language. Based on their comments, some minor adaptations were made to the wording of the scales. The revised versions of the scales were finally given to a native Greek professional translator and were back translated into English resulting in a very close match to the original scales.

Permission for conducting the study was obtained from the Ministry of Education, as it is compulsory prior to any data collection in Greek schools. Survey packages were sent to the headteachers of the identified schools, which contained a letter describing the purpose of the study along with the survey questionnaires. In the letter, it was clearly stated that the teachers’ participation was voluntary and their anonymity was guaranteed. The completed questionnaires were returned through the post. No follow-up administration was carried out as the return rate was satisfactory.

Data analysis

The participants’ responses to the questionnaires were coded and imported into the Statistical Package for the Social Sciences (SPSS) version 23. Prior to conducting our main analyses we examined the factorial structures of all scales employed through a series of principal component analyses with varimax rotation. With regard to the Core Perspectives Scale the analysis revealed one factor. With regard to the TEIP scale, the analysis extracted three components as anticipated namely “efficacy for inclusive instruction”, “efficacy for collaboration”, and “efficacy for managing behavior”. The remaining three scales relating to peer tutoring all produced single factorial solutions. Details of the factorial solutions produced and the internal consistency of the extracted components are presented in Table 1. 

[Insert Table 1 here]
Following this, Pearson product moment correlations were calculated between the teachers’ attitudes towards the philosophy of inclusion and various dimensions of teaching efficacy. This analysis revealed that attitudes towards the general notion of inclusion were moderately correlated with efficacy measures used in this study, indicating that such attitudinal measures are conceptually distinct from efficacy measures; the latter were, in turn, more strongly correlated with each other, as anticipated (see Table 2). Next, differences between general and special teachers were examined with respect to their attitudes towards inclusion and their self-efficacy for inclusive practices through a series of independent samples t-test. The remaining analyses concern the general teachers sample only since these are the main agents of implementing inclusion in Greece and, therefore, the only professionals who can apply peer tutoring as an inclusive strategy in regular classrooms. Accordingly, comparisons between groups of general teachers determined by various teacher variables were also calculated through one-way ANOVAs. These were accompanied by descriptive presentation of the perceptions general teachers held about the benefits emanating from the implementation of a peer tutoring programme. Finally, binary logistic regression analysis was conducted to examine the extent to which the attitudes general teachers held towards inclusion and their self-efficacy for inclusive practices can predict their willingness to systematically apply peer tutoring in their classes.
[Insert Table 2 here]

Results
Attitudes and self-efficacy perceptions of the participating teachers

Differences in the attitudes to inclusion held by general and special teachers were examined. The mean responses of both groups to the Core Perspectives Scale are given in Table 3. General teachers were found to hold neutral attitudes while their special counterparts more positive attitudes, a difference that reached statistical significance, t(292) = -8.24, P < .001). The comparison between the two groups in the three efficacy scales revealed that general teachers held significantly lower self-efficacy perceptions for implementing ‘inclusive instructions’ (t[292] = -2.61, P < .01) and in ‘efficacy in collaboration’, (t[292] = -2.13, P < .05) than their special colleagues. By contrast, general teachers reported more positive self-efficacy perceptions for ‘managing behaviour’ than special teachers; nevertheless, this difference was not statistically significant. Finally, as anticipated, a statistically significant difference was detected in the comparison concerning the two groups’ perceived efficacy for implementing peer tutoring in their classes. General teachers held positive self-efficacy attitudes but significantly lower than the ones reported by their special counterparts, t(292) = -3.51, P < .001.
[Insert Table 3 here]
Next, comparisons between groups of general teachers determined by various teacher variables were calculated. The analysis by gender showed that female teachers held more positive attitudes of ‘self-efficacy for peer tutoring’ than their male counterparts, t(223) = -2.13, P < .05. No other gender differences were detected in the other variables examined (see top panel of Table 4). The analysis by age yielded a statistically significant difference in relation to ‘attitudes towards inclusion’ between the three age groups, F(2,222) = 6.99, P < .001. Post-hoc analysis (Tukey) revealed that the significant univariate effect detected was due to differences between the young group and their middle-aged colleagues (P < .01) as well as between the 50+ group and their middle aged colleagues (P < .01). On both accounts the middle-aged teachers held less positive attitudes. Another statistically significant difference detected concerns the self-efficacy perceptions for peer tutoring held by the three age groups, F(2,222) = 5.85, P < .01. On this occasion, the post-hoc analysis indicated that the univariate effect detected was due to young teachers holding more positive perceptions than their middle-aged colleagues (P < .01) (see Table 4). The analysis between the groups of teachers with various years of teaching experience (1-10, 11-20, 21-30, and 31+) failed to detect a statistically significant difference. Finally, it was not possible to compare teachers with postgraduate training on inclusive education with their peers since the former group consisted of only 17 participants.
[Insert Table 4 here]

Perceived benefits from the implementation of peer tutoring


Next we explored the perceptions general teachers hold about the benefits emanating from the implementation of peer tutoring in their classes for both their students and themselves. The top panel of Table 5 presents the participants’ mean responses on the ten Likert-type items concerning student benefits. Strikingly, general teachers rated very highly the enjoyable nature of peer tutoring and the social benefits emanating from its implementation both for students with SEN and for their typically developing peers (see the respective top five items with mean scores ranging from 3.71 to 3.82). Interestingly, the items concerning academic benefits received lower but still positive ratings with mean scores ranging from 3.53 to 3.65. The evidence suggests that general teachers view peer tutoring as an arrangement that primarily stimulates the students’ interest through its enjoyable nature and results in positive social outcomes; and to a lesser extent as an arrangement resulting to positive academic progress.
Regarding teacher outcomes, the bottom panel of Table 5 shows that the participating general teachers rated positively all six potential benefits presented to them with mean ratings ranging from 3.24 to 3.71. The most highly rated teacher benefit concerned the contribution peer tutoring arrangements have to the teachers’ efforts to effectively include students with SEN in the regular class. The next highly-rated benefit concerned the reduction of problematic behaviour in the class, followed by the two benefits relevant to meeting the individualized needs of students. Finally meeting all teaching objectives and covering the curriculum material were also, albeit to a lesser extent, rated positively. The evidence suggests that general teachers recognize the benefits that arise for themselves through the implementation of peer tutoring in their class. However, it is important to note here that the items presented to them elicit only perceptions or expectations which tell us very little about their actual practices. The analysis reported next represents an attempt to predict their willingness to implement peer tutoring in their classes.
[Insert Table 5 here]
Attitudes towards inclusion and self-efficacy for inclusive practices as predictors of willingness to implement peer tutoring

Next the analysis examined whether the attitudes general teachers (N = 225) hold towards inclusion and their self-efficacy for inclusive practices predict their interest in systematically applying peer tutoring in their classes. Binary logistic regression was conducted with the outcome variable being a categorical dichotomy (i.e. “I am interested in implementing peer tutoring in my class as a means to inclusion”) and predictor variables being ‘attitudes towards inclusion’, “efficacy for inclusive instruction”, “efficacy for collaboration”, “efficacy for managing behaviour”, and “efficacy for implementing peer tutoring”. From the 225 participating teachers 138 indicated their interest in applying peer tutoring in their classes. All these 138 teachers indicated their willingness to take part in the subsequent phase of the research which involved evaluating the outcomes of a peer tutoring intervention. This indicates that these teachers were truthful about their intention to implement peer tutoring in their classes and did not provide simply socially acceptable answers.

In the initial model, the method of conducting the regression was the “enter” one in which all five predictors are entered into the regression model as one block. The analysis revealed that with the exception of the “efficacy for managing behaviour” predictor (P = 0.91 > 0.05), all other covariates contributed significantly to the model. To improve the fit of the model, we eliminated the predictor “efficacy for managing behaviour” and proceeded with running again the analysis with the 4 statistically significant predictors. The Omnibus Tests of Model coefficients produced a statistically significant result, χ2(4) = 94.32, P < .001, which confirmed that the model was meaningful and we could proceed with examining its predictive value. The -2 x Log-likelihood obtained was 205.92 with both the Cox and Snell and the Nagelkerke R2 being 0.46, which means that the model’s four predictors accounted for 46.5% of the variability of the dependent variable. The equation of this model was Log(p/(1-p)) = -11.64 + 0.82 * (attitudes towards inclusion) -1.72 * (efficacy for inclusive instruction) + 2.15 * (efficacy for collaboration) + 2.07 * (efficacy for peer tutoring) with the Hosmer and Lemeshow test confirming the model’s goodness of fit (P = .49 > .05). Also examination of the produced correlation matrix revealed that the independent variables of the model were not highly correlated with each other and, therefore, the problem of multicollinearity did not occur.
In the next step we attempted to improve the model by repeating the analysis having first excluded participants with residuals larger than 2 standard deviations. The exclusion of these ‘outliers’ was deemed necessary in order to improve the fit of the model. Eight such cases were excluded from the analysis resulting in a sample of 217 general teachers, which is considered as satisfactory given the number of predictors (N = 4) entered in the analysis. By following the same procedure as in the previous steps, we obtained a new model with better fit with the -2 x Log-likelihood being 163.91 and with the Cox and Snell and the Nagelkerke R2 being 0.59 which means that the four predictors accounted for the 59% of the variability in the dependent variable of the model. The equation of this new model was Log(p/(1-p)) = -15.82 + 1.39 * (attitudes towards inclusion) -2.71 * (efficacy for inclusive instruction) + 3.30 * (efficacy for collaboration) + 2.57 * (efficacy for peer tutoring) with the Hosmer and Lemeshow test confirming the model’s goodness of fit (P = .38 > .05).
[Insert Table 6 here]

From the final model presented above it can be deduced that the predictors “attitudes towards inclusion”, “efficacy for collaboration”, and “efficacy for peer tutoring” influence positively the teachers’ interest in systematically applying peer tutoring in their class. This means that an increase of half a unit in the mean scores of these predictors (that is 0.5 increase in the five-point scales utilized) will be accompanied with an increase in the probability of the teachers showing an interest (of 2 times, 5.2 times, and 3.6 times respectively). Conversely, an increase of half a unit in the mean score of the predictor “efficacy for inclusive instruction” will be accompanied with an increase of 3.87 times in the probability of teachers not showing an interest in applying peer tutoring.
The total accuracy of the model in predicting the teachers’ interest in systematically applying peer tutoring in their class as a means to inclusion is 80.6%. As it can been in Table 7, the percentage of correctly assigning teachers with an interest to apply peer tutoring is 88.2% (that is, 120/136 which represents satisfactory specificity), while the percentage of correctly assigning teachers to the opposite category is 67.9% (that is, 55/81 which represents satisfactory sensitivity). Moreover, the positive predictive value (PPV) of the model is estimated as 82.2% (that is, 120/146) and the negative predictive value (NPV) 77.5% (that is, 55/71).
[Insert Table 7 here]
Discussion


This study examined Greek teachers’ attitudes towards inclusion and their self-efficacy for inclusive practices as predictors on their willingness to adopt innovative inclusive practices such as a peer tutoring programme. In line with previous studies, the participating general teachers reported neutral attitudes towards the general philosophy of inclusion (Avramidis and Kalyva, 2007; Engelbrecht, Savolainen, Nel, and Malinen, 2013). Given that inclusive education has been legislated as the official policy for students with SEN in Greece, it was anticipated that the participating teachers would report favourable attitudes towards the general philosophy of inclusion. However, the reported neutral attitudes mean that Greek teachers despite embracing the principles of inclusion, remain skeptical and have concerns about its effective implementation, a finding also reported in studies conducted in other countries (Galović, Brojčin, and Glumbić, 2014; Savolainen et al, 2012). On the other hand, the participating special teachers reported more positive attitudes towards inclusion than their general counterparts. This finding could be attributed to the enhanced special education knowledge they possessed as well as the specific training they had received on inclusive pedagogical practices (Hsien, Brown, and Bortoli, 2009). The undoubtedly better training that special educators have received also accounts for their significantly higher scores in the scales measuring their efficacy for adopting inclusive instructional strategies, their efficacy for collaborating with other professionals and parents, and their efficacy for implementing a peer tutoring programme. By contrast, general teachers were found to hold more positive perceptions of efficacy for managing disruptive behavior. This finding could be attributed to the extensive teaching experience general teachers had accumulated over the years in comparison to their special counterparts, who had only recently been deployed in regular schools.


The comparisons conducted between different groups of regular teachers determined by their gender failed to detect significant differences between the attitudes towards inclusion and their self-efficacy for inclusive practice held by the two groups which is in agreement with other international studies (Avramidis and Norwich, 2002; De Boer et al., 2011). The only notable difference was with regard to self-efficacy for implementing peer tutoring, where female teachers were more positive than their male counterparts. However, no firm conclusions can be drawn about this gender difference on the basis of this study’s limited evidence. Interestingly, the comparison by age revealed that young teachers held more positive attitudes and self-efficacy perceptions for implementing peer tutoring than their middle-aged colleagues. At the same time, the 50+ group of regular teachers also held more positive attitude towards inclusion than the middle-aged teachers. It could be suggested that the participating youngest group (up to 39 years of age) had qualified more recently and, therefore, had received more training in relation to teaching students with SEN than their middle-aged colleagues (40-49 years of age). At the same time, teachers belonging to the 50+ group had substantially more experience in teaching students with SEN in regular classrooms, thus affecting positively their attitudes.

Regarding the second research question, the participating general teachers emphasized predominantly the social benefits that students with and without SEN gain through their participation in peer tutoring arrangements. This finding was again expected given the plethora of studies demonstrating the social benefits gained through peer tutoring such as improved peer relations and interactions (Carter et al., 2015; Evans and Moore, 2013; Fougner, 2013). Academic benefits were also rated favourably by the participating teachers, albeit to a lesser extent reflecting their concerns about meeting effectively the educational needs of a diverse class population.

Potential teacher benefits were also rated highly by the participating teachers. Specifically, implementing peer tutoring as a means to effectively include students with SEN in their classes was the most favourably rated potential benefit. Indeed, this finding is well in line with peer tutoring literature portraying the approach as suitable and effective for engaging students with SEN in regular educational settings (Jones, 2007). Interestingly, the least rated benefit concerned the covering of content material which reflects the teachers’ preoccupations about the substantial time needed to set up peer tutoring configurations.


The third research question pursued in this investigation provided some interesting insights into the importance of attitudinal and self-efficacy measures. Specifically, the present study showed that teachers’ attitudes towards inclusion, their “self-efficacy for collaboration”, their “self-efficacy for peer tutoring” and their “efficacy for inclusive instruction” predict to a large degree their willingness to implement peer tutoring programme. Interestingly, an increase in the predictor variable “efficacy for inclusive instruction” is accompanied with an increase in the probability of teachers not showing an interest in applying peer tutoring. This finding could be explained by the fact that teachers who perceive themselves as efficient in applying inclusive instructions (and therefore feel that they have effectively included students with SEN in their classes) do consider implementing peer tutoring as a means to inclusion.

Conclusions and Implications to Practice

While most research studies to date have been concerned with examining the relationship between teachers’ attitudes towards inclusion and their self-efficacy perceptions (Malinen, Savolainen, and Xu, 2012; Meijer and Foster, 1988), the present study adds to this literature by demonstrating the predictive validity of these measures when combined. Thus, teachers with positive attitudes towards inclusion and those with high levels of self-efficacy for collaboration and peer tutoring are more willing to implement peer tutoring in their classrooms. This finding can contribute towards the formulation of the content of undergraduate and postgraduate teacher training programmes to promote inclusive education. Far from concentrating on traditional instructional strategies (e.g. characteristics of specific types of disabilities), these programmes ought to emphasize on fostering positive teachers’ attitudes and boosting their self-efficacy for collaboration with other professionals and parents (Montgomery and Mirenda, 2014). This means that for the enhancement of inclusive practices in regular classrooms such as peer tutoring, the pre-service and in-service teachers should be trained on issues related to changes in their attitudes towards the education of students with special educational needs, how they can develop effective collaboration with other teachers, professionals and parents, and how to design and implement the peer tutoring approach. Based on our findings, pre-service and in-service teacher training programmes with such emphases carry the potential to raise teachers’ commitment to inclusion and their confidence in their skills to implement inclusive practices in their classrooms.

Limitations and Future Research

The present study has a few obvious limitations that need pointing out. Firstly, the data were collected by using scales translated from a foreign to Greek language. Although the scales went through a rigorous translation, it is possible that some of the translated items do not capture the exact meaning of the original version of the scales. Secondly, the findings were based on a cross-sectional analysis which involved measurements at a particular point in time. Monitoring teachers’ attitudes and perceptions of self-efficacy over a period of time would undoubtedly offer a richer understanding of the development of such concepts. Thirdly, the research reported here utilized a solely quantitative research design. Collecting qualitative data would have certainly highlighted some contextual factors that shaped the reported attitudes.
Recognising these limitations, the findings of the present study contribute to existing theorizing in the field through confirming the relevance of teachers’ attitudes and their self-efficacy perceptions to the successful implementation of inclusive education. Specifically, this study represents a modest attempt to show that both attitudes and self-efficacy beliefs can predict teachers’ willingness to adopt inclusive practices in their classes. Future research efforts could be directed towards examining the impact of newly developed training programmes on teachers’ attitudes, sense of self-efficacy, and the adoption of inclusive pedagogies in their classes. Other studies could endeavour to examine how teachers’ attitudes and their sense of self-efficacy impact on the academic performance and social functioning of students with SEN in their classrooms. Large-scale studies utilizing multimethod research designs and spanning over significant periods of time would be particularly promising in the pursuit of this research agenda. 
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Table 1. Eigen values, percentage of variance explained and Cronbach alphas of all extracted factors.

	Instruments
	Eigenvalues
	% of variance
	Cronbach alphas

	Core Perspectives
	3.26
	46.64
	.79

	
	
	
	

	Efficacy for inclusive instruction
	7.45
	41.38
	.79

	Efficacy for collaboration
	51.11
	1.75
	.79

	Efficacy for managing behavior
	58.78
	1.38
	.80

	
	
	
	

	Student Benefits
	7.24
	72.49
	.95

	
	
	
	

	Teacher Benefits
	3.82
	63.80
	.88

	
	
	
	

	Efficacy for peer tutoring 
	5.34
	76.30
	.94


Table 2. Correlations between attitudes towards inclusion and various dimensions of teaching efficacy for inclusive practices

	
	1
	2
	3
	4
	5

	1. Attitudes towards inclusion
	-
	
	
	
	

	2. Efficacy for instruction
	.45**
	-
	
	
	

	3. Efficacy for collaboration
	.52**
	.81**
	-
	
	

	4. Efficacy for behaviour
	.27**
	.69**
	.65**
	-
	

	5. Efficacy for peer tutoring
	.48**
	.65**
	.56**
	.53**
	-


** Correlation is significant at the .01 level.

Table 3. Attitudes towards inclusion and self-efficacy for inclusive practices of general and special teachers

	
	Teacher role
	

	
	General

N=225

M(SD)
	Special

N=69

M(SD)
	t-test

	Attitudes toward inclusion
	3.47 (.59)
	4.00 (.43)
	-8.24***

	Efficacy for instruction
	3.77 (.46)
	3.95 (.60)
	-2.61**

	Efficacy for collaboration
	3.80 (.48)
	3.95 (.58)
	-2.13*

	Efficacy for behaviour
	3.85 (.44)
	3.74 (.51)
	NS

	Efficacy for peer tutoring
	3.74 (.62)
	4.04 (.60)
	-3.51***


*p< .05, **p< .01, ***p< .001

Table 4. General teachers’ attitudes and self-efficacy perceptions by gender and age

	
	Gender
	

	
	Male

N=74

Mean (SD)
	Female

N=151

Mean (SD)
	t-test

	Attitudes toward inclusion
	3.39 (.56)
	3.50 (.60)
	NS

	Efficacy for instruction
	3.74 (.54)
	3.79 (.42)
	NS

	Efficacy for collaboration
	3.78 (.54)
	3.81 (.45)
	NS

	Efficacy for behaviour
	3.93 (.49)
	3.82 (.41)
	NS

	Efficacy for peer tutoring
	3.61 (.69)
	3.81 (.58)
	-2.13*

	
	Age
	

	
	Up to 39

N=61

Mean (SD)
	40-49

N=72

Mean (SD)
	50+

N=92

Mean (SD)
	F

	Attitudes toward inclusion
	3.61 (.60)
	3.26 (.63)
	3.53 (.52)
	6.99***

	Efficacy for instruction
	3.82 (.48)
	3.69 (.44)
	3.81 (.46)
	NS

	Efficacy for collaboration
	3.84 (.50)
	3.74 (.49)
	3.82 (.46)
	NS

	Efficacy for behaviour
	3.88 (.38)
	3.90 (.43)
	3.81 (.48)
	NS

	Efficacy for peer tutoring
	3.95 (.42)
	3.59 (.62)
	3.73 (.69)
	5.85**


* p < .05, ** p < .01, *** p < .001

Table 5. General teachers’ perceptions about the student and teacher benefits emanating from the implementation of peer tutoring

	Perceived student benefits
	Ν
	Μean
	SD

	Students with SEN will find peer tutoring enjoyable
	225
	3.82
	.74

	Peer tutoring will improve the social skills of students with SEN
	225
	3.80
	.81

	Students without SEN will improve their social skills
	225
	3.77
	.81

	Students with SEN will benefit socially when undertaking the role of the tutor in peer tutoring
	225
	3.73
	.76

	Students without SEN will find peer tutoring enjoyable
	225
	3.71
	.77

	Students with SEN will benefit academically when undertaking the role of the tutor in peer tutoring
	225
	3.67
	.77

	Students without SEN will benefit socially when undertaking the role of the tutee in peer tutoring
	225
	3.65
	.78

	Peer tutoring will improve the academic skills of students with SEN.
	225
	3.64
	.73

	Peer tutoring will improve the academic skills of students without SEN.
	225
	3.63
	.74

	Students with SEN will benefit academically when they undertake the role of the tutor in peer tutoring
	225
	3.53
	.77

	Perceived teacher benefits
	
	
	

	Implementing peer tutoring enables the teacher to effectively include students with SEN in his/her class
	225
	3.71
	.73

	Implementing peer tutoring enables the teacher to reduce problematic student behavior
	225
	3.65
	.74

	Implementing peer tutoring enables the teacher to individualize his/her teaching
	225
	3.54
	.74

	Implementing peer tutoring allows the teacher to individually assess each student’s progress
	225
	3.49
	.74

	Implementing peer tutoring enables the teacher to meet all his/her teaching objectives
	225
	3.45
	.77

	Implementing peer tutoring gives the teacher the opportunity to cover more curriculum material
	225
	3.24
	.79


Table 6. General teachers’ attitudes and self-efficacy perceptions as predictors of their willingness to implement peer tutoring

	
	
	95% C.I. for Exp(b)

	Covariates included
	B
	S.E.
	exp(B)
	Lower
	Upper

	Attitudes towards inclusion
	1.39
	.45***
	4.03
	1.67
	9.76

	Efficacy for inclusive instruction
	-2.71
	.93***
	.07
	.01
	.412

	Efficacy for collaboration
	3.30
	.87***
	27.14
	4.93
	149.25

	Efficacy for peer tutoring
	2.57
	.49***
	13.12
	4.96
	34.68

	Constant
	-15.823
	2.44
	.000
	
	


Note:  R2 = 80.6% (Hoshmer & Lemeshow), p-value = 0.38 > .05.

*** p < .001

Table 7. Classification Table depicting the predictive accuracy of the model

	
	Predicted

	
	I am interested in using peer tutoring as a means to inclusion

	
	
	No
	Yes
	Percentage correct

	Observed
	No
	55
	26
	67.9

	
	Yes
	16
	120
	88.2

	Overall percentage
	
	
	
	80.6


Note: The cut value is .5
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