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ABSTRACT: The main purpose of this study was to analyse the psychometric properties of the Chilean-Spanish version of the 
Attitudes towards Inclusion Scale (AIS), the Intention to Teach in Inclusive Classrooms Scale (ITICS), and the Teacher Efficacy for 
Inclusive Practices (TEIP) scale. The secondary objective was to establish whether the intention to teach in inclusive classrooms is 
influenced by attitudes and self-efficacy. Participants were 569 in-service teachers. The results indicated adequate reliability scores 
for the three instruments. The results of the exploratory factor analysis (EFA) of the AIS confirmed the existence of two factors. The 
ITICS was determined to be unidimensional. The factor structure of the TEIP scale differed substantially from that of the original 
scale, and two factorial solutions were determined to be the best fit for Chilean teachers. Self-efficacy for inclusive practices and 
attitudes towards inclusion had a positive effect on intention to implement inclusive practices. The implications of the findings for 
teacher education programmes are discussed.
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RESUMO: O principal objetivo deste estudo foi analisar as propriedades psicométricas da versão chileno-espanhola da Escala 
de Atitudes em relação à Inclusão (AIS), da Escala de Intenção de Ensinar em Salas de Aula Inclusivas (ITICS) e da escala de 
Eficácia do Professorado para Práticas Inclusivas (TEIP). O objetivo secundário foi determinar se a intenção de ensinar em salas 
de aula inclusivas é influenciada por atitudes e autoeficácia. Os participantes foram 569 professores em serviço. Os resultados 
indicaram níveis de confiabilidade adequados para os três instrumentos. Os resultados da análise fatorial exploratória (EFA) da 
AIS confirmaram a existência de dois fatores. A ITICS foi determinada como sendo unidimensional. A estrutura fatorial da escala 
TEIP diferiu substancialmente da escala original, e duas soluções fatoriais foram determinadas como sendo as mais adequadas 
para os professores chilenos. A autoeficácia para práticas inclusivas e as atitudes em relação à inclusão tiveram um efeito positivo 
na intenção de implementar práticas inclusivas. As implicações dos resultados para os programas de formação de professores são 
discutidas.
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1 Introduction

Many international declarations ratify and recognise the importance of fundamen-
tal human rights such as education (United Nations [UN] General Assembly, 1948; United 
Nations Educational, Scientific and Cultural Organization [UNESCO], 2016). Participating 
nations have committed to ensuring that their educational systems guarantee access to equi-
table learning opportunities for all students. From this perspective, inclusive education (IE) 
emerges as a clear means of providing high-quality education to all. Inclusive education is 
defined as education that promotes respect and acknowledges the value of the diversity of all 
people in educational environments, which themselves are characterised by learning and insti-
tutional culture based on these fundamental principles (UNESCO, 2020). Inclusion in schools 
refers to all students who participate, learn, and are engaged in a general education classroom, 
with regular classroom teachers taking on responsibility for their learning and overcoming 
exclusion (Booth & Ainscow, 2011; Ismailos et al., 2019; Muñoz & Porter, 2018). This vision 
defends education and development based on human rights and dignity (UNESCO, 2016), 
equity, and justice (Ainscow, 2020; Slee, 2019).

Latin America is characterised by high levels of segregation among its population 
and is one of the most unequal regions in the world in terms of access to education and the 
distribution of income (Oxhorn & Jouve-Martín, 2017). Students with disabilities are often 
excluded from participating in education across Latin American contexts (Manjarrés Carrizalez 
& Vélez Latorre, 2020). In Chile, where the present study was conducted, school segregation 
occurs largely according to students’ socio-economic level, combined with systemic issues in 
the educational system that promote competition between schools (Valenzuela et al., 2014). 
Public and private school attendance is subsidised through a voucher system. There is no na-
tional or regional hiring system; each school, both public and private, makes an annual offer 
and teachers apply for those positions. In the same way, it is the families who choose the type 
of school their children will attend, which is mediated by socioeconomic status and generates a 
highly segregated and stratified educational system (Hernández & Raczynski, 2015). The value 
of funding received through voucher systems depends on the number of students, their level 
of vulnerability, and average school attendance per classroom. The value of the voucher varies 
according to the classification assigned to each student. Students identified as having special 
educational needs (SEN) are classified as having transitory (e.g., language disorders, attentional 
deficits) or permanent educational needs (e.g., intellectual disability, autism spectrum disorder) 
– Decree no. 170, May 14, 2009.

However, since the Salamanca Declaration (UNESCO, 1994), some positive changes 
have occurred in Chilean society and the country’s educational system. This has made it possi-
ble to update the legislation and guide legislators towards a more inclusive approach (Marchesi, 
2019). Through the formulation of public policy, the Chilean State has made efforts to promo-
te an increasingly inclusive educational system. Support programmes and increased resources 
have been made available to facilitate the education of students with SEN in both special and 
integrated schools (San Martín et al., 2019). In this regard, data from the MINEDUC indicate 
that, as of November 2019, there were a total of 2,027 special schools and 5,998 integrated 
schools, that is, schools that receive public funding and voluntarily choose to operate a School 
Integration Programme to support students identified with SEN. The programme is defined 
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as an educational strategy with an inclusive approach, whose purpose is to favour the partici-
pation and achievement of the learning objectives of all students, providing resources (human 
and material) and equalizing educational opportunities especially for those who have greater 
needs for support to progress in their learning (MINEDUC, 2016, p. 9). These integrated 
schools provided support to a total of 385,993 students, including 62,268 students identified 
as having an intellectual disability. Although there has been progress in educational policies, 
tension persists in both their formulation and implementation. For example, whereas most 
recent policies seem to be influenced by the social model of disability, implementation of the 
policies seems to be largely guided by the medical model of disability (Manghi et al., 2020).

To provide IE, legislation consistent with its principles is required, as well as financial 
resources and teacher training that allow progress in this direction (Ainscow, 2020). Consistent 
with the emergence of policies that seek to advance towards IE the Chilean State has promoted 
the development of teacher education programmes with a key focus on IE and diversification 
of teaching, largely based on the principles of universal design for learning (San Martín et 
al., 2020). These teacher education programmes have been developed in response to Decree 
83/2015, which establishes that all schools, including special schools, must work in accordance 
with the national curriculum. The Decree further proposes a gradual discontinuation of edu-
cation practices implemented in 1990 and influenced by a medical approach that determined 
curricular activities based on the diagnostic label of a student (San Martín et al., 2017). This 
scenario challenges teachers not only in terms of their pedagogical and content knowledge but 
also in regard to their intentions, practices, attitudes, and beliefs about self-efficacy, encoura-
ging them to teach in inclusive classrooms.

1.1 The importance of teachers’ attitudes towards inclusion

Past research suggests that positive attitudes on the part of teachers are a key com-
ponent in creating inclusive classrooms (Saloviita, 2020a), that these attitudes are a predictor 
of teachers’ intentions (Opoku et al., 2020; Song et al., 2019; Yan & Sin, 2014), and that in-
tentions to act in a certain way are the basis of teacher behaviour (Ajzen, 2011). It is therefore 
not surprising that researchers have, in recent decades, examined educators’ attitudes towards 
inclusion (Avramidis & Norwich, 2002; Heyder et al., 2020; Leatherman & Niemeyer, 2005; 
Mata et al., 2020) and the factors (e.g., age, gender, educational experience) that influence edu-
cators’ attitudes. Studies focused on teaching experience show that the attitudes of young tea-
chers aged between 20 and 30 years are more positive than those of teachers aged between 40 
and 50 years (Schmidt & Vrhovnic, 2015). Positive experience in inclusive classrooms is related 
to more positive attitudes on the part of teachers (Avramidis & Norwich, 2002; Leatherman 
& Niemeyer, 2005). Some studies indicate that male teachers have comparatively less positive 
attitudes than their female counterparts (Saloviita, 2020b); however, others highlight that there 
is no correlation between attitudes towards IE and gender (Monsen et al., 2014). In summary, 
although some factors (e.g., experience of teaching in inclusive classrooms) have consistent pre-
dictable relationships with educators’ attitudes, other factors have mixed results (e.g., gender).
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1.2 Self-efficacy for inclusive practices

Teaching efficacy is frequently studied as a variable for understanding teachers’ clas-
sroom practices (Paneque & Barbetta, 2006; Savolainen et al., 2020). Bandura (1997, 2006) 
defines it as the beliefs that an individual has concerning their own abilities to execute a series 
of required behaviours in a successful manner and to obtain expected results in a specific 
teaching-related situation or task (Tschannen-Moran & Woolfolk, 2001).

These beliefs affect students’ academic development (Bandura, 1997) and are asso-
ciated with teaching performance (Woolfolk, 2007). Teachers with high self-efficacy beliefs 
undertake initiatives designed to meet the learning needs of all students and improve their 
motivation (Paneque & Barbetta, 2006) and to establish a higher level of goals to be achieved 
(Mergler & Tangen, 2010). In summary, the theory indicates that teachers’ sense and level of 
effectiveness influences their motivation, decisions, and actions as educators. On the other 
hand, elements that would be influencing teacher self-efficacy have also been described in the 
literature. In this regard, in addition to teachers’ gender, and previous contact experiences, 
also teachers’ professional experiences/familiarity with inclusive education and/or special needs 
education has been studied as predictors of both, teachers’ self-efficacy as well as their attitudes 
(Alnahdi, 2019). Sharma and Sokal (2015) found that improving in special education is a sig-
nificant predictor of self-efficacy. Also, Schwab (2019) confirmed higher self-efficacy in special 
needs teachers than regular teachers. 

A number of authors agree that teaching efficacy is a context- and task-specific cons-
truct (Bandura, 1997; Tschannen-Moran & Woolfolk, 2001). In this sense, the field of IE has 
been considered a specific context (Sharma & Sokal, 2015) and a construct that has cross-cul-
tural validity (Alnahdi, 2019; Miesera et al., 2019). Inclusive teaching efficacy is made up of 
three subconstructs (Sharma et al., 2012): the effectiveness of collaborative teaching (referred 
to the perceptions of teacher self-efficacy to work with families and other professionals), the 
implementation of inclusive teaching strategies (refers to perceived self-efficacy to implement 
inclusive teaching and instructional practices in the classroom), and the management of chal-
lenging behaviour (referred to the perception of self-efficacy to address the manifestation of 
disruptive behaviors in the classroom). 

1.3 Relationship between intention, attitude, and teaching efficacy

Teachers with positive beliefs towards inclusion and a high level of teaching efficacy 
are more likely to use inclusive practices in their classrooms (Kuyini et al., 2018). Research in-
dicates that there is a positive relationship between teachers’ self-efficacy and attitudes towards 
IE (Hofman & Kilimo, 2014; Savolainen et al., 2020; Yada & Savolainen, 2017).

In more recent years, some researchers have suggested that attitudes and efficacy do 
not directly influence teaching practices, but that, together, they influence teaching intentions, 
which ultimately influence their teaching practices. Intentions to exhibit certain behaviours 
are, in turn, the best predictors of actual behaviour (Ajzen, 1991; Opoku et al., 2020; Sharma 
et al., 2017). This correlation between the two constructs has been demonstrated by research 
examining the relationships between intentions and behaviours (Armitage & Conner, 2001).
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Research examining the relationships of intention, attitude, and teaching efficacy 
with IE in countries in the South American region and, more specifically, Chile, is in its infancy 
(Kuitinnen, 2017). In the present study, we explore the intentions of in-service teachers to 
implement inclusive practices in Chile and examine whether their intentions are influenced by 
attitudes towards inclusion and self-efficacy for inclusive practices. The lack of research in the 
countries of the region could partially be explained by the lack of reliable and valid scales that 
could be used to measure educators’ attitudes, efficacy, and intentions in each local context. 
As such, further research is required into identification of a social paradigm, to which an im-
portant contribution has been made by the development of the Teachers’ Efficacy for Inclusive 
Practices (TEIP) scale, the Attitudes towards Inclusion Scale (AIS) and Intention to Teach in 
Inclusive Classroom Scale (ITICS).

Limited access to reliable scales has slowed research progress on important constructs 
in Latin American countries. The availability of psychometrically sound scales to measure edu-
cators’ attitudes, efficacy, and intentions may be significant within the new policy framework 
in Chile and other countries across the region. Such instruments can be used by teacher edu-
cators, researchers, and departments of education to determine the extent to which educators 
are applying inclusive practices in countries like Chile. They can also point to specific areas 
(subscales of different scales) in which greater effort should be invested in order to prepare 
educators to teach in inclusive classrooms.

The present study, which is part of a larger research project developed with the same 
sample of participants, (San Martín et al., 2021), addresses Chilean teachers and examines 
their intention to educate in inclusive classrooms and their attitudes towards inclusion and 
self-efficacy for inclusive practices. Our main objective presented here was to report on the 
psychometric qualities provided by the AIS, ITICS, and TEIP scales and to assess them in a 
South American context. The secondary objective was to establish whether the intention to 
teach in inclusive classrooms is influenced by attitudes and self-efficacy.

According to these objectives, the present study addressed the following research 
questions:

•	 Are the AIS, ITICS, and TEIP scales valid assessment methods in the Chilean educatio-
nal context?

•	 Is the intention to teach in inclusive classrooms in Chile influenced by attitudes towards 
inclusion and self-efficacy for inclusive practices?

2 Method

2.1 Participants

Participants were 569 in-service teachers working in private schools (7.7%), private 
subsidised schools (43.3%), and public schools (49%) located in Northern (14.1%), Central 
(69.8%), and Southern (16%) Chile. A large majority self-identified as female (n=456, 80.1%), 
111 self-identified as male (19.5%), and 2 self-identified with another gender (0.35%). 
Participants were working at special schools (22.3%), regular primary schools (65.9%), and 
high schools (9.9%). Participants included preschool teachers (7.6%), primary education te-
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achers (32.1%), special education teachers (38.7%), secondary education teachers (20.3%), 
teachers of specific subjects (0.9%), and professional technical teachers (0.4%). The majority 
held a Bachelor of Education Degree (61.5%) and had teaching experience ranging from 4-10 
years (30.6%) and 11-20 years (30.8%). The teachers were between the ages of 21 and 65 years, 
and the majority were aged between 26 and 35 years (32.5%).

2.2 Instruments

Data were collected using a four-part survey questionnaire. Part 1 consisted of the 
Attitudes towards Inclusion Scale (AIS), which is a seven-point Likert scale (1=strongly disa-
gree, 7=strongly agree) with 10 items, two of which were phrased in negative terms (items 5 and 
6). The AIS shows two constructs: one factor includes four items related to beliefs concerning 
inclusion, and the second measures feelings about inclusion. Part 2 consisted of the Intention 
to Teach in Inclusive Classroom Scale (ITICS), which focuses more on actions than beliefs, 
and comprises seven items. Both the AIS and ITICS yield total scores, and higher scores are 
indicative of stronger attitudes and a high level of intention to teach in inclusive classrooms. 

Part 3 consisted of the Teacher Efficacy for Inclusive Practices (TEIP) scale, which 
uses a six-point Likert scale (1=strongly disagree, 6=strongly agree). The TEIP scale has 18 ite-
ms divided into three factors: efficacy in using inclusive instruction, efficacy in collaboration, 
and efficacy in managing behaviour. Higher scores in each of the three factors indicate a gre-
ater magnitude of perceived efficacy to teach in inclusive classrooms. The scale is widely used 
internationally and is found to have strong reliability across different international contexts 
(Malinen et al., 2012; Miesera et al., 2019; Song et al., 2019; Yada & Savolainen, 2017).

Finally, part 4 gathered the teachers’ demographic and professional information, in-
cluding educational qualification, teaching experience, and experiences dealing with persons 
with disabilities.

Each scale was originally written in English and was translated into Spanish by two 
native Spanish speakers, one of whom was fluent in English and the other of whom was bi-
lingual. The results were translated by a third party (an English native speaker), and minor 
changes were made to adapt them culturally. Prior to this research, the instruments were tested 
on 64 in-service teachers, and minor changes were made to improve comprehension while 
maintaining the meaning and intent of the original scale items. This procedure constitutes one 
of the first steps in the process of transcultural adaptation of instruments that we have followed 
in this study based on the recommendations provided from the literature (Guillemin et al., 
1993; Sousa, & Rojjanasrirat, 2011), which has been used in different studies with the same 
scales that we report here (Laranjeira et al., 2023; Martins & Chacon, 2020).

2.3 Procedures

Data were collected from in-service teachers working at public and private schools 
registered in a database of participants from previous research (San Martín et al., 2021) which 
were obtained from public databases of the Ministry of Education where the registry of all 
schools in the country and their contact information is found. A link to the four-part online 
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questionnaire was sent by email to school principals, who then provided the link to their tea-
chers. The study was conducted according to the Declaration of Helsinki. Informed consent 
was provided before participants accessed the instruments.

We exclude participants responses if they were incomplete. We also test for the pre-
sence of outliers values (values over +-3 standard deviations from the mean), but none of the 
observation meet this criteria. Hence, the sample size used for validation and regression analy-
sis was 569 participants.

2.4 Analysis

Data were analysed using the Stata 15 and SPSS statistical package version 24. To in-
ternally validate the scales, we conduct both Cronbach’s Alpha statistic and Factor Analysis. In 
doing so we test the validity of this scales in the Chilean context. An exploratory factor analysis 
(EFA) of the main components was performed in order to validate the theoretical constructs 
of the three instruments. The mean scores of the overall scales and subscales were used to assess 
the teachers’ degree of intention to teach in an inclusive classroom (ITICS), their attitudes to-
wards inclusive education (AIS), and their self-efficacy for inclusive practices (TEIP).  Finally, 
regression analyses were conducted to measure the effect of these last two variables (AIS and 
TEIP) on the intention to teach in inclusive classrooms (ITICS). An ordinary least squares 
(OLS) regression model was used, including control variables such as age, gender, teaching 
experience, teacher qualification, academic degree, and contact with persons with disabilities.

3 Results

Our first aim was to determine whether the AIS, ITICS, and TEIP scales are va-
lid measures in the Chilean educational context. Concerning the analysis of consistency and 
validity, the AIS obtained a Cronbach’s alpha of 0.89 after eliminating items 5 and 6 due to 
the results of alpha coefficients. If these two items remain, the scale consistency decreases to 
0.842. Subsequently, when we distinguished between the subscale on beliefs regarding inclu-
sion (0.87) and the second subscale on measured feelings concerning inclusion (0.87), high 
levels of consistency were also observed.

Similarly, when the TEIP scale and ITICS were analysed, positive results were ob-
served. The Cronbach’s alpha statistic for the TEIP scale was 0.91, and it was also positive for 
its three reported subscales: managing behaviour (0.83), collaboration (0.78), and inclusive 
instructions (0.89). Finally, in the case of the ITICS, a Cronbach’s alpha of 0.85 indicated a 
high level of consistency.

After measuring the reliability of the scales, exploratory factor analysis (EFA) was 
performed to describe the existence of each scale’s underlying theoretical constructs. The EFA 
results of the AIS confirm the existence of two factors that explain 73.2% of the variance. The 
first four items are related to beliefs about inclusion, and the last four items are related to fee-
lings about inclusion (see Table 1).
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Table 1
Statistics and Varimax-rotated factor matrix for 8 items of the AIS (n=569)

Variable Factor 1 Factor 2

I believe that all students regardless of their ability should be taught in regular class-
rooms. 0.8431

I believe that inclusion is beneficial to all students socially. 0.805

I believe that inclusion benefits all students academically. 0.8405

I believe that all students can learn in inclusive classrooms if their teachers are willing 
to adapt the curriculum. 0.7466

I am pleased that I have the opportunity to teach students with lower academic ability 
alongside other students in my class. 0.8088

I am excited to teach students with a range of abilities in my class. 0.8735

I am pleased that including students with a range of abilities will make me a better 
teacher. 0.7531

I am happy to have students who need assistance with their daily activities included in 
my classrooms. 0.8298

Note. Blanks represent abs(loading)<.3.

Regarding the ITICS, the results of the EFA demonstrate the existence of one factor 
that explains 53.5% of the variance. This result, along with the alpha coefficients, implies a high 
level of consistency and one-dimensionality of the scale with the Chilean sample (see Table 2).
Table 2
Statistics and Varimax-rotated factor matrix for 7 items of the ITICS (n=569)

Variable Factor 1

Change the curriculum to meet the learning needs of a student with learning difficulty enrolled 
in your class. 0.7534

Consult with the parents of a student who is struggling in your class. 0.7209

Consult with your colleagues to identify possible ways you can assist a struggling student in your 
class. 0.7681

Undertake a professional development program so you can teach students with diverse learning 
needs well. 0.6816

Consult with a student who is displaying challenging behaviors to find out better ways to work 
with him/her. 0.7798

Include students with severe disabilities in a range of social activities in your class. 0.5989

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). 0.8054

In the case of the TEIP scale, the results of the exploratory factor analysis using all 
items are not entirely consistent with the three constructs reported in other studies (Sharma 
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et al., 2012). The results indicate the existence of three factors; however, an intersection be-
tween the subdimensions of the TEIP construct is observed. Thus, the dimension of Inclusive 
Instructions does not appear to be consistently represented in the factors obtained. In addition, 
the items of the collaboration and managing behaviour dimensions are sometimes not only 
associated with the corresponding factors but also share their weight towards the other two 
factors obtained (see Table 3).

Table 3
Varimax-rotated factor matrix, reliabilities, and summary statistics for 18 items of the TEIP scale (n=569)

Variable Factor 1 Factor 2 Factor 3

1 I can make my expectations clear about student behavior. 0.368 0.4919

2 I am able to calm a student who is disruptive or noisy. 0.7514

3 I can make parents feel comfortable coming to school. 0.384 0.6331

4 I can assist families in helping their children do well in school. 0.4006 0.5897

5 I can accurately gauge student comprehension of what I have taught. 0.5002 0.4256

6 I can provide appropriate challenges for very capable students. 0.3153 0.5479

7 I am confident in my ability to prevent disruptive behavior in the 
classroom before it occurs. 0.8131

8 I can control disruptive behavior in the classroom. 0.8716

9 I am confident in my ability to get parents involved in school activi-
ties of their children with disabilities. 0.3328 0.6791

10 I am confident in designing learning tasks so that the individual 
needs of students with disabilities are accommodated. 0.531 0.4911

11 I am able to get children to follow classroom rules. 0.6943 0.3155

12
I am able to work jointly with other professionals and staff (e.g., 
aides, other teachers) to teach students with disabilities in the 
classroom. 

0.7432

13
I can collaborate with other professionals (e.g., itinerant teachers or 
speech pathologists) in designing educational plans for students with 
disabilities.

0.7558

14 I am confident in my ability to get students to work together in pairs 
or in small groups. 0.3536 0.5302 0.3797

15 I can use a variety of assessment strategies (e.g., portfolio assessment, 
modified tests, performance-based assessment). 0.6589

16 I am confident in informing others who know little about laws and 
policies relating to the inclusion of students with disabilities. 0.7631
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Variable Factor 1 Factor 2 Factor 3

17 I am confident when dealing with students who are physically 
aggressive. 0.4801 0.4825

18 I am able to provide an alternate explanation or example when 
students are confused. 0.4386 0.4833

Note. Blanks represent abs(loading)<.3.

Observing these results (Table 3), the decision was taken to test the subscales of 
the TEIP instrument separately, removing and adding items in order to establish a combina-
tion that resulted in theoretically significant factors. In this way, it was possible to maintain 
the subscales of Collaboration and Managing Behaviour, while leaving aside the subscale of 
Inclusive Instructions, as it is not distinguishable from the other factors. To do this, we remo-
ved items 1, 16, and 17 (Table 3). This factorial solution explains 65.5% of the variance of 
these items (Table 3), which is a greater proportion than the 57.6% of the variance explained 
when we included all 18 items of the TEIP scale.

Table 4
Varimax-rotated factor matrix, reliabilities, and summary statistics for the Collaboration and 
Managing Behaviour items of TEIP scale (n=569)

Variable Factor 1 Factor 2 Uniqueness

3 I can make parents feel comfortable coming to school. 0.6079 0.4645

4 I can assist families in helping their children do well in 
school. 0.599 0.4464

9 I am confident in my ability to get parents involved in 
school activities of their children with disabilities. 0.6967 0.3594

13
I can collaborate with other professionals (e.g., itinerant 
teachers or speech pathologists) in designing educational plans 
for students with disabilities.

0.8302 0.3068

12
I am able to work jointly with other professionals and staff 
(e.g., aides, other teachers) to teach students with disabili-
ties in the classroom.

0.8022 0.3192

2 I am able to calm a student who is disruptive or noisy. 0.7694 0.3929

7 I am confident in my ability to prevent disruptive behavior 
in the classroom before it occurs. 0.8329 0.2564

8 I can control disruptive behavior in the classroom. 0.8833 0.1909

11 I am able to get children to follow classroom rules. 0.726 0.3614

In general, good results are obtained for the AIS and ITICS. However, the results of 
the TEIP scale are not consistent with those reported in other international contexts. As such, 
we were able to maintain two subscales of this instrument for the next analysis: Influence of 
attitude, and teaching efficacy on intentions to teach in inclusive classrooms.
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The second question we want to answer is whether the intention to teach in inclusive 
classrooms is influenced by attitudes towards inclusion and perceived self-efficacy for inclusi-
ve practices. Considering the good results regarding the validity and reliability of the scales, 
a multiple OLS regression analysis was conducted using the following model as the basis: 

, where ITICS is the average score of the ITICS, AIS 
is the average of its total items, TEIP is the total average of the collaboration and managing 
behaviour subscales, and X is a matrix of teachers’ socio-demographic characteristics that could 
have an effect on their intention to teach in inclusive classrooms.

As seen in Table 4, the AIS and TEIP scale are progressively included in columns 1 
and 2. A second OLS regression model is estimated by disaggregating the AIS and TEIP subs-

cales as follows: , 
obtaining a parameter b for each dimension of these instruments, where AIS1 corresponds to 
beliefs, AIS 2 corresponds to feelings, TEIP1 corresponds to collaboration, and TEIP 2 corres-
ponds to managing behaviour.

Table 5
OLS regression model for the ITICS

ITICS (1) ITICS (2) ITICS (3)

AIS 0.391*** 0.297***

(8.93) (7.19)
TEIP 0.587***

(7.64)
AIS 1 0.112***

(3.43)
AIS 2 0.168***

(4.12)
TEIP Collaboration 0.563***

(6.55)
TEIP Behavior 0.0513

(0.75)
Control variables
Academic degree Yes Yes Yes
Years of work experience Yes Yes Yes
Knows person with disability Yes Yes Yes
Teacher qualification Yes Yes Yes
Age Yes Yes Yes
Gender Yes Yes Yes
Level of knowledge of educational inclusion policies Yes Yes Yes
Level of confidence to teach students with a disability Yes Yes Yes
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Type of school Yes Yes Yes
Constant 3.544*** 1.201*** 1.127**

(9.22) (2.60) (2.49)
Observations 567 567 567
Adjusted R2 0.263 0.371 0.387

Note. t statistics in parentheses ** p < 0.05, *** p < 0.01.

Based on these results (Table 5), we observe that attitudes towards inclusion (AIS) 
and self-efficacy for inclusive practices (TEIP) have a positive effect on intention to implement 
inclusive practices (ITICS). From this perspective, an increase of one unit in the average of 
the AIS implies an increase of 0.27 points on the ITICS. Additionally, an increase of one 
unit on the TEIP scale average is related to an increase of 0.599 points in the intention of the 
interviewees.

If we distinguish the results for each subscale of the AIS and TEIP instruments, we 
can see positive effects on both subscales of the AIS instrument. However, only self-efficacy in 
collaboration has a significant effect on the intention to implement inclusive practices within 
the classroom (0.557***). No significant effects of self-efficacy in managing behaviour were 
observed on intentions to teach in inclusive classrooms.

Regarding teachers’ individual characteristics, we see that almost none of the demogra-
phic variables had a significant effect on the ITICS. However, the type of school where the tea-
chers work does have a significant effect on intention to teach in an inclusive classroom (-0.383***). 

4 Discussion and conclusions

The aim of the present study was twofold. The first was to assess, in the Chilean edu-
cational context, the psychometric qualities of three instruments that seek to measure attitudes 
towards inclusion (AIS), intention of teaching in the inclusive classroom (ITICS), and teacher 
efficacy for inclusive practices (TEIP). The second aim was to establish whether the intention 
to teach in inclusive classrooms is influenced by attitudes and self-efficacy. The results show 
that the AIS, ITICS, and TEIP scales were valid measures for use in Chile.

Even though the AIS was originally conceived with only one factor, our results coin-
cide with those of Sharma and Jacobs (2016), who obtained the same two factors with in-
-service teachers from Australia and India, and recently in Portugal (Laranjeira et al., 2023). 
Regarding analysis of reliability, the AIS obtained a Cronbach’s alpha of 0.89 and high levels 
in both subscales (above 0.8). In the Chilean population, these results are even stronger than 
those obtained in the original study, because they showed acceptable levels of reliability (>.74) 
(Sharma & Jacobs, 2016). Thus, our results demonstrate the structural validity of the AIS in 
different educational contexts.

The results obtained concerning the validity and reliability of the Spanish version of 
the AIS present possibilities for studying teachers’ attitudes towards inclusion in future compa-
rative research studies in the same way that studies have been carried out in the English version 
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(Sahli Lozano et al., 2021), which gives possibilities to analyse how the different educational 
contexts and the characteristics of teacher training in different countries are related to attitudes 
towards inclusion. As discussed in the introduction, this scale was developed from an inclusive 
perspective, i.e., without focusing on one specific disability or using a deficit paradigm, but 
rather by addressing changes in context and environment. This gives us the opportunity to use 
it not only for research but also as part of professional teacher training, promoting reflection 
on the part of both in-service and pre-service teachers.

In the case of the ITICS, the results showed a strong degree of consistency and 
one-dimensionality with a Chilean sample. These results are different from those obtained by 
Sharma and Jacobs (2016), who reported the presence of two factors. It should be noted that 
the ITICS was originally developed under the hypothesis of having only one solution factor. 
However, in other studies (Sharma & Jacobs, 2016; Song et al., 2019), two factors have been 
identified (intention to change curriculum and intention to consult others). This points to a 
need to continue conducting analyses involving teachers in other educational contexts, both 
in-service and pre-service, to determine the structure of the factor. In addition, further items 
could be added to the scale, as low levels of reliability were reported for one of the two subscales 
(intention to change curriculum) in the original study (Sharma & Jacobs, 2016).

The commitment to providing quality education for each and every student requires 
that teachers not only have intentions to do so, but that they also develop increasingly inclusive 
practices and cultures in their respective communities. This is becoming ever more essential, 
especially in the current Chilean context of rapidly growing diversity, influenced in part by 
greater immigration (Ministry of Social Development of Chile, 2017). In addition, public 
policy in Chile has, since 2015, explicitly promoted the need to adapt and diversify the curri-
culum (Decree no. 83, 2015). As such, instruments that address intentions to teach in inclu-
sive classrooms are highly pertinent and necessary, not only for in-service teachers but also for 
teachers-in-training in both general and special education and at all educational levels. Thus, 
the ITICS presents possibilities for use before, during, or at the end of the training process with 
teachers who could use these inputs as the basis of individual and collective reflection on their 
own pedagogical practices.

Regarding the TEIP scale, as in other studies (Ahsan et al., 2012; Forlin et al., 2014; 
Yada & Savolainen, 2017), our results indicate high levels of overall reliability (.91) and in the 
subscales (above .78). However, our results do not confirm the three-factor structure repor-
ted in other studies involving in-service teachers and preservice teachers (Cardona-Molto et 
al., 2020; Sharma et al., 2012). A similar case study was conducted in Brazil by Martins and 
Chacon (2020), who identified two factors and, as in our study, had to remove item 17 on the 
original scale. 

Similar to a previous study (Sharma & Jacobs, 2016), we observe that attitudes to-
wards inclusion (AIS) and self-efficacy for inclusive practices (TEIP) have a positive effect on 
the intention to implement inclusive practices in the classroom (ITICS) in Chile. Concerning 
these results, one contribution of the present work is its identification of the effect of the AIS 
and TEIP scale on the ITICS by controlling a set of socio-demographic variables, which redu-
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ces the source of endogeneity of the coefficients associated with the AIS and TEIP scale (San 
Martín et al., 2021).

Our results present possibilities for teacher training that emphasise the promotion of 
positive attitudes towards inclusion and self-efficacy. In this sense, it is important to emphasise 
that, as seen in other research (Ahmmed et al., 2013; Sharma & Jacobs, 2016), collaboration 
emerges as a relevant element in the promotion of educational inclusion processes. Thus, training 
processes must include collaborative practices (i.e., coteaching) and provide experiences for tea-
chers to learn how to work with others. This aspect is directly related to the school culture and to 
characteristics of people’s relationships within the school (Booth & Ainscow, 2011), as well as the 
type of school, an aspect that also emerges as a predictor of the three constructs analysed.

The strengths of the present study include its large sample of in-service teachers. 
However, some limitations must be acknowledged. First, the measures, originally designed 
for use in Western countries, may not have been perfectly translated or adapted to a Latin 
American sample. To the best of our knowledge, this research is the first to analyse the psycho-
metric properties of the AIS, ITICS, and TEIP instruments in a Chilean context, for which 
the scales were translated from English to Spanish. Although the equivalence of the two ver-
sions was carefully reviewed as part of the translation process, it is possible that some items in 
Spanish do not accurately reflect the meaning of the original version. Thus, further research 
is needed to examine the structure, specifically for the TEIP scale. In addition, future studies 
should explore pre-service teachers’ intention to teach in inclusive classrooms, their attitudes 
towards inclusion, and their self-efficacy for inclusive practices.

The second limitation of these findings is that the study did not address the views of 
in-service teachers in order to understand their experiences and subjectivities. As such, future 
research would be enriched by a qualitative approach that provides insights into these results 
through interviews and classroom observation. This information would pave the way for the 
design and implement of contextualised teacher training programmes that meet the needs of 
teachers, thus driving progress towards an increasingly inclusive system of education.
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