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Abstract
PURPOSE: To investigate Greek primary school teachers' attitudes and perceptions towards inclusive education, their self-efficacy in inclusive practices implementation, intention to teach in inclusive classrooms, and individual innovativeness, as well as the relationship among these factors.
METHOD: The research is quantitative, and it involves 150 primary school teachers using convenience sampling. The self-report questionnaire included questions about the teachers' demographic, their nature of work, and the characteristics of their professionalism. In addition, it used four separate scales designed to measure teachers' attitudes and perceptions about inclusion, their intention to teach in inclusive classrooms, their perceived self-efficacy in managing inclusion, and their individual innovativeness.
RESULTS: The analyses reveal that schoolteachers express positive attitudes towards inclusive education, their self-efficacy, their intention to teach in inclusive classrooms, and their individual innovativeness. Teachers' self-efficacy is influenced by their work experience in inclusion classes and by their training in inclusion issues. Correlations were found between the variables, and further, path analysis showed both linear and non-linear effects. Teachers’ self-efficacy in inclusive practices implementation enhances attitudes towards inclusion and intention, and through these two mediating variables also seems to influence positively their individual innovativeness.

CONCLUSION: Teachers' perception of their ability to support all students, regardless of their educational needs, is positively correlated with the development of a more favorable attitude towards inclusive education, as well as their intention to teach in inclusive classrooms. Teachers with these positive attitudes and perceptions are more likely to try new strategies, develop unique solutions to challenges and embrace change and experimentation.
Keywords: Attitudes towards inclusive education, perceived self-efficacy, intention and individual innovativeness, Greek primary school teachers
Points of Interest
· Research on factors related to teachers that contribute to more effective and sustainable inclusion seems fundamental.
· Research data on the relationships among attitudes towards inclusive education, self-efficacy, intention, and individual innovativeness appear to be scarce.
Introduction
Inclusive education is the practice of educating most often students with special educational needs together with their typically developing peers in general education classrooms (Ainscow, 2020). Its main aim is the overall reconfiguration and reconstruction of the school system so that it adequately and effectively meets the educational needs of all students without exception (Ainscow, 2020).
Inclusion is a concept that has appeared on the educational scene in recent years. Its central purpose is to improve and modernize the educational system so that it can provide educational and learning opportunities in a systematic way to all children without exception, similarly, to remove exclusion, stigma and discrimination (Booth & Ainscow, 1998; Ainscow, 2020). The recent requirements for integration of refugee pupils into schools, for systematic management of pupils' different cultural backgrounds and of learning difficulties, as well as for effective management of people with disabilities create an urgent need to put inclusion into practice (Ainscow, 2020) for schools to be aligned with the demands of modern society. To this end, schoolteachers play a crucial role in the education system.
Inclusion requires teachers to use individual resources as well as innovative and inclusive teaching practices with the goal of making learning accessible, meaningful and welcoming to all students (Büssing, et al., 2019). Therefore, to make sustainable and effective practice, individual attitudes and personal resources that enhance it need to be explored.
This research serves as a valuable resource for the scientific community and school organizations to assess teachers' individual factors and personal resources relating to inclusion. Based on the results presented, likewise, it serves to facilitate proposals for new practices aiming to enhance teachers' self-efficacy and thus develop effective inclusive schools for all.
Inclusive Education in the Greek Framework
Various institutional frameworks have been implemented from time to time in Greece in the context of inclusive education for all students without exception. The institutions currently in operation are reception classes, inclusion classes, and parallel support (Giavrimis, 2024).
A) ZEP Reception Classes ('Τάξεις Υποδοχής ΖΕΠ') are established to support, empower and integrate students from vulnerable social groups (e.g foreigners, returnees, migrants/refugees) into the Greek school. The main emphasis of this framework is not only on Greek language learning, but also on supporting the teaching of other subjects to facilitate the adjustment, residence and integration of these student populations into the general educational system and social life.
B) Inclusion Classes ('Τμήματα Ένταξης') in Greek education consist of a 'one-room school' attached to a regular school which is required to meet a wide range of learning needs of the student population (Giavrimis, 2024). However, the latest law on special education, as amended by Law 4368/2016 (Article 82), states that its purpose is 'the full integration of students with special educational needs into the school environment through special educational interventions'. The primary role of a special education teacher is to support a student with learning difficulties for a few hours inside the regular classroom. Inclusion classes admit students in every grade after they have been evaluated by the Interdisciplinary Assessment, Counseling and Support Centre (KEDASY) (LAW 4823/2021) or after a decision issued by the Teachers' Association ('Σύλλογος Διδασκόντων') based on the recommendation of a teacher. Admissions can also occur at the request of parents or guardians or with the agreement of Education Coordinators, some of whom specialize in special and inclusive education. In addition, these students follow an individualized education program formed with their learning and social needs considered (Giavrimis, 2024).
C) At the same time, in the context of inclusive education the institution of parallel support (Παράλληλη Στήριξη) has also been established. The Greek approach to co-teaching, called 'parallel support', was implemented in Greek schools during the 2003-04 school year (Mavropalias & Anastasiou, 2016). Parallel support was seen as a service delivery model that promotes 'the integration of people with disabilities into the mainstream education system'. Specifically, Law 3699 of 2008 states that parallel support meets the needs of a) students who can participate in the general education curriculum if they have appropriate individualized support, b) students with severe educational needs when there is no other special education setting (resource room or special school) in their area, and c) pupils for whom parallel support is necessary based on the identified special educational needs by KEDASY (ΚΕΔΑΣΥ) (Law 3699, 2008, Article 6, p. 3503) (Mavropalias & Anastasiou, 2016). In essence, the teacher supports the pupil in all subjects. The main differences between the inclusion class and parallel support are that the latter supports students who have more severe difficulties, such as autism, ADHD, or any other form of disability. Moreover, pupils who are enrolled in the inclusion class are employed for fewer hours, whereas a parallel support teacher aids the pupil in the classroom throughout the entirety of the teaching hours (full-time).
Based on the existing structures, it can be argued that these institution frameworks, rather than being inclusive, mostly focus on the individual weaknesses of students rather than rethinking the way of teaching to include everyone and therefore probably reflect practices of segregation and inclusion. Although these structures still exist today, the Ministry of Education proposes that teachers support children in the classroom, reassessing in this way the way of teaching. The inclusion class teacher supports students within their classroom environment, in collaboration with classroom teachers, with the aim of some differentiating activities and teaching practices, as well as the appropriate adaptation of the educational material and the educational environment (LAW 4547/2018).
Τhe newest plan for inclusion has been developed recently: A Greece with All for All- The National Strategy for the Rights of Persons with Disabilities 2024-2030. Objective IV.2: Strengthening inclusion in primary and secondary education. Action 107. Emblematic Action of Pillar IV.2: 'Creating and implementing a new institutional framework for inclusive and participatory education in primary and secondary education by using the best European and global practices, modifying the model of allocation of additional support resources to the school unit and upgrading support structures based on their evaluation, through planning of further and full inclusion of students with disabilities in general education schools.' In this context, teachers play an essential role. Therefore, their attitudes and perceptions of inclusion are of great importance for effective inclusion.
Theoretical background
Teachers are a key element of inclusive education because their actions are expected to represent inclusive practices in schools (Ainscow & Sandill, 2010). For this reason, 'teacher-related factors' have received considerable research interest (Büssing, et al., 2019). In this area of research, extensive previous studies have shown that teachers' positive attitudes towards inclusion are essential for the success of all students in inclusive classrooms (Avramidis & Norwich, 2002; Yada & Savolainen, 2017). To date, teachers' attitudes towards inclusive education are overall favourable, as found by Guillemot et al. (2022). This result is in line with several previous studies and meta-analyses (Avramidis & Norwich, 2002; Scruggs & Mastropieri, 1996; van Steen & Wilson, 2020 in Guillemot et al., 2022), but opposes the results found by De Boer et al. (2011), who concluded that teachers' attitudes were either negative or neutral (Guillemot et al., 2022). This contradicts a more recent study by Lindner, Schwab, Emara & Avramidis (2023), in which 36 previous relevant studies were analyzed. The results showed that primary school teachers tend to have a neutral attitude towards inclusion. Attitudes towards inclusion depend on the types of disabilities of the students. Therefore, there is no definite answer. Divergent findings are also found in Greece. Tsakiridou & Polyzopoulou's (2014) research showed that Greek teachers generally expressed positive attitudes, while Avramidis et al.'s (2019) results indicated that general education teachers held neutral attitudes towards inclusion, whereas their special education counterparts held significantly more positive ones. Discrepancies in research findings are due to a combination of factors, including methodological differences, cultural influences, personal beliefs and working conditions.

Another frequently studied variable utilized to understand teachers' classroom practices is the teacher’s self-efficacy (Bandura, 1997). 'Self-efficacy' is understood as an individual's belief in their ability to organize and perform the actions required to successfully carry out a specific teaching task in a particular context, and it, therefore, is a belief that influences motivation, actions and instructional decisions (Bandura, 1997; Woolfolk, 2007). Accordingly, teachers' beliefs about self-efficacy influence student learning (Bandura, 1997). In the field of inclusive education, research conducted in a variety of contexts suggests that 'inclusive teaching effectiveness' consists of three sub-structures, namely inclusive teaching strategies, management of challenging inclusion, and cooperative teaching (Sharma, Loreman, & Forlin, 2012; Sharma & Sokal, 2015). Regarding teachers' self-efficacy in inclusive classrooms, some research reveals that teachers feel effective in managing inclusive classrooms (Friesen et al., 2023) and are confident in their abilities to work with colleagues and dedicated professionals to include children with special educational needs in general classrooms. Furthermore, teacher self-efficacy, as recent research suggests, is also influenced by teachers' experience of teaching students with difficulties, as well as their training (Chow, 2024; Wray, Sharma & Suban, 2022). 
To understand the basics of teachers' attitudes towards inclusion practices, studies have shown a positive relationship between attitudes towards inclusion education and teachers' self-efficacy beliefs (Sharma & Sokal, 2015; Savolainen, et al., 2020; San Martin et al., 2021). Consequently, teachers with high self-efficacy scores related to inclusion reported more positive attitudes towards inclusion in general (Savolainen, et al., 2012; Chow, 2024), especially when considering inclusion of students with disabilities (Hofman & Kilimo, 2014; Weisel & Dror, 2006 in San Martin et al., 2021). 
Studies on intention have been developed based on the approaches of the theory of planned behavior (TPB), which posits that behavior is the product of the intention to act in a certain way (Ajzen, 2011). In a recent study by Chow (2024), conducted in Hong Kong, teachers' intention to teach in inclusive classrooms ranged at moderate levels. By exploring factors that may enhance teachers' intention, it was found that self-efficacy is an important predictor of these intentions (Hellmich et al., 2019; Sharma & Jacobs, 2016). Also, attitudes towards inclusion have been linked to teachers’ intentions (San Martin et al., 2021). Other studies show that both self-efficacy and attitudes towards inclusion influence teachers' intentions and practices (Sharma & Jacobs, 2016; Chow, 2024). Also, attitudes towards inclusion also predict teachers' intentions to teach in inclusive classrooms (Hellmich et al., 2019; Knauder & Koschmieder, 2019; Opoku et al., 2020).
Individual innovativeness is defined as the use of new ideas, methods and practices for teaching and learning at school (Tang, 2021 in Xia & O'Shea, 2024), and it is based on the Individual Innovativeness Theory, which was propounded by Rogers (1995). Many factors could play a role in teacher innovativeness such as teacher preparedness, professional development, professional practices, teacher empowerment, and teacher self-efficacy (Xia & O'Shea, 2024).  In multiple studies, perceived self-efficacy has been positively associated with innovative behavior (Janssen, 2000; Hsiao, et al., 2011; Gkontelos et al., 2023). Specifically, the higher teachers perceive their self-efficacy, the more innovative their behavior becomes, as they seek new ideas and practices. Teachers with high levels of self-efficacy tend to seek different means to motivate and meet the needs of their students (Paneque & Barbetta, 2006). In the Greek context, previous research has shown that Greek teachers exhibit high levels of individual innovativeness (Xafakos et al., 2020). Although inclusive education is an area that has been a concern of the scientific community, literature does not provide a clear and direct link between teachers' intention to be inclusive and their innovative behaviors. While there are studies that examine both factors in isolation (Urton, et al, 2023; Xafakos et al., 2020; Gkontelos et al., 2023), their direct correlation has not been extensively explored. This, however, does not mean that there is no relationship. Intention to teach in inclusive classrooms suggests a willingness to change and adapt characteristics associated with innovation. At the same time, what we know theoretically is that intention is the strongest determinant of future behavior (Ajzen, 2012, p. 10). From this perspective, innovative behavior may be the result of their intention to teach in an inclusive classroom.
In summary, research has shown that teachers' self-efficacy is linked to their attitudes towards inclusion (Savolainen, et al., 2012; Chow, 2024), their intention to teach in inclusive classrooms (Hellmich et al., 2019; Sharma & Jacobs, 2016), and their perceived individual innovativeness (Janssen, 2000; Hsiao, et al., 2011; Gkontelos et al., 2023). Additionally, both self-efficacy and attitudes towards inclusion influence teachers' intentions and practices (Sharma & Jacobs, 2016; Chow, 2024). No relevant studies are found in the literature concerning the relationship between teachers' attitudes towards inclusion and their innovative behavior, as well as between their intention to teach in inclusion classes and their innovative behavior. 
Method
Study Design
Α quantitative survey was conducted in June 2023 by using closed-ended questionnaires (Robson, 2002). The self-report questionnaire included questions about the teachers' demographic, work, and characteristics of their professionalism, as well as two scales measuring the teachers' views and attitudes towards inclusion, and their perceived self-efficacy in managing inclusion. The survey was conducted with a convenience sample of primary school teachers (Creswell, 2011). However, the responses of 150 participants can undoubtedly provide useful information on the topic under investigation (Creswell, 2011).
The Statistical Package for Social Sciences (SPSS), specifically version 23.0, was used to analyze the primary quantitative data. Descriptive statistics were initially conducted to investigate the mean values of the teachers' responses as well as agreement rates. After testing the normality of the sample distributions, statistical parametric tests (t-tests and one-way ANOVA) were performed to examine possible differences. Additionally, tests were carried out to explore possible correlations (Pearson's correlations) between the variables under investigation. To test linear and non-linear relationships, path analysis was utilized (Stage et al., 2004).
Research questions
The current study aims to address the following questions:
1. What is the attitude of Greek primary school teachers towards inclusion?
2. What is schoolteachers’ perception of their self-efficacy in inclusive practices implementation?
3. What is the degree of agreement among teachers as to their intention to teach in inclusive classrooms??
4. What is their self-perception of their innovativeness?
5. Are there any differences between the variables under investigation with respect to their work experience in 'inclusion classes' and in cases of 'parallel support'?
6. Are there correlations between the variables under investigation?
Participants
Table 1. 
Participants' Characteristics
	Characteristics
	Categories
	%

	Gender
	Male
	14.7

	
	Female
	85.3

	Age
	22-30
	9.3

	
	31-40
	36.7

	
	41-50
	25.3

	
	>50
	28.7

	Specialisation
	General education teachers
	84

	
	Special education teachers
	16

	Work experience in an inclusion class
	Yes
	23.3

	
	No
	76.7

	Work experience as a parallel support teacher
	Yes
	35.3

	
	No
	64.7

	Seminars on inclusion
	Yes
	62.7

	
	No
	37.3


The sample of the survey consisted of 150 primary school teachers (Table 1), of whom 128 were women (85.3%) and 22 were men (14.7%). Most of the teachers were general education teachers (84%), while 16% were special education teachers. Fourteen teachers were in the age group of 22-30 years (9.3%), 55 (36.7%) were 31-40 years old, 38 (25.3%) were 41-50 years old, and 43 participants (28.7%) were in the age group of 51 years and older. A proportion of 23.3% had worked in inclusion classes, 35.3% had work experience as a parallel support teacher. Of the 35 teachers who had worked in an inclusion class, 19 had also worked as parallel support teachers. Furthermore, 62.7% (94 participants) attended one or more seminars on the topic of inclusion.
Scales
A) Attitudes towards Inclusion
The Attitudes towards Inclusion Scale (AIS) developed by Sharma & Jacobs (2016) was utilized, comprising of 10 statements. These statements specifically address the extent to which teachers agree and disagree with the effectiveness of inclusion, with its benefit to all students, whether it benefits them academically, and finally whether they believe that all students regardless of ability should be taught in mainstream schools.  The scale was a five-point scale (Disagree, Somewhat Disagree, Neither Disagree nor Agree, Somewhat Agree, Agree). The internal consistency index of the scale was high (α = .815).
B) Perceived Self-efficacy in Inclusive Practices Implementation
The Teacher Efficacy for Inclusive Practices (TEIP) scale is designed to measure the teachers' perceived self-efficacy regarding teaching in inclusive classrooms (Sharma, Loreman & Forlin, 2012). The present study utilized the version by Park, Dimitrov, Das & Gichuru (2016), which includes all the statements from Sharma, Loreman & Forlin (2012). Park et al. conducted a factor analysis to confirm the three subscale dimensions of perceived self-efficacy. It should be noted that the three-factor analysis has also been confirmed for the Greek version by Vogiatzi, Charitaki, Kourkoutas & Forlin (2022). Specifically, the statements refer to the teacher's degree of agreement and disagreement on the three dimensions of perceived self-efficacy: a) implementation of inclusive practices, b) management of students and, by extension, the classroom and lastly, c) effectiveness in working with other specialists as well as parents in the school context. The scale was a five-point scale (Disagree, Somewhat Disagree, Neither Disagree nor Agree, Somewhat Agree, Agree). The internal consistency index of the overall scale was high (α = .897), while the indices for the three subscales were equally high: a) effectiveness in implementing inclusive practices (α = .770), b) effectiveness in collaboration (α = .792), and c) effectiveness in behavior management (α = .883).
C) Intention Scale for Teaching in an Inclusive Classroom
The Intention to Teach in an Inclusive Classroom Scale (ITICS; Sharma & Jacobs 2016; Laranjeira et al., 2022) was utilized. This scale contains seven items divided into two subscales that assess teachers' intentions (150 teachers in this case) to teach in inclusive classrooms: a) intention to modify their teaching and curriculum in order to meet the learning needs of all students (intention to change the curriculum), and b) intention to seek consultation from parents, colleagues and experts in order to support their students (intention to consult). However, in the present study, the overall intention was measured. The scale was a five-point scale (Disagree, Somewhat Disagree, Neither Disagree nor Agree, Somewhat Agree, Agree). The degree of internal consistency was very strong (α = .756).
D) Perceived Individual Innovativeness
Hurt, Joseph and Cook's (1977) scale, whose aim is to measure the teachers perceived individual innovativeness, was utilized, including 20 items. The degree of internal consistency was high (α = .850). The scale was a five-point scale (Disagree, Somewhat Disagree, Neither Disagree nor Agree, Somewhat Agree, Agree).
Results
Teachers express positive attitudes towards their perceived self-efficacy in inclusion and its dimensions (M = 4.12, M = 4.07, M = 4.16, M = 4.14), and towards their intention to teach in inclusion classes (M = 4.57). Additionally, they express relatively positive attitudes towards inclusion (M = 3.81) and their perceived innovativeness (M = 3.88) (Table 2).
A statistically significant difference was found in terms of perceived self-efficacy on both three dimensions and their work experience in an inclusion class. Teachers who had worked in an inclusion department were more positive in their perceived self-efficacy in managing inclusive practices and collaboration. Furthermore, a statistically significant difference was found in terms of perceived self-efficacy in both three dimensions, and participation in relevant (training) seminars on the topic of inclusion. Teachers who had attended seminars on inclusion were more positive in terms of their perceived self-efficacy in managing inclusive practices, and collaborating with parents and other special education teachers (Table 3).

Moderate correlations were found between the variables (Table 4). Self-efficacy was positively correlated with teachers' attitudes towards inclusion (r = .406), teachers' intention to teach in inclusive classrooms (r = .448), and perceived innovativeness (r = .525). Perceived self-efficacy in managing inclusive practices was positively correlated with teachers' attitudes towards inclusion (r = .340), teachers' intention to teach in inclusive classrooms (r = .395) as well as their perceived innovativeness (r = .415). Self-efficacy regarding collaboration was positively correlated with teachers' attitudes towards inclusion (r = .366), teachers' intention to teach in inclusive classrooms (r = .416) as well as their perceived innovativeness (r = .466). Self-efficacy in managing students was positively correlated with teachers' attitudes towards inclusion (r = .311), teachers' intention to teach in inclusive classrooms (r = .315) as well as their perceived innovativeness (r = .432). Furthermore, teachers' attitudes were positively correlated with their intention (r = .591) and their perceived innovativeness (r = .345). Finally, a positive correlation was found between the teachers' intention to teach in inclusive classrooms and their individual innovativeness (r = .390).

Table 2. 
Means, Standard Deviations

	VARIABLES
	N
	MEAN
	SD

	SE
	150
	4.12
	.51

	SEI
	150
	4.07
	.58

	SEC
	150
	4.16
	.59

	SEM
	150
	4.14
	.65

	ATI
	150
	3.81
	.60

	INT
	150
	4.57
	.41

	INN
	150
	3.88
	.46


SE=Self-efficacy (total), SEI=Self-efficacy in inclusive practices, SEC=Self-efficacy in collaboration, SEM=Self-efficacy in classroom management, ATI=Attitudes towards inclusion, INT=Intention, INN=Individual Innovativeness

Table 3. 
Controlling Variance in Perceived Self-Efficacy and Work Experience in an Inclusion Class
	Variables
	Work experience in an inclusion class
	N
	M
	SD

	SE
	YES
	35
	4.28
	.45

	
	NO
	115
	4.07
	.51

	SEI
	YES
	35
	4.27
	.51

	
	NO
	115
	4.01
	.59

	SEC
	YES
	35
	4.40
	.55

	
	NO
	115
	4.09
	.59

	Variables
	Seminars on inclusion
	N
	M
	SD

	SE
	YES
	94
	4.21
	.47

	
	NO
	56
	3.98
	.54

	SEI
	YES
	94
	4.16
	.54

	
	NO
	56
	3.93
	.64

	SEC
	YES
	94
	4.28
	.54

	
	NO
	56
	3.96
	.63


SE=Self- efficacy (total), SEI=Sel-efficacy in inclusive practices, SEC=Self-efficacy in collaboration
Table 4. 
Pearson's Correlations.
	Variables
	1
	2
	3
	4
	5
	6
	7

	1
	SE
	1.00
	
	
	
	
	
	

	2
	SEI
	.837**
	1.00
	
	
	
	
	

	3
	SEC
	.838**
	.598**
	1.00
	
	
	
	

	4
	SEM
	.825**
	.515**
	.513**
	1.00
	
	
	

	5
	ATI
	.406**
	.340**
	.366**
	.311**
	1.00
	
	

	6
	INT
	.448**
	.395**
	.416**
	.315**
	.591**
	1.00
	

	7
	INN
	.525**
	.415**
	.466**
	.432**
	.345**
	.390**
	1.00


**p < 0.01, *p < 0.05.
SE= Self-efficacy (total), SEI= Self-efficacy in inclusive practices, SEC= Self-efficacy in collaboration, SEM= Self-efficacy in classroom management, ATI= Attitudes towards inclusion, INT=Intention, INN=Individual Innovativeness
Αn attempt was made to reflect the relation among the variables of attitudes towards inclusion, self-efficacy in inclusion, intention to teach in inclusive classrooms, and the teachers' individual innovativeness. Path analysis with SPSS AMOS was conducted to determine the relation among the variables mentioned above, as well as to show the direction of each effect. The path, which was tested, was created based on the literature and the relations found between the variables (see Theoretical background). Specifically, the effect of self-efficacy and attitudes towards inclusion on intention and individual innovativeness was examined, as well as whether intention is related to individual innovativeness. First, we looked at the direct effects. The overall fit of the model appears to be strong ([χ² = 0.936, p < 0.001; Comparative Fit Index (CFI) = 1; Root Mean Square Error of Approximation (RMSEA) < 0.001]) (Figure 1).

Fig. 1. 
Path Diagram representing the Interactions among Basic Components of the Study
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The next phase involved checking the statistical significance of the causal effects which are presented in Table 5. Regression weights indicated that statistically significant causal effects indeed exist.
	Table 5. Regression Weights and Direct and Indirect Effects of Core Components

	Effect variables
	Estimate
	p
	Direct effect
	Indirect effect

	Self-efficacy on attitudes towards inclusion
	.478
	<0.001
	0.406
	-

	Self-efficacy on intention
	.200
	<0.001
	0.249
	0.199

	Attitudes towards inclusion on intention
	.334
	<0.001
	0.490
	-

	Self-efficacy on individual innovativeness
	.398
	<0.001
	0.438
	0.087

	Intention on individual innovativeness
	.219
	0.011
	0.194
	-


Perceived self-efficacy directly affects their attitudes towards inclusion. Perceived self-efficacy based on their attitudes towards inclusion both directly and indirectly affects their intention to teach in inclusive classrooms. Their attitudes towards inclusion directly affect their intention. Their perceived self-efficacy based on their intention both directly and indirectly affects their individual innovativeness. Finally, their intention to teach in inclusive classes directly and positively affects their individual innovativeness.
Discussion
In conclusion, teachers are relatively positive about inclusive education, a finding confirmed by relevant research (Avramidis & Norwich, 2002; Scruggs & Mastropieri, 1996; van Steen & Wilson, 2020; Guillemot et al., 2022; Tsakiridou & Polyzopoulou, 2014), but at the same time it deviates from the findings of De Boer et al. (2011) and Lindner, Schwab, Emara & Avramidis (2023). Even if teachers are positive about inclusion, this does not necessarily mean that the education system systematically promotes inclusion. There are many factors that influence the effectiveness of inclusion in education, and teachers' positive attitudes are only one of them. Positive attitudes of teachers are necessary, but not sufficient to promote inclusion. A systematic and holistic approach involving policies, resources, training and a positive school culture is required. The Greek educational system has made progress, but further efforts are needed to fully integrate the principles of inclusion. Investing in teacher training, improving infrastructure, working with experts and changing attitudes are essential to create an educational system that meets the needs of all students.
Even teachers who had not been trained and had no work experience in inclusive classrooms showed equally positive attitudes towards inclusion, intention and self-efficacy with only minor differences. Of course, it should be noted that the attitudes of teachers in this study are on a theoretical level, as there was no relevant question about the practical implementation of inclusion (Lindner, Schwab, Emara & Avramidis, 2023).  
Levels of perceived self-efficacy are high across all three dimensions. This finding is consistent with a similar finding by Friesen et al. (2023). It appears, therefore, that Greek teachers are confident in their abilities to operate inclusive practices, manage students in an inclusive classroom, as well as work with colleagues, specialist professionals and students' parents for effective inclusion. 
Furthermore, teachers who had work experience as inclusion teachers expressed more positive views on their perceived self-efficacy in managing inclusive practices and collaboration, as did those who had attended seminars on inclusion. This finding converges with those of Chow (2024) and Wray, Sharma & Suban (2022). Therefore, relevant experience in inclusion as well as in special education, and even pertinent training, appear to enhance teachers' perception of their ability to manage inclusive practices, and collaborate with other professionals and parents.
Moreover, schoolteachers positively express their intention to teach in inclusive classrooms, a finding that is partially aligned with the respective finding of Chow (2024), as their research showed that teacher intention to teach in inclusive classrooms ranged at moderate levels. Additionally, they express themselves positively regarding their perceived innovativeness, a finding supported by Xafakos et al. (2020).
In terms of correlations, a positive correlation was found between teachers' attitudes towards inclusion and their perceptions of their self-efficacy, a finding which is in line with similar findings (Sharma & Sokal, 2015; Savolainen, et al., 2020; San Martin et al., 2021). Therefore, teachers' self-perception of their ability to implement inclusive practices, manage inclusive classrooms, and collaborate with colleagues, and of course parents, improves their attitudes towards inclusion. It is important to note that sometimes collaboration with parents may be considered of minor importance, not given much importance, and "sacrificed" on the altar of the bureaucratic perception that governs the Greek school, with the school maintaining a formal relationship with parents, without a meaningful relationship. The important thing is to make parents partners and teachers fellow “travelers” in the common effort.
Furthermore, self-efficacy was found to positively influence teachers' intentions to teach in inclusive classrooms (Hellmich et al., 2019; Sharma & Jacobs, 2016). Moreover, the findings of the present study agree with similar ones, indicating that self-efficacy and attitudes towards inclusion influence teachers' intentions (Sharma & Jacobs, 2016; Chow, 2024). Self-efficacy has a linear and non-linear relationship with attitudes towards inclusive education and their intention to teach in inclusive classrooms, and it seems that their positive attitudes also activate their individual innovativeness and thus their search for new practices (Janssen, 2000; Hsiao, et al., 2011; Gkontelos et al., 2023). Therefore, self-efficacy related to intention and attitudes towards inclusion also has ultimate effects. A link has been acknowledged to exist hitherto between self-efficacy and innovative behavior. The current study shows that this relationship is even found in the field of inclusive education, and that perceived self-efficacy directly and indirectly affects individual innovativeness because of their intention and attitudes towards inclusion. Therefore, this finding suggests that teachers with high self-efficacy are more innovative. They are more open to change, because they are not afraid to experiment and adapt their teaching techniques to the needs of their students. They are more creative, because their confidence gives them the freedom to develop new ideas and put them into practice. In addition, the relationship found between intention and individual innovativeness, theoretically supported by the theory of planned behavior, since, as stated by Ajzen (2012), behavior may be the result of their intention.
As mentioned above, teachers exhibit positive attitudes. There was only variation in perceived self-efficacy, which influences the other variables, and it is also related to work experience and training (Wray et al, 2022). Teachers working in the inclusion class, in the Greek educational context, have the main responsibility for the education of pupils with special educational needs (SEN) in mainstream school. This provides them with more opportunities to develop and implement inclusion strategies and practices, enhancing their sense of self-efficacy. Conversely, parallel support teachers often support a particular student with SEN in a classroom, which can limit their opportunities to work with other students and develop a wider range of inclusion skills. So, it is important to keep teachers informed, provide seminars in inclusion issues, for teachers to 'shield themselves' and feel more effective.

The results underline the need for continuous professional development of teachers in inclusive education. In-service training programs should aim to enhance teachers' self-efficacy, providing them with the knowledge, skills and practical strategies necessary to meet the needs of all learners. Educational systems should create a supportive environment for teachers where they feel they have the autonomy and support they need to implement inclusive education practices. This may even include reducing the number of students per classroom, providing additional help and support to teachers, and creating opportunities for collaboration and sharing of experiences between teachers.
Implications for further research
This research explored individual teacher factors that facilitate inclusion. However, the issue of inclusion needs to be explored at three levels —individual, collective, and organizational— as well as in their combination, to enable the school, with the contributions of the field of Educational Administration, to become inclusive for all students regardless of their age, and to develop the ability to effectively manage inclusion issues. 
The study paves the way for further research in the field of inclusive education. It would be useful to explore the factors that influence teachers' self-efficacy, as well as to look for other ways in which positive attitudes towards inclusive education and the intention to teach in inclusive classrooms can be enhanced.
Limitations

Regarding the limitations of the study, the small sample size and the method of convenience sampling should be considered. A future research effort may employ the removal of these limitations by broadening the range of participants, by further analyzing them using mixed methods and the use of different data sources to reach more comprehensive insight. Also, the three classes are quite different, and teachers' beliefs may vary depending on which class they have in mind when responding to the survey. 

Ιt is important to note that in some cases, teachers, when participating in surveys, may choose to give answers that are considered more 'likeable' or 'expected', rather than expressing their actual opinion. This tendency may be due to several factors, such as a desire to avoid criticism and to maintain a positive self-image. 

Acknowledgement

This article is one of the deliveries of a postdoctoral research project, supervised by Dr. Konstantinos Malafantis, Professor of Pedagogy at the National and Kapodistrian University of Athens. 

Declaration of Conflicting Interests. 
The authors declare they have no conflicts of interest.
References
Ainscow, M. (2020). Promoting Inclusion and Equity in Education: Lessons from International Experiences. Nordic Journal of Studies in Educational Policy, 6, 7-16. https://doi.org/10.1080/20020317.2020.1729587 
Ainscow, M. & Sandill, A. (2010). Developing inclusive education systems: the role of organizational cultures and leadership. International Journal of Inclusive Education, 14(4), 401-416. https://doi.org/10.1080/13603110802504903
Ajzen, I. (2011). The theory of planned behaviour: Reactions and reflections. Psychology and Health, 26(9), 1113–1127. https://doi.org/10.1080/08870446.2011.613995 
Ajzen, I. (2012). The theory of planned behavior. In P. A. M. Lange, A. W. Kruglanski, & E. T. Higgins (Eds.), Handbook of theories of social psychology (Vol. 1, pp. 438-459). Sage. https://doi.org/10.4135/9781446249215.n22 
AmeA. gov. gr. (2024). A Greece with All for All: National Strategy for the Rights of Persons with Disabilities 2024-2030 [in Greek]. https://www.amea.gov.gr/strategy/strategy-2024-2030#s_32 
Avramidis, E., & Norwich, B. (2002). Teachers’ Attitudes towards Integration/Inclusion: A Review of the Literature. European Journal of Special Needs Education, 17(2), 129-147. https://doi.org/10.1080/08856250210129056 
Avramidis, E., Toulia, A., Tsihouridis, C., & Strogilos, V. (2019). Teachers’ attitudes towards inclusion and their self‐efficacy for inclusive practices as predictors of willingness to implement peer  tutoring. Journal of Research in Special Educational Needs, 19(S1), 49–59. https://doi.org/10.1111/1471-3802.12477 
Bandura, A. (1997). Self-efficacy: The exercise of control. W. H. Freeman/Times Books/ Henry Holt & Co.
Booth, T. & Ainscow, M. (1998). From Them to Us: An International Study of Inclusion in Education. Routledge.
Bubou, G.M. & Job, G.C. (2022). Individual innovativeness, self-efficacy and e-learning readiness of students of Yenagoa study centre, National Open University of Nigeria. Journal of Research in Innovative Teaching & Learning, 15(1), 2-22. https://doi.org/10.1108/JRIT-12-2019-0079 
Büssing, A. G., Menzel, S., Schnieders, M., Beckmann, V, & Basten, M.  (2019). Values and Beliefs as Predictors of Pre-service Teachers’ Enjoyment of Teaching in Inclusive Settings. Journal of Research in Special Educational Needs, 19(1), 8–23. https://doi.org/10.1111/1471-3802.12474  
Chow, W.S.E. (2024). Exploring in-service teachers attitudes, teacher self-efficacy, and influential factors for implementing inclusive practices in Hong Kong classroom. Educational Psychology, 44(4), 436-454. http://doi.org/10.1080/01443410.2024.2361280 
Creswell, J. W. (2011). Educational Research: Planning, Conducting, and Evaluating Quantative and Qualitative Research. Pearson Education International.
de Boer, A., Pijl, S. J., & Minnaert, A. (2010). Regular primary schoolteachers’ attitudes towards inclusive education: a review of the literature. International Journal of Inclusive Education, 15(3), 331–353. https://doi.org/10.1080/13603110903030089 
Friesen, D.C., Shory, U. & Lamoureux, C. (2023). The role of self-efficacy beliefs and inclusive education beliefs on teacher burnout. Social Sciences & Humanities Open, 8(1), 100599. https://doi.org/10.1016/j.ssaho.2023.100599 
Giavrimis, P. (2024). Inclusion classes in Greek education: Political and social articulations. An interpretive phenomenological analysis. Journal of Research in Special Educational Needs (JORSEN), 24, 454-464. https://doi.org/10.1111/1471-3802.12644 
Gkontelos, A., Vaiopoulou, J., Stamovlasis, D. (2023). Teachers’ Innovative Work Behavior as a Function of Self-Efficacy, Burnout, and Irrational Beliefs: A Structural Equation Model. European Journal of Investigation in Health, Psychology and Education, 13, 403-418. https://pubmed.ncbi.nlm.nih.gov/36826214/ 
Guillemot, F., Lacroix, F. & Nocus, I. (2022). Teachers’ attitudes towards inclusive education from 2000 to 2020: An extended meta-analysis. International Journal of Educational Research Open, 3, 100175. https://hal.science/hal-04231269/document 
Hellmich, F., Löper, M.F &., Görel, G. (2019). The role of primary school teachers’ attitudes and self-efficacy beliefs for everyday practices in inclusive classrooms–a study on the verification of the ‘Theory of Planned Behaviour’. Journal of Research in Special Educational Needs, 19, 36–48. https://doi.org/10.1111/1471-3802.12476 
Hofman, R.H. & Kilimo, J.S. (2014). Teachers’ attitudes and self-efficacy towards inclusion of pupils with disabilities in Tanzanian schools. Journal of Education and Training, 1(2), 177–198. https://doi.org/10.5296/jet.v1i2.5760 
Hurt, H. T., Joseph, K., & Cook, C. D. (1977). Scales for the measurement of innovativeness. Human Communication Research, 4(1), 58–65. https://doi.org/10.1111/j.1468-2958.1977.tb00597.x 
Hsiao, H.-C., Chang, J.-C., Tu, Y.-L., & Chen, S.-C. (2011). The impact of self-efficacy on innovative work behavior for teachers. International Journal of Social Science and Humanity, 1(1), 31-36. https://www.ijssh.org/show-7-269-1.html 
Janssen, O. (2000). Job Demands, Perceptions of Effort-Reward Fairness and Innovative Work Behaviour. Journal of Occupational and Organizational Psychology, 73, 287-302. https://doi.org/10.1348/096317900167038 
Knauder, H. & Koschmieder, C. (2019). Individualized student support in primary school teaching: A review of influencing factors using the Theory of Planned Behavior (TPB). Teaching and Teacher Education: An International Journal of Research and Studies, 77(1), 66-76. https://doi.org/10.1016/j.tate.2018.09.012 
Laranjeira, M., Teixeira, M. O., Roberto, M. S., & Sharma, U. (2023). Measuring teachers’ attitudes and intentions towards inclusion: Portuguese validation of Attitudes to Inclusion Scale (AIS) and Intention to Teach in Inclusive Classroom Scale (ITICS). European Journal of Special Needs Education, 38(3), 408-423. https://doi.org/10.1080/08856257.2022.2107683 
Lindner, K. T., Schwab, S., Emara, M., & Avramidis, E. (2023). Do teachers favor the inclusion of all students? A systematic review of primary schoolteachers’ attitudes towards inclusive education. European Journal of Special Needs Education, 38(6), 766-787. https://doi.org/10.1080/08856257.2023.2172894 
Mavropalias, T. & Anastasiou, D. (2016). What does the Greek model of parallel support have to say about co-teaching? Teaching and Teacher Education, 60, 224–233. http://dx.doi.org/10.1016/j.tate.2016.08.014 
Opoku, M., Cuskelly, M., Pedersen, S. & Rayner, C. (2020). Applying the theory of planned behaviour in assessments of teachers’ intentions towards practicing inclusive education: A scoping review. European Journal of Special Needs Education, 36(4), 577-592. https://doi.org/10.1080/08856257.2020.1779979 
Paneque, O. M., & Barbetta, P. M. (2006). A Study of Teacher Efficacy of Special Education Teachers of English Language Learners With Disabilities. Bilingual Research Journal, 30(1), 171–193. https://doi.org/10.1080/15235882.2006.10162871 
Park, M.-H., Dimitrov, D. M., Das, A. & Gichuru, M. (2016). The teacher efficacy for inclusive practices (TEIP) scale: dimensionality and factor structure. Journal of Research in Special Educational Needs, 16, 2–12. https://doi.org/10.1111/1471-3802.12047 
Robson, C. (2002). Real World Research: A Resource for Social Scientists and Practitioner-Researchers (2nd ed.). Oxford: Blackwell Publishers Ltd.
Rogers, E.M. (1995). Diffusion of Innovations: Modifications of a Model for Telecommunications. In: Stoetzer, MW., Mahler, A. (eds) Die Diffusion von Innovationen in der Telekommunikation. Schriftenreihe des Wissenschaftlichen Instituts für Kommunikationsdienste, vol 17. Springer, Berlin, Heidelberg. https://doi.org/10.1007/978-3-642-79868-9_2 
San Martin, C., Ramirez, C., Calvo, R., Muñoz-Martínez, Y. & Sharma, U. (2021).  Chilean Teachers’ Attitudes towards Inclusive Education, Intention, and Self-Efficacy to Implement Inclusive Practices. Sustainability, 13, 2300. https://doi.org/10.3390/su13042300 
Savolainen, H. Malinen, O.-P., & Schwab, S. (2022). Teacher efficacy predicts teachers’ attitudes towards inclusion – a longitudinal cross-lagged analysis. International Journal of Inclusive Education, 26(9), 958-972. https://doi.org/10.1080/13603116.2020.1752826 
Savolainen, H., Engelbrecht, P., Nel, M. & Malinen, O-P. (2012). Understanding teachers’ attitudes and self-efficacy in inclusive education: implications for pre-service and in-service teacher education. European Journal of Special Needs Education, 27(1), 51-68. https://doi.org/10.1080/08856257.2011.613603 
Sharma, U., & Sokal, L. (2016). Can teachers' self-reported efficacy, concerns, and attitudes toward inclusion scores predict their actual inclusive classroom practices? Australasian Journal of Special Education, 40(1), 21-38. https://doi.org/10.1017/jse.2015.14 
Sharma, U., Loreman, T., & Forlin, C. (2012). Measuring teacher efficacy to implement inclusive practices. Journal of Research in Special Educational Needs, 12(1), 12-21. https://doi.org/10.1111/j.1471-3802.2011.01200.x 
Sharma, U. & Jacobs, D.K. (2016).  Predicting in-service educators’ intentions to teach in inclusive classrooms in India and Australia. Teaching and Teacher Education, 55, 13–23. https://doi.org/10.1016/j.tate.2015.12.004 
Stage, F. K., Carter, H. C., & Nora, A. (2004). Path Analysis: An Introduction and Analysis of a Decade of Research. The Journal of Educational Research, 98(1), 5–12. https://doi.org/10.3200/JOER.98.1.5-13 
Tsakiridou, H., & Polyzopoulou, K. (2014). Greek teachers’ attitudes toward the inclusion of students with special educational needs. American Journal of Educational Research, 2(4), 208-218. https://pubs.sciepub.com/education/2/4/6/index.html 
Urton K., Wilbert J., Krull J., Hennemann T. (2023). Factors explaining teachers’ intention to implement inclusive practices in the classroom: Indications based on the theory of planned behaviour. Teaching and Teacher Education, 132, 104225. https://doi.org/10.1016/j.tate.2023.104225 

Vogiatzi, C.A., Charitaki, G., Kourkoutas, E. and Forlin, C. (2022) The Teacher Efficacy for Inclusive Practices (TEIP) Scale: Further Evidence for Construct Validity in Greek-Speaking Teachers. Prospects, 52, 387–403. https://doi.org/10.1007/s11125-022-09605-w 
Weisel, A. & Dror, O. (2006). School climate, sense of efficacy and Israeli teachers’ attitudes toward inclusion of students with special needs. Education, Citizenship and Social Justice, 1, 157–174. https://doi.org/10.1177/1746197906064 
Woolfolk, A. (2007). Educational psychology. Boston: Pearson Education Inc.
Wray, E., Sharma, U. & Subban, P.  (2022). Factors Influencing Teacher Self-Efficacy for Inclusive Education: A Systematic Literature Review. Teaching & Teacher Education, 117, 103800. https://doi.org/10.1016/j.tate.2022.103800 
Xafakos, E., Kaldi, E. Vassiou, Aik., Stavropoulos, V., Papadimas, L., Maratos, A., Stavrianoudaki, A., Tzika, V., & Mastrothanasis, K. (2020). The effect of teachers’ collaborative networks on innovative school climate and their individual innovativeness. European Journal of Education Studies, 7(11), 203-221. https://oapub.org/edu/index.php/ejes/article/view/3347      
Yada, A., & Savolainen, H. (2017). Japanese In-Service Teachers’ Attitudes toward Inclusive Education and Self-Efficacy for Inclusive Practices. Teaching and Teacher Education, 64, 222-229. https://doi.org/10.1016/j.tate.2017.02.005 
Xia, J. & O'Shea, C. (2024). What makes a difference in teacher innovativeness? Evidence from the TALIS 2018 US teacher data.  Journal of Research in Innovative Teaching & Learning, Vol. ahead-of-print No. ahead-of-print. https://doi.org/10.1108/JRIT-09-2023-0144 
� Corresponding author: �HYPERLINK "mailto:stathisxafakos@yahoo.com"�stathisxafakos@yahoo.com�





ISSN: 2794-4417[image: image2.png]() _®






https://tidsskrift.dk/ejie                


1
ISSN: 2794-4417[image: image3.png]® ) H 9D 1) v  ANANVIEE - Aerrovpyia oupparsttag - AmoBrkevTike ot Béon "autéc o modoyioTic” v Pl Axa!aknx@nissumgv. - & x

Kowij xpiion

Q@ Avnénan omoBieeuon

Apxeio Kevipui Eocoywyf IxéSio Ixedioon Awtafn  Avagopic  Iroieia cddmloypagioc  AvaBswpnon  MpoBodj  BorBei |2 sxoha | | £ Enceepyaoia ~|

o L o &

3 B I U~va x x

1=v Baowé Xwpicsidorye  ETUKEDaAAL

el = Enctepyocia | Vrayopevon Empthea
TG A £ A~ hee BPr; : :
Npoxapo Toamontod 5 nepéveasos 5 B 5 owi  Evacenoia | Emuden  Mpocsera
¢ .
ATTITUDES TOWARDS
INCLUSION
o 5
(& )
9. Q.
SELF-EFFICACY — INTENTION
o 2
o
9 .
INDIVIDUAL INNOVATIVENESS
Ioisasomos  548hctac R Avyhd (Hvwnivwy Mohneuy)  MpoBhéya kawévou: Evepyoronuéve T MpooBooiudtnto: Mn Swéoun [ Eotioon

u






https://tidsskrift.dk/ejie                


