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Abstract 

Context: Inclusive education benefits all learners and is recognised as a global priority. 
Teachers’ attitudes are consistently shown to be central to the success of inclusive practices, 
yet sixth-form settings remain under-researched compared to primary and secondary phases. 
This study addresses this gap by examining how personal, professional, and institutional 
factors predict sixth-form teachers’ attitudes towards inclusion. 

Aim: The specific aim was to identify which factors most strongly shape positive inclusive 
attitudes, providing insights that can inform practice and professional development. 

Method: A total of 106 teachers working in UK sixth-form colleges participated. They 
completed the Multidimensional Attitudes Toward Inclusive Education Scale (MATIES), which 
measures cognitive, affective, and behavioural attitudes to inclusive education. Data were 
analysed using multiple regression to explore how personal (e.g. age, gender, lived 
experience), professional (e.g. training, role, experience), and institutional (perceived 
inclusiveness) variables predicted attitudes. 

Findings: All models were statistically significant, showing that the predictors explained a 
meaningful amount of variance in attitudes. The most robust predictors were perceived 
effectiveness of training (p < .01) and lived experience of additional learning needs (ALN) (p < 
.001). Gender showed a smaller partial effect, with female teachers reporting more positive 
attitudes on some subscales (p < .05). In contrast, age, teaching experience, job role, and 
perceived institutional inclusiveness were not significant predictors. 

Implications: Findings suggest that inclusive attitudes are shaped more by modifiable, 
experience-based factors than by fixed traits. This adds new evidence to an underexplored 
area of FE research and highlights the importance of strengthening staff training and valuing 
lived experience within institutions. In practice, this means FE and sixth-form colleges may be 
able to cultivate more inclusive teaching cultures by investing in more meaningful professional 
development and drawing on the perspectives of educators with lived experience. 
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Introduction 
This report is based on a dissertation submitted for an MSc Psychology (Conversion) at The Open 

University, supervised by Dr Alex Sandham. The full dissertation explores predictors of positive 
attitudes toward inclusive education in sixth-form teachers, and it draws on the Multi-dimensional 
Attitudes Toward Inclusive Education Scale (MATIES), which links closely to the Theory of Planned 
Behaviour and provides a structured way to measure how teachers think, feel, and act towards 
inclusion. The study contributes to the growing body of close-to-practice research and aims to inform 
inclusive practices in post-16 education settings. 

Context 
This inquiry was conducted with staff working in UK sixth-form and further education (FE) 

colleges. Participants were recruited through opportunity sampling, with the survey shared via the 
Association of Colleges (AoC) website, internal staff bulletins, and college team platforms. A total of 
106 educators participated, all with at least one year of teaching experience. Due to the nature of 
recruitment, the exact number or type of institutions represented is unknown. 

Post-16 Further Education (FE) settings, including sixth-form colleges and General FE colleges, 
differ structurally from earlier educational phases. In the UK, sixth-form colleges are independent 
institutions primarily offering academic qualifications (such as A-levels) alongside applied courses like 
BTECs, while FE colleges provide a broader mix of provision, including vocational programmes (e.g., 
hairdressing, construction) in addition to academic routes. Unlike compulsory schooling, these post-
16 settings are characterised by greater learner autonomy, more specialised pathways, and a more 
adult-oriented learning environment, often involving students with diverse educational histories and 
support needs. These distinctions make post-16 education particularly relevant for exploring inclusive 
attitudes. 

Motivation, focus and questions 
Inclusive education is a global priority (Krischler, Powell, & Pit-Ten Cate, 2019). Yet, FE settings 

remain under-researched despite extensive research at the secondary and primary levels. These 16-
18 contexts present unique structural challenges that may influence how inclusive education is 
understood and enacted. For example, unlike schools, sixth-form and FE colleges are not legally 
required to appoint a Special Educational Needs Coordinator (SENCO), which may lead to greater 
variability in how inclusive support is structured and implemented (Griffin & Pollak, 2009). 

This inquiry was motivated by the lack of sector-specific data and tools and aimed to address this 
gap by exploring predictors of inclusive attitudes among post-16 educators. The study focused on 
teachers working with students aged 16–18 in sixth form and FE colleges. It was grounded in the 
Theory of Planned Behaviour (Ajzen, 1991), which suggests that behaviour is shaped by intentions, 
and these intentions are influenced by attitudes, perceived norms, and perceived behavioural control. 
In teaching, this means that educators who hold positive attitudes toward inclusion and feel confident 
in their ability to implement inclusive strategies, are more likely to translate these intentions into 
classroom practice.  
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A review of 1,882 studies identified nine attitude scales commonly used in primary and 
secondary education but not in post-16 settings (Ewing et al., 2018). Of these, the Multidimensional 
Attitudes Toward Inclusive Education Scale (MATIES; Mahat, 2008) was selected for its strong 
psychometric properties (Cronbach’s α = .77–.91) and robust validity across diverse educational 
contexts. Unlike the other eight scales, the MATIES is grounded in the Theory of Planned Behaviour 
(Ajzen, 1991) and the only scale that measures attitudes across three dimensions, cognitive, affective, 
and behavioural, capturing how attitudes shape intentions and actions. This theoretical alignment 
offers a more reliable basis for predicting how attitudes may translate into inclusive practices in sixth-
form classrooms. These features make MATIES particularly suitable for examining attitudes in FE 
settings, where sector-specific tools are lacking. The full scale is provided in Appendix 1. 

Research question: What predicts positive attitudes toward inclusive education in FE 
practitioners? 

It was anticipated that identifying predictors of positive attitudes, such as training and lived 
experience, could inform professional development and inclusive practice. In line with the Theory of 
Planned Behaviour, it was expected that more positive attitudes would be associated with greater 
willingness to implement inclusive strategies. Success was defined as identifying statistically 
significant predictors that could support evidence-informed interventions to enhance inclusion in 
post-16 education. 

Inquiry plan and activities 
This inquiry followed a structured, cross-sectional 

design using an online survey. The aim was to identify 
predictors of positive attitudes toward inclusive education 
among FE teachers in the UK. Participants (N = 106) were 
recruited through opportunity sampling. A sixth-form college 
principal acted as a gatekeeper, sharing the survey via the 
Association of Colleges website, internal staff bulletins, and 
college team pages. Eligibility required current employment 
in a UK sixth-form or FE college and at least one year of 
teaching experience. The sample included staff aged 21–65 
years (M = 42.78, SD = 11.17), with 71 females, 33 males, 
and two participants identifying as nonbinary or preferring 
not to disclose gender (see table 1 for descriptive statistics). 

Participants completed the Multidimensional Attitudes Toward Inclusive Education Scale 
(MATIES; Mahat, 2008), which measures cognitive, affective, and behavioural components of attitude 
(see Appendix 1). Predictor variables were age, gender, lived experience of additional learning needs 
(ALN), job role, teaching experience, perceived effectiveness of training, and perceived inclusiveness 
of college culture. 

The following hypotheses were tested: 
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• H1: Perceived effectiveness of training will be a positive predictor of attitudes towards 
inclusive education. 

• H2: Working within an inclusive culture will be a positive predictor of attitudes towards 
inclusive education. 

• H3: Holding a senior leadership position will be a positive predictor of attitudes towards 
inclusive education. 

• H4: Lived experience of ALN will be a positive predictor attitudes towards inclusive education. 
• H5: There will be a difference in attitudes towards inclusive education in relation to age, 

gender, and experience, although the direction of prediction was uncertain due to mixed 
findings in prior research. 

Data were collected via Qualtrics, with participants completing 2 demographic questions, the 18 
MATIES items, and 6 additional items relating to the predictor variables. The survey took 
approximately 8–10 minutes to complete. 

Analysis was conducted using SPSS, with multiple regression used to examine the relationship 
between predictors and each MATIES subscale. Reverse scoring was applied to nine items to reduce 
response bias. Internal consistency was confirmed via Cronbach’s alpha, and all assumptions for 
regression were tested and met. 

Ethical considerations and relationships 
This inquiry was conducted in accordance with the British Psychological Society (BPS) Code of 

Ethics and Conduct (2021) and received ethical approval from the D811 Module Team at The Open 
University. Key ethical considerations included informed consent, anonymity, voluntary participation, 
and the right to withdraw. 

Participants were provided with a detailed information sheet and consent form before beginning 
the survey. They created a unique code to allow for data withdrawal after submission and were 
assured that their responses would remain anonymous and confidential. No personally identifiable 
information was collected. 

As part of the survey, participants were asked to provide demographic information, including 
age, gender, and job role. These variables were essential for the analysis but were treated with 
sensitivity. Anonymity was strictly maintained, and responses were analysed in aggregate to prevent 
identification. The inclusion of these items was approved as part of the ethical review and was clearly 
explained to participants in advance. 

As a teacher-researcher, I was mindful of my dual role and the potential influence this could have 
on participants. Some colleagues from my own institution took part in the study. To mitigate any 
ethical concerns, the survey was distributed via neutral channels such as staff bulletins and team 
platforms, and participation was entirely voluntary. No pressure or incentives were applied, and 
responses were anonymised to prevent identification. 
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E-safety and safeguarding were addressed by hosting the survey securely via Qualtrics, with no 
collection of sensitive personal data. The study did not involve students or vulnerable groups, and all 
procedures complied with institutional safeguarding and data protection policies. 

Findings 
This inquiry set out to answer the research question: What predicts positive attitudes toward 

inclusive education in FE practitioners? 

Multiple regression analysis was chosen to address the research question because it enabled the 
examination of predictors of attitudes across cognitive, affective, and behavioural dimensions, while 
assessing the unique contribution of each variable after controlling for others.  

All models were significant at P = .05 (cognitive: F(9,96) = 5.36, p < .001, R² = .334; affective: 
F(9,96) = 6.27, p < .001, R² = .370; behavioural: F(9,96) = 11.03, p < .001, R² = .500). 
The findings identified three statistically significant predictors of positive attitudes: 

• Perceived effectiveness of training (H1) (p = .011 to < .001) 
• Lived experience of additional learning needs (H4) (p < .001 across all models) 
• Gender (partial effect) (H5) (partial effect: p < .05 for cognitive and behavioural attitudes) 

Lived experience of additional learning needs (ALN) was the most robust and highly statistically 
significant predictor across all three attitude dimensions (cognitive: p < .001; affective: p = .002; 
behavioural: p < .001). Teachers with personal or familial experience of ALN reported more positive 
attitudes, supporting the view that empathy and personal connection are powerful drivers of inclusive 
mindsets. 

Perceived effectiveness of training was the next most significant predictor. Teachers who felt 
their training had fully prepared them for working with learners with ALN consistently reported more 
positive attitudes. However, only 26% of participants believed their training had been effective, 
highlighting a critical gap between provision and its practical impact. 

Gender showed a smaller, partial effect, with female teachers reporting more positive cognitive 
and behavioural attitudes, with affective attitudes showing no difference between genders. In 
contrast, age, teaching experience, job role, and perceived institutional inclusiveness were not 
significant predictors. The lack of predictive value for institutional inclusiveness was unexpected, 
especially as most participants (88%) rated their college as inclusive. This may reflect a ceiling effect 
or suggest that institutional ethos alone is insufficient without effective training and lived experience. 

These findings suggest that inclusive attitudes in post-16 education are shaped less by fixed traits 
(such as age or years of experience) and more by modifiable factors that can be addressed through 
professional development and valuing staff experience. For practitioners and institutions, 
strengthening training and creating opportunities to recognise and share lived experience may be 
effective strategies for fostering inclusive practice. 
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Changes to practice 
Embedding lived experience into staff training 

Following this inquiry, I led a bitesize session during our all-staff training day, presenting the 
findings to managers and teaching staff. The session emphasised the importance of lived experience 
in shaping inclusive attitudes and proposed embedding personal narratives into future CPD. While 
implementation is still in early stages, this proposal has opened valuable conversations about how 
training can be made more authentic and impactful. 

Impact is already evident as the session is being rerun following positive feedback. To evaluate 
further, I plan to use a short post-session survey to capture changes in staff confidence and attitudes, 
and will explore whether ideas from the session are referenced in future CPD planning or discussions. 

Creating a neurodivergent staff group 

As a result of open discussion during the training session and drawing on my own lived 
experience as an autistic educator I have collaborated with colleagues to launch a neurodivergent 
staff group. This group provides a safe space for neurodivergent staff to share experiences and 
strategies for inclusion, fostering openness and mutual support. Alongside this, we have co-designed 
and delivered sessions open to all staff on topics such as “Navigating Diagnosis: Before, During and 
After”. These sessions aim to support all staff and equip them to better support friends, family, and 
students. Feedback has been overwhelmingly positive, with staff reporting feelings of connection, 
understanding, and reassurance that they are not alone. This dual approach, supporting 
neurodivergent staff while raising awareness among all staff, is creating authentic dialogue and is 
hoped to inform college practices and policy through collective lived experience insights. 

Promoting role modelling and disclosure 

Discussions during the session also raised the issue of staff disclosure. In our college, 5% of staff 
currently disclose a disability, and nationally, just 1 in 10 autistic individuals disclose their diagnosis at 
work (DWP, 2024). I am proposing that institutions create safe, voluntary opportunities for staff to 
share their lived experiences of neurodivergence and disability, both to enhance the relevance of 
training and to promote visibility. While disclosure is a personal choice, fostering a culture where it 
feels safe and valued is a necessary first step. 

Implications for practice 
Lived experience must be central to inclusion 

This inquiry reinforces that inclusive attitudes are shaped more by lived experience and 
meaningful training than by fixed traits. Institutions should prioritise staff voices and personal 
narratives in professional development, recognising that lived experience offers insights that cannot 
be replicated through theory alone. 
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Inclusion must extend to staff culture 

Inclusive education cannot be fully realised if staff do not feel safe to be open about their own 
additional learning needs. Creating a culture of acceptance and visibility among staff is essential for 
wellbeing.  

Role modelling starts with visibility 

Disclosure is a personal choice, but fostering an environment where staff feel safe and supported 
to share their experiences is a vital first step. When students see educators openly acknowledging 
their neurodivergence or additional learning needs, and when this openness is accepted and valued 
by the institution, it becomes a powerful teaching tool. For neurodivergent students especially, visible 
role models can be transformative. Unlike other forms of diversity, neurodivergence is often invisible 
unless explicitly stated. An autistic teacher, for example, may not be recognised as a role model 
unless they choose to share that part of their identity. 

This visibility also benefits students who do not have ALN. Seeing neurodivergence represented 
in their teachers helps challenge stereotypes, broaden understanding, and foster empathy. It 
encourages all students to recognise and value difference, and to see inclusion as a shared 
responsibility. In this way, staff openness contributes not only to individual belonging but to a wider 
institutional culture—one where inclusion is not just taught, but lived and modelled every day. 

Reflective evaluation of the process 
Quantitative insights - but a partial picture 

This inquiry used a structured, quantitative approach to identify predictors of inclusive attitudes. 
While the findings were statistically robust and highlighted key factors such as training and lived 
experience, I came to realise that focusing solely on attitudes offers only a partial view of inclusion. It 
risks framing inclusion as an individual responsibility, rather than a systemic and relational practice. 

What if Attitudes Don’t Equal Action? 

This inquiry implicitly drew on the Theory of Planned Behaviour, which assumes that attitudes 
predict intentions and, ultimately, behaviour. However, this assumption is problematic in the context 
of inclusion. Positive attitudes do not guarantee inclusive practice when systemic barriers, 
institutional norms, or resource constraints intervene. Using the theory of planned behaviour reduces 
inclusion to an individual cognitive process, overlooking relational and structural dimensions 
emphasised in critical disability studies. This limitation reinforces my conclusion that measuring 
attitudes alone offers a partial picture and has shaped my next steps: moving beyond individual 
attitudes to explore how educators experience inclusion in practice and how institutional structures 
enable or constrain it, an approach that underpins my PhD research. 

Limitations of measuring attitudes alone 

The use of the MATIES scale provided valuable data but also revealed limitations. Attitudes are 
complex and context-dependent, and self-report measures can be influenced by social desirability 
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bias. This reflection led me to question whether measuring attitudes alone can truly capture the lived 
realities of inclusion in sixth form and FE colleges. 

Toward co-design and relational approaches 

Through this process, I began to see the need for more participatory, co-designed research, 
where educators are not just subjects of study but active collaborators. Inclusion is not something 
that can be imposed from the top down; it must be shaped by those who live and work within 
educational spaces. This shift in thinking has directly informed the design of my proposed PhD, which 
will use mixed methods and co-design principles to explore inclusion more holistically. 

Personal growth and professional clarity 

As an autistic educator, this inquiry deepened my understanding of the role lived experience 
plays, not just in shaping attitudes, but in driving institutional change. Following the completion of 
this dissertation, I decided to share my own story with colleagues and students. This was a personal 
and professional turning point: a conscious step toward modelling the kind of openness and visibility 
that I believe is essential for inclusion. Sharing my experience was an act of bravery, but also one of 
hope, hope that it might help others feel seen, heard, and valued. It has helped me clarify my 
professional purpose: to advocate for inclusive cultures that value difference, not just accommodate 
it. 

Next steps 
Building on the findings of this inquiry, I will continue to develop our neurodivergent staff group, 

which is still in its early stages. The group will remain a safe space and community for neurodivergent 
staff to share experiences and be heard, while using our collective expertise of lived experience to co-
design sessions that support both members and the wider staff body. Planned sessions include one 
focused on “Reasonable Adjustments: What Works,” designed specifically for the group, and another 
on “ADHD and Burnout,” which will be open to all staff to promote understanding and practical 
strategies. 

Alongside this, I will advocate for the importance of lived experience in shaping effective 
inclusion training, underpinned by the belief that empathy and authentic narratives drive meaningful 
change. A key ambition is to use the collective insights of neurodivergent staff to inform college policy 
and practice, this is where the power of shared experience lies. 

These findings provide the foundation for my PhD thesis, supported through a research 
scholarship from the Association of Colleges. This next stage represents an evolution of the inquiry: 
moving from the assumption that inclusion resides within individuals to a more critical perspective 
that views inclusion as a product of systems and relationships. My research will explore how 
educators and students experience inclusion and exclusion in FE settings, with the aim of co-creating 
practical strategies and resources that give voice to disabled, neurodivergent, and minoritised groups. 
The ultimate goal is to support meaningful, sustainable inclusion and training across the FE sector. 
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Supplementary materials/resources 
Survey Instrument and Scales (Appendix 1) 

The structured survey tool combined the Multidimensional Attitudes Toward Inclusive Education 
Scale (MATIES) with custom items designed to explore predictors of inclusive attitudes in sixth-form 
educators. The appendix includes all survey items, reverse-coded questions, operational definitions, 
and coding decisions. This resource may be useful for educators or researchers seeking to explore 
similar themes in Further Education settings. 
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Appendix 1: Survey question and Scales 
How strongly do you agree with the following statement about inclusive educason? In this survey, the 
term “disability” broadly refers to addisonal learning needs (ALN) 

Multidimensional Attitudes Toward Inclusive Education Scale (MATIES) (Mahat, 2008) 

1- Strongly disagree 
2- Somewhat disagree 
3- Disagree 
4- Agree 
5- Somewhat agree 
6- Strongly agree 

 
* Reverse scored 
(Cognisve) 

1. I believe that an inclusive school is one that permits academic progression of all students 
regardless of their ability. 

2. I believe that students with a disability should be taught in special educason schools. * 
3. I believe that inclusion facilitates socially appropriate behaviour amongst all students. 
4. I believe that any student can learn in the regular curriculum of the school if the curriculum is 

adapted to meet their individual needs. 
5. I believe that students with a disability should be segregated because it is too expensive to 

modify the physical environment of the school. * 
6. I believe that students with a disability should be in special educason schools so that they do 

not experience rejecson in the regular school. * 
(Affecsve) 

7. I get frustrated when I have difficulty communicasng with students with a disability. * 
8. I get upset when students with a disability cannot keep up with the day-to-day curriculum in 

my classroom. * 
9. I get upset when students with a disability cannot keep up with the day-to-day curriculum in 

my classroom. * 
10. I am uncomfortable including students with a disability in a regular classroom with other 

students without a disability. * 
11. I am disconcerted that students with a disability are included in the regular classroom, 

regardless of the severity of the disability. * 
12. I get frustrated when I have to adapt the curriculum to meet the individual needs of all 

students. * 
 

(Behavioural) 
13. I am willing to encourage students with a disability to parscipate in all social acsvises in the 

regular classroom. 
14. I am willing to adapt the curriculum to meet the individual needs of all students regardless of 

their ability. 
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15. I am willing to physically include students with a severe disability in the regular classroom with 
the necessary support. 

16. I am willing to modify the physical environment to include students with a disability in the 
regular classroom. 

17. I am willing to adapt my communicason techniques to ensure that all students with an 
emosonal and behavioural disorder can be successfully included in the regular classroom. 

18. I am willing to adapt the assessment of individual students in order for inclusive educason to 
take place. 
 

Predictor variables 
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