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Abstract. The paper presents a part of the research data from a broader piece of research
focused on teaching effectiveness in inclusive forms. It analyses the opinions of the teaching
staff at different types of schools on the existing barriers and teachers’ needs related to
inclusive education. The research involved N=1.216 teaching staff (98 % teachers) working
in Slovak schools. A questionnaire developed by the authors was used and respondents
filled it in anonymously in electronic form. The results clearly indicate persistent issues
in the inclusive practice, which are in line with the findings of other nation-wide Studies,
i. e., missing multidisciplinary teams at schools, too many students in a single form, lack
of teaching and specialised staff, limited offer of educational programmes focused on
further education.
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Yuusepcumem Mames bena
bancka-bucmpuya, Cnosaxus

AnHoTanus. B cTarbe mpeacTaBieHa 4acTh TaHHBIX 0oJiee IMHPOKOTO UCCIICTOBAHIIS,
MOCBSIIICHHOTO Y(P(PEKTHBHOCTH MTPENOJaBaHNs B HHKITIO3UBHBIX (hOpMax. AHAIM3UPYETCs
MHEHHE MPENoAaBaTeIFCKOTO COCTaBa Pa3IUIHBIX THIIOB IIKOJ O CYIIECTBYOIINX
MPETSATCTBUSAX U OTPEOHOCTSX YUUTEIICH, CBSI3aHHBIX ¢ MHKIIIO3UBHBIM 00Pa30BaHUEM.
B uccnenosanuu yuacrsosaiau N = 1,216 npenogaareneit (98 % yuureneii), pabdoraromumx
B CIIOBAIIKHX IIKOJaX. Mcmonp3oBanack pazpaboTaHHas aBTOPAMH aHKETa, KOTOPYIO
PECITOHIEHTHI aHOHUMHO 3aIIOJHIUIN B AJIEKTPOHHOH (opme. Pe3yrnbraTsl yka3slBatoT
Ha CyIIECTBOBAHHE PETYILIPHBIX MPOOIEM B HHKITIO3UBHOH TPAKTHKE, KOTOPBIE COTIACYIOTCS
C BBIBOJIAMH JIPYTHX OOMICHAIMOHAIHHBIX UCCICIOBAHNN, HAIPUMEpP, OTCYTCTBUE
MYJBTHIACIUIDTNHAPHBIX TPYII B MIKOJIAaX, OONBIIOE KOMMYECTBO YUCHHKOB B OTHOM KiIacce,
HEXBaTKa IIperioiaBaTeNel U CeUaIn3HpOBAHHOTO MIEPCOHAIIA, OT PAHMYECHHOE ITPEIOKECHUS
00pa3oBaTeNbHBIX IPOrPaMM, OPUCHTHPOBAHHBIX HA MallbHEIee o0pa3oBaHue.

Ki1roueBble ci10Ba: yanuTens, yIeHHK C 0COOBIMU 00pa30BaTEeIbHBIMU MTOTPEOHOCTIMH,
WHKIIIO3UBHAs cpefia, Oapbep, TOTpeOHOCTh, MOATOTOBKA yIUTENCH.

[IpencraBneHHble Pe3yabTaThl SABISIOTCS YaCThIO UCCIEA0BATEIBCKOTO MIPOEKTa MO/
HazBanueM KEGA Ne 046UMB — 4/2018 «Ako rozumieme inkluzivnej edukacii? Tvorba
optimalneho vyucbového modelu « [«Kak Mbl mOHUMaeM HHKIIIO3UBHOE 00pa3oBaHue?
Co3nanue onTUMaIbHON MOIETH 00yUeHHSD |

Hayunas cnenmansaocts: 13.00.00 — megarornyeckne HayKu

Introduction

The needs of the most vulnerable groups
of population, which includes children and
youth with a health disadvantage, are identical
as confirmed by the Sprdva o potrebach deti a
mladych ludi v meste Banska Bystrica (Report
on the Needs of the Children and Youth in the
Banska Bystrica City). The report has focused
on the children with special needs as well,
specifically those with a health disadvantage
(Brozmanova Gregorova et al., 2017). These
needs include «the need to be accepted by the
collective and supported by the surroundings
as well as society, the need for self-awareness,
trust and patience, and the opportunity to spend
free time with healthy peers...» (Brozmanova
Gregorova et al., 2017, p. 92). The needs of
children and youth with a health disadvantage
to spend time with their healthy peers indicate

that inclusion affects everyone and is not limited
to people with special needs. In formal education,
the quality of the educational environment is not
measured only by the material and equipment,
but also by accepting all students without
discrimination. At the same time, it is desirable
to ensure the provision of necessary staff who can
appropriately saturate different needs in children.

Inclusive environment from
the viewpoint of the school management

The European Agency for Development
in Special Needs Education (2014) has stated
that diversity in the context of formal education
is a natural phenomenon, i. e., the diversity of
students and their needs is common. Different
students’ needs are saturated efficiently and on
purpose if the school management is inclined to
introduce the principles of inclusive education.
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The governing body of the school is considered
the main stakeholder in the transformation of
schools towards inclusiveness (Riehl, et al.
2008; MacFarlane & Woolfson, 2013; Janosko
& Neslusanova, 2014, p. 77). Besides the school
management, there are other staff on whom the
practical application of the inclusive principles
into the school environment depends. A qual-
ity, inclusive educational environment can be
created if the main stakeholders in education
appropriately cooperate. If there is coopera-
tion, better conditions for all students can be
secured. The implementation of inclusive ed-
ucation should be perceived as a collective/
team activity in which different participants
are responsible for performing the tasks within
their own scope of activity (EASIE, 2012, p.
22). The support needed by teachers to perform
their tasks in the classrooms includes access to
the structures facilitating communication and
cooperation with a team of experts as well as
opportunities for continuous professional de-
velopment (European Agency for Development
in Special Needs Education, 2012, p. 22). An-
other important role is played by the coopera-
tion and coordination of experts, i. e., network-
ing with the aim to provide interdisciplinary
community service (ibid).

The teacher
and the inclusive school environment

«The trend of inclusive education has found
most of our teachers unprepared in terms of
personality development as well as knowledge
(Leonhardt & Lechta et al., 2006). «Universi-
ty teacher training takes the traditional form,
while the postgraduate and continuous teacher
education is relatively weak and does not re-
flect the up-to-date requirements «(Janosko &
Neslusanova, 2014, p. 50). The OECD TALIS
international teacher testing (Teaching and
Learning International Survey focused on the
teachers and school management to collect in-
formation about their work conditions and the
learning environment at schools) results from
2018 are available. The last measurement at 182
primary schools and 8-year grammar schools
involving approx. 3,300 employees teaching at
ISCED2 level (NUCEM, 2018) took place be-
tween (30/4—11/5/2018). Further nation-wide

research was performed in Slovakia by MESA
(an independent nonprofit NGO promoting re-
forms) (https://todarozum.sk/#oprojekte), The
Learning Makes Sense project has provided an
overview of the Slovak education system in-
cluding the teachers’ readiness to work in an in-
clusive environment (https:/todarozum.sk). It
was found that the readiness of Slovak teachers
has not improved across the reporting periods
(2008, 2013, 2018) (Korsnakova & Kovacova,
2010, p. 57). NUCEM, Press release on main
findings, TALIS2018 Slovakia, p. 3; Basic in-
formation on the OECD TALIS2013 results, p.
6). The authors partially addressed this issue
before (Belkova et al. 2018, 2019). According to
EASIE, teachers face difficulties in the inclu-
sive environment if their actual competences
are not optimal (European Agency for Devel-
opment in Special Needs Education, 2014b).

The barriers and teachers’ needs
in the inclusive environment

A barrier refers to an obstacle that needs
to be overcome to achieve the goal (SR Minis-
try of Finance, p. 10). Barriers in teaching refer
to facts and phenomena that prevent teachers
from performing their work properly or the as-
pects that are perceived by the teachers them-
selves as such.

Educational barriers differ according to
the target groups. For instance, G. D’hertefelt
(2000, in Machalova, 2018) has identified the
following barriers in the adult clients of social
work as a target group: informational, situa-
tional, institutional, and psychological. Miles
(2000, p. 1) has explained that the lack of re-
sources is a barrier for inclusion across the
cultural, geographic, and economic borders;
the resources include human and material (fi-
nancial) resources, access to information and
knowledge, but mainly the people’s attitude to
their exploitation. Miles (2000) considers the
last one of key importance for promoting inclu-
sive education.

In Slovakia, barriers for inclusion have
been identified at the selected primary schools
(State School Inspection — SSI: Report on the
Promotion of Inclusive Education for Prima-
ry School Pupils in the 2018/2019 School Year
and Learning Makes Sense, 2018 performed
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by MESA10). Upon comparison, identical and
specific barriers have been found:

- In terms of developing an inclusive
culture, some schools have failed to understand
the idea of inclusive education in its complexity
(they still confuse inclusion and integration of
students with health disadvantages), other have
not embraced the idea of inclusion at all (SSI,
2018/2019). Similar issues have been identified
in different countries as well (Lishuai Jia &
M. Santi, 2020).

- In terms of further education and
teachers’ professional development, the avail-
able educational programmes have been found
problematic. The offer of quality, relevant edu-
cational programmes (including those focused
on working with students with special educa-
tional needs, i. e., SEN students) is insufficient.
Moreover, the costs related to further education
are high and relevant programmes are often
cancelled (SSI, 2018/2019; Miskolci, Learning
Makes Sense project). The lack of specialised
knowledge and insufficient teaching abilities
have also been identified as barriers by Rajovic
& Jovanovic (2013), Cologon (2013), and Lish-
uai Jia & M. Santi (2020). Lishuai Jia & M. Santi
(2020) have also pointed out that the workload
standards are unclear while the workload gen-
erated by forms with integrated SEN students is
significantly increased in reality.

- The schools remain severely under-
staffed: the number of teaching and special-
ised staff needed is much smaller than their
actual number (SSI, 2018/2019). Lishuai Jia
& M. Santi (2020) have also pointed out that
special education services and research are
also lacking. In the SR, schools lack multidis-
ciplinary teams, which seem to be essential for
providing inclusive environments. It is import-
ant that all team members are autonomous, but
respect each other, learn to cooperate and help
each other, and develop their own procedures
and strategies, i. e., a good working climate. It
can be characterised as follows: 1) constructive
criticism without unnecessary emotions, 2) ab-
sence of competitiveness, 3) lots of mutual as-
sistance (Vancikova & Sabo et.al., 2018, p. 93).

- Teachers describe the current state as
generating «too much other work» (Miskolci,
Learning Makes Sense project).

Methods

The overall goal of the project was to
identify the efficiency of teaching in inclu-
sive forms. The objectives included collecting
teachers’ opinions on the barriers and their own
needs related to inclusive education in practice.
In the broader research project, the empirical
data were collected using a questionnaire de-
veloped by the authors, which incorporated a
modified version of the «Teacher Efficacy for
Inclusive Practices» (TEIP) Scale (Sharma,
Loreman & Forlin, 2012) standardised instru-
ment. The items in the questionnaire were
modified for the purpose of this research, spe-
cifically, open questions were added for the re-
spondents to provide their own opinion. There
were 25 items in total. This paper presents the
results achieved by processing the selected de-
mographic items of the questionnaire, which
required the respondents to provide their own
opinion. The following research questions were
formulated:

RQI1: What are the barriers for inclusive
education referred to by the teaching staff?

RQ2: What could help the teaching staff
improve their working conditions in the inclu-
sive environment?

RQ3: What do the teaching staff propose
changing in the university teacher training?

Based on these research questions, the fol-
lowing items requiring the respondents to for-
mulate their own opinions were created.

Types of barriers for inclusive education
according to the teaching staff — this item mea-
sured how the respondents perceived this as-
pect. This item was formulated based on the
fact that school systems aim to proceed from
integration towards inclusion. However, true
inclusion assumes changes in perception and
organisation of the whole school system and
educational environment, i. e., focusing on di-
verse educational needs and abilities to address
all students. This kind of shift requires a major
reform of educational policies (Kornerova, et
al., online, Introduction), theoretical research
of inclusion, and gradual development of an
inclusive education system (Spotakova, Kun-
dratova, Stefkova, Vojtovda & Zikmund Per-
aSinova, 2018). If the aforementioned require-
ments are not met, teaching and specialised
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staff come across barriers when they strive to
implement inclusive education in practice.

The next item including an open answer
was What helps the teaching staff implement
inclusive education in practice the most?
This item was formulated based on the fact
that inclusive education is perceived as ed-
ucation accessible to all, it provides flexible
solutions, which can be adapted for every in-
dividual regardless of their preferred learning
or communication style, or other specific needs
(Cerestiova & Rollova, 2015 in Ceresiiova et
al., 2018, pp. 13—14). Facilitating an inclusive
education process is not easy, proper set-up
and supporting mechanisms are necessary for
teachers and specialised staff alike.

According to EASIE report entitled Key
Principles of Promoting Quality in Inclusive
Education (2011, p. 15), teaching students at
universities are supposed to develop knowl-
edge, skills, and understanding necessary for
their own self-confidence as well as the ability
to efficiently address different needs of their
students. The Teacher Education for Inclusion
Across Europe — Challenges and Opportuni-
ties report (EASIE, 2011, p. 18) has pointed
out that the structure of university teacher ed-
ucation needs to be improved in terms of in-
clusion. The way future teachers are prepared
for their profession needs a change (EASIE,
2014, p. 16). Based on these reports, the third

item was formulated: What changes are nec-
essary in university teacher education to
improve the competences related to integrat-
ed education and in inclusion. In this case,
experienced teachers were asked to provide
their ideas on how university teacher training
should be improved to prepare the graduates
for integrated education and inclusion. Since
some of the respondents have direct experi-
ence with teaching SEN students, the goal of
this item was to collect their ideas and rec-
ommendations on how to improve the teacher
training.

Characteristics
of the research sample

The research file consisted of N=1,216
teaching staff employed at primary and high
schools in the SR. In total, N=1,379 answers
were collected. Available selection was applied
to select the respondents. The composition of
respondents involved in the survey in terms of
their workplace can be seen in Table 1.

As can be seen, the largest part of the re-
search file included primary school teachers
and high school teachers respectively (62 %
and 23 %). 79 % of the respondents worked
at state schools. Respondents from all regions
of Slovakia were involved, most of them from
Banska Bystrica (16 %), Presov (19 %), and
Kosice (17 %) regions. The majority of respon-

Table 1. Composition of the research sample in terms of the workplace (teaching staff)

N %
Primary school — st stage 386 31.74
Primary school — 2nd stage 388 31.91
Vocational school 281 23.11
Special primary or high school 66 5.43
Grammar school 65 5.35
8-year grammar school 3 0.25
Conservatory 8 0.66
Primary school assistant 3 0.25
Educator (school club, etc.) 2 0.16
Special form of teacher at common school 2 0.16
Special pedagogue at a primary school 12 0.99
Total (respondents) 1216 100.0
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dents had 17-20 (15 %), 24-26 (11 %), 30-32
(11 %), 33-36 (10 %) of practice.

The descriptive items included questions
about the experience with cooperation between
teachers and teaching assistants. In total, the
question was answered by N=569 respondents:
40.07 % (n=228) responded yes and 58.35 %
(n=332) responded no.

Results

This part of the paper presents the results
of the survey, specifically, the open questions
aimed at identifying the perceived barriers and
teachers’ needs relate to inclusive education in
practice (see Table 2).

Open questions were categorised and pro-
cessed using the methods of analysis, synthe-
sis, and generalisation.

Due to the large number and diversity of
responses, the barriers for inclusive education
were categorised into groups. The largest one
was barriers generated by the school itself
(28.14 %). The responses were categorised into
groups as follows:

barriers generated by the school: un-
derstaffing, insufficient material and technical
equipment (lack of funding, space, classrooms),
failure to embrace the inclusive school concept,
incompetent teacher, too many students in the
form overloading the teacher;

by the family: lack of family education,
parents refuse to cooperate, parents are too
demanding or have unrealistic expectations,
parents lack interest in their children’s educa-
tion, low attendance, parents refuse to consult

experts to tackle their child’s problems, geo-
graphic and social isolation, fear that the child
may be labelled, prejudice, parents of healthy
children lack understanding;

by students: low attendance, lack of in-
terest in education, low motivation, negative
attitude to school, other students are intolerant
(aggressive or insensitive), SSN students are re-
luctant to join the collective, lack of discipline
and compliance with the treatment, exploita-
tion of the SSN status, ignoring the recommen-
dations specified in the individual study plan,

by society/state: lack of funding for assis-
tants, conditions for inclusion are not provided,
curricula and syllabi focus on performance, ad-
ministrative burden, poor legislation, too many
students in a form, education system is not a
priority, demands for teachers are too high.

Subsequently, the teaching staff was asked
to provide their ideas on how to improve inclu-
sive education (Table 3).

As can be seen, the responses in Table
2 are related to those in Table 3. The former
question focused on barriers while the latter fo-
cused on the need (to remove the barrier).

Teachers involved in this research were
also asked about their ideas on how to improve
university teacher training to prepare them for
working with integrated students and inclusive
education. The responses reflect the respon-
dents’ own experience with university edu-
cation (>70 % of respondents had more than
17 years of teaching practice) as well as their
teaching practice. As can be seen, the respons-
es revolve around the same issues. They were

Table 2. Types of barriers for inclusive education according to the teaching staff

N %
Generated by school 388 28.14
Generated by family 156 11.31
Generated by students 24 1.74
Generated by state 121 8.77
Generated by society 24 1.74
Total responses 713 51.70
Missing responses 666 48.30
Total 1379 100.0

The number of responses exceeds the number of respondents, because multiple responses could be provided.
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Table 3. What helps the teaching staff implement inclusive education in practice the most?

Responses % n %
. ) specialised staff (special teachers, curative teachers, psy-
Teaching and special- 2357 | chologists) 185 | 13.42
ised staff - - -
teaching assistants (qualified) 140 | 10.15
. practical examples and demonstrations 154 | 11.17
Education 19.15 - — —
educational activities (workshops, training) 110 | 7.98
Number of students 11.60 | lower number of students in the form 160 | 11.60
theoretical material — methodological guidelines, manuals,
Information sources 11.09 | worksheets for specific subjects, tasks for students with spe-| 153 | 11.09
cific SEN, test collections, databases of learning tasks
I do not know 10.30 | I do not know (I have never considered it, hard to say) 142 | 10.30
Total responses 100.0 1379 | 100.0

The unlisted responses were less than 4 % of all responses (the number is too low to be considered relevant). The total
number of responses exceeds the number of respondents (multiple responses were possible).

Table 4. What changes in university teacher education are necessary to im-
prove the competences related to integrated education and in inclusion

N %
Improve theoretical and practical preparation 543 39.38
Improve practical preparation 357 25.89
Improve theoretical preparation 130 9.43
Other 121 8.77
I do not know 65 471
Total responses 1216 88.18
Missing responses 163 11.82
Total 1379 100.00

The total number of responses exceeds the number of respondents (multiple responses were possible).

categorised into the following groups: practi-
cal and theoretical preparation require modi-
fication (39 %), practical preparation requires
modification (25 %), theoretical preparation
requires modification (9 %), see Table 4.

Discussion

Based on Table 2, it can be stated that al-
though only half of the respondents answered
the question about the barriers for inclusive
education, the scope and variability of their re-
sponses corresponded with the barriers referred
to in theory and research. Most frequently, bar-
riers generated by the schools themselves were
referred to (28 %, see Table 2). The failure to

accept the inclusive school concept as a barri-
er referred to by the respondents corresponds
with the SSI findings (2018/2019) as well as the
broader concept of the inclusion index (Booth
& Ainscow, 2002). Ainscow (2005) has ex-
plained that many barriers faced by the teach-
ers result from the established mindset. The
mindset and ways of thinking are influenced by
the environment. Safe, accepting, and cooper-
ating schools that provide inspiring community
environments consider the development of in-
clusive culture important. Their school culture
involves promoting common inclusive values
and relationships based on cooperation Booth
& Ainscow (2002). The respective governing
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body is the main stakeholder in the process of
transforming the school into an inclusive one
2008; MacFarlane & Woolfson, 2013; Janosko
& Neslusanova, 2014, p. 77).

According to Cologon, K. (2013, p. 29) as
well as Sharma & Armstrong et al, (2019), bar-
riers for inclusive education include negative
attitudes and stigma related to «othernessy
and health disadvantage. Lishuai Jia & Mari-
na Santi (2020) have also pointed out that other
students’ parents may have negative attitudes
as well. Similar responses can be found in this
research: the respondents explain that parents
fear their SEN child would be «labelled» and
other children’s parents lack understanding.
The teachers involved in this research (62 %
of them work at primary schools) believe that
the legal representative is responsible for the
child’s school attendance, therefore attendance
issues, lack of discipline (in parent/child), and
ignoring recommendations (treatment, individ-
ual plan) were included in the group of barriers
generated by the student/their family. Howev-
er, these kinds of barriers (lack of stimulation
in the family and interest in education) are not
considered relevant in terms of equal treatment
or education opportunities provided by the
teachers. It seems that teachers consider fam-
ily an important factor affecting the student’s
attitude to inclusion and in turn, its success. In
terms of inclusion research, European studies
focused on family as well (the role of parents
in educational inclusion, see EASIE, 2003).
Barriers for inclusion generated by students
(mainly behavioural) are quite challenging
for the teachers (EASIE, 2003, p. 14). Slovak
teachers repeatedly referred to certain student
characteristics (which could be generalised as
behavioural issues), which make inclusive ed-
ucation more difficult. System barriers includ-
ing insufficient funding and support from the
governing bodies (Cologon, 2013, p. 29) have
also been referred to by the respondents. EAS-
IE (2003) has explained that an appropriate
funding system is of key importance. 8 % of
teachers in this research pointed out certain
barriers out of their control (poor legislation,
lack of funding, curricula and syllabi focused
on performance, administrative burden, too
many students in the form) The findings of this

research are in line with those of the Learning
Makes Sense research project (Miskolci) in
which 22.4 % of teachers specified «too much
other work» as the biggest barrier. OECD TA-
LIS2013 and 2018 have revealed that teachers
spend more than half of their working time
on non-teaching activities such as administra-
tive work (Miskolci). Another barrier was the
form size (large number of students). Some EU
countries consider the form size an important
factor in inclusion (EASIE, 2003, p. 14).

The needs of teachers working in inclu-
sive environments are closely related to these
barriers. For instance, the barrier described as
understaffing (Table 2, see barriers generated
by the school) turned into the need for special-
ised staff and cooperation with experts. (13 %
specified psychologists, special teachers, cura-
tive teachers, or a whole team; 10 % specified
a teaching assistant). 23 % of respondents de-
scribed the need for a teaching or specialised
staff member available for cooperation. The sit-
uation is similar in other countries as well (Li-
shuai Jia & Santi, 2020; Sharma & Armstrong
et al, 2019). Besides the form size, the teachers’
need to cooperate with specialised staff or oth-
er experts can result from their lack of knowl-
edge on inclusive education and opportunities
for their own professional development. As it
was explained in the theoretical background,
this barrier is common across different coun-
tries, see e. g., Cologon (2013), Lishuai Jia &
Marina Santi (2020), Sharma & Armstrong et
al. (2019).

The second largest group of responses
(19.15 % — need for education) can be inter-
preted as positive in terms of the respondents’
attitude to life-long learning. The nature (con-
tents) of education referred to by the respon-
dents varies. 11 % of teachers are interested in
further practical education, want to gain more
practical experience; practical training, advice,
and examples; they would like to see other
teachers demonstrating how to deal with differ-
ent situations, specific ways to work with SEN
students. They would like to attend practical
training organised by an educational institution
and visit schools where inclusive education has
been successfully implemented, they are even
interested in internships at such schools, etc.
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7.98 % of teachers were interested in accessi-
ble further education provided by an organisa-
tion, regular specialised training or re-training
providing meaningful and quality further ed-
ucation reflecting their current needs. Again,
these findings correspond with the OECD TA-
LIS2018 results for the SR (e. g., dire need for
further education focused on teaching SEN
students — 26.5 %, behaviour and classroom
leadership — 19.1 %) (NUCEM, TALIS2018,
p- 3). Another group of teachers refers to their
need for information and knowledge sources
(see Table 3 and Miles, 2000) in the form of
methodology, guidelines, manuals, informa-
tion databases (11 %). Teachers would like to
use them individually and since they cannot
get physical copies, specialised information for
SEN teachers should be made available mainly
through ICT. The efficient use of ICT in work-
ing with SEN students has been addressed
in EASIE (2003). As can be seen, the barrier
represented by too many students in the form
(Table 2) turned into the need for reducing the
number of students in the form (11 %, see Table
3). Although it requires a complex system and
legislative change, it would reduce the teachers’
workload. The number of integrated students in
a common primary school form was previously
specified by Decree of the Ministry of Educa-
tion of the SR No. 320/2008 Coll. on primary
schools (Section 13, Paragraph 2) — a maximum
of 3 students with a health disadvantage could
be integrated into a single form. However, it
was amended by Decree of the Ministry of
Education of the SR No. 224/2011, which mod-
ified the integration of students in common
forms (Section 13, Paragraph 2 of Decree No.
320/2008 Coll. on primary schools) as follows:
«for each student with a health disadvantage
integrated into the form, the maximum number
of other students in the form is hereby reduced
by two pursuant to Section 29, Paragraph 5.
The amendment is related to the changes intro-
duced by Act No. 188/2015 Coll. which amend-
ed Act No. 245/2008 Coll. on education and
upbringing (School Act) on the amendments
and changes to certain Acts. Another goal was
to reduce the administrative burden at primary
schools: «The provision reducing the number
of students in the form for the purpose of in-

clusion of students with health disadvantage is
hereby removed.» The provision specifying the
number by which the total number of students
in the form is reduced if students with health
disadvantage are included has been removed.
The School Act in force specifies the minimum
number of pupils in the form. If the provision
currently in force is retained, newly created
forms will not reach the minimum number of
students and it will be difficult for the schools
to cover the incurred costs. The schools will
still receive more money for SEN students and
students with extraordinary intellectual talents.

40 % of teachers agree that universi-
ty teacher education needs to be modified in
terms of both theory and practice (see Table
4). In particular, the teachers proposed the fol-
lowing changes: adjust the number of lessons
in favour of practical preparation from the
very beginning of the university study, provide
professional field practice at different schools
(including the special ones) and focus on SEN
students so that teaching students can try out
the methods and strategies focused on work-
ing with SEN students (as teachers and teach-
ing assistants alike). Theoretical preparation
should reflect the actual practice and needs so
that teaching students acquire more knowledge
about special pedagogy and inclusion (as a
separate course), psychology, psychodidactics,
and training. They should learn about these
aspects from model situations, experts from
the practice, lesson demonstrations, and at
schools where inclusion has been successful.
They should also study applied subject didac-
tics addressing SEN students, visit a variety of
facilities, and get hands-on experience with the
documentation of the integrated students.

The variety of responses in the «Other»
section was so large that it is impossible to per-
form a statistical analysis. They ranged from
teacher training should not be modified at all,
integration should not be performed at all
costs, I do not agree with inclusion to the whole
system needs a change, or a complex reform
of funding is necessary to achieve inclusion.
However, some responses were selected as they
are relevant. Other teachers’ ideas on how to
improve university teacher training to prepare
teachers for integration/inclusion included the
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following: improve the teachers’ quality to re-
flect the practice — increasing number of SEN
students, develop motivation, interest, and atti-
tude; develop students personalities in terms of
respect and tolerance, honest communication,
socialisation, and participation — graduates
should also be able to develop these aspects
in their own students; learn to accept the stu-
dent as they are; modify the educational pro-
gramme to address the students’ needs, their
possibilities, and potential; establish a sep-
arate field of study to address this area (inte-
gration, inclusion, special pedagogy); have an
expert in SEN methodology who can work with
students with different abilities. Teachers also
repeatedly claimed that the family environ-
ment and parents’ attitude strongly affect the
course of integration and called for a change
to address the child’s background to introduce
positive changes. Based on these findings, it
is recommended to involve school experts to
address the social relationships within the stu-
dents’ families. Many of these requests (main-
ly efficient cooperation with the family) could
be addressed in cooperation with specialised
staff — social teachers, special teachers, and
school psychologists.

Conclusion

One of the preconditions for successful
inclusive education is undoubtedly quality
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