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a
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inclusion...to change the way teachers train for their professional
activities and tasks (EASIE, 2014, p.16). Therefore, there is a
current need in pedagogic research to study phenomena such as
the willingness of teachers to work in an inclusive school
environment or the professional (specialized) ability of teachers
to work in an inclusive environment (Movkebaieva, Oralkanova
& Uaidullakyzy, 2013). It is important to train future teachers to
implement inclusive principles at school; they need proper
knowledge and skills in the field of education including modern
interactive teaching methods as well as personality
characteristics and attributes such as patience and tolerance
towards people regardless of their physical or other attributes
(Movkebaieva, Oralkanova & Uaidullakyzy, 2013).
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Abstract: The paper reports part of the results of a study where the teacher’s level of
education effectiveness in inclusive classrooms (TEIP) was examined. There were
1216 (N) pedagogical employees of various school types and levels who participated
in the research in the Slovak Republic (hereinafter SR), out of which 98% were
teachers and 86% women. A self-designed questionnaire which included a modified
range of the standardised instrument – TEIP was used. Respondents filled in an
anonymous questionnaire administered online. The main results show that a relatively
high level of effective teaching is demonstrated by teachers who work as special
teachers, teachers in special primary and high schools, or work with an SEN student
(assistants). Teachers with a higher career grade showed a higher attitude score in the
perception of their own professional ability to cooperate. There are stimulating results
in the area concerning an ongoing society-wide strategy of integrating students with
special educational needs (SEN students) into mainstream education. They will be
further analysed and discussed in the context of other variables, as well as student
samples that were part of the broader context in this research carried out by the KEGA
project.

The implementation of inclusive principles in the school
environment depends on the teachers’ attitude (Bruggink, Goei
& Koot, 2013; Saloviita, 2020; Žitniaková Gurgová, 2013).
These attitudes are also based on the subjectively perceived
teachers’ skills to work with various pupils in mainstream
schools (Straková, Simonová & Friedlaenderová, 2019). In the
field of research, foreign countries are interested in revealing the
readiness of teachers to work with children and youth with
disabilities in mainstream schools (Movkebaieva, Oralkanova &
Uaidullakyzy, 2013; Golder, Norwich & Bayliss, 2008; Dolan,
2017).

Keywords: attitudes, teachers, personal experience, students with special educational
needs, inclusive environment

Teachers’ attitudes to inclusion, which determine the academic
success of SEN students, are examined (MacFarlen & Marks
Woolfson, 2013; Shelley et.al, 2016). Teachers’ evaluation of
their efficacy to educate students with special educational needs
in mainstream schools is examined as well (Grace, 2014;
Bandura, 1997). Some studies offer us the results of examining
the attitudes, concerns, moods of teachers at various school
levels towards inclusive education in the context of the examined
demographic variables such as gender, previous experience with
people with disabilities where the impact of demographic
variables on attitudes has been identified (Loreman & Earle,
2007). The study by Schmidt & Vrhovnik (2015) analysed the
attitudes of teachers at primary and secondary level in Slovenia
to the inclusion of SEN students in the context of demographic
variables (type of school, age of teachers, number of pupils with
special educational needs in the classroom). Studies pointing out
links between more positive attitudes towards inclusion and
personal experience towards people with disabilities represent
another group (Sharma, Forlin, Loreman & Earle, 2006). Among
primary and secondary school teachers in the south-west of
England, a survey of attitudes towards the inclusion of SEN
students in mainstream schools found that those teachers who
work in an inclusive environment have a more positive attitude
towards school integration (Avramidis, Bayliss & Burden,
2000). Some studies examined the teachers’ efficiency in
approach, and concerns in integrating SEN pupils into
mainstream classrooms and therefore used tools such as SACIER and TEIP (Tasnuba & Tsokova, 2015).

1 Introduction
Education has been identified as one of the main conditions for
human independence and the fulfilment of one's life ideas.
Society should strive to create an environment that does not
restrict access to education for people with disabilities. Inclusive
education is considered appropriate for improving the inclusion
of people with disabilities (Čerešňová et.al, 2018, p.13).
School systems aim to move from integration to inclusion, while
real inclusion presupposes changes in the perception and
organization of the school system and the educational
environment, focusing on the different educational needs and
abilities of all pupils. Such a shift requires a more fundamental
reform based on changes in educational policies (Körner, et.al.,
online, introduction), developing theoretical aspects of inclusion,
and gradually building inclusive education (Špotáková,
Kundrátová, Štefková, Vojtová & Zikmund Perašínová, 2018).
“Attention is focused on creating a friendly, accessible, safe, and
secure educational environment, which is accessible for all
participants in education including teachers and other teaching
staff” (Čerešňová, 2018, p.14).
Inclusive education is perceived as accessible to everyone and at
the same time, based on solutions that can be adjusted to abilities
of every individual. The preferred learning style,
communication, or other specific needs are taken into
consideration (Čerešňová & Rollova, 2015 In Čerešňová, 2018,
pp.13 – 14).

2 Research methodology
A positive attitude towards inclusion, demonstrated by both
teachers and school management, has been identified as one of
the most influential factors in implementing inclusive
approaches in school training. Social experiences and
interactions with people with disabilities also influence attitudes
towards inclusion. Therefore, the goal of this research was to
identify the perceived professional ability of primary schools’
pedagogic staff to perform an inclusive practice. It focuses on
the following research questions based on the set goal:

Slovakia is among the countries with a so-called multi-track
approach which has a diverse attitude towards inclusion offering
different services between the system of mainstream and special
schools for SEN students (Meijer et. al., (ed), EASIE, 2003, p.8).
Several EASIE documents (2011) emphasize that appropriate
undergraduate and further teachers’ education is a key factor for
implementation of successful inclusive practises. For example,
the EASIE reports (report Kľúčové zásady podpory kvality v
inkluzívnom vzdelávaní, 2011, p. 15) appeal to teachers in
undergraduate training to acquire skills, knowledge, and
understanding to gain their confidence and address different
pupils’ needs effectively. The report Vzdelávanie učiteľov v
oblasti inklúzie v Európe – výzvy a príležitosti (EASIE, 2011, p.
18) points out the need to address the structure of undergraduate
teacher training to improve teacher education in the field of

Q1: Is there a difference in the perceived professional ability of
pedagogical staff for inclusive practice in terms of the school
type in which they work?
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The empirical data from pedagogical staff was collected in
September – December 2019 using a self-designed questionnaire
containing items from the „Teacher Efficacy for Inclusive
Practices“ (TEIP) Scale questionnaire (Sharma, Loreman &
Forlin, 2012) which was modified for the needs of this research.
The scale (TEIP) was developed from the original 50 items to an
18-point scale through a series of research studies. The final
scale was tested on a sample of 609 teaching students at six
universities in four countries (Canada, India, Hong Kong, and
Australia). The TEIP questionnaire items were translated from
English into Slovak by freelance translators and the TEIP scale
was modified by adding items related to demographic variables
to serve these research purposes. This created a total of 22 items
in the research instrument. Teachers had the opportunity to
indicate the degree of agreement on an ordinal scale for each
statement: 1 - strongly disagree, 2 – disagree, 3 - slightly
disagree, 4 - slightly agree, 5 – agree, 6 - strongly agree.

Q2: Is there a difference in the perceived professional ability of
pedagogical staff for inclusive practice in terms of the achieved
career level of pedagogical staff?
Q3: Is there a difference in the perceived professional ability of
pedagogical staff in terms of their personal experience with SEN
students?
The research sample consisted of N=1216 pedagogic staff from
practice, working in Slovak schools. The available sample of
respondents was used and the questionnaire was administered
online. The research sample mostly consisted of pedagogical
staff and teachers (98%) working at primary schools, vocational
high schools, grammar schools, conservatories, special primary,
and high schools. Most of the teachers involved in the research
were from primary schools (primary 31% and lower secondary
level 32%) and vocational high schools (23%). State school
teachers represented the largest group in the research (79%). The
respondents from the Slovak Republic’s regions formed the
largest group, namely the Banská Bystrica region (16%), the
Prešov region (19%), and the Košice region (17%). In terms of
the length of teaching practice the teachers were in the ranges of:
17 – 20 years (15%), 21 – 23 years (9%), 24 – 26 years (11%).
The examined data was formed by pedagogic staff from all
career levels, the most numerous were respondents with a first
(40%) and a second attestation (36%). 8% of respondents were
not assigned to any career position – it is assumed that this group
mainly includes teachers with the shortest teaching experience 0
– 3 years, n=55), pedagogic staff who were categorized as
educators (n=2), teaching assistants (n=3) and primary schools’
special pedagogues (n=12).

The exploratory factor analysis with “varimax” rotation which
showed a relatively high exhausted variability of the data was
used to verify the research tool validity, which facilitated our
interpretation. The KMO test result was 0.937 and Bartlett’s test
result was 0.000, which disprove the hypothesis that the
correlation matrix is a unit matrix.
Accordingly, thanks to the factor analysis’ results and the TEIP
questionnaire 3 factors were identified and named as follows:
perceived professional ability to use inclusive instructions,
perceived professional ability to cooperate, perceived
professional ability to manage students’ behaviour.

Table 1: Teacher's perceived professional skill (rotated factor load matrix)

Teacher's perceived professional skill

Perceived professional
ability to use inclusive
instructions

Perceived
professional ability
to cooperate

Perceived professional
ability to manage
students’ behaviour

.820

.130

.149

.778

.178

.115

.769
.670

.122
.317

.215
.180

.605

.271

.126

.570

.149

.130

.547

.320

.124

.530

.310

.111

.527

.311

.031

.508

.418

.196

.472

.304

.371

.412

.324

.264

.199

.813

.106

.219

.773

.157

.215

.696

.219

.260

.667

.188

.410

.560

.171

.411

.497

.091

8. I can control disturbing behaviour in the classroom.
7. I am convinced of my ability to manage disruptive
behaviour in the classroom before it occurs.
2. I can calm a student who is disturbing/noisy.
11. I can guide pupils to follow classroom rules.
5. I can conclude if the student has understood what I have
explained to him.
1. I can express my expectations regarding pupils’
behaviour.
3. I can induce/motivate parents to feel comfortable when
visiting the school.
4. I can help families so that their children achieve good
school results.
6. I can provide appropriate challenges for very capable
students.
14. I am sure that I can induce/motivate students to work in
pairs/small groups of students.
18. I can provide an alternative explanation/example when
students are confused.
17. I feel confident when I am in contact with physically
aggressive students.
12. I can cooperate with other experts (e.g. external experts,
specialized staff) to create individual educational
programmes for SEN students.
13. I can cooperate with other experts and staff to teach SEN
students in the classroom.
10. I am sure that I can develop an individual educational
programme to meet the needs of SEN students.
16. I feel confident in informing others who know little
about the laws and policies regarding the inclusion of
students with disabilities and SEN students.
15. I can use different strategies to assess students (e.g.
portfolio assessment, modified tests, performance-based
assessment, etc.)
9. I am convinced of my ability to involve SEN children’s
parents in school activities.
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20. I support everyone’s involvement in education.
19. The school is a place for all the educational process’
participants.
22. I can provide a safe environment that allows students to
participate in the processes that take place during and
outside the classroom.
21. I apply the principles of an individual approach
concerning the needs of specific students.
Extraction Method: Principal Component Analysis.
Rotation Method: Varimax with Kaiser Normalization.
a. Rotation converged in 5 iterations.
Subscale “perceived professional ability to use inclusive
instructions” consisted of items:

.071

.101

.869

.167

.156

.852

.376

.282

.583

.250

.494

.544

This subscale explains 18.33% of the total data variability.
Cronbach’s Alpha showed a value of 0.546. The subscale
consisted of items focusing on the teacher's cooperation with
SEN students.

8. I can control disturbing behaviour in the classroom.
7. I am convinced of my ability to manage disruptive behaviour
in the classroom before it occurs.
2. I can calm a student who is disturbing/noisy.
11. I can guide students to follow the classroom rules.
5. I can conclude if the student has understood what I have
explained to him.
1. I can express my expectations regarding students’ behaviour.
3. I can induce/motivate parents to feel comfortable when
visiting the school.
4. I can help families so that their children achieve good school
results.
6. I can provide appropriate challenges for very capable students.
14. I am sure that I can induce/motivate students to work in pairs
or small groups.
18. I can provide an alternative explanation/example when
students are confused.
17. I feel confident when I am in contact with a physically
aggressive student.

Subscale “perceived professional ability to manage the students’
behaviour” consisted of items:
20. I support everyone's involvement in education.
19. The school is a place for all the educational process’
participants.
22. I can provide a safe environment that allows them to
participate in the processes that take place during and outside the
classroom for all students.
21. I apply the principles of an individual approach concerning
the needs of specific pupils.
This subscale explains 12.25% of the total data variability.
Cronbach’s Alpha showed a value of 0.498. The subscale
consisted of procedures that could be part of any general
measure because many inclusive guidelines are general methods
that are effective in teaching all students in various learning
environments.

This subscale explains 24.06% of the total data variability.
Cronbach’s Alpha showed the value of 0.621. The subscale
consisted of items focused on the teacher’s perceived
professional ability to adapt inclusive instructions based on the
needs of students with special educational needs (hereinafter
SEN).

3 Results of the research

Subscale “perceived professional ability to cooperate” consisted
of items:

The results of the empirical research are presented in tables T2 to
T6. Methods of inferential statistics were used to process data.
From the inference statistics methods, non-parametric
significance tests such as the Spearman’s Correlation Coefficient
and Mann-Whitney U Test were used, since not all variables
showed a normal distribution within the file and its sub-files,
which was verified using the Kolmogorov-Smirnov test and the
Shapiro-Wilkox test (p < 0.05).

The research was focused on the self-assessment of pedagogical
staff for inclusive practices in terms of demographic variables
such as school level, career level of pedagogical staff, personal
experience with SEN students.

12. I can cooperate with other experts (e.g. external experts,
specialized staff) to create individual educational programmes
for SEN students.
13. I can cooperate with other experts and staff to teach in the
classroom with SEN students.
10. I am sure that I can develop an individual educational
programme to meet the needs of SEN students.
16. I feel confident in informing others who know little about the
laws and policies regarding the inclusion of students with
disabilities and SEN students.
15. I can use different strategies to assess students (e.g. portfolio
assessment, modified tests, performance-based assessment, etc.)
9. I am convinced of my ability to involve SEN children’s
parents in school activities.
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Table 2: Perceived professional ability to perform inclusive practice in terms of school types
Perceived professional ability to
perform an inclusive practice

Perceived professional ability to
use inclusive instructions

Perceived professional
ability to cooperate

Perceived professional ability to
manage students’ behaviour

386
4.95
0.636
5
1
6
388
4.78
0.675
5
1
6
65
4.57
0.639
5
3
6
3
4.61
0.488
4
4
5
281
4.70
0.674
5
2
6
66
5.08
0.731
5
2
6
5
12
5.16
0.43
5
5
6

386
4.80
0.78
5
1
6
388
4.54
0.909
5
1
6
65
4.1
0.957
4
2
6
3
3.78
0.481
4
4
4
281
4.38
0.910
5
1
6
66
5.14
0.836
5
2
6
5
12
5.22
0.625
5
4
6

386
5.17
0.868
5
1
6
388
5.04
0.892
5
2
6
65
5.1
0.76
5
3
6
3
4.08
1.377
5
3
5
281
5.01
0.907
5
2
6
66
5.32
0.963
6
2
6
6
12
5.65
0.598
6
4
6

Kruskal-Wallis test

58.707

97.905

33.157

P-value

.000***

.000***

.000***

Type of school
Primary level of Primary
School

Secondary level of Primary
school

Grammar school

Primary school + Grammar
school

Vocational high school

Special Primary school and
High school

Special Primary school
teacher

N
AM
SD
Me
Min
Max
N
AM
SD
Me
Min
Max
N
AM
SD
Me
Min
Max
N
AM
SD
Me
Min
Max
N
AM
SD
Me
Min
Max
N
AM
SD
Me
Min
Max
Max
N
AM
SD
Me
Min
Max

Explanatory notes: AM – arithmetic mean, Me – Median, SD – standard deviation, Min – minimum value, Max – maximum value
Used scale: 1 - strongly disagree, 2 – disagree, 3 - slightly disagree, 4 - slightly agree, 5 – agree, 6 - strongly agree
instructions. Special pedagogues in primary school (AM=5.22),
the staff at the first level of primary school (AM=4.80), and staff
working in special primary and high schools (AM=5.14) have a
high perception of their professional ability to cooperate. The
professional ability necessary to manage student’s behaviour is
perceived as highest in special pedagogues in primary schools
(AM=5.65) and teachers working in special primary and high
schools (AM=5.32). This also points to the achieved value
Me=6.

T2 data confirmed a statistically significant difference among the
respondents in the perceived professional ability to use inclusive
instructions (p=0.000), perceived professional ability to
cooperate (p=0.000), and perceived professional ability to
manage students’ behaviour (p=0.000) in terms of schools where
respondents currently work. The special pedagogues in primary
schools (AM=5.16) and pedagogical staff working in special
primary and high schools (AM=5.08) have the highest
perception of their professional ability to use inclusive
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Table 3: Perceived professional ability to perform inclusive practice in terms of the career level achieved by the respondents
Perceived professional ability to
perform an inclusive practice

Perceived professional ability to
use inclusive instructions

Perceived professional
ability to cooperate

Perceived professional ability
to manage students’ behaviour

20
4.74
0.804
5
3
6
266
4.75
0.669
5
2
6
483
4.84
0.698
5
1
6
447
4.86
0.635
5
1
6

20
4.44
0.977
4
2
6
266
4.43
0.97
5
1
6
483
4.67
0.845
5
2
6
447
4.64
0.887
5
1
6

20
5.3
0.737
6
4
6
266
5.12
0.849
5
2
6
483
5.13
0.893
5
2
6
447
5.04
0.906
5
1
6

Kruskal-Wallis test

6.215

13.331

3.932

P-value

.102

.004***

.269

Career level

Beginning teacher

Proficient teacher

Teacher with the first
attestation

Teacher with the second
attestation

N
AM
SD
Me
Min
Max
N
AM
SD
Me
Min
Max
N
AM
SD
Me
Min
Max
N
AM
SD
Me
Min
Max

Explanatory notes: AM – arithmetic mean, Me – Median, SD – standard deviation, Min – minimum value, Max – maximum value
Used scale: 1 - strongly disagree, 2 – disagree, 3 - slightly disagree, 4 - slightly agree, 5 – agree, 6 - strongly agree
attestation experience the highest level of professional ability to
cooperate. Beginning teachers and proficient teachers perceive
their professional ability at a lower level, as pointed out by the
achieved AM (4.44; 4.43), as well as Me (4 and 5).

Empirical data in T3 shows the difference among the surveyed
respondents in the perceived professional ability to cooperate
(p=0.004) in terms of achieved career level. Teachers with the
first attestation (AM= 4.67; Me=5) and teachers with the second

Table 4: Perceived professional ability to perform inclusive practice in terms of personal experience with SEN students
Perceived professional ability to
perform an inclusive practice
Personal experience with SEN
student
N
AM
SD
Yes
Me
Min
Max
N
AM
SD
No
Me
Min
Max

Perceived professional ability to use
inclusive instructions

Perceived professional
ability to cooperate

Perceived professional
ability to manage students’
behaviour

1159
4.84
0.667
5
1
6
57
4.59
0.716
5
2
6

1159
4.64
0.880
5
1
6
57
3.83
0.872
4
2
6

1159
5.11
0.883
5
1
6
57
4.88
0.934
5
3
6

Mann Whitney U test

26310.500

16282.500

27972.000

P-value

.009***

.000***

.049*

Explanatory notes: AM – arithmetic mean, Me – Median, SD – standard deviation, Min – minimum value, Max – maximum value
Used scale: 1 - strongly disagree, 2 – disagree, 3 - slightly disagree, 4 - slightly agree, 5 – agree, 6 - strongly agree
who do not have personal experience with SEN students
(AM=3.83, Me=4). A statistically significant difference
(p=0.000) in the perceived professional ability to cooperate has
also been found. While teachers who have experience working

The T4 results confirm a statistically significant difference in the
perception of professional ability between teachers with personal
experience with SEN students (AM=4.64, Me=5) and teachers
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achieved a higher average score (AM=5.11, Me=5) than teachers
without experience (AM=4.88, Me=5).

with SEN students achieved an average score of AM=4.64
(Me=5), teachers who do not have such experience showed an
AM=3.83 (Me=4). A weak statistically significant difference has
been found in the perceived professional ability to manage
students' behaviour (p=0.049). Teachers with SEN experience

Table 5: perceived professional ability to perform inclusive practice in terms of the SEN students’ presence in the classroom
Perceived professional ability to
perform an inclusive practice
SEN pupil in the classroom
N
AM
SD
Yes
Me
Min
Max
N
AM
SD
No
Me
Min
Max
Mann Whitney U test
P-value

Perceived professional ability to
use inclusive instructions

Perceived professional
ability to cooperate

Perceived professional ability to
manage students’ behaviour

1093
4.83
0.681
5
1
6
123
4.83
0.580
5
3
6
66417.000

1093
4.63
0.898
5
1
6
123
4.33
0.830
4
2
6
52102.500

1093
5.09
0.892
5
1
6
123
5.17
0.834
5
2
6
64087.500

.828

.000***

.392

Explanatory notes: AM – arithmetic mean, Me – Median, SD – standard deviation, Min – minimum value, Max – maximum value
Used scale: 1 - strongly disagree, 2 – disagree, 3 - slightly disagree, 4 - slightly agree, 5 – agree, 6 - strongly agree
De Boer et.al. (2011) suggests that based on this research,
practice in inclusive classrooms (classrooms with one or more
SEN students) should be included in the undergraduate training
of teachers and special pedagogues. The mentioned authors
discovered that pedagogical practice implemented within the
undergraduate training increases positive attitudes towards
inclusive procedures of future teachers, which can also increase
the effectiveness of the inclusive procedures’ use in their future
pedagogical practice.

The results in T5 point to a statistically significant difference in
the perception of professional ability (to perform an inclusive
practise) between teachers who have an SEN student (students)
in the classroom (AM=4.63; Me=5), and teachers who do not
have an SEN student in the classroom (AM=4.33; Me=4).
4 Discussion
Several foreign studies measured teacher effectiveness in
inclusive classes using a research instrument developed for
examination of inclusive practices (Park, Dimitrov, Das
Cardona-Molto, Ticha & Abery, 2020; Sharma & Sokal, 2013;
MacDonald, 2015; Yada & Savolainen, 2017; Miesera, DeVries,
Jugjohann & Gebhardt, 2018). If teachers want to effectively
implement inclusive procedures, they must have a high selfassessment of their ability in teaching SEN students, which
testifies to their beliefs, i.e. a belief that they can influence how
successful these students will be in the educational process
(Vanderloon, 2020). The study presents the results of research
on perceived professional ability for inclusive practice, which
are in terms of socio-demographic variables categorized into the
following areas: type of school where respondents currently
work, career level of pedagogical staff, personal experience with
SEN student, current presence of SEN student in the classroom.
Special school teachers and special teachers at mainstream
schools are assessed as proficient in all three areas: perceived
professional ability to use inclusive instructions, perceived
professional ability for cooperation, perceived professional
ability in managing pupils’ behaviour. Teachers may feel more
confident in these areas due to better preparation for working
with SEN students. This is because the theoretical, as well as
practical undergraduate training of special pedagogues and
teachers at special schools focused mainly on SEN students. The
successful implementation of inclusive procedures in education
is supported by the knowledge and skills of teachers acquired
during undergraduate training in the field of inclusion, i.e.
inclusive education, as confirmed by Hecht, Petra & Aiello,
Paola & Pace, Erika & Sibilio, Maurizio (2017). Beuse, MerzAtalik and O Brien (2016), Sharma and Jacobs (2016) perceive
the theoretical and practical experience gained during
undergraduate training as one of the most important factors
necessary for successful use of inclusive procedures. The
research by Koppa (2009) pointed out that workshops about
inclusion during undergraduate training positively increase the
attitudes towards inclusive education.

Teachers with the first attestation and teachers with the second
attestation perceive a higher level of professional ability for
cooperation than their colleagues at lower career levels
(beginning and proficient teachers). A higher career level in
pedagogic staff implies longer teaching practice and more
educational experience gained by performing the activities
associated with improving one's career level, according to the
rules for pedagogic staff professional development (Regulation
of The Ministry of Education, Science, Research and Sport of
the Slovak Republic no. 361/2019). Professionally more skilled
teachers have higher levels of the perception of self-efficacy for
cooperation with other experts, e.g. to create individual
educational plans for SEN students, for cooperation with SEN
students’ parents, as well as implementing various strategies of
students’ assessment and evaluation. Teachers at a higher career
level have a higher score in self-efficacy in cooperation which
can be derived only from the non-confirmed assumption that
they are more professionally experienced, more informed and are
better at cooperation with experts which has been acquired
through practice. This is also confirmed by the research of Burke
and Sutherland (2004) Dessemontet et.al. (2011) which focused
on personal variables such as age, pedagogic experience,
teachers’ opinions.
Teacher’s personal experience with SEN students increases the
self-perception of pedagogic staff in all three areas relevant to
the professional ability for inclusive practise. This is supported
by studies of Olli-Pekka Malinen et.al. (2013), which conclude
that personal experience with teaching SEN students is one of
the strongest predictors of self-efficacy. Lanfranchi, Moalli and
Pulina (2015) in their study also confirmed that personal
experience, as well as the actual presence of SEN students,
increases the self-perception in all three areas needed for use of
inclusive procedures. It supports the assumption that teachers
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will be more efficient in using the inclusive instructions as well
as in cooperation and control of students’ behaviour.
The presence of SEN students in the classroom where a teacher
works – teachers who actually have SEN students in the
classroom showed a higher score of teachers’ professional selfperception in the field of cooperation. It confirms the previous
findings that fulfilling SEN students’ needs requires a multidisciplinary approach, i.e. cooperation with experts. If this
requirement is fulfilled, the use of inclusive procedures in
teaching practice can be more effective. Teachers who have an
SEN student in the classroom and cooperate with experts are less
concerned about the use of inclusive procedures. The research
performed by Megou, Castellini, Vianello (1997) and Vianello
(2015) already points this out. In this context, it is necessary to
mention research performed by Balboni, Pedrabisii (2000),
Cornoldi, Terreni, Scruggs, Mastropieri (1981), Devecchi,
Dettori, Doveston, Sedwick, Jament (2012), Vianello et. al.
(2015) who have pointed out that development courses, training,
workshops, and advice from professional staff within the
cooperation of teacher-professional staff all help teachers to
properly implement inclusive procedures into teaching in
practice.
5 Conclusion
The partial results of the research indicate the need to more
closely monitor the personal experiences of pedagogical staff
and their perception of self-efficacy in an inclusive environment,
i.e. their attitudes towards inclusion. Teachers who were
specially preparing for work with SEN students and worked
daily with groups of SEN students showed a higher level of
perception of their own self-efficacy, i.e. teaching experience of
SEN students is the strongest predictor of self-efficacy. The
questions for new research in this field are: What are the
personal experiences with SEN students, what activities the
teachers performed to increase their career level, which of them
had an impact on the perception of their own self-efficacy for
cooperation and what support they received from this
cooperation for their own teaching practice.
6 Limits
The chosen data collection procedure was not able to achieve a
representative sample of teachers from all Slovak regions
because collecting data from respondents is difficult in the
conditions of Slovak schools.
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