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Abstract: This article aims at informing readers of the results of a qualitative analysis that was 

a complementary part of a quantitative investigation mapping the conditions of the implemen-

tation of inclusive education after the introduction of inclusive changes in the Czech Republic 

in 2016 from the perspective of school special educators and school managers. 992 respon-

dents took part in the research. The article briefl y presents its theoretical background and 

the selected methodology designed to determine the conditions in schools, to map proposals 

for changes in the system, and to provide space for free expression of opinions revealing more 

about the attitudes being examined in terms of inclusive education. A brief comparison with 

the results of the detailed qualitative part of the study reveals some major similarities – human 

and fi nancial resources need to be ensured in inclusive education; the adverse factors include 

limitations in terms of staffi ng, high overall numbers of pupils in classes and of pupils with 

special educational needs (SEN), complex and burdensome paperwork, and the extensive rigi-

dity of the system. Another key issue lies in the specifi c conditions in schools. The principles of 

inclusive education may only be applied if schools are provided with a certain degree of trust 

and powers. The respondents also mentioned the limitations of inclusion because of the specifi c 

type of disability – in particular, mental and behavioural disorders can hinder the management 

of inclusive education.
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Introduction

Inclusive education has become a topical 
issue, especially in recent years since the 
governing legislation changed. Although 
the concept of inclusive education has 

been known since the mid-1990s, when it 
was coined at the Conference on Special 
Needs Education in Salamanca (Right 
to Education (n.d.), the implementation 
itself has taken place at different paces 
in different countries. As far as the Czech 
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Republic is concerned, there were seve-
ral milestones defi ned with amendments 
to legislation enacting gradual inclusi-
ve changes, with the most signifi cant 
change being the one from 2016, when 
Section 16 (9) of the Education Act was 
replaced to newly defi ne a pupil with 
special educational needs as a pupil 
needing supportive measures, which 
were classifi ed into fi ve degrees of sup-
port. This change is also related to the 
existence of a new Decree No. 27/2016 
Coll., as amended, on later regulations 
on pupils with special educational needs 
and gifted pupils, as well as the amended 
Decree No. 72/2005, as amended, on later 
regulations on counselling services. 

This legislative amendment was the 
reason for the professional assessment 
of its impacts on educational practi-
ce in schools and became the topic of 
research examining this phenomenon 
from the perspective of school manage-
ment and school special educators – the 
indispensable professional stakeholders 
in the process of the implementation of 
inclusive education. Research combining 
qualitative and quantitative methodolo-
gies was carried out in 2017–2019 and 
the resulting data was processed in 2020. 
The qualitative survey consisted of inter-
views with stakeholders. The data obtai-
ned from these interviews was analysed 
and used to generate a questionnaire 
aimed at quantitative verifi cation of the 
data that had been obtained. The outputs 
of the research have already been publis-

hed in the publication which we refer to 
(Mrázková, 2020); nevertheless, the open 
questions in the questionnaire have not 
been processed yet as they need to be 
subjected to qualitative evaluation. This 
contribution aims at such processing.

Theoretical 
and Methodological 
Defi nition

Inclusive education is a term often used 
in its abbreviated form “inclusion” (inclu-
dere – to make someone a part of a who-
le), which is nevertheless a concept used 
in sociology and therefore possessing 
a broader meaning. It is widely used 
by both the pedagogical and lay public, 
though, so we will work with both the 
forms equally in this article. A fact worth 
mentioning is that inclusive education 
is not a steady state but a process that 
may never be completed in full. At the 
moment, most countries, including the 
Czech Republic, fi nd themselves on the 
path between integration and inclusion – 
a shift from support provided to an indi-
vidual to the benefi t of the whole class, 
i.e. from adapting conditions to the needs 
of individuals to creating conditions for 
all children to work together (Booth & 
Ainscow, 2002; Mittler, 2012; Houška, 
2017; Spilková, 2005). Inclusion can be 
perceived from the perspective of a men-
tal health model or a psychosocial model 
(Soodak, 2006). The former somewhat 
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reduces the focus to pupils with special 
educational needs; the latter focuses on 
the benefi ts for all. The appropriate insti-
tution for applying this approach is an 
open school that perceives “otherness as 
an individual and normal characteristic” 
(Guidelines for inclusion, 2005). 

The main qualitative part of the 
research was performed in 2017 and 
2018, and the ensuing questionnaire 
was administered at the end of 2019. 
992 answers with valid data were obtai-
ned, which in the case of the four qua-
litative questions of the questionnaire 
allowed evaluation of a total of 1017 
statements. 

Standard methods of data analysis 
were applied – encoding of open data 
and subsequent categorization. The 
research was based on the methodolo-
gy of clusters, in which statements are 
classifi ed and conceptualized into groups 
based on mutual overlapping or simila-
rities between the identifi ed units. This 
creates more general and inductively 
formed categories (Miovský, 2006). The 
analysis was performed using text colou-
ring, keyword searches, and encoding. 
The respondents answered the following 
questions: 

Question 1: Please list any other con-
ditions of inclusive education that you 
consider important (under this question, 
the respondents only listed conditions in 
addition to those already presented – the 
questions formulated on the basis of the 
previous qualitative survey). N 21.

Question 2: Please indicate any other 
requirements that you consider impor-
tant in terms of inclusive education (the 
respondents indicated requirements on 
the profession of a school principal/spe-
cial education teacher in addition to tho-
se already presented). N 54

Question 3: Please describe briefl y 
(using bullet points) how you would like 
to set up the system yourself (if you had 
the opportunity) so that pupils with SEN 
are well taken care of and, at the same 
time, you can enjoy your job at school. 
N 666

Question 4: Would you like to commu-
nicate anything else to us? N 276 

The answers were partially over-
lapping, which is why we interlinked the 
conditions and the mutual requirements 
on the profession of a school principal/
special educator. The evaluation of the 
question concerning the ideal structu-
re of the system was interlinked with 
the fi nal question asking for additional 
comments because of the same state-
ments and categories appearing in both 
of them.  

Conditions 
for Implementation 
of Inclusive Education 
in Schools

As far as the issue of ensuring conditi-
ons for the implementation of inclusive 
education is concerned, the qualitative 
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answers in the questionnaire can be 
classifi ed as internal, external, and those 
refl ecting both internal and external con-
ditions. At the same time, the text refl ects 
the professional demands required from 
the profession of the school special edu-
cator by the school principal and vice 
versa, which co-shape the conditions in 
the specifi c school. 

The internal conditions for the 
successful implementation of inclusive 
education are, for example, dependent 
on the degree of support granted to the 
special educator by the school manage-
ment. At the same time, the special edu-
cator contributes to the improvement 
of other teachers’ working conditions. 
Speaking of the support provided by 
the school management, good mutual 
cooperation is appreciated, as well as 
support granted by the school manage-
ment to the special educator’s steps to-
wards the teaching staff. Many answers 
do not formulate the conditions as such, 
but as evaluations of negative factors 
that allow the conditions to be inferred. 
We may therefore formulate the fi rst con-
dition here, which consists of the need 
for the school management to support 
the involvement of special educators as 
full members of the teaching staff. How-
ever, this may be complicated by the fact 
that special educators are usually fun-
ded from projects and not from school 
budgets. Another important condition is 
quality HR management implemented by 
the school managers; the shortcomings 

in this area have been formulated as 
follows: the special educators does not 
perceive suffi cient motivation on the part 
of the school management to contribute 
to the common vision, the management 
is ignorant of the reasons why and how 
the special educator works at the school, 
the special educator is never given a per-
sonal bonus, no matter how hard he or she 
works. One of the key conditions on the 
part of the school management is the 
ability to implement or provide support 
and training to teachers in terms of the 
implementation of innovations and fl exi-
bility into teaching. The general but fun-
damental internal condition concerning 
schools as well as individuals (see also 
the individual conditions) consists of the 
activeness and initiative of the teaching 
staff and their good relationships with 
the children. 

Another category of conditions can 
be classifi ed as the internal-external 
conditions. They occur in situations 
where the implementation of inclusion 
is affected by factors inside and outsi-
de the school alike. The ability of the 
school principal to identify and manage 
these conditions plays an important role 
here, as do the attitudes of the educati-
on authority, settings of the system, and 
legislation. The area of the constructi-
on and technical conditions was defi -
ned by the respondents as a suffi cient 
physical size and quantity of classrooms 
with respect to the local population (full 
classrooms without any free space for 
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relaxation during breaks or simultaneous 
activities of the assistant and the main 
teacher during lessons do not suit me) and 
suffi cient facilities for pedagogical staff 
(such as staffrooms and school counsel-
ling offi ces). The respondents’ comments 
suggest that a separate offi ce for school 
counsellors is not a matter of course at 
many schools or that the offi ce is often 
located inappropriately (we do have 
a counselling offi ce, but it is neighbours 
with the gym hall and is therefore rather 
noisy at the beginnings and towards the 
ends of classes). With an increasing inci-
dence of interventions (special educati-
on subjects, pedagogical interventions), 
appropriate rooms are lacking too. 

As far as technical equipment is 
concerned, the respondents mentio-
ned IT equipment or good acoustics of 
classrooms and offi ces. Another key 
factor is the way in which the mental 
health of teachers at schools is sup-
ported. Though the support was not fur-
ther specifi ed in the comments, we can 
consider support for professional skills 
in the teacher’s work with a diverse 
team, support through counselling insi-
de and outside the school, adjustment of 
the school climate, and targeted support 
for self-awareness and self-care. 

When formulating external con-
ditions (i.e. conditions given by the 
system and the state of society) for the 
successful implementation of inclusive 
education, the respondents were mostly 
mentioned theing funding of the school 

special educators and psychologists. 
Their answers as to whether the funding 
already has or has not been ensured dif-
fered signifi cantly. One respondent in 
his comment expressed his satisfaction 
in his comment about the fact that the 
funding was provided through the Euro-
pean Structural Funds (so-called Tem-
plates), or from the system of supportive 
measures. However, other comments 
pointed to the unsystematic nature of 
such a method of funding and called 
for fi nancing of the school counselling 
professionals from the state budget as 
employees for whom the school is reim-
bursable in the same way as regular 
teachers, and not from European funds 
and for limited periods of time. 

The lack of certainty about the 
long-term financing of the school 
psychologist’s and special educator’s 
jobs because of the current project-
based funding method may affect the 
willingness of candidates for the jobs to 
apply, which is a relevant observation 
if we consider the numerous comments 
related to the lack of school psycholo-
gists and special educators at schools 
(a special educator is a scarce commodity 
at schools). Better availability of speci-
al educators in towns compared to the 
countryside was mentioned too (special 
educators are only in larger towns. That 
is irrelevant for municipal schools). One 
respondent even believed that there 
were no funds available for the fi nan-
cing of special educators. The question 
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is whether the respondent believes that 
the system of supportive measures can-
not include such funds or is ignorant of 
the option of drawing money from the 
Structural Funds. 

Other comments concentrated on the 
potential consequences of the above 
situation in terms of a deterioration in 
the quality of education in mainstream 
primary schools and the subsequent 
tendency of some parents to address 
this issue by selecting six- or eight-year 
grammar schools for the education of 
their children. It is worth mentioning, 
though, that special educators (together 
with many other factors) enhance the 
quality of education. 

The demand for psychologists and 
special educators in schools is refl ected 
in the raised claim that was raised that 
these experts should be present in all 
medium-sized to large schools, while 
several smaller schools could share 
one such professional. Another option 
of for how to resolve the situation that 
the rRespondents mentioned, was to 
ensure the reimbursability of these pro-
fessions by at least the minimum-time 
employment. However, that would not 
solve the issue of the lack of these pro-
fessionals. The status quo within these 
professions was refl ected in a commen-
tary, which considered a 0.5 part-time 
employment insuffi cient, and yet there 
are many schools where these specia-
lists have even shorter contractual part-
time employment or no employments at 

all. Another comment pointed to the fact 
that it was often diffi cult for schools to 
fi nd a teacher, let alone a special educa-
tor. Another answer described a situati-
on where the expert was present at the 
school but fulfi lled the duties of regular 
teachers because of the lack of those. 

Some schools addressed the lack of 
special educators by employing at least 
increasing numbers of regular teachers 
qualifi ed in the fi eld of special pedago-
gy. One of the respondents mentioned 
a notable number of such teachers at 
their school (there is not a position of 
a special educator at our school, but 50% 
of the teaching staff have a qualifi cation 
in special pedagogy). 

In addition to special educators 
and psychologists, the profession of 
a guidance counsellor is mentioned 
too. According to a respondent (school 
principal) it is necessary to reduce the 
counsellors’ direct teaching obligations 
in order to ensure quality counselling 
(so that my guidance counsellor could 
teach 15 instead of 20 hours). 

The need for additional funding 
was mentioned in connection with the 
provision of care for pupils requiring 
fi rst-level supportive measures, i.e. for 
pupils with the mildest diffi culties, but 
whose further development is at risk. 
It should be noted that the data was 
collected at a time when the funding of 
pedagogical interventions fell into the 
second level of supportive measures and 
thus depended on the assessment of the 
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school counselling facility. Currently, 
this kind of support is the responsibili-
ty of the school, which pays for it from 
its budget. Likewise, one of the respon-
dents articulated the need to secure 
funding for aids outside the system of 
supportive measures. It was proposed 
that the budget of schools should inclu-
de funds to provide aids that the school 
would decide about on its own. 

Prior to the enactment of the 
amendment on inclusive education 
(in 2016), insuffi cient funding and the 
problematic reimbursablity of teaching 
assistants were a frequent issue. This 
has signifi cantly improved as a result of 
the change in the legislation (Mrázková, 
2020). A current problem and a real con-
dition for successful inclusion are repre-
sented by the availability of these pro-
fessionals and their quality. According 
to one of the respondents, the growing 
need for teaching assistants is a refl e-
ction of the current composition of the 
pupil body in classes. 

Among the conditions that we can 
classify as external is the optimizati-
on or reducing of the number of pupils 
in classes. It is not only the absolute 
numbers of pupils that are often perce-
ived as high, but also the insuffi cient 
operability concerning changes in the 
number of pupils in a class depending 
on changing or otherwise complex cir-
cumstances. One of the respondents 
drew attention to the changing situati-
on in the class upon the arrival of a new 

pupil in an already functioning large 
class, because of the presence of more 
students with behavioural disorders in 
one class and the high or increasing num-
ber of pupils with SEN in a large class. 
The possibilities of changing the num-
ber of pupils in classes are affected by 
the valid legislation, as well as by the 
current occupancy of classes and school 
buildings.

Legislation is an issue in itself. It is 
not commented on positively, but both 
general and specifi c reservations oc-
cur. One of the respondents mentions 
completely insuffi cient legislative condi-
tions, without further specifi cation or 
explanation, though. Other comments 
point to the large amount of paperwork 
associated with the new legislation, 
which places a signifi cant burden on 
school counsellors, even though their 
number has increased (colleagues still 
do not manage the rocketing inclusive 
legislation). The paperwork is not always 
assigned to special educators; some-
times this task is fulfi lled by another 
counsellor (guidance counsellor, psy-
chologist, deputy principal, or princi-
pal of the school). This practice may be 
attributed to the fact that the funding 
of supportive measures is refl ected in 
the school budget. The school princi-
pals therefore prefer to supervise cor-
rect reporting concerning this support 
personally. It is up to them whether they 
assume this responsibility themselves 
or assign it to another employee. One 
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of the options that presents itself here 
is to delegate part of the paperwork to 
newly-hired administrative staff, but 
the question is whether schools have 
funds available to pay such employees 
(we have a new colleague who takes care 
of that; we would not manage without her 
at all). Frequent changes in legislation, 
in particular Decree No. 27/2016 Coll., 
are perceived negatively too. The quan-
titative research did not confi rm this 
criticism to a wider extent, though.  

Individual conditions, i.e. those that 
the employees provide themselves in 
order to ensure a certain level of pro-
fessional comfort, are based on seeking 
cooperation with other special educa-
tors aimed at the sharing of professi-
onal experience and joint professional 
growth. 

The study has noticed certain risks 
resulting from insuffi ciently secured 
conditions or inappropriate perception 
of the principles of inclusion: Because 
of inclusion, our small school has beco-
me a fi eld offi ce of a special school.1 
Some respondents described the risk 
of endangering the quality of education 
because of the presence of pupils who 
signifi cantly disrupt teaching or whose 
education in the current conditions is so 
demanding that teachers have limited 
opportunities to work systematically 
with the rest of the class. Furthermo-

re, there is pressure against excessive 
consideration being given to pupils with 
special educational needs, as it carries 
the risk of lowered motivation of other 
pupils (and their parents) to make use 
of the students’ potential and perform 
in the best way possible. The problem 
may lie in the teachers’ limited compe-
tence to explain to both students and 
their parents different approaches to 
the education and assessment of pupils 
with SEN.

Proposed Changes to 
the System and Critical 
Observations

Though this question was formulated 
positively, the respondents sometimes 
articulated their critical comments con-
cerning the current system. Several ca-
tegories of issues were identifi ed – staff, 
pupils and their limitations, funding, 
paperwork, the authorities, the autho-
rity of parents, the authority of schools, 
and proposals concerning the tertiary 
training of teachers. 

Staff

As far as the staff is concerned, the 
respondents mostly commented on the 
supporting professions at school. They 

1 According to the current terminology, the respondent meant the elementary practical school.
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focused on training and further edu-
cation of pedagogical staff and on the 
numbers of professionals within the edu-
cation system and they proposed various 
changes to the system of staffi ng. There 
were critical comments dealing with the 
real qualifi cations of teaching assistants, 
which seem to be unsatisfactory in many 
cases, and the assistants therefore do 
not provide teachers with the necessary 
degree of help (they can help with the 
notice board or fi lling in of diaries, but 
they have no training in working with 
children – a course is not enough). On 
the issue of further education, the infor-
mants pointed to the lack of meetings 
of special educators aimed at discussing 
methodology. They nevertheless did not 
rule out that such encounters take place 
somewhere. Besides that, the respon-
dents requested extension of the scope 
of employment of prevention methodo-
logy specialists. One of the comments 
addresses the issue of qualifi cation 
limits for work within the subject of 
special educational care, which should 
not be performed by a psychologist who 
is not an expert in reeducation of spe-
cifi c learning disabilities (SLD), though 
it is worth mentioning that the content 
of this subject should include psycho-
logical work with students. However, 
if the subject content consists of SLD 
reeducation, it should be taught by spe-
cial pedagogues.

Understaffi ng was mentioned with 
regard to the positions of special 

educators, school psychologists, and 
assistants. Some respondents spoke 
about a general lack of staff who can 
be of benefi t to pupils with special edu-
cational needs. The positions of regular 
teachers are often insuffi ciently staff-
ed too (if education is based on working 
pensioners (fi ve out of 31) and unskilled 
staff members (four out of 31)…, the 
situation will not be better, even if the 
legislation created the best conditions for 
inclusive education). The role of a school 
psychologist or special education tea-
cher is frequently misconceived. Often 
an expert working for several schools 
simultaneously is designated as such 
(there is only one school psychologist 
in the whole town with seven primary 
schools and a kindergarten), even though 
it is recommended that a school psy-
chologist should have at least 50% 
part-time employment at a school in 
order to fulfi l their role properly. Some 
respondents suggested that certain 
professions should be eligible for reim-
bursement of the salaries paid to their 
practitioners – a teaching assistant in 
every class, a school psychologist/spe-
cial educator at every school.   

Pupils and their Limitations

This category was commented on exten-
sively. Although it was meant as a plat-
form for the articulation of proposals for 
changes, the respondents commented on 
the limits that they perceive in inclusive 
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education regarding pupils with speci-
al educational needs. In general they 
suggested a change in the area of the 
education of students identifi ed as per-
forming below the level of the educatio-
nal mainstream. Limits on the education 
of pupils with mild mental retardation 
were mentioned the most frequently. The 
respondents described the consequences 
in the fi eld of education itself (students 
do not master the curriculum even with 
the support of teaching assistants) and 
in the emotional area (they do not expe-
rience success). The consequences affect 
regular teachers and other students 
too (for teachers it is a great burden to 
adjust the teaching and everything is to 
the detriment of other pupils, including 
gifted ones). Within the context of the 
perceived limitations, the respondents 
also expressed the positives that inclu-
sive education meant for the sector of 
special education – smaller teams, a spe-
cial educational approach. In addition to 
pupils with a mild intellectual disability, 
pupils with a moderate intellectual disa-
bility were mentioned too. The inclusive 
education of such children is perceived 
as extremely complex. The respondents 
also mentioned pupils with borderline 
intellectual capacity who do not fulfi l the 
diagnosis of a mild intellectual disability 
but have diffi culties with mainstream 
education (inclusion harms pupils with 
a borderline intellect – they cannot study 
at special schools and suffer at regular 

schools). The above arguments need to 
be discussed.

Other limitations of inclusive educa-
tion are related to students with more 
serious behavioural issues (ADHD and 
other psychiatric diagnoses, including 
autism spectrum disorders), where 
the emotional instability of the stu-
dent poses a signifi cant complication 
for teaching (the student is capable of 
disrupting a lesson to the extent that 
the teacher cannot teach the remaining 
pupils properly), while the attendance of 
such pupils in other than regular prima-
ry schools is problematic. Pupils with 
more serious learning disorders were 
mentioned too in the study. The opinion 
that inclusive education is only unpro-
blematic in the case of physically han-
dicapped pupils could be noticed, but it 
seemed to be marginal. The importance 
of naming these limitations of the pupils 
and not perceiving them as failures was 
pronounced too (if an included is highly 
disruptive, we should not feel ashamed 
of it and we should act). The limitations 
can also be seen in terms of the total 
number of pupils with SEN present in 
a class. If there are too many, the edu-
cation of the other students becomes 
signifi cantly more diffi cult (if there is 
above a certain number of such pupils, 
it is almost impossible to teach in the 
class). 

In addition to pupils with special 
educational needs, attention was also 
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paid to gifted pupils, though they were 
mentioned only by one respondent, who 
suggested that pupils with SEN were 
cared for, while gifted pupils were still 
receiving much less attention. That 
could be due both to the fact that it is 
diffi cult to identify these students and 
that it is complicated to fi nd space for 
their systematic support. 

All the respondents described inclu-
sion as a way of supporting pupils with 
special needs and did not relate it to 
all students.  

They also mentioned the consequen-
ces that going beyond the limits of 
inclusive education can lead to for 
parents, teachers, and students in the 
class (whatever-it-takes inclusion does 
not make sense, teachers are exhausted 
and parents are upset; the climate in 
the class deteriorates), and for students 
with SEN who do not necessarily benefi t 
from it entirely (there are children for 
whom attending our school is of no use or 
benefi t, who do not experience the joy of 
learning). The personality of the student 
may be a limitation in itself too. There 
are students who are not motivated to 
do schoolwork despite substantial sup-
port provided by teachers (one tries to 
help in every possible way, but they do 
not care). 

The risks ensuing from the limita-
tions were described too. These are 
seen in the existence of some classes 
where the composition of the pupil 

body is so diffi cult that the quality of 
teaching is endangered. The situation 
may be somewhat paradoxical: ensuring 
the quality of education for pupils with 
SEN is preferred to the detriment of 
other pupils. Because of the complexi-
ty of the process of applying supportive 
measures, including the processing of 
the relevant paperwork, some schools 
retreat from providing them (many 
schools – I know that because of the 
students transferred – prefer not to send 
pupils to the school counselling facilities 
at all – the less, the better. It’s a step bac-
kwards). The proposed changes consist 
of a reduction of the number of pupils 
in the class (the measure proposed the 
most frequently) or a decrease in the 
number of pupils with SEN in a class. 

Funding and Paperwork 

The respondents either demanded a gene-
ral increase in the funding of the system 
of education, or directed their demands 
to the area of the funding of counselling 
and administrative staff in charge of 
inclusive education at schools. In this 
context they mentioned these positions: 
special education educators, school psy-
chologists, teaching assistants, school 
assistants, social workers, and admi-
nistrative workers. They also proposed 
that in the case of teaching assistants, 
schools should be provided with funding 
according to the number of pupils with 
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SEN. The paperwork was described as 
excessive to overwhelming. 

Authorities 

The respondents most often com-
mented on the functionality of coopera-
tion between pedagogical-psychological 
counselling centres and demanded better 
communication, more fl exible collabora-
tion, and better support for schools in 
the area of intervention activities. A for-
mal approach on the part of counselling 
centres (their staff only deal with papers 
and are not interested in children at all) 
or their unprofessional advice were 
criticized. Two respondents also men-
tioned their desire to transfer a certain 
amount of authority from school coun-
selling facilities to schools. They even 
suggested transferring the whole autho-
rity to schools, as is the practice in the 
Scandinavian countries. Communication 
with, and the activity of, the Ministry of 
Education, Youth, and Sports were also 
criticized. As a result, schools try to set 
up an effective procedure on their own 
initiative (it is sad that the Ministry of 
Education, Youth, and Sports is unable to 
explain, prepare, and medialize everything, 
to ensure the conditions; at the end of the 
day, we are putting everything together 
on our own at school). As to the   propo-
sals, the respondents suggested setting 
up a contact counselling centre, which 
would mainly provide consulting to tea-
chers with little experience with inclu-

sion, or to set up an offi ce for a district 
special pedagogue who would regularly 
visit schools and support teachers. 

Authority of Schools

According to several respondents, exten-
ding the powers of schools would contri-
bute to the effective implementation of 
inclusion. However, this step could also 
lead to higher degrees of rejection where 
schools do not have suitable conditions, 
and that could prove controversial becau-
se of the risk of students being rejected 
by some schools in order to make their 
life easier. On the other hand, schools 
often have a very realistic idea of the 
potential barriers (large numbers of chil-
dren in classes, interconnected classes, 
absence of a special educator) that may 
complicate inclusive education. Schools 
would also welcome more trust from the 
education authorities and the Ministry 
of Education, which would enable them 
to assume responsibility for their own 
actions. Amongst the options of how to 
increase the powers of schools we can 
name the suggestion of letting school 
principals decide about the proportion 
of direct and indirect work of a teaching 
assistant, as they know and may assess 
each specifi c case better than the decree 
or the school counselling facility.

Authority of Parents

The respondents were generally of the 
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opinion that parents had a lot of rights 
and that they would not oppose partial 
restriction of those. They describe situa-
tions where, according to the school, 
parents decide against the interests 
of the child or society. Following such 
a decision of the parents, the child is 
included in a programme that is beyond 
his or her capacities and the resulting 
knowledge and skills of the pupil are 
worse than would be the case if he or 
she were taught according to another 
programme or in another class or school. 
This baseline situation is associated with 
a more problematic application of the 
person in the labour market. The respon-
dents thus question the right of parents 
to decide against the recommendations 
of a school counselling facility which is 
(for instance) suggesting the child be 
educated within the special education 
sector. 

One of the respondents calls for grea-
ter responsibility on the part of parents 
for pupils’ education with reference to 
the fact that inclusive education entails 
considerable fi nancial costs (expensi-
ve inclusion without the obligation of 
parents to participate in it somehow does 
not make sense). We should neverthe-
less stress here the aspect of streng-
thening equal opportunities for pupils 
with insuffi cient support from their 
families. The need to set clear rules for 
communication between families and 
schools was another aspect that was 
mentioned. The rights and obligations 

of both parties should be balanced. One 
respondent drew attention to the risk of 
transferring parental responsibilities 
to schools. 

Proposals Concerning Tertiary 
Training of Teachers

The need to extend the university tra-
ining of future teachers by education 
in the fi eld of special pedagogy and by 
greater practical training was mentio-
ned frequently. Furthermore, it would 
be advisable to consider providing sup-
port to smaller schools in order to ena-
ble them to hire a school psychologist 
and a special education teacher. Schools 
would also benefi t from the opportunity 
to split pupils into smaller groups, which 
is nevertheless hampered by spatial, 
staffi ng, and fi nancial factors. Threshold 
numbers of pupils with SEN per school 
should be set too.  

General Attitude to Inclusive 
Education

Although the qualitative part of the qu-
estionnaire did not include any direct 
questions on the attitude to inclusive 
education in general, the respondents 
frequently expressed themselves regar-
ding the issue when answering the open 
question about changes to the system. 

A wide range of attitudes was pre-
sented – from positive ones, through 
attitudes requesting the fulfi lment of 
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further conditions in order to achieve 
the successful functioning of inclusion, 
to negative ones. The concept of inclu-
sive education was largely accepted 
by small schools, one-room schools, or 
alternative schools (mostly Montessori 
schools), which explain their acceptan-
ce of inclusion as a result of working 
in an environment that is naturally 
inclusive in itself (in Montessori schools, 
everyone is unique and everyone deser-
ves a different approach; we are a small 
school, we have always done our best 
for every child). These respondents also 
drew attention to the fact that they had 
already adopted the concept of inclusive 
education before 2016 (though they had 
not been using the expression itself) 
and now felt too burdened with the 
excessive paperwork and formal proce-
dures required by the MEYS apparatus. 
One of the respondents highlighted the 
need for personal positive input if her 
students’ needs are to be met (our princi-
pal has to deal with the inclusion herself, 
with her heart and sometimes regardless 
of the legislation). Another respondent 
pointed out the paradox of emphasizing 
compliance with formal procedures over 
the effectiveness of real help granted 
to students. The costs of inclusion are 
regarded as something unquestionable 
and necessary to accept. Financial secu-
rity is a condition for inclusion to be 
implemented. 

Negative comments about inclusive 
education were either statements con-

cerning possible negative consequences 
of inclusion or statements perceiving 
inclusion as such negatively. The nega-
tive consequences were associated with 
all the stakeholders: pupils with SEN, 
“regular” pupils, and teachers who may 
feel demotivated or overwhelmed (inclu-
sion harms everyone; it harms ordinary 
students the most; our whole teaching 
staff is demotivated). These negative 
consequences were further specifi ed as 
a reduced level of education, a signifi -
cant increase in paperwork, a collapse 
of counselling facilities, and increased 
bullying. The risk of lowering the level 
of education of “ordinary” pupils was 
mentioned repeatedly. 

The other category of comments 
assessed inclusion in its entirety nega-
tively, without any specifi c arguments. 
Some of these comments were strongly 
emotional (inclusion is a crime against 
children; the whole infamous inclusion is 
just a big hype; inclusion was the biggest 
blow to our education system in the last 
30 years; it is a mess and no one wants to 
do anything about it). Several comments 
pointed to the low level of effectivene-
ss of the current concept of inclusive 
education (poorly presented and mana-
ged inclusion; the fi nancial demands of 
inclusion are huge, while the benefi ts are 
minimal; it only presents excessive work 
to me, while there is no effect at all).

It is also worth mentioning the oft-
repeated statements that emphasize the 
importance of special needs education. 
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Some of these comments praise its exis-
tence and effectiveness (special schools 
still exist and there are people who can 
tackle the issue), call for preservation of 
special schools, appeal for the streng-
thening of this sector, criticize the abo-
lition of this type of school, or call for 
their reestablishment, though it is com-
mon knowledge that the government 
has not given its assent to their aboli-
tion. Some of the statements go along 
the lines of the anti-inclusive concept 
in general. These respondents do not 
see any benefi t in inclusive education. 
Other comments assess the existence 
of special education in the context of 
so-called responsible inclusion (Vaughn 
& Schumm, 1995), which supports 
inclusive education where possible, but 
acknowledges that it has certain limits, 
beyond which it is advisable to consi-
der the education of a particular pupil 
with more severe disabilities outside 
the mainstream. 

Discussion about 
Findings

The respondents’ direct answers some-
times do not specify explicitly the condi-
tions; these have to be deduced from the 
criticism expressed in the answers. The 
respondents paid signifi cant attention 
to students for whom – in their opini-
on – inclusive education may not be the 
most effective option. The argument that 

pupils with a mild intellectual disability 
(MID) do not master the curriculum even 
with the support of a teaching assistant 
is based on the assumption that all pupils 
should achieve the same level of know-
ledge. However, the MID pupils (but not 
only these pupils) should not be sub-
jected to the same requirements; indivi-
dual and achievable goals should be set 
for them. This is also tightly linked to 
experiencing success and achievement, 
which are more likely to occur in the case 
of individually set goals. It should also be 
noted that the education of pupils with 
MID is usually carried out on the basis of 
the set minimum outputs of the FEP PE, 
which are incorporated into the SEP of 
the school and IEP of the specifi c pupil. 
Teachers should know and apply those if 
the educational counselling facility (ECF) 
so recommends. 

The respondents abundantly mention 
the consequences of inclusion for other 
pupils in the class, who may be disturbed 
by pupils with SEN or suffer from a lack 
of space left to work with them. As for 
the fi ndings of the quantitative part of 
the research about the growing paren-
tal activity perceived as burdensome by 
schools, we should admit that this may 
pose another complicating factor. Tea-
chers need to concentrate not only on 
the effectiveness of the teaching process 
in the classroom, but also on the relati-
onships with parents who are opposed 
to the presence of pupils with SEN, thus 
placing a heavy burden on the teacher. 

JANA MRÁZKOVÁ



60

This issue may be partly addressed th-
rough a greater focus on the effective 
education of other students in the class, 
provided, of course, that the internal and 
external conditions are met. 

The respondents perceive inclusive 
education as inclusion of pupils with 
SEN among other pupils quite commonly. 
This perception of inclusive education is 
represented in the quantitative outputs 
to the same extent as the concept of 
inclusive education relating to all pupils. 
The qualitative survey nevertheless pre-
dominantly includes answers testifying 
to the concept focusing on the education 
of pupils with SEN. 

Counselling facilities, criticized for 
their formal approach to the suggesti-
ons of supportive measures, need not be 
the greatest culprit’, though. They are 
also burdened with the above-described 
lower fl exibility of the system and long 
waiting times. All of that leads to a for-
malistic approach on the part of the ECF 
employees, even if they would prefer to 
work quite differently. Yielding grea-
ter powers to schools could leave the 
counselling facilities with more room 
for systematic work. The reproaches 
concerning unprofessional advice from 
ECFs could be avoided if greater oppor-
tunities were given to the ECF staff to 
get better acquainted with the specifi c 
school environment, the pupil and his/
her needs, and the view of the school tea-
chers. The supportive measures would 
thus be easier to set.

Enhanced mutual cooperation 
between the school management and the 
special educator is proving a key factor 
in greater support for inclusive educati-
on at schools. The survey revealed that 
the special educator is a profession much 
sought after by schools and a highly pra-
ised one, naturally hand in hand with 
other consulting and supporting profes-
sions. School principals need this positi-
on to be reimbursable and independent 
of partial projects. Considering the fact 
that the position of a special educator 
has been a standard part of Decree No. 
72/2016 Coll., as amended, since 2005, 
we can assume that it already consti-
tutes a stable position, at least in some 
schools, the existence of which is duly 
justifi ed. 

Let us return to the above-mentioned 
requirement of better training in the fi eld 
of special education. It is completely 
justifi ed. Teachers, regardless of their 
specialization, will be facing a diverse 
range of pupils, including those requiring 
specifi c support, more and more, and not 
all the issues that emerge can be solved 
by a special educator. The core teachers 
must be equipped with at least partial 
competencies in this fi eld – especially the 
ability to identify diffi culties, to determi-
ne subsequent steps, and to adapt their 
teaching appropriately. 

In both parts of the survey the respon-
dents complain that inclusive educati-
on was not suffi ciently prepared by the 
Ministry of Education, specifi cally, that 
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it was not appropriately discussed with 
and communicated to educators. It is 
true that school associations provided 
the MEYS with their materials addres-
sing the planned legislative change, but 
the discussion amongst institutions and 
authorities was probably not suffi cient. 
Another question is whether and to what 
extent the authorities discussed the is-
sue with their members who really live 
the reality of inclusion in schools and 
counselling facilities.  

Another topic for discussion lies in 
the fact that the analysis showed rather 
negative answers and comments in 
response to the open-ended questions, 
which may give the impression that our 
respondents have adopted a rather anti-
inclusive attitude. We should not forget, 
though, that the open-ended questions 

were a mere add-on to the items dea-
ling with individually defi ned areas and 
therefore quite logically provoked state-
ments along the lines of the defi cienci-
es or limitations of inclusive education. 
To get an overall picture of how school 
special education teachers and school 
principals perceive inclusive education, 
please refer to the comprehensive data 
of the qualitative-quantitative research 
(Mrázková, 2020). 

Inclusive education is a topical task 
associated with quite a number of issues. 
It is important to monitor the feedback 
of practising professionals who can spe-
cify useful requirements, as well as the 
limitations of inclusive education. Their 
advice can help in the implementation of 
inclusive education at schools. 

Abbreviations and acronyms: ILP – individual learning plan; MID – mild intellectual 
disability; MEYS – Ministry of Education, Youth, and Sport; ECF – educational coun-
selling facility; SEN – special educational needs; SEP – school educational programme; 
FEP PS – framework educational programme for primary schools 

References

Booth, T., & Ainscow, M. (2002). Index for inclusion: Developing learning and participa-
tion in schools. Bristol: Centre for Studies on Inclusive Education (CSIE).

Guidelines for Inclusion: Ensuring Access to Education for All (2005). Paris: UNESCO. 
Available at: unesdoc.unesco.org/images/0014/001402/140224e.pdf

Houška, T. (2007) Inkluzívní škola (Inclusive School), Osmileté gymnázium Buďanka 
o.p.s. Praha: Czech Pedagogical Chamber.

Miovský, M. (2006). Kvalitativní přístup a metody v psychologickém výzkumu (A qual-

JANA MRÁZKOVÁ



THE IMPLEMENTATION OF INCLUSIVE EDUCATION 

itative approach and methodology in psychological research). Prague: Grada Pub-
lishing.

Mittler, P. (2012). Working towards inclusive education: Social contexts. London: David 
Fulton Publishers.

Mrázková, J. (2020). Inkluzivní vzdělávání pohledem vedení škol a školních speciálních 
pedagogů (Inclusive education from the perspective of school management and special 
educators). Prague: Charles University – Faculty of Education.

Soodak, L. C., & McCarthy, M. R. (2006). Classroom management in inclusive settings. 
In C. M. Evertson, C. M., & Weinstein, C. S. (Eds.). (2013). Handbook of classroom 
management: Research, practice, and contemporary issues. London: Routledge.

Spilková, V. (Ed.). (2005). Proměny primárního vzdělávání v ČR (Changes in primary 
education in the Czech Republic). Prague: Portál.

Vaughn, S. & Schumm, J. S. Responsible Inclusion for Students with Learning Dis-
abilities. Journal of Learning Disabilities. 1995, 28(5), 264-270. DOI: 10.1177/0022
21949502800502

Mgr. Jana Mrázková
Faculty of Education, Department of Special Pedagogy
Charles University
jamrazkova@seznam.cz

62



<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJDFFile false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.0000
  /ColorConversionStrategy /CMYK
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments true
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /SyntheticBoldness 1.000000
  /Description <<
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000410064006f006200650020005000440046002065876863900275284e8e9ad88d2891cf76845370524d53705237300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002000d>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef69069752865bc9ad854c18cea76845370524d5370523786557406300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002000d>
    /CZE <>
    /DAN <>
    /DEU <>
    /ESP <>
    /FRA <>
    /GRE <>
    /HRV (Za stvaranje Adobe PDF dokumenata najpogodnijih za visokokvalitetni ispis prije tiskanja koristite ove postavke.  Stvoreni PDF dokumenti mogu se otvoriti Acrobat i Adobe Reader 5.0 i kasnijim verzijama.)
    /HUN <>
    /ITA <>
    /JPN <FEFF9ad854c18cea306a30d730ea30d730ec30b951fa529b7528002000410064006f0062006500200050004400460020658766f8306e4f5c6210306b4f7f75283057307e305930023053306e8a2d5b9a30674f5c62103055308c305f0020005000440046002030d530a130a430eb306f3001004100630072006f0062006100740020304a30883073002000410064006f00620065002000520065006100640065007200200035002e003000204ee5964d3067958b304f30533068304c3067304d307e305930023053306e8a2d5b9a306b306f30d530a930f330c8306e57cb30818fbc307f304c5fc59808306730593002000d>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020ace0d488c9c80020c2dcd5d80020c778c1c4c5d00020ac00c7a50020c801d569d55c002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e000d>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken die zijn geoptimaliseerd voor prepress-afdrukken van hoge kwaliteit. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /ENU (Use these settings to create Adobe PDF documents best suited for high-quality prepress printing.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /ConvertColors /ConvertToCMYK
      /DestinationProfileName ()
      /DestinationProfileSelector /DocumentCMYK
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements false
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /UseDocumentProfile
      /UseDocumentBleed false
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


