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Introductions. Numerous factors are associated with the successful implementation of
educational inclusion, and educators need to provide adequate support to students with
disabilities while dealing with many challenges along the way. 4im. The aim of this
research was to determine the relationship between work experience, attitude towards
inclusion, perceived institutional support, self-assessed professional competences, job
stress, and job satisfaction with the implementation of adequate didactic-methodical
procedures in the inclusive work environment. Methods: The study included 309 primary
school teachers from various parts of Croatia who had experience educating students
with disabilities, with 181 of them teaching students with disabilities at the time. For the
purpose of the research, a questionnaire was designed and used to gather participants’
basic socio-demographic data, their assessment of inclusive educational practices
(adjustment of didactic-methodical procedures in the classroom), institutional support,
perceived competence for working with students with disabilities, attitudes towards
inclusion, their job stress, and job satisfaction. Results. The statistical analysis of the
gathered data revealed that the selected variables accounted for 25.4% of the variance
in the application of adequate didactic-methodical procedures in inclusive classrooms.
Self-assessed professional competence and job satisfaction were identified as significant
positive predictors. Although perceived institutional support and attitudes towards
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32 CHALLENGES IN INCLUSIVE TEACHING

inclusion were significantly positively correlated with the use of adequate didactic-
methodical procedures, they were not significant predictors in the regression model.
Conclusion. Findings of this research make a significant contribution to understanding
factors influencing working in an inclusive environment in Croatian schools beyond
teachers’ attitudes towards inclusion, which are most frequently researched.

Keywords: institutional support, predictors of inclusive practice, professional
competences, students with disabilities, teachers

Introduction

Inclusive education aims to transform school structures to ensure equal
educational opportunities for all students (Felder, 2021). It is defined as a process
that promotes the participation of every student in the school environment
while preventing the exclusion of any child from the culture, curriculum, and
community of mainstream schools. Students with disabilities represent a highly
heterogeneous group, as their challenges in achieving academic success vary
depending on the nature and severity of their difficulties, as well as the impact
these difficulties may have on social interactions. Inclusive education, therefore,
entails recognizing differences while emphasizing similarities among all
students in the classroom, with the goal of fostering interpersonal connections
and a sense of security (Skoci¢ Mihi¢ et al., 2016). Furthermore, inclusive
education should ensure that schools have the necessary support and resources
to enable all students to learn. This approach underscores the importance of
embracing diversity and creating an environment in which all children feel
accepted and encouraged (Florian et al., 2010; Hsien et al., 2009). Livazovi¢
et al. (2015) stress the significance of an inclusive approach that focuses on
students at risk of marginalization, discrimination, or exclusion, recognizing
the need for targeted support to guarantee equal opportunities for learning and
participation in the educational process.

Research indicates that teachers often exhibit reluctance and a perceived
lack of competence in supporting students with disabilities, particularly
those with developmental disorders (Kudek Mirosevi¢ & Jurcevi¢-Lozancie,
2014; Spratt & Florian, 2013). Kefallinou et al. (2020) emphasize that teacher
professional development is a crucial factor in implementing inclusive practices
both at the school and classroom levels. For instance, Nithrenborger et al. (2025)
found that after participating in combined online and workshop-based training,
teachers demonstrated improved attitudes and greater confidence in their ability
to teach mathematics inclusively. A comprehensive analysis of attitudes and
experiences regarding the inclusion of students with autism spectrum disorder
in Croatia reveals that teachers with higher levels of education and more work
experience tend to hold more positive attitudes. Conversely, teaching assistants
are frequently insufficiently trained and rarely involved in lesson planning,
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which can heighten feelings of insecurity when implementing inclusion (Pahi¢ &
Borak, 2025). These shortcomings may stem from inadequate teacher education
and training in inclusive practices, limited resources and support within school
systems, and insufficient awareness and understanding of the diverse needs
of student populations. Cook et al. (2007) report that teachers often express
positive attitudes toward inclusive education, suggesting an acknowledgment
of its importance. However, the same study found that these teachers frequently
doubt the potential benefits of inclusion and rarely implement the necessary
pedagogical adjustments to support students with disabilities. Forlin and
Chamber (2011) note that greater knowledge of legislation and the obligation
to include all children in mainstream schools does not necessarily enhance
teachers’ readiness to teach students with disabilities, whereas specialized
education in this field contributes to more positive attitudes toward inclusion.
Similarly, Hemmings and Woodcock (2011) observe that many novice teachers
feel inadequately prepared by their initial education to work effectively with
students with disabilities.

Increasing attention has been directed toward examining teachers’
self-efficacy in working with students with disabilities. Research consistently
demonstrates that teachers play a pivotal role in the successful implementation
of inclusive education (Forlin et al., 2010; Markovi¢, 2022). Bandura (1997)
defines teachers’ self-efficacy as their belief in their own capacity to plan,
organize, and execute actions necessary for educational tasks. This construct
is influenced by multiple factors, including teachers’ formal education,
professional development, work experience, and susceptibility to emotional
burnout. According to Stancic et al. (2014), effective inclusive education requires
teachers to possess self-awareness, be familiar with diverse teaching strategies,
understand different learning styles, and engage in continuous professional
growth. Knowledge of learning styles enables teachers to identify individual
differences among students and adapt instructional approaches to accommodate
diverse needs. Furthermore, ongoing development of professional skills allows
teachers to respond effectively to environmental changes and evolving student
requirements, thereby enhancing their ability to support all learners. Teacher
self-efficacy is shaped by individual characteristics such as values, motivation,
self-confidence, and readiness to overcome challenges, as well as contextual
factors (Valen¢ié¢ Stembergar & Lepecnik Vodopivec, 2016). Mohamed Emam
and Al-Mahdy (2020) confirm that teachers with high self-efficacy tend to
experiment with varied teaching materials and approaches, implementing
progressive and innovative strategies to improve learning outcomes, particularly
ininclusive classrooms. Formal education and targeted professional development
in inclusive education can significantly enhance teachers’ self-efficacy under
inclusive conditions (Livazovi¢ et al., 2015). Numerous scholars emphasize
the necessity of teacher education and training in inclusive practices to ensure
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that educators understand the needs of diverse learners and are equipped with
appropriate tools, strategies, and methodologies to support classroom diversity
(Fazlagi¢ & Koli¢, 2018; Kuyini et al., 2020; Lopes & Oliveira, 2021). Sharma
et al. (2012) argue that teachers who demonstrate competence in applying
effective instructional strategies, collaborating with colleagues, and managing
inappropriate behavior patterns are more likely to succeed in inclusive teaching.
Although research on the direct correlation between teachers’ self-efficacy and
participation in professional development programs remains limited, evidence
suggests that ongoing professional development positively influences perceived
self-efficacy (FiSer & Kaldonek-Crnjakovi¢, 2022; Kaldonek-Crnjakovi¢ &
Fiser, 2021; Katdonek-Crnjakovi¢ et al., 2025; Powell-Moman & Brown-Schild,
2011; Rimm-Kaufmann & Sawyer, 2004; Ross & Bruce, 2007; Savolainen et al.,
2012; Sharma et al., 2014; Sharma et al., 2024). Findings from numerous studies
indicate that many teachers possess limited knowledge and understanding
of children with disabilities, which often results in negative attitudes toward
teaching these students in mainstream classrooms (DeBoer et al., 2011; Kotor
et al., 2023). Several studies underscore the positive impact of initial education
focused on competencies for working with children with disabilities, both in
fostering favorable attitudes toward educational inclusion and in strengthening
self-efficacy for inclusive teaching (Avramidis & Norwich, 2002; Burke &
Southerland, 2004; Sharma et al., 2006). In a study by Fiser and Katdonek-
Crnjakovi¢ (2021), many participants described students with dyslexia as
diligent, motivated, and engaged, while portraying themselves as “advocates
for students with dyslexia.” The findings also suggest that teachers’ lack of an
agentic position stems from insufficient knowledge of effective instructional
strategies, as previously noted in large-scale studies, which consequently
leads to low self-perceived efficacy and inadequate preparedness (Fiser, 2019;
Kormos & Nijakowska, 2017; Nijakowska et al., 2018).

Research on inclusive education from teachers’ perspectives has
predominantly examined prior education and professional development
(Fiser, 2019; Markovi¢, 2022; Stamovi¢, 2019). Work experience has also been
shown to correlate with the beliefs of both pre-service and in-service teachers
regarding teaching students with disabilities. Evidence suggests that experience
in working with children with disabilities positively influences teachers’
perceptions of their own self-efficacy (Burke & Sutherland, 2004; Hastings &
Oakford, 2003). According to Martan et al. (2016), teachers who have worked
with students with disabilities for more than five years, completed relevant
courses, volunteered to teach these students, independently identified their
needs and challenges, and adapted assessment methods to monitor progress
tend to provide greater support and employ modified teaching techniques more
frequently. Skoci¢ Mihi¢ et al. (2016) found that, compared to older colleagues
with more teaching experience, teachers under the age of 40 and those with less
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than 20 years of experience expressed stronger agreement with statements that
inclusive education benefits both students with and without disabilities. Similar
findings were reported regarding course attendance during higher education:
teachers who attended courses related to inclusion and teaching students with
disabilities were more likely to agree that inclusion benefits all students than
those who had not received such training.

The relationship between the educational success of students with
disabilities and teachers’ emotional burnout has also been the focus of
considerable research. Low self-efficacy can significantly contribute to stress
and burnout among teachers (Skaalvik & Skaalvik, 2010; Weissenfels et al.,
2021), which in turn negatively affects their motivation to work with students
with disabilities and impacts student achievement (Mojavezi & Tamiz, 2012).
Conversely, teachers’ job satisfaction has been associated with improved
student outcomes, not only due to higher-quality and more motivated teaching
but also because satisfied teachers devote additional attention to ensuring the
success of each student (Hoque et al., 2023) and foster high-quality teacher-
student interactions (Harrison et al., 2023). Teachers who report greater job
satisfaction are less likely to leave the profession, exhibit lower absenteeism,
and maintain positive classroom relationships, providing emotional support,
effective classroom management, and appropriate instructional assistance
(Wartenberg et al., 2023).

Aim

The aim of this study was to examine the relationship between work
experience, attitudes toward inclusion, perception of institutional support, self-
assessed professional competencies, job stress, and job satisfaction with the
application of didactic-methodical procedures in inclusive teaching. Based on
previous research, it is expected that teachers with greater work experience,
more positive attitudes toward inclusion, higher perceived institutional support,
stronger self-assessed competencies, lower levels of job stress, and higher job
satisfaction will be more likely to implement instructional adjustments when
teaching students with disabilities.

Methods

Participants and procedure

Participants in this study were 309 primary school teachers (96.4% female)
with experience working with students with disabilities, 181 of whom were currently
including students with disabilities in their classes. Teachers ranged in age from 24 to
64.5 years (M =45.60, SD = 9.97) and had between 1 and 41 years of work experience
(M =20.56, SD = 10.54). Participants represented all Croatian counties, with the largest
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proportion from Slavonia (Brodsko-Posavska County 32.4%, Osjec¢ko-Baranjska County
13%, and Vukovarsko-Srijemska County 9.2%), followed by the City of Zagreb (13%)
and Zagreb County (11.4%).

Data were collected online via Google Forms as part of the broader research
project “Didactic-methodical difficulties in classroom teaching with students with
special educational needs” (IP-ODHZ-11-2021), conducted at the Department
of Social Sciences and Humanities, University of Slavonski Brod, Croatia. The
questionnaire link, accompanied by an invitation to participate, was distributed by
email to principals and professional associates of numerous primary schools across
Croatia, with a request to forward it to classroom teachers. Participation in the study
was voluntary and anonymous. Anonymity was ensured by not collecting any directly
identifying information (such as names, email addresses, or institutional identifiers).
The survey platform used did not collect IP addresses and participant login was not
required, ensuring that individual responses could not be linked to specific participants.
Responses were stored in aggregated form and accessed only by the research team for
analysis purposes.

Instrument

A two-part online questionnaire was developed for the purposes of the
aforementioned research project. The first part collected data on basic socio-
demographic characteristics (e.g., gender, age, education, work experience), job stress
(assessed with one item on a scale from 0 — not at all stressful to 3 — very stressful),
and job satisfaction (assessed with one item on a scale from 0 — not at all satisfied to
4 —very satisfied). It also examined teachers’ experience in working with students with
disabilities (one yes/no item for previous and current experience), followed by an open-
ended question asking respondents to indicate the type(s) of disability their student(s)
had or currently have.

The second part of the questionnaire included a modified version of the
Questionnaire on the Assessment of Inclusive Educational Practice in the Preschool
and Primary Education System (Kudek MiroSevi¢ & Jurcevi¢ Lozanci¢, 2014),
consisting of 23 items grouped into four subscales: application of didactic-methodical
procedures (5 items, a = .87), attitudes toward inclusion (7 items, o = .87), self-assessed
professional competences (5 items, a = .71), and perceived institutional support (6
items, o = .87). Participants rated their agreement with each item on a five-point Likert
scale ranging from 1 (completely disagree) to 5 (completely agree).

Data analysis

To address the research objective, we conducted the following data analyses:
analysis of descriptive statistics of all measured variables (minimum and maximum
obtained values, mean, standard deviation, skewness, and kurtosis), Pearson correlation
analysis, and linear regression.
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Results

Descriptive statistics (Table 1) showed that all variables had negatively
skewed distributions and relatively high average results (compared to the
maximum possible values), meaning that teachers tend to positively evaluate their
attitudes toward inclusion, professional competences, perceived institutional
support, job satisfaction, and especially how they apply didactic-methodical
procedures when working with children who have disabilities, while they also
report relatively high levels of job stress.

Table 1
Descriptive statistics of all measured variables (N = 309)
Min Max M SD  Skewness Kurtosis

Work experience 1.00  41.00 20.56 10.54 -0.18 -1.04
Application of didactic- 160 500 448 054  -1.27 2.57
methodical procedures

Attitude towards inclusion .00 5.00 322 0.84 -0.34 0.12
Professional competences .00  5.00 337 0.79 -0.31 -0.06
Institutional support .00 5.00 326 091 -0.19 -0.54
Job satisfaction .00 4.00 349 0.65 -1.17 1.48
Job stress 0.00 3.00 227 0.0 -0.59 -0.13

To examine the relationship between the teacher’s work experience,
attitude towards inclusion, perception of institutional support, self-assessed
professional competences, job stress, and job satisfaction with the application of
didactic-methodical procedures in the workplace, correlational and regression
analyses were conducted. Based on the recommendations by Kline (2011), the
absolute values of skewness less than 3 and kurtosis less than 10 are considered
acceptable when testing the normality of distribution, and therefore, the use of
parametric analyses was justified.

Table 2

Correlations between all measured variables (N = 309)

1 2 3 4 5 6

1. Application of didactic-methodical

1.00

procedures
2. Work experience -10  1.00
3. Attitude towards inclusion A3 -02  1.00
4. Professional competences 40" 08 29" 1.00
5. Institutional support 24" .02 30" .37 1.00
6. Job satisfaction A9 06 317 18" .29 1.00
7. Job stress .01 A3 -17 -09 -1 -19"

*p < .05, **p < 01
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Results shown in Table 2 point to statistically significant small to moderate
correlations between the application of didactic-methodical procedures and the
teacher’s attitude towards inclusion, perception of institutional support, self-
assessed professional competences, and job satisfaction, while the correlations
with work experience and job stress were not significant.

Table 3

Results of regression analysis predicting application of didactic-methodical
procedures

B SE (B) B T p

Work experience -01 .00 -17 -3.30 .00
Attitude towards inclusion -.04 .04 -.06 -1.03 30
Professional competences .29 .04 42 7.60 .00
Institutional support .06 .03 10 1.84 .07
Job satisfaction 12 .04 14 2.63 .01
Job stress .04 .04 .06 1.12 27
R .504

R’ 254

F(6,302) 17.144**

*p <.05, **p <.01

The results of regression analysis (Table 3) showed that self-assessment
of professional competences and job satisfaction were significant positive
predictors, and work experience was a significant negative predictor of the
application of didactic-methodical procedures, together explaining 25.4% of
the variance of the application of didactic-methodical procedures. Considering
that the work experience was not significantly correlated with the application
of didactic-methodical procedures, it represents a suppressor variable in this
model. The perception of institutional support and attitude towards inclusion
did not prove to be significant predictors, although they were significantly
correlated with the application of didactic-methodical procedures (Table
2). Teachers who more positively estimate their professional competences in
working with students with disabilities and who are more satisfied with their
jobs are more prone to applying adjustments to the teaching process when
working with students with disabilities.

Discussion

The aim of this study was to examine the relationship between work
experience, attitudes toward inclusion, perceived institutional support, self-
assessed professional competencies, job stress, and job satisfaction with the
application of didactic-methodical procedures in inclusive teaching. The
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findings indicate that significant positive predictors of the application of
didactic-methodical procedures when working with students with disabilities
were self-assessed professional competence and job satisfaction. Teachers
who rated their professional competencies for working with students with
disabilities more positively and reported higher job satisfaction were more
likely to implement adjustments in the teaching process. These results confirm
the hypotheses regarding the importance of professional competence and job
satisfaction for the effective application of didactic-methodical procedures.
Although institutional support and attitudes toward inclusion were not identified
as significant predictors in this study, their correlations with the adaptation of
teaching procedures were statistically significant and aligned with expectations.

Previous research emphasizes that teachers must develop competencies
that effectively promote the progress of students with disabilities to ensure
support for all learners (Panti¢, 2008), as evidence suggests that teachers often
lack sufficient competence in this area (Kudek Mirosevi¢ & Jurcevi¢ Lozancie,
2014). Several authors (Igri¢, 2015; Ivan¢i¢ & Stanci¢, 2013) confirm that
teachers are not adequately prepared to work with students with disabilities and
require ongoing professional development to acquire additional competencies.
Studies consistently show that teachers do not gain the necessary skills for
working with students with disabilities to the required extent (Bouillet, 2013;
Fiser, 2019; McHatton & McCray, 2007; Nikcevi¢c-Milkovi¢ et al., 2019; Shade
& Stewart, 2001; Sze, 2009). Given that instructional quality and continuous
teacher training are key variables influencing students’ academic achievement,
these gaps likely reflect insufficient systemic support for teachers to acquire
specialized competencies (Juri¢, 2007). Consequently, one of the major
challenges for the educational system is to provide opportunities for current and
future teachers to gain the knowledge and skills necessary for the successful
application of didactic-methodical procedures in inclusive teaching.

Findings of research conducted by Markovi¢ (2022) indicate that
teachers who completed three or more courses on working with students
with disabilities during their initial education reported the highest levels of
self-efficacy in providing direct support to these students. Research further
demonstrates that initial education and professional development in inclusive
practices contribute to fostering positive attitudes toward inclusion (Sze, 2009),
improving implementation success (Kudek Mirosevi¢ & Jurcevi¢ Lozancic,
2014), enhancing teachers’ preparedness and confidence (Lakkala & Maittd,
2011), and strengthening their belief in their own teaching effectiveness
(Bhatnagar & Das, 2013; Katdonek-Crnjakovi¢ & Fiser, 2021). The importance
of initial education and ongoing professional development for inclusive teaching
is underscored in numerous studies (FiSer, 2019; Rakap & Kaczmarek, 2010;
Strogilos & Tragoulia, 2013; Saréevié Ivié-Hofman et al., 2023). These findings
highlight the need for teacher education programs to prioritize the recognition
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and assessment of students’ needs, as well as the planning and implementation
of effective strategies and supports, while fostering collaboration with other
professionals and parents in the development and execution of individualized
education programs.

The perception of institutional support and attitudes toward inclusion
did not emerge as significant predictors in this study, although both were
significantly correlated with the application of didactic-methodical procedures.
According to de Boer et al’s (2011) review, most teachers hold neutral or
unfavorable views toward inclusive education. Key factors influencing teachers’
attitudes include their level of education, professional experience, and the type
of students’ disabilities. Research by Skoci¢ Mihi¢ et al. (2016) and FisSer and
Katdonek-Crnjakovié (2021) suggests that negative attitudes toward inclusion
often stem from insufficient competence in inclusive classrooms. Conversely,
positive beliefs about the value of inclusive education can strongly influence
teachers’ willingness to implement instructional adaptations and foster an
inclusive classroom climate. Therefore, alongside developing competencies
for teaching in inclusive settings, it is essential to cultivate teacher beliefs that
support inclusive values (Skoc¢i¢ Mihi¢ et al., 2016).

Alila et al. (2016) emphasize that providing teachers with support through
supervision by empowering and promoting new teacherhood, clarifying
professional roles, and assisting with work-related challenges, facilitates
both professional and personal growth in inclusive educational contexts.
Additional support from educational rehabilitators has proven valuable in
enhancing teachers’ understanding of inclusive teaching and their ability to
adapt instructional approaches to individual student needs. Vekic¢-Kljai¢ and
Hanzec Markovi¢ (2023) confirm that institutional support is perceived as
stronger in schools employing educational rehabilitators and psychologists.
Similarly, Nikéevi¢-Mikolcevi¢ et al. (2019) report that greater institutional
support for working with students with disabilities is associated with improved
methodological and didactic engagement among primary school teachers.

It is important to note that previous research has primarily focused on
Croatian teachers’ attitudes toward inclusive education. The present study
contributes by examining additional aspects of inclusive practice, such as job
satisfaction. Findings indicate that teachers who report higher job satisfaction
are more likely to implement instructional adjustments when working with
students with disabilities. A review of global empirical studies shows that,
regardless of country, highly satisfied teachers consistently strive to support
student success—not only through knowledge delivery but also by providing
additional attention and care to help each student achieve better outcomes
(Hoque et al., 2023). Research consistently demonstrates that job satisfaction is
positively associated with instructional quality (Harrison et al., 2023) and high-
quality teacher-student interactions, including emotional support, classroom
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management, and instructional assistance. These interactions, in turn, are linked
to improved academic outcomes such as enhanced motivation and achievement
(Wartenberg et al., 2023).

This study has certain methodological limitations that should be
addressed in future research. The generalizability of findings is constrained
using a convenience sample, particularly in terms of size and composition.
Since participants were primarily drawn from two Croatian counties, Brodsko-
Posavska and Zagrebacka, the sample cannot be considered representative of all
regions of the Republic of Croatia.

Conclusion

These findings have important implications for educational policy
and practice, highlighting the need to strengthen the emphasis on inclusive
education during initial teacher preparation and to ensure access to educational
content that supports students with disabilities. The results may also encourage
further research on strategies to improve teacher education so that it more
effectively meets the needs of students with disabilities and facilitates their
successful inclusion in the education system. Given the growing diversity
of student populations, continuous professional development in inclusive
education is becoming essential to guarantee equal opportunities for academic
success for all learners. It is therefore crucial to promote and support such
professional development initiatives to enhance inclusive practices and ensure
comprehensive support for every student.

Recommendations for overcoming challenges in the application of
didactic and methodological procedures in inclusive teaching:

— Adjust teaching content according to the capabilities and needs of

each student.

— Use differentiated tasks and activities so that all students can actively

participate in teaching.

— Use a combination of visual, auditory, and kinesthetic methods to

enable better understanding of the material.

— Actively involve students in work through project tasks, teamwork,

and experiential learning.

— Ensure cooperation with educational rehabilitators, speech therapists,

and psychologists.

— Enable the work of teaching assistants for students who need

additional support.

— Use digital tools and interactive content to facilitate learning.

—  Prepare teaching materials in different formats (audio, video, images,

simple text).
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— Promote the values of tolerance, respect, and mutual support among
students.

— Organize workshops and training for students and teachers on
inclusion and diversity.

— Use formative assessment and adapt methods of knowledge
assessment.

— Provide alternative ways of expressing knowledge (oral answers,

practical tasks, presentations).

Organize seminars and workshops on inclusive didactic and

methodological approaches.

Encourage the exchange of experiences among teachers and

cooperation with inclusive professionals.
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[zazovi u primeni didakti¢ko-metodickih postupaka u
inkluzivnoj nastavi

Katarina Sarcevi¢ Ivic-Hofman, Zrinka FiSer, Ivana Hanzec Markovié¢

Sveuciliste u Slavonskom Brodu, Odeljenje za drustveno-humanisticke nauke,
Slavonski Brod, Hrvatska

Uvod: Brojni faktori povezani su sa uspeSnom implementacijom obrazovne inkluzije, a
ucitelji moraju da pruze adekvatnu podrsku u¢enicima sa teSko¢ama dok se istovremeno
na tom putu nose sa mnogim izazovima. Cilj: Cilj ovog istrazivanja bio je da se utvrdi
veza izmedu radnog iskustva, stava prema inkluziji, percipirane institucionalne podrske,
samoprocenjenih profesionalnih kompetencija, stresa na poslu i zadovoljstva poslom
sa primenom adekvatnih didakti¢ko-metodi¢kih postupaka u inkluzivhom radnom
okruzenju. Metode: Studija je obuhvatila 309 nastavnika osnovnih §kola iz razli¢itih
delova Hrvatske koji su imali iskustva u obrazovanju dece sa tesko¢ama, od kojih je
181 u to vreme predavao ucenicima sa teSkocama. Upitnik je koriséen za prikupljanje
osnovnih sociodemografskih podataka uéesnika, njihove procene inkluzivnih obrazovnih
praksi (prilagodavanje didakticko-metodickih postupaka u ucionici), institucionalne
podrske, percipirane kompetencije za rad sa ucenicima sa teSkoCama, stavova prema
inkluziji, njihovog stresa na poslu i zadovoljstva poslom. Rezultati: StatistiCka analiza
prikupljenih podataka pokazala je da odabrane varijable Cine 25.4% varijanse u
primeni adekvatnih didakticko-metodickih postupaka u inkluzivnim ucionicama.
Samoprocenjena profesionalna kompetentnost i zadovoljstvo poslom identifikovani su
kao znacajni pozitivni prediktori. Iako su percipirana institucionalna podrska i stavovi
prema inkluziji bili znacajno pozitivno povezani sa upotrebom adekvatnih didakticko-
metodickih postupaka, nisu bili znacajni prediktori u regresionom modelu. Zakljucak:
Rezultati ovog istraZivanja znacajno doprinose razumevanju faktora koji uti€u na rad u
inkluzivnom okruzenju u hrvatskim Skolama, pored stavova nastavnika prema inkluziji
koji se najéesée istrazuju.

Kljucne reci: institucionalna podrska, prediktori inkluzivne prakse, profesionalne
kompetencije, ucenici sa teSko¢ama, nastavnici
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