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Abstract

The paper analyzes opinions and attitudes of teachers and p rofessional associates
towards inclusive education and towards students with special needs in the Republic of.
Serbia and Norway, and they are compared with each other. T he research was conducted in
fifteen regular elementary schools located on the territory of the Republic of Serbia on a
samp le of 220 teachers and 22 professional associates, as well as with 10 teachers and 6
professional associates from two primary schools in Oslo, Norway. The research used
descriptive, analytical and comparative methods, and survey as the research technique.
Based on the obtained research results, it is concluded that there is a generally positive
attitude of teachersand professional associates in the Republic of Serbia towards inclusive
education of children with special needs. Such results provide a guarantee for further
perspective and implementation of inclusive education in the Republic of. Serbia. The
conducted research did not show statistically significant differences in the attitudes of male
and female respondents regarding the inclusive education of children with special needs.
However, the attitudes of teachers and professional associates in the Republic of Serbia
towards the inclusive education of children with special needs differ statistically and
teachers generally have more positive attitude towards all categories of students. The
obtained resultsalso make it imperative to conclude that there is still the need to work on
improvingattitudes towards studentswithspecial needs in order to create certain support
for further implementation of inclusive education.

Key words: inclusive education, teacher, supportingstaff, studentswith special
needs.

CTABOBHU ITPEMA UHKJIY3UBHOM OBPA3OBAILY U3
HNEPCIHEKTUBE YYUTEJ/bA U CTPYUHUX CAPA/THUKA

ArncrpakTt

VY pamy ce aHanmM3Mpajy MHIUbEHA U CTABOBH yUYHTEba U CTPYUHHX CapaJHHKA
TIp EMa MHKITy 3UBHOM 00pa30Bamby ¥ Y YCHHIIMMA ca IToceOHIM roTpebama y Perry Onmmm
Cp6uju n HopBemkoj u uctu Meljy cobro ynopelyjy. MctpaxuBame je cp OBeACHO y
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METHASCT PEJOBHMX OCHOBHMX INKOJA KOje ce Hamase Ha Tepuropuju PeryOmmke
CpOuje, Ha y30pKy oxa 220 yuuresba u 22 cTpy4Ha capagHuKa, kao u 10 yuyurespa u 6
CTpY YHMX Cap JIHHKa JBEjy OCHOBHMX IKosia rpana Ocnay Hopselkoj. Y uctp axusarmy
je xopmmheHa IECKpHITHBHA, AHAINTHYKA W KOMIIApaTHBHA METOZA, a OJ TEXHHKa
HCTp @KUBaka aHKETHP afbe. Ha 0CHOBY 100MjeHUX p €3y JITaTa HCTp KUBamba, 3aKJbY Uy je
ce J1a TIOCTOjH, yOIITEHO IJIeIaHo, O3UTHBAH CTAB yYUTesba U CTPY YHHX cap a[lHHKA Y
Pemy 6mmim Cp Ouju ip eMa MHKITY 3MBHOM 00pa3oBamy Jelie ca MoceOHUM MoTp ebama.
OBaKBH p e3yJITaTH P YKajy TapaHIHjy 3a JaJby HepCHEeKTUBY W NP UMEHY WHKITY 3HBHOT
obpazoBama y Pemy O CpOuju. M3BpIIeHNIM UCTp a)KMBaKEM HUCY YOYEHE CTaTh-
CTHYKH 3HaYajHe Pa3jIMKe Y CTABOBMMA MY IIKHX M XKEHCKHMX MCIHTAHHKA 10 MUTAEY
HHKITy 3UBHOT 00pa3oBama Jielie ca moceOHnM notp ebama. M eljytum, craBoBu yunresba n
CTpy4HHX capanHuka y Pery6mmmm Cp Ouju mp eMa HHKITy 3UBHOM 00pa30Bamy Jele ca
MoceOHMM TOTpedaMa CTaTHCTHYKH C€ Pa3lIuKyjy W YUYUTEJbH YOIIUTEHO HMajy
MO3UTHBHHUjU CTaB NpeMa CBUM KaTeropujama ydeHuka. JloOujeHu pe3ynratu, Takole,
HMITep aTUBHO Hamehy 3akJpydak Jia ce M JlaJbe Mopa pajiTH Ha M0OO0JbIIAkY CTaBOBA
TpeMa y4YeHUIIMa ca ToceOHUM moTp ebaMa Kako Ou ce cTBap aia ofp eheHa motmopa 3a
Jasbe cp oBol)ere MHKITY 3UBHOT 00p a30Bamba.

KibyuHe peun: HHKIy3UBHO 00pa3oBambe, y YHTelb, CTPY YHH Cap alHHUK, CTABOBH,
YUCHHUIM ca IoceOHUM ToTp ebama.

INTRODUCTION

Inclusive education as a civil movement is relatively new in the world
and in the European region. Ithas been created and developed as a movement
since the middle of the twentieth century. Its appearance in the Western
European countries was linked to the context of human rights and established
in the Universal Declaration of Human Rights in 1948, and later in 1989 in
the Convention on the Rights of the Child. Since then onwards, this
framework has been developing through a series of documents of the United
Nations and other international documents, in which certain strategic
guidance and standard rules of equalizing the position of different
marginalized and vulnerable social groups at the margins of social interest
were determined, as well as the need for specific and wider social action that
would meet those needs and inclusion of these groups in regular social
activities, notably the creation of the most desirable forms of education for
all, particularly in actualizing the right to regular education.

"Quality education for all and inclusion as a system preference are
linked to the characteristics of openness and fairness of the education system.
The development of inclusive characteristics of education involves first of all
the development of inclusive policies, then the improvement of inclusive
practice, as well as the appropriate development of inclusive values, both at
the system level and at the level of individual institutions. The development of
an inclusive dimension of education primarily implies certain support to the
diversities through building cooperation and acceptance, active involvement
of every child in education, improvement of teaching itself and learning
environment, too, as well as removing obstacles in the learning process of
each child" (Pordevi¢, 2010, p. 171)
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Inclusion as a term in Serbia appeared in 2000-2001 to become in
recent years perhaps one of the most commonly used terms when talking
about changes in education. Its use has become more common with the
introduction of the concept of quality education for all, and often the term
inclusion is identified with it, which can be understood if one takes into
account the fact that inclusive education presupposes the ability of school to
provide good education to all children, regardless of certain differences
among them. The very notion of inclusion is associated with the processes of
democratization in society and in education, and in this context it is often
talked about social inclusion in a broader sense, as well as about educational
inclusion, when that means involvement of students from the so-called
marginalized groups in education. (Pordevi¢ et al., 2016)

In the Republic of Serbia, inclusive education was legally justified by
the Law on the Foundations of Education passed in September 2009. This
law abolished enrollment policy which discriminates and does not provide
equal education for all, and it was determined that since the school year
2010/2011 all children have been included in regular education system.

Directing inclusive policy as well as conducting inclusive practice
is irrelevant without stimulating community in which differences are
respected, inclusive values are esteemed and relations of cooperation are
developed. Changing of attitudes towards inclusion and persons with
special needs is necessary to even talk about an inclusive culture.

This approach to inclusive education, among other things,
necessarily focuses on the issue of attitudes of teachers and professional
associates to inclusive education of children with special needs as an
important factor (certainly not the only one) on which in many ways the
realization of inclusion depends on. Positive attitude and positive thinking
and behavior related to them can be significant support for inclusive
education. Of course that opinions, attitudes and values differ from each
other according to their resistance to the requirements for change, stability
over time, as well as whether they are based on direct or indirect experience
with the object attitude (Martin and Vieceli, 1988; Najman HiZzman et al.,
2008; Sharma et al, 2006; Leutar and Stambuk, 2006; Tak-fai Lau and
Cheung, 1999; Ross-Hill, 2009).

Not a small number of domestic and international studies points to
certain differences in attitudes with respect to different categories of
impairments or disabilities, in which particularly is emphasized
stigmatization of individuals with mental disabilities compared to individuals
with physical disabilities or sensory disabilities in older school children,
adolescents and adults (Avramidis et al., 2000; Hodkinson, 2007; Hrnjica and
Sretenov, 2003; Lifshitz et al., 2004; Najman Hizman et al., 2008; Tur-Kaspa
et al.,, 2000), while the results obtained in pre-school age children are
reversed (Laws and Kelly, 2005).

There are also studies that conclude that the process of successful
implementation of inclusive education requires well-prepared school
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environment, adequate programs, better equipped schools, and adequate
professional training of teachers (Angelides et al., 2006; Buell et al., 1999).

In line with the trends that have recently been devoted to the process
of inclusion of children with special needs, a series of studies were conducted
which in focus of the research had the examination of the attitudes of
educators and teachers towards the inclusion of children with disabilities in
regular schools. In these studies, the importance of the attitudes to the success
of inclusion in pre-school, primary and secondary education is highlighted
(Scruggs and Mastropieri, 1996; Avramidis and Norwich, 2002; Kunstmann,
2003; Rose, 2001; Pearce, 2009; Carter and Hughes, 2006).

The attitudes may be defined as systems of assessment, emotion or
tendency to a particular person or appearance (Avramidis et al., 2000).

The structure of attitudes basically consists of three components:

1. Cognitive Component- represents a certain grade of qualities and
values of a person or appearance. Evaluation can be positive or negative,
whereby the person or appearance is evaluated as good or bad, beneficial
or harmful, desirable or undesirable.

2. Affective or Emotional Component - makes sensitive aspect to
the attitude wherein the value judgment is defined as | like / | do not like,
or as a pleasant (positive ratio) and uncomfortable (negative ratio).

3. Behavioral or Action Component- reflects certain behavior towards
a person or appearance which is in accordance with the internal attitudes.
Thus, forexample, if a positive attitude is present, behavior will include the
approval, support, whereas a negative attitude implies rejection, avoiding,
even direct prevention and attack (Avramidis et al., 2000).

Bearing in mind the above stated, we were particularly interested to
examine the opinions and attitudes of teachers and professional associates in
the Republic of Serbia towards inclusive education of children with special
needs and compare the same with the views of teachers and staff in Norway.

RESEARCH METHOD

Starting from what we pointed out can be clearly concluded that on
the way of implementation of inclusive education, among others, teachers
and professional associates are an important factor. On this basis, the
object of our study was to investigate opinions and attitudes of teachers
and professional associates towards inclusive education and children with
special needs. We were primarily interested in the affective or emotional
component of attitudes.

It is known that attitudes cannot be measured directly, but they can be
expressed through certain indicators. For this research, we constructed two
questionnaires - one for teachers and one for associates, which were made in
accordance with the aim of research. The questionnaires consisted of closed
questions with a few open-ended questions. The research used descriptive,
analytical and comparative methods, and survey as the research technique.
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The questionnaire for teachers contained fifteen specific questions
and the sixteenth question was substantially a free question related to the
appropriate problem the survey asked for, but had not covered by the
above questions, so adequate space for teachers’ REMARKS was left.
Questions referred to many thematic areas: about awareness of teachers
of students with special needs, about their opinion on the inclusion of
students with special needs in regular classes of primary school, about the
problems of inclusion as a process, and other.

The questionnaire for associates included twenty-three questions
also related to the investigated problem within the same thematic areas as
well as for teachers and twenty-fourth was substantially free question.

The nature and significance of research of the chosen problem was the
decisive factor for the selection of the survey sample. The survey was
organized in fifteen regular primary schools, which are located on the
territory of the Republic of Serbia, on a sample of 220 teachers from first to
fourth grade and 22 professional associates, as well as on 10 teachers and 6
professional associates of two primary schools in Oslo in Norway. The
distribution pattern of teachers and professional associates in the schools is
given in Table 1. We would mention that because of the differences in the
sample size, the so-called Yates correction was used in processing the results
of the research.

Table 1. Pattern of teachers and professional associates

Republic of Serbia Number Total
Primary school Teachers Professional associates

,»B. Stankovic¢“- Vucje 28 1 29
,,.D. Obradovi¢* - Ni§ 15 1 16
,.V.S.Karadzi¢“-Pozarevac 21 1 22
,,D. Obradovi¢*- Pozarevac 15 2 17
»Milo§ Savi¢“- Poljana 4 - 4
,l.L.Ribar<-V.Gradiste 32 2 34
,M.Zivanovié“-Srednjevo 14 1 15
,, V.S Karadzi¢“-Mojilovac 10 1 11
,,D.Markovi¢“- KruSevac 16 1 17
,,D. Obradovi¢*“- KruSevac 19 3 22
,V prol. brigade*-Zabare 8 1 9
,,VozdKaradorde” Leskovac 6 2 8
K. Stamenkovi¢*“ Leskovac 5 2 7
,D. Obradovi¢* - fanje 14 2 16
,R.Domanovi¢*“ - Wanje 13 2 15
Total 220 22 242
Norway Number Total
Primary school Teachers  Professional associates

,.,I'veita skole“- Oslo 5 3 8
JLutvann skole“- Oslo 5 3 8

Total 10 6 16




RESEARCH RESULTS

Due to the chosen research subject, goals and tasks that we set up,
the most significant results obtained from the questionnaire will be presented
together in table and graphically for all schools, not individually for each
school.

Table 2. Evaluation of teachers and professional associates
about their awareness of students with special needs
(Answers to the question from Questionnaire: Do you think that you are
sufficiently informed about students with special needs?)

Yes No Partially Not Total
interested

R. Serhia f % f % f % f % f %
Teachers 32 1455 43 1955 145 65,90 - - 220 100
Associates 16 72,7 - - 6 273 - - 22 100
Norway
Teachers 7 70 - - 3 30 - - 10 100
Associates 6 100 - - - - - - 6 100

The frequency of responses to the question ‘Who makes the category
of students with special needs?’ is presented in Table 3.

Table 3. The frequency of teachers’ and professional associates’ responses to
the question: “who makes the category of students with special needs?”

Question and answers: Republic of Serbia
Teachers’ Associates’
According to your opinion who answers answers
are students with special needs? f % f %
Children with difficulties in learning and behaviour 32 1455 - -
Children with congenital disabilities 26 11,82 - -
Unfavorable social conditions 13 590 - 5
Children with emotional difficulties 29 1320 9 40091
Children with hearing impairment 58 26,36 15 68,18
Children with visual impairments 83 37,73 22 100
Children with mental disabilities 37 1682 22 100
Children with physical defects 72 32,73 14 6364
Children above the average 3B 1590 - -
Gifted children 19 863 - -
Total: 404 - 82 -

Among other things, we asked teachers and professional associates to
comment on their attitude towards the inclusion of children with special
needs in mainstream primary schools. The obtained answers are shown in
Figure 1.
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Figurel. The attitudes of teachers and professional associates towards
the inclusion of children with special needs in mainstream primary schools

Special Educational Needs and the Possibility of Inclusion

According to the objective of research, the respondents were asked to
comment on the acceptance of inclusion according to the categories of
children with special needs (where we determined the mean of the full
scale of responses from 1-complete inclusion to 5- complete segregation).
The obtained answers of teachers and professional associates in the
Republic of Serbia are shown in graphs 2 and 3.
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The significance of differences in the attitudes of teachers and
professional associates in the Republic of Serbia was tested by the - test
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with the use of the so-called Yates’ correction due to the number of
frequencies of certain categories of answers. Table 4 shows the values of the
xz- test by categories of students and by the level of statistical significance.

The obtained results of research on the attitudes of teachers and
associates in Norway towards certain categories of students with special
needs are shown in Graphs 4 and 5 and in Table 5.

Table 4. The difference in attitudes of teachers and professional
associates by categories of students in the Republic of Serbia

Category of students x> sig
gifted children 1,02
displaced children 0,64
refugees 0,64

war disturbedchildren 0,52
children without parental care 311
abusedchildren 311
children from deprived environments 3,28
children with speech disorders 0,69
children with emotional problems 4,84

limited state intelligence 759 0,05
bad eyesight 4722 0,01
motor disturbances 17,03 0,01
mild mental retardation 48,48 0,01
hearing impairment 108,35 0,01
autism 28,06 0,01
blindness 769 0,05
deafness 21,08 0,01
moderate mental retardation 1164 0,01

Table 5. The difference in attitudes of teachers and professional
associates in Norway by categories of students

Z
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children with emotional problems 0,34
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motor disturbances 4,64

mild mental retardation
hearing impairment

autism 1549 0,01
blindness
deafness 20,43 0,01

moderate mental retardation
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DISCUSSION

The results of the subjective evaluation of teachers about their
awareness of students with special needs (presented in Table 2) show that
from 220 teachers surveyed in the Republic of. Serbia, only 32 of them or
14.55% believe they are sufficiently informed about this category of
students, while the vast majority of teachers (145 or 65.90%) consider
being partially informed.

The obtained results of subjective evaluations of teachers and
professional associates were compared to each other in order to determine if
there is a statistical difference among them. After dividing the difference in
the level of awareness of teachers and professional associates in Serbia of
students with special needs, we found that among them there is a statistically
significant difference (they’- square test 43.27, df = 2, p> 0.01). These results
lead to the conclusion about the need of providing additional professional
training of teachers, as well as associates, which would strengthen the
cognitive component of their attitudes and create preconditions for a further
development of positive attitudes and implementation of inclusive education.



10

Unlike in Serbia, the distribution of the responses in Norway is mainly
in the categories of fully and partially. A certain percentage of teachers (30%)
think that they are partially informed, while all professional associates
consider themselves to be fully informed about students with special needs.
However, the difference in the responses to the level of information of these
two categories of the respondents in Norway is not statistically significant
(the *- squared test 2.36, df = 1, p <0.05).

The results of the responses to the question: Who makes the
category of students with special needs? (presented in Table 3), confirm
the conclusion that teachers in the Republic of Serbia are not sufficiently
informed about children with special needs because in their responses
only some categories of students with special needs are mostly stated.

The most frequent category of children with special needs is children
with visual impairments, which was stated by 83 teachers, or 37.73%,
children with physical disabilities, which was stated by 72 or 32.73% of
teachers. From the responses of professional associates on this issue, it can be
seen that under special needs they understand only children with disabilities
(which is only one category of children with special needs), while the
teachers under this term imply a much broader category of students. Based on
these responses of professional associates it may be concluded that they do
not have enough knowledge about students with special needs, which all 22
professional associates confirmed in their answers to the question: Are you
qualified to participate in the work with children with special needs? 17
professional associates or 77.30% stated that they were not trained, and 5 or
22.70% that they needed additional training.

Unlike teachers and associates in the Republic of Serbia, the
majority of teachers (7 or 70%) and all associates in Norway stated all
categories of students with special needs and everyone felt sufficiently
trained to work with children with special needs.

Regarding the attitude of teachers towards the inclusion of children
with special needs in mainstream primary schools (shown in Figure 1),
the majority of the teachers in the Republic of Serbia (131 or 67.90%)
declared that they partially agree with this proposal, while only 14 or
7.25% of the teachers fully agree. Contrary to the views of the teachers,
all professional associates stated that they do not agree with this proposal.

In contrast to the attitudes of the teachers and professional associates
of the Republic of Serbia to the inclusion of students with special needs in
mainstream primary schools, their colleagues from Norway fully agree with
the inclusion of these children in mainstream primary schools.

Our further analysis was focused on determination of the most
appropriate institutions for children with disabilities, wherein we set the mean
of the full scale with replies (from 1-full inclusion to 5- complete
segregation). Based on the results of the performed research on the teachers’
attitudes in the Republic of Serbia the arithmetic mean of 2.21 (hypothetical
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zero would be 3) is obtained. Thus obtained results of the study (shown in
Figure 2) indicate that there is a generally positive attitude of teachers in the
Republic of Serbia towards inclusive education in primary schools. Only a
few categories (mental retardation, autism, deafness and blindness) of
students with special needs are on the "negative" side of the scale. Nearly
identical results of the presence of negative attitudes to certain categories of
students we encounter in some authors (Avramidis et al., 2000; Hrnjica and
Sretenov, 2003; Kasa Hendrickson and Kluth, 2005; Lifshitz et al., 2004).

If we compare the obtained results with the results of research in
other countries, we can see that it is interesting that in the Republic of
Serbia there is a positive attitude toward the students with emotional and
behavioral problems, which in other countries is not the case (Scruggs
and Mastropieri, 1996; Avramidis and Norwich, 2002; Soodak, Podell
and Lehman, 1998). These results, obtained in our study, require deeper
analysis, which on this occasion we have not done.

Comparing the results (the arithmetic means) of obtained attitudes of
teachers and professional associates in surveyed schools in the Republic of
Serbia, in relation to certain categories of students with special needs (shown
in Table 4), significant differences in relation to the category of children with
special needs can be observed which, colloquially, in the educational practice
of teachers, are described as difficulties in relation to children with special
needs who don’t have the so-called organic or physiological lack.

Mutual comparison of attitudes towards inclusive education by gender
of the respondents does not offer significant differences.

Based on the obtained results of teachers and associates in Norway on
certain categories of students with special needs (shown in Graphs 4 and 5),
general conclusion can be made that the attitudes of the teachers (M = 1.72)
and associates (M = 1, 66) in Norway are more positive compared to the
attitudes of the teachers and associates in the Republic of Serbia. The
attitudes of teachers and associates in Norway towards inclusive education
are almost identical to each other in all categories of students with special
needs.

Mutual comparison of the teachers’ and associates’ attitudes
towards certain categories of students with special needs in Norway we
found that a significant difference exists only in the categories of children
with autism and hearing problems (p> 0.01). There is a certain difference
in the attitudes of teachers and associates in Norway towards children
with emotional problems and motor disorders, but this difference is not
statistically significant.

Comparing the obtained results of research of the teachers’ attitudes
towards inclusive education in the Republic of Serbia with the views of the
teachers from Norway, it is evident that the greatest differences exist between
them in the acceptance of children with emotional and behavioral problems,
intellectual disabilities, hearing impairment and bad eyesight. The
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background of these differences certainly makes educational, cultural and
other factors and should be separately analyzed.

Certain studies performed in the world also correlate with the
results of our research in terms of positive attitudes towards inclusive
education of children with special needs in teachers working with pupils
of younger school age (Bender, Vail and Scott, 1995).

CONCLUSION AND LIMITATIONS

The aim of the research was to investigate the opinions and attitudes
of teachers and professional associates in the Republic of Serbia towards
inclusive education of children with special needs and compare the same with
the views of teachers and associates in Norway.

The obtained results of performed research indicate that there is a
generally positive attitude of teachers and professional associates in the
Republic of Serbia towards inclusive education of children with special
needs. These results provide a guarantee for future prospects and
implementation of inclusive education in the Republic of Serbia.

The performed research did not show statistically significant
differences in the attitudes of male and female participants in terms of
inclusive education of children with special needs. However, the attitudes of
teachers and professional associates in the Republic of Serbia towards
inclusive education of children with special needs differ statistically and
teachers generally have a more positive attitude towards all categories of
students. The obtained results also imperatively impose conclusion for further
needs on improving attitudes towards pupils with special needs in order to
create certain support for additional implementation of inclusive education.

Mutual comparison of attitudes towards inclusive education of
teachers and associates in the Republic of Serbia and Norway, showed
interesting and significant differences according to certain categories of
students with special needs. The existence of these differences points to the
fact that some national, primarily educational, cultural and other factors play
a significant role in the formation of positive attitudes towards inclusive
education. These results highlight the need for greater and deeper
comparative analysis of the concept of inclusive education. The limitation of
the conducted research for wider generalizations is the size of the sample of
teachers and professional associates, primarily from Norway.

The performed survey on the attitudes of teachers and professional
associates towards inclusive education of students with special needs is a
small contribution to the scientific study of inclusive education in the
Republic of Serbia. Carefully conducted researches on the conditions and
manner of implementation of inclusive education, as well as the development
of strategies for support to the pupils with special needs in the regular system
of education are the basis under which an argumentation for implementation
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of the idea of inclusive education must be sought. Actually these are “those
questions™ to which the answer must be given in order to make the idea of
inclusive education possible and sustainable in practice.

Finally, we consider it necessary at this point to emphasize
particularly the need to be aware of the fact that all children from the
category of children with special needs (especially children with disabilities
and handicapped children) cannot be involved in the educational process in
educational institutions. Therefore, we believe that continuous and intensive
management of researches and debates on inclusive education are necessary
because of the need to form clear views on all aspects and possibilities of
further changes in education from which all children will benefit. Also, we
believe that any categorical rejection of inclusive education, or reckless
acceptance, can lead to unpredictable consequences, both in the educational
system, as well as in the development of each child with special needs. Only
by such an approach the idea of quality education for all will be possible and
achievable in practice.
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CTABOBHU ITPEMA UHKJIY3UBHOM OBPA3OBAILY U3
HEPCHEKTUBE YYUTE/bA U CTPYYHUX CAPAJTHUKA

Cp6osby6 Bophesuh?, lparana Cranojesuh?, Jlyunja Hophesuh?
Vuusepsurer y Humry, [lenaromku daky nrer, Bpame, Cpouja
2CCC ,,Byne Anruh“ Bpame, Cp6buja

Pe3nme

VY pany ce aHaTM3Mp ajy MUIIUBbEH-A U CTABOBH Y YHTeJba M CTPY YHUX Cap aHUKa Mp e-
Ma HHKJIY3MBHOM 00pa3oBamy U yYeHHIMMa ca moceOHMM motpebama y Pery Gmummm
Cp6uju 1 HopBenikoj u uctu Meljy cobro ynopelyjy. MctpakuBame je crip oBeneHO y
TIETHAESCT P EAOBHIX OCHOBHMX IIKOJIA KOje Cce Hasla3e Ha TepuTop uju Pery 6iike Cp 6u-
je, Ha y30pky oxn 220 yuurerba W 22 cTpydHa capaaHuka, kao u 10 yuurersa u 6
CTpYYHHX capaJHHKa JABejy OCHOBHMX Inkojia rpama Ocma y Hopseukoj. Texnuka
UCTp @KMBamka je aHKETHPame, a MHCTPYMEHT UCTP $KHBamba je aHKeTa OCMHIIUbEHA Ha
OCHOBY MOCTaBJHCHOT IWJba W 33/laTaKa HCTP AKHBaba. Y UCTPKHUBamky je Kop minheHa
JIECKp MNTHBHA, aHATUTUYKA U KOMIIap aTiBHA Metosa. Ha ocHOBY noOMjeHHX pe3yiTara
UCTp @KMBama, 3aKjby4dyje Ce Ja IIOCTOjU YOIIUTEHO MNO3WTHBAH CTaB y4HTesba W
CTpy4HHX capanHuka y Pery6xmmm Cp Ouju ip eMa HHKITY 3SUBHOM 00pa3oBamy Jele ca
noceOHIM TOTp edama. OBaKBU p €3y ITATH Py JKajy Tap aHIMjy 3a JaJby Tep CHEKTHBY U
yBol)ere HHKITy 3UBHOT 00p azoBamay Pemy6nuky Cp 6ujy. V3Bp IeHUM HCTp aKHBAHEM
HHCY YO4YEHE CTATUCTUUKH 3HayajHe pa3JIKe y CTABOBHMA My IIKHX H KEHCKHX HCIIHTa-
HHKA TI0 TUTalky HWHKITY3MBHOT 0Opa3soBama Jere ca noceOHuM notpedama. M ely trm,
CTAaBOBH YUHMTeJba U CTPYYHHX capanHuka y PemyOmumm CpOuju mp emMa HHKITY 3SUBHOM
obpa3oBamy jele ca NMOCeOHMM NOTpedamMa CTATUCTHYKH Ce PasiMKYjy M y4UTEbU
YOIIITEHO MMajy MO3WTHBHHU]U CTaB IIpeMa CBUM KaTeropujama ydeHuka. JloOujeHu pe-
3yJTard, Takolje, MMIepaTiBHO HaMmehy 3aKkibyd4ak Ja ce U Jajbe MOpa PajuTH Ha Io-
OosbIIaby CTAaBOBA MpEMa YUYEHHMIMaA ca MOCeOHMM MOTpebama Kako Ou ce cTBapaia
onpelhena normnopa 3a fajee crp oBolerhe MHKITY 3MBHOT 00p a30Bamba.

M elyy cobnnm y mop ehuBarmem cTaBoBa Ip eMa HHKITy 3HBHOM 00pa3oBamy y4uTesha
U cTpy4HHX cap angHuka y Pemy O Cp 6uju 1 Hop Bemkoj, y O4mIIi MO 3aHUMIBHBE H
3Ha4YajHe pa3jIMKe MpeMa MOjeIHHUM KaTeropHujaMa ydeHHKa ca nmoceOHnM notpebama.
ITocrojame 0BHX pa3ivka yKa3yje Ha YMECHHUILYY JJa HEKH HalMOHAIHH, IIp e cBera oopa-
30BHH, KyJITY pHH U Ipy 'l HaKTOpH, MMajy 3Ha4ajHy yJory y (popMupamy HO3UTHBHHUX
CTaBOBa IMpeMa MHKIIy 3MBHOM 00pa3oBamy. OBaKkBH pe3yJITaTH HCTUYY IMOTpedy 3a
Behom 1 1y 6J50M KOMIIap aTUBHOM aHAJIM30M KOHIIENaTa HHKJIY 3MBHOT 00p a30Baba.



