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 The aim of the study is to investigate the attitudes of teachers and their need for further education and professional growth in
the field of diversity and the work with minority populations. This study is part of projects KEGA 060UK – 4/2017 and VEGA
1/0620/16. Teachers are increasingly confronted with the diversity of pupils in their classes, whether they relate to special
needs of children, their different cultural or linguistic backgrounds or to low socio-economic status. This may also influence
teachers' needs for professional development (OECD, 2019; TALIS 2018). The research results show that teachers generally
perceive inclusive education of ethnic minority children or children with a low socio-economic status negatively (Rose et al.,
2019). Such perception can affect the motivation of children to learn. Our research combines qualitative and quantitative
design. Teachers of pre-primary education (N = 90) and primary education (N = 161) indicated their further education needs
(APA, 2006) for their professional development and their interest in training in narrative format approach for Roma children.
They also answered the question about their opinion on inclusive education. Teachers participated voluntarily without any
financial reward and answered questionnaires anonymously. Teachers who expressed interest in their further education in
minority language children (27.5%) expressed significantly higher agreement (rho = 0.138, p <0.05) with inclusion in
education and generally have a higher interest in vocational development (rho = 0.180, p<0.01). Not only pre-service
teachers, but also in-service teachers needed to be engaged in professional development in order to cope with diversities.
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Results

Background
Teacher training is part of lifelong learning in most countries. It is
implemented through formal, informal education and non-institutional
learning. It allows teachers to supplement, extend and deepen their
education or to satisfy their interests. It is necessary to identify which type of
in-service training has the greatest impact on the practice of teachers and
school managers and the areas where they feel the greatest need for training
and identify obstacles to their achievement.

What kind of professional development
needs do teachers of primary and preprimary education have?
Professional Development Needs by Grade they currently teach
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Within OECD and Slovakia, more than 80% of teachers said their in-service
training activities over the last 12 months had a positive impact on their
teaching (TALIS, 2019). Subban and Sharma (2006) revealed that those
teachers who reported having received training in special education were
more positive in relation to inclusion.
Differences in language of instructions, culture, socio-economic background
are strongest predictors of academic achievement (Bernstein, 1971).
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Acording to Dweck (2006), teachers with implicit incremental theory
(growth mindset) are more effective in teaching children than teachers with
implicit entity theory (fixed mindset).

There are statistical differences in Classroom
Management and Classroom Diversity.

Aim of the study is to investigate the attitudes of teachers and their need
for further education and professional growth in the field of diversity and
the work with minority populations

 Help students work well independently
(mean =4.48)
 Motivate students to learn
(M =4.59)
 Promote critical thinking
(M =4.51)
 Promote reading with understanding
(M =4.52)
 Work better with Special learning needs
students
(M =4.29)
 Help communicate better with parents about
Behavior problems
(M =4.59)
 Develop vocabulary and communication skills
(M =4.57)
 Develop reading competences (M =4.50)
While beginning teachers feel a greater need for
training
in
communication
with
legal
representatives of pupils from other ethnic groups
(rho = 0.186, p <0.01), experienced teachers are
more likely to develop classroom management
(rho = 0.195, p <0.01).

Method
Quantitative design:
APA Teacher needs survey (2006) - 31 items with five-point Likert scale (α =
0.927). Several items were adapted to follow the cultural and social situation
in Slovakia.
Implicit Theories Measures – two implicit theories were assessed:
Implicit theories of intelligence (ITI, 8 items, α = 0.782) (Hong et al., 1999)
Implicit theories of personality (ITP 8 items, α = 0.812) (Dweck, 2005)
The level of attitudes to inclusion and integration (Groma, Jursová Zacharová, 2017)
- five items with seven-point Likert scale (α = 0.697)
Expressed interest in their further education in minority language children
(1 item)

Participants

What are the most important needs?

Teachers who expressed interest in their further
education in minority language children (27.5%)
expressed significantly higher agreement (rho =
0.138, p < 0.05) with inclusion in education and
generally have a higher interest in vocational
development (rho = .180, p<0.01).

Teachers of pre-primary education (N0 = 90) and primary education (N1 =
161), together (N = 251), 98,4 % women and 1,6 % (4) men.
Qualifications of teachers:
41 % are primary teachers
33.5 % are pre-primary teachers
25.5 % are lower secondary teachers
100 % attend the formal lifelong learning for primary education.
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Most teachers formally agree to include
(61.4 %) and integrate (59.4 %) pupils in
schools. But at the same time, they agree
more on educating children with various
disabilities (physical, sensory and mental)
and learning disabilities in special primary
schools (46.4 %) or in special classes of
ordinary schools (64.3 %) than on ordinary
classes of common schools (37.8 %).
Tendency to Inclusion by teachers correlate
with need for information in Instructional
skills (r = 0.137, p<0.05) and Classroom
diversity (r = 0.158, p<0.05) and also with
tendency for further education (r = 0.147,
p<0.05).
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We also found a statistical difference among
teachers with different qualifications.

It seems that the Implicit Theories of
intelligence and personality do not have any
statistical significance with the need for
teacher education. There are only small
correlations with specific items: Working
with children struggling with physical health
issues (r = 0.130, p<0.05) and working with
special learning needs children (r = 0.178,
p< 0.05).

Limitations
Implicit theory results are not in line with published studies, as the participants in our sample had a
higher tendency to neutral and growth theory (for ITI 80.5 % and for ITP 84.5 %). However, as this
is a sample of teachers, inclination to incremental theory is welcome.
The research sample is not balanced in terms of gender, qualifications and length of practice and all
teachers have already selected further education at that time, so responses could have been
influenced by the information gained from their current learning process.
The research tools were of English origin and the meaning of some of the items could have been
altered by translation.
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What is the level of teachers' attitudes
to inclusion and integration?

Conclusion
Research has shown that teachers are generally positively tuned for in-service
training and growth. Provided education by public institutions should reflect the
needs of teachers in practice, while also emphasizing topics that will be up-to-date in
the future, like innovative forms of working with pupils from different cultures, with
different languages or personalities.
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