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Abstract  
This qualitative paper deals with Czech secondary teachers‘ interventions in the class from the 
perspective of physically disabled students. The aim of the research based on semi-structured 
interviews was to identify how the sample of ten individually integrated graduates with physical 
disabilities retrospectively perceives teachers‘ pedagogical interventions connected with their 
presence in the regular class. The data analysed with the use of partial processes of situational 
analysis shows that teachers’ pedagogical interventions are mainly addressed to integrated student 
and nondisabled classmates. In detail, the results clearly revealed that at the beginning the teachers 
showed distrust in abilities and knowledge of physically disabled students. The participants also 
mentioned that they were confronted with ridiculing and unwillingness to accept their specific 
educational needs by teachers. In contrast, some informants described their educators as committed, 
because an appropriate support built on interest in information connected with special educational 
needs and willingness to find alternative ways how to fulfil study requirements was provided to them 
during their secondary school attendance. 

Keywords: Pedagogical intervention, teacher, student with physical disability, individual integration. 

1 INTRODUCTION 
The aim of each developed society should be to create conditions for an equal approach of all 
students to education. These trends have a long tradition in Europe, while in the Czech Republic they 
gained more concrete form in the early 90s of the 20th century and resulted in the trend of the so-
called school integration. This term will, for our contribution, be understood as education in a 
secondary school classroom, which is not separately designated for pupils with special educational 
needs, but provides adequate educational conditions and necessary special pedagogical and 
psychological care [1]. Thus, this form of education that becomes the basis for the implementation of 
the inclusive philosophy, is the central objective of the Czech educational policy also at the beginning 
of the second decade of the 21st century and brings to the educational experience significant 
consequences. In the classroom there can be students who are similar, as skills, talents and abilities 
are concerned, but also students who differ in certain areas, which generates their specific educational 
needs [2]. As a result, the current school teachers face a difficult task to convey the school curriculum 
to this heterogeneous group of students. In other words, this means that the teacher must act 
pedagogically effectively enough to meet the educational needs of all students and protect any of 
them from feelings of exclusion [3]. 

Slepičková, Pančocha, Vaďurová, Sayoud Solárová, Vrubel, Balátová, Sochor [4] in response to the 
growing integrative tendencies in mainstream schools, reported that teachers are becoming a key 
driving force in the process of school integration, with the importance being laid not only in their 
competence, knowledge and skills but also in their attitudes towards education of students with special 
needs. Similarly Vítková [5] reflected that one of the emerging key factors for successful integration is 
mainstream school teachers´ readiness and improvement of their skills in the field of education of 
children with special educational needs. For this reason Müller [6] pointed out that it is necessary for 
the teachers to obtain further education in the area of inclusive education by attending special training 
courses on this theme. Goodnough, Galway, Badenhorst, Kelly [7] then differentiated between two 
types of teachers in educational practice: Interventionist teachers who, in agreement with the social 
model of disability, are convinced that it is their duty to teach all students, and if problems arise, to 
seek solutions and opportunities for a learner with disability to grow in mainstream education 
conditions. On the other hand, the pathognomonic educator believes that problems that may arise in 
educational practice only arise on the side of the student with disability and refuse to take 
responsibility for them. His attitudes and interventions towards this student are therefore strongly 
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influenced by the philosophy of a medical model that promotes exclusion of students with specific 
needs from educational processes.  

However, it cannot be forgotten that the attitudes of a teacher to a student with disability can affect not 
only the behaviour of the teacher, but also how these individuals are perceived by their intact 
classmates [7]. That is why the attitudes of teachers towards integrated education in the field of 
Educational Sciences have been devoted considerable attention. Generally it can be said, that they 
have been affected by a variety of variables, namely by the age and sex of the teacher (Vaz, Wilson, 
Falkmer, Sim, Scott, Cordier, Falkmer [8]; Monsen, Ewing, Kwoka [9]), the self-efficacy of teachers 
(Soodack, Podell, Lehman [10]; Wiesel, Dror [11]), awareness of disability and its consequences 
(Avramidis, Bayliss, Burden [12]; Slepičková, Pančocha, Vaďurová, Sayoud Solárová, Vrubel, 
Balátová, Sochor [4]) or teachers´ own readiness for pedagogical work in class with integrated 
students (Cheney, Barringer [13]; Potměšil [14]). As can be seen, this is a wide range of variables 
which intervenes in this area of education and leads to substantial and in some aspects also alarming 
consequences. Research done by Slepičková, Pančocha, Vaďurová, Sayoud Solárová, Vrubel, 
Balátová, Sochor [4] pointed, for example, to the fact that within the community  of people with 
disabilities, about one third of Czech teachers feel uncomfortable and in direct contact with them, even 
as much as 40% of them feel not very well. Likewise, 6% of teachers were reluctant to teach in the 
classroom with a student with special needs. More specifically, 62% of teachers highlight the 
limitations of development for intact classmates, 60% of them point out the impossibility to be available 
to all students and 54% of respondents accentuate their own lack of knowledge and skills. 41% of 
those surveyed, however, also point out to the fears that students with special needs will not be 
accepted by nondisabled classmates.  

These findings became the basis for us to focus our attention on pedagogical intervention of 
secondary school teachers in the classroom where individually integrated student with physical 
disability is educated. However, considering the fact that most researches done so far examining 
various aspects of integrative practice were based mainly on quantitative methodology, through this 
study we want to offer a view from the "other side". This means analysing the teacher's pedagogical 
intervention from the perspective of specific actors of individual integration - students with congenital 
physical disabilities who attend regular secondary schools. We may add that during the school year 
2015/2016, Czech secondary schools were giving education to 20,046 students with special needs 
and from that 619 students with physical disabilities. This makes it the fifth largest group of students 
with special needs in this educational movement [15]. 

2 METHODOLOGY 
The aim of our research is to find out how individually integrated students with congenital physical 
disabilities perceived teacher's interventions in the class. For the purpose of its accomplishment, 
qualitative research strategy based on semi-structured interviews was chosen. These were carried out 
with ten participants - nine women and one man - with congenital physical disabilities (cerebral palsy 
or spinal muscular atrophy) who were individually integrated in a regular secondary school. Moreover, 
at the time of the interview no more than five years passed since the completion of their studies. 
Research sample was selected by snowball sampling technique, what illustrates Fig. 1. 

 
Figure 1. Scheme showing the participant acquisition with the use of snowball sampling technique  

(Own Research, 2017) ** 
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* Within the framework of anonymization principle, real names of the participants are altered. 

** Data interpretation shows authentic statements of the participants written in italics. These are 
accompanied by the first letter of their name and the location of the statement within the transcribed 
material 

3 DATA ANALYSIS 
Obtained data were analysed with the use of partial processes of situational analysis. This method is 
based on the positivist grounded theory, but because of its connection to the innovative analytical 
approaches, it is classified within the framework of the second generation of the grounded theory [16]. 
It is based on the belief that it is not possible to analyse only isolated behaviour and actions of people, 
but, on the contrary, it is necessary to analyse the non-reduced whole situation which contributes to 
such behaviour or action [17]. In other words, this means that examining the situation itself is the basic 
unit of the analysis [18]. In the context of our study, we will not only focus on the teacher's 
interventions in class themselves, but also on what belongs to these interventions and what 
determines them in the specific educational reality. Respecting the mentioned facts and in relation with 
recommendations of Clarke [19], the data analysis involved following steps: (1) The transcribed 
material was subjected to open coding added with notes. As a result, we identified all the key 
elements in the situation of teacher interventions in the classroom, where student with physical 
disability is individually integrated. (2) Based on these identified elements, a messy map showing the 
situation of teacher's interventions in class with individually integrated students with physical 
disabilities (see Fig. 2) was created.  

 
Figure 2. Basic (messy) map (Own research, 2017) 

(3) In the following step, the total amount of 66 elements included in the messy map were categorized 
into 12 key categories and so-called order map (see Tab. 1.) was formed. 

10251



Table 1.  Structured (order) map (Own research, 2017) 

Individual human elements Collective actors Discursive construction of 
individual and collective human 
actors 

Teaching assistant 
Individually integrated student 
Parents 
Secondary school headmaster 
Classmates without disabilities 
Class authority 
Class teacher 
Teachers of students 
Educational consultant 

Class 
Class subgroups 
Other classes 
 

Empathic teacher 
Committed teacher 
Inexperienced teacher 
Passive teacher 
Uncompromising teacher 
Uninformed teacher 
Honest student 
Popular student 
Suspicious classmates without 
disabilities 
Harmed classmates without 
disabilities 
Teaching assistant as a barrier 

Communication  Teacher’s interventions Cooperation with the 
classmates 

Fear of classmates without 
disabilities to communicate 
Personal communication with the 
teachers 
Electronic communication with the 
teachers 
Mediated communication with the 
teachers 
Communication of the special 
educational needs 

Seeking of alternative solutions 
Reluctance to seek alternative 
solutions 
Identification of the student’s 
qualities 
Adjusting the conditions for testing 
knowledge 
Lack of respect for the special 
needs 
Humiliation in front of classmates 
without disabilities 

“One for all” principle 
Disinterest of classmates without 
disabilities to cooperate 
Cooperation out of necessity 
Sharing of study materials 
Mutual study help 
 
 

Position within the class Relationships with the 
classmates without disabilities 

Social needs 

Another person 
Ordinary student 
Outsider 
Expendable female classmate 
First handicapped female student 
Acceptance from classmates 
The same as them 
Class exclusion 

Effort to integrate in the class 
Ignored by classmates without 
disabilities 
Acquisitive interest of classmates 
without disabilities  

Need for friendship 
Need for communication 
Need for belonging 
Need for acceptance 
Need for equality 
 

Determinative components Temporal components Emotions 

Congenital physical disability 
Special educational needs 
Teachers interested in getting 
information 
Confirmation of special needs 
Distrust in student’s academic 
abilities 
Failure to inform class 

Teacher’s age 
Study year 
 
 

Emotions relating to the behaviour 
of nondisabled classmates 
Emotions relating to the position in 
the class 
Emotions relating to physical 
disability 
Emotions relating to teacher’s 
intervention 
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(4) Further analytical work was based on creation of relational analysis focused on the elements that 
determine the teacher's intervention in the classroom with an individually integrated student with 
congenital physical disability (see Fig. 3). 

 
Figure 3. Relational analysis focused on the teacher's intervention in the classroom (Own research, 2017) 

Designation of individual elements / components on the basis of their relationship to a key category: 
Teacher's interventions    

Individual human elements / Collective actors / Discourse construction of individuals and collective 
human actors  

Position within the class / Emotions  

Communication  

Determining components / Temporal components  
 

(5) In the final analytical step, a map of social arenas with an emphasis on human determinants of 
teacher´s interventions in a particular educational environment – classroom where individually 
integrated student with physical disability is educated - (see Fig. 4) was created. 

 
Figure 4. Map of social arenas with emphasis on human determinants of teacher’s interventions  

(Own research, 2017) 
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4 RESULTS 
It is evident, based on the data analysis, that pedagogical interventions in the classes with the 
individually integrated students are very variable. Specifically, the research revealed that participants 
were confronted with both the reluctance of teachers to adapt the fulfilment of study requirements to 
their specific needs, as well as with the effort to provide them an adequate support in terms of trying to 
find alternative solutions. Based on the relation map, (see Fig. 3) it is necessary to reflect that these 
two different approaches were determined by a series of elements. From the perspective of the 
participants, a major role was played by the fact that the teachers were not informed by the 
headmaster, that in the classroom where they teach, an individually integrated student with physical 
disability is educated: “Most likely nobody prepared them that someone like me would study in their 
class" (K/32); "one of the teachers, when he came to class, just unbelievingly stared at me" (E/22); 
"The teacher came in and said: “Someone with a handicap is supposed to be here, who is it?” or “not 
even the teachers were informed that there will be a student with a disability” (S/30). Furthermore, it is 
evident from the collected data that the teachers had no experience with the disabled students. Many 
informants had explicitly pointed out that it was them, who were the first students with disabilities 
studying at the secondary school: “They were all nondisabled, only I was handicapped there” (S/2); 
“teachers themselves did not know how they should behave towards me, because I was the first 
disabled student there, so basically they didn’t know, how to differentiate between what I can and 
cannot do” (M/1); further “The teachers, I believe, had no previous experience working with the 
disabled people” (R/12) or “they never had a disabled person there before. So, at the beginning they 
had to try out how to deal with such people” (V/14). 

However, in relation to the statements of participants and relational analysis it can be said that 
although all teachers faced the initial lack of awareness and had little experience with students with 
disabilities, their educational interventions related to these students, but also to intact classmates who 
were an integral part of a specifically analysed educational reality, differed quite significantly. This 
finding is rooted in the fact that the approach of teachers to the specific needs of the participants, 
which were connected with their congenital physical disability, was variable. As our data showed, this 
happened even despite the fact that the special needs were usually explicitly verbalized by students 
with physical disabilities: “I simply cannot do blind maps, regardless of how hard I try. So I just said 
that I will not do it, and if it would be possible to give me another type of assignment or just examine 
me orally.” (K/6); “in maths, I said that I cannot draw” (M/7); “I told her that I struggle with the blind 
maps” (V/27); “I told her that I would love to play the flute, and even tough I have strength in my 
hands, I cannot grasp the flute the right way to produce ...that sound” (S/17) or “I explained him that it 
is difficult for me to get to the lecture rooms that with that wheelchair ramp I had there it is slow” (K/7). 
If we look at the first identified attitude of the teacher to the declared specific needs, we can perceive it 
as "uncommitted". This attitude can be characterized by the presence of unwillingness in teachers to 
look for alternative solutions as to fulfil study requirements, and at the very end, this also leads to 
intransigence in teachers. This ultimately led to the worst marks being awarded to students with 
physical disabilities: “And she resolutely said no, kept on constantly boycotting me, claiming that the 
blind maps are simply the core of it and that I have to pass them. And the first five tests, when we did 
the blind maps, I got F”(K/6); further “I struggle with the typing speed. So, I always needed more time 
for those tests and this teacher simply wanted those tests immediately and did not care about 
anything. And I turned in the test later and she simply returned it to me and said she does not want it. 
And got me F”(A/5). Also, Jana mentioned during the interview that “she did not even care to magnify 
the task for me, which I need, or else I could not even see it properly. So I got an E that time”(J/22). 
This approach of the teachers, however, evoked in some participants feelings of sadness and anger: 
“Of course I was annoyed when I missed the last questions in a test and I got a worse grade because 
of it”(A/8) and “I was therefore very disappointed and upset. I spent hours over the books and then this 
was not reflected in the grade”(J/27).  

Other participants mentioned the lack of respect for their special needs as well: “Our geography 
teacher could not understand why I cannot do blind maps. He could not imagine why, when I am in a 
wheelchair, I cannot write a blind map”(R/18) or “from the beginning, in maths, when we had to draw 
he examined me orally instead of respecting that I cannot do it. And I had to say that I don’t know 
instead”(M/17). This disregard for the special needs often led to the teachers pointing out the study 
failure of students with physical disabilities in front of their intact classmates, which evoked the 
feelings of humiliation in the informants: “It was the kind of humiliation in front of my classmates, it was 
very unpleasant”(M/17); “he tried to make fun of it that I have failed the blind map again and it was 
very humiliating for me. You know that you want to accomplish something, but it is not working and 
someone points it out like: “Well, so you’ve failed again” (R/18) or “he then kind of mocked me 
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because of it as he said ‘So, you all have 20 minutes for it, and you have 30’. Well, I am curious what 
you will come up with” (E/18). Nevertheless, the data showed that from the perspective of students 
with physical disabilities, this uncommitted approach of teachers is not connected only with their 
possible inexperience, but also with their age. For example, Sofie mentioned: “I think this also has to 
do with the age of the teacher, if he has not been in such situation yet”(S/18). Similarly, Klára and Rita 
assume that “it could be as well due to the fact that they taught in that school for so long, and were, as 
they say “creatures of habit”. Hence, they did not want to make any compromises, if all those years 
everyone managed” (K/7) and “they were a bit older generation, and I know, that did not have the 
chance to get experience with handicapped students”(R/12). In addition to these elements, the 
participants say that it is also necessary to take into account the distrust of teachers in the learning 
abilities of disabled students. The participants specifically mentioned: “I think that at the beginning they 
had no intention to make any adjustments because the majority of the teachers thought that I was not 
capable”(K/7) or “then I got the impression that she is against me. Because she believed, I don’t know, 
that I am not capable or something”(J/20). Stated experience then, according to integrated students, 
led to the fact that if it was necessary to communicate their specific needs to the teachers, that was 
usually done indirectly, for example via an educational consultant, parents in the role of teaching 
assistants, mother or qualified teaching assistant. This shows the importance of created social arena 
of human determinants of teacher´s interventions (see Fig. 4). It is also supported by the following 
fragments: “My mum went there, instead of me, when something needed to be discussed with the 
teacher. Well, and she, as my assistant managed the communication”(E/27); further “when I felt that 
that particular teacher would better accept it from the educational consultant, I solved it with him 
through the educational consultant”(R/46); “I communicated it through the assistant”(V/57) or “usually 
René communicated it....., and mum on occasion, when there was a problem”(J/89). 

Despite this initial reluctance of teachers to provide the integrated students relevant support, there has 
been a gradual movement in adaptation of conditions for testing knowledge. This change, however, 
was preceded by confirmation of participant’s special needs by parents, teaching assistant or 
educational consultant, which is precisely shown on the relational map as well as in the social arena: 
“Then she gave me more time. But only after my mum told her, and brought her a paper, saying that I 
needed it” (A/7); further “she discussed it with the assistant and educational consultant, and they told 
her that it is indeed written in my individual plan and I am really not able to do it, and that I really 
should be freed from those blind maps” (K/6); “I had to have a paper for everything, or at least, a 
confirmation from my parents saying I need this and that. And how many times I felt embarrassed that 
my mum had to go there and plead for me. When I said it, it was not taken seriously”(S/17) or “Czech 
language teacher told me to write only every second sentence during the dictation, and they also gave 
me more time. We solved that with the help of those centres, they required it to be confirmed”(T/19). 
As a result, teacher understanding usually occurred and they were able to identify student's qualities, 
understanding that he or she is able to fulfil their educational potential with given necessary support. 
Klára clearly described this situation: “Then I guess she understood that this is no nonsense that it is 
real, because when she examined me orally, or when there was another type of the test, the results 
were completely different”(K/6).  

Besides the uncommitted teacher's pedagogical interventions, however, in the statements of the 
informants, there was identified also experience based on the willingness of teachers to seek 
alternative solutions in response to communicated specific needs by students. In other words, 
students with physical disabilities reflected that even if their teachers - as in the previous case - were 
uninformed and had no previous experience with disabled student, they showed some commitment 
followed with interest in more information about the disability: “Some teachers tried to find out why I 
was in a wheelchair, and tried to show the interest” (E/19); “at first, the teachers were asking me if 
they should a take a special approach with me“ (V/4) or “suddenly she came to ask what could work” 
(M/32). In the light of the above considerations, the participants received more support in fulfilling 
study requirements: “They took the initiative and came up with the ideas how it could be solved – 
colouring or magnified blind maps” (M58); further “and then she said that I should take an assistant 
with me and tell her, she will help me with it, to draw it, when I tell her exactly where it is” (V/22); “and 
she said: ‚Fine, no problem, so you know what, while the others will play it on the flute, you will play it 
on the piano‘“ (S/17); “others got metal sheet of steel, I got an aluminium one, which is a bit softer” 
(L/35); “that was the person, who gave me a different test” (K/31) “they were even able to suggest 
different ways of teaching process, different task-solving” (E/19). In some cases, there were also 
altered conditions in testing the knowledge, as evidenced by these data fragments: “The others had 
five arithmetical problems and I had only two, but he gave me the same amount of time” (K/31); “I had 
a long time on the exam, everywhere I managed, just in math, I was glad that I have extended” (S/3) 
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or “for example in literature, he gave as much time as I needed... So he just gave me about more time 
so that I managed to do it”(J/36). That is why participants shared throughout testimony the positive 
fact that they appreciate the willingness of teachers to modify the tasks to their specific needs: “They 
were always forthcoming” (E/19); “they were willing to change it so that it was convenient for me” 
(M/55); “we have always managed to solve everything necessary, he even offered to give me remedial 
classes“ (K/31) or “for the most part, they really tried” (J/58).  

Mentioned supportive interventions provided by the teachers then, as can be seen in the relational 
analysis, brought two following kinds of consequences into educational practice. On the one hand, the 
commitment showed by the teachers positively reflected not only in the inner experience of informants 
(“it made a pleasant impression on me ant it was obvious that they wanted to help (V/23); “I was very 
grateful for him. He was a terribly nice person”(K/31)), but also in their willingness to communicate 
their special needs to the teachers in person. This finding is evident from following data fragments: “I 
tried to communicate the issues with the teachers in person“(V/57); further “when there was a 
problem, I contacted the teacher by myself“(E/19) or “when I felt that I can say it, I solved the problem 
with the teacher by myself “(R/46). On the other hand, this support caused in some intact classmates 
an impression that the integrated student has, in comparison to them, certain privileges, which made 
them feel aggrieved. This is apparent in the following statements: “I had there, as they were telling me, 
always concessions, and they, even if they wanted, didn’t“ (K/26); “then they, the classmates, 
perceived it like: “You are the one who has those concessions, if we got them, we would also get 
better grades than we have now. And you benefit from it‘“(M/1) or “that was at the beginning about the 
time like: “She has more time and why does she have more time‘“(J/40). Participants, in accordance 
with the relational map and social arena, attributed this situation to the fact that their nondisabled 
classmates were not informed by the teacher about what the special needs of student with physical 
disability mean in practice: “It was never explained to them what I can and cannot do“(M/1) or “they did 
not know why I get scared, why I have different tests, why I need more time“(R/7). This ignorance and 
aggrievance of intact students then significantly determined the position of the disabled student in the 
class, because participants stated they often felt like outsiders and expendable members of class 
group: “I was just the odd element there, I didn’t have a best friend, and there was never such a bond 
that in a situation when I would not show up for the class and: ‚Edita is missing, and this is Edita’s 
place.‘ When, for example, I got sick no one texted me for a week to ask what was going on. 
Sometimes I felt like no one even noticed that I was missing“ (E/5); “I would say an outsider; I was sick 
for a long time, but no one came by to visit, no one texted me“ (S/4,27) or “and one has always felt like 
a sort of outsider in that class. I always had this feeling that it is not right that those kids did not 
included me in. If I wasn’t there, nothing would happen“(J/79,103). Finally, these experience also 
reflected in the inner experience of the individually integrated students: “I felt emotionally abandoned, 
no one like me was there with handicap, there was no one with whom I could establish that contact“ 
(E/1) or “I felt then excluded“ (J/5). 

5 CONCLUSION 
This qualitative study was focused on the interventions of secondary school teachers in the class from 
the perspective of individually integrated students with physical disabilities. In the context of the 
researches done so far, our contribution can be perceived as innovative, because it separates from 
the traditional examination of the attitudes of teachers towards inclusive education. On the contrary, it 
offers insight into the functioning of inclusive practice from the perspective of specific objects of 
education. 

The obtained data have showed that the teacher's interventions in the class with student with 
congenital physical disabilities were influenced not only by the lack of information about the presence 
of this learner in the classroom and absent prior experience with these individual, but also by the age 
of the educator. As a result, teacher’s approach to the specific needs of students with physical 
disabilities was completely antagonistic and this is clearly illustrated in the relational map. It can be 
said that the first identified teacher approach is based on a willingness to provide an adequate support 
to integrated students during their secondary school attendance. This is typical for so-called 
committed teacher who has a deep interest in the student's needs and who is willing to look for options 
which will help him or her to fulfil necessary academic requirements as well as educational potential. 
These interventions of teachers on the one hand caused that the student felt more integrated and 
supported in the school, and was willing to communicate with the teacher face to face. On the other 
hand, uninformed intact classmates, as other significant actors of integrated education and also 
human determinants of teacher’s interventions, have gained the impression that their classmate has 
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comparably more and extra benefits. The relational map then illustrates that the teacher commitment 
has a secondary impact on outsider position of the participants in the classroom. Our findings, 
therefore, corresponds with the assumption of Morrison, Burgman [20] that there is a link between the 
acceptance and the value of the student physical with disability in the eyes of classmates and 
interactions with teachers. 

Our data, however, have pointed out that participants during secondary education also faced the 
reluctance of teachers to seek, in connection with their special needs, for alternative solutions that 
would help them to fulfil study requirements. These teachers in our study are referred to be 
uncommitted, because an uncompromising approach based on distrust in the study abilities of an 
integrated student was typical for them. Moreover, our findings show that the educators do not respect 
special educational needs of the informants which leads to their worst study results as well as to 
unprofessional highlighting of their study failure in front of intact classmates. As a result, mentioned 
teacher’s interventions generated feelings of grief in students with physical disabilities and lead to the 
mediated communication with the teacher via parents, teaching assistant, or educational consultant 
who are, as can be seen from our social arena, the other key human determinants of teacher’s 
interventions. Our findings therefore correspond to Trhlíková´s study [21] which suggests that the lack 
of information about disability and inadequate approach to students with disabilities has been a major 
problem of current educational practice. In contrast to this, it is necessary to reflect that, after a 
confirmation of special educational needs related to physically disabled students, the uncommitted 
teachers were willing to adjust conditions during knowledge testing and understood that integrated 
students are able to have high quality study results when receiving an appropriate support. In contrast, 
it must be noted that the informants demonstrate the willingness to learn and to fulfil their study 
obligations even when they do not get full support from teachers. Our results, in other words, collide 
with assumptions of Henderson, Bryan [22] who declare that it is about the consistency between the 
feelings of teachers and their signals of acceptance towards students with disabilities, which have an 
impact on the student's self-esteem and their school performance. 

On the other hand, it should be noted that our research findings are related to a specific sample, and 
therefore the results cannot be generalized towards the whole population. Another limiting factor is the 
time dimension, because the experiences of our participants were shared in retrospective manner. 
Despite these fact, in the light of our results we recommended to focus on the preparation of teachers 
for inclusive practices, as it has been reflected by number of empirical investigations (Potměšil 
[14],Taylor, Ringlaben [23]). Finally, also Hájková, Strnadová [24] stated, the ability of teachers to 
effectively deal with educationally heterogeneous group of students can be developed only when 
educator receive new humanities knowledge during his or her teacher training. 
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