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Introduction 

In recent years it was more frequently spoken about inclusive education, about the inclusion 

of children with special educational requirements, the adaptation of the didactic process and of 

educational environment according to the necessities of all children. There exist various didactic 

educators which are not ready to answer correctly to the challenges determined by the presence in 

a classroom of atypical children, with certain learning difficulties or accommodation to the 

institutional environment, or diverse ways of manifesting (Gherguț & Frumos, 2019). As it was 

indicated by A. Gherguț (2016), every child is exposed to the risk of having at a certain point 

learning difficulties and accommodation to the institutional environment difficulties, based on 

different causes, which do not depend by his willing. However, this situation does not represent a 

reason to transfer a child to an institution with special education.  

By realizing this research we wanted to highlight the way certain factors, such as the attitude 

of educators in relation with the inclusion of pre-schoolers with educational requirements, the 

identification of their development needs in inclusive education, the stress level perceived by the 

educators who work for a class that has pre-schoolers with special educational requirements along 

with the personalized interventions of educators in the process of inclusion of the children, 

contributes to the success of this process.  

This thesis contains seven chapters with the following structure: the theoretical fundamental 

contains three chapters, the empirical investigation contains three chapters which present the three 

research studies, a chapter which contains five case studies and for the ending the final conclusions 

are found. 

With the help of the three research studies, we investigated the influence of the attitude 

manifested by the didactic educators reported to the inclusion, for the success of this process. 

Another factor investigated in the research presented below was the level of the knowledge of 

didactic educators regarding the legislation specific to the inclusive education, the management of 

the inclusive classroom and the usage of certain methods that are good practices in this domain. 

Another factor investigated was the stress level perceived by didactic educators who work in 

inclusive classrooms and the risk of burnout for them. 

 



Part I: THEORETICAL FUNDAMENTALS  

Chapter I: The Inclusion of children with special educational needs in kindergarten 

I.1. Inclusive education 

In the first subchapter, Inclusive education, we presented a parallel between integrated 

education and inclusive education and we presented along with the definition of inclusive education 

concept, the policies about inclusive education domain. 

 The United Nations Convention (Art. 29) states that: “The education of a child shall be 

directed to the development of respect for human rights and fundamental freedoms. The education 

of the child shall be directed to the development of respect for the child’s parents, their own cultural 

identity, language and own values. The education of the child shall be directed to the development 

of the child’s personality, talents and mental and physical abilities to their fullest potential” (apud 

Manea, 2020, p. 48). 

 Today, we are able to state that the inclusive pedagogy is promoted, which allows all 

children to have access to “diverse, individualized and personalized education” with the purpose 

of contributing to the development of his optimal potential, no matter the individual learning 

particularities he disposes (Albulescu & Catalano, 2019). 

I.2. Inclusive kindergarten, principles and basic concepts 

The second subchapter, Inclusive kindergarten, contains principal aspects of inclusive 

education, principals and concepts specific to inclusion, as well as inhibiting factors and facilitating 

factors of inclusive education. 

 Through inclusive education, the necessary support to equalize the chances for children is 

assured, by addressing individually to them (Manea, 2020). Therefore, a qualitative education 

accessible to all becomes possible in the context of inclusive education, which is defined as a 

multidimensional education, qualitative and efficient, realized with responsibility, through a 

process that assumes the usage of many strategies, respecting the individual rights of everyone and 

valuing human individuality. 



I.3. Special Educational Requirements 

 This subchapter describes the main categories of people who fall under the scope of special 

educational requirements. 

 We can find written by A. Gherguț and L. Frumos (2019) showing us, according to The 

Organization for Cooperation and Economic Development (2000, 2006), in the sphere of special 

educational requirements can be included the following categories of persons: 

- persons with visual disability, hearing disability, mental handicap, locomotive 

disabilities/ physical handicap, or multiple/associated disabilities; 

- persons with learning difficulties, disorders of cognitive functions, communication, 

behavioural, emotional or relational; 

- persons with disadvantaged background: social, cultural or linguistic, or based on 

different motives can confront with major adaptation and integration difficulties  in the 

educational environment. 

I.4. Manifestations specific of children with special educational requirements 

 This subchapter contains a succinct presentation of the manifestations specific to different 

disabilities, deficiencies, disturbances met by children with special educational requirements from 

inclusive classrooms. 

I.5. Highlights in realizing inclusive education 

 In this subchapter we have described some useful highlights for didactic educators and 

specialists who work with children with special educational needs, in approaching the inclusion of 

these children. Inclusive education does not stand only for the transfer of the child from a special 

kindergarten to a regular one nor that the educator who is involved in the inclusion process needs 

to work alone with the child, without the support of specialists. Inclusive education assumes the 

collaboration of the didactic educator with the specialists of the educational institution 

(psychologist, counselor teacher, speech therapist etc.), including the persons that take care 

particularly of the child (if that is the case). 

 The educational teams formed by the didactic educators and the kindergarten specialists 

(counselor teacher, speech therapist) realize periodical evaluation of the children during typical 

activities in inclusive classrooms, with the purpose of observing their progress, supporting the 



needs they have in different domains of movement, emotional, and also for identifying which are 

their favourite activities, their interests and abilities that have a significant predominance for them 

(McSheehanet et al., 2012). 

I.6. The partnership role between kindergarten and family in the inclusion process of 

children with special educational needs 

 Because the partnership between the kindergarten and the family is an essential factor in 

the education of pre-school aged children, it is necessary to have a very good understanding of 

interdependent aspects which affect the collaboration activities between didactic educators and 

parents. This is valid especially when pre-schoolers have difficulties, because when educators and 

parents collaborate efficiently, they can create an optimal learning environment (Gerdes et al., 

2022). Teachers can support parents to become more organized and more efficient in their 

educational actions, in a familial environment. From here, we can conclude that any efficient 

educational approach needs a good coordination of actions between teachers and parents, regarding 

the methods, technics, forms of activities. 

 The best way to improve the kindergarten-family collaboration is the communication with 

parents about the expectations they have and how much they want to be involved in supplementary 

support for the child, working also individually at home to consolidate the educational activities 

where the child needs additional support. Teachers can request parents to bring their contribution 

for improving the results of the child in the activities or to correct his behaviour if it is the case. 

I.7. Personalized intervention of didactic educators 

 In this subchapter, we presented examples of personalized interventions of didactic 

educators, ideas for classroom management and good practices models in inclusive education. An 

important aspect found in this subchapter is represented by the ideas about classroom management 

and about organizing the educational space, also presented examples of adaption of chores for     

pre-schoolers with special educational needs, activity project models which also contains 

operational objectives and specific tasks for these children and examples of good practice in the 

elaboration of the personalized intervention plan.  

 By offering an inclusive program model for the children with special educational needs in 

kindergarten, we established to offer support to the didactic educators through guideline which 



contains articles from the current legislation of this field, along with steps that need to be taken, by 

family and educational professionals, to a successful inclusion. Furthermore, this guideline also 

offers the didactic educators an oriented elaboration model of those plans which offers the 

specialists, didactic educators and parents a clear vision of the steps that need to be taken in the 

inclusive process. We remind here the service plan, the personalized intervention plan and 

personalized educational plan. We continued the presentation with a few suggestions about the 

classroom management, and organization ideas for the educational space and its adaption for the 

needs of the child with special educational requirements, along with communication ways with the 

parents and the classroom’s children.  

Chapter II. EDUCATIONAL ENVIRONMENT OF THE KINDERGARTEN  

II.1. Conceptual clarifications 

 In the first subchapter, Conceptual clarifications, we focused on the educational 

environment classifications of the kindergarten and the importance of educational environment of 

pre-schoolers. The preschool educational institution works like a gearing of elements that 

interrelate, with the role of facilitating the efficient didactic actions. The educational environment 

has a formative value through all the elements that are included. At pre-schooler level, besides the 

instructive side, the educational environment must also facilitate the integration of the pre-schooler 

in the new social group. 

II.1.1. The educational environment characteristics of the kindergarten 

 Taking into consideration the learning particularities at a pre-schooler age, the educational 

environment is an educational influences generator if it is organized in curricular, integrated 

manner, in which the components of the learning process are in close mutual determination (Glava 

& Glava 2002). This fact leads us to the conclusion that the educational environment is 

characterized by the coherence of the curriculum programs. I. Albulescu (2019) shows that, in the 

arrangement of the room, didactic educators search to assure the necessary space for activities taken 

in the base group, but also for those in smaller groups or for individual activities. 

II.1.2. The importance of the educational environment for pre-schoolers 

 When we refer to inclusive education, we need to consider when organizing the educational 

environment in kindergarten, the specifics of the special educational requirements and the needs of 



the children from the class. The adaptations and modifications to the educational environment must 

be made in such a manner that can facilitate access to the interest spaces for all the children of the 

class. If it is necessary, technical or organizational adaptations must be done, which can allow all 

children to be more independent. 

II.2. Dimensions of preschool class management 

 In this subchapter we presented a few highlights in the management of the institution, 

management of the class, management of the learning situations from inclusive classes, and 

dimensions of class management (ergonomic, psychological, normative, social, operational 

dimensions) and succinct descriptions of every dimension. 

 For an institutional environment, the kindergarten for children must be organized in such a 

manner that it can offer every beneficiary the chance of harmonious development and, in this way, 

preschool class management must be an efficient one. The class of pre-schoolers is built as a social 

group, with its own structure and characteristics, where its members have diverse roles and 

relationships are established between them. 

II.2.1 Ergonomic dimension 

 The ergonomic dimension refers to everything about the arrangement of the kindergarten 

classroom, the furniture arrangement, of tables and chairs, the facilitation of an optimal visibility 

for all the children in the classroom. The organization of the educational environment, as 

considered by A. Manea (2019), implies the satisfaction of some psych-pedagogical requirements, 

highlighting the elements of attractiveness, of some value indicators, of arguments which have the 

role to determine the child to like and desire his presence in the classroom. 

II.2.2. Psychological dimension 

 The psychological dimension refers to the particularities of psychological order, along with 

educational psychology. The elements such as temperamental and personality characteristics, the 

development stage the child is at, the learning abilities, the motivation and intellectual and 

behavioural resources, all belong to the psychological dimension of the class management (Ștefan 

et. Al., 2015) 



II.2.3. Normative Dimension 

 The normative dimension – is the dimension that contains the implementation of some rules 

which contribute to the well organization and progress of the educational activity. These rules or 

norms have a beneficial role in the internal coordination of the group but also in its external 

evaluation, like a behaviour analysis, even if they are good or bad. 

  II.2.4. Social Dimension 

 The social dimension of the management is focusing on the group of pre-schoolers as a 

social group, a perspective in which the following aspects are analysed: the group component, the 

interactions between its members, the common goals followed on a short term, but also on a long 

term, the organization and the dynamics of the psycho-social phenomenon which is happening in 

the interior of the class, the cohesion between its members, formal or informal leaders, realization 

modalities of communication between children, between children and educators etc. 

II.2.5. Operational Dimension 

 The operational dimension – is based on the implementation in the group of a simple rules 

system which favours learning and reduces as much as possible the problematic situations. The 

establishment of the rules and permanent formulation of expectations, which the didactic educator 

has from the children, represent the principal behavioural management methods for preschool 

children. 

Chapter III. THE ATTITUDE OF DIDACTIC EDUCATORS TOWARDS SPECIAL 

EDUCATIONAL REQUIREMENTS CHILDREN  

III.1 The attitude of didactic educators in the inclusion process of special educational 

requirements children 

 In the first subchapter, The attitude of didactic educators in the inclusion process of special 

educational requirements children, an analysis of the attitudes manifested by the didactic educators 

in correspondence with the inclusion. The attitudes manifested by the didactic educators can 

influence, through facilitating or hindering the implementation of the inclusion policies, their 

cooperation and commitment. In this context, even though it seems surprising, it is considered that, 

an essential factor in inclusive education are the manifested attitudes of didactic educators and 



specialists from the kindergarten, towards the inclusion in the mass education of these children 

(Avramadis et al., 2000). 

 The research in the inclusive education domain has found as essential variables for the 

success of the inclusion, the perceptions of the didactic educators and the favourable attitudes they 

have towards the inclusion of special educational requirements children (Nunez & Rosales, 2021). 

Over time, some signals started to appear regarding the change of teachers’ attitude, starting from 

the philosophy of educational activity, children-centered, by providing equal opportunities, by 

assuring the progress in their own rhythm, by providing special attention to the individual needs 

and difficulties of the children. 

III.2. The importance of adopting a positive attitude of didactic educators in the 

inclusion process of children with special educational requirements 

 In the second subchapter, we considered the necessity of adopting some positive attitudes 

by the didactic educators in relation to this inclusion process, along with the effects which are 

generated from a positive attitude, or on the other hand, a negative attitude. 

 The teachers are seen as the key persons in the implementation of the inclusive education. 

Based on that, the positive attitudes are the ones that play an important role in a successful 

implementation of this change in the education system (de Boer, Pijl & Minnaert, 2011). The 

teachers’ activity is happening in front of some human mental individualities in forming. That is 

the reason why it is necessary to have a very big responsibility towards the behaviours and 

interventions of the didactic educator. 

III.3. Stress factors and ways to combat their effects in the inclusion process of 

children with special educational requirements 

 In the third subchapter of this chapter, we realized a synthesis of the stress factors with 

which teachers come into contact, the way these stress factors can influence the activity along with 

tackling ways. The stress problem, in I.-O. Pânișoară (2017) opinion, is a major one for the 

educational system, because this assumes a big doze of stress on every actor in this system. The 

didactic educator can feel overwhelmed by the difficulty of managing everything that means 

professorship activity, the child by the pressure from the parents to learn, and the family by the 



difficulty of communication with the teacher and with the child and to create harmony between 

home education and kindergarten education. 

 In trying to cope with the stress, the didactic educators choose different functional 

strategies, of which we mention: maintaining a positive perspective of the situation, searching of 

support resources in the middle of the family and colleagues (Pânișoară, 2017). 

Part II: EMPIRIC INVESTIGATIONS 

Chapter IV. 1st STUDY. INVESTIGATION OF THE ATTITUDE OF DIDACTIC 

EDUCATORS REGARDING THE INCLUSION OF CHILDREN WITH SPECIAL 

EDUCATION REQUIREMENTS IN KINDERGARTEN 

IV.1. The research premises  

 For this study we proposed to investigate which are the attitudes manifested by the teachers 

in preschool education, institutional teachers, and educators towards the inclusion of children with 

special educational requirements in kindergarten. We consider this investigation of the nature of 

attitudes manifested by the didactic educators is useful, because it is known that these attitudes 

represent an important factor which can influence in a favourable manner (a pro-active attitude) or 

non-favourable (a reactive attitude) The success of the process of inclusion of these children. 

IV.2. Purpose and objectives of the research 

 The Purpose: 

 The purpose of this study was to identify the attitudes manifested by the didactic educators 

from kindergartens towards the inclusion. Besides, we wanted to investigate the impact of the type 

of disability of the children on the attitude of teachers in relation to the inclusion process of these 

children in kindergarten. 

 The Objectives: 

1. To identify which type of attitudes are manifested by the didactic educators in relation 

to the inclusion of children with special educational needs in kindergarten. 

2. To identify the relationship between the attitude of teachers and the inclusion of children 

with special educational needs. 



3. To examine the effects of the attitude of didactic educators over the performances of the 

children with special educational needs. 

4. To identify if the attitude of teachers in preschool education, institutional teachers and 

educators influences their decisions of inclusion of these children. 

5. To identify the forming needs of teachers regarding inclusion and inclusive education. 

IV.3. Research Questions 

1. What attitudes are manifested, with preponderance, by educators/teachers for preschool 

education in relation with the inclusion of children with special educational needs in 

mass kindergarten? 

2. In what way the inclusion of these children can influence the attitudes manifested by 

the didactic educators in relation to the integration/inclusion process of these children? 

IV.4. Research hypotheses 

 First hypothesis: Didactic educators manifest pro-active attitudes according to the 

inclusion of children with special educational needs. 

 Second hypothesis: There is an influencing relationship between the attitude shown by 

teachers and the inclusion of children with special educational requirements. 

IV.5. Subject Samples 

 In the realization of this study 103 kindergarten teachers from the Cluj Region participated, 

who face the challenges of inclusion of children with special educational needs in the classroom 

they work in. The didactic educators that participated are specialized as educators, institutional 

teachers or professors for preschool education and have a didactic degree I, didactic degree II, 

definitive didactic degree, and a small part do not have a didactic degree.  

IV.6. Methods and instruments 

 In the research the investigation method was used, and as a work instrument the 

questionnaire (see APPENDIX 1). For collecting the data was used an opinions questionnaire to 

highlight the attitude of didactic educators towards the inclusion of children with special 

educational needs in kindergarten. 



IV.7. The results of the investigation 

 In this research we used the investigation methodology, and as a work instrument the 

questionnaire. In realizing this study, we used the scale STATIC (Scale of teacher’s attitudes toward 

inclusive classrooms) (Appendix 1) elaborated by H. Keith Cochran in 1999. 

 For processing and analysing the data, the statistical program IBM SPSS Statistics version 

20.0 was used, by applying tool validation analysis, description analysis (medium, minimum, 

maximum values, standard deviation) and statistic tests (correlation, Anova test, T test, 

regressions). The level of confidence used in the statistical analysis is 95%, so the statistical 

significance step must not exceed 0.05. 

 The following lines present the forming of constructs and items for every construct. 

Construct 1, Professional abilities and philosophies. Items (I): 

I1. I have the professional and adequate preparation to face the requirements of children with 

disabilities. 

I2. I have confidence in my ability to teach children with disabilities. 

I5. I think, even though children are different intellectually, physical or psychical speaking, all 

children can learn in most educational environments.   

I6. Children with disabilities should be integrated in the instructive educational program along with 

their colleagues without disabilities. 

I10. I have difficulties when I teach a child with intellectual disability. 

I11. I can handle those integrated children in a regular kindergarten which have light or moderate 

behavioural problems. 

I12. Children with disabilities learn social abilities which are modelled with the help of children 

from a regular kindergarten. 

Construct 2 = I19 + I18 + I20 + I14 referred below as Physical Proof 

I14. It is difficult for children with disabilities to achieve school progress in regular kindergarten. 



I18. I do not mind making modifications to the space of the classroom to meet the needs of the 

children with disabilities. 

I19. The didactic materials necessary for curricular adaptation starting from the needs of the 

children with disabilities are easy to obtain/achieve. 

I20. My principal/supervisor supports me in realizing the adaptations which are necessary in the 

inclusive classroom. 

Construct 3 = I17+I16+I8 referred below as Logistic Aspects 

I8. I consider that all children with disabilities should be integrated in special kindergartens or 

schools. 

I16. Children with disabilities from inclusive classrooms are slowing the scholar progress of 

children without disabilities. 

I17. The professional forming in inclusive education domain should be a priority for all didactic 

educators from regular education. 

 For an extensive and more complex image of the response frequencies, a top five most 

appreciated items and a top five most unappreciated items will be organized. The most appreciated 

items are: the professional forming in inclusive education domain should be a priority for all 

didactic educators from regular education (89.32%), children with disabilities from inclusive 

classrooms are slowing the scholar progress of children without disabilities (88.35%), I have 

difficulties when I teach a child with intellectual disability (86.41%) ,I can handle those integrated 

children in a regular kindergarten which have light or moderate behavioural problems (83.50%) 

and I think, even though children are different intellectually, physical or psychical speaking, all 

children can learn in most educational environments (76.70%). 

 45.63%  of didactic educators affirm that making modifications to the space of the 

classroom to meet the needs of the children with disabilities bothers them, 29.13% do not have the 

professional and adequate preparation to face the requirements of children with disabilities, 15.53% 

of educators believe that children with disabilities should be integrated in the instructive 

educational program along with their colleagues without disabilities and affirm that the 

principal/supervisor does not support them in realizing the adaptations which are necessary in the 



inclusive classroom, while 11.65% mention that, all those special children are not different 

intellectually, physical or psychical speaking, all children can learn in most educational 

environments.   

 According to the results, the average score of abilities and profession philosophies of 

educators is 26.07, between the interval 12-35 points, with a standard deviations from the average 

of ± 4.99. In other words, most of the answers were on the higher limit of the interval, so that, 

mostly, didactic educators posses abilities and professional philosophies necessary in the inclusion 

process. 

 Regarding the subscale score of physical proofs, the average score is 13.98, between the 

interval 7-20 points, with a standard deviation from the average of ± 3.18. With this kind of results, 

we can conclude that not all preuniversity institutions are ready to receive children with special 

educational needs, from the perspective of space arrangement, didactic materials adapted to the 

specific of these children, along with the support offer from the headquarters of the institution in 

the process of inclusion of these children. 

 According to the average score (12.48%) of the logistical aspects, this is between the 

interval 6-15, with a standard deviation from the average of ± 1.85 points. The positioning of the 

medium score towards the upper limit of the interval confirms that: the educators agree with the 

inclusion of the children with disabilities in special kindergartens and schools, that the presence of 

these children in regular kindergartens has negative effects over the scholar progress of children 

without disabilities and it is necessary for didactic educators to participate in classes for 

professional formation. 

 In the first construct named Abilities and professional philosophies, the most appreciated 

aspects refer to the prioritization of the development of didactic educators in inclusive education 

domain (89.4%), the slowing progress of children with normal development if in the collective are 

included children with disabilities (88.40%) and the handling with success of children with light 

or moderate behaviour problems (83.5%). 

 The hardest difficulties which a didactic educator meets in a classroom refers to difficulties 

met when teaching a child with intellectual disability (88.4%) and the diversification of children 

intellectually, physical and psychical (76.7%). 



 By analysing the four items of the construct Physical Proof it can be observed that the 

highest score is easily reached by the obtaining of didactic materials necessary to the curricular 

adaptation, going from the needs of the children with disabilities (68%) and the support offered 

from the principal/supervisor in the realization of adaption (65%). Of course, these two aspects can 

suffer improvement and it is even ideal for the score of every time to be as close as possible to 

100%. In this way, the teachers and educators who work in inclusive classrooms feel they are fully 

supported in making the didactic activity and offering an educational act at elevated level. 

 Approximately half of the didactic educators (58.2%) say that it is difficult for children with 

disabilities to realize scholar progress in regular kindergarten and it bothers them to realize 

modifications to the space in the classroom to meet the needs of children with disabilities (58.2%) 

, the two aspects being huge energy, time and effort consumers for them. 

 Even though the most (89.4%) didactic educators consider the professional formation for 

inclusive education represents a priority for all didactic educators from regular educational system, 

most of them (69.7%) believe that children with disabilities from the inclusive classrooms are 

slowing the scholar progress of children without disabilities (88.4%), and 69.7% believe that all 

children with disabilities should be integrated in special kindergartens or schools. 

IV.8. The research’s conclusions 

 As a general conclusion we can affirm that, if the perceptions of the didactic educators 

regarding the inclusion of these children are getting better, becoming more open and receptive, or 

developing the teaching methods for this category of children, a progress in scholar and adaption 

progress of the children can be seen, and the educational institutions could be more receptive at the 

modification and adaptation of the space and didactic materials necessary for a more efficient 

teaching for these children. 

 We can affirm that the second hypothesis confirms itself, because from the perspective of 

the report between manifested attitude of didactic educators towards children with special 

educational needs and their inclusion in the kindergarten we can affirm that, because of the open 

and pro-active attitude towards these children, manifested by most of didactic educators that 

participated in this study, over 70% from them are doing or are willing to make inclusion efforts of 

them in the mass education. 



Chapter V. 2nd STUDY: INVESTIGATION OF DIDACTIC EDUCATORS KNOWLEDGE 

ON THE INCLUSION OF CHILDREN WITH SPECIAL EDUCATIONAL 

REQUIREMENTS IN KINDERGARTEN 

V.1. Research premises: 

 Through the elaboration and realization of this study we aimed to highlight the necessity 

and effectiveness of the application by the teachers, institutional teachers and educators from mass 

kindergartens of an inclusion model program of children with special educational requirements in 

kindergarten, proposed, as well as the usefulness of the components of this program in optimally 

achieving the inclusion of these children. 

V.2. The scope and objectives of this research 

 The scope: 

 The aim of the presented study was to assess the level of teachers’ knowledge of legislation 

in inclusive education domain, the management of the children classroom where children with 

special educational requirements are integrated, along with the usefulness of applying an inclusion 

model program which contains everything previously mentioned, at their disposal. 

 The objectives of the research: 

1. To highlight the usefulness of promotion for didactic educators of the legislation and 

educational policies from the inclusive education domain. 

2. To highlight the usefulness of the knowledge by the didactic educators of the steps that 

need to be taken for the inclusion of children with special educational needs. 

3. To highlight the usefulness of promotion among didactic educators, models of teaching 

strategies which are appropriate to the specific needs of children with special 

educational needs in concrete educational situations. 

V.3. Research Questions 

1.  Is useful for teachers, institutional teachers and educators from kindergartens to have 

at disposal an inclusion model program for these children in kindergarten? 



2. What role has the familiarization of didactic educators with the legislation in the 

inclusive educational domain, with some strategies examples and ideas for classroom 

management, along with offering good practical models? 

V.4. Research Hypotheses  

 1st Hypothesis: Didactic educators who apply in inclusive classrooms inclusion programs, 

improve their knowledge regarding the legislation in inclusive education domain, the management 

of the children classroom and good practices in this domain. 

 2nd Hypothesis: The knowledge the didactic educators have of legislation and educational 

politics in inclusive education domain has a positive and significant impact on the organization 

method and of good practices. 

V.5. Subjects sample 

 During the application of this study, we aimed at achieving the proposed objectives and 

verifying the formulated hypotheses. For the realization of this study, 110 didactic educators from 

kindergarten from Cluj County were asked to be involved, from these 106 answering favourable to 

our request. 

V.6. Methods and instruments of the research 

 The survey method was used in this research and the questionnaire as working instrument 

(Appendix 2). In accordance with the proposed objectives and formulated hypotheses, the data 

collection used a questionnaire that requests responses using the Likert scale. The questionnaire 

(Appendix 2) was developed taking into account the proposed model program for the inclusion of 

children with special educational needs in mass kindergarten, and consists of five sections of 

children with special educational requirements, Management of the inclusive group, Models of 

good practice in drawing up the personalized intervention plan, designing activities and setting 

goals for children with special educational needs and Knowledge of the inclusion problem. 

V.7. Research Results  

 For collecting, analysing and presenting the data the statistic program SPSS IBM Statistics 

version 20.0 was used. Being a non-structural, proper instrument (Appendix 2), applied for the first 

time, the validation of the instrument as a whole product is required, but also in constructs through 

the Alfa coefficient of internal consistency and instrumental fidelity, and of the Principal 



Component Analysis (PCA). The following part will present the descriptive analyses (frequency, 

average), for socio-demographic and for valid instrument, correlational analyses and regression 

analyses where appropriate. 

Construct of Legislation, Items (I) 

I1. The information you have about legislation concerning children with special educational 

requirements. 

I2. Your knowledge of the steps to be taken for the inclusion of children with special educational 

requirements. 

I3. How do you rate your knowledge of planning benefits, services and interventions for children 

with disabilities or special educational requirements, their parents or legal representatives, and the 

institutions and persons authorized to carry out the planning? 

I4. How do you rate your knowledge regarding the support measures to promote inclusive 

education and to prevent and combat attitudinal barriers? 

I5. How do you rate your knowledge of the procedures for approval of the facilitator’s presence 

(called in the specialty literature shadow)? 

I6. How do you rate your knowledge about the granted facilities in the inclusive educational 

establishments and didactic educators? 

Construct of classroom Management, Items (I) 

I1. How do you rate your knowledge regarding the role of partnership with the family of these 

children? 

I2. How do you rate your knowledge about the organization of the children’s classroom and the 

educational space when children with visual impairment are integrated? 

I3. How do you rate your knowledge about the organization of the children’s class and the 

educational space when children with hearing impairments are integrated? 

I4. How do you rate your knowledge about the organization of the children’s class and the 

educational space when children with locomotor impairments are integrated? 



I5. How do you rate your knowledge about the organization of the children’s class and the 

educational space when children with autistic spectrum disorders are integrated? 

I6. How do you rate your knowledge about the organization of the children’s class and the 

educational space when children with attention deficit and hyperactivity disorder are integrated? 

Construct of Good practices, Items (I) 

I1. How would you rate your knowledge of drawing up a personalized intervention plan? 

I2. How would you rate your knowledge of how to identify the problems faced by the child with 

special educational requirements in your class and how to set priorities for intervention that will 

contribute to the successful integration of this child? 

I3. How would you rate your knowledge of setting operational objectives adapted to the individual 

potential of the child with special educational requirements in your class? 

I4. How would you rate your knowledge of setting minimum criteria for assessing progress and 

carrying out regular assessments of the child with special educational requirements in your class? 

I5. How would you rate your knowledge of how to draw up activity plans that include both the 

work tasks and objectives set for the whole class and objectives and work tasks adapted to the child 

with special educational requirements? 

I6. How would you rate your knowledge of differentiated treatment and the use of adapted teaching 

strategies to lead the child with special educational requirements to success (completion of the 

task)?  

Construct Knowledge of the inclusion problem, Items (I) 

I1. How would you rate your knowledge of the stages of the inclusion process? 

I2. How would you rate the usefulness of your knowledge of the legislation concerning children 

with special educational requirements, of the rights, obligations and advantages provided by the 

law for all those involved in the process? 

I3. How do you appreciate the usefulness of a guidebook, available for didactic educators, 

containing the information they need in the process of inclusion of children with special educational 

requirements? 



I4. How do you appreciate the success in the inclusion process, having at your disposal programs 

of inclusion which to guide you through the process? 

I5. To what extent do you consider that the involvement of specialists from the educational 

establishment, the realization of the intervention plan to be reviewed periodically according to the 

evolution of the child with special educational requirements, the setting of objectives adapted to 

the child’s potential and the collaboration with the child’s family contribute to the success of the 

inclusion process? 

 The four constructs of the research tool, Legislation, Management, Good practice models 

and Knowledge of inclusion problems were validated by meeting the required criteria by 

quantitative research. Each construct involves summing the scores of the component items, the new 

constructs will be used further in the analyses. 

 Regarding the Legislation construct, it is observed that following the application of the 

inclusion model program, all 6 items included in this construct become known at a medium to high 

level. The steps that must be taken to integrate children with specific manifestations of special 

educational requirements have the highest weight (80.2%), followed by the support measures to 

promote inclusive education, to prevent and combat attitudinal barriers and to prevent and combat 

environmental barriers (79.2%). In the last three places, but with scores above half, are the items 

on planning benefits, services and interventions for these children, their parents or their legal 

representatives, along with institutions and persons (69.2%), knowledge of the facilities provided 

to inclusive educational establishments as well as to teachers working in these establishments 

(65.1%) and finally the procedures for approving the presence of the facilitator (59.4%). 

 In regards to the Construct Classroom Management, it is observed that the application of 

inclusion programs brings the knowledge of organizational management information from medium 

to high level. Thus, the top three most known information on classroom Management refers to the 

role of partnership with the family in the inclusion process of these children (98.1%),to the 

organization of the group of children and of educational space when children with attention deficit 

and hyperactivity disorder are integrated (86.8%) or with children with autism spectrum disorder 

(78.3%). Even if more information regarding the organization of the group of children and 

educational space when there are integrated children with locomotor (64.2%), visual (59.4%) or 



hearing (57.5%) deficiencies is known, however these subjects impose a special attention being 

special situations. 

 The impact of using a model inclusion program regarding the Construct Good Practices 

Model determines a level of knowledge from medium to high, all six included items registered 

percents higher than 75%. The biggest modifications are registered in establishing operational 

objectives adapted to the individual potential of the child with special educational requirements 

(87.7%), the different treatment and using didactic strategies adapted to lead the child with special 

educational requirements to a successful situation and establishing minimal criteria of evaluation 

of the progress along with the realization of periodical evaluation of the child with special 

educational requirements (85.8%) followed by the drafting of activity plans that include both work 

tasks and objectives set for the whole class and objectives and work tasks adapted to the child with 

special educational requirements (84%), the punctual identification of problems faced by the 

integrated child with special educational requirements and establishing the intervention priorities 

that contribute to the successful integration of the child (82.1%) and the drafting a personalized 

intervention plan for the child with special educational requirements (75.5%) 

 The Construct Knowledge of Inclusion Problems includes 5 items with a knowledge level 

from medium to high. In other words, all 5 items analysed have weights above 80%. Two of the 

items have weights close to the maximum value, such as the involvement of specialists in the 

kindergarten, the creation of a personalized intervention plan that is periodically revised according 

to the evolution of the child with special educational requirements, setting objectives adapted to 

the child’s potential and collaboration (97.2%) and the usefulness of a guide, which is made 

available to teachers and contains the information they need in the process of integrating children 

with special educational requirements (94.3%) followed by the success in the integration process, 

having this guide available to guide you through this process (89.6%), the stages of the process of 

inclusion of these children in kindergarten (85.8%) and the usefulness of knowing the legislation 

regarding children with special educational requirements, the rights, obligations and benefits 

provided by law that all those involved in the process have (81.1%). 

V.8. Conclusions 

 The results show that the Hypothesis I is confirmed, because following the application of a 

model intervention program on the inclusion of children with special educational needs, in mass  



kindergarten, by the didactic educators in their class work, an increase in their knowledge level 

from medium to high was observed for the four constructs analysed: legislation in the field of 

inclusive education, group management, good practice models and knowledge of inclusion 

problems. 

 The Hypothesis 2 is confirmed because the results on teachers’ knowledge of legislation 

and policies in the field of inclusive education, confirm the presumption that this knowledge 

positively and significantly influences the classroom organization and models of good practice. 

 Didactic educators over 50 years of age have more knowledge about inclusive group 

management, while didactic educators with 5-10 years of experience have more knowledge about 

the management of activity organization and the need to implement a more detailed guide on the 

management of the interaction and activity of children with special educational needs in 

kindergarten.  

The research instrument regarding the effectiveness of the implementation of an inclusion 

program for children with special educational requirements in mass kindergarten can be widely 

applied in the future research in the field of educational psychology and can be a starting point for 

the development of other scales, being a validated instrument both as a whole and as parts 

(constructs). 

Chapter VI. 3rd STUDY: INVESTIGATION REGARDING THE STRESS LEVEL 

PERCEIVED BY TEACHERS WORKING WITH CHILDREN WITH SPECIAL 

EDUCATIONAL REQUIREMENTS AND THE RISK OF BURNOUT 

VI.1. Research Premises 

 The aim of this study was to determinate the level of stress perceived by didactic educators 

working with children with special educational requirements and the risk of burnout caused by a 

high stress level. We conducted this study because it is known that the high level of stress perceived 

by teachers working in class with children with special educational requirements has a direct 

influence on their work capacity and can lead to a decrease in their effectiveness. We believe that 

the stress level perceived by didactic educators working with children with special educational 

requirements is one of the factors that can influence the success in the inclusion process. 



VI.2. The Scope and Objective of Research 

The Scope: 

 The scope of this study was to identify the stress level perceived by didactic educators 

working in class with children with special educational requirements and the risk of burnout in the 

context of high stress level perceived by them. 

The Objectives: 

1. The identification of stress level perceived by didactic educators from kindergarten 

(educators, institutional teachers, teachers for preschool education) 

2. The highlight of the risk of appearance, for didactic educators in kindergarten, of 

burnout caused by the high stress level. 

VI.3. Research Questions 

1. Which is the stress level perceived by the didactic educators involved in this study, 

related to the qualification level, didactic degree possessed and experience years in 

didactic activity? 

VI.4.  Research Hypothesis 

 Hypothesis 1. Didactic educators without didactic degree* feel a higher stress level 

perceived, compared to didactic educators which have a didactic degree I/didactic degree II/ 

definitive didactic degree. 

 Hypothesis 2. The stress level perceived by didactic educators is higher than in the case of 

those who have less experience years** in didactic activity, than those didactic educators that have 

longer experience years. 

 *We chose to evaluate the stress level perceived by didactic educators without didactic 

degree reported to didactic educators that have a didactic degree because, from our perspective, 

didactic educators with didactic degree have a superior training level than didactic educators 

without didactic degree. 

 **We decided to evaluate the stress level perceived by didactic educators with less years of 

experience in activity reporting to those with more years, because we assume that it reflects a more 

vast experience. 



VI.5. Subjects Sample 

 For realizing this study 103 didactic educators from the kindergarten from the Cluj Region 

participated, who work in their classroom with children with special educational needs. The 

didactic educators that participated are specialized as educators, institutional teachers or professors 

for preschool education and have a didactic degree I, didactic degree II, definite didactic degree, 

and a part of them do not have a didactic degree. 

VI.6. Research Methods and Instruments 

 In this research, the survey method was used, and the questionnaire as a work instrument. 

The questionnaire for perceived stress (Perceived Stress Questionnaire by Levenstein et al., 1993) 

(Appendix 3) contains thirty items, which are helping to measure the stress perceived by didactic 

educators who work in a class with children with special educational requirements. 

VI.7. Research Results 

Perceived Stress Questionnaire (Levenstein et al., 1993) contains a series of affirmations. 

The didactic educators involved in this study were asked to read with attention the affirmations one 

by one and to mention how much these fit with the feeling state in the last six months, than to mark 

the answer that fits. 

 Most didactic educators (51.5%) have didactic degree I, followed by didactic educators 

with the finalization degree (31.1%) and by those who have degree II (12.6%). Only 4.9% from 

the responding educators do not have a didactic degree. 

 Approximately half (47.6%) have 15 years as didactic educators, 31% have between 5 and 

15 years and less than a quarter (21.4%) have under 5 years of teaching experience. 

 Most didactic educators feel less rested (62.1%), calm (75.8%), energetic (60.2%), 

protected and safe (73.8%), can relax (83.5%), do not worry (80.6%), do not feel discouraged (91. 

3%) or exhausted (73.8%), do not feel tense or frustrated (87.4%), criticized or judged (91.3%), 

isolated or lonely (94.2%), irritated (77.6%), do not feel afraid of the future (90.4%) but instead 

are satisfied with themselves (87.4%).  

 In terms of job demands, most teachers that responded receive too many demands (59.2%), 

or have too many things to do in general (60.2%), do not have conflicts (99%), do things they enjoy 



(86.4%), manage alone to achieve goals (93.2%), do not have problems (95.1%), do not feel 

overwhelmed by responsibilities (74.7%), do not feel pressured by “fixed deadlines” (68.9%), do 

not have enough time for themselves (72.8%) and do not feel pressured by others to fit in time with 

homework (74.8%). 

 The stress scale in its brute form indicates a moderate level of the stress felt by most of the 

didactic educators (81.6%) and a reduced level (17.5%). Only 1% from the respondents feel an 

intense level of stress. 

  

  

Figure no. VI.7. Graphical representation of the didactical degree influence on the 

four constructs: anxiety, deadline, tension, and burnout. 

 From Figure no. VI.7. it is observed that respondents without a teaching degree feel more 

anxious (13.4), more pressured by deadlines (16.6), more tense (8.8) and feel more exhaustion 



(burnout - 11.8) than didactic educators with at least a degree (anxiety - 10.8), deadlines - 13, 

tension - 6.9, burnout - 10.8).  

The lowest level of anxiety (9.7), deadline pressure (12.3) and tension (6) is found in 

didactic educators who have a second degree (9.7), while the lowest level of burnout (burnout -9.5) 

is found in didactic educators with a first degree. 

According to the results obtained, a statistically significant relationship is observed between 

teaching seniority and the constructs of the stress scale: anxiety (p=0.021<0.05) and burnout 

(burnout- p=0.008<0.05).   

 

 

Figure no VI.8. Graphical representation of the experience in years over 

anxiety and burnout 

 Figure no. VI.8. shows the fact that teachers with less experience years (<5 years) feel a 

higher level of anxiety (11.9) and feel more exhausted (11.5) than didactic educators with higher 

experience year (>20 years) 10.2 respectively 9.3. 

VI.8. Conclusions 

 Hypothesis 1 is confirmed, as the results on the correspondence between the level of 

perceived stress of didactic educators and their teaching degree show that those didactic educators 

with no teaching degree (lower level of training) experience a higher level of perceived stress 

compared to those with teaching degree I/II/finalized (higher level of training). 



Hypothesis 2 is confirmed as the results on the correspondence between perceived stress 

level and teaching seniority confirm that perceived stress level is significantly higher for didactic 

educators with less seniority compared to didactic educators with more seniority. 

This study shows that in terms of perceived stress, most didactic educators have a moderate 

level of stress (81.6%), while 17.5% have a low level of perceived stress and only 1% have a high 

level of perceived stress. 

Chapter VII. CASE STUDIES 

VII.1. Case study no.1: Child with hyperkinetic syndrome  

 The child succeeds to participate in an activity at most three to four minutes, being in 

continuous movement. During the activities, along with during the day he hits his colleagues which 

are near him, or he bites them. 

Objectives: 

1. To participate at the study activities organized, at least ten minutes. 

2. To use work materials (glue, paint) respecting the educator’s indications. 

3. To participate in the organized games at the centres of interest, without disturbing his 

colleagues; To respect the hygiene and serving meals rules during the personal 

development activities (meal serving, using bathroom and toilet etc.). 

4. To play without destroying the products of the game of other children. 

5. To interact in a positive way with other children during the game; to recognise at least 

two emotions that the children are manifesting during the game. 

Contents: 

1. “Jostling is not funny”, “Jokes are not always funny”, “Bunny Hut”, “Insults are not 

funny”, “The two bunnies, White Pouf and Grey Pouf”, “The Little House in the Pot”, 

The Gift of Friendship, Friendship Island. 

2. Bunny's hutch; Jam jar; Animal shelter; Flowering tree; Flower garden. 

3. Drivers, Shop, Family Dinner; Family, Cooks, Market; “I take care of myself”. 

4. Car track, Canning racks, Fruit/vegetable bins, Animal pen; Grandparents' house; The 

block I live in. 

5. How did you feel when...?, Mimic what I say! 



Methods and achievement tools: 

1. Educator’s stories, Educator’s lectures, Dramatization’ 

2. Dactyl painting, Painting techniques learnt, Tearing and sticking paper, Gluing, 

crumpling. 

3. Role play, Personal development activities. 

4. Construction games (Lego, roto discs, mosaic, pieces for joining). 

5. Picture reading, Role play, Recreational games. 

Evaluation: As a result of the evaluation, we carried out at the end of the first year of kindergarten, 

based on behavioural indicator sheets assessing the child's development in terms of autonomy, 

socialization and level of aggression, we observed that the child interacts with his classmates and 

shares his feelings or emotions with others. After the first year of kindergarten he puts on his own 

shoes, dresses, or undresses himself and has developed autonomy in terms of personal hygiene. 

  

  Figure no. VII.1. Evolution of Case I – Hyperkinetic Syndrome (M.R.) 

 From Figure VII.1 there is a favourable evolution of the three dimensions in the scores 

recorded in the final stage compared to the scores recorded in the initial stage. We thus observe that 

the level of aggressiveness decreased by 1.84 points form 3.00 points to 1.16 points, the level of 

autonomy increased by 2.57 points from 0.29 points to 2.86 points, while the level of socialization 

increased by 1.90 points from 0.40 points to 2.30 points. 
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VII.2. Case Study no.2: Child with hyperkinetic syndrome diagnosis, Attention deficit, mild 

mental retardation 

 During activities the pre-schooler gets bored quickly, talks a lot, gets up from his chair and 

disturbs his peers nearby. Relations with the children are very strained, he hits them at the slightest 

displeasure. 

Objectives: 

1. Engage in activities in work materials for at least seven/eight minutes and stay with the 

other children until the end without disturbing. 

2. To correctly use the materials and techniques learnt as instructed by the teacher. 

3. Participate with other children in storytelling/games at the interest centres and stay with 

them, without disturbing. 

4. Interact appropriately with peers in role-plays/dramatizations, personal development 

activities proposed by the teacher. 

5. To use independently the toilet to wash/dry the hands, based on the educator’s 

indications. 

Contents: 

1. “Me and My Emotions”, “The Story of Tobias the Frog”, “The Story of the Rainbow 

Fish”, “The Two Rabbits, White and Grey Fluffy”, “The Three-goat Mare”, “Friendship 

Island”. 

2. Happy Faces/Sad Faces (modelling); Friends for Tobias (gluing); “Friends for the 

Rainbow Fish” (fingerprinting); Gingerbread (modelling); “Bridge over the River” 

3. “Befriending Emotions” (picture reading); “Joy”; “Sadness”; “Anger” (teacher 

reading); “Little House for Friends”(construction); “Car Garages”; “Tallest Tower”; “So 

Yes/So No”; “Bunny Clothes” (sorting activity). 

4. “The kindergarten”, “The cook”, “The road traffic”; “The shop”, “The doctor”, The 

animal farm. 

5. “What would you feel if...?”, “When did you feel great joy?”, “Water is my friend”, 

“What do I like/What don't I like?”, “I take care of myself”. 

Methods and achievement tools: 



1. Educator’s story, Educator’s reading, Dramatization. 

2. Modelling, Dactylography, Tearing, crumpling, and gluing paper. 

3. Science, Library, Construction, Role play. 

4. Role play, Dramatization. 

5. Personal development activities, Role play, Reading from pictures. 

Evaluation: Based on the evaluation carried out at the beginning and at the end of the school 

year, based on the behavioural indicator sheets assessing the child’s development in terms of 

autonomy, socialization and aggression level, we have observed a favourable development in self-

serving skills. He is now able to put on his sweater or jacket, which for a long time he was not able 

to put on. In the bathroom, he announces his needs and does quite well, washes his hands, his face, 

wipes himself in most situations. At mealtimes he eats by himself and does not get dirty. As far as 

his social adjustment is concerned, we can say that there has been a great improvement in the 

development of relations with other children, with whom he now plays and communicates more 

easily, and his aggressiveness towards them has decreased a lot. 

  

   Figure no. VII.2. The evolution of case II – Hyperkinetic Syndrome (C.A.) 

 From Figure VII.2. it shows that at the end of the school year there is an improvement in 

terms of reducing aggression by 1.17 points and at the same time increasing autonomy by 1.14 

points and socialisation by 1 point. 
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VII.3. Case Study no. 3: Child diagnosed with autism spectrum disorder, expressive language 

disorder 

 The pre-schooler does not show a desire to interact with other children, prefers to play 

alone. His behaviour is hyperactive in the environments with which he is familiar, he avoids tasks 

involving cognitive effort and changes them very quickly. In terms of personal autonomy, hygiene 

and eating, he refuses to use the toilet and only does so if rewarded and does not want to sit at the 

table with the other children. 

Objectives: 

1. To be involved daily in games organised as part of freely chosen activities. 

2. To play with other children at a centre of their choice. 

3. Communicate using simple words with peers in his vicinity. 

4. To eat meals with his peers. 

5. Wash hands/face and use the toilet on their own initiative. 

Contents: 

1. Road Traffic, Market, Housewives, The Doctor, Birthday, Visiting Grandparents, 

Drives and Pedestrians 

2. Prince's castle, My nursery, Grandparents' house, Wildlife/domestic animal shelter, Toy 

paws. 

3. Enchanted Turtledove, Three Little Pigs, Mittens, Potting Crib, Giant Riding Hood, 

Three Butterflies Story, Friendship. 

4. How did you feel when...?, Today we are having dinner with our friends, Who is your 

friend, What is your favourite stool at the table, What does the food on your plate taste 

like? 

5. I know how to wash my hands/face without help, What does soap smell like, I try, I can, 

I succeed! 

Methods and achievement tools: 

1. Role Game. 

2. Constructions Game (Lego, roto discs, mosaic, beads) 

3. Educator’s story, Dramatization, Role game. 



4. Reading by images, Dramatization, Role game, Recreative games. 

5. Personal development games. 

Evaluation: Based on evaluation from the first year of kindergarten, based on behavioural indicator 

sheets assessing the child’s development in terms of autonomy, socialization and aggression level, 

it was observed that the child has a positive development in terms of toilet use and personal 

hygiene. A positive evolution is also observed in terms of meal serving. During play, he interacts 

with one or two children in his vicinity, especially during construction games and role-play.  

 

  Figure no VII.3. The evolution of Case III - Childhood Autism (A. O.) 

 From Figure VII.3. it shows positive changes in all three constructs analysed: aggression, 

autonomy, socialization. In the case of aggressiveness, a decrease of 1.33 points from 2.83 to 1.50 

points, a favourable increase of 1.18 points from 0.45 to 1.63 points in the degree of autonomy and 

of 1.50 points from 0.20 to 1.70 in the degree of socialization. 

VII.4. Case Study no.4: Child with diagnosis of autism spectrum disorder 

 F. is a shy child with poor emotional regulation and low resistance to frustration. He 

frequently has temper tantrums at the slightest disagreement, exhibits stereotypical behaviour and 

has difficulty accepting any change in his daily routine. Personal autonomy is still developing. 

Objectives: 

1. To involve him/her daily in free play time or in freely chosen activities. 
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2. To accept to play with one or two children who play at the same centre where he plays. 

3. To sit with his peers without disturbing them during a story or game involving the whole 

group. 

4. Participate in role-plays that exemplify eating with peers/family and stay at the table for 

two or three minutes with peers. 

5. Dress/undress and use the toilet, with help from the adult, without fighting back. 

Contents 

1. The road, The Grocery Store, The family, The housewives, The party, The meal, The 

family on a holiday, So yes, So no, Family Holidays 

2. Towers and castles, Grandparents' house, My nursery, Woodland animal shelters, 

Adorned trees, Sitting at my cottage, The sun. 

3. Enchanted Turtledove, Rainbow Fish Story, Tobias the Frog Story, Cottage in the Pot, 

White and Grey Pouf, Three Little Pigs Story. 

4. Let's eat together!, I invite you to my party!, What excitement did you feel when...?, 

Today we are preparing the table for the feast., We are learning to use the cutlery. 

5. I know how to take my jacket/overshirt, My mittens are clean, My magic napkin, With 

soap and water, I know how to put on my slippers. 

Methods and achievement tools: 

1. Science, Role play, library 

2. Art, Construction game, Science, Sand and Water. 

3. Educator Reading, Educator’s Story, Dramatization 

4. Teaching game, Reading by pictures, Role play, Recreational games. 

5. Personal development activities. 

Evaluation: After the evaluation carried out after the first year of kindergarten, based on the 

behavioural indicator sheets assessing the child's development in terms of autonomy, socialization 

and aggression level, it was observed that F. accepts to go to the bathroom, undresses and puts on 

his trousers with help, when using the toilet, washes his hands and wipes himself, with adult 

supervision. 



 

Figure no VII.4. The Evolution of case IV - Childhood autism (F. M.) 

 Considering the results obtained from the final assessment compared to the scores of the 

initial assessment, it is observed that the level of aggressiveness decreased by 1 point from 2.83 to 

1.83 points, the level of autonomy increased by 1.09 points from 0.36 to 1.45 points and the level 

of socialization increased by 1 point from 0.10 to 1.10. 

VII.5. Case Study no.5: Child with infantile autism, hyperkinetic syndrome, expressive and 

receptive language disorder 

 The child shows little interest in children of the same age, does not spontaneously initiate 

games with them and does not participate in other children’s games, preferring to run around the 

group room. Hygiene and autonomy are poorly developed. 

Objectives: 

1. Participate daily in at least one of the games organised at the interest centres. 

2. To accept the company of at least one colleague during the game. 

3. Actively enrich their vocabulary with new words. 

4. To eat breakfast at the table with their peers. 

5. To use the toilet independently. 

Contents: 

1. Drivers, Store, Family, Cooks, Party, Family Dinner, Family Holidays. 
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2. The biggest tower, Grandparents' orchard, My block, Animal pen, Mother's bracelet. 

3. Giant Riding Hood, Bunny Hut, Mitten, Potting Shed, White Pouf and Grey Pouf, 

Friendship. 

4. Guess the excitement!, How did you feel when...?, Who's your friend?, Give me the toy 

I'll show you!, How's the weather today? 

5. Alone I take care of myself, Together we wash our hands, Let's set the table. 

Methods and Achievement Tools: 

1. Role play 

2. Construction game (Lego, Roto Discs, mosaic, beads) 

3. Teacher's story, role-play, dramatization. 

4. Reading from pictures, role play, recreational games. 

5. Personal development activities. 

Evaluation: After the evaluation after the first year of kindergarten, based on the 

behavioural indicator sheets assessing the child's development in terms of autonomy, socialization 

and aggression level, it was observed that T. puts on, dresses and undresses himself with the help 

of the adult. He uses the toilet with help, washes and wipes his hands, closely supervised; sits at 

the table with the 

children and eats if 

he likes his food, 

with adult support, 

and drinks his tea or 

milk without spilling 

it. Plays around a 

child and builds with 

other children. 

 

 

Figure no VII.5: The evolution of Case V -  Child with infantile autism (T. D.) 
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From figure VII.5 we can observe that the level of aggressiveness decreased by 1 point from 3 to 

2 points, the level of autonomy increased by 0.82 points from 0.09 to 0.91 points and the level of 

socialization increased by 0.9 points from 0.10 to 1 point. 

CONCLUSIONS 

 The increasing number of children with special educational requirements attending mass 

kindergartens, the complexity of the various disabilities or deficiencies encountered in these 

children, as well as the specific manifestations generated by them, are increasingly challenging 

didactic educators. A superficial knowledge of the specifics of these disabilities or impairments 

encountered in children, as well as a lack of theoretical and practical training for didactic educators 

in the specifics of inclusive education, leads to a series of misperceptions among didactic educators 

which sometimes lead to negative attitudes towards these children, which can lead to difficulties 

in achieving optimal inclusion.  

The results of this research confirm that most didactic educators have a positive attitude 

towards the inclusion of children with educational requirements in kindergartens, stating that they 

are willing to make efforts to contribute to the successful inclusion of these children.  

The analysis of the results also shows that by improving didactic educators’ perceptions of 

the process of inclusion of children with special educational requirements in kindergarten, as well 

as by their participation in training courses on inclusive education, progress will be observed both 

in the success of the inclusion process and in the school results of these children. 

 Following the analysis of the results obtained, we can also state that the training in the 

teaching career by obtaining teaching degrees has a positive influence on the inclusion process of 

children with special educational requirements. We state this fact because the results show that the 

higher the teaching degree obtained, the more attentive and closer to reality is the perception and 

approach to these children. Also, didactic educators with first or second teaching degrees are better 

able to manage logistical aspects than didactic educators with a permanent or no degree. 

 According to the results it was also observed that there is a statistically significant 

relationship between the teaching grade and the level of stress perceived by didactic educators. 

Therefore, didactic educators with a first or second degree have a low or at most moderate level of 

perceived stress compared to didactic educators without a degree, who experience a higher level of 



perceived stress. These results lead us to conclude that the role of training through teacher degrees 

is important for the optimal inclusion of children with special educational requirements in mass 

kindergartens. 

 The influence of the organisational environment, the overload of the didactic educators, the 

numerous tasks, the lack of support from the management or the staff of the school in some difficult 

moments, dissatisfaction, deadlines, tense situations, as well as the state of anxiety felt by the 

didactic educators at a given moment, can lead to their professional exhaustion, which adversely 

influences the successful inclusion of children with special educational requirements. 

Through this research and the investigative approaches to: Didactic educators’ attitudes 

towards children with special educational requirements and their inclusion in mass education, 

didactic educators’  knowledge of the specifics of inclusive education and the usefulness of using 

a model inclusion program, identification of the level of stress perceived by didactic educators 

working with these children, and by carrying out the five case studies on children with special 

educational requirements, this work makes a positive contribution to progress in the field of 

inclusive education, even if it raises questions that can be answered in future research. 

From the analysis of the five case studies carried out in this research, it was observed that 

all the preschool children who were the subjects of these case studies showed positive results in 

terms of decreased aggression, improved autonomy and socialization. This fact leads us to the 

conclusion that a good knowledge of the legislation specific to the field of inclusive education, the 

use of working strategies adapted to the specific special educational requirements of each child, an 

effective management of the activity, space and group of children, as well as the development and 

implementation of a personalized intervention plan, lead to favourable results in the process of 

inclusion of children with special educational requirements in kindergarten. 

One of the limitations of this research is the fact that the investigations were carried out at 

the level of Cluj county, and due to the socio-cultural influences of each individual county, the 

results cannot be generalized as the same for other counties.  

Another limitation is because the case studies were carried out in groups in which the 

didactic educators had teaching grade I and teaching grade II respectively, which is why we cannot 



say that in the case of a didactic educator without seniority and teaching grade the results obtained 

in the inclusion process would have been positive. 

This leads us to a future research perspective, i.e. to investigate the evolution of the 

inclusion process of children with special educational requirements in groups taught by novice 

didactic educators or didactic educators with less than three years of teaching experience.  

Another future research perspective is to investigate how inclusion is achieved in rural areas 

and what challenges didactic educators, children with special educational requirements and their 

parents face in rural kindergartens.  

This research can be extended both regionally and nationally. We also believe that this 

research can be extended to primary education, both at Cluj county and regional/national level. 
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