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Abstract 

Teachers are now seen as essential participants in recognizing and meeting the needs of kids with extra support requirements 
in mainstream primary classes. Teachers' professional judgments about children with special needs, on the other hand, have been 
proven to be impacted by context (e.g., school environment, student population, and level of accomplishment). It's unclear if personal 
and professional qualities impact instructors' views of their pupils' real assistance requirements. As a result, a greater understanding of 
the importance of instructors' views of students' needs is required. As a result, this study looked at the perspectives of 109 Dutch 
conventional primary school teachers on four characteristics of supplementary help for pupils. It looked at whether the years of 
experience, degree of training, personality qualities and self-efficacy beliefs of the instructors had an impact on the needs of these 
teacher-perceived pupils. Teachers' judgments of students' needs were shown to be essentially unaffected by personal and professional 
traits. 

 
Keywords: Instructors in Primary Schools, Educational Needs, Pupils with Special Needs, Personality Qualities, Self-Efficacy. 
 
Introduction 

For a long time, teachers in mainstream primary classes have recognized that children varied in terms of educational 
achievement, social or behavioral traits, and educational requirements necessary to meet established educational goals. This is the 
natural order of things, but it also presents a professional quandary for instructors because a one-size-fits-all strategy is insufficient. As 
a result, instructors ask themselves how they might give (extra) assistance to all students in the classroom, allowing them to profit 
from the lessons presented and achieve their educational goals.  Students will profit from the lessons provided and will achieve their 
educational objectives. 

 
As a result, instructors' professional knowledge of their students' (extra) learning assistance requirements is a necessary 

prerequisite for fulfilling today's professional standards in normal classrooms. Teachers, unlike clinical experts in the area of 
education (e.g., school psychologists, psychiatrists), are responsible for identifying students' needs in terms of deficiencies and, if 
necessary, diagnosis. This suggests that their primary goal is to meet kids' need for more help in terms of classroom modifications. In 
view of the targeted learning objectives, this assistance should be addressed which can be linked to academic courses, classroom 
behavior, or social/psychological issues. Emotional maturation. This instructors' viewpoint on students' extra assistance requirements 
is important and has lately gotten more attention. When asked to identify students with additional support needs, mainstream primary 
teachers identified a diverse group of students with large differences and individual differences, including boys and girls, high and low 
achievers in mathematics or reading comprehension, and many who did not have a clinical diagnosis of special educational needs 
Another study  found that teacher-identified students' needs in mainstream primary education can be divided into four categories: (1) 
instructional support (e.g., ‘one strategy to solve a problem'), (2) (on-task) behavioral support (e.g., ‘set boundaries'), (3) emotional 
support (e.g., ‘feedback on effort'), and (4) the need for social support . 

 
Teachers are seen as essential participants in the process of identifying and satisfying needs in terms of assistance needed 

inside classrooms from this perspective of extra support needs. However, it is important to remember that teachers' professional 
opinions on special needs are impacted by their setting. For example, the school's setting, teachers' attitudes and practices, the average 
educational attainment level in the classroom, and the number of students with special educational needs in the classroom all impact 
the number of children with special educational needs in the classroom. What is less clear is how subjective instructors' professional 
opinions on their pupils' (extra) assistance requirements are, i.e., projected or actual. Teachers' traits, personal preferences, or 
conceptions may influence the results. Because the teacher is the one who addresses and meets with the students, it is critical to close 
this gap. Certain extra assistance requirements in terms of classroom modifications; he/she is he/she is he/she is instructing in the 
classroom. More research is needed to understand the significance of teachers' views of students' extra assistance requirements, as 
these perceptions are likely to be at the heart of teachers' daily practice. As a result, this research investigated the link between teacher-
perceived extra requirements in pupils and Personal and professional qualities of teachers. 
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Personal and professional traits of teachers those are relevant 
Self-efficacy views among teachers 

Teachers' self-efficacy or their assessment of their own ability to achieve desired student engagement and learning outcomes 
may skew their judgments of students' extra assistance requirements. Teachers' self-efficacy in Israel was shown to be positively 
connected to attitudes toward integrating special needs children. Teachers' self-efficacy views were linked to helpful reactions to 
social rejection, shyness, passive–aggressive behavior, and low accomplishment. Teachers with stronger self-efficacy views are more 
likely to anticipate favorable academic outcomes. 

 
Students with learning issues are more likely to receive better treatment from a teacher who has a greater sense of 

effectiveness; this might be due to the fact that high levels of self-efficacy affect instructors' sense of control and attempts to increase 
students' achievement and motivation. Furthermore, high-efficacy instructors in the United Kingdom were shown to feel more 
responsibility for their students' failures, perceive failed students as a challenge rather than a class problem, and assign more blame to 
their own teaching. As a result, it's possible that instructors with greater self-efficacy beliefs are better at fulfilling students' demands 
since they're more aware of their extra assistance needs. As a result, instructors with high degrees of self-efficacy beliefs may have a 
greater average level of perceived student needs. 

 
Personality characteristics of teachers 

A teacher's personality in terms of extraversion, neuroticism, openness to experience, agreeableness, and conscientiousness is 
another possibly significant teacher attribute. It's possible that teachers are aware of student demands that correspond to the attention 
elicited by their own personality features and associated preferences or conceptions. While there is little empirical evidence to back 
this up found that the cognitive preferences and personality traits of effective teachers of highly gifted students (i.e. those chosen 
based on observations, performance ratings, and student evaluations) matched those of their students (e.g. preferring abstract themes 
and concepts, being open and flexible, valuing logical analysis and objectivity). It might suggest that teachers who connect well with 
their pupils are more sensitive to their needs, in addition to or instead of matching personality qualities. Furthermore, it's possible that 
some personality features stick out. Conducted a study of 53 American undergraduate student instructors and discovered that those 
who were more open-minded had more favorable attitudes about diversity in the classroom. Teachers' opinions about preferred 
teaching styles, classroom atmosphere, and instruction style may be influenced by this personality trait. They discovered that the 397 
American pre-service teachers in their sample who reported being more open and/or less conscientious favored implicit ways to 
controlling their classrooms; they were more concerned with maintaining classroom control than with student autonomy. Furthermore, 
American Scientist (2011) discovered that greater levels of extraversion among pre-service teachers in the United States were linked 
to worse quality instructional interactions with pupils. In the fields of emotional support and classroom organization, no correlations 
between instructors' personalities were discovered. Mainhard, Brekelmand, Wubbels, and Den Brok (2008) found that agreeableness 
and a lack of neuroticism led to perceived closeness between students and instructors in a study of 48 Dutch high school student 
teachers. These findings are consistent with Kokkinos' (2007) findings, which found that 447 primary school teachers in Cyprus with 
higher neuroticism scores expressed greater negative feelings, emotional instability, and stress responses. 

 
As a result, there is some evidence to support our hypothesis that instructors' views of students' extra assistance requirements 

are impacted by their personality features. More precisely, the research listed above suggest that teachers may be attentive to the 
requirements of pupils whose personality characteristics cause them to pay attention. Second, it's possible that instructors' candor has a 
beneficial impact on students' knowledge of their additional assistance requirements. Third, specific connections between instructors' 
personality qualities and their assessments of students' needs are predicted. A positive link between instructors' conscientiousness and 
perceived need for instructional assistance, for example, might be attributed to teachers' desire for educating pupils with a guiding 
hand by being, for example, timely, organized, and in charge. It's also possible that teachers' pleasant personalities motivate them to 
encourage pupils with whom they have a close relationship. Teachers' neuroticism, on the other hand, may indicate a lack of 
awareness of students' emotional support requirements owing to a lack of understanding of students' desire for a complement, kind 
words, or constructive comments. While these theories about the connections between instructors' personalities and the four 
dimensions of teacher-perceived students' extra support requirements are intriguing, they are still speculative since they have not been 
empirically tested. This research is a step in that direction. 

 
The study's objectives are as follows 

In conclusion, because the professional task of mainstream primary teachers is to address and meet a (growing) variety of 
students' additional support needs, the question of potential bias in teachers' perceptions of students' additional support needs due to 
professional and personal characteristics is relevant. However, it should not be assumed that instructors' perceptions are objective from 
the start. Previous research has shown that professional judgments are impacted by context, and that instructors' self-efficacy beliefs 
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and personality factors may both influence these views. As a result, the purpose of this study is to investigate the relationship between 
teacher perceptions of students' personality characteristics and self-efficacy views in teaching. For starters, instructors with greater 
degrees of self-efficacy beliefs were anticipated to pay more attention to kids who needed more help. Second, instructors' personality 
qualities were predicted to be linked to certain perceived requirements, reflecting teachers' own preferences. The analyses were 
exploratory because no previous empirical studies have addressed this specific topic. 

 
Methods 
Sample and procedure  

The study included 109 teachers in Dutch mainstream primary school who were either in the last semester of their Bachelor 
of Education (B Ed, n = 80) or studying for their professional Master in Special Educational Needs (M SEN, n = 29) at a Dutch 
University of Applied Sciences. Their ages varied from 19 to 59, with the average being 28. All of the instructors who took part in the 
study were teaching children aged 8–12 years, either as part of their last year of teacher education or as a trained teacher working in a 
school. Experience varied from being in their first year of teaching to having 32 years of experience (63 percent 0–5 years, 22 percent 
6–10 years, and 8% > 10 years, as downloaded by [Vrije Universiteit Amsterdam] at 22:54 on September 17, 2014). Teachers were 
required to complete surveys for each of their pupils individually. Participants were chosen during a required class on identifying 
students' (extra) assistance requirements. The data was collected from May to July and September to December 2012. Teachers were 
asked the following questions in order to identify kids who needed more help: ‘Which of your pupils requires more assistance in order 
to meet their educational objectives?' It was made explicit that educational goals might refer to a student's social, emotional, or 
behavioural growth as well as a specific topic. Because it was too time consuming for teachers to complete the questionnaire about 
students' additional support needs for all teacher-identified students with additional support needs, the researchers chose two students 
at random from a class room overview of teacher-identified students provided by the participating teachers. This resulted in a list of 
teacher-identified pupils ranging from 3 to 10 students per instructor, with two of them chosen at random (n = 218; 67.7% male) for 
this study. About a third of these students outperformed the national average in mathematics (39%) and comprehensive reading (30%), 
and 38% had a formal psychiatric or educational diagnosis (31.9 percent dyslexia, 27% autism spectrum disorder, 28% AD(H)D, 3.6 
percent highly gifted, 1.3 percent Down syndrome, 8.2 percent unspecified). 
 
Instruments 
Students’ additional support needs 

Teachers used a questionnaire with four extremely reliable (sub)scales to assess their impressions of each of the two selected 
kids' extra assistance requirements (Bruggink et al., 2014). This questionnaire represents four second-order dimensions of students' 
additional support needs: 'need for instructional support' (=.95; 30 items; e.g., 'one strategy to solve a problem'), 'need for (on-task) 
behavioural support' (=.94; 20 items, e.g.,' set boundaries'), 'need for emotional support' (=.90; 12 items, e.g. 'feedback on effort'), and 
'n The scales are in Dutch and are based on a five-point Likert scale, with 1 being extremely inapplicable and 5 being very applicable. 
In this investigation, given alphas were acquired. 

 
Teachers’ self-efficacy beliefs 

The Dutch version of the Ohio State Teacher Efficacy Scale (Goei, Bekebrede, & Bosma, 2011) was used to assess teachers' 
self-efficacy views (OSTES, Tschannen-Moran & Hoy, 2001). On a 9-point scale ranging from 1 (never relevant) to 9 (frequently 
applicable), the OSTES assesses teachers' self-efficacy beliefs on three scales: Efficacy in student engagement (=.76; 8 items, e.g., 
‘How much can you do to reach out to the most difficult students?'), efficacy in instructional strategies (=.84; 8 items, e.g., ‘How well 
can you respond to difficult questions from your students?'), and efficacy in classroom management (=.91; 8 items, e.g., ‘How well 
can you establish routines to keep activities running smoothly?'). This research yielded all of the stated dependability values. 

 
Teachers’ personality traits 

Gerri set al. produced a shorter Dutch version of Goldberg's Big Five questionnaire (1992), which was completed by teachers 
(1998). This test assesses 30 Big Five personality traits across five domains (6 items each). Respondents were asked to identify to 
what degree the above items characterise them using a 7-point Likert scale ranging from 1 (extremely untrue) to 7 (very truthful). This 
instrument has proved to be reliable and valid in previous research (Branje, van Lieshout, & Gerris, 2007). In the current investigation, 
however, the reliability coefficients (Cronbach's) of the original six-item scales were not exceptional: Extraversion is equal to.66; 
agreeableness is equal to.73; conscientiousness is equal to.82; neuroticism is equal to.51; and openness to experience is equal to.71. 
Extraversion (=.84; 4 items, e.g. the recoded item ‘with drawn'), Agreeableness (=.73; 6 items, e.g. ‘friendly'), Conscientiousness ( 
=.89; 5 things, e.g. ‘accurate'), Neuroticism ( =.73; 5 items, e.g. ‘nervous'), and Openness to experience ( =.75; 6 items, e.g. ‘creative 
In this investigation, shorter scales were employed. 
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Analysis 
Based on the results of the two selected students, a weighted mean average of teacher-perceived additional assistance 

requirements was determined per instructor for all four areas. Because this study's sample included instructors with bachelor's and 
master's degrees, one-way ANOVA was used to assess mean differences in teacher-perceived extra support requirements by teachers' 
level of training. In addition, Pearson's correlations were computed to see if teachers' self-efficacy beliefs and personality were related 
to years of experience, taking into account the range of years of experience. Hierarchical multiple regression analysis was performed 
to see if teachers' self-efficacy views and personality attributes impact their cher-perceived kids' extra assistance requirements. The 
correlations between predictor variables (teachers' self-efficacy beliefs; teachers' personality characteristics) ranged from poor to 
strong, with r =.01 to.57. Years of experience were added as a covariate in the first stage. Teachers' self-efficacy beliefs (in three 
subscales) and personality characteristics (in five subscales) were recorded in the second stage. 

 
Teachers' self-efficacy views in three subscales (engagement, instructional methods, and classroom management) indicated 

minor but significant relationships with teacher-perceived students' instructional support requirements. Teachers' self-efficacy views in 
engaging pupils were similarly linked to teacher perceptions of increased emotional support requirements. Teachers' self-efficacy 
opinions about their teaching techniques and classroom management did not correlate with their assessments of students' emotional 
support needs. Conscientiousness, a personality quality shared by teachers, was found to have a strong link with teacher-perceived 
student requirements for instructional help. There were no other significant correlations between extraversion, agreeableness, 
conscientiousness, neuroticism, openness to new ideas, and instructors' evaluations of students' additional educational requirements. 
 
Teachers’ self-efficacy beliefs and personality traits as predictors 

Shows the findings of several regression analyses of instructors' assessments of students' extra assistance requirements in 
relation to their professional and personal qualities. After adjusting for years of experience, none of the subscales of teachers' self-
efficacy beliefs (TSE) and personality (P) characteristics were significant predictors of teacher-perceived students' extra assistance 
requirements, as shown in. The model for instructional support needs in step 2 was not statistically significant (F(10,98) = 1.44; p 
=.17), nor was the model for (on-task) behavioral support needs (F(10,98) =.95; p =.50), nor the model for emotional support 
(F(10,98) =.20; p =.99), nor the model for peer support needs (F(10,98) =.40; p =.89). 

 
Discussion and conclusion 

The goal of this study was to see if there was any personal bias in teachers' assessments of students' additional support 
requirements in Dutch standard primary schools by looking at the relationships between teachers' perceptions of these needs and their 
personal and professional qualities. The study's sample included teachers with bachelor's and master's degrees and varying levels of 
teaching experience. As a result, the link between degree of training and years of experience and teacher-perceived extra assistance 
requirements of students was investigated. There were no significant variations in views of students' extra assistance requirements 
based on the degree of training of the teachers. There were also no links discovered between instructors' years of experience and their 
assessments of students' needs. Furthermore, the link between instructors' self-efficacy beliefs and personality traits and their 
assessments of their students' additional assistance requirements was investigated in this study. Instructors' self-efficacy views in 
engaging students and their perceptions of students' need for more instructional and emotional support, as well as teachers' 
conscientiousness and the perception of students' need for instructional assistance, were found to have significant correlations. After 
adjusting for years of experience, multiple regression analyses revealed that none of the subscales of teachers' self-efficacy beliefs 
were significant predictors of teacher-perceived students' extra assistance requirements. As a result, no evidence of the predictive 
usefulness of instructors' self-efficacy beliefs while addressing students' extra assistance needs was observed in this study. This is in 
contrast to our hypothesis that instructors who have greater self-efficacy views will be more attentive to kids who require more help 
(Almog & Shechtman, 2007; Brady & Woolfson, 2008; Geogriou et al., 2002; Hutzler et al., 2005). None of the instructors' 
personality qualities were significant predictors of how they viewed their students' additional assistance requirements; it appears that 
the teachers' personalities had no bearing on how they perceive students' needs. These findings are surprising since we anticipated 
instructors' personalities to reflect their views of students' needs (Mills, 2003), or that teachers' openness would have overall 
favourable impacts on perceived needs (Unruh & McCord, 2010). Also, particular connections between instructors' personality 
qualities and their perceptions of students' needs, such as agreeableness and neuroticism with emotional support (Kokkinos, 2007; 
Mainhard et al., 2008), were predicted (Kokkinos, 2007; Mainhard et al., 2008). None of these assumptions, however, were proven 
correct. 

 
 To make sense of these surprising results, keep in mind that expectations were based on prior research that differed in 
numerous ways from ours. Others (Decker et al.) Unruh & McCord, 2010; Rimm-Kaufman, 2008; Ripski et al., 2011; Rimm-
Kaufman, 2008; Ripski et al., 2011; Ripski et al., 2011; Ripski et al., 2011) investigated They did not include employed teachers in 
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their sample of teachers. The most of the research were carried out in various countries; connections between the qualities of teachers. 
Their perspectives of pupils' needs may differ due to cultural differences. However, there is one caveat. This study (Mainhard et al., 
2008) was conducted in the Netherlands and featured high-level participants. Our study focused on school instructors rather than 
elementary school teachers. Furthermore, several of the research listed employed correlations to represent relationships rather than 
regression analysis to investigate the predictive value of variables. Furthermore, this study looked at the possibility of bias in the four 
aspects of students' extra assistance requirements, which had never been looked into previously. Because all of the presented findings 
were new, they may differ from earlier research. 
 
 Though this study adds to our understanding of the importance of teachers' perceptions of students' additional support needs 
in Dutch mainstream primary education, the findings cannot be generalised (1) across educational settings because it was limited to 
mainstream primary education and (2) globally because the sample size was limited to 109 Dutch teachers. As a result, research on the 
characteristics of these instructors on a wider scale, in representative samples (e.g., gender, experience in teaching, and degree of 
training), and in other countries may be undertaken. Another drawback is that a weighted average of teacher-perceived additional 
assistance requirements utilising only two individual students' scores, rather than a larger number of students, would have provided a 
more reliable picture. Furthermore, this study does not provide information on instructors' abilities to satisfy these demands. Teachers' 
challenges to satisfy pupils' extra assistance requirements have already been documented in other studies (Humphrey et al., 2006; 
Talmor, Reiter, & Feigin, 2005). As a result, it's important to learn more about whether and how instructors can transform their 
impressions of students' needs into everyday practise in terms of actual classroom changes. More research is needed to understand 
how instructors can really satisfy the observed extra support requirements of children who have been recognised as being in need, as 
well as what is helping or disturbing them while they are being assisted. However, given that this is the first study on the subject and 
that results should not be applied universally, we interpret these (surprising) findings as evidence in favour of instructors' assessments 
of students' needs. Based on the examined sample of instructors and average scores of two identified students with additional 
assistance requirements per teacher, this study found no evidence to call their perceptions into doubt. As a result, teachers could be 
considered relevant informants in the (educational diagnostic) process of identifying students' needs in everyday practise; this study 
provides some evidence that teachers' perceptions of their students' additional support needs are unbiased by their professional and 
personal characteristics in terms of level of training, years of experience, and teachers' self-efficacy belie their professional and 
personal characteristics. This research should be viewed as a critical starting step in researching an uncharted territory. These findings 
support the trend of a teacher-centered approach to recognising and fulfilling students' needs. The study's concerns about the 
importance of instructors' assessments of students' needs in terms of classroom changes, rather than a focus on deficiencies as we 
know it in the conventional paradigm, are wide and international in scope. The move to a perspective of extra support requirements is 
well-established, and many writers across Europe have argued for it (Croll & Moses, 2003; Lebeer et al., 2010; Lindsay, 2007; 
Norwich, 2008; Pameijer, 2006; van der Veen et al., 2010). However, and this is the study's added value, just a few studies have 
looked at whether instructors' personalities impact their assessments of these kids' requirements. Instructors' professional evaluations 
of students' extra assistance requirements were shown to be more important than individual teachers' professional and personality traits 
in this study. This necessitates teacher training to ensure that instructors gain the ability to detect kids who require more help. This is 
particularly essential in light of shifts away from identifying kids' special educational needs in terms of within-child issues and toward 
a better understanding of students' extra support requirements as a result of classroom changes. Teachers should be aware that their 
students in mainstream primary education are not all the same (Florian, 2008), but that they have different needs, and as a result, 
teachers should be encouraged to provide differentiated instruction (Smit & Humpert, 2012; Tomlinson et al., 2003) in order to 
achieve adaptive education (Vogt & Rogalla, 2009). These insights, as well as possible best practises, could then be used to inform 
teacher training curricula, allowing excellent teachers to serve the growing heterogeneity of students in mainstream primary education 
by observing, interpreting, and catering to a variety of students' needs, allowing all to learn. 
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