_ STUDIE
ZO SPECIALNEJ
PEDAGOGIKY

STUDIES
IN SPECIAL
EDUCATION

2025
rocnik 14




STUDIE ZO SPECIALNE] PEDAGOGIKY - medzinarodny vedecky recenzovany ¢asopis
Ro¢nik 14, 2025, ¢. 3

VEDECKA RADA CASOPISU

Dr. h. c. prof. PhDr. Miron Zelina, DrSc., Vysoka $kola DTI v Dubnici nad Vdhom (Slovenska republika)
prof. PaedDr. Miroslava Bartoiiova, Ph.D., Univerzita Karlova v Prahe (Ceska republika)

prof. Karola Dillenburger, BCBA-D, The Queen’s University of Belfast (Severné Irsko)

prof. Ibrahim El-Zraigat, Ph.D., University of Jordan, Amman (Jordansko)

prof. Mickey Keenan, Ph.D., BCBA-D, Ulster University (Severné irsko)

prof. PaedDr. Vladimir Klein, PhD., PreSovska univerzita v PreSove (Slovenska republika)

dr hab. prof. Anna Klim-Klimaszewska, Uniwersytet Przyrodniczo-Humanistyczny w Siedlcach (Pol'ska republika)
dr. hab. prof. Daniel Kukla, PhD., Jan Dlugosz University in Czestochowa (Pol'ska republika)

prof. PaedDr. Jozef Liba, PhD., PreSovska univerzita v PreSove (Slovenska republika)

prof. PhDr. Karel Pan¢ocha, MA, BA, Ph.D., Masarykova univerzita v Brne (Ceska republika)

prof. PaedDr. Milan Valenta, Ph.D., Univerzita Palackého v Olomouci (Ceska republika)

prof. PhDr. Marie Vitkova, CSc., Masarykova univerzita v Brne (Ceska republika)

prof. PaedDr. Darina Tarcsiova, PhD., Univerzita Komenského v Bratislave (Slovenska republika)
doc. PhDr. Barbora Bazalova, Ph.D., Masarykova univerzita v Brne (Ceské republika)

assoc. prof. Anabela Cruz-Santos, Ph.D,, Institute of Education University of Minho (Portugalsko)
doc. PhDr. Vladimir Dockal, CSc., Trnavska univerzita v Trnave (Slovenska republika)

doc. PaedDr. Petr Franiok, Ph.D., Ostravska univerzita v Ostrave (Ceské republika)

doc. PaedDr. Terézia Harcarikova, PhD., Univerzita Komenského v Bratislave (Slovenska republika)
doc. PaedDr. Ladislav Hornak, PhD., PreSovska univerzita v PreSove (Slovenska republika)

doc. PhDr. Vlastimil Chytry, Ph.D., Univerzita J. E. Purkyné v Usti nad Labem (Ceska republika)

doc. PhDr. et PhDr. Martin Kaleja, PhD., AMBIS vysoka $kola, a.s., v Prahe (Ceska republika)

doc. Mgr. Jii{ Kantor, Ph.D., Univerzita Palackého v Olomouci (Ceska republika)

doc. PaedDr. Jana Loptchova, PhD., Univerzita Komenského v Bratislave (Slovenska republika)

doc. PhDr. Tatiana Matulayova, PhD., Technicka univerzita v Liberci (Ceska republika)

doc. PaedDr. Karel Neubauer, Ph.D., Univerzita Karlova v Prahe (Ceska republika)

dr. hab. Beata Maria Nowak, PhD., Warsaw University of Life Science (Pol'ska republika)

doc. PaedDr. Alica Petrasova, PhD., PreSovska univerzita v PreSove (Slovenska republika)

doc. PhDr. Jarmila Pipekova, Ph.D., Slezska univerzita v Opave (Ceska republika)

assoc. prof. Dr. Teuta Ramadani Rasimi, University of Tetova (Severné Maceddénsko)

doc. PaedDr. Ivana Rochovska, PhD., Univerzita Mateja Bela v Banskej Bystrici (Slovenska republika)
assoc. prof. Ana Maria da Silva Pereira Henriques Serrano, PhD,, Institute of Education University of Minho (Portugalsko)
doc. PhDr. Viera Silonova, PhD., Pre$ovska univerzita v Preove (Slovenska republika)

doc. PhDr. Albin Skoviera, PhD., Univerzita v Pardubiciach (Ceska republika)

doc. PhDr. Michal Vostry, Ph.D., Univerzita J. E. Purkyné v tsti nad Labem (Ceska republika)

doc. PhDr. Ladislav Zilcher, Ph.D., Univerzita J. E. Purkyné v Usti nad Labem (Ceské republika)
Marija Coli¢, PhD.,BCBA-D, LBA, University of Hawai‘i at Manoa (USA)

Robin Elizabeth Moyher, PhD., BCBA-D, LBA, George Mason University vo Virginii (USA)

REDAKCNA RADA CASOPISU

Séfredaktor:

doc. PaedDr. Bibiana Hlebova, PhD., PreSovska univerzita v PreSove (Slovenska republika)
Zastupca $éfredaktora:

doc. Mgr. Tatiana Dubayové, PhD., PreSovska univerzita v PreSove (Slovenska republika)
Ivana Trellov4, PhD., PreSovska univerzita v PreSove (Slovenska republika)

Editor ¢isla:

doc. PaedDr. Bibiana Hlebova, PhD., PreSovska univerzita v PreSove (Slovenska republika)
Mgr. Zuzana Bednarikova, PreSovska univerzita v PreSove (Slovenska republika)
Jazykova korektira:

doc. PaedDr. Bibiana Hlebové, PhD., PreSovska univerzita v PreSove (Slovenska republika)
Mgr. Jana KoZarova, PhD., PreSovska univerzita v PreSove (Slovenska republika)

Dalsi ¢lenovia redakénej rady:

PaedDr. Lucia Mikur¢ikova, Ph.D., BCBA, Presovska univerzita v PreSove (Slovenska republika)
Mgr. Ivana Trellova, PhD., BCBA, PreSovska univerzita v PreSove (Slovenska republika)
Mgr. Patricia Mirdalikova, PhD., PreSovska univerzita v PreSove (Slovenska republika)
Mgr. Patricia Simkova, PhD., Pre$ovska univerzita v Presove (Slovenska republika)

Mgr. Jarmila Zolnova, Ph.D., PreSovska univerzita v Preove (Slovenska republika)
PaedDr. Lubos$ Luka¢, PhD., PreSovska univerzita v PreSove (Slovenska republika)

Mgr. Zuzana Bednarikova, PreSovska univerzita v PreSove (Slovenska republika)

Peter Szombathy, Vydavatel'stvo PreSovskej univerzity v PreSove (Slovenska republika)

Casopis je registrovany v medzinarodnej databaze vedeckych ¢asopisov ERIHPLUSv Norsku, CEEOL v Nemecku,
ako aj v Slovenskom narodnom Korpuse Jazykovedného tistavu Ludovita Stiira SAV v Bratislave na Slovensku

Vydavatel: PreSovska univerzita v PreSove, Vydavatelstvo PreSovskej univerzity

Sidlo vydavatela: Pre$ovska univerzita v Presove, Ul. 17. novembra 15,
080 01 Presov, Slovenska republika, ICO 17 070 775

Navrh obalky: Grafotla¢ PreSov, s.r.o.

Tlaé: Centrum excelentnosti sociohistorického a kulttirnohistorického vyskumu
PreSovskej univerzity v PresSove

Periodicita vydavania: dvakrat ro¢ne

Déatum vydania: januar 2026 (dalsie ¢islo vo februari 2026)

Dostupné na internete: www.studiezospecialnejpedagogiky.sk

ISSN 2730-0951 online verzia EV 179/23/EPP

ISSN 2585-7363 tlacena verzia EV 4561/12



STUDIE ZO SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Ro¢nik 14, 2025, & 3

OBSAH

Slovo na uvod/Editorial
Bibidna Hlebovd, Zuzana Bedndrikovad 3

Theoretical and Scientific-Research Studies

Section 1: INCLUSIVE APPROACHES IN THE EDUCATION AND TRAINING
OF CHILDREN AND STUDENTS WITH SPECIAL EDUCATIONAL
NEEDS IN SLOVAKIA

Legislative and Pragmatic Starting Points of Inclusive Education of
Children and Students with Special Educational Needs in Slovakia

Bibidna Hlebovd, Zuzana Bedndrikovd 12
Implementation of Mentoring as Support for Students of Secondary
Vocational Education in the PreSov Self-governing Region in Slovakia
Tatiana Dubayovd, Hedviga Hafi¢ovd 28
Developing Phonemic Awareness as a Means of Inclusion for Children
from Socially Disadvantaged Backgrounds

Dominika Molc¢anovd, Bibidna Hlebovd 42
Personalised Curriculum as a Pathway to Inclusive Education:
Comparative Insights from the Czech Republic and Sweden

Jana KoZdrovd 54

Section 2: INCLUSION IN CZECH EDUCATION, INCLUDING A BRIEF OVERVIEW
OF METHODOLOGICAL APPROACHES FROM OUR RECENT RESEARCH

Inclusion in Music Education: Qualitative Insights from El Sistema and
Residential Childcare Contexts

Alois Danék, Dagmar Safrdnkovd 71
Inclusion of Seniors Aged 75+ Barriers and Opportunities for their
Engagement in Contemporary Society

Martina KarkoSovd 86
The Vulnerable Behind Bars in the Context of Inclusion and Protection

of Human Dignity in the Czech Prison System

Frantisek Vlach 111

Section 3: INCLUSION IN HUNGARIAN HIGHER EDUCATION

Learning Languages and Language Exams for Students with Disabilities
in Hungary
Magdolna Nemes 125




STUDIE ZO SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Ro¢nik 14, 2025, &. 3

Problems of Teaching History to Students with Learning Disabilities
Katalin Mezé 143
Experiences of Parents Raising Children with Special Educational Needs
with Accepting Teachers

Emese Baldzs-Féldi 163

Section 4: HIGHER EDUCATION SOLUTIONS FOR BUILDING AN INCLUSIVE
SOCIETY IN POLAND

Structures of Uncertainty as an Analytical Concept in Comparative
Research on Inclusive Education in Central and Eastern Europe

Dorota Prysak 176
Educational Law and Students with Disabilities: A Critical Pedagogy
Perspective

Agnieszka Stefanow 187
Inclusive Education in France: Legal and Institutional Evolution,

Ethical Challenges

Malgorzata Tandt-Nowak 198

Recenzie
CROSSLEY, Nicola and Des HEWITT (2025). Inclusion: A Principled Guide
for Early Career Teachers. New York: Routledge. 299 p.
ISBN 978-1-003-45650-6
Dominika Mol¢anovd 210
DONE, Elizabeth |. (2025). Theorising Exclusionary Pressures in Education:
Why Inclusion Becomes Exclusion. Cham: Springer Nature Switzerland.
289 p. DOI: 10.1007/978-3-031-78969-4

Zuzana Bedndrikova 212

Knizné novinky
CROSSLEY, Nicola and Des HEWITT (2025). Inclusion: A Principled Guide
for Early Career Teachers. New York: Routledge. 299 p.
ISBN 978-1-003-45650-6....c.ccucururereerireieierireseeserees s seesesees e seesesens e e sesensses 215
DONE, Elizabeth ]. (2025). Theorising Exclusionary Pressures in Education:
Why Inclusion Becomes Exclusion. Cham: Springer Nature Switzerland.
289 p. DOI: 10.1007/978-3-031-78969-4 216




Slovo na uvod/Editorial

SLOVO NA UVOD
Vazeni a cteni Citatelia,

vitame VAas pri C¢itani tretieho, mimoriadneho ¢isla 14. rocnika
medzinarodného vedeckého recenzovaného &asopisu Stidie zo $pecidlnej
pedagogiky/Studies in Special education, ktory vychadza pravidelne vo
Vydavatel'stve Pre$ovskej univerzity vPreSove na Slovensku. Casopis je
registrovany v medzinarodnych databazach vedeckych ¢asopisov - ERIH PLUS
(European Reference Index for the Humanities and Social Sciences)
vNoérsku aCEEOL (Central and Eastern European Online Library
v Nemecku, ako aj v Slovenskom narodnom korpuse Jazykovedného tstavu
Ludovita Stira Slovenskej akadémie vied v Bratislave na Slovensku.
Publikovanie vSetkych recenzovanych prispevkov v ¢asopise a ich zverejnenie
na webovom sidle ¢asopisu (www.studiezospecialnejpedagogiky.sk) podlieha
pisomnému suhlasu autorov, ¢o je vsulade s nariadenim Eurépskeho
parlamentu a Rady EU 2016/679 o ochrane fyzickych osob pri spractivani
osobnych tdajova o vol'nom pohybe takychto idajov a zakonom ¢. 18/2018 Z.
z., o ochrane osobnych Udajov ao zmene adoplneni niektorych zakonov
(GDPR). Vsetky doteraz publikované c¢isla ¢asopisu su zverejnené v archive na
webovom sidle casopisu: www.studiezospecialnejpedagogiky.sk, ako aj na
internete: https://www.ceeol.com/search/journal-detail?id=2440.

Mimoriadne cislo vedeckého casopisu je publikacnym vystupom
zvedeckého sympoézia International Visegrad Project ID 22420073
“Structures of Uncertainty: Inclusive Education in Central and Eastern
European Countries,” ktory sa konal online v dnioch 17. - 18. 11. 2025, jeho
organizatorom bola PreSovska univerzita v Presove na Slovensku. V ¢asopise
Vam ponuikame teoretické aj vyskumné prispevky so zameranim na aktualne
inkluzivne trendy v starostlivosti o osoby so S$pecidlnymi vychovno-
vzdeldvacimi potrebami, ! Kktoré boli prezentované vramci Styroch
tematickych oblasti reprezentujuicich Styri Krajiny riesitelov - Slovensko,
Cesko, Mad’arsko a Pol'sko. V rubrike Teoretické a vedeckovyskumné stidie
vtomto Cisle Casopisu prezentujeme trinast originadlnych prispevkov 2
zoradenych do pévodnych sekcii, v rdmci ktorych boli prispevky prezentované
a ktoré boli predmetom aj zaujimavej diskusie.

1 Teoretické a vedeckovyskumné Studie v tomto ¢isle ¢asopisu recenzovali: doc. Mgr. Tatiana
Dubayova, PhD.; doc. PaedDr. Bibidna Hlebova, PhD.; doc. PaedDr. Ivana Rochovska, PhD.,
Marija Coli¢, Ph.D., BCBA-D, LBA; Robin Elizabeth Moyher, Ph.D., BCBA-D, LBA; Mgr. Ivana
Trellova, PhD., BCBA; Mgr. Patricia Mirdalikova, PhD.; Mgr. Zuzana Bednarikova.

Za jazykovu stranku prispevkov su zodpovedni ich autori.


http://www.studiezospecialnejpedagogiky.sk/
http://www.studiezospecialnejpedagogiky.sk/
https://www.ceeol.com/search/journal-detail?id=2440
https://www.ceeol.com/search/journal-detail?id=2440
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V sekcii ¢. 1 pod nazvom Inkluzivne pristupy vo vychove a vzdeldvani
deti a studentov so Specidlnymi vychovno-vzdeldvacimi potrebami na
Slovensku boli prezentované Styri prispevky. Autorky prvého prispevku
(B. Hlebovd, Z. Bedndrikovd) sa sustredili na kl'i¢ové strategické dokumenty
androdné projekty ako legislativne a pragmatické vychodiskd podporujice
inkluzivny pristup vo vychove a vzdelavani deti a Studentov so zdravotnym
a/alebo socidlnym znevyhodnenim (najma z marginalizovanych rémskych
komunit) na Slovensku od roku 2009 po sucasnost. Autorky druhého
prispevku (T. Dubayovd, H. Haficovd) prezentovali zaujimavé vysledky
vlastného vyskumu, ktory bol realizovany vramci implementacie
mentoringu pre Ziakov prvého az tretieho ro¢nika vo vybranych strednych
odbornych skolach v Presovskom samospravnom kraji, ktorého ambiciou bolo
zvysSit nielen Skolskd tspesSnost, ale aj subjektivnu pohodu a kvalitu Zivota
vSetkych Zziakov. Autorky tretieho prispevku (D. Mol¢anovd, B. Hlebovd) sa
zamerali na problematiku fonematického uvedomovania ako klticového
faktora v procese rozvoja ranej cCitatel'skej gramotnosti. Ich cielom bolo
prezentovat moznosti stimulacie a rozvoja fonematického uvedomovania deti
predskolského veku zo socidlne znevyhodneného prostredia v podmienkach
inkluzivneho vzdeldvania. Autorku Stvrtého prispevku (J. KoZdrovu) zaujal
koncept personalizovaného kurikula ako strategického ramca pre rozvoj
inkluzivneho vzdelavania, najma pri rieSeni rozmanitych potrieb ziakov so
Specialnymi vychovno-vzdelavacimi potrebami, a to na zaklade komparativnej
analyzy kurikularnych modelov v Ceskej republike a Svédsku.

V sekcii ¢. 2 pod nazvom Inkliizia v ceskom skolstve, strucny prehl'ad
inkluzivnych metodickych pristupov z poslednych vyskumov boli
prezentované tri prispevky. Autori prvého prispevku (4. Danék, D. Safrdnkovd)
skimali inkluzivne hudobné vzdelavanie cez prizmu dlhodobého
kvalitativneho  vyskumu  realizovaného  vsocidlne  avzdelanostne
marginalizovanych prostrediach. Ich analyza c¢erpd zdvoch prepojenych
oblasti: hudobného asocidlneho programu El Sistema aempirickej prace
voblasti Ustavnej starostlivosti odeti. Autorka druhého prispevku
(M. Karkosovd) sa zaoberala problematikou starsich dospelych nad 75 rokov
a prekazkami, ktoré obmedzuju ich zapajanie do socialnych a komunitnych
aktivit, najma v suvislosti s digitdlnymi technol6giami. Ciel'om tejto Studie bolo
preskimat’ vnimané socidlne prekdzky medzi starSimi dospelymi so
zameranim na rodové rozdiely a dlohu vnimanych technologickych prekazZok.
Autor tretieho prispevku (F. Vlach) sa zaoberal problematikou inkluzie
v kontexte vykonu trestu odiiatia slobody v Ceskej republike, so zameranim
najma na zranitel'né skupiny vaznov a ochranu ich I'udskej doéstojnosti.
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V sekcii €. 3 pod nazvom Inkliizia v mad'arskom vyssom vzdeldvani boli
prezentované tri prispevky. Autorka prvého prispevku (M. Nemes) sa zaoberala
regulaciou vyucby cudzich jazykov na madarskych vysokych skolach
a otazkami suvisiacimi so skuskami zcudzich jazykov. Jej cielom bolo
zabezpecit efektivnu vyucbu cudzich jazykov na vysokych Skolach a vyucbu
jazykov zameranu na konkrétne predmety, najma v pripade Studentov so
zdravotnym postihnutim. Autorka druhého prispevku (K. Mezd) poukazala na
problém v madarskom verejnom vzdelavacom systéme, ktorym je vyucba
dejepisu vo vyssich ro¢nikoch zakladnej Skoly, spojena s o¢akdvaniami pre
Ziakov s poruchami ucenia. Ciel'om realizovaného prieskumu bolo predstavit
hlavné faktory, ktoré brania aovplyviiuji vyucbu dejepisu u Ziakov so
Specifickymi poruchami ucenia. Autorka tretieho prispevku (E. Baldzs-Foldi)
poukazala na problém pripravenosti aulohy ucitelov v integrovanom
vzdelavani ziakov so Specialnymi vychovno-vzdeldvacimi potrebami, pricom
jej vyskumné zameranie sa sustred'uje aj na perspektivu rodicov.

Vsekcii ¢. 4 pod nazvom RieSenia v oblasti vysokého Skolstva pre
vytvorenie inkluzivnej spoloc¢nosti v Pol'sku boli prezentované tri prispevky.
Autorka prvého prispevku (D. Prysak) prezentovala ciele medzindrodného
vyskumného projektu ,Struktiry neistoty: inkluzivne vzdelavanie v krajinach
strednej avychodnej Eurépy,” ktory sa realizuje vrokoch 2024 az 2027.
Hlavnym koordinatorom Visegradskeho projektu je Sliezska univerzita
v Katowiciach v spolupraci s tromi medzinarodnymi partnermi: PreSovskou
univerzitou v PreSove na Slovensku, Univerzitou v Debrecine v Madarsku
a Ambis univerzitou v Ceskej republike. Cielom projektu je vykonat
komparativnu analyzu Struktir neistoty suvisiacich s implementaciou
inkluzivneho vzdeldvania a posilnit tlohu medzindrodnej spoluprace pri
propagacii konceptu inklizie v krajinach strednej a vychodnej Eur6py. Autorka
druhého prispevku (A. Stefanow) prezentovala kriticki analyzu pol'skych
pravnych predpisov upravujlicich vzdelavanie Studentov so zdravotnym
postihnutim vramci vzdeldvacieho systému. Analyza bola vykonana
z perspektivy kritickej pedagogiky a zameriavala sa na vybrané analytické
kategorie vratane subjektivity Studentov so zdravotnym postihnutim, pristupu
k inkluzivnemu vzdelavaniu, foriem vzdelavacej podpory a mechanizmov
vzdelavacieho vyberu a segregacie. Vysledky analyzy poukazuju na vyrazny
nesulad medzi zasadami rovnosti, inklazie a subjektivity Studentov
deklarovanymi v Skolskom prave asposobom, akym sud inStitucionalne
implementované. Autorka tretieho prispevku (M. Tandt-Nowak) skiimala vyvoj
inkluzivneho vzdeldvania vo Francuzsku zpravneho, institucionalneho
a etického hl'adiska. P6vodne orientovana na postih a integraciu sa francizska
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vzdelavacia politika postupne presunula k inkluzivnej paradigme zaloZenej na
pristupnosti, rovnosti a participacii vSetkych Studentov.

Tretie Cislo vedeckého Casopisu Stidie zo $pecidlnej pedagogiky/
Studies in Special Education uzatvaraji dve recenzie aktudlnych
zahrani¢nych kniznych titulov a prezentidcia dvoch kniznych noviniek
zroku 2025. Vzavere by sme sa chceli podakovat vSetkym autorom za
ich hodnotné prispevky do tohto mimoriadneho ¢isla ¢asopisu.

Bibidna Hlebova3

editorka

3 Bibidna Hlebov4, doc., PaedDr., PhD., Pre$ovska univerzita v Predove, Pedagogicka fakulta,
Katedra Specialnej pedagogiky, Ul. 17. novembra 15, 080 01 PreSov, Slovenskd republika
(https://orcid.org/0000-0001-8366-8281). E-mail: bibiana.hlebova@unipo.sk. Osobné tudaje
zverejnené s pisomnym stuhlasom $éfredaktorky.
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EDITORIAL
Dear and esteemed readers,

welcome to the thirf, special issue of the 14t year of the international
peer-reviewed scientific journal Studies in Special Education, published
regularly by the University of PreSov Publishing House in PreSov, Slovakia. The
journal is indexed in the international databases of scholarly journals - ERIH
PLUS (European Reference Index for the Humanities and Social Sciences) in
Norway and CEEOL (Central and Eastern European Online Library) in
Germany, as well as in the Slovak National Corpus of the Ludovit Stdr Institute
of Linguistics of the Slovak Academy of Sciences in Bratislava, Slovakia. The
publication of all peer-reviewed articles in the journal and their publication on
the journal's website (www.studiezospecialnejpedagogiky.sk) is subject to the
written consent of the authors, in accordance with Regulation (EU) 2016/679
of the European Parliament and of the Council on the protection of natural
persons with regard to the processing of personal data and on the free
movement of such data and Act No. 18/2018 Coll. on the Protection of Personal
Data and on the Amendment and Supplement to Certain Acts (GDPR). All issues
of the magazine published to date are available on the magazine's website at
www.studiezospecialnejpedagogiky.sk, as well as on the Internet at
https://www.ceeol.com/search/journal-detail?id=2440.

This special issue of the scientific journal is the outcome of the scientific
symposium International Visegrad Project ID 22420073 "Structures of
uncertainty: inclusive education in Central and Eastern European
countries,” which took place online on November 17-18, 2025, at the
University of PreSov in PreSov, Slovakia and offers theoretical and research
contributions from the field of special education and related disciplines. The
contributions focus on current trends in the care of people with special
educational needs, * which were presented within four thematic areas
representing the four countries of the researchers - Slovakia, the Czech
Republic, Hungary, and Poland. In the Theoretical and Scientific Research
Studies section of this issue of the journal, we present 13 original
contributions, 5 arranged into the original sections in which they were
presented, and which were also the subject of an interesting discussion.

4 The theoretical and research studies included in this issue were reviewed by: assoc. prof.

Tatiana Dubayova, PhD.; assoc. prof. Dr. PaedDr. Bibiana Hlebov4, PhD.; assoc. prof. Dr. Ivana
Rochovska, PhD., Marija Coli¢, Ph.D., BCBA-D, LBA; Robin Elizabeth Moyher, Ph.D., BCBA-D,
LBA; Ivana Trellov4, PhD., BCBA; Patricia Mirdalikov4, PhD.; Zuzana Bednarikova.

The authors of the contributions are responsible for the linguistic aspects.


https://www.ceeol.com/search/journal-detail?id=2440
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Four papers were presented in Section 1, titled "Inclusive Approaches in
the Education and Training of Children and Students with Special
Educational Needs in Slovakia.” The authors of the first paper (B. Hlebovd, Z.
Bedndrikovd) examined key strategic documents and national projects as
legislative and pragmatic foundations for an inclusive approach to the
education and training of children and students with health and/or social
disadvantages (especially from marginalised Roma communities) in Slovakia
from 2009 to the present. The authors of the second contribution (7. Dubayovd,
H. Haficovd) presented interesting findings from their own research, which was
carried out as part of the implementation of mentoring for first- to third-year
students in selected secondary vocational schools in the PreSov Self-Governing
Region, intending to increase not only school success but also the subjective
well-being and quality of life of all students. The authors of the third
contribution (D. Mol¢anovd, B. Hlebovd) focused on phonemic awareness as
a key factor in the development of early reading literacy. Their goal was to
present possibilities for stimulating and developing phonemic awareness in
preschool children from socially disadvantaged backgrounds in inclusive
education settings. The author of the fourth contribution (J. KoZdrovd)
examined the concept of a personalised curriculum as a strategic framework
for the development of inclusive education, particularly in addressing the
diverse needs of students with special educational needs, through
a comparative analysis of curricular models in the Czech Republic and Sweden.

In Section 2, entitled "Inclusion in Czech Education: A Brief Overview of
Inclusive Methodological Approaches from Recent Research,” three papers
were presented. The authors of the first contribution (A. Danék, D. Safrdnkovd)
examined inclusive music education through the lens of long-term qualitative
research conducted in socially and educationally marginalised environments.
Their analysis draws on two interrelated areas: the El Sistema music and social
programme and empirical work in institutional childcare. The author of the
second contribution (M. Karkosovd) addressed older adults aged 75 and over
and the barriers that limit their participation in social and community
activities, particularly in relation to digital technologies. This study aimed to
examine the perceived social barriers among older adults, focusing on gender
differences and the role of perceived technological barriers. The author of the
third contribution (F. Vlach) addressed inclusion in the context of
imprisonment in the Czech Republic, focusing on vulnerable prisoner groups
and the protection of their human dignity.

Three papers were presented in Section 3, titled "Inclusion in Hungarian
Higher Education.” The author of the first paper (M. Nemes) examined the
regulation of foreign language teaching at Hungarian universities and issues
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related to foreign language examinations. Her goal was to ensure effective
foreign-language teaching at universities and subject-specific language
instruction, especially for students with disabilities. The author of the second
contribution (K. Mezd) highlighted aproblem in the Hungarian public
education system, namely the teaching of history in the upper grades of
elementary school, combined with expectations for students with learning
disabilities. The survey aimed to present the main factors that hinder and
influence the teaching of history to pupils with specific learning disabilities.
The author of the third contribution (E. Baldzs-Féldi) highlighted the
preparedness and role of teachers in the integrated education of pupils with
special educational needs, while her research also focuses on parents'
perspectives.

Three papers were presented in Section 4, titled "Higher Education
Solutions for Creating an Inclusive Society in Poland."” The author of the first
contribution (D. Prysak) outlined the objectives of the international research
project "Structures of Uncertainty: Inclusive Education in Central and Eastern
European Countries," which will be implemented between 2024 and 2027. The
lead coordinator of the Visegrad project is the University of Silesia in Katowice,
in cooperation with three international partners: the University of PreSov in
PreSov in Slovakia, the University of Debrecen in Hungary, and Ambis
University in the Czech Republic. The project aims to conduct a comparative
analysis of the structures of uncertainty related to the implementation of
inclusive education and to strengthen the role of international cooperation in
promoting the concept of inclusion in Central and Eastern European countries.
The author of the second paper (A. Stefanow) presented a critical analysis of
Polish legislation regulating the education of students with disabilities within
the education system. The analysis was conducted from a critical pedagogical
perspective and focused on selected analytical categories, including the
subjectivity of students with disabilities, access to inclusive education, forms of
educational support, and mechanisms of academic selection and segregation.
The results of the analysis point to a significant discrepancy between the
principles of equality, inclusion, and students' subjectivity as declared in school
law and their institutional implementation. The author of the third
contribution (M. Tandt-Nowak) examined the development of inclusive
education in France from a legal, institutional, and ethical perspective. Initially
focused on punishment and integration, French education policy has gradually
shifted towards an inclusive paradigm based on accessibility, equality, and
participation for all students.
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The third issue of the scientific journal Stiidie zo $pecidlnej
pedagogiky/Studies in Special Education concludes with two reviews of
recent foreign publications and a presentation of two new books from 2025.
Finally, we would like to thank all authors for their valuable contributions to
this special issue of the journal.

Bibidna Hlebovd®
Editor

Zuzana Bedndrikovd’
English translation

Bibiana Hlebovj, assoc. prof. Dr., PhD., University of PreSov in PreSov, Faculty of Education,
Department of Special Education, Street 17. novembra 15, 080 01 PreSov, Slovak Republic
(https://orcid.org/0000-0001-8366-8281). E-mail: bibiana.hlebova@unipo.sk. Personal
information are published with the written consent of the author.

Zuzana Bedndrikovd, University of PreSov in PreSov, Faculty of Education, Department of
Special Education, Street 17. novembra 15, 080 01 PreSov, Slovak Republic. E-mail:
zuzana.bednarikova@smailunipo.sk. Personal information are published with the written
consent of the author.
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LEGISLATIVE AND PRAGMATIC STARTING POINTS
OF INCLUSIVE EDUCATION OF CHILDREN AND STUDENTS
WITH SPECIAL EDUCATIONAL NEEDS IN SLOVAKIA1

Legislativne a pragmatické vychodiska inkluzivneho vzdelavania
deti a Studentov so Specialnymi vychovno-vzdelavacimi
potrebami na Slovensku

Bibidna Hlebovd,? Zuzana Bedndrikovad?3

Abstract: This paper aims to highlight key strategic documents and national projects as legislative and
pragmatic starting points for promoting an inclusive approach to the education and training of children
and students with health and/or social disadvantages (especially from marginalised Roma communities)
in Slovakia from 2009 to the present. The contribution is an overview study and, within the framework of
the International Visegrad Project ID 22420073, is a theoretical basis for conducting our own research
focusing on the acceptance of legislative documents and the fulfilment of the objectives of national
projects in pedagogical practice in the conditions of kindergartens, primary, secondary, and higher
education institutions in Slovakia. The paper concludes by formulating research problems, the solutions
to which will focus on identifying uncertainties and barriers, which must be overcome in the process of
improving the school success of children and students with health and/or social disadvantages in the
context of inclusion in Slovakia.

Key words: school inclusion, children and students with special educational needs, health and/or social
disadvantage, marginalised Roma communities, strategic documents, national projects, Slovakia.
Abstrakt: Cielom prispevku je poukdzat' na klicové strategické dokumenty a ndrodné projekty ako
legislativne a pragmatické vychodiskd na podporu inkluzivneho pristupu vo vychove a vzdeldvani deti
a Studentov so zdravotnym a/alebo socidlnym znevyhodnenim (najmd z marginalizovanych rémskych
komunit) na Slovensku od roku 2009 po siucasnost. Prispevok je prehladovou stidiou av rdmci
medzindrodného projektu Visegrad ID 22420073 predstavuje teoreticky zdklad na realizdciu ndsho
vilastného vyskumu zameraného na akceptdciu legislativnych dokumentov a plnenie ciel'ov ndrodnych
projektov v pedagogickej praxi v podmienkach materskych, zdkladnych, strednych a vysokych $kél na
Slovensku. V zdvere prispevku su formulované vyskumné otdzky, ktorych riesenie sa zameriava na
identifikdciu neistot a bariér, ktoré je potrebné prekondvat’ v procese zlepSovania skolskych vysledkov
deti a Studentov so zdravotnym a/alebo socidlnym znevyhodnenim v kontexte inkltizie na Slovensku.
KTlicové slova: skolskd inkliizia, deti a Ziaci so Specidlnymi vzdeldvacimi potrebami, zdravotné a/alebo
socidlne znevyhodnenie, marginalizované rémske komunity, strategické dokumenty, ndrodné projekty,
Slovensko.

1 Prijaté do redakcie/Paper submitted: 02. 12. 2025

2 Bibiana Hlebov4, assoc. prof., Dr., PhD., University of PreSov in PreSov, Faculty of Education,
Department of Special Education, Street 17. November 15, 080 01 PreSov, Slovak Republic
(https://orcid.org/0000-0001-8366-8281).  E-mail: bibiana.hlebova@unipo.sk. Personal
information published with the written consent of the author.

3 Zuzana Bednarikova (translation), University of Pre$ov in Pre$ov, Faculty of Education,
Department of Special Education, Street 17. November 15, 080 01 Presov, Slovak Republic. E-mail:
zuzana.bednarikova@smail.unipo.sk. Personal information published with the written consent of
the author.
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Introduction

In accordance with the strategic documents of the European Union, the
Council of Europe, the OECD, the WHO, and UNESCO, the Slovak Republic is
striving to gradually introduce an inclusive approach to the education and training
of children and students with special educational needs. Recently, the issue of
improving the school success of children and students from socially
disadvantaged backgrounds (especially from marginalised Roma communities) in
inclusive settings has come to the fore in Slovakia.

Socially disadvantaged environments do not sufficiently stimulate the
development of these children's mental, volitional, and emotional characteristics,
do not support their socialisation, and do not provide them with sufficient
appropriate stimuli for personality development. Although their education
requires special pedagogical approaches, over the past decade, conditions have
been created in Slovakia for their inclusive education in mainstream schools
(School Act No. 245/2008). * Despite this, the European Commission filed
a lawsuit with the Court of Justice of the European Union (on April 19, 2023),5 that
Slovakia "is not effectively addressing the issue of segregation of children of Roma
origin in education and is not complying with EU rules on racial equality (Directive
2000/43/EC,® which prohibits discrimination based on ethnic origin in key areas
of life, including education). The complaint also states that in Slovakia, children of
Roma origin are often placed in special schools for pupils with mild intellectual
disabilities or are integrated into mainstream education in segregated classes or
schools.

Inclusive schooling is a challenging concept that cannot be addressed
comprehensively and immediately. It requires knowledge of the specifics of
educating children and students with health and/or social disadvantages, as well
as the creation of legislative and other conditions for its implementation into the
current education system in Slovakia.

Specifics of educating children and students from socially disadvantaged
backgrounds (from marginalised Roma communities)

The process of promoting the current educational concept for children, and
students from socially disadvantaged backgrounds (SDB), especially from
marginalised Roma communities (MRC) in Slovakia has long been based on

4 Retrieved from https://www.slov-lex.sk/ezbierky/pravne-predpisy/SK/ZZ/2008/245/

5 Retrieved from https://www.noviny.sk/slovensko/782843-slovensko-celi-zalobe-kvoli-
diskriminacii-romskych-deti-v-skolach

Retrieved from https://eur-lex.europa.eu/SK/legal-content/summary/equal-treatment-
irrespective-of-racial-or-ethnic-origin.html
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finding an answer to the question: How can we support the education of these
children, and students, whose specific psychological and cultural deprivation has not
only disrupted their personal, cognitive and linguistic development, but has also
affected their classification as children, and students with special educational needs?

The concept of asocially disadvantaged environment refers to a specific
social environment that negatively impacts a child and may also be the cause of
their disadvantage. According to the guidelines of the Ministry of Education,
Research, Development and Youth of the Slovak Republic,” when assessing the
school abilities of children from socially disadvantaged backgrounds, a socially
disadvantaged environment is considered to be characterised by at least three of
the following criteria: the child's family does not fulfil basic functions
(socialisation, education, emotional and economic), poverty and material
deprivation of the family, insufficient education of legal guardians - at least one
parent has not completed basic education, inadequate housing and hygiene
conditions, difference between the language used at home and the language of the
school, family life in segregated communities, social exclusion of the community
or family of the child.

The most marginalised ethnic group in Slovakia is the Roma, a tribal ethnic
group originating from northern India (Punjab). They differ from the rest of the
population not only anthropologically, but also in terms of specific sociocultural
characteristics, which allows us to speak of transcultural differences (Mann,
1992). The Roma ethnic group has lived in Slovakia for several centuries. They
differ from other national minorities and the majority in terms of their origin,
language, way of life, historical and social context, social class structure, and
anthropological characteristics (Portik, Miflova, 2011). The Roma ethnic group
suffers from poverty and material deprivation, low levels of education and living
standards, as well as high rates of unemployment and crime, which is why children
from marginalised Roma communities are the most vulnerable group in Slovakia.
As aresult of social exclusion in socio-economic, cultural, and political
dimensions, we are talking about children, students, and youth from socially
disadvantaged backgrounds (Kaleja, 2013).

Before starting school, children from SDB/MRC only have a limited command
of their mother tongue - Romani (a Romani dialect) - which they use at home, and
often do not have the opportunity to learn the Slovak language. In this respect,
they are disadvantaged; only some of them enter first grade as bilingual students,
speaking Romani and, to some extent, Slovak, but they are not fluent in either
language. In this context, Sotolova (2002) writes about Roma who communicate

7 Retrieved from https://www.statpedu.sk
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only in the language used in the lower class, which provides them with a limited
language code and does little to stimulate the development of intellectual abilities.
Therefore, she considers the language barrier and lack of knowledge of the state
language to be one of the leading causes of these pupils' failure at school.

In this context, compulsory preschool education for children from SDB/MRC
in kindergarten is important, as it would prepare them for school by developing
their knowledge and skills in various areas. This would include creating
afavourable climate for the education of all children, including those from
majority and minority groups, e.g., by overcoming language barriers (knowledge
of the Romani language) and accelerating adaptation to the school environment.
In this regard, it could also be effective to ensure the participation of a teaching
assistant in the educational process, as well as the use of specific educational
methods and forms of work, special teaching aids, or cooperation with other
professionals, e.g., psychologists, special educators, social workers (Vitkova,
2007).

Children from SDB/MRC show clear signs of psychological and cultural
deprivation. Psychological deprivation is a psychological state that arises in
situations where a child's basic psychological needs are not sufficiently met for an
extended period of time. Most often, these children manifest emotional and
intellectual immaturity, developmental unevenness, and behavioural disorders
(Priicha, Walterova, Mares, 2003). As aresult of psychological and cultural
deprivation and functional impairment of the central nervous system in children
from SDB/MRC, intellectual disability is often diagnosed as "a collective term for
a congenital defect in intellectual abilities, such as the inability to achieve an
appropriate level of intellectual development." The main signs of intellectual
disability include low intelligence manifested by insufficient development of
thinking, perception, abstraction, attention, limited learning ability, and more
difficult adaptation to normal living conditions, etc.

The family plays the most important role in shaping the relationship of
children and pupils from SDB/MRC with education. According to Lukac (2015),
upbringing in Roma families is collectivist. The basis of upbringing is an emphasis
on the child's freedom. No enormous effort is expected from the child in terms of
school preparation. The family protects the child, but at the same time restricts it.
The family passes on the Roma culture, its values, norms, and patterns of
behaviour to the child, but these are at odds with the cultural patterns of the
majority society. Gender stereotypes prevail in Roma family upbringing in relation
to girls and boys. The family shapes each of its members' personalities to the
greatest extent possible. Family upbringing influences the educational process
and pupils' motivation to learn at school. Teachers in the school environment try
to influence children's upbringing and motivate them to learn, but the values and
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norms of Roma children are so strongly shaped by family environments that their
efforts are often unsuccessful.

The cognitive, emotional, and psychosocial development of children from
socially disadvantaged families/MRC, often with intellectual disabilities) in
preschool and early school age is influenced by inappropriate family upbringing,
low educational and cultural levels, unfavourable socio-economic conditions, low
value placed on education in the family, lack of aspiration for further education
and personal development, and lack of choice of future occupation and
employment in the labor market (Hlebov3, 2018).

Strategic documents of the Government of the Slovak Republic on inclusive
education for children and students with special educational needs

Inclusion as one of the fundamental principles of education and training was
also established in the amendment to the Education Act No. 245/2008 Coll. (from
January 1, 2022) 8 and is reflected in other strategic documents of the Government
of the Slovak Republic with a forecast of achieving these goals by 2030. Their
significance lies in focusing on inclusive approaches to the education and training
of children and students, including those from SDB/MRC, at all levels of school
education. These include (Hlebova, 2024):

The National program for the development of education and training for 2018
- 2027° - approved by the Slovak government on June 27, 2018. The program
aims to provide along-term concept for the content of education and training
covering the long-term goals and objectives of the Slovak Republic in the field of
education and training from pre-primary through primary and secondary to
higher education, as well as further education with the aim of personal
development and the acquisition of relevant knowledge and skills necessary for
the successful employment of graduates in the labour market, harmonising
personal goals with the benefit of society as a whole (p. 5). The program notes that
the Slovak education system continues to exhibit insufficient levels of inclusion,
particularly in pre-primary education, despite rising participation rates.
Compared to the European Union average (95,4 %), Slovakia still has alow
participation rate in pre-primary education for children (83,2 %). Consequently,
the Council Resolution on the strategic framework for European cooperation in
education and training to achieve a European Education Area (2021 - 2030) sets
out five general strategic priorities: improving quality, equity, inclusion and
success in education and training for all; lifelong learning and mobility as a reality
for all; increasing the competences and motivation of teaching staff; strengthening

Retrieved from https://www.minedu.sk/zmeny-v-novele-zakona-2452008-zz-0d-112022/

9 Retrieved from https://www.minedu.sk/narodny-program-rozvoja-vychovy-a-vzdelavania/
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European higher education; supporting the green and digital transformation in
education and training through education and training (p. 8).

The Strategy for equality, inclusion and participation of Roma until 203010 -
developed by the Office of the Plenipotentiary of the Government of the Slovak
Republic for Roma Communities based on Government Resolution No. 324 of July
3,2019. The National Strategy is a set of principles and goals aimed at ending the
segregation of Roma communities, promoting significant positive change in social
inclusion and non-discrimination, changing attitudes, and improving coexistence.
The Slovak education system has long faced problems with the inclusion of
children from MRC: "Compared to other children, socially disadvantaged children
have almost half the participation rate in pre-primary education, while they are
more than four times more likely to be enrolled in special education and eight times
more likely to repeat a grade" (p. 10). The implementation of inclusive education
programs in kindergartens and primary schools is carried out through national
projects, School Open to All and Support for pre-primary Education of Children .
The objectives of the Strategy for Equality, Inclusion and Participation of Roma
until 2030 focus on three basic areas of the education system: the objective of
supporting children/pupils and caring for families; the objective of supporting the
professional capacities of teachers; and objectives aimed at supporting the
creation of a stimulating environment for children and pupils from marginalised
Roma communities.

The Strategy for an inclusive approach to education and training until 203011
- was approved by the Slovak government under No. 732 on December 8, 2021,
and focused on changing the education system from segregation to inclusion, with
the aim of "an inclusive education system that provides education to all children,
pupils, and students, respecting the individual characteristics and diverse
educational needs of each child, pupil, or student and enabling them to fulfil their
potential to the highest possible degree. At the same time, the inclusive approach
aims to support and develop every person involved in the development of the child,
pupil, or student" (p. 4). The Strategy focuses on six priority areas with defined
objectives for achieving an inclusive approach to education and training in the
Slovak Republic: inclusive education and support measures, the counselling
system in education, desegregation in education and training, removal of barriers
in the school environment, training and education of teaching and professional
staff, and destigmatisation. The document outlines the basic philosophy of an
inclusive approach to education and training, aiming to create a pro-inclusive

10 Retrieved from https://www.romovia.vlada.gov.sk/site/assets/files /1113 /strategia_2030.pdf
11 Retrieved from https://www.minedu.sk/30864-sk/strategia-inkluzivneho-pristupu-vo-vychove-
a-vzdelavani/

17



STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Ro¢nik 14, 2025, & 3

education system that provides education to all children, pupils, and students
without distinction, respects the uniqueness and diversity of each individual, and
enables them to fulfil their potential to the highest possible degree. The long-term
goal is to create an environment conducive to inclusive education, motivating
schools to become inclusive and, at the same time, motivating parents to perceive
inclusive schools as the primary option for the education of all children, pupils,
and students with special educational needs (health and/or social disadvantages,
and giftedness).

The First action plan for implementing the Strategy for an inclusive approach
in education and training for 2022 - 202412 - was drawn up in accordance with the
Slovak Government Resolution No. 732 of December 8, 2021. The primary
purpose of the document is to elaborate and specify the strategic objectives
approved in the Strategy for Inclusive Approach in Education and Training until
2030, thereby responding to the requirement to implement inclusion in Slovak
education. The first action plan covers six areas. Each area is divided into strategic
objectives, and each strategic objective contains one or more implementation
methods. Each implementation method is linked to several feasible measures,
including financial coverage, management and co-management, and, finally,
output, a measurable indicator of the achievement of strategic objectives.

The Second action plan for implementing the Strategy for inclusive approach
in education and training for 2025 - 202713 - follows up on the first action plan for
implementing the Strategy for Inclusive Approach in Education and Training for
2022-2024 and outlines the areas, objectives, measures, and activities in line with
other related national strategic framework documents that determine the
direction of policies and national activities in the field of inclusive education. The
second action plan (2024) consists of six areas: inclusive education and support
measures; the counselling system in education; desegregation in education and
training; removal of barriers in the school environment; training and education of
teaching staff and professional staff; and destigmatisation. Each area is divided
into objectives that will be fulfilled through specific measures and activities,
including determining their financial coverage, management, and co-
management, as well as the outputs, which represent measurable indicators of
objective achievement.

Introduction of support measures in education and training 1* - The most
significant change in the modern history of inclusive education in Slovakia began

12 Retrieved from https://eduworld.sk/cd/tasr/9855/prvy-akcny-plan-k-strategii-inkluzivneho-
pristupu-ma-riesit-13-cielov
13 Retrieved from https://www.minedu.sk/data/att/043/32120.28¢774.pdf

14 Retrieved from https://nivam.sk/podporne-opatrenia-pre-deti-a-ziakov/
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on May 30, 2023, with the introduction of 21 support measures into the education
system. The introduction of support measures into the education system is part of
the implementation of the Slovak Republic's Recovery and Resilience Plan -
Component 6: Accessibility, Development, and Quality of Inclusive Education. The
new support system has been in effect since September 1, 2023, and provides
educational and training support to every child and student with a disability. This
targeted support will improve the quality of inclusive education. Individual
support measures address the diverse educational needs of children and pupils
and may be temporary or permanent. On the other hand, they may reflect the
child's health, living conditions, or other factors. Support measures in the
Education Act are defined in the amendment to the Education Act under § 145a:
"A support measure under the Education Act is a measure provided by a school or
educational institution that is necessary for a child or pupil to participate fully in
education and training and to develop their knowledge, skills, and abilities (Section
145a, paragraph 1 of the Education Act)." A catalogue of support measures and
accompanying materials for individual support measures in inclusive education is
available online. 15

The Recovery and Resilience Plan of the Slovak Republic1® - prepared by the
Government of the Slovak Republic in 2021, amended and approved by the
European Commission on July 14 2023, based on the criteria of Regulation (EU)
2021/241 of the European Parliament and of the Council (EU) 2021/241 of
February 12 2021 establishing a mechanism to support recovery and resilience.
In the area of Quality Education, reforms and investments relate to two
components: Component 6: Accessibility, development, and quality of inclusive
education - the main objective of this component is to reduce the proportion of
pupils who do not achieve even basic skills, to reduce the socio-economic impact
on pupils' educational outcomes, and to promote equal opportunities in education.
Other objectives include increasing the proportion of preschool-age children
participating in pre-primary education, reducing early school-leaving rates, with
aspecial focus on children with health and social disadvantages, adapting
education to the individual needs of each child, and reducing the rate of transfer
of disadvantaged children from mainstream education to special education. The
reforms and investments in this component are in line with the proposals of the
National Program for the Development of Education and Training for 2018-2027

15 Retrieved from https://podporneopatrenia.minedu.sk/data/att/75d/28077.59adcl.pdf;
https://podporneopatrenia.minedu.sk/sprievodne-metodicke-materialy-k-podpornym-
opatreniam/

16 Retrieved from https://www.minedu.sk/plan-obnovy-a-odolnosti-sr/;
https://www.minedu.sk/komponent-6-dostupnost-rozvoj-a-kvalita-inkluzivneho-vzdelavania-

na-vsetkych-stupnoch/; https://www.minedu.sk/komponent-7-vzdelavanie-pre-21-storocie/
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(2018), as well as other national strategic documents focused on the social
inclusion of disadvantaged groups and the fight against poverty and social
exclusion. The reforms and investments are also in line with the UN Convention
on the Rights of Persons with Disabilities and the EU Charter!? of Fundamental
Rights.18 Component 7: Education for the 21st century - the overall objective of
this component is to improve pupils' literacy and the skills needed to live in
a global, low-carbon digital economy and society (critical thinking, digital, and soft
skills). The primary school curriculum reform will create new educational content
organised into multi-year cycles. Instead of imparting ready-made information,
teaching will create situations in which pupils can interpret information in the
context of real-life experience. The new curriculum will require new textbooks
and changes in teacher training so that teachers can apply these changes in their
daily practice. At the same time, the reform will strengthen the quality of teaching
and the professional skills of staff, and motivate them to pursue lifelong
professional development. Emphasis will also be placed on inclusive education
and the acquisition of digital skills.

National projects on inclusive approaches to the education of children, pupils,
and students from socially disadvantaged backgrounds (from marginalised
Roma communities)

In promoting the philosophy of inclusive education for children and students
with special educational needs in Slovakia, national projects from 2009 to the
present have also been extremely important. In these projects, we define the
solution's target focus and results based on available information, primarily from
the project websites. The national projects focused on inclusive education for
children and students from SDB/MRC. They were implemented under the
auspices of the Slovak Government, the Office of the Plenipotentiary of the Slovak
Government for Roma Communities, the Ministry of Education, Research,
Development and Youth of the Slovak Republic and the National Institute for
Youth Education in Bratislava, and were supported by European Structural Funds.
These include (Hlebovj, 2024):

The National project for Professional and career growth of teaching staff (2009
- 2015)19 - The aim was to create an effective system of further education for
teaching and professional staff in schools and educational institutions with an

17 Retrieved from https://www.employment.gov.sk/sk/rodina-socialna-pomoc/tazke-zdravotne-

postihnutie/kontaktne-miesto-prava-osob-so-zdravotnym-postihnutim/dohovor-osn-pravach-
0sob-so-zdravotnym-postihnutim-slovenska-republika.html

18  Retrieved from https://eur-lex.europa.eu/legal-content/SK/TXT/PDF/?uri=CELEX:12016P/TXT
19 Retrieved from https://archiv.mpc-edu.sk/sk/projekty/pkr
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emphasis on the development of key competences. Project outcomes: 121,496
graduates from among teaching and professional staff.

The National project Training teaching staff for the inclusion of marginalised
Roma communities I (2012 - 2015) 20 - The aim was to ensure continuous training
for teaching and specialist staff involved in the education of pupils from MRC, to
support a full-day education system in primary schools, and to modernise the
teaching process in primary schools. Involved in the project: 4 000 teaching staff
(including 500 teaching assistants), 1 500 pupils from SDB/MRC (aged 6-18), 5
000 parents of children from MRC, 200 professional staff, 5 000 state and local
government employees; project outputs: creation of 12 continuing education
programs; completion of training by 4 200 teaching and professional staff at
primary schools; creation of 40 teaching resources for teaching and professional
staff; creation of 400 jobs for teaching assistants; introduction of a full-day
education system model.

The National project Inclusive model of education at the pre-primary level of
the school system II (2013 - 2015)21 - The aim was to improve the educational
level of children from MRC, through the education of teaching and professional
staff, thereby creating the necessary competencies for their entry into primary
education; involved in the project: 110 kindergartens and 5 606 children from
MRC. Project outcomes: 466 teaching staff and 31 professional staff graduated
from the innovative continuing education program; creation and implementation
of three educational programs for pupils from MRC, and their parents; creation of
anetwork of schools (so-called twins) with exchange of experiences; foreign
internships for 120 teaching staff; creation of 1 000 teaching resources for pupils
from MRC; equipping 200 primary schools with interactive systems - 400 units,
and didactic packages - 200 units.

The National project Activating methods in education (2013 - 2015)2% - The
aim was to deepen and improve the key competencies of teaching and
professional staff for the effective implementation of activating education
methods, i.e. in the educational part of the educational process; to expand and
improve the educational competencies and skills of teaching and professional staff
in kindergartens and school clubs for children, leisure centres, elementary art
schools, conservatories, and school boarding schools, with an emphasis on media
literacy. Project outputs: creation of 132 educational video programs included in

20 Retrieved from https://archiv.mpc-edu.sk/sites/default/files/rocepo-dokumenty/vseobecne-
informacie/mrk201101.pdf

Retrieved from https://archiv.mpc-edu.sk/sites/default/files/rocepo-dokumenty/vseobecne-
informacie/mrk201101.pdf

Retrieved from https://archiv.mpc-edu.sk/sk/projekty/amv
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33 interactive homes and 6,480 graduates from among teaching staff as part of an
innovative continuing education program; redistribution of 1,550 interactive
whiteboards with accessories (educational packages) to selected schools and
educational institutions.

The National project For Inclusive Education (2015 - 2016, duration 20
months) 23 — followed up on previous national projects. The aim was to keep
children in school as long as possible in an engaging and informative way and
enable them to prepare for the following day in the afternoon, which is necessary
to improve their performance, as well as to engage in activities that are interesting
to them and which they can also engage in from along-term perspective. The
inclusive education model was intended to help improve the preparedness of
children from MRC and support their social inclusion. A significant benefit of the
project was the creation of inclusive teams consisting of teaching staff and
specialists - psychologists, special educators, therapeutic educators, and social
educators - who would work with children not only in schools but also in the field.
Those involved in the project: 100 primary schools and 50 kindergartens to
support inclusive education in preparing children for compulsory schooling and
introducing a full-day education system. Project outcomes: 360 specialists and
250 teaching assistants worked with children and pupils, forming inclusive teams;
individual approach and provision of specific assistance to pupils; improvement
in attendance, performance and behaviour of pupils, mutual communication,
assistance to teachers in managing the classroom atmosphere and accumulated
duties; Introduction of a full-day education system as one of the tools for inclusion
(students spent the afternoon preparing for lessons, then participated in clubs
whose focus they determined themselves). In the kindergarten environment,
teams of experts worked with preschool-age children so that they would not be
unnecessarily transferred to special elementary schools; experts identified the
causes of possible lagging, developed programs for them, and proposed solutions;
Several publications (e.g., Pedagogical model of inclusive education) were created,
offering innovative methodological approaches to the education and training of
children and students from MRC. Experts also developed methodological tools for
working in inclusive teams, a screening manual, and a manual for implementing
stimulation programs.

The National project School open to all (2016 - 2019)24 - The aim was to
ensure equal access to quality education for all and to improve the school results
of children and pupils from MRC; involved in the project: 50 kindergartens and

23 Retrieved from http://prined.mpc-edu.sk/index.php/o-projekte

24 Retrieved from https://www.minedu.sk/narodny-projekt-skola-otvorena-vsetkym-po-troch-
rokoch-konci/

22



Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

130 primary schools, 942 children participated in informal education in
kindergartens, 43 714 pupils participated in the all-day education system in
primary schools. Project outcomes: creation of jobs for 422 teaching assistants
and 234 specialist staff - psychologists, special and social educators; 1 928
teachers and specialist staff completed the refresher training program;
participating schools received teaching packages worth EUR 250,000.

The National project Support for pre-primary education of children from
marginalised Roma communities I (2017 - 2020) %> - The aim was to create an
inclusive environment in kindergartens, and, through cooperation with families,
to increase the number of children from MRC attending kindergarten, thereby
ensuring an increase in the educational level of members of these communities as
one of the tools for socio-economic integration. Project outcomes: brings teaching
assistants and specialist staff to kindergartens, who, together with other
kindergarten staff, form inclusive teams and implement systematic measures for
increased inclusivity (e.g., stimulation programs for the development of cognitive
abilities, etc.); the project also included working with families whose children did
not yet attend kindergarten, with the aim of improving the target groups'
relationship to the value of education and establishing functional cooperation
with kindergartens; Cooperation with other projects in the "Take Away" package
focused on field social work, community centers, land settlement, and health
promotion.

The National project Helping professions in the education of children and
students I (2019 - 2020) and The National project Helping professions in the
education of children and students 1I (2020 -2021)26 - Their aim was to create
conditions for securing new jobs for teaching assistants, teaching assistants for
children and pupils with health disabilities, members of inclusive teams (social
education teachers, school special education teachers, school psychologists) and
building support teams in kindergartens, primary and secondary schools, but also
the sustainability of projects that project 1 and project II follow up on
(sustainability of jobs). Involved in the project: 1 012 schools - 266 kindergartens,
668 primary schools, 78 secondary schools; project outputs: newly created jobs
(1 346) provided educational support to children and pupils regardless of their
individual prerequisites for the implementation of inclusive education directly in
the school environment.

The national project Support for pre-primary education of children from
marginalised Roma communities I1 (2020 - 2023)27 - The aim was to increase the

25 Retrieved from https://www.minv.sk/?NP-PRIM-predprimarne-vzdelavanie-MRK
26 Retrieved from https://www.minedu.sk/data/att/671/18285.31cd33.pdf
27 Retrieved from https://www.minv.sk/?NP-PRIM-predprimarne-vzdelavanie-MRK-II
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number of children from MRC attending pre-primary education by creating an
inclusive environment in kindergartens and through support measures aimed at
improving cooperation with families, thereby ensuring an increase in the
educational level of MRC members. Project outcomes: positive changes in
inclusive education directly in the school environment through educational
support from teaching assistants, teaching assistants for children and pupils with
disabilities, and members of inclusive teams (school psychologist, special
educator, social educator) in schools; Cooperation with families was strengthened
by creating a new non-teaching position in kindergartens - parent assistant; the
purpose of employing parent assistants was to help children and their families
with the adaptation and socialisation process in and outside of kindergarten.
Preferential employment of Roma women and men in non-teaching, teaching, and
professional professions continued. Cooperation with other projects in the "Take
Away" package focused on field social work, community centres, land settlement,
and health promotion.

The national project Opportunity for all (2024 - 2027)28 - The aim is to pilot
test applied solutions to the problem of segregation in education, with the project
focusing on the racial segregation of children from SDB/MRC. The introduction of
verified solutions can mitigate the significant impact of the socio-economic
environment on pupils' educational outcomes and enhance access to education for
all children and pupils, with a primary focus on those from the MRC. The project
is announced by the Ministry of Education, Research, Development, and Youth of
the Slovak Republic and is currently in the implementation phase.

The National project Creation and verification of an early warning system for
early school leaving and targeted support for pupils in the counselling and
prevention system (2024-2028)2%° - The aim is to create an early warning system
that identifies pupils at risk of dropping out of school and provides them with the
necessary support (also from SDB/MRC). The project focuses on three main
objectives: 1. creation and verification of an early warning system for early school
leaving - the system will serve to identify pupils at risk of leaving school at an
early stage and provide them with the necessary professional support; 2.
preparing practical methodologies and training for school staff so that they know
what procedures and assistance options are available for pupils at risk of early
school leaving; 3. cooperation with the Ministry of Education to improve support
for pupils at risk - the project will lay the foundations for systematic support

28 Retrieved from https:// https://www.minedu.sk/39814-sk/narodne-projekty/

29 Retrieved from https://vudpap.sk/vyskumny-ustav-detskej-psychologie-a-patopsychologie-

spusta-narodny-projekt-na-predchadzanie-predcasnemu-ukonceniu-skolskej-dochadzky-np-
pusd/
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measures and propose further professional procedures that can be implemented
in follow-up projects. The project is being run by the Ministry of Education,
Research, Development, and Youth of the Slovak Republic in collaboration with
the Research Institute of Child Psychology and Pathopsychology, and is currently
underway.

The national Project Support for educational opportunities (2025 - 2027)30 -
The aim of the current project is to respond to the issue of the above-average
representation of pupils from marginalised communities and socially
disadvantaged backgrounds in special education in Slovakia and to transfer pupils
who are not mentally disabled into mainstream education through a system of
adaptation classes and the provision of adequate support. The Ministry of
Education, Science, Research, and Sport of the Slovak Republic organises the
project. The project aims to ensure that every child in Slovakia has a fair chance at
a quality education that matches their abilities and potential. The sustainability of
the project will be ensured mainly through: a methodology for the functioning of
adaptation classes, which will continue to support schools even after the project
ends; atrained network of experts and educators who will continue their work
within the counseling and prevention system; created materials, methodologies,
and procedures that will remain publicly available for further use; links to other
national projects, which will ensure continued support even after the end of
funding from the European Structural Funds. The long-term ambition of the
project is for the adaptation class system to become anormal part of Slovak
education.

Conclusion

In this study, we present the theoretical foundations of an inclusive approach
to the education and training of children and students with special educational
needs, within the context of the internationally accepted philosophy of inclusion
and its implementation in the Slovak Republic. We place particular emphasis on
the specifics of the education of children and students from socially disadvantaged
backgrounds (from marginalised Roma communities), which are the focus of the
presented strategic legislative documents and national projects of the Slovak
government, aimed at overcoming barriers and increasing their academic success
in inclusive conditions. The subject of our further research will be to identify
aspects of school success among children and students from socially
disadvantaged backgrounds (marginalised Roma communities) in Slovakia, as

30 Retrieved from https://eurofondy.gov.sk/wp-content/uploads/2024 /12 /Zamer-NP-
_Podpora_vzdelavacich_prilezitosti_final.pdf;
https://www.minedu.sk/43143-sk/blizsie-informacie-o-projekte/
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well as challenges for inclusive educational theory and practice. Based on the
overview presented, we will seek answers to the following research questions:

1. How successful and sustainable is the inclusive approach to the education
and training of children and students with special educational needs
(especially from marginalised Roma communities) in kindergartens,
primary schools, secondary schools, and universities in Slovakia, based on
the acceptance of strategic documents and the fulfilment of national
project objectives?

2. What are the uncertainties and barriers in the process of promoting an
inclusive approach to the education and training of children and students
with special educational needs (especially from marginalised Roma
communities) in kindergartens, primary schools, secondary schools, and
universities in Slovakia?

3. What educational models are effective in improving the school success of
children and students with special educational needs (especially from
marginalised Roma communities) in kindergartens, primary schools,
secondary schools, and universities in Slovakia?
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IMPLEMENTATION OF MENTORING AS A SUPPORT
FOR STUDENTS OF SECONDARY VOCATIONAL EDUCATION
IN THE PRESOV SELF-GOVERNING REGION IN SLOVAKIA'

Implementacia mentoringu ako podpory pre Ziakov strednych
odbornych $kdél v Presovskom samospravnom Kkraji

Tatiana Dubayovd, %> Hedviga Hafi¢ovd3

Abstract: Mentoring, as a highly effective method of support based on personal relationships, has a stable
place in schools abroad. In the educational process, it can be implemented at the teacher-student level or
even among students themselves, within the so-called peer mentoring. The results of presented research
come from a screening conducted in June 2024 at the beginning of the implementation of mentoring in
schools, and in 2026, repeated data collection will be organized to record the changes that mentoring in
schools has brought about. A total of 1,227 first- to third-year students from ten selected secondary
vocational schools in the PreSov Region participated in the research. Based on the average values for each
type of motivation, we can conclude that interna motivation to study appears to be more important for
students than external motivation. Approximately one-third of students perceived their firstyear at school
as difficul and would welcome help with orienting themselve in the school environment or integrating
into the group. The results show that students prefer support from a mentor-teacher, and from a mentor,
whether a teacher or a student, students would mainly expect help in the form of advice from a more
experienced person, pointing out mistakes, and support and encouragement in making decisions. The
results are a basis for setting up a support process through individualized work, which aims to improve
not only their academic performance but also the subjective well-being and quality of life of secondary
vocational school students.

Keywords: mentoring, vocational school, social support.

Abstrakt: Mentoring, ako vysoko efektivna metéda podpory zaloZend na osobnom vzt'ahu, md na skoldch
v zahranici svoje stabilné miesto. V edukacnom procese sa méze realizovat' na urovni pedagdg - Ziak
alebo aj medzi Ziakmi navzdjom, vrdmci tzv. peer-mentoringu. Vysledky prezentovaného vyskumu
pochddzaju zo screeningu, ktory bol realizovany v jini 2024 na zaciatku implementdcie mentoringu na
Skoly. Do vyskumu sa zapojilo 1227 Ziakov prvého aZ tretieho ro¢nika z desiatich vybranych strednych
odbornych $kélv PreSovskom samosprdvnom kraji. Na zdklade priemernych hodnét v jednotlivych
druhoch motivdcii méZeme tvrdit, Ze vnutornd motivdcia pre Stiudium u Ziakov a javi sa ako ddleZitejsia,
neZ vonkajsia motivdcia. Priblizne tretina Ziakov vnimala prvy roénik na Skole ako tazky a uvitali by
pomoc s orientdciou v prostredi Skoly alebo so zaclenenim sa do kolektivu. Vysledky ukazuju, Ze Ziaci
preferujii podporu od mentora-ucitel'a a od mentora, i uz ucitela alebo Ziaka, by Ziaci ocakdvali hlavne
pomoc v podobe rady od skiisenejsieho cloveka, upozornenie na chyby a podporu a dodanie odvahy pri
robeni rozhodnuti. Ziskané vysledky st vychodiskom pre nastavenie procesu podpory prostrednictvom
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individualizovanej prdce, ktorého ambiciou je zvysit nielen Skolskil tispesnost, ale aj subjektivnu pohodu
a kvalitu Zivota Ziakov strednych odbornych $kol.
KTliicové slova: mentoring, strednd odbornd skola, socidlna opora, PreSovsky samosprdvny kraj.

Introduction

Have you ever wondered who influences a student's success and what form
the support they provide takes? Social support is an important source of help and
security in various life situations. Among those who offer it to us during our lives
may be a mentor. This is a person who, through (ideally regular) meetings,
provides the mentee with emotional and psychological support to make them feel
accepted and included. The relationship between the mentee and the mentor then
helps the mentee overcome obstacles, not in a directive or authoritative manner,
but with respect for the mentee's autonomy in decision-making (Hobson, 2012).
Several studies have confirmed that mentoring is a powerful intervention method
based on personal connection, through which a safe space is created for the
mentee to reveal their potential, talents, or inner motivations for action, and not
just through the giving of advice. In this safe space, the mentee thinks about
possibilities, learns to evaluate them, is encouraged to implement them (Leake,
Burgstahler, [zzo, 2011; Hobson, 2012), and has a significant impact on improving
their academic performance. It is a relationship focused on the future (Fischler,
Zachary, 2009). The creation of a close relationship between mentor and mentee,
characterized by reciprocity, trust, and empathy, is considered key to beneficial
socio-emotional, cognitive, and personal development (Rhodes, 2005). Mentoring
can take place in various forms and levels of social relationships. In the
educational process, we can observe it specifically at the teacher-student level or
even among students themselves as peer mentoring. The importance and
effectiveness of mentoring students, which can also be perceived as a form of
s ocial support for students, is also pointed out by many contemporary authors
who see it as suitable for application at the peer level, i.e., student-to-student,
especially in the school environment, e.g., Hobson (2012), Mullen (2012), Willis et
al. (2012), Powell (2016), and others. Several authors have confirmed that social
support from teachers and classmates influences student development at various
levels. For example, students who perceive sufficient social support from teachers
have higher cognitive autonomy (Bacikov4, BerinSterova, 2017), lower problem
behavior, better self-confidence, and adaptive skills (Demaray, Malecki, 2002),
and positively correlate with a higher quality of life related to health (Demir,
Leyendecker, 2018) as well as overall school success and school engagement
(Ghaith, 2002, Demir, Leyendecker, 2018). Teachers, their methods, and teaching
styles are important factorsin motivating students to learn (Thoonenet al,
2011).
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Motivation is what drives human behavior and, to acertain extent,
determines the results of one's actions, in our case, a student's academic success
(Ferjencik, Tatranova, 2001). Motivation is also considered by several other
authors to be aforce that activates energy and drives an individual's behavior
(Spinath et al., 2014). Locke and Lathman (2004) state that it relates to internal
factors that stimulate action and is also associated with external factors that can
act as incentives for action. As stated by the authors mentioned above, important
parameters of motivation are: direction (choice), intensity (effort), and duration
(perseverance). Being intrinsically motivated means that a person decides to do
things because they are interesting in themselves or because they help satisfy
three basic psychological needs: competence, relatedness (a sense of connection
with others), and autonomy (a sense that one is capable of initiating and
controlling one's own actions) (Deci, Ryan, 2000). Motivacia, ako sebaregulované
spravanie je vysvetlované sebadeterminacnou teériou, podl'a ktorej ¢im st l'udia
vnutorne motivovanejsi, tym efektivnejsie sa ucia, su kreativne;jsi, podavaju lepsie
vykony v Skole iv praci a predovsetkym, si spokojnejsi s tym, ¢o robia a maja
mensiu chut s tym prestat (Deci, Ryan, 2012; Ryan, Deci, 2000). U ziakov
strednych odbornych $kol, ktori sa nachadzaju vo faze tvorenia so vztahu k
svojmu Studijnému odboru, je motivacia Motivation as self-regulated behavior is
explained by self-determination theory, according to which the more intrinsically
motivated people are, the more effectively they learn, the more creative they are,
the better they perform at school and at work, and above all, the more satisfied
they are with what they do and the less inclined they are to give it up (Deci, Ryan,
2012; Ryan, Deci, 2000). For secondary vocational school students who are in the
process of forming a relationship with their field of study, motivation is a factor
that can influence whether they ultimately complete their studies successfully,
transfer to another field, or leave the education system without taking their final
exams. It is more difficult for students who experience some kind of impairment,
for example due to developmental learning disorders, who, according to Zovinec
et al. (2025), prefer to study at a secondary vocational school.

As of September 2024, there were 412 secondary vocational schools in
Slovakia (62 in the Presov Self-Governing Region), attended by 137,577 students
(in all grades) in 26 fields of study, of which 44,715 were first-year students (CVTI,
2025). The aim of the national project Improvement of secondary vocational
education in the PreSov Self-Governing Region II (implementation period 2023 -
2027) is to increase the quality of vocational education and training through
closer links between schools and the real needs of the labor market. The project
supports cooperation with employers in the creation and innovation of
educational programs, the development of professional skills of teachers, and the
building of an inclusive and modern environment in schools. One of the six specific
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objectives of the national project is to promote inclusive education for pupils. The
basic strategy for this objective is to introduce mentoring for pupils into the school
environment. Several university lecturers from various departments of the
Faculty of Education at the University of PreSov in PreSov were actively involved
in both projects - the completed and ongoing ones. Their task was to help
implement student mentoring, which we see as one of the most effective methods
of support.

The paper focuses on examining the level of motivation of secondary
vocational school students to learn and identifying the difficulties they
encountered in their first year. We were also interested in their attitude towards
possible support from teachers or peers. This objective was subsequently
transformed into the following research questions:

e  Whatkind of motivation for studying is most common among students at
secondary vocational schools?

e Did students need help in their first year of study, and in what areas?

e Who do students prefer as a mentor - a teacher or another student?

Research methods and methodology
Research sample

The screening was carried out in May and June, that means in the last months
of the 2023 /2024 school year. The screening involved 1,449 first-year students of
two-year study programs, first- and second-year students in three-year study
programs, and first- to third-year students in four-year study programs from ten
schools, representing 47.1% of the total sample of 3,078 students in these schools
in these grades. Students in their final year were not included in the survey. Based
on a control question included in the questionnaire, 222 invalid responses were
identified after analysis and excluded from the final analysis. Despite their
removal, we can consider the research sample at each school to be representative
and the results to reflect the situation at that school. Of the total number of 10
schools, 8 schools have atechnical focus, and two schools train specialists in
gastronomy. At two schools (with a technical focus), the participants were only
boys, while at three schools, girls predominated among the participants. There
were therefore differences between schools, but these should also be attributed
to specific factors such as the subjects taught or the proximity of the school to
marginalised communities, and it is not appropriate to interpret them in relation
to the quality of education, pupil-teacher relationships or other factors that were
not part of the research objectives.

A total of 287 girls (23.4 %) and 940 boys (76.6 %) from ten secondary
vocational schools participated in the screening. Between 36.2 % and 58.5 % of
the students from each school participated. The minimum age of respondents at

31



STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION

Roc¢nik 14, 2025, ¢. 3

the time of data collection was 15 years (87 respondents), and the maximum was
20 years and older (11 respondents). The average age of students included in the
analyses was 16.87 (SD = 1.0) (Table 1).

Table 1 Research sample - students from 10 secondary vocational schools in the

PreSov Self-Governing Region

School Gender Number of pupils % Total number of
participating in pupils in
the research selected grades

at the school

vocational school 1 female 6 5,6

251
male 102 94,4
vocational school 2 female 13 9,2
296
male 129 90,8
vocational school 3 female 94 81,7
284
male 21 18,3
vocational school 4 female 71 58,7
343
male 50 41,3
vocational school 5 female 5 2,6
395
male 190 97,4
vocational school 6 female 62 59,0
310
male 43 41,0
vocational school 7 female - 0
272
male 97 100
vocational school 8 female - 0
407
male 150 100
vocational school 9 female - 0
241
male 102 100
vocational school 10 female 36 39,1
279
male 56 60,9
Total number female 287 9,3
students 3078
male 940 30,5

Research tools
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The Academic Motivation Scale was used in the research, specifically the
version designed for adolescents, as well as atool we developed to identify
difficulties in the first year of secondary vocational school and students' attitudes
toward possible mentor support.

Academic Motivation Scale - high school version (AMS-HS28)

The authors of the scale are Vallerand et al. (1992), whose intention was to
create a measuring tool for assessing the internal and external motivation of
students. The scale exists in several versions designed for different ages of
students. By internal motivation, the authors of the scale mean impulses to
activity arising from a feeling of inner satisfaction or from the satisfaction of
cooperating in solving a problem. External motivation is perceived by the authors
as a broad spectrum in which an individual derives satisfaction from the external
environment by achieving an external reward. The scale distinguishes between
three different types of internal motivation, three types of external motivation,
and amotivation:

e external motivation - external regulation - the individual acts under the
pressure of external regulation (e.g. I am studying so that [ can get a better
job later);

e external motivation - identification - the individual internalizes the
external motive (e.g. I have decided to study today because it is important
for me to get a good grade);

e external motivation - introjection - the individual has internalized the
reasons for their behavior (e.g. [ want to prove to myself that I can do it);

e intrinsic motivation - cognition - is associated with curiosity and the joy of
discovery (e.g. I enjoy learning new things in a field that interests me);

¢ intrinsic motivation - stimulation experience - the individual experiences
joy by engaging in a given activity (e.g. [ enjoy discussing interesting ideas
with others);

¢ intrinsic motivation - achieving success - the individual experiences joy
from completing a task, from the process of creating and completing an
activity (e.g. I enjoy it when I can surpass myself).

The student rates statements relating to individual types of motivation on
ascale of 1 to 5 (1 = strongly agree, 5 = strongly disagree).

In the second part of the questionnaire, after a brief explanation of the term
mentor, students expressed their views on possible cooperation with a mentor-
teacher and mentor-student. The students then answered the question of whether
and in what ways the first year of study was challenging for them. The students
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rated their answers on a scale of 1 to 5 (1 = strongly agree, 5 = strongly disagree),
evaluated statements with ayes/no answer, or selected an answer from the
options provided.

The data obtained were analyzed using SPSS 20.0 software. ANOVA was used
as the mathematical-statistical method.

Results

We present the research results according to the questions listed above. In
the analyses presented, we did not consider the gender of the respondents, but we
sorted some data according to school, grade, or other criteria, such as whether the
first grade was perceived as difficult, according to individual types of motivation,
etc.

What kind of motivation for studying prevails among secondary vocational school
students?

The results obtained from 1,227 students in the study indicate that internal
motivations for studying prevail over external ones (Table 2). No statistically
significant difference was found but based on the average values for each type of
motivation, we can say that motivation to learn and motivation to achieve success
dominate in school studies and appear to be more important than external
motivation. Based on the questionnaire items answered by the students, it
appears that the students at the secondary vocational schools surveyed perceive
their field of study as interesting and one in which they want to develop their skills
and talents.

Of the types of external motivation, the results of this survey show a more
pronounced tendency toward introjection, which is like internal motivation in
terms of its characteristics. In this type, the individual internalizes external
reasons, and if they are not fulfilled, unpleasant feelings of guilt and failure arise,
which the individual wants to avoid.

Table 2 Level of internal and external motivation for studying

Intrinsic motivation External motivation
for learning for learning
N Mean IMaximum Mean Maximum
value value
vocational school 1 108 32,2 29,0
60 60
vocational school 2 142 31,1 29,1
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vocational school 3 115 31,6 28,4
vocational school 4 121 28,3 26,8
vocational school 5 195 32,9 32,0
vocational school 6 105 30,1 27,9
vocational school 7 97 29,1 26,4
vocational school 8 150 31,6 26,9
vocational school 9 102 30,3 26,6
vocational school 10 92 28,0 24,7

(Source: own compilation)

In attempting to answer this research question, we found a relatively high
level of demotivation among students (reluctance to learn), with an average score
of 14.22 out of a maximum possible score of 20 (Table 3). Given the formulation
of the items, it is possible that some students did not answer these questions
truthfully and may have found them comical (e.g. I don't know why I go to school
at all), but there is room for improvement in this area. The questionnaire did not
include items that would allow for a qualitative analysis of low motivation to
study in general, which is an incentive for school management to pay attention to
signs of dissatisfaction or criticism from students. Table 3 shows that amotivation
is approximately the same in all grades, although it appears to decline from first
to third grade. This was also confirmed when comparing amotivation in individual
grades at a specific school. In most of them, the reluctance to learn among third-
year students was approximately one point lower than among first-year students.
We would like to point out that the higher the average value, the higher the
identification with the given motivation/subscale.

Table 3 Level of amotivation for studying

N Mean Overall Maximum value
mean
vocational school 1 108 13,0
vocational school 2 142 14,2
vocational school 3 115 15,0
14,2 20
vocational school 4 121 15,3
vocational school 5 195 13,1
vocational school 6 105 14,4

35



STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION

Roc¢nik 14, 2025, ¢. 3

vocational school 7 97 15,0
vocational school 8 150 14,2
vocational school 9 102 14,1
vocational school 10 92 14,9

(Source: own compilation)

Did students find the first year difficult and need help at that time?

The results shown in Table 4 indicate that approximately one-third of
students (28.3 %) found the first year at school difficult and would have welcomed
help. For this item, students were asked to indicate what they needed help with in
the first year, and based on a qualitative analysis of their responses, we can
classify their needs into the following areas:

e Help with finding their way around the school, understanding the rules,
learning teachers' names, and finding classrooms/workshops.

o Help with integrating into the group.

e Help with selected subjects that they found difficult, e.g., technical drawing,
mathematics, chemistry, etc.

o Help with learning a different learning system and getting grips with new
terminology in technical subjects, etc.

o Help in resolving individual relationships, e.g., help in managing conflicts with
classmates or teachers.

e Help with personal problems, e.g., feeling overlooked, unimportant, feeling
little interest from teachers, needing more encouragement and understanding
from teachers. Several mentioned high levels of stress that they needed to
learn to manage.

Table 4 Need for help in the first year of study

N % Mean
vocational school 1 108 17,6
vocational school 2 142 33,8
vocational school 3 115 36,5
28,6 %
vocational school 4 121 479
vocational school 5 195 19,5
vocational school 6 105 29,5
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vocational school 7 97 21,6
vocational school 8 150 20,0
vocational school 9 102 353
vocational school 10 92 30,4

(Source: own compilation)

Who is the preferred form of mentoring support for students - the teacher or the
student?

Of the total number of students, 46.9 % would like to work with a peer mentor,
while approximately 6 % more would prefer to work with a teacher mentor.
Students mainly expected help in the form of advice from a more experienced
person, pointing out mistakes, and support and encouragement in making
decisions. Emotional supportin the form of listening or help with a difficult period
in life is welcome, but support in the form of specific help or advice is more
expected.

Table 5 Ranking of needs for assistance from mentor-teacher. Responses from all
students involved in the screening (from most requested to least
requested)

N=1227

I need him to tell me where I'm going wrong.

I need advice from someone more experienced.

He needs to give me courage when I make decisions.

I need him to support me in achieving my goals.

I need help with studying.

I need him to listen to me.

I need him to help me get through a difficult period in my life.

(Source: own compilation)
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Discussion

The screening results indicate that internal motivation to study prevails over
external motivation, but at the same time, a high percentage of students report
areluctance to learn. For further research, it appears that the degree of
demotivation at school may be an indicator of the success of measures in the form
of introducing mentoring at school. In the case of implementing mentoring
programs planned for the above-mentioned schools within the project, this
variable will be one of the possible criteria for monitoring their effectiveness.
Reducing demotivation to study is a challenge for teachers, and it appears that
demotivation can also signal problems in other areas of a student's life. Previous
research shows that it may be related to lower resilience in students - their ability
to cope with difficultlife situations (Dubayova, Haficov4, 2023). Correlations were
also confirmed between amotivation and low feelings of autonomy and weak
perceptions of self-competence (Held, Mejeh, 2024). The changes we observed in
the reduction of amotivation among older students confirm the findings of
Symonds et al. (2019), who attribute them to maturation and the transition to
a personalized environment. Perceptions of school belongingness and the
achievement of good academic results may also influence the reduction of
amotivation to learn (Xie et al., 2022).

The results of the research show that almost one third of secondary
vocational school students perceive the first year as difficult and would welcome
help during this period in adapting to the new school environment, group, and
learning system. At the same time, respondents reported high levels of stress
related to adapting to school and little support and understanding from
teachers. P After the introduction of measures to support adaptation during the
implementation of the project, this criterion will also be monitored, which may
reflect the school's support measures, and we expect that further surveys will
show a decrease in the number of students who describe the first year as difficult.
As several authors have pointed out, adaptation to school is related to adjusting
to academic requirements and readiness to fulfill school obligations and
challenges, and is directly related to motivation and school engagement (Feldt et
al,, 2011; Credé, Niehorster, 2012). The findings of Hoferichter et al. (2022) show
that support from teachers at the individual level is associated with higher stress
management skills among students and lower levels of perceived helplessness,
while peer support is also associated with higher academic achievement.

From mentors, whether teachers or students, students would mainly expect
help in the form of advice from a more experienced person, pointing out mistakes,
and support and encouragement in making decisions. This implies that mentors
should be sensitive and supportive, but at the same time, they are expected to
have a certain level of expertise or experience in the field. Emotional support in
the form of listening or helping with a difficult period in life is welcome, but
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support in the form of specific help or advice is more expected. We do not expect
any changes in these areas in the following measurements, but it will be
interesting to see whether there will be any changes in the ranking caused by the
fulfillment or non-fulfillment of students' needs. It should also be taken into
account that at the time of the screening, students responded to hypothetical
situations because they had not yet met with a mentor, but after the experience
they will have after the implementation of mentoring, it is possible that this will
influence their answers or preferences.

Based on our findings, we would like to make some practical
recommendations for teacher-mentors, which could serve as a starting point for
the preparation and implementation of support activities at secondary vocational
schools:

e help them resolve individual relationships, e.g., how to communicate
properly;

e help them navigate a situation or professional problem;

e when making decisions, allow students autonomy and do not interfere
with the decision itself, but offer them options and information so that
they can make an informed decision;

e help students establish quality professional contacts, help them find
a suitable hobby that would develop their gifts or talents;

e encourage first-year students to get to know each other through various
playful activities;

e help set rules for communication in the classroom so that students feel
safe;

e communicate with other teachers or professional staff about students
with disabilities and look for ways to set up support measures for them;

e take an interest in their personal stories and adapt your individual
approach or communication with students to their specific situation.

It would be appropriate to process the variables examined using inductive
statistical methods, which we consider a challenge for their processing in further
scientific contributions, but at the same time it can also be perceived as
a limitation of this study. Through open-ended questions that would focus on the
students' own explanations of the difficulties they experienced in their first year
of study, it would be possible to identify a wider range of problems that students
encounter, but for the purpose of facilitating administration, we chose multiple-
choice items. From the perspective of preparing further research, it would be
appropriate to include qualitative research methods that would help to
understand the depth of the phenomenon under investigation.
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DEVELOPING PHONEMIC AWARENESS AS A MEANS
OF INCLUSION FOR CHILDREN FROM SOCIALLY
DISADVANTAGED BACKGROUNDS!

Rozvoj fonematického uvedomovania ako cesta k inkluazii deti
zo socialne znevyhodneného prostredia

Dominika Mol¢anovd,? Bibidna Hlebovd 3

Abstract: The development of language skills in early childhood is an important factor influencing the
successful integration of children from socially disadvantaged backgrounds into the school environment.
The paper focuses on the issue of phonemic awareness as a key factor in the development of early reading
literacy. The aim is to present possibilities for stimulating and developing phonemic awareness in
preschool children from socially disadvantaged backgrounds in inclusive education. We consider
Phonemic Awareness Training, which represents a comprehensive methodology for development in this
area, to be a key tool in the development of phonemic awareness. At the same time, we point out how
targeted support for these language skills in preschool age can contribute to school success and the
effective inclusion of children whose language skills are less developed. Another part of the paper presents
the interpretation of a partial results from the pilot testing of the pre-test, which focused on deficits in
phonemic awareness among children from socially disadvantaged backgrounds, specifically marginalized
Roma communities.

Keywords: phonemic awareness, inclusion, socially disadvantaged backgrounds, early reading literacy.

Abstrakt: Rozvoj jazykovych zrucnosti uz v predprimdrnom obdobi je u deti zo socidlne znevyhodneného
prostredia vyznamnym faktorom, ktory ovplyviiuje tispesné zaclenenie do Skolského prostredia. Prispevok
sa zameriava na problematiku fonematického uvedomovania ako kliicového faktora v rozvoji ranej
Citatel'skej gramotnosti. Cielom je prezentovat' moZnosti stimuldcie arozvoja fonematického
uvedomovania u deti predskolského veku zo socidlne znevyhodneného prostredia v podmienkach
inkluzivneho vzdeldvania. Za klicovy ndstroj v rozvoji fonematického uvedomovania povaZujeme
Tréning fonematického uvedomovania, ktory predstavuje komplexnii metodiku rozvoja danej oblasti.
Zdroveri poukazujeme na to, ako cielend podpora tychto jazykovych schopnosti v predskolskom veku
méZe prispiet’ k skolskej uspesnosti a efektivnej inkluzii deti, u ktorych su jazykové schopnosti rozvinuté
v nizSej miere. Druhd cast' prispevku je zamerand na interpretdciu parcidlnych vysledkov pilotného
testovania pre-testu, ktory bol zamerany na identifikdciu deficitov v oblasti fonematického
uvedomovania deti zo socidlne znevyhodneného prostredia, konkrétne z marginalizovanych rémskych
komunit.

Kliicové slovad: fonematické uvedomovanie, inkliizia, socidlne znevyhodnené prostredie, rand Citatel'skd
gramotnost.
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Introduction

Reading is considered to be the integral part of our everyday life and goes
hand in hand with other skills that are needed to be taught for life. It's not just
fundamental part, but also “a gateway to enlightenment and empowerment”
(Manuel, 2025, p. 112). In this way, it is important to consider the development of
reading competence from the early years, especially among children from socially
disadvantaged backgrounds. A substantial body of empirical research has
demonstrated that the development of phonemic awareness constitutes
a significant predictor of later reading achievement in children (eg. Elbro,
Petersen, 2004; Elbro, Jensen, 2005; Thangarajathi, Menaha, 2020; Medina,
Guimaraes, 2021). Issa (2020) describes phonemic awareness (PA) as the ability
to notice, identify, distinguish, combine, divide and manipulate with the
phonological structure of words at the level of sentences, words and syllables. Ehri
(2022) considers phonemic awareness to be the ability to focus on, distinguish,
separate, and manipulate phonemes (individual speech sounds) within the
pronunciation of individual words. Phillips et al. (2008) provide specific examples
of indicators of PA, including segmentation, defined as a child’s ability to recognize
that the word ‘hat’ consists of three sounds (phonemes), and blending, which
refers to the ability to combine the sounds /p/ /i/ /g/ to form the word ‘pig’. To
become a proficient reader and be adequately prepared for later life, a child has to
begin developing literacy skills from an early age, a process in which kindergarten
also plays a crucial role.

When discussing PA and its acquisition in preschool age, Smolik, Seidlova
Malkova (2014) are using the terms phonological awareness or phonological
sensitivity, understanding the construct as the ability to recognize and manipulate
the individual sounds that make up words. Mikulajova (2020) states that
preschool-aged children are only able to acquire the simplest operations in the
area of phonological awareness, such as syllabification, rhyming or isolating the
first sound in words, while more complex operations require targeted learning.
The importance of developing the phonological aspect of speech in pre-primary
education is also emphasized in the Education Program for Pre-primary Education
(2022), in which the educational area of Language and Communication explicitly
includes the subarea of phonological processes and phonological awareness. In
contrast, the 2008 Education Program for Pre-primary Education did not
incorporate this category, which highlights the importance of developing those
skills in pre-primary settings. Performance standards in this area focus on
rhythmic accompaniment, rhyming words, dividing words into syllables and
isolating the first sound in aword. In kindergarten, based on the Education
Program, in the area of early reading literacy development, emphasis is also
placed on working with books and identifying certain letters of the alphabet.
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Based on the above, we can conclude that letter recognition, working with books
and phonological awareness are key elements in the process of early literacy
development in the environment of kindergarten. In pre-primary settings, the
central focus is mainly on developing graphomotor and visuomotor skills using
various worksheets rather than developing phonemic awareness and word
games. Our considerations are further supported by the available materials for the
development of pre-reading literacy, which address phonemic awareness only to
a limited extent (MartiSova, 2013; Kralikova et al., 2014; Tomaskova, 2015).

Children from socially disadvantaged backgrounds

Pretorius et al. (2004) highlight that if a child is raised in an environment that
lacks literacy stimulation, the development of literacy within the school settings
becomes an extremely critical factor. Roberts et al. (2005) argue that children
from socially and economically disadvantaged backgrounds have less frequent
contact with books, which represent an important element in the development of
early reading literacy. Buckingham et al. (2014) draw attention to the fact that
socially deprived environments and weakened reading skills are one of the
current problem in education. Initial reading proficiency requires the
development of phonemic awareness and the acquisition of oral competence and
vocabulary, both of which are influenced by genetic factors and the environment.
Children from families with lower socioeconomic status are at greater risk of
cognitive deficits caused by insufficient stimulation of basic functions, which is
later reflected in reading literacy. Peixoto et al. (2023) state that the concept of
a socially disadvantaged environment is not considered a learning disorder, even
though children who grow up in those settings are at risk of poorer academic
performance, such as reading or writing. Based on the evidence presented, the
environment in which a child grows up can be regarded as a significant factor
influencing children's reading and literacy skills. The concept of socially
disadvantaged backgrounds may be defined as an environment that, due to social
and linguistic conditions, does not sufficiently stimulate the development of the
individual's mental and emotional qualities, does not adequately promote
effective socialization and fails to provide sufficient and appropriate stimuli for
the development of personality (Klein, Rosinsky, 2007). In the context of
preschool preparation and subsequent school entry, Hlebova (2024) identifies
one of the key shortcomings of children from socially disadvantaged backgrounds
as a lack of adequate proficiency in the Slovak language upon school entry. Those
children typically use only the language spoken within the family, their mother
tongue, Roma language. The author further notes that only a small proportion of
pupils enter the first grade as bilingual, with competence in both Roma language
and, to a limited extent, Slovak language. Similarly, Kaleja (2011) emphasizes that
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the mother tongue of Roma pupils is Roma language, provided that their parents
or relatives communicate with them mostly in this language. This underscores the
need to develop language competence and vocabulary from the preschool stage,
in order to support more successful school adaptation later on.

Many researchers (Bowey, 1995; Duncan, Seymour, 2000; Hecht et al., 2000;
Nancholis et al.,, 2005; Diuk et al,, 2018) have stated that there is a delay in
phonological awareness and literacy development in children with lower
socioeconomic status or deprived backgrounds in comparison to intact children.
In such environments, children often face specific life conditions, including poorer
health and nutrition, demonstrating lower social competence and reduced
motivation to learn (Fisher, 1992). They are frequently raised in a single-parent
household, experience poverty and have parents with lower levels of education
and familial literacy (Bowey, 1995). In the domain of literacy, these children
commonly exhibit deficits in spoken language, limited awareness of letter-sound
associations (Locke et al., 2002), and delays in word recognition tasks (Duncan,
Seymour, 2000). Therefore, these findings indicate a substantial need for targeted
support in the area of phonemic awareness among children from socially
disadvantaged backgrounds. Such interventions have the potential to enhance
overall language development, facilitate smoother school adaptation and promote
higher levels of classroom participation, thereby contributing to greater
educational inclusion.

The following part of the paper focuses on the interpretation of the partial
findings obtained from the pilot testing of the pre-test. The aim of the research is
to verify the effectiveness of atargeted training and intervention program in
developing phonemic awareness among preschool children from socially
disadvantaged backgrounds, as a foundation for the early acquisition of reading
literacy. The research objective is going to be addressed through the method of
qualitative experimental intervention design, comprising three successive phases:
pre-testing - intervention - post-testing. The present paper presents and
discusses the outcomes of the pilot pre-test.

Methodology
Pre-test description

The pre-test, which was used to assess the level of phonemic skills in children
before and after training, focuses on the basic components of phonemic awareness
and auditory perception, which are auditory analysis and synthesis. These include
isolation of the initial and final phonemes, blending sounds, discrimination of
pseudowords, syllabification of words, rhyming words, auditory memory and
figure-ground differentiation. When creating the pre-test and post-test, we
collected several tests for stimulating or diagnosing auditory abilities (Matejcek,
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1978; Bednarovi, Smardova, 2007; Bednafova, 2022; Bednatovd, Smardova,
2022), as well as standardized tests for phonemic awareness (Mikulajova, 2012;
Caravolas et al,, 2018). The pre-test was designed based on the tasks found in the
Phonemic Awareness Training methodology developed by D. B. Elkonin
(Mikulajova et al., 2023). This training consists of two stages: the pre-grapheme
stage and the grapheme stage. In the subsequent phase of the research we are
going to implement that Training, specifically pre-grapheme stage, within the
children from socially disadvantaged backgrounds, specifically marginalized
Roma communities, in order to improve their PA skills.

The pre-test is presented in the form of a story about a Rabbit and consists of
ten tasks. The child’s task is to solve problems that help the Rabbit find its way
home across the playing field. The story presents motivational element that
encourages preschool children to complete the tasks in a playful and engaging
manner. We have also prepared a playing field for the story, which the Rabbit must
cross to get to his house. There are 10 tasks marked on the playing field (each task
represents a different component of phonemic awareness/auditory perception).
For tasks 3, 6, and 10 we have also marked a reward in the form of a sweet treat
or preferred activity chosen by the child.

Interpretation of partial results from pilot testing of the pre-test

Pilot testing was conducted in kindergarten in eastern Slovakia. The
participants were five preschool children from socially disadvantaged
backgrounds, specifically from marginalized Roma communities. They were
between 5 and 6 years old and attended the final year of kindergarten. The pre-
test was administered individually to each child, taking into account their
respective abilities. In the initial phase, the children were observed and
relationship was established. All of the children were coming from the same
village, and thus shared a similar environment and comparable family conditions.
We had been attending the kindergarten from two to three times per week over
the course of one month. During the pilot testing, we identified several findings
that helped us to refine and improve our pre-test including shortening individual
tasks, providing more visual support and dividing the pre-test into smaller
segments.

The following figure presents the pre-test results, shown as median scores
for the individual tasks. Scores are presented for tasks: rhyming, word blending,
phonemic discrimination words/pseudowords, auditive memory
words/syllables, initial and final phoneme isolation and syllabification.
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Figure 1 Median in individual tasks
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The presented graph displays the children’s performance across each of the
administered phonemic awareness tasks. The graph reports the median score for
each individual task. The blue bars are representing the children’s average
performance on each task, while the orange bars indicate the maximum attainable
score. As shown in the graph, the most pronounced deficits occurred in tasks
targeting the isolation of the first and last vowel, as well as in word-blending tasks.
The children performed well on tasks assessing syllabification and phoneme
discrimination in real words. In contrast, their performance on phoneme
discrimination tasks involving pseudowords showed considerably greater
difficulties.

The smallest difference between the mean and the maximum score appears
in the first task, focused on syllabification with visual support, which the
respondents completed with the highest success rate. In this task, we also
observed that children found it easier to syllabify longer words than shorter ones.
The most pronounced difference is observed in the third task, phoneme
discrimination of pseudowords, where the median score is six points below the
maximum value. Deficits were occurring mainly in words with phonetically
similar sounds. A notable difference also occurred in the fifth task, auditory
memory.

The following table summarizes the most problematic tasks, including
a description of the instructions given to the children and the most frequently
observed deficits.
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Table 1 Description of deficits in phonemic awareness

Task

Initial phoneme isolation

Description

“What sound do you hear at the
beginning of the word?”

Deficits Observed

Many children had difficulty
correctly identify initial sounds,

often responding by simply
repeating the words

Final phoneme isolation “What sound can you hear at the

end of the word?”

Difficulties with recognizing end
sounds were frequent, often
responding by simply repeating
the words

Word Blending “Say D-0-G, what word is D-0-G?” Several children found blending
individual sounds into words
challenging, often responding by
simply repeating the individual

sounds without synthesis

Some confusion observed in
discriminating similar
pseudowords (eg. vSep - fSep, ¢int
- ¢ind...)

“Are those words the same, or
can you hear any difference?”

Pseudoword
Discrimination

Auditive Memory “Repeat after me, what I say.

What can you hear?”

Lower scores indicated challenges
in auditory memory tasks

(Source: own compilation)

The presented table shows the description of the most deficient tasks that
children were dealing with during the pre-test. During the pilot testing, we also
identified several recurring characteristics and deficits among children from
socially disadvantaged backgrounds, specifically from marginalized Roma
communities. One of the most prominent observations was letter and sound
inversion, which occurred both in spontaneous conversation and during the pre-
test phase. For instance, one participant consistently produced the word “SPIK”
instead of “PSIK,” indicating an inversion of the consonants /ps/ to /sp/. Despite
repeated attempts, the child experienced significant difficulty in producing the
correct phonological form. In addition to phoneme inversion, the children
demonstrated greater ease in syllabification tasks when supported by visual
stimuli, suggesting a reliance on visual cues to facilitate phonological processing.
To our surprise they were able to syllabicate longer words more successfully than
shorter ones. Furthermore, weakened attentional capacity was frequently
observed during task performance, manifesting as difficulty maintaining focus
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over extended periods. Due to that fact, the administration of the pre-test had to
be segmented into several shorter sessions, which were conducted individually
with each child. Despite these challenges, the children displayed anotable
willingness and enthusiasm to learn new words, indicating motivation and
openness to language learning when provided with appropriate support.

The following table provides an overview of the individual tasks (variables)
along with the performance of each respondent across the assessed tasks. In
accordance with ethical principles, anonymized codes were assigned to the
participants (D1, D2, D3, D4, D5). For each task, the table presents a comparison
between the score achieved and the maximum possible score for each task. This
overview highlights both deficits in phonemic awareness and the individual
strengths demonstrated by each participant.

Table 2 Phonemic awareness results from the pre-test

Respondents / D1 D2 D3 D4 D5
Variables
Isolation of the initial 3/8 0 1/8 0 0
sound
Isolation of the final 6/8 0 2/8 0 0
sound
Blending of sounds 3/11 0 0 2 /11 2 /11
Pseudoword 5/11 2/11 7/11 3/11 8/11
discrimination
Word discrimination 9/11 10/11 9/11 8/11 10/11
Word syllabification 14 /16 7/16 16 /16 14 /16 10 /16
Word rhyming 7 /10 6/10 9/10 6/10 8/10
Auditory memory, 2/6 5/6 3/6 5/6 4/6
syllables
Auditory memory, 5/5 2/5 3/5 3/5 2/5
words
Figure-ground 5/6 8/6 6/6 5/6 9/6
differentiation

(Source: own compilation)

The pilot pre-test results of the participants, in children from socially
disadvantaged backgrounds (marginalized Roma communities), indicate deficits
primarily in the areas of phoneme isolation, phoneme blending, pseudoword
discrimination and auditory memory. For example in tasks that were focusing on
initial and final phoneme isolation we were asking children what can you hear at
the beginning or at the end of the word. Two respondents were able to isolate the
first and last sounds, while for three other respondents we terminated the test
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after four unsuccessful attempts (as specified in the test instructions). We noted
that the children mostly repeated the words (which was the first task), but when
they had to isolate asound, they repeated the word again. Respondent D1
managed to isolate the first sound in three words (ZIK, RAT, LUC) and respondent
D3 managed to isolate the first phoneme in one word (MOCH). Respondent D1 was
able to correctly isolate the last sound in six words (out of 8) (MIR, ZAL, TER, TAP,
LUS, NYM) and respondent D3 in two words (ZAL, TAP). Composing words from
isolated sounds proved to be a challenging task for the children. We terminated
the test for two children after six unsuccessful attempts. Two words (out of 11)
were identified by two respondents, D4 (LES, UCHO) and D5 (MYS, RAK), and
respondent D1 was able to compose three words (LES, RAK, UCHO). We also noted
deficiencies in the area of discrimination between pseudowords in words, where
children frequently confused similar sounds. The most pronounced difficulty was
observed with phonetically similar sounds, such as b-p, Z-§, t-d. For the word pair
bram-pram, none of the respondents were able to perceive any difference. In the
auditory memory task, syllables, children D2 and D4 were able to remember
amaximum of 5 syllables (out of 6) and D1, D3, and D4 a maximum of three
isolated words (out of 5). In the subsequent phase of the research, these domains
will be systematically strengthened in order to promote more effective inclusion
of the children in later school settings.

Conclusion

Based on the results of the pre-test and the finding that the initial level of
knowledge of each child from a socially disadvantaged environment varies widely
due to their disadvantage, we focused the intervention program on components
that could develop this knowledge to the greatest extent possible. The
intervention program will be focusing on deficient abilities across all tested
domains, will enhance emergent literacy skills in preschool children promoting
better adaptation and inclusion in school settings. The results point out to the
need to develop and stimulate phonemic awareness, especially in the areas of
isolating the first and last sound in a words, blending sounds and auditory
differentiation of pseudowords, where we observed unsatisfactory results.

The aim of the work is to verify the effectiveness of the intervention program
in the process of developing phonemic awareness in preschool children from
socially disadvantaged backgrounds as a basis for the successful acquisition of
early reading literacy. In order to achieve this goal, we need to know the initial
situation of the children and their areas of deficit (through a pre-test), on the basis
of which we created and modified the intervention program for each respondent
with aim to meet their individual needs. We will also continuously develop the
other skills, which results were satisfactory (spelling, rhyming words, figure-
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ground differentiation) in all children, focusing on individual areas as needed. The
training also contributes to the enrichment of children’s vocabulary, as they
demonstrate a strong motivation for acquiring new knowledge. Moreover, the
development of phonemic awareness may reduce linguistic and cognitive barriers
among children from socially disadvantaged backgrounds, thereby supporting
their successful inclusion in early education settings.

Among the limitations of this research we may rank diverse mother tongue
(Roma language) among participants, which may influence language processing
and learning both in kindergarten and in later primary school education. The
results suggest that effective work with these children requires additional time,
the establishment of mutual trust, and the application of a systematic, continuous
and individualized intervention approach. Among the additional limitations,
behavioral difficulties were observed, which may be attributed to the children’s
limited prior exposure to a structured school environment. For most participants,
this represented their first year in such a setting, requiring significant adaptation.
Consequently, these adjustment demands may have contributed to the emergence
of problem behaviors.
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PERSONALISED CURRICULUM AS A PATHWAY TO
INCLUSIVE EDUCATION: COMPARATIVE INSIGHTS FROM
THE CZECH REPUBLIC AND SWEDEN1

Personalizované kurikulum ako cesta k inkluzivhemu vzdelavaniu:
Komparativne pohl'ady z Ceskej republiky a Svédska

Jana KoZdrovd?

Abstract: The concept of a personalised curriculum represents a strategic framework for advancing
inclusive education, particularly in addressing the diverse needs of learners with special educational
requirements. Drawing on comparative analysis of curriculum models in the Czech Republic and Sweden,
the study examines structural and pedagogical mechanisms that facilitate individualised learning
pathways. The Czech approach is defined by adual-level curriculum system with explicit support
measures, including minimum recommended learning outcomes tailored to students with mild
intellectual disabilities. In contrast, the Swedish model emphasises decentralisation, learner autonomy,
and flexible instructional environments, underpinned by national values of equity and democratic
participation. Key dimensions of effective personalisation—such as learner agency, differentiated pacing,
formative assessment, and contextual responsiveness—are identified as critical to fostering inclusive
learning environments. The findings highlight the necessity of professional competence among educators
and institutional readiness to implement adaptive curricular strategies that promote equity and
engagement across diverse student populations.

Keywords: Personalised curriculum, inclusive education, differentiated instruction, educational equity,
curriculum policy, Czech Republic, Sweden.

Abstrakt: Koncept personalizovaného kurikula predstavuje strategicky ramec pre rozvoj inkluzivneho
vzdeldvania, najmd pri rieseni rozmanitych potrieb Ziakov so Specidlnymi vychovno-vzdeldvacimi
potrebami. Na zdklade komparativnej analyzy kurikuldrnych modelov v Ceskej republike a Svédsku
stidia skiima Strukturdine a pedagogické mechanizmy, ktoré umoZziiujii individualizované vzdeldvacie
drdhy. Cesky pristup je charakterizovany dvojiiroviiovym kurikuldrnym systémom s explicitnymi
podpornymi opatreniami, vrdtane minimdlnych odporicanych vzdeldvacich vystupov prispdsobenych
Ziakom s lahkym intelektovym znevyhodnenim. Naproti tomu svédsky model zdérazriuje decentralizdciu,
autonémiu Ziaka a flexibilné edukacné prostredie, ktoré su podopreté ndrodnymi hodnotami rovnosti
a demokratickej participdcie. Klicové dimenzie efektivnej personalizdcie - ako agentnost Ziaka,
diferencované tempo ucenia, formativne hodnotenie a kontextovd citlivost’ - su identifikované ako
zdsadné pre podporu inkluzivneho vzdeldvacieho prostredia. Zistenia poukazuju na nevyhnutnost
profesiondlnej kompetencie pedagdgov a instituciondlnej pripravenosti implementovat adaptivne
kurikuldrne stratégie, ktoré podporujii rovnost’ a angaZovanost'v radmci réznorodych skupin Ziakov.
Klicové slova: personalizované kurikulum, inkluzivne vzdeldvanie, diferencovany didakticky pristup,
rovnost’ vo vzdeldvani, tvorba kurikula, Ceskd republika, Svédsko.
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The innovative nature of personalised curricula, when combined with the
use of technology, is that it provides students with the opportunity to learn
anywhere, at any time, and in any way. It encompasses methodologies for
evaluating existing knowledge and interests, customising learning according to
individual styles, providing continuous feedback, and adapting to varied learning
speeds. In the field of education, the adoption of a personalised curriculum
enables educators to amalgamate diverse pedagogical approaches, thereby
customising learning material to align with the unique characteristics and
requirements of each learner (Peterson et al., 2018).

Theoretical framework

A personalised curriculum acknowledges the heterogeneity amongst
students in terms of learning styles, educational needs and pace. It is also
important to note that students differ in their prior knowledge, skills, attitudes,
and values, and the programme provides different options for "starting their
educational trajectory,” thus allowing students a degree of choice to tailor their
learning to their individual needs. A personalised curriculum is one in which
students are provided with learning resources that match their unique interests
and needs. Furthermore, it has the capacity to render learning more engaging and
motivating. This pedagogical approach has the potential to enhance student
performance, foster overall well-being, and promote engagement in the learning
process (OECD, 2006). In order to reap the full benefits of a personalised
curriculum, students must assume an active role in their own learning process,
demonstrating the capacity for self-regulation and cultivating the metacognitive
skills essential for independent learners. It is evident that educators can adapt
their pedagogical approach to align with the distinct interests and characteristics
of their students, as evidenced by the feedback they receive from these students.
Furthermore, educators are able to continuously personalise lesson plans,
thereby ensuring that these plans remain both challenging and coherent. This is
achieved by selecting the most appropriate types and levels of challenges for
students, thus facilitating their growth. This is of particular importance in order
to circumvent the stigma often associated with such a curriculum, which can be
perceived as substandard on account of its association with diminished parental
aspirations and teacher bias.

A growing body of research suggests that differences in prior knowledge,
dispositions, motivation, learning pace, and learning process can influence how
students learn best (Dumont et al.,, 2010). The context in which learning takes
place is equally important. A learning environment characterised by an
intellectually challenging curriculum and ateaching approach that promotes
interest, meaningfulness, and challenge through developmentally appropriate
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cognitive, emotional, and behavioural engagement, especially during periods of
increasing autonomy, is precisely what defines a personalised curriculum (Eccles
et Roeser, 2011).

When implemented correctly, personalised curricula have the potential to
transform the structure of the curriculum from alinear learning model to
a differentiated, non-linear learning trajectory model that can benefit all students
(OECD, 2021). The non-linear model of learning trajectories is thus consistent
with the aforementioned assertion that students enter the educational system
with disparate levels of knowledge and skills, and that it is not possible for
students to have the same starting point. However, in order to achieve the desired
level upon reaching ISCED 1 and 2, a personalised curriculum offers teachers the
opportunity to adapt the content of education to individual students so that it
benefits all participants in the educational process.

When implemented correctly, personalised curricula have the potential to
transform the structure of the curriculum from alinear learning model to
a differentiated, non-linear learning trajectory model that can benefit all students
(OECD, 2021). The non-linear model of learning trajectories is thus consistent
with the aforementioned assertion that students enter the educational system
with disparate levels of knowledge and skills, and that it is not possible for
students to have the same starting point. However, in order to achieve the desired
level upon reaching ISCED 1 and 2, a personalised curriculum offers teachers the
opportunity to adapt the content of education to individual students so that it
benefits all participants in the educational process.

Despite the mounting interest in the potential of personalised curricula,
many teachers still feel inadequately prepared to adapt their practices to meet the
individual needs of all students on a regular basis. According to the results of the
Programme for International Student Assessment (PISA) conducted by the
Organisation for Economic Co-operation and Development (OECD), the average
proportion of students in OECD countries who are enrolled in schools where
principals report that student learning is impeded by teachers' inability to cater
to the diverse needs of their pupils is approximately 30 % (OECD, 2019).

As stated in the OECD Annual Report (2021), there is a possibility that, when
implementing a personalised curriculum, teachers may lack awareness,
willingness, or ability to respond sensitively to the needs of their students. In this
regard, the capacity of educators to discern and address the diverse learning
requirements of their students assumes paramount importance. It is imperative
to recognise that school principals may possess elevated expectations regarding
the capacity of teachers to respond to the needs and interests of students, and to
support their learning by adapting the curriculum at the classroom level.

In the event that educators are granted the autonomy to adapt the
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curriculum to a student-centred model, it is incumbent upon them to employ their
professional judgment to assess their students' potential, establish boundaries,
and provide guidance to facilitate a "negotiated learning plan” that culminates in
productive and efficacious learning, benefiting both the individual students and
the collective (OECD, 2020b).

Personalised curricula have been implemented in a number of countries,
including Australia, the United States, the Czech Republic, Sweden and France. For
the purposes of this analytical report, two countries were selected for the analysis
of curricula that follow a personalised paradigm: the Czech Republic and Sweden.

The Czech Republic shares cultural affinities with the Slovak Republic.
Concurrently, it serves as acompelling exemplar of the integration of
a personalised curriculum within the Czech education system. This system
ensures the inclusion of all students, including those with mild mental disabilities,
into mainstream education through the implementation of a minimum
recommended level for adjustments to expected outcomes.

The Swedish education system is widely regarded as being among the most
effective in the world. The country's commitment to individual education and the
personal liberty to select different educational institutions has led to the
perception that Sweden possesses a highly advanced educational infrastructure
and one of the most egalitarian education systems in existence. This perception is
further substantiated by the significantly higher probability of academic success
among Swedish students in comparison to their counterparts in other educational
systems. Sweden's education system is characterised by its decentralised nature,
with educational goals and outcomes defined centrally. The government is
responsible for setting the framework for education at all levels, but local
authorities, as founders, are responsible for organising most education from
preschool to upper secondary education.

Czech Republic

The Czech Republic has Framework Educational Programs (FEP) at the
national level and School Educational Programs at the school level. As with
Slovakia, this is a two-level curriculum model, i.e. a framework set by the state
with room for modification or additions by the school.

The FEP establishes specific objectives, forms, duration and compulsory
content of education, its organisational structure, professional profile, conditions
for the course and completion of education, and principles for the creation of
school education programs. The RVP delineates the parameters for the education
of pupils with special educational needs (SEN), encompassing the requisite
material, personnel, and organisational conditions. In accordance with the
provisions stipulated within the FEP, educational institutions are obligated to
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formulate their own implementation program documentation, which
encompasses school educational programs. These programs are required to
adhere to the stipulations outlined within the RVP. The content of education can
be organised into subjects or other comprehensive parts of the curriculum
(modules, for example) in the school education program. The school education
programme is characterised by the establishment of specific objectives, duration,
forms, content, and schedule for education. Furthermore, it establishes the
criteria for admission of applicants, the structure and completion of education,
including the provisions for the education of pupils with SEN (Ministry of
Education, Youth and Sports of the Czech Republic, 2021).

The framework educational programme must allow for the modification of
educational content and conditions for the education of students with SEN, as well
as students with general intellectual giftedness. At the content level, it is possible
to adapt the educational areas to the abilities of these pupils and to include
subjects that are of a special educational support nature (e.g., speech therapy,
speech training, spatial orientation and independent movement for persons with
sensory impairments, development of social skills, etc.) in the educational
process. The instruction of information and communication technologies, in
addition to their practical application, constitutes a compulsory component of the
current framework educational programs at all levels of education. Within the
educational framework of the Czech Republic, a multifaceted approach to
pedagogy is employed, encompassing the integration of standard classroom
settings with those specifically designed to cater to the needs of disadvantaged
student groups. This inclusive educational model is implemented across all levels
of the education system, underscoring a commitment to address the diverse
learning requirements of pupils.

Disadvantaged pupils (with the exceptions listed below) receive education
in schools at all levels according to framework educational programmes. Pupils
with mild mental disabilities are educated at the pre-primary, primary and
secondary levels in accordance with standard framework educational
programmes. However, the content of their education may be adapted within an
individual educational plan, in accordance with recommendations made by the
school counselling facility. Concurrently, the FEP delineates the designated
"minimum recommended level for adjustments to expected outcomes within the
framework of support measures" specifically for them, which can be regarded as
an acceptable deviation for pupils with SEN from generally applicable educational
standards (Ministry of Education, Youth and Sports of the Czech Republic, 2021).
Minimum recommended level for adjustments to expected outputs under support
measures

The educational content of each level of education is characterised by a set
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of expected outcomes and a curriculum. Within the initial level, the educational
content is further categorised into two periods: the first period encompasses
grades 1 to 3, while the second period covers grades 4 and 5. The objective of this
division is to facilitate the dissemination of educational content across individual
grades within educational institutions.

The anticipated outcomes are activity-based, practically oriented, applicable
in everyday life, and verifiable. The definition provided herein concerns the ability
of students to apply the knowledge they have acquired in practical situations and
in everyday life. This ability is defined at the conclusion of grades 5 and 9. To
facilitate identification, the expected outcomes are marked with codes that
contain either the abbreviation of the field of education, the grade designation, the
numerical designation of the subject area, and the number determining the order
of the expected outcome in the given subject area.

The expected outcomes of the FEP for elementary education at the
conclusion of the 5th grade (2nd period) and 9th grade establish a mandatory
benchmark for the development of outcomes in the curriculum of the school
educational program, which are to be achieved by the end of the 1st and 2nd
stages of basic school. The anticipated outcomes at the conclusion of the third
grade (first period) stipulate solely an illustrative (non-binding) benchmark. In
the process of formulating the outcomes within the curriculum of the school
education programme, they are intended to facilitate (at the initial stage) the
establishment of the educational trajectory that will culminate in the realisation
of the anticipated outcomes at the end of the fifth grade.

The minimum recommended level for adjustments to expected outcomes
within support measures is adjusted expected outcomes, which are usually at
alower level than the corresponding expected outcomes for agiven subject,
thematic unit, etc. These outputs function as a reference point for any adjustments
to the outputs specified in the school curriculum in the individual education plan
(IEP) for the student, based on the recommendations of the school counselling
facility and the student's legal representative. The outputs represent the target
level, which may be exceeded through the implementation of support measures.

In accordance with the provisions stipulated in Decree No. 27 /2016 Coll., the
minimum recommended level outputs will be employed in the event of support
measures being implemented from the third grade onwards, with the exception
of pupils diagnosed with mild mental disabilities. The outcomes, adjusted in the
IEP of pupils with mild mental disabilities based on the minimum recommended
level within the framework of support measures, are at a higher level than the
expected outcomes set out in the FEP for special primary schools.

For the purpose of clear identification, the majority of minimum
recommended level outputs are marked with the letter "p" and the code
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corresponding to the expected output. In the absence of adirectly related
expected outcome in agiven subject area, the minimum recommended level
outcomes are not marked with acode and represent appropriate specific
knowledge and skills that can be achieved even if the outcomes are modified.
Expected outcomes for which no outcome is specified at the minimum
recommended level may be omitted without replacement in the event of any
adjustments to the outcomes in the IEP. If the outcome at the minimum
recommended level is identical to the expected outcome, it is marked with the
same code without the added letter "p".

The overarching framework for the content and organisational provision of
elementary education for all pupils is defined by the FEP for elementary
Education, which in turn forms the basis for the creation of the School Educational
Program (SEP). According to the SEP, the education of all pupils at a given school
is carried out. For pupils for whom first-level support measures have been
recognised, the SEP is the basis for the creation of an IEP. The IEP and the
pedagogical support plan are developed by the school.

At the IEP level, it is possible, upon the recommendation of a counselling
facility (in cases specified in Annex No. 1 to Decree No. 27/2016 Coll.), as part of
support measures, to adjust the expected outcomes set out in the SEP, or to adjust
the educational content so as to ensure consistency between educational
requirements and the actual abilities of pupils, and so that education is geared
towards achieving their personal maximum.

Support measures IEP are utilised to adjust the expected outcomes set out in
the SEP. This provision enables pupils who have been granted recognised support
measures, within the parameters established by the Education Act and Decree No.
27/2016 Coll, to modify the anticipated learning outcomes, or, if deemed
necessary, to adjust the curriculum selection.

For pupils for whom recognised support measures consisting of adjustments
to educational content have been deemed necessary, the IEP may include special
educational and pedagogical intervention, on the recommendation of the school
counselling facility and in accordance with the principles of personalisation and
differentiation of education. The number of teaching hours for intervention or
special educational care subjects is specified in Annex 1 to Decree No. 27/2016
Coll, depending on the level of support. The time allocation for special educational
care subjects is provided from the available time allocation.
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Sweden

The compulsory education system in Sweden is characterised by a uniform
structure, which corresponds to the levels of primary and lower secondary
education (ISCED 1 and ISCED 2) as defined in the International Standard
Classification of Education.

The curriculum for compulsory education, pre-primary education, and
leisure centres is valid throughout the country. As stated in the introduction to the
curriculum (Skolvereket, 2018), all schools should be grounded in the same
fundamental values of democracy and human rights, and it is incumbent upon
them to ensure that all pupils learn these values. It is imperative that school
planning endeavours to provide pragmatic expression to the objectives and
guidelines for education as outlined in the Education Act, the curriculum, and the
syllabuses. The objectives of education are expressed as the knowledge, skills and
attitudes that students should acquire during compulsory schooling. The selection
of means and methods is not subject to any regulatory oversight; rather, it
constitutes an integral component of the decentralised management framework
that characterises the school system. The decision regarding the selection of
means and methods is entrusted to the discretion of individual school
administrators (OECD, 2020a).

The Swedish education system is predicated on the philosophy that all pupils
have an equal right to personal development and educational experiences, as set
out in Section 1 of the Education Act. The importance of inclusive education is
emphasised, yet the rights of pupils requiring special support are not explicitly
delineated. The present curriculum for compulsory schools does not utilise the
term or concept of mainstreaming; rather, it advocates that all pupils should be
educated in regular classes. In the event that this proves unfeasible, the school is
obliged to articulate with utmost clarity the rationale behind exploring alternative
avenues for the education of its pupils. This standpoint is of pivotal significance to
the philosophical underpinnings of the institution's organisation and functioning.

It is estimated that only approximately 500 of the 950,000 pupils in
compulsory education attend state special schools (Euridyce, 2020).
Consequently, the majority of pupils requiring special educational support are
educated in mainstream classrooms. In the event that this is not feasible, the
school is obliged to state explicitly the reasons why other educational options for
pupils should be considered. This standpoint is of considerable philosophical
significance in the context of the organisation and functioning of childcare. As is
evident from previous discussions, the prerequisites for including pupils in
mainstream education have been the primary focus. However, there has been
a shift in emphasis towards the need to justify segregated options for pupils.
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In the Slovak education system, schools have a "student health team" equivalent
to the school support team in the UK. This team consists of a representative of the
local school board, student social care workers (i.e. school doctor, nurse,
psychologist, counsellor) and teachers for children with special needs. The team's
activities are primarily preventive in nature, with a focus on health promotion. In
accordance with Section 25 of the Education Act (Skollagen, 2010), it is vital that
pupils' progress in achieving educational goals is supported.

Should teachers, at the commencement of the academic year, form the
opinion that a student is unlikely to meet the minimum knowledge requirements,
they are obliged to report this to the school principal. In accordance with the
provisions stipulated within the Education Act (Skollagen, 2010), the principal of
the educational establishment is obligated to engage in consultation with the
student health team with a view to identifying options for providing assistance to
the student. For students requiring special support, teachers are obliged to
develop an action plan (equivalent to an IEP in Slovakia) following consultation
with the student, their parents, and special education teachers. This plan, which
identifies the student's needs and the measures taken to meet them, is
continuously evaluated and may be modified as the student progresses. The
principal of the school is tasked with the responsibility of conducting a prompt
evaluation to ascertain the particular requirements of the student. The action plan
that has been developed, as well as the decision not to develop an action plan, may
be appealed. Action plans are meticulously formulated for each student requiring
special support, in close collaboration with teaching staff, parents, and the student
themselves. These plans delineate the responsibilities of each participant in the
development of the student's skills and knowledge.

The national curriculum is defined as the set of core values, responsibilities
for various aspects of school activities, and educational goals that are in force
within anation's education system. Within these limits, each local
authority/founder establishes a plan for its education system. Each educational
establishment is bound by national objectives and overarching principles, yet it
possesses the autonomy to organise the means to achieve these objectives
according to its own prerogative. In this respect, it allows for a degree of
autonomy in the allocation of staff, the categorisation of pupils based on age and
proficiency, and, to a considerable extent, the selection of academic subjects. This
assertion is corroborated by the school plan, a document that is mandatory for all
educational institutions to formulate and appraise. In accordance with the state
education program, all compulsory education is organised in such a way as to
allow for individual solutions for all students. This approach serves to reinforce
the influence and personal responsibility of pupils, while concomitantly taking
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into account the needs and individuality of each pupil.

The organisation of school activities and the educational environment
represent significant aspects of this development. It is imperative that all students
achieve the objectives of a given subject, yet the manner in which they do so and
the time allocated to this endeavour may vary. The school has been known to offer
a variety of forms of assistance to students who encounter difficulties in achieving
their objectives. It is acknowledged that the degree of independence of the
founder is considerable, particularly in the context of close cooperation with the
school. Consequently, the education of students with special needs can be
organised in a variety of ways. The range of available support may include the
following options:

e students who need special support have written action plans/equivalents
to our IVP, developed in collaboration with the students themselves, their
parents, and relevant professionals;

e teachers receive consultations from the school's special education
teacher;

e the school special education teacher or assistant helps the teacher or
works with the student for a longer or shorter period of time as part of
larger group activities;

e the student receives teaching materials adapted to their needs;

e the student leaves the larger group for alimited time to work with the
school special educator;

e the teaching assistant works with a student who needs special support, or
in the student's classroom;

e the student who needs special support works in a group of students with
similar needs for alonger or shorter period of time within the same
school;

e teachers are supported by the local information center;

e resource centers at the local level can obtain support from an advisor
from the National Agency for Special Education and Schools.

The Swedish curriculum, Lédroplan fér grundskolans obligatoriska del,
férskolans klass och fritidshemmets kursplan, has been in force since July 2011 and
underwentrevisions in 2018 and 2019. The curriculum delineates the educational
objectives and overarching principles that guide its implementation. Two
categories of objectives can be distinguished: firstly, those that should be aspired
to; and secondly, those that are obligatory. A further objective is to ascertain the
direction in which the school is to be developed, with a view to ensuring the
enhancement of its quality. The objectives that must be accomplished are
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indicative of the minimum outcomes expected of students upon completion of
their education. It is the responsibility of the educational establishment to ensure
that students receive the necessary support to achieve these goals.

The curriculum is developed by the Swedish National Agency for Education
(the equivalent of the National Institute for Education and Youth in Slovakia) and
is subject to approval by the government. It delineates the overarching focus and
substance of each discipline, while establishing the objectives to be accomplished
in each subject, as well as the objectives to be achieved by the third, fifth, and ninth
grades. Regulations concerning teaching methods and the utilisation of teaching
aids (books, computers, etc.) are non-existent.

The personalised approach to curriculum development is demonstrated by
the linkage of teaching plans to the values set out in the core curriculum and to
the content of subjects and the knowledge, skills, and attitudes that students
should have acquired by the end of compulsory education. The selection of
teaching materials and methods is delegated to teachers and students. It is
imperative that cooperation between school management and students in
creating a school education programme based on the curriculum is included as an
objective in the curriculum approved by the school management. The curriculum
is considered to be one of the pillars of a personalised curriculum (OECD 2020a,
2020b, 2021).

Theoretically, teaching methods themselves are not subject to official
regulation; however, the national curriculum recommends the use of exploratory
and student-centred methods, an interdisciplinary approach, and thematic
teaching. In practice, this signifies that students in Swedish schools select their
own tasks and methods within their individual education plans. A number of
schools adopt alternative pedagogical approaches, including Montessori and
Waldorf methodologies. The curriculum underscores the significance of
interaction between individual subjects; however, this assertion remains largely
unelaborated. It is acknowledged that pupils may be taught in groups of the same
age or in mixed-age groups. In accordance with the provisions stipulated within
the Education Act, it is imperative that educators possess the requisite
qualifications to teach their designated subjects. Exceptions to this protocol may
be made in the event that there is a lack of suitably qualified staff.

Within the context of compulsory education, educators are atliberty to select
and employ teaching materials, including but not limited to books, audiovisual
resources, ICT, and so forth. There exists no compendium of obligatory literature.
It is an established fact that educational institutions procure teaching materials
from a variety of publishing houses and subsequently disseminate these materials
to pupils at no cost. The utilisation of ICT as a tool for all types of learning and as
an aid to teaching development is well-documented. The Swedish National Agency
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for Education's website proffers a selection of complimentary online tools for
educators who may wish to avail themselves of them.

Despite the absence of an official institution responsible for the production
of teaching materials for mainstream schools, the National Agency for Special
Education and Schools (Specialpedagogiska skolmyndighe) is responsible for the
development and production of teaching materials for special education, with
a primary focus on students with disabilities. Furthermore, the agency adapts
products from regular commercial publishers so that students with different
types and degrees of specific learning disabilities can use these materials. The
agency's remit extends to the coordination of state support for teaching materials
intended for the education of students with special needs.

Furthermore, there is an absence of official regulation pertaining to the
number, scope, and frequency of homework assignments. The decision regarding
the allocation of resources is entirely within the purview of the relevant school or
teacher of the specific subject.

In Sweden, grades are allocated to pupils from the sixth grade onwards. This
includes Sami schools (sameskolan/schools for pupils of Sami nationality), schools
for pupils with intellectual disabilities (sdrskolan) (if grades are given), and
special schools (specialskolorna/health disadvantages other than intellectual
disabilities) from the seventh grade. The introduction of grades from the sixth
grade occurred in the 2012/13 academic year; prior to this, grades were awarded
from the eighth grade.

Should a school have concerns that a student will not achieve the objectives
set out in the curriculum for the third, sixth, and ninth grades, it is the school's
responsibility to develop a programme of measures to be taken. It is imperative
that the student and their parents/guardians are given the opportunity to
participate in the development of the programme. In the event that a student does
not achieve success in a given subject, that subject will not be assigned a grade.
Instead, a written assessment is prepared that identifies the student's abilities for
further study.

It is an established fact that pupils automatically move up to the next grade
each year. The school principal may, after consulting with the pupil's parents or
at the request of the pupil's parents/guardians, decide that the pupil will not
progress to the next grade, but this is exceptional. It is incumbent upon the
educational establishment to adapt its pedagogical approach in order to ensure
that pupils achieve the set objectives. In most cases, several additional support
measures are utilised prior to the proposal that a pupil should not be promoted
to the next grade. It is the prerogative of the school principal, during the academic
year, to determine the placement of a student in a higher grade level, provided
that the student is deemed to be gifted and this decision is consented to by the
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parents of the student.

Upon completion of compulsory schooling, a report card is issued to the
student, detailing their final grades in various subjects, subject groups, and
elective subjects. All subjects are taught as courses that can last from several
months to several years. Report cards are to be completed by the teacher and
signed by the school principal. The grades on the report card issued in the ninth
grade are determined using nationally developed assessment criteria in
conjunction with the curriculum for each subject.

The total score of astudent, which is used for applications to secondary
schools, is calculated by taking the student's grades in subjects and converting
them into numbers using the following conversion table: The numerical values
assigned to these elements are as follows: E=10,D = 12.5,C=15,B=17.5,and A
= 20. It is evident that, in this particular instance, the maximum attainable score
is 340 points for students who are undertaking 17 subjects. Depending on
whether or not they elect to enrol in an additional language course in addition to
the 16 compulsory subjects, students may be awarded between 16 and 17 grades.
Students who have not studied any foreign languages, or who have studied
Swedish or English in lieu of other languages, will have a maximum of 16 grades
at their disposal. Consequently, they will be unable to attain a score in excess of
320.

The sixteen subjects used to calculate the total score must include three core
subjects: English, Swedish, and mathematics. If a student fails any of the core
subjects, they are not eligible to study at upper secondary school. However, the
student can still attend an introductory program for upper secondary school
(introduktionsprogram), either to gain competence in the core subjects and begin
studying at upper secondary school, or to gain skills for entering employment.

Conclusion and suggestions for consideration

Despite the existence of dichotomies within differing perspectives on
curriculum personalisation, there are some recurring elements that influence
curriculum components and render them sufficiently flexible to address the
following challenges:

¢ taking into account the needs and potential of the student,

e student responsibility for the learning process,

e recognizing the student's pace,

e assessing personal progress.

A personalised curriculum is predicated on an individual approach to each
student. The importance of classroom work in observing different ways of
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working and recognising diverse learning methods cannot be overstated.

The fundamental difference between the Czech Republic and Sweden is the
degree of autonomy and centralisation. In the Czech Republic, the level and scope
of support is explicitly defined in a catalogue of support measures, which is then
reflected in the personalisation of the curriculum. In Sweden, the type and scope
of support is not formally and explicitly defined.

Within the Czech Republic, each subject is subject to a precise delineation of
the minimum recommended level of knowledge for pupils. In Sweden, there are
four levels of knowledge. During the period of compulsory education, pupils are
required to complete 16 subjects. In three of these subjects (English, Swedish, and
mathematics), a certain grade must be achieved in order to progress to the next
level of education. The summative assessment of grades, including those
designated as 'E', is a pivotal factor in determining progression to the subsequent
level of education. It is evident that the criterion of the sum of grades in Sweden
is commensurate with the minimum recommended level in the Czech Republic.

The present study demonstrates that a personalised curriculum can serve as
apractical lever for inclusion when structural arrangements and classroom
pedagogy are coherently aligned to the diverse needs of learners with special
educational requirements. A comparative analysis of the Czech and Swedish
systems reveals two viable yet contrasting pathways. The Czech dual-level
framework (FEP-SEP) anchors personalisation in explicitly codified support
measures, including minimum recommended adjustments to expected outcomes
for learners with mild intellectual disabilities. This provides teachers with clear
reference points for adapting content and assessment. In Sweden, the
implementation of decentralised governance and learner-centred planning
(action plans co-constructed with students, families and specialists) has been
shown to cultivate autonomy and flexible instructional environments grounded
in national values of equity and democratic participation. In both contexts,
effective personalisation is contingent upon learner agency, differentiated pacing,
formative assessment, and responsiveness to local conditions, whilst ensuring
that safeguards are in place against stigma through coherent expectations and
transparent progress monitoring. The capacity to implement such changes
remains pivotal. In order to translate policy into adaptive curricular practice that
promotes equity, engagement, and progression for diverse student populations,
sustained professional competence, multi-professional support structures, and
institutional readiness are prerequisites. The functional equivalence between the
Czech minimum recommended outcomes and Sweden's summative grade
thresholds demonstrates that divergent accountability designs can ultimately
converge on the same inclusivity objective, namely ensuring pathways that are
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both personalised and standards-referenced.
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INCLUSION IN MUSIC EDUCATION: QUALITATIVE
INSIGHTS FROM EL SISTEMA AND RESIDENTIAL
CHILDCARE CONTEXTS !

Inkluzivne hudobné vzdelavanie: Kvalitativne poznatky z kontextu
El Sistema a rezidencnej starostlivosti o deti

Alois Danék,?> Dagmar Safrdnkovd3

Abstract: This article examines inclusive music education through the lens of long-term qualitative
research conducted in socially and educationally marginalised settings. The analysis draws on two
interconnected domains: the El Sistema music and social programme and empirical work in residential
childcare. Rather than approaching inclusion as a policy construct, the study attends to everyday
practices and meanings emerging where music intersects with vulnerability and disrupted development.
The research is grounded primarily in qualitative inquiry and informed by Participatory action research,
drawing on interviews, participant observation, field documentation, and case-based analysis. Findings
suggest that music can support participation, emotional regulation, and the formation of a coherent sense
of self, while also revealing persistent structural and institutional constraints. Attention is paid to
researcher personality and ethical complexity in these environments. The article argues that inclusion in
music education is relational and context-dependent, and that qualitative approaches, including
Participatory action research, are particularly suited to capturing this complexity, despite their limited
generalisability.

Keywords: inclusive education, residential childcare, El Sistema, special education, Participatory action
research, qualitative research.

Abstrakt: Tento cldnok skuma inkluzivne hudobné vzdeldvanie cez prizmu dlhodobého kvalitativnheho
vyskumu realizovaného v socidlne avzdelanostne marginalizovanych prostrediach. Analyza cerpd
z dvoch prepojenych oblasti: hudobného a socidlneho programu El Sistema a empirickej prdce v oblasti
ustavnej starostlivosti o deti. Namiesto toho, aby sa inkluzivnost' vnimala ako politicky konstrukt, Stidia
sa zameriava na kaZdodenné praktiky avyznamy, ktoré vznikaju tam, kde sa hudba pretina s
ohrozenostou a narusenym vyvojom. Vyskum je zaloZeny predovSetkym na kvalitativnom prieskume
a participativnom akénom vyskume, pricom Cerpd zrozhovorov, pozorovania icastnikov, terénnej
dokumentdcie a analyzy konkrétnych pripadov. Zistenia naznacuji, Ze hudba méze podporovat’ tcast,
emociondlnu reguldciu a formovanie koherentného pocitu seba samého, pricom zdroveri odhaluje
pretrvdvajiice strukturdlne a instituciondlne obmedzenia. Pozornost sa venuje osobnosti vyskumnika
a etickej zloZitosti v tychto prostrediach. Cldnok konstatuje, Ze inkliizia v hudobnej vychove je vztahovd
a zdvisld od kontextu a Ze kvalitativne pristupy, vrdtane participativneho akcéného vyskumu, su napriek
svojej obmedzenej generalizovatelnosti obzvldst vhodné na zachytenie tejto zloZitosti.

Klicové slova: inkluzivne vzdeldvanie, starostlivost’ o deti v detskych domovoch, El Sistema, Specidlne
vzdeldvanie, participativny akény vyskum, kvalitativny vyskum.
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Introduction

Inclusion in music education is frequently emphasised in institutional and
curricular discourse, yet its meaning becomes uncertain when confronted with
the lived realities of marginalised childhoods. In contexts marked by disrupted
attachment, educational discontinuity and restricted access to cultural
participation, music is rarely experienced as a conventional enrichment subject.
Instead, it appears as a fragile opportunity for connection, self-articulation and
recognition, while at the same time remaining embedded in normative
expectations that may inadvertently reproduce new forms of exclusion. Over the
past decade, our research in this area has increasingly focused on environments
where inclusion is not merely aspirational but ethically imperative. Two contexts
are especially instructive. The first is the El Sistema music and social programme,
internationally recognised for its ambition to combine musical training with
broader social aims. The second is residential childcare, understood not only as
an educational setting, but as a complex institutional environment shaped by
instability, routine, and the enduring impact of adverse life experiences. Although
both contexts articulate a promise of inclusion through music, they operate within
markedly different social, cultural and emotional landscapes.

These distinctions invite a critical interrogation of what inclusion in music
education involves in practice and whose experiences it meaningfully addresses.
This article does not pursue a quantitative evaluation of effectiveness. It is
grounded primarily in qualitative inquiry and informed by participatory action
research, drawing on longitudinal field engagement, interviews, participant
observation, reflective documentation and case-based interpretation. Attention is
directed to the ways in which children and young people with diverse educational
needs experience, interpret and, at times, resist musical participation, as well as
to the institutional and relational conditions under which such experiences take
place. Inclusion is thus approached not as afixed or stable outcome, but as
a situational and relational process, continually shaped through interaction. By
foregrounding lived experience and contextual complexity, the article contributes
to ongoing debates on the possibilities and limits of inclusive music education. It
suggests that music can open spaces for agency, belonging and emotional
expression, while remaining constrained by structural, organisational and
pedagogical factors. Within this frame, qualitative approaches are shown to
provide a necessary depth of understanding, capturing nuances and tensions that
remain inaccessible to standardised, outcome-oriented perspectives.
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El Sistema: music and social programme

El Sistema is a globally recognised music and social programme established
in Venezuela in 1975 (Tunstall, 2013). Its founder, the musician and economist
José Antonio Abreu, was firmly convinced that music could serve as an effective
instrument of social change and as aresponse to processes of exclusion and
marginalisation (Booth & Tunstall, 2014). At the time of the programme’s
inception, Venezuelan society was affected by deep poverty, rising unemployment
and increasing levels of criminal activity. These conditions disproportionately
affected the most vulnerable members of the population, particularly children,
whose everyday lives were marked by instability, insecurity and alack of
meaningful opportunities for development.

In response to this situation, Abreu initiated a model of free, accessible music
education aimed at children from socially disadvantaged backgrounds. Musical
activity was conceived not merely as artistic training, but as a structured and
protective environment capable of reducing social risks associated with violence,
delinquency and disengagement. With the support of the Venezuelan government,
Abreu established a national youth orchestra movement that came to be known
as El Sistema, literally “The System”. Its official institutional name was Fundacién
del Estado para el Sistema Nacional de las Orquestas Juveniles e Infantiles de
Venezuela (FESNOJIV), which may be translated as the National Foundation for
the System of Youth and Children’s Orchestras in Venezuela (Tunstall & Booth,
2016). In later years, FESNOJIV was renamed the Simén Bolivar Music
Foundation; however, the designation El Sistema has remained in widespread use
in both professional and academic discourse.

From its earliest stages, the programme’s social orientation was repeatedly
emphasised. Music was positioned not as an end in itself, but as a medium through
which social regeneration, human dignity and civic responsibility could be
cultivated. Authors examining El Sistema frequently identify several foundational
principles underpinning its philosophy, including the pursuit of social
transformation, the central role of ensemble music-making, ahigh level of
intensity in pedagogical practice, unrestricted accessibility and a strong emphasis
on cooperation and community engagement (Booth, 2017; Govias, 2011).

At the core of the programme lies the idea of social change achieved through
active participation in a collective musical body. Children and young people are
not positioned as passive recipients of support, but as contributing members of
an ensemble in which individual responsibility is inseparable from group
cohesion. Musical excellence and social development are understood as mutually
reinforcing processes rather than hierarchical or competing goals. Progress in one
domain is seen as intrinsically linked to progress in the other.

Musical experience within El Sistema is gained primarily through ensemble
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participation. The collective dimension is not a supplementary element but the
defining pedagogical feature of the programme. Learning together, listening to
one another, and contributing to ashared artistic outcome are presented as
powerful pathways to acquiring both musical competence and social awareness.
Through ensemble practice, participants encounter discipline, mutual respect and
a sense of shared purpose that extends beyond individual achievement.

Rehearsals take place with considerable frequency and intensity. Regular
meetings of orchestras and choirs are accompanied by rehearsals that often
extend over several days each week. Public performance plays a significant role
in the life of the ensemble, creating opportunities for participants to present their
progress, experience recognition and build confidence in public settings. These
performances are not framed as competitions, but as moments of collective
affirmation and visibility within the community.

Accessibility is a defining ethical principle of El Sistema. Participation is free
of charge and open to all children, regardless of social origin, prior musical
experience or assessed talent. No entrance examinations are required.
Instruments are provided, maintained and repaired by the organisation, thereby
removing one of the most substantial barriers commonly associated with formal
music education. Although the programme was primarily designed for those in
situations of social disadvantage, no child is rejected on the basis of background
or ability.

Cooperation extends beyond the internal structure of the ensemble. El
Sistema actively seeks engagement with families, schools, local communities and
other cultural institutions. Collaboration is understood as essential to the
programme’s sustainability and social impact. This openness is not limited to
initiatives directly inspired by El Sistema, but reaches into the broader network
of music education and cultural life, reinforcing the connection between artistic
practice and the social environment in which it is embedded.

In the Czech Republic, several ensembles and initiatives have drawn
inspiration from the ideas of El Sistema. Among the most prominent is the
orchestra of the Harmony Foundation, which constitutes the primary focus of the
present study. Its activities, organisational model and educational philosophy
reflect many of the principles articulated by El Sistema, while simultaneously
responding to the specific cultural, institutional and social conditions of the Czech
context.

Another certainly interesting model implementing the El Sistema concept in
the Czech Republic is also the activity of the association Véjit (Kladno), which
offers especially children from socially disadvantaged backgrounds to play
a musical instrument with the possibility of later inclusion in the Vejir Orchestra.
The lessons implement the methods and approaches of El Sistema and are one of

74



Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

the ways not only to promote music education but also to prevent risky behaviour.
We also encounter the implementation of El Sistema in a number of primary
schools in the Czech Republic (projects, innovations, etc.), where not only the
socio-cultural overlap of playing musical instruments together is evident, but also
the inclusive and motivationally innovative way of teaching, supporting the
perception of music and the development of music education without age, social
and instrumental barriers.

Residential childcare as a context for musical experience

Residential childcare represents a highly specific educational and social
environment in which everyday life is shaped by institutional routines, disrupted
family trajectories and accumulated experiences of instability (Danék et al., 2023,
Starek & Vlach, 2025). Unlike school contexts, which tend to be organised around
relatively stable peer groups, curricular continuity and educational progression,
residential childcare is marked by fluctuating group compositions, varying
lengths of stay and biographies fragmented by repeated transitions. For many
children, trust in adults, confidence in institutional structures and a positive
relationship to learning have already been significantly compromised by earlier
experiences of neglect, separation or rejection. These conditions fundamentally
influence not only academic development, but also the ways in which children
approach expressive, relational and creative domains, including music.

Within this setting, music assumes an ambivalent yet potentially powerful
role. On one level, it may appear peripheral in relation to the immediate priorities
of care, behavioural regulation and educational remediation. On another, it can
become one of the few spaces in which children encounter continuity without
explicit demands for verbal articulation, cognitive performance or behavioural
self-monitoring. Musical engagement offers opportunities for non-verbal
expression, for embodied participation and for the experience of shared attention
that does not rely on narrative coherence or biographical disclosure. In this sense,
music in residential childcare cannot be reduced to acurricular enrichment
activity; it occupies a liminal space between education, emotion and relationship,
shaped as much by context as by content.

Field experience suggests that children in residential care rarely approach
music through the lens of formal musical training (Danék, 2024). Their
engagement tends to be situational, often spontaneous and closely linked to
affective states, memories and the immediate social climate within the group. A
melody may serve as a container for unarticulated emotion, a song may evoke
associations with life beyond the institution, or rhythm may offer a channel for
the release of accumulated tension. In group settings, musical activity can
strengthen a sense of belonging through synchrony and shared structure, while at
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the same time exposing vulnerabilities, hierarchies and patterns of comparison
that reflect broader experiences of exclusion. These tensions are not incidental.
They mirror the complex relational dynamics that characterise institutional life
and the fragile nature of social trust within it (Arnadottir et al., 2025; Starek &
Vlach, 2025).

From the perspective of inclusive education, residential childcare therefore
presents both a challenge and an opportunity. It challenges simplified narratives
that portray music as inherently beneficial or universally accessible. At the same
time, it offers a critical mirror through which the meaning of inclusion may be
reconsidered. In this context, inclusion cannot be equated with mere participation
or the physical presence of children in a musical activity. It must instead be
understood in terms of subjective experience: whether children feel seen, heard
and recognised through their musical engagement, whether they perceive
themselves as legitimate participants, and whether music contributes to a sense
of continuity in lives otherwise marked by disruption (Danék, 2024).

At the structural level, the conditions of residential childcare impose clear
constraints on any sustained musical programme. High staff turnover, limited
access to trained music educators, restricted material resources and the constant
negotiation of priorities between care, safety and education often limit the
possibility of systematic and long-term musical engagement. Even when
enthusiasm and commitment are present, discontinuity in personnel and in
children’s placement frequently interrupts developmental trajectories that would
elsewhere support gradual musical growth. These realities render any
prescriptive or standardised model of music education insufficient. What remains
possible, however, are situated, responsive forms of musical practice that emerge
in relation to the lived conditions of the environment (Danék, 2025).

It is important to note that the present article is not intended to provide an
extensive institutional or legislative analysis of residential childcare. Such aspects
have been addressed in our previous research, where the system, its practices and
its challenges have been examined in greater detail from pedagogical and
psychosocial  perspectives. Readers interested in acomprehensive
contextualisation of residential childcare are therefore directed to these earlier
publications (Danék et al., 2023). In the current study, residential childcare
functions primarily as a lived and experienced space in which musical encounters
take place, rather than as the central object of institutional description.

The focus lies instead on how music is experienced, negotiated and
attributed meaning within this environment. Attention is directed to the
subjective and relational dimensions of musical engagement, as these are shaped
by individual histories, interpersonal dynamics and the broader institutional
climate. This emphasis on lived experience, situated meaning and relational
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process directly informs the methodological orientation of the study. In order to
access these dimensions with sufficient depth and sensitivity, the research is
grounded in a qualitative framework and informed by principles of participatory
action research. The following section therefore outlines the methodological
foundations of the study, including its epistemological positioning, data collection
procedures and analytical strategy. More generally, music can be considered both
a therapeutic and educational framework (authors' note: music therapy and
musicophilia). Our perspective, however, leans towards a more pedagogically
inclusive approach (beyond just musicophilia). An individual's unique musical
background intertwined with socio-cultural factors is always crucial in this
context.

Research design

Across a series of studies devoted to the relationship between music and
residential childcare, the research design has been deliberately shaped by the
complexity, sensitivity and contextual specificity of the institutional environment
(Hamilton & Corbett-Whittier, 2013; Van Manen, 2018). Rather than relying on
asingle, fixed methodological model, the design evolved in response to the
realities of the field and to the voices of children and professionals with lived
experience of residential care. The guiding principle throughout this work has
been to understand music not as an isolated educational variable, but as
a situated, relational and culturally mediated practice embedded in everyday
institutional life (Biggerstaff & Thompson, 2008). The research has consistently
been grounded in qualitative inquiry. This orientation reflects the conviction that
the most significant dimensions of musical experience in residential childcare,
including meaning-making, emotional resonance, belonging, resistance and
identity construction, cannot be adequately captured through standardised
measurement alone (Rajasinghe, 2020; Van Manen, 2018). Instead, they require
interpretive approaches capable of engaging with ambiguity, contradiction and
subjectivity. For this reason, the studies have predominantly employed an
interpretive and constructivist stance, acknowledging that knowledge is co-
created in interaction between the researcher and participants and that meaning
emerges through contextually embedded interpretation (Charmaz & Thornberg,
2021).

Participatory Action Research (PAR) has served as an overarching
framework in anumber of projects. Its relevance lies not only in its
methodological orientation, but in its ethical and relational implications (Baum et
al,, 2006; McIntyre, 2008). In institutional environments where children’s voices
are frequently marginalised, PAR offers a structure through which participants
may influence the direction of inquiry, reflect on their own experiences of music
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and, in selected cases, become co-agents in shaping musical activity itself
(Shamrova & Cummings, 2017; Flicker, 2008). Although the degree of formal
participation has varied across individual studies, the underlying ethos has
remained consistent: to approach children and young people not as objects of
observation, but as subjects whose perspectives carry epistemic authority
(Cornish etal., 2023).

Data have been generated in naturalistic settings through prolonged
presence in the field. The design therefore prioritises ecological validity and
attentiveness to everyday reality over experimental control (Grauer, 2012).
Musical encounters were observed as they unfolded in ordinary routines,
spontaneous interactions and organised activities within residential care. This
long-term engagement made it possible to perceive not only momentary
expressions, but also the gradual development of relationships, changes in
attitudes towards music and shifts in patterns of participation over time (Sirris et
al,, 2022).

In several instances, a case-oriented logic was integrated into the design in
order to allow for deep, contextualised insight into specific life situations (Carter,
2024; Shrestha & Bhattarai, 2021). These cases, including children who
experienced forced displacement or repeated institutional transitions, were not
selected for their representativeness but for their potential to illuminate critical
aspects of inclusion, resilience and identity negotiation through music (Takahashi
& Araujo, 2019). Such an approach is consistent with qualitative traditions that
value analytic richness over numerical generalisation (Wohlin & Rainer, 2022).

Across all phases of the research, reflexivity has remained a central
component of the design. The researcher’s position in relation to the field
required continuous reflection on presence, influence and interpretation,
particularly in an environment structured by asymmetrical power relations
(Charmaz & Thornberg, 2021). Rather than attempting to eliminate subjectivity,
the design seeks to make it visible and accountable, thereby strengthening the
transparency and trustworthiness of the knowledge produced (Alase, 2017).

This evolving qualitative design has provided acoherent yet flexible
framework for exploring the lived significance of music in residential childcare. It
has enabled a sustained examination of how musical experience intersects with
institutional life, social positions and individual biographies, while remaining
responsive to ethical complexity and the changing realities of the field (Jacobs &
Huldtgren, 2021; Shamrova & Cummings, 2017). This design forms the
methodological foundation for the analyses presented in the following sections.
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Qualitative Inquiry as a Meaning-Making Foundation for Inclusive Music
Education

Inclusive music education is frequently discussed in terms of organisational
strategies, curricular adaptations or differentiated teaching tools. Yet its most
essential dimensions often remain hidden from formal frameworks, situated
instead in the subtle textures of lived experience, relational presence and
subjective meaning. Qualitative inquiry offers a mode of engagement capable of
attending to these layers, not by imposing explanatory certainty, but by remaining
with complexity, ambiguity and contradiction. Within this perspective, inclusion
is approached not as apredefined outcome, but as adynamic process that
becomes intelligible only through attentive, context-sensitive and interpretive
exploration.This perspective then offers a range of interpretative and innovative
approaches to exploring the implementation of music within educational and
inclusive activities, including transdisciplinary overlaps (e.g. positive
reinforcement and relaxation training, ritual music programmes, support for
individual and cooperative activities, educational practices, etc.).

Inclusion beyond access

In contemporary discourse on inclusive education, inclusion is often reduced
to issues of access, participation rates, or the removal of visible barriers. While
these dimensions are undeniably important, they offer only apartial and
frequently misleading picture, especially in contexts such as residential childcare.
Access to a musical activity does not, in itself, guarantee that a child experiences
recognition, belonging, or safety within that activity. In practice, the same musical
setting can be experienced as liberating for one child and as alienating or anxiety-
provoking for another. This divergence cannot be understood through
quantitative indicators or attendance records; it becomes visible only when
attention is directed towards meaning, perception and lived experience.

Qualitative design makes it possible to approach inclusion not as a static
condition, but as asituated and continuously negotiated process. Through
observation, dialogue and interpretive engagement, it becomes apparent that
inclusion in music education does not unfold in alinear trajectory. It is
interrupted, fragile, sometimes temporary. Moments of connection may be
followed by withdrawal, resistance or indifference. These fluctuations are not
methodological “noise”; they are the very substance of inclusive experience in
institutional life. Qualitative inquiry is uniquely capable of attending to these
seemingly minor but deeply revealing shifts, allowing inclusion to be examined in
its real, often contradictory, form rather than through idealised representations.
In residential childcare, where personal histories are marked by discontinuity and
rupture, inclusion must be understood against a background of unmet needs,

79



STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Ro¢nik 14, 2025, & 3

disrupted attachments and ambivalent trust in adults and institutions. The value
of a qualitative approach lies in its capacity to place these dimensions at the centre
of analysis without attempting to normalise or simplify them. It offers a language
for recognising exclusion even when it is subtle, silent, or internalised. In doing
so, it strengthens the inclusive paradigm by insisting that inclusion cannot be
declared, measured or imposed, but only understood through attentive, context-
sensitive inquiry. The philosophy of mutual acceptance in a community setting
and full participation in society (including the development and modification of
inclusive music education) is an inherent fact of the inclusive paradigm.

Music as an embodied and relational practice

Music in residential childcare cannot be approached solely as a pedagogical
tool. It operates at the level of the body, memory and affect, often bypassing
cognitive processes that dominate conventional educational evaluation. Children
may not articulate in words what music evokes, yet their posture, their breathing,
their willingness to remain in a shared space, or their decision to withdraw, all
constitute meaningful data. These embodied responses are central to
understanding how music functions in relation to inclusion, safety and self-
perception. Qualitative methods enable researchers to attend to such embodied
phenomena without forcing them into predetermined categories. Through
sustained presence and careful interpretation, it becomes possible to observe how
musical engagement mediates proximity and distance, connection and isolation,
exposure and protection. A rhythm may ground achild who is visibly
dysregulated. A familiar melody may trigger fear as well as comfort. Silence during
a musical activity may reflect not disengagement, but a deeply internal process of
listening, remembering or self-protection.

These layers of experience resist standardisation. They require an approach
that honours ambiguity and accepts that meaning does not always resolve itself
into clarity. In this regard, qualitative design is not a compromise prompted by
the complexity of the setting. It is an epistemological necessity. Without it, music
risks being reduced to an intervention rather than recognised as arelational
event, shaped by the personal histories and emotional states of those who
participate in it. At the same time, qualitative engagement reveals that music is
not inherently inclusive. There are moments in which music reproduces
hierarchies, intensifies feelings of inadequacy or reinforces existing exclusions
within the peer group. These findings complicate overly optimistic narratives
about the transformative power of music. Yet it is precisely in this complexity that
the value of qualitative research becomes apparent. It allows music to be seen not
as a solution, but as a site where inclusion and exclusion are negotiated in subtle
and unpredictable ways. As well as a dynamic process of aligning emotional and
social perceptions of oneself and others within an inclusive setting.
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Voice, agency and the ethics of listening

One of the most significant contributions of qualitative design to the inclusive
paradigm lies in its relationship to voice. In residential childcare, children’s
experiences are often interpreted, documented and evaluated by others. Their
perspectives are mediated through professional language, institutional reports
and external judgements. Qualitative inquiry, particularly when informed by
participatory principles, offers a counter-movement: an attempt to listen rather
than to classify. This listening, however, is neither simple nor unproblematic.
Children do not always wish to speak. They may speak in fragments, in metaphors,
in music rather than in words. They may test the listener’s reliability, or protect
themselves through silence. A qualitative, inclusion-oriented design recognises
that these responses are meaningful in their own right. It understands that respect
for agency includes the right to withhold, to remain ambiguous, or to express
oneself in non-narrative ways. The ethical dimension of this process extends
beyond informed consent. It involves an ongoing attentiveness to what is being
asked, what is being given and what may be unintentionally taken. It requires
recognition of the researcher’s interpretive power and of the risk of transforming
lived experience into data that serve academic goals more than the participants
themselves. Within this tension, qualitative design demands a specific form of
responsibility. Inclusivity is no longer only afeature of the educational
environment, but also a criterion for the research process itself. In this sense,
qualitative methodology does not merely study inclusive practices; it performs
them. It practices patience, accepts uncertainty, and foregrounds relational
sensitivity over procedural efficiency. These characteristics mirror the very
qualities that inclusive music education seeks to cultivate. Cultivating inclusive
education can then promote inclusive coexistence, mental and spiritual
phenomena related to socio-cultural differences and individual peculiarities of
music perception.

Acknowledging the limits of qualitative understanding

The strengths of qualitative inquiry must be considered alongside its
inherent limitations. No matter how sensitive the approach, it cannot provide
total access to internal experience. Meaning is always partially constructed,
mediated by language, by memory, and by the presence of the researcher.
Interpretations remain situated, provisional and open to revision. Generalisation,
in its conventional statistical sense, is not the goal of this type of research. Instead,
it offers transferability through depth, inviting readers to recognise resonances
with their own contexts rather than universal truths. This form of knowledge may
appear less certain, less definitive, and yet it is often more honest in its
acknowledgement of complexity.
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There is also the risk of over-interpreting significance, of attributing meaning
where none is intended, or of romanticising resilience in order to counterbalance
hardship. A rigorous qualitative design therefore requires continuous reflexivity,
modesty in claims and a willingness to remain with unresolved questions. These
limits should not be viewed as weaknesses. They are part of an ethical stance that
refuses to simplify lives shaped by profound disruption. By confronting its own
boundaries, qualitative research reinforces rather than undermines the inclusive
paradigm. It recognises that inclusion is not an end-state to be reached, but an
ongoing effort that must remain attentive to uncertainty, difference and
incompleteness.

Implications for inclusive music education in practice

The insights generated through qualitative inquiry have implications that
reach beyond research and into pedagogical reflection. They do not translate into
rigid recommendations or standardised programmes. Instead, they suggest a shift
in orientation. Music educators in residential and other vulnerable contexts may
need to move away from a focus on performance outcomes and towards a deeper
attention to presence, relationship and emotional attunement. Inclusivity in music
education, seen through a qualitative lens, is less about perfect participation and
more about creating conditions in which a child can enter and leave, approach and
retreat, without shame or coercion. It involves an acceptance of irregularity,
inconsistency and silence as legitimate forms of engagement. It asks educators to
consider not only what is taught, but how space is held, how time is structured,
and how difference is received. In this respect, qualitative research does not
merely describe inclusive practice. It challenges the field to reimagine it. It shifts
the question from “How can we include children in music?” to “How does music
participate in children’s sense of self, safety and belonging?” The difference is
subtle, yet profound. It is in this reframing that qualitative design reveals its most
significant contribution to the inclusive paradigm in music education. Inclusively
and educationally, it is an open concept or model that holistically understands the
ethical limits of the environment, the influence of residential care and institutional
culture, the space for sharing while providing a sense of safety, the freedom of
choice and acceptance of natural responses, the emotional relationality and
certain rituals of the musical situation and causal relationships.

Conclusion

This article has examined inclusion in music education as a lived, situational
and relational process within the context of residential childcare. By placing the
El Sistema music and social programme in conceptual dialogue with institutional
experience, the study challenges simplified narratives of music as an inherently
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inclusive or universally beneficial practice. Music is shown to open spaces for
connection, emotional regulation and recognition, while simultaneously carrying
the potential to evoke vulnerability, reproduce hierarchies or deepen feelings of
exclusion. The qualitative and participatory design proved essential for accessing
these nuances. It allowed inclusion to be understood not as a declared outcome,
but as something that is continuously negotiated through subtle interactions,
embodied responses and fragile moments of trust. In this sense, qualitative
inquiry does not merely add depth to existing approaches; it reorients the very
questions that are asked about music and inclusion, shifting attention from
measurable participation to lived experience and meaning. The juxtaposition with
El Sistema further highlights the limits of transferability. While the programme
offers an inspiring vision of music as atool for social change, its underlying
assumptions cannot be uncritically transplanted into contexts shaped by trauma,
instability and institutional regulation. For instance, we mention the initiation of
the Big Noise programme in Raploch (Central Scotland) in 2008, which, overseen
by Sistema Scotland, aimed to positively impact the lives of the Raploch
community members. Borchert (2012) provides a critical perspective on El
Sistema by analyzing contemporary subjectivity within the cultural dynamics of
institutional discourse.

Residential childcare demands aform of musical engagement that is
responsive rather than prescriptive, flexible rather than programmatically fixed,
grounded in listening rather than in performance.

These insights raise questions that extend beyond the scope of the present
study. Under what conditions does music become a space of safety rather than
exposure? When does collective music-making support belonging, and when does
it reinforce difference? How might educators recognise moments of silence not as
failure, but as meaningful forms of participation? And how can inclusive music
education be sustained in environments where continuity itself is fragile? The
findings suggest that the deepest contribution of music to inclusion lies less in
what is produced than in what is made possible: presence, resonance and the
tentative reconstitution of agency. In contexts where life has been defined by
rupture, even a brief moment of shared sound may offer arare experience of
coherence. It is within these moments, often unnoticed by conventional
evaluation, that the transformative potential of inclusive music education quietly
resides.

Acknowledgment

The contribution is an overview study and, within the framework of the International Visegrad Project
ID 22420073 “Structures of Uncertainty: Inclusive Education in Central and Eastern European
Countries” (2024 - 2027)

83



STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Ro¢nik 14, 2025, & 3

REFERENCES

Alase, A. (2017). The interpretative phenomenological analysis (IPA): A guide to a good
qualitative research approach. International Journal of Education and Literacy Studies,
5(2), 9. https://doi.org/10.7575 /aiac.ijels.v.5n.2p.9

Arnadottir, H. A, Seim, S., & Kristinsdottir, G. (2025). Invisible children and young people in
Child Protection Services. European Journal of Social Work, 1-12.
https://doi.org/10.1080/13691457.2025.2493317

Baum, F. (2006). Participatory action research. Journal of Epidemiology & Community
Health, 60(10), 854-857. https://doi.org/10.1136/jech.2004.028662

Biggerstaff, D., & Thompson, A. R. (2008). Interpretative Phenomenological Analysis (IPA):
A Qualitative Methodology of Choice in Healthcare Research. Qualitative Research in
Psychology, 5(3), 214-224. https://doi.org/10.1080/14780880802314304

Booth, E. (2017). The Fundamentals of El Sistema: Which Inform and Guide El Sistema-
inspired Programs [online]. Retrieved from https://ericbooth.net/the-fundamentals-
of-el-sistema/

Booth, E, & Tunstall, T. (2014). Five Encounters With “El Sistema” International:
A Venezuelan Marvel Becomes a Global Movement. Teaching Artist Journal, 12(2), 69—
81. https://doi.org/10.1080/15411796.2014.878134

Borchert, Gustavo (2012) Sistema Scotland: a critical inquiry into the implementation of
the El Sistema model in Raploch. Retrieved from
https://theses.gla.ac.uk/4044/1/2012BorchertMMus.pdf

Carter, D. (2024). Case study as a research methodology. In D. Carter & A. Piccoli, Power,
Politics, and the Playground (1st ed., 5-7). Routledge.
https://doi.org/10.4324/9781003312451-2

Charmaz, K., & Thornberg, R. (2021). The pursuit of quality in grounded theory.
Qualitative Research in Psychology, 18(3), 305-327.
https://doi.org/10.1080/14780887.2020.1780357

Cornish, F., Breton, N., Moreno-Tabarez, U., Delgado, ]., Rua, M., de-Graft Aikins, A, &
Hodgetts, D. (2023). Participatory action research. Nature Reviews Methods Primers,
3(1), 34. https://doi.org/10.1038/s43586-023-00214-1

Danék, A. (2024). Inclusive Music Education: Opportunities for Children with Special
Educational Needs. AD ALTA: Journal of Interdisciplinary Research, 14(1), 41-45.
https://doi.org/10.33543/j.1401.4145

Danék, A. (2025). Fostering inclusion and skill development in childcare institutions:
Lessons from the Visegrad region. Problems of Education in the 21st Century, 83(5),
645-662. https://doi.org/10.33225/pec/25.83.645

Danék, A., Sotolov4, E., & Zolnov4, J. (2023). Czech and Slovak systems of institutional care.
AD ALTA: Journal of Interdisciplinary Research, 13(2), 50-54.

Flicker, S. (2008). Who benefits from community-based participatory research? A case
study of the positive youth project. Health Education & Behavior, 35(1), 70-86.
https://doi.org/10.1177/1090198105285927

Govias, J. A. (2011) The five fundamentals of El Sistema. Canadian Music Educator. 53 (1), p.
21-23. Retrieved from https://jonathangovias.com/wp-content/uploads/2011/09/
govias-five-fundamentals-of-el-sistema.pdf.

Grauer, K. (2012). A case for case study research in education. In S. R. Klein (Ed.). Action
Research Methods (69-79). Palgrave Macmillan US.
https://doi.org/10.1057/9781137046635_4

Hamilton, L., & Corbett-Whittier, C. (2013). Using case study in education research. SAGE.
https://doi.org/10.4135/9781473913851

84


https://doi.org/10.7575/aiac.ijels.v.5n.2p.9
https://doi.org/10.1080/13691457.2025.2493317
https://doi.org/10.1136/jech.2004.028662
https://doi.org/10.1080/14780880802314304
https://doi.org/10.1080/15411796.2014.878134
https://doi.org/10.4324/9781003312451-2
https://doi.org/10.1080/14780887.2020.1780357
https://doi.org/10.1038/s43586-023-00214-1
https://doi.org/10.33543/j.1401.4145
https://doi.org/10.33225/pec/25.83.645
https://doi.org/10.1177/1090198105285927
https://jonathangovias.com/wp-content/uploads/2011/09/govias-five-fundamentals-of-el-sistema.pdf
https://jonathangovias.com/wp-content/uploads/2011/09/govias-five-fundamentals-of-el-sistema.pdf
https://doi.org/10.1057/9781137046635_4
https://doi.org/10.4135/9781473913851

Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

Jacobs, N., & Huldtgren, A. (2021). Why value sensitive design needs ethical commitments.
Ethics and Information Technology, 23(1), 23-26. https://doi.org/10.1007 /s10676-
018-9467-3

Mclntyre, A. (2008). Participatory Action Research. SAGE.
https://doi.org/10.4135/9781483385679

Rajasinghe, D. (2020). Interpretative phenomenological analysis (IPA) as a coaching
research methodology. Coaching: An International Journal of Theory, Research and
Practice, 13(2), 176-190. https://doi.org/10.1080/17521882.2019.1694554

Shamrova, D. P, & Cummings, C. E. (2017). Participatory action research (PAR) with
children and youth: An integrative review of methodology and PAR outcomes for
participants, organisations, and communities. Children and Youth Services Review, 81,
400-412. https://doi.org/10.1016/j.childyouth.2017.08.022

Shrestha, P, & Bhattarai, P. (2021). Application of Case Study Methodology in the
Exploration of Inclusion in Education. American Journal of Qualitative Research, 6(1),
73-84. https://doi.org/10.29333 /ajqr/11461

Sindji, I. (2022). Participation of Children in Residential Care. In A. Falch-Eriksen & K. Toros,
Professional Practice in Child Protection and the Child’s Right to Participate (1st ed,,
89-101). Routledge. https://doi.org/10.4324/9781003150688-7

Sirris, S, Lindheim, T., & Askeland, H. (2022). Observation and Shadowing: Two Methods to
Research Values and Values Work in Organisations and Leadership. In G. Espedal, B.
Jelstad Lgvaas, S. Sirris, & A. Weeraas (Eds.), Researching Values (133-151). Springer
International Publishing. https://doi.org/10.1007/978-3-030-90769-3_8

Spolek VEjir (2025). VE&jir Orchestra. [online] Retrieved from
https://www.vejirkladno.cz/orchestr-vejir /

Starek, L., & Vlach, F. (2025). Professional training of prison service workers in the Czech
Republic: Historical development, aspects of importance and current challenges.
International Journal of Prison Health. https://doi.org/10.1108/IJOPH-06-2024-0028

Takahashi, A. R. W,, & Araujo, L. (2019). Case study research: Opening up research
opportunities. RAUSP Management Journal, 55(1), 100-111.
https://doi.org/10.1108/RAUSP-05-2019-0109

Tunstall, T. (2013). Changing lives: Gustavo Dudamel, El Sistema, and the transformative
power of music. W. W. Norton & Company, Incorporated.

Tunstall, T.,, & Booth, E. (2016). Playing for their lives: The global El sistema movement for
social change through music (First edition). W. W. Norton & Company.

Van Manen, M. (2018). Rebuttal Rejoinder: Present IPA For What It Is—Interpretative
Psychological Analysis. Qualitative Health Research, 28(12), 1959-1968.
https://doi.org/10.1177/1049732318795474

Wohlin, C,, & Rainer, A. (2022). Is it a case study?—A critical analysis and guidance. Journal
of Systems and Software, 192,111395. https://doi.org/10.1016/j.jss.2022.111395

85


https://doi.org/10.1007/s10676-018-9467-3
https://doi.org/10.1007/s10676-018-9467-3
https://doi.org/10.4135/9781483385679
https://doi.org/10.1080/17521882.2019.1694554
https://doi.org/10.1016/j.childyouth.2017.08.022
https://doi.org/10.29333/ajqr/11461
https://doi.org/10.4324/9781003150688-7
https://doi.org/10.1007/978-3-030-90769-3_8
https://www.vejirkladno.cz/orchestr-vejir%20/
https://doi.org/10.1108/IJOPH-06-2024-0028
https://doi.org/10.1108/RAUSP-05-2019-0109
https://doi.org/10.1177/1049732318795474
https://doi.org/10.1016/j.jss.2022.111395

STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Ro¢nik 14, 2025, & 3

INCLUSION OF SENIORS AGED 75+
BARRIERS AND OPPORTUNITIES FOR THEIR ENGAGEMENT
IN CONTEMPORARY SOCIETY

Inkluzia seniorov nad 75 rokov:
Prekazky a prilezitosti na ich zapojenie do siicasnej spolo¢nosti

Martina KarkoSovd?

Abstract: Population ageing is associated with increasing challenges related to social participation in
later life. Older adults may perceive various barriers that limit their engagement in social and community
activities, particularly in relation to digital technologies. The aim of this study was to examine perceived
social barriers among older adults, with a focus on gender differences and the role of perceived technology
barriers. Data were collected through a questionnaire survey and analyzed using independent samples t-
tests.The findings show that seniors who perceive technology as a barrier report significantly higher
overall barrier scores, whereas no significant gender differences were identified. These results highlight
the importance of digital confidence in supporting social participation among older adults.

Keywords: active ageing, barriers to inclusion, community participation, digital inclusion,
intergenerational relations, older adults, seniors 75+, social inclusion, social support.

Abstrakt: Starnutie obyvatel’stva je spojené s rasticimi vyzvami tykajiicimi sa socidlnej participdcie
v neskorsom veku. Starsi dospeli méZu vnimat’ rézne prekdzky, ktoré obmedzuju ich zapdjanie sa do
socidlnych a komunitnych aktivit, najmd v suvislosti s digitdInymi technolégiami. Ciel'om tejto Stidie bolo
preskimat’ vnimané socidlne prekdZky medzi starsimi dospelymi so zameranim na rodové rozdiely
a tilohu vnimanych technologickych prekdzok. Udaje boli zbierané prostrednictvom dotaznikového
prieskumu a analyzované pomocou t-testov nezdvislych vzoriek. Zistenia ukazuju, Ze seniori, ktori
vnimaji technoldgiu ako prekdzku, uvddzajii vyrazne vyssie celkové skére prekdzok, pricom neboli zistené
Ziadne vyznamné rodové rozdiely. Tieto vysledky zddrazriuji déleZitost' digitdlnej dovery pri podpore
socidlnej participdcie starsich dospelych.

Kliicové slova: aktivne starnutie, prekdzky zaclenenia, tcast komunity, digitdlne zaclenenie,
medzigeneracné vztahy, starsi dospeli, seniori nad 75 rokov, socidlne zaclenenie; socidlna podpora.

Introduction

Population ageing presents growing challenges related to social
participation and inclusion in later life. Older adults may experience various social
and psychological barriers that limit their engagement in everyday activities. In
recent years, digital technologies have become an important factor influencing
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social participation; however, for some seniors, technology is perceived as
a barrier rather than aresource. Such perceptions may contribute to broader
experiences of social exclusion. Previous research indicates that perceived
barriers are shaped by individual and social characteristics, including gender and
digital confidence. Understanding how these factors influence perceived barriers
is essential for developing effective interventions aimed at promoting active
ageing. The aim of this study is to examine perceived social barriers among older
adults, with a specific focus on gender differences and the role of perceived
technology barriers.

The research question guiding this study is: Do perceived social barriers differ
according to gender and whether technology is perceived as a barrier?

Theoretical foundations

The inclusion of seniors aged 75 and above is becoming an increasingly
urgent topic in contemporary society, closely linked to rising life expectancy and
the growing proportion of older adults in the population (World Health
Organization, 2020). Population ageing creates new social, health, and economic
challenges that require comprehensive approaches to supporting the engagement
of older individuals in community and public life (Phillipson, 2013). Seniors aged
75+ often face cumulative forms of disadvantage, such as declining health, limited
mobility, and social isolation, all of which can significantly restrict their
participation (Walker, 2019). Inclusive policy therefore emphasizes the need to
create conditions that promote active ageing, equal opportunities, and accessible
services (European Commission, 2018). A crucial prerequisite for inclusion is the
removal of barriers that prevent older adults from fully participating in social
interactions and decision-making processes (Kalache & Kickbusch, 1997).
Attention is also given to the prevention of ageism, which fundamentally
influences how older people are perceived and positioned within society (Butler,
1975). The inclusion of seniors aged 75+ requires interdisciplinary cooperation
among social services, healthcare systems, community organisations, and family
networks (OECD, 2021). An essential component of this issue is the strengthening
of digitalisation and the development of digital literacy, both of which can
significantly contribute to reducing social isolation (Seifert, Cotten & Xie, 2020).
Current research shows that older adults can become active agents of community
life when accessible and meaningful forms of engagement are made available to
them (Buffel & Phillipson, 2016). The outcomes of inclusive measures result not
only in improved quality of life for seniors but also in a more cohesive and socially
responsive society as awhole (WHO, 2015)Demographic Ageing of Older
AdultsDemographic ageing occurs as aresult of changes in patterns of
demographic reproduction and is characterised by shifts in the proportion of
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children and post-reproductive age groups within the population. This process
may be driven by two principal factors.The first is a relative deceleration in the
growth of younger age groups, most often caused by a decline in fertility and birth
rates. This type of ageing is referred to as “ageing at the base of the age
pyramid.”The second factor is an acceleration in the growth of older age groups,
resulting from a more rapid decline in mortality rates at higher ages. As life
expectancy increases, a larger proportion of individuals survive into old and very
old age. This process is known as “ageing at the top of the age pyramid.” In
practice, both types of ageing usually occur simultaneously.According to Miiller &
Kozakova (2006), “the populations of Europe and the Czech Republic are
characterised by an advanced degree of demographic ageing. The age structure is
undergoing significant changes: the proportion of older adults aged 60 or 65+ is
increasing, while the proportion of those under 15 is decreasing.”Projections by the
Czech Statistical Office indicate that by 2050, the Czech Republic will have half
a million people aged 85+ (compared with 101,718 in 2006) and nearly three
million people aged 65+. Life expectancy at birth is predicted to reach 78.9 years
for men and 84.5 years for women in 2050 (compared with 73.4 and 79.7 years in
2006).

It is anticipated that, between 2000 and 2050, economically developed
countries will see a threefold increase in the proportion of people aged 80+, while
the number of centenarians may rise more than fifteenfold. According to the most
recent demographic projections (Czech Statistical Office, 2012), the number of
individuals aged 65+ will continue to grow as larger post-war cohorts reach this
age. This trend will intensify during the first half of the 21st century, particularly
between 2011 and 2017, due to the ageing of the strong post-war generations.
The number of children aged 0-14 is expected to decline steadily until 2010,
increase modestly between 2010 and 2015, and then decrease again. From
1,589,766 children in 2002, the number is projected to fall to 1,173,004 by 2050
— a decline 0f 416,762.

The opposite pattern will occur among individuals aged 65+: from 1,417,962
in 2002, the number will rise to 2,956,079 in 2050 — an increase of 1,538,117
people, effectively more than doubling.
In terms of percentage representation, between 2002 and 2050:
e the share of children aged 0-14 is expected to decrease from 15.6% to
12.4 %,
e while the share of older adults aged 65+ is projected to rise markedly
from 13.9 % to 31.3 %.
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Demographic ageing therefore represents a profound shift in population
structure, with significant implications for social, health, and economic systems.

Specification of the 75+ Age Group
According to the World Health Organization (WHO), ageing can be divided into the
following stages:

e 64-74:earlyold age

e 75-89:advanced old age

e 90+:longevity

More recent scholarly literature (Miihlpacher, 2004) introduces the concepts
of the third age, referring to a period of relatively independent and active life in
older adulthood, and the fourth age, characterised by growing dependence on
others in meeting basic needs (Veteska, 2017, p. 42).

The period of 75+ is frequently accompanied by changes in functional
capacity, increasing medical complexity, and atypical disease trajectories. As
Sykorova (2007, p. 12) notes, “old age is more than other life stages associated with
transformations that may lead to an erosion of personal resources and adversely
affect an individual’s ability to maintain self-sufficiency and autonomy in decision-
making.”

Adults aged 75+ exhibit higher prevalence of chronic illnesses, cognitive
decline, and greater dependency on social and health services, making them
a particularly vulnerable group with respect to social exclusion (OECD, 2021). At
the same time, this age cohort faces heightened risks of loneliness, loss of social
support, and diminishing social roles — factors that can negatively affect overall
quality of life (Dahlberg & McKee, 2014). A defining characteristic of the 75+
population is its heterogeneity. Individuals differ considerably in their levels of
functional ability, economic resources, and social capital, which underscores the
need for differentiated and individualised interventions (Walker, 2019). In the
context of social inclusion, it is therefore essential to consider not only
chronological age but also the complex biopsychosocial profile of this group,
which fundamentally shapes their opportunities for engagement and
participation in society (WHO, 2020).

Inclusion in the 75+ Aged Category

The inclusion of older adults aged 75 and over represents one of the major
contemporary challenges in social policy and gerontology. This age group is often
referred to as the older old or the fourth age, as it is characterised by an
accumulation of biological, psychological, and social changes that can
substantially influence the degree of participation in social life (Baltes & Smith,
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2003). Inclusion in this stage of life cannot be reduced merely to the removal of
external barriers; it requires a comprehensive approach that integrates health
care, social support, access to services, and the strengthening of subjective
autonomy (WHO, 2015).

Adults aged 75+ face ahigher incidence of health complications, chronic
diseases, and functional limitations, which can reduce their opportunities for
active engagement in society (OECD, 2021). These factors contribute to an
increased risk of social isolation, which occurs in this age category up to twice as
often as in younger seniors (Dahlberg & McKee, 2014). Inclusion therefore
encompasses not only supporting the physical accessibility of community life but
also creating environments in which older adults are able to establish and
maintain social relationships that significantly influence their psychological well-
being and quality of life.

Digital inclusion plays a similarly important role. The digitalisation of public
services, banking, health care, and everyday communication has made digital
literacy a key prerequisite for social inclusion (Seifert, Cotten & Xie, 2020). Adults
aged 75+ are among those most at risk of digital exclusion. Support in this area—
whether through education, accessible technologies, or assistive services—is thus
an essential component of inclusive policy.

Equally important is the prevention of ageism. Age-related discrimination
and stereotypical views of individuals aged 75+ as passive, dependent, or less
valuable have adirect impact on their self-perception and willingness to
participate in social activities (Butler, 1975). Reducing ageist attitudes and
promoting positive narratives about later life therefore constitute important
elements of inclusion efforts.

Given the considerable heterogeneity of this age group, it is necessary to
develop differentiated strategies that reflect the health status, socioeconomic
resources, life histories, and individual characteristics of each older adult (Walker,
2019). Inclusion in the 75+ age category thus does not rely on universal
programmes but rather on respecting diversity, providing individualised
interventions, and reinforcing human dignity.

Overall, inclusion of adults aged 75+ is a key prerequisite for social cohesion,
active ageing, and the prevention of exclusion in later life (WHO, 2020).

Risk factors for social exclusion among adults aged 75+ are multifaceted and
include acombination of health-related, psychosocial, economic, and
environmental conditions that become particularly pronounced in this period.
Research indicates that with increasing age, the prevalence of chronic illnesses,
cognitive decline, mobility limitations, and functional dependence rises, all of
which affect the ability of older adults to participate in public life (WHO, 2015).
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Reduced physical fitness and declining health constitute major predictors of social
isolation and weakened participation.

Another key risk factor is loneliness and the loss of social roles. Individuals
aged 75+ are more likely to experience the death of a partner, loss of friends, and
weakening of broader social networks, resulting in reduced social support and
fewer opportunities for interaction (Dahlberg & McKee, 2014).

Economic disadvantage represents an additional significant factor. Older
adults in this age group often have limited financial resources due to lower
pension income and high costs of health care or assistive aids. This can restrict
access to quality services and activities that promote inclusion (OECD, 2021).
Economic insecurity directly affects housing options, mobility, and participation
in community programmes.

A specific contemporary risk factor is digital exclusion. As an increasing
proportion of public services, health care and communication moves online, older
adults who lack digital competencies may lose access to essential information and
social engagement (Seifert, Cotten & Xie, 2020). Low digital literacy thus
intensifies isolation and complicates social inclusion.

The environment in which older adults live also plays a significant role. A lack
of accessible infrastructure, limited transportation options, or the absence of
community centres can hinder contact with others and increase dependence on
support (Phillipson, 2013). Overburdened care systems further contribute to
exclusion, as they often lack the capacity to provide the individualised assistance
required to maintain autonomy and participation among adults aged 75+ (WHO,
2020).

Social Significance of Older Adults’ Participation in Society

The participation of older adults in society represents a key component of
a cohesive, inclusive, and intergenerationally balanced social structure. Active
engagement of seniors within the community contributes not only to their
personal well-being but also to the quality of the social environment as a whole.
According to the concept of active ageing defined by the World Health
Organization, participation is one of the three fundamental pillars of healthy and
dignified ageing (WHO, 2015). Thus, the involvement of older adults is not merely
an individual benefit but a social value that strengthens community cohesion,
participatory democracy, and intergenerational solidarity.

One of the most important aspects of this social contribution is the
enhancement of social capital. Older adults possess extensive life experience,
knowledge, and skills that are relevant to the wider community and can be applied
through volunteering, civic initiatives, or community activities (Buffel &
Phillipson, 2016). Research confirms that active participation of seniors supports
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intergenerational learning, the transmission of cultural values, and the stability of
social bonds (Villé et al., 2012). Socially active seniors are less threatened by
loneliness and depression, while simultaneously contributing to an improved
social climate within communities.

The engagement of older adults also carries significant economic value. Older
volunteers constitute an important workforce in the non-profit sector,
educational projects, and caregiving services, thereby complementing formal
support systems in a meaningful way (OECD, 2021). Family care provided by
seniors—for instance, support with grandchildren or assistance to adult
children—represents a substantial economic contribution that often remains
invisible in traditional economic indicators (Harper, 2014). Social participation
therefore contributes to the sustainability of social systems and reduces pressure
on institutional care.

The significance of senior participation also lies in strengthening their
autonomy and subjective quality of life. Engagement in meaningful activities
enables older adults to maintain identity, a sense of competence, usefulness, and
purpose—all of which play a crucial role in mental well-being (Walker, 2019).
Active social involvement helps prevent the risks of social exclusion, which are
significantly higher in later life, especially in the context of reduced mobility,
declining health, or loss of social roles (Dahlberg & McKee, 2014).

Specific Needs of Older Adults Aged 75+

Older adults aged 75 and over represent a demographic group characterised
by specific patterns of ageing and needs that differ significantly from those of
younger senior cohorts. This stage of life is often referred to as advanced old age
or the fourth age, as it is marked by a higher prevalence of chronic illnesses,
a decline in physical capacity, and greater functional dependency (Baltes & Smith,
2003). In the 75+ age group, mobility limitations, deterioration of sensory
functions, and increased demand for medical care, rehabilitation, and assistive
services are common (WHO, 2015). These health-related characteristics call for
a comprehensive and coordinated support system that integrates prevention,
rehabilitation, and long-term care.

Alongside physical changes, psychosocial needs play a significant role. In this
age category, the risk of loneliness, social isolation, and the loss of close
relationships increases, which may negatively affect mental health and overall
quality of life (Dahlberg & McKee, 2014). Maintaining psychological well-being
requires access to social contacts, regular communication with family or the
community, and opportunities for engagement in meaningful activities that
reinforce a sense of usefulness and identity.
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Economic factors also represent an important dimension. Adults aged 75+
often live with limited financial resources, which may restrict access to quality
services, adequate housing, and health care (OECD, 2021). A key characteristic of
this age group is its considerable heterogeneity. Within the 75+ population, we
find both highly functional and active older adults as well as those requiring
extensive support. This highlights the need for individualised services, flexible
models of care, and approaches that respect diverse life situations, preferences,
and values.

Overall, the needs of older adults aged 75+ are complex and encompass
health, social, psychological, and economic dimensions that must be addressed in
a coordinated manner within care systems and social policy.

Health Characteristics of Adults Aged 75+

The health status of older adults aged 75+ is characterised by considerable
variability; however, in this age group, risk factors associated with physical,
cognitive, and sensory decline tend to accumulate. With increasing age, the
prevalence of chronic conditions such as cardiovascular diseases, diabetes
mellitus, osteoarthritis, osteoporosis, and chronic obstructive pulmonary disease
rises (WHO, 2015). Multimorbidities—the co-occurrence of two or more chronic
illnesses—are also common and significantly affect independence and the need
for coordinated health and social care (Marengoni et al.,, 2011).

Declining physical capacity is further exacerbated by sarcopenia, loss of
muscle mass, and reduced balance, which increase the risk of falls, one of the
leading health concerns among adults aged 75+. Sensory decline—including
impaired vision and hearing—becomes more common and can reduce autonomy,
orientation, and safety in daily activities (OECD, 2021). Cognitive changes may
include slower psychomotor speed, impaired memory, and decreased attention;
more severe cognitive deficits and dementia occur with rising prevalence in this
age category (Prince et al, 2015). Mental health is frequently affected by
a combination of biological factors and psychosocial losses, which can lead to
depressive symptoms, anxiety, and heightened feelings of loneliness.

Health characteristics in the 75+ age group are closely linked to functional
independence. In this stage of life, the need for long-term care, rehabilitation, and
assistive technologies increases, as the ability to manage activities of daily living
(ADL) and more complex instrumental activities of daily living (IADL) declines.
Functional independence is a key predictor of long-term care needs and has
amajor influence on quality of life and the ability to remain in one’s home
environment (WHO, 2020). Support for independence requires rehabilitation,
occupational and physiotherapy, and the use of assistive technologies that can
delay or reduce the progression of dependency.
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Physical and Somatic Changes

Physical health in adults aged 75+ is characterised by a reduction in muscle
mass (sarcopenia), decreased strength, and impaired balance, all of which
heighten the risk of falls—one of the most frequent causes of hospitalisation and
loss of independence in this age group (WHO, 2015). Changes within the
cardiovascular system—such as arterial stiffness, hypertension, and heart
failure—are common. High prevalence of chronic illnesses, including type 2
diabetes, osteoarthritis, osteoporosis, and COPD, increases the need for medical
care and comprehensive monitoring of health status (OECD, 2021).

Sensory functions often decline significantly after age 75. In terms of vision,
macular degeneration, glaucoma, and cataracts are frequent; in hearing,
sensorineural hearing loss is common. These impairments significantly impact
safety, orientation, social communication, and overall quality of life. Sensory loss
also elevates the risk of isolation, depressive symptoms, and dependency.

Cognitive and Psychological Health

Cognitive changes in adults aged 75+ may include slower processing speed,
diminished short-term memory, and impairments in executive functions.
Although mild cognitive decline is common, the risk of dementia rises
considerably, with prevalence in this age group reaching 20-25% (Prince et al.,
2015). Cognitive impairments significantly affect functional independence and
may necessitate assistance or long-term care.

Psychological health is equally important. Depression, anxiety, and chronic
stress are frequently influenced by physical limitations, loss of social roles,
bereavement, or reduced social interactions (Dahlberg & McKee, 2014).
Loneliness is widely recognised as a key risk factor for adverse physical and
mental outcomes in later life.

Functional Independence and Long-Term Care

Ageing in the 75+ group is strongly associated with declining ability to
perform activities of daily living (ADL) and more complex instrumental activities
(IADL), such as shopping, cooking, financial management, or medication use.
Functional independence is a major determinant of long-term care needs and
strongly influences quality of life and the ability to remain at home (WHO, 2020).
Supporting independence involves rehabilitation, physiotherapy, occupational
therapy, and the use of assistive technologies.

Health Determinants and the Role of the Environment

The environment in which adults aged 75+ live plays a crucial role in health
outcomes. Accessibility, availability of health and social services, preventive care,
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and adequate nutrition are essential factors capable of mitigating the effects of
biological ageing. Older adults who live in supportive, safe, and socially active
environments show better physical and psychological outcomes than those living
in isolation or without adequate support (OECD, 2021)

Barriers to Social Inclusion

Barriers to social inclusion represent factors that prevent individuals or
groups from fully participating in the social, economic, cultural, and political life
of society. These barriers are multi-layered, encompassing individual, structural,
institutional, and cultural dimensions, and they often accumulate. As a result, they
threaten equal opportunities, social cohesion, and the ability of society to ensure
fair conditions for all (Levitas et al., 2007).

1. Economic Barriers

One of the most significant obstacles to social inclusion is economic
inequality. Low income, poverty, unemployment, and inadequate access to
housing can severely limit opportunities for social participation. Economic
exclusion often leads to restricted access to education, health care, social services,
and technology (OECD, 2019), thereby reinforcing further inequalities and
reducing overall participation.

2. Social and Community Barriers

Social isolation, lack of support networks, and limited opportunities for
community involvement are among the most common barriers to inclusion.
Individuals without social support are more vulnerable to loneliness,
marginalisation, and psychological difficulties, which further reduce their ability
to engage actively (Dahlberg & McKee, 2014). Social barriers may also be
strengthened by territorial segregation, for instance in socially excluded
neighbourhoods.

3. Institutional Barriers

Institutional barriers arise from insufficiently inclusive policies, rigid rules,
or administrative complexity. They also include limited availability of social and
health services, missing interdisciplinary collaboration, or financial barriers that
prevent individuals from using support programmes (Burchardt, Le Grand &
Piachaud, 2002). Institutional barriers have long-term effects because they create
structural inequalities and impede access to participation.

4. Cultural and Value-Based Barriers

Cultural barriers include discrimination, stereotypes, stigmatisation, and
prejudice. These barriers particularly affect groups vulnerable due to age,
disability, ethnicity, gender, or social status. Ageism, racism, and xenophobia
reduce acceptance and recognition, leading to lower participation and a sense of
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exclusion (Silver, 2015). Cultural barriers are deeply rooted and difficult to change
without long-term societal strategies.

5. Digital Barriers

In contemporary society, digital skills are essential. Limited access to digital
technologies, the internet, or insufficient digital literacy presents a major barrier
to inclusion, particularly for older adults, socially disadvantaged groups, and
individuals with disabilities (Seifert, Cotten & Xie, 2020). Digital exclusion
restricts access to information, services, and social engagement.

Individual Barriers

Mobility in older age is one of the most critical indicators of functional health,
independence, and overall quality of life. In the 75+ age group, mobility becomes
a central factor influencing the ability of older adults to remain active, engaged,
and independent in everyday activities. Changes in mobility during this period
result from acomplex interaction of biological, psychological, social, and
environmental factors that influence each other and can accumulate over time
(WHO, 2015).

Biological Factors of Mobility

Ageing is naturally associated with physiological changes that affect mobility.
Among the most significant is the loss of muscle mass—sarcopenia—which may
begin around age 60 but becomes more pronounced after age 75. It is
accompanied by reduced muscle strength, impaired coordination, and decreased
stability, leading to slower gait, shorter step length, and increased uncertainty in
movement. Joint changes such as osteoarthritis or osteoporosis may cause pain,
reduced range of motion, and increased fatigue during walking.

Multimorbidity — the co-occurrence of two or more chronic diseases — is
also common in this age group and can further limit mobility. Cardiovascular
diseases, diabetes mellitus, neurological disorders, and chronic obstructive
pulmonary disease increase the risk of limited mobility and loss of independence
(Marengoni et al., 2011).

Psychological and Cognitive Determinants of Mobility

Mobility is not only a physical ability but also a psychological process. Fear of
falling represents one of the key psychological barriers and may lead individuals
to restrict their movement even when not objectively necessary. In adults aged
75+, this fear is often heightened due to previous falls or impaired balance (Davis
etal, 2011). Cognitive functions — particularly attention, executive function, and
spatial orientation — are essential for safe mobility. Mild cognitive impairment or
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early-stage dementia can affect the ability to respond to obstacles, assess risks,
and plan movement.

Social Dimensions of Mobility

Mobility also has a significant social dimension. An older adult who can safely
move outside the home has greater opportunities to maintain social contacts,
participate in community activities, and engage in public life. Conversely, limited
mobility often leads to isolation, loneliness, and reduced psychological well-being,
which further decreases motivation to remain active. Mobility is therefore not
only a health matter but a central component of social inclusion.

Environmental Factors

The environment in which an older adult lives has a crucial impact on
mobility. Environmental barriers such as uneven pavements, high curbs, lack of
handrails, poor lighting, or poorly designed housing can restrict movement and
increase the risk of falls. Outdoor mobility is influenced by transport
infrastructure, public transportation availability, and the presence of safe,
accessible pathways (OECD, 2021). A well-adapted environment can support
mobility even in cases of significant functional limitations—for example, through
walkers, ramps, grab bars, or lifts.

Falls as a Key Mobility Issue

Falls represent one of the most significant health problems among older
adults. In individuals aged 75+, falls occur more frequently and have more severe
consequences—including fractures, hospitalisation, long-term immobility, and
sometimes permanent loss of independence. Falls also have psychological
consequences: they often trigger a “vicious circle” of fear of movement, leading to
reduced activity, further muscle weakening, and even greater fall risk. Effective
fall prevention involves physiotherapy, balance training, environmental
modifications, and education for both the senior and the family.
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Supporting Mobility

Supporting mobility in adults aged 75+ requires an interdisciplinary
approach. Physiotherapy, rehabilitation, regular physical activity, and exercises
aimed at strengthening muscles, balance, and flexibility are essential. Equally
important are assistive devices—canes, walkers, or wheelchairs—which help
maintain independence and safety. Support must also include education focused
on fall prevention and motivation for daily movement.

Health Limitations in Older Age (75+)

Health limitations in older age represent a complex set of physical, cognitive,
sensory, and psychological constraints that can affectindependence, quality of life,
and opportunities for social participation. In the 75+ age group, these limitations
often accumulate, interact, and may become progressive, making this population
particularly vulnerable. Health limitations are not only the result of biological
ageing but also reflect lifelong health factors, lifestyle, socioeconomic conditions,
and access to health care.

Physical Limitations

Physical limitations are most often associated with muscle loss (sarcopenia),
reduced lower-limb strength, decreased range of motion, and impaired balance.
These factors lead to slower walking, higher fatigue, and reduced ability to
manage daily activities. Chronic musculoskeletal conditions such as osteoarthritis
or osteoporosis can cause pain and increase the risk of falls and fractures.
Impaired cardiovascular or respiratory function may manifest as breathlessness,
reduced exercise tolerance, and diminished circulatory capacity, further reducing
physical activity.

Cognitive Limitations

Cognitive changes in adults aged 75+ commonly include slowed
psychomotor speed, weakened short-term memory, reduced attention, and
difficulties with planning or organisation. These limitations can significantly affect
independent functioning, orientation in unfamiliar environments, and the ability
to manage unexpected situations. Mild cognitive impairment (MCI) increases the
risk of dementia, and some individuals already show symptoms of
neurodegenerative diseases such as Alzheimer’s disease or vascular dementia.

Methodology
Sample

The study included 51 older adults aged 75-85 years (M = 77.5; SD = 3.2).
Women predominated (n = 46), with 5 male participants.

Living arrangements were categorized as:
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A - living alone (n = 25)

B - living with a partner (n = 4)

C - living with family (n = 11)

D - residential care (n = 11; excluded from A-C comparison)

For some analyses, age was dichotomized into:

<80 years
80+ years

Instrument — Barriers Questionnaire

The questionnaire contained demographic items and 12 barrier-related
items (Q4-Q15) measuring:

perceived social inclusion (Q4)

participation in community activities (Q5)
perceived societal respect (Q6)

frequency of contact with family/friends (Q7)
subjective loneliness (Q8)

involvement in intergenerational activities (Q9)
availability of social services (Q10)
availability of health services (Q11)
awareness of senior services (Q12)

mobile phone use (Q13)

internet use (Q14)

perceived technology barriers (Q15)

All items were scored so that higher scores = stronger perceived barriers:

favorable response — 0 points
mildly unfavorable — 1 point
moderately unfavorable — 2 points
strongly unfavorable — 3 points

A total Barrier Score was computed as the sum of Q4-Q15 (range 0-36).

Statistical Analyses
The following analyses were conducted:

Mean and standard deviation (SD) of total barrier scores
Two-sample t-tests comparing:
O women vs. men
o living arrangement groups (4, B, C)
age groups (<80 vs. 80+)
loneliness levels
internet-use groups
perceived technology barrier groups

O O O O
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o perceived social inclusion groups
The significance threshold was o = 0.05.

Results
Overall barrier score
e Mean=18.0
e SD=2.02

The sample reports amoderate level of barriers, with relatively low
variability.

Gender differences
e Women:M =179
e Men:M=18.6
t=-0.68, p = 0.53 — Not significant
Men and women report similar levels of barriers.

Living arrangement (A, B, C)

Group Description Mean Barrier Score
A living alone 17.5

B living with partner 18.8

C living with family 18.8

T-tests:

e AvsB—-t=-1.07,p=0.35
e AvsC—t=-1.80,p=0.088 (trend only)
e BvsC—>t=0.02,p=0.99

No significant differences, but group A tends to report slightly fewer
barriers.

(Graph “Average Barrier Score by Living Arrangement” will be generated
upon request.)

Age groups (<80 vs 80+)
e <80years:M=17.76
e 80+ years: M =18.50
t=-1.13, p =0.27 - Not significant
Older seniors show slightly higher barrier scores, but the difference is not
statistically meaningful.
Loneliness (Q8)
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Groups
e Low loneliness (0-1)
e Higher loneliness (2-3)

Scores
e Low:M=16.86
e High: M =18.83
t=-3.93,p <0.001 — Highly significant
Loneliness is a strong predictor of higher barrier scores.

Internet use (Q14)
e Usesinternet: M =17.88
e Does not / only with assistance: M = 18.12
t=-0.42, p = 0.68 — Not significant
Internet use alone does not strongly differentiate barrier scores.

Perceived technology barriers (Q15)
e Technota barrier: M =17.05
e Techisabarrier: M = 18.63
t=-2.82, p =0.008 — Significant
Those who perceive technology as a barrier report substantially higher
barriers overall.

Perceived social inclusion (Q4)

e Feelsincluded: M =17.88

e Does not feel included: M = 18.12
t=-0.42, p = 0.68 — Not significant

Results

Independent samples t-tests were conducted to examine differences in
perceived social barriers according to gender and perceived technology barriers.
The analysis revealed no statistically significant differences between women and
men in overall barrier scores. In contrast, a statistically significant difference was
found between participants who perceive technology as a barrier and those who
do not, with higher barrier scores reported by seniors who identified technology
as abarrier. These findings indicate that perceived technology barriers play
a more prominent role in shaping social barriers than gender.
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Table 1 Statistical analysis of selected perceived barriers (gender and technology)

Comparison [Group N Mean [Std. t df Sig. P Estimate
Dev. level
Gender Women 45 [17.93 R.03 0.68 4.89 (=0.05 [0.525 ns
Men 5 [18.60 R.07
Technology No 20 [17.05 .06 2.82 [36.16 =0.05 0.008 sig
barrier
Barrier 30 [18.63 [1.75

(Source: own compilation)

Legend:
N = number of participants; Mean = arithmetic mean; Std. Dev. = standard deviation; t = t-value; df =
degrees of freedom; p = p-value

Figure 1 Mean, SD and T-value for Gender Comparison (Women vs. Men)

Gender_Women_Men: Mean, SD, T-value

Mean sSD T-value

(Source: own compilation)

Caption

Figure 1 presents the comparison of barrier levels between women and men. The
chart displays the average barrier score (Mean), the standard deviation (SD), and
the t-value resulting from the t-test comparing the two groups.

Commentary

Women and men demonstrate very similar levels of perceived social barriers. The
t-value does not reach statistical significance, indicating that gender is not
a meaningful predictor in this dataset. Both groups show comparable variability,
suggesting that barriers affect seniors similarly regardless of gender.
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Figure 2 Mean, SD and T-value for Living Arrangement: Living Alone vs. With
Partner (A vs. B)

Living_ A _B: Mean, SD, T-value

Mean sD T-value

(Source: own compilation)

Caption

Figure 2 illustrates the comparison of seniors living alone (A) and those living with
a partner (B). The graph reports the mean barrier score, standard deviation, and
t-test value.

Commentary

Although seniors living alone show slightly lower barrier scores than those living
with a partner, the t-value indicates that the difference is not statistically
significant. The findings suggest that living arrangement alone does not determine
perceived barriers, and individual differences may play a larger role.

Figure 3 Mean, SD and T-value for Living Arrangement: Living Alone vs. With
Family (A vs. C)

Living_A_C: Mean, SD, T-value
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Mean SD T-value

(Source: own compilation)
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Caption

This figure compares individuals living alone (A) with those living with family
members (C), reporting Mean, SD, and T-value.

Commentary

Seniors living with family exhibit marginally higher barrier scores compared to
those living alone. Although not statistically significant, the direction of the effect
may indicate greater dependence or reduced autonomy. Further research with
a larger sample is warranted.

Figure 4 Mean, SD and T-value for Living Arrangement: With Partner vs. With
Family (B vs. C)
Living B _C: Mean, SD, T-value

T-value

(Source: own compilation)

Caption

Figure 4 shows a comparison between living with a partner (B) and living with
family (C).

Commentary

Both groups report nearly identical mean barrier scores, resulting in a t-value
extremely close to zero. This suggests no observable difference between these
living situations in terms of perceived barriers.

104



Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

Figure 5 Mean, SD and T-value for Age Groups (<80 vs. 80+)
Living B_C: Mean, SD, T-value

Mean SD T-value

(Source: own compilation)

Caption

The figure displays differences in barrier scores between participants aged below
80 and those aged 80 and older.

Commentary

Although older adults (80+) have slightly higher mean barrier scores, the t-value
indicates that this difference is not statistically significant. Age therefore does not
appear to be a strong determinant of perceived barriers within this sample.

Figure 6 Mean, SD and T-value for Loneliness Groups (Low vs. Higher Loneliness)

Loneliness: Mean, SD, T-value
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(Source: own compilation)
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Caption

Figure 6 compares seniors with low loneliness to those experiencing higher
loneliness levels.

Commentary

This comparison reveals one of the strongest effects in the study. Seniors with
higher loneliness levels report notably higher barrier scores, and the t-value is
statistically significant. Loneliness is therefore akey factor contributing to
increased social barriers, and interventions should prioritize addressing social
isolation.

Figure 7 Mean, SD and T-value for Internet Use (Uses Internet vs. No/With
Assistance)

Tech_barrier: Mean, SD, T-value
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(Source: own compilation)

Caption

Figure 7 illustrates the differences in barrier scores between seniors who use the
internet independently and those who do not or require help.

Commentary

Despite minor differences in mean scores, the t-value shows no significant
difference between groups. Internet use by itself does not substantially influence
overall barriers. Digital literacy may play a role, but further measures would be
needed to clarify this.

Figure 8 Mean, SD and T-value for Perceived Technology Barriers (Technology Not
a Barrier vs. Technology Is a Barrier)
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Mean, SD and T-value for Perceived Technology Barriers

Value

Mean 5D Twalue

(Source: own compilation)

Caption

Figure 8 compares seniors who do not perceive technology as a barrier with those
who perceive technology as a barrier. The chart presents the mean barrier score,
standard deviation, and the t-value resulting from the comparison of the two
groups.

Commentary

This figure shows a clear and statistically significant difference. Participants who
view technology as a barrier report considerably higher overall barrier scores.
This finding suggests that digital confidence plays an important role in social
participation and highlights the need to address technological barriers in
programs aimed at supporting older adults.

Discussion

This study examined perceived social barriers among older adults, with
a particular focus on technology-related barriers and their association with social
participation. The findings indicate that seniors who perceive technology as
a barrier report significantly higher overall barrier scores than those who do not.
This result underscores the importance of digital confidence as a key component
of social inclusion in later life.

Previous research has shown that digital exclusion can exacerbate social
isolation among older adults by limiting access to information, communication,
and essential services (van Deursen & Helsper, 2015; Seifert, Cotten, & Xie, 2021).
The present findings support this perspective by demonstrating that perceived
technological barriers extend beyond technical difficulties and reflect broader
challenges related to autonomy and participation. Importantly, it is the subjective
perception of technology—rather than its mere availability—that appears to
shape seniors’ experiences of social barriers.
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In line with models of active and successful aging, social engagement and
perceived inclusion emerged as protective factors against higher barrier scores
(Rowe & Kahn, 1997; World Health Organization, 2015). Seniors who reported
stronger social integration or more frequent interpersonal contact tended to
experience fewer perceived barriers, highlighting the ongoing relevance of social
relationships in maintaining well-being in older age.

From a practical perspective, these findings emphasize the need for
interventions that combine social support with digital inclusion strategies.
Programs aimed at older adults should focus not only on improving access to
technology but also on building confidence, reducing anxiety, and providing age-
appropriate digital education (Seifert & Cotten, 2020). Such approaches may
contribute to lowering perceived barriers and enhancing quality of life.

Several limitations should be acknowledged, including the relatively small
sample size and its gender imbalance, which may limit generalizability.
Additionally, the cross-sectional design precludes causal interpretation. Future
research should employ longitudinal designs and larger samples to further
investigate the role of digital competence in social participation among seniors.

In conclusion, the study highlights perceived technology barriers as
a significant factor influencing social inclusion in older adulthood. Addressing
digital confidence alongside social and community-based support appears
essential for reducing barriers and promoting active aging.

Conclusion

e Barrier levels in the sample are moderate and relatively consistent.

e No significant differences were found across gender, age, or living
arrangements, although individuals living alone tend to report fewer
barriers.

e Loneliness and perceived technology barriers emerged as key factors
strongly associated with higher barrier scores.

¢ Internet use itself is not a significant determinant.

e Perceived social inclusion did not significantly affect total barrier scores.

These findings highlight the importance of psychosocial factors—especially

loneliness and digital confidence—as targets for interventions aimed at improving
social participation among older adults.

REFERENCES
Agresti, A. (2019). An introduction to categorical data analysis (3rd ed.). Wiley.

108



Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

Baltes, P. B., & Baltes, M. M. (1990). Successful aging: Perspectives from the behavioral
sciences. Cambridge University Press.

Bowling, A. (2017). Ageing well: Quality of life in old age. Open University Press.

Bryman, A. (2016). Social research methods (5th ed.). Oxford University Press.

Creswell, ]. W., & Creswell, ]. D. (2018). Research design: Qualitative, quantitative, and mixed
methods approaches (5th ed.). SAGE.

Formosa, M. (2014). The university of the third age and active ageing. Springer.
https://doi.org/10.1007/978-3-319-03972-1

Formosa, M., & Higgs, P. (2015). Social class in later life: Power, identity and lifestyle. Policy
Press. https://doi.org/10.1332/policypress/9781447310345.001.0001

Field, A. (2018). Discovering statistics using IBM SPSS statistics (5th ed.). SAGE.

Hox, ]J.]., Moerbeek, M., & Van de Schoot, R. (2017). Multilevel analysis: Techniques and
applications (3rd ed.). Routledge. https://doi.org/10.4324 /9781315650982

KarkoSova, M. (2014). Analysis of the Perspectives of Universities of the Third Age. Prague.
Doctoral Dissertation. Jan Amos Komensky University Prague.

Kozakovd, Z., Miiller, Ol. (2006). Aktivizacni pristupy k osobdm seniorského véku. Activation
approaches for older adults] (1st ed.). Univerzita Palackého v Olomouci. (Monografie).
1. vyd. Olomouc: Univerzita Palackého v Olomouci. ISBN 80-244-1552-6.

Neuman, W. L. (2014). Social research methods: Qualitative and quantitative approaches
(7th ed.). Pearson.

OECD (2019). Ageing and inclusive growth. OECD Publishing.
https://doi.org/10.1787/9789264311800-en

Phillipson, C. (2019). Ageing. Polity Press.

Rowe, J. W.,, & Kahn, R. L. (1997). Successful aging. The Gerontologist, 37(4), 433-440.

Saris, W. E.,, & Gallhofer, I. N. (2014). Design, evaluation, and analysis of questionnaires for
survey research (2nd ed.). Wiley.

Scharf, T., & Keating, N. (2012). From exclusion to inclusion in old age: A global challenge.
Policy Press. https://doi.org/10.1332/policypress/9781847427734.001.0001

Sykorova, D. (2007). Autonomie ve stdri: kapitoly z gerontosociologie. [Autonomy in old age:
Chapters from gerontosociology]. Vyd. 1. Praha: Sociologické nakladatelstvi. Studie;
sv. 45. ISBN 978-80-86429-62-5.

Seifert, A., Cotten, S. R, & Xie, B. (2020). A double burden of exclusion: Digital and social
exclusion of older adults. The Journals of Gerontology: Series B, 76(3), e99-e103.
https://doi.org/10.1093/geronb/gbhaal02

Seifert, A., Cotten, S. R., & Xie, B. (2021). A double burden of exclusion? Digital and social
exclusion of older adults. The Journals of Gerontology: Series B, 76(3), e99-e109.
https://doi.org/10.1093/geronb/gbhaal02

Tornstam, L. (2011). Gerotranscendence: A developmental theory of positive aging. Springer.

https://doi.org/10.1007/978-1-4419-0634-3

Van Deursen, A. J. A. M., & Helsper, E. J. (2015). A nuanced understanding of Internet use
and non-use among the elderly. European Journal of Communication, 30(2), 171-187.

Veteska, ]. (2017) Gerontagogika: psychologicko-andragogickd specifika edukace
a aktivizace seniorti. [Gerontagogy: Psychological-andragogical specifics  of
education and activation of older adults] (2nd expanded and revised ed.) 2. doplnéné
arozsifené vydani. Praha: Ceskd andragogickd spoleénost. Ceska aslovenska
andragogika; svazek 14. ISBN 978-80-905460-7-3.

Victor, C., Scambler, S., & Bond, J. (2018). The social world of older people. Open University
Press.

Walker, A, & Foster, L. (2013). Active ageing: Policy and practice. Springer.

https://doi.org/10.1057/9781137314903

109


https://doi.org/10.4324/9781315650982
https://doi.org/10.1332/policypress/9781847427734.001.0001
https://doi.org/10.1093/geronb/gbaa102
https://doi.org/10.1093/geronb/gbaa102
https://doi.org/10.1057/9781137314903

STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Ro¢nik 14, 2025, & 3

World Health Organization. (2002). Active ageing: A policy framework.
Retrieved from https://apps.who.int/iris/handle/10665/67215
World Health Organization. (2020). Decade of healthy ageing 2020-2030.
Retrieved from https://www.who.int/initiatives/decade-of-healthy-ageing
World Health Organization. (2021). Global report on ageism.
Retrieved from https://www.who.int/publications/i/item /9789240016866

110


https://apps.who.int/iris/handle/10665/67215
https://www.who.int/initiatives/decade-of-healthy-ageing
https://www.who.int/publications/i/item/9789240016866

e

Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

THE VULNERABLE BEHIND BARS IN THE CONTEXT
OF INCLUSION AND PROTECTION OF HUMAN DIGNITY
IN THE CZECH PRISON SYSTEM!

Zranitel'ni za mrezami v kontexte inkluzie a ochrany I'udskej
dostojnosti v ceskom vizenskom systéme

Frantisek Vlach?

Abstract: The paper examines the topic of inclusion in the context of imprisonment in the Czech Republic,
focusing particularly on vulnerable groups of inmates and the protection of human dignity. In the
theoretical part, it links the concept of human rights, restorative justice approaches, and international
standards for the treatment of inmates with the practical functioning of the Czech Prison Service. Using
official statistics and previous research, it outlines recent trends in the composition of the prison
population, including the above-average share of women incarcerated in Czech prisons and the specific
risks and needs associated with female imprisonment. Special attention is given to education as an
inclusive tool, drawing on both international evidence regarding the effects of prison education on
recidivism and on the current system of formal and non-formal education in Czech prisons. Furthermore,
the paper analyses the situation of vulnerable groups and the role of gender-sensitive approaches, as well
as institutional barriers to inclusion, such as capacity limits, security-centred regimes, and the substantial
psychosocial burden on prison staff. The section addressing staff mental health highlights how long-term
stress and emotional strain can undermine employees’ ability to work sensitively with vulnerable inmates.
In conclusion, the paper offers recommendations for enhancing inclusion in Czech prisons. These include
better targeting of programmes, systematic support for education, integrated care for staff mental
health, and the development of an institutional culture that consistently respects human rights.
Keywords: inclusion, prison system, prison education, vulnerable groups, women prisoners.

Abstrakt: Prispevok sa zaoberd témou inkltizie v kontexte vykonu trestu odriatia slobody v Ceskej
republike, so zameranim najmd na zranitel'né skupiny viziiov a ochranu l'udskej déstojnosti. V teoretickej
casti spdja pojem ludskych prdv, pristupy restorativnej justicie amedzindrodné Standardy
zaobchddzania s viziiami s praktickym fungovanim Ceskej vizenskej sluzby. Na zdklade oficidlnych
Statistik a predchddzajiceho vyskumu opisuje najnovsie trendy v zloZeni vdzenskej populdcie, vrdtane
nadpriemerného podielu Zien vo vdzenskych zariadeniach v Ceskej republike a Specifickych rizik
a potrieb spojenych s vdzenim Zien. Osobitnd pozornost'sa venuje vzdeldvaniu ako inkluzivnemu ndstroju,
pricom sa Cerpd z medzindrodnych dékazov tykajtcich sa vplyvu vzdeldvania vo vdzniciach na recidivu
a zo sucasného systému formdlneho a neformdlneho vzdeldvania v ¢eskych vdzniciach. Okrem toho sa
v dokumente analyzuje situdcia zranitel'nych skupin a tiloha pristupov zohl'adnujiicich rodové hl'adisko,
ako aj instituciondlne prekdZky inkltizie, ako su kapacitné obmedzenia, reZimy zamerané na bezpecnost
a podstatnd psychosocidlna zdtaz vdzenského persondlu. Cast venovand dusevnému zdraviu
zamestnancov poukazuje na to, ako dlhodoby stres a emociondlne napdtie méZu oslabit’ schopnost’
zamestnancov citlivo pracovat’ so zranitelnymi vdziiami. Na zdver prispevok pontika odportcania na
posilnenie inkluzivnosti v ¢eskych vézniciach. Patril k nim lepSie zameranie programov, systematickd
podpora vzdeldvania, integrovand starostlivost’ o duSevné zdravie zamestnancov —arozvoj
instituciondlnej kultiiry, ktora ddsledne respektuje ludské prdva.
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Klicové slova: inkluzia, vizensky systém, vzdeldvanie vo vdzniciach, zranitelné skupiny, vizenkyne.
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Introduction

The Prison Service of the Czech Republic, in terms of expertise and
management complexity, is one of the most demanding state protective bodies
due to its role as a public social service. Experts in the prison service work directly
with inmates to provide education. While these inmates may pose a danger to
society due to their involvement in serious crimes, they also require effective
assistance, penitentiary education, and therapy, particularly concerning their
personality disorders. This dual role of punishment serves two purposes: first, to
punish criminals and protect society from dangerous perpetrators, i.e. individuals
with behavioural disorders who threaten the lives, health, and property of
citizens; and second, to provide suitable rehabilitation programmes that enhance
the chances of successful reintegration of the sentenced into society after release,
thereby minimizing the risk of recidivism.

In recent years, the Prison Service of the Czech Republic has undergone
significant changes, especially in response to challenges connected with prison
overcrowding and the necessity to improve the resocialization programmes for
prisoners because of the high rates of penological recidivism. This paper provides
an overview of the growth of the prison population, the difference between
alleged offenders and those serving sentences, and the economic costs associated
with operating the prison system in the Czech Republic over the past decade.
These developments are part of a broader European trend that examines the
development of prison populations not only in terms of quantity but also in
demographics, including gender composition.

Concurrently, there is increasing pressure to ensure that serving a sentence
is not solely viewed as a restriction of personal freedom but also as a place where
fundamental human rights and individual needs are respected to the greatest
extent possible. In this respect, the concept of inclusion within the prison system
entails creating conditions in resocialization facilities that consider the diversity
of inmates, their health condition, gender, age, social background, and level of
vulnerability. The purpose is not to undermine the punitive aspect of punishment,
but to enrich it with arestorative and supportive approach that facilitates the
future return of convicts to society.

The paper emphasises how the Czech prison system addresses the needs of
vulnerable groups of inmates and explores what possibilities an inclusive
approach to serving asentence brings. The analysis particularly focuses on
whether these inmates are actually integrated in the processes of support and
resocialization or whether they remain marginalized under the existing
conditions of imprisonment. Additionally, it identifies factors that either promote
or hinder inclusive approaches and suggests potential directions for future prison
policies and practices.
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Inclusion, human rights, and prison service

The concept of inclusion has traditionally been associated primarily with
education, employment, or social policy. However, in recent years, it has also been
increasingly applied in relation to imprisonment. In the European context, this
emphasis on inclusion is highlighted in documents from the Council of Europe, the
UN Rules for the Treatment of Prisoners, and the monitoring activities of the
European Committee for the Prevention of Torture (CPT). Inclusion in prisons
does not imply a “softening” of punishments; rather, it entails the consistent
application of human dignity, non-discrimination, and equal access to basic
services, including healthcare, education, employment, and spiritual and social
support (European Prison Rules, European Convention for the Protection of
Human Rights and Fundamental Freedoms, European Convention for the
Prevention of Torture and Inhuman or Degrading Treatment or Punishment,
United Nations Standard Minimum Rules for the Treatment of Prisoners, known
as the Mandela Rules, UN Convention against Torture and Other Cruel, Inhuman
or Degrading Treatment or Punishment).

From a penological perspective, inclusion can be understood as a cross-
cutting principle that permeates various aspects of treatment programmes. An
inclusive environment is one that identifies the specific needs of different groups
of convicts (e.g. women, foreigners, people with mental illness, people with
disabilities, and older prisoners) and tailors interventions to address those needs.
To the contrary, an environment that treats all inmates as a homogeneous group
and applies a uniform, purely “security” regime is not considered inclusive. Such
an approach significantly increases the risk of recidivism and secondary
victimisation. In the Czech context, this issue is particularly relevant to the Charter
of Fundamental Rights and Freedoms, Act No. 169/1999 Sb., on the Execution of
Imprisonment, Act No. 293/1993 Sb., on the Execution of Custody, and Act No.
555/1992 Sb., on the Prison Service and Court Security.

In the Czech environment, the inclusive approach has so far been reflected in
partial projects and internal methodological materials rather than being
systematically integrated into basic internal regulations. Nonetheless, there are
already examples of good practices, such as specialised wards for mothers with
children, targeted programmes for individuals with addictions, and pilot projects
focusing on mental health. However, these initiatives address only part of the
overall needs and face limitations related to capacity, funding, and staffing. These
issues are often outlined in conceptual documents and internal standards of the
Prison Service of the Czech Republic, as well as methodological instructions from
the General Directorate of the Prison Service of the Czech Republic.
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Structure of the prison population and vulnerable groups

While men constitute a significantly larger majority of the prison population,
the increasing number of female inmates is a phenomenon that deserves
attention. This issue is important not only in terms of prison capacity but also in
terms of the costs and necessary support for successful reintegration into society
after their release.

Statistics available indicate that women make up about 5% of the total prison
population in Europe; however, this ratio varies by country. For example, in the
Czech Republic, women form approximately 8% of all inmates, which is higher
than the European average. In contrast, countries like Germany and Spain have
a lower proportion of women in prison, around 4%. (Czech Statistical Office)

The number of women incarcerated in the Czech Republic has been rising
consistently. In 2015, there were 1,433 women in prisons, and by 2022, this
number increased to 1,613, representing 8.5% of the total prison population. This
increase can largely be attributed to the criminalisation of minor drug offences
and a stricter penal policy. The trend has persisted in recent years, pointing to
a more permanent change in the demographic structure of the prison population
(Statistics of the Prison Service of the Czech Republic).

Graph 1 Overview of the number of imprisoned individuals in the Czech Republic
in the period 2014-2024
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From an inclusive perspective, women in prison represent one of the typical
vulnerable groups. They often enter prison with histories of domestic or sexual
violence, trauma, addiction, and responsibility for children who remain outside
the facility. Without targeted support, these factors are easily reflected in the
course of imprisonment because they can lead to deepening psychological
distress, making it difficult to engage in treatment programs and decreasing the
likelihood of a successful reintegration into society.

Other vulnerable groups in prisons include individuals with mental illnesses,
foreigners facing language barriers, elderly prisoners, and those with physical
disabilities. For all these groups, the general “standard” range of activities may not
be genuinely accessible and comprehensible without appropriate adaptations.
Therefore, inclusion in practice requires not only formal equality in access to
programmes, but also real adaptation to the actual needs and limits of specific
convicts.

Prison Service of the Czech Republic and treatment programmes

The Prison Service of the Czech Republic operates under the authority of the
Ministry of Justice. It cooperates with the Probation and Mediation Services of the
Czech Republic; however, these are two independent organisational units that
also fall under the Ministry of Justice. The Prison Service of the Czech Republic
ensures the penitentiary care, while the Probation and Mediation Services provide
the subsequent post-penitentiary care.

There are 34 prisons and remand centres in the Czech Republic, housing
approximately 20,000 inmates. The primary task of the Prison Service of the
Czech Republic includes enforcing detention and punishment, forensic detention,
maintaining order in court buildings and at the Ministry of Justice, and providing
escort services between prisons, to courts, and healthcare facilities.

Czech prison staff is divided into two groups, where one group comprises
uniformed officers and the other group comprises civilian employees. The
uniformed officers form about two thirds of the staff, which includes, for example,
directors and their first representatives, supervisors and guards, preventive
officers, escort officers or dog handlers. The remaining one third consists of
civilians, such as psychologists, social workers, teachers, educators, health
workers, chaplains, administrative workers, workers in the logistics department
and the economic department. Overall, the total number of employees is around
11,000 (Juzl, Vlach, 2022).

The treatment programme is a fundamental tool for incorporating inclusive
principles into the daily lives of inmates. In the Czech prison system, this
programme primarily focuses on work activities, educational activities,
therapeutic programmes, leisure activities, and building external relationships.

115



STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Volume 14, 2025, Issue 3

An inclusive approach requires that these activities should not merely be formal
entries in the prisoner’s records, but that they should be truly individualised, i.e.
based on an assessment of each prisoner’s needs, risks, and strengths.

Foreign experience shows that awell-developed individual plan can
significantly reduce the risk of relapse, especially when it combines work with risk
factors (e.g. addiction, debt, or problematic relationships) with support from
positive sources (e.g. parenting, work experience, or motivation for education).
While these principles are well known in the Czech environment, their
implementation faces challenges due to high caseloads per professional staff
member, administrative burdens, and the limited capacity of specialised
programmes.

Education of prisoners as an inclusive tool

The education of convicted individuals within the Czech prison system
encompasses both formal school education and non-formal educational courses,
retraining, and other forms of lifelong learning. The goals of these educational
activities include enhancing qualification levels, increasing motivation to work,
and strengthening the social and cognitive competencies necessary for the
successful resocialization and reintegration of inmates (Vlach, Starek, 2025).

Education in prison serves not only to provide vocational training but also
plays a crucial role in resocialization, as it helps restore the distorted identity of
the convicted person and fosters arenewed sense of responsibility towards
society. The value of education extends beyond mere employability; it
encompasses a broader psychological, social, and ethical dimension, assisting
convicts in reclaiming roles that were interrupted or lost in their previous lives
(Starek, Visek, 2022).

Effective educational impact cannot be achieved without a professional
assessment of educational needs, collaboration among educators, psychologists,
social workers, and instructors, and an environment that respects the dignity of
prisoners while supporting their intrinsic motivation. This framework is essential
for achieving a genuine resocializing effect through education and is one of the
prerequisites for creating an inclusive prison environment where educational
opportunities are genuinely accessible to the vulnerable groups of inmates.
(Danék, 2024)

Formal education is provided by the Secondary Vocational School of the
Prison Service of the Czech Republic, which offers three-year and two-year
courses, including courses for individuals with special educational needs, through
school education centres located in selected prisons. The study programmes are
completed with an apprenticeship certificate and maintain the same standards as
education obtained in schools outside the prison environment. The courses
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primarily focus on technical trades and services, such as bricklaying, carpentry,
cooking, dressmaking, or maintenance services. Importantly, the apprenticeship
certificate issued does notindicate the place of imprisonment, which enhances the
likelihood of employment after release.

Non-formal education is available in the form of short-term courses,
retraining programmes, computer and language courses, and soft skills
development programmes. Often, these programmes are organised in
cooperation with external educational institutions and non-governmental non-
profit organisations. It is this variety of forms that allows for the inclusion of
individuals with alimited educational background, who represent a significant
portion of the prison population. It is crucial for the inclusion that these
programmes are accessible not just to motivated and “problem-free” inmates, but
also to those with poor educational experiences, health issues, or social
disabilities.

International research shows that participation in formal and vocational
education while incarcerated significantly reduces the likelihood of recidivism.
Analyses published in recent years have shown that inmates engaged in
secondary education have, on average, about 15% lower recidivism rates
compared to those with no educational experience, with reductions of up to
several tens of percentage points reported for participants in college or vocational
programmes (Stickle et al., 2023).

In the Czech context, where the long-term recidivism rate is around 60% and
higher rates are prevalent for individuals with low education, systematic support
for education in prisons is a vital inclusive strategy. It creates an environment
where inmates—including women, foreigners, and other vulnerable groups—can
resume their interrupted educational paths, acquire new competences, and
experience success as ‘“learners” rather than merely as “inmates”. This
transformation in self-concept is one of the key prerequisites for meaningful
reintegration after release (Statistical Yearbooks of the Prison Service).

Therefore, from an inclusive perspective, it is advisable for the planning of
educational activities in prisons to systematically consider the specific barriers
faced by each group, such as language, health condition, psychological or social
barriers, and to provide differentiated pathways for participation. In practice, this
involves combining basic literacy and social skills courses with specialised
programmes tailored for women, young adults, or individuals with mental health
issues, while establishing connections to post-release educational opportunities.
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Inclusion of women in imprisonment: a gender-sensitive approach

Based on historical developments and available scholarly studies, it has been
documented that women'’s criminality differs from men’s criminality in several
respects, both in terms of motives and social determinants. Academic literature
and available statistics show that women’s offending is more often associated
with property crime, drug-related offences, and behaviours stemming from long-
term social deprivation, addiction, or prior victimisation. In the European context,
the Czech Republic has for a long time ranked among the countries with an above-
average proportion of women in the total prison population, which emphasises
the need to systematically consider the specific needs of incarcerated women
(Chesney-Lind, 1989; Heidensohn, 2010).

From an inclusion perspective, women in prison represent a typically
vulnerable group. Many of them have experienced domestic or sexual violence,
suffer from mental health issues and addictions, and bear responsibility for
children who remain outside the facility. These factors influence the course of
imprisonment, engagement in treatment and rehabilitation programmes, and the
likelihood of successful reintegration after release. When women are placed in
programmes primarily designed for men, they often face a form of secondary
exclusion—formally, they have access to the offer, but in practice, the
programmes do not reflect their life experience or current vulnerability (Salisbury
& Crawford, 2025; McLeod et al., 2025).

A gender-sensitive approach is, therefore, essential for inclusive prison
practices rather than being viewed as an optional addition. In practical terms, this
means adapting prison conditions, treatment programmes, and support systems
so that they reflect criminogenic factors typical of women—in particular,
traumatic experiences, economic dependence, childcare responsibilities, lower
levels of education, and limited work experience. Programmes can be regarded as
inclusive, especially when they combine trauma-focused therapeutic work,
support for parenting skills, educational and vocational preparation, and the
strengthening of social ties, including maintaining contact with children and
family members (Salisbury & Crawford, 2025).

Experience from other European countries, as well as within the Czech
context, suggests that meaningful progress towards the inclusion of women
inmates requires strengthening multidisciplinary cooperation (among
psychologists, social workers, teachers, health professionals, and non-
governmental organisations), expanding the use of alternative sanctions for less
serious offences, developing targeted educational and employment programmes,
and providing systematic support for transitioning from prison back to
community life. Thus, a gender-sensitive approach is not a separate agenda, but
an integral part of a broader effort to create a prison system that respects human
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dignity and genuinely reduces the risk of reoffending (Danék, Sotolova & Zolnova,
2023).

Despite these general findings, the specific situation of women in the Czech
prison system remains only partially addressed in practice. Although men still
constitute the vast majority of inmates, the issues of women’s criminality
and their imprisonment remain rather neglected in the Czech professional
discourse and prison practices. This neglect is reflected in the limited attention
given to women'’s specific needs, such as experiences of trauma, motherhood,
mental health issues, emotional bonds with their children, or substance
abuse. These factors significantly affect the course of imprisonment and the
subsequent prospects for successful resocialization and reintegration into society
(see Figure 1).

Figure 1 Convicted persons in the Czech Republic by gender
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(Source: own processing, data from the Czech Statistical Office)

Inclusion requires agender-sensitive approach, which is anecessary
prerequisite, rather than an additional standard. When women are included in
programmes originally designed for men, they often face secondary exclusion.
While they may have formal access to the programmes, the reality is that they do
not cater to their life experiences or current needs. For instance, addiction
treatment that does not take into account long-term violence or childcare
responsibilities, or job-oriented programmes that are difficult for female inmates
to access, exemplify this issue.
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Conversely, programmes that combine therapeutic interventions with social
and legal support while facilitating family ties can be considered inclusive. This
includes specialised wards for mothers with children, trauma management
programmes, and collaboration with the non-profit sector in the areas of debt
counselling and preparation for release. However, developing these programmes
requires not only professional capacity, but also clear methodological anchoring
and support from the prison management.

Barriers to inclusion and the role of staff

Inclusion in the prison environment cannot be established only through
formal documents; it primarily depends on the daily practice of the employees of
the Prison Service of the Czech Republic. It is the staff who decide in specific
situations whether the prisoner will be allowed to participate in programmes,
whether they will be given the space to express their needs, or whether their
concerns will be taken seriously. An inclusive culture is therefore based on
a combination of professional preparedness, ethical attitudes, and support from
management support.

Several barriers hinder inclusion, including high workloads, a lack of time for
individual work with inmates, concerns about security risks, and persistent
stereotypes against certain groups of prisoners (e.g. women convicted of drug
offences, or individuals with mental illnesses). Additionally, insufficient training
opportunities focused on working with vulnerable groups, effective
communication in stressful situations, and prevention of burnout syndrome
among employees also play a role.

Practice shows that systematic training for staff in areas such as human
rights, restorative approaches, trauma-informed care, and intercultural
communication can significantly enhance the inclusive environment in prisons.
Effective training methods include not only traditional courses but also
supervision, case seminars, and the sharing of best practices among various
prisons (Jtzl, Vlach, 2022).

The impact of the prison environment on the mental health of staff

The prison environment is a specific social and institutional system that
significantly differs from typical working and living environments. This system is
characterised above all by a high level of security measures, a strict management
hierarchy, restrictions on individual autonomy, and constant surveillance.
Interactions among individuals, whether between staff members or between staff
and inmates, are heavily regulated by both formal (legal) rules and unwritten
norms (the process of prisonisation is at work here) that are naturally generated
in this environment. This “world behind the wall” is closed, strictly structured, and
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resistant to any changes. It is this closedness and high level of control that affects
the daily reality of both inmates and Prison Service staff. Consequently, staff
members experience constant pressure to meet demanding security
requirements while managing emotionally tense situations and maintaining
a professional distance, often with little opportunity for self-reflection or
emotional release.

Prison staff are exposed to chronic psychosocial stress, which stems from the
prison’s inherent characteristics (closed environment, routine regime, and latent
risks), the specific behaviour of prisoners (frustration, aggression, and
manipulative behaviour patterns), and the institutional culture (characterised by
a command management style, low participation, and insufficient support from
the management). Long-term exposure to these stressors can lead to emotional
exhaustion, burnout, secondary trauma, and psychosomatic issues (Jizl, Vlach,
2022).

To better understand these phenomena, Goffman’s (1961) theory of total
institutions can be used, which emphasises the depersonalization of interpersonal
relationships, repression of individuality, and the institutionalisation of
behaviour. In this context, employees are placed in a situation where they are
expected to continuously exercise authority and simultaneously repress their
own authentic emotional expressions. This situation results in so-called
emotional dissonance, i.e. a mismatch between inner experience and desired
behaviour, which, according to Maslach et al. (2001), has a major impact on the
employees’ psychological distress and professional integrity.

Research carried out in the Czech environment confirms that most
professionals working in the prison system experience symptoms of stress,
anxiety, or tension as a direct result of their work, often on a daily or almost daily
basis. These results show that psychological strain is a regular part of work reality
rather than a marginal issue. If organisations fail to respond with systematic
support (e.g., supervision, crisis intervention, or opportunities for sharing
experiences), it can lead to an increased sense of powerlessness, resignation, and
aloss of meaning in one’s work (Vlach, Klugerova, Danék, 2025).

Prolonged exposure to these stressors can result in not only burnout but also
asense of alienation from the profession, distorted self-perception, and
a diminished sense of meaningfulness at work. It is the combination of emotional
exposure and lack of support that is one of the significant triggers for negative
mental health outcomes among employees in helping professions, which
undoubtedly includes the prison service. These findings clearly show that
preventive measures in mental health should not be viewed as additional but
rather as integral to the institutional culture. Working in the prison environment
requires not only professional preparedness and psychological resilience, but also
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systematic support, which can take the form of supervision, crisis intervention, or
opportunities to share experiences within a safe working environment (Danék et
al,, 2023).

From an inclusion perspective, the mental health of staff is directly related to
the quality of treatment provided to inmates. Staff members who are
overstretched for extended periods, without adequate support and recognition,
struggle to perceive the individual needs of inmates and to apply sensitive,
differentiated approaches to vulnerable groups. Conversely, an environment that
systematically cares for its staff through supervision, stress management
programmes, participative management, and open communication creates an
inclusive culture that respects the rights and needs of all actors, including inmates.

These findings suggest that an inclusive strategy in prisons should
encompass not only programmes aimed at inmates, but also a comprehensive
model of institutional mental health care for staff. This model should include
regular monitoring of psychological distress, support from team leaders and
supervisors, access to professional help, and prevention of maladaptive coping
strategies (including the risk of substance use to manage stress). Taking care of
staff is not merely an “extra benefit”; it is essential for ensuring the sustainability
of an inclusive and human rights-oriented prison system.

Conclusion

The long-term goal is still to create such a prison environment that not only
fulfils the expressed purpose of serving a sentence but also respects basic human
rights and supports the successful reintegration and resocialisation of individuals
serving prison sentences. This approach would not only reduce the costs
associated with repeated imprisonment but also contribute to a safer and more
stable society capable of effectively addressing issues related to criminal
behaviour and recidivism.

Inclusion in the prison system is not a one-off project, but along-term
process that must connect systemic aspects (legislation, strategy, and funding)
with daily practices in prisons. The Czech prison system has a number of
prerequisites at its disposal, namely professional staff, experience with treatment
programmes, and a gradually developing cooperation with other institutions. The
challenge in the coming years is to integrate these elements more thoroughly,
consider the needs of vulnerable groups, strengthen multidisciplinary
cooperation, and systematically support the professional development of staff
who are essential carriers of an inclusive culture in their daily interaction with
inmates.
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LEARNING LANGUAGES AND LANGUAGE EXAMS FOR
STUDENTS WITH DISABILITIES IN HUNGARY'!

Vyucba jazykov a jazykové skiisky pre studentov so zdravotnym
postihnutim v Mad’arsku

Magdolna Nemes 2

Abstract: Nowadays, it is almost expected that one should speak several languages as an adult,
a requirement that stems from both an increasingly multicultural environment and the demands of
competitiveness in the labour market. Based on this, it is reasonable to expect that students with
disabilities and university students should also have the opportunity to learn languages and then to learn
the professional language related to their degree. The study also deals with the regulation of language
teaching in Hungarian schools and issues related to foreign language proficiency exams. In order to
ensure effective university language teaching and subject-specific language teaching (such as English for
Specific Purposes), it is important to consider the form in which language learning takes place, especially
in the case of students with disabilities. It then goes on to present the specific characteristics of foreign
language learning and teaching for students with disabilities (dyslexia, dysgraphia, dyscalculia; visually
impaired, hearing impaired, physically disabled students, students with speech and language disorders).
The study also presents the opportunities offered by three language examination systems developed in
Hungary (ORIGO, BME, DExam) and one international language examination system (ECL) in terms of
the regulations they apply to examinees with disabilities.

Keywords: English for Specific Purposes, examinees with disabilities, regulations, university students

Abstrakt: Vsucasnosti sa takmer ocakdva, Ze dospely ¢lovek by mal ovlddat' viacero jazykov, ¢o je
poZiadavka vyplyvajica jednak zcoraz multikultirnejSieho prostredia, jednak z poZiadaviek
konkurencieschopnosti na trhu prdce. Na zdklade toho je rozumné ocakdvat, Ze Studenti so zdravotnym
postihnutim a vysokoskolski Studenti by mali mat' tieZ moZnost’ ucit’sa jazyky a ndsledne sa ucit' odborny
jazyk suvisiaci s ich Stidiom. Stidia sa zaoberd aj reguldciou vyulby cudzich jazykov na madarskych
Skoldch a otdzkami suvisiacimi so skuskami z cudzich jazykov. S cielom zabezpecit efektivnu vyucbu
cudzich jazykov na vysokych Skoldch avyucbu jazykov zamerani na konkrétne predmety (napriklad
anglictina pre Specifické tucely) je dbleZité zvdzit formu, v akej sa vyucba cudzich jazykov uskutocriuje,
najmd v pripade Studentov so zdravotnym postihnutim. Stidia sa dalej zaoberd Specifickymi
charakteristikami vyucby a stidia cudzich jazykov pre studentov so zdravotnym postihnutim (dyslexia,
dysgrafia, dyskalkiilia; Studenti so zrakovym alebo sluchovym postihnutim, telesnym postihnutim,
poruchami reci a jazyka). Stidia tieZ predstavuje moZnosti, ktoré pontikajt tri systémy jazykovych skiisok
vyvinuté v Mad'arsku (ORIGO, BME, DExam) ajeden medzindrodny systém jazykovych skisok (ECL)
z hl'adiska predpisov, ktoré sa vztahuju na skusanych so zdravotnym postihnutim.

Klicové slova: anglictina pre Specifické ucely, skusani so zdravotnym postihnutim, predpisy,
vysokoSkolski Studenti.
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Introduction

The factors that determine foreign language proficiency patterns and levels
form acomplex system that collectively shapes individual results. Language
learning and language skills are extremely important today, as mobility,
international communication, and working abroad are part of everyday life. In the
21st century, partly due to digitalization, the use of the target language takes place
in a completely different environment and form.

The European Union treats foreign language teaching and its development as
a priority in its basic documents. European documents set out three basic
principles: lifelong language learning, starting language acquisition at a very early
age, and exploiting the opportunities offered by content-based language teaching.
In 2001, the Council of Europe declared September 26 the European Day of
Languages to emphasize the importance of language learning. In 2002, at its
meeting in Barcelona, the Council of Europe called for the development of foreign
language skills and set intermediate language proficiency (B2 according to the
Common European Framework of Reference, CEFR) as a target. The European
Union's goal is for citizens to speak two languages at least at an intermediate level
(known as the M+2 guideline) in addition to their first (mother) language (mother
tongue or L1). Based on the idea of a trilingual European citizen, a directive was
drafted and adopted, according to which children should start learning languages
ata very young age.

In line with the European Union's education policy, Decree 2/2005. (III.1.)
OM regulates the integrated education of students with special educational needs
(SEN) in Hungary. According to Article 4(25) of Act CXC of 2011 on national public
education, which is still in force today, a child or student with special educational
needs is a child or student who, based on the expert opinion of a committee of
experts, requires special treatment due to a motor, sensory, intellectual or speech
impairment, multiple disabilities in the case of co-occurrence of several
disabilities, autism spectrum disorder or other psychological developmental
disorders (severe learning, attention or behavioral disorders). According to the
provisions of the Public Education Act, the category of other psychological
developmental disorders includes various learning and behavioural disorders
such as dyslexia dysgraphia, dyscalculia, attention deficit disorder and
hyperactivity.

Students with special educational needs have several options for fulfilling
their educational obligations, depending on the type and severity of their
disability. If a student who has not previously shown any problems at school is
assessed by the teacher(s) or parent(s) as having behavioral and/or learning
problems during the school year (e.g., because the student child is not progressing
in mastering the curriculum according to their abilities), they may seek an expert
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opinion from the regionally competent educational service. The expert
examination must be requested in writing by completing the appropriate form
and attaching the requested documents. The consent of the school principal must
be attached to the request for an expert assessment. The school principal will also
seek the opinion of the student's class teacher and the teacher of the subject
causing the difficulty before making a decision. The parent's signature confirms
the initiation of the expert assessment. Parents may also initiate an examination
by the educational specialist service. If the expert committee determines that the
child/student has special educational needs, special care must be provided in
accordance with the expert opinion of the expert committee, regardless of the type
of education system (primary or secondary school) and work schedule (e.g.,
daytime, evening) of the student. The Public Education Act ensures that students
with special educational needs who are taught in an integrated setting can be
assessed according to their abilities through asystem of exemptions and
accommodations from certain subjects or parts of subjects. These may include (1)
complete exemption from subject assessment and grade-based evaluation, (2)
partial exemption, (3) variation in the forms of assessment, (4) provision of
assistive devices, and (5) variations of all of the above. The expert opinion may
also make further recommendations regarding assessments, e.g., longer time for
writing papers or reading texts; use of computers. Differentiation of the
curriculum can also be achieved in several ways: in terms of the quantity and
quality of the curriculum (the depth of the knowledge imparted), as well as in
terms of time and subject matter. To facilitate the assessment process, teachers
can apply different solutions to different problems; for example, in the case of
reading comprehension difficulties, the teacher can read the tasks to the student.

1. Learning languages in the age of Al and Chat GPT

In the age of artificial intelligence, the importance of language skills is not
diminishing, but rather transforming: beyond simple knowledge of grammatical
rules, critical thinking, understanding of linguistic nuances and cultural context
are becoming key (OECD, 2018; Kramsch, 2006). Although artificial intelligence
(AI) tools such as Google Translate and DeepL have improved significantly and are
excellent for producing raw translations, they often struggle to convey more
complex, culturally specific expressions, irony, humour or subtle nuances of
meaning. Human language skills are essential for checking and refining the quality
of machine translation. In business and personal relationships, empathy, trust,
and real understanding require human linguistic interaction. Al cannot replace
personal communication, non-verbal cues, and emotional intelligence (Mbser,
2025; Mez6, 2025), which are an integral part of language skills. Language skills
continue to be acompetitive advantage in the labour market, especially for
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companies operating in a globalised environment (OECD, 2019; Cedefop, 2016).
They also support personal development, learning about new cultures and agility
in a constantly changing world. Overall, Al is an effective tool for language learning
and communication, but it does not replace human language skills; rather, it
supplements them, requiring new skills and abilities from people.

The success of language learning depends on a number of factors, which are
divided into two main groups (external and internal factors). External factors
include the extent and quantity of language input, while internal factors include
motivation, learning strategies, and language aptitude. The latter is very
controversial: some authors reject the existence of language aptitude, while others
acknowledge it. Language aptitude is an innate, multifactorial ability that relates
to the acquisition, understanding, and use of language, and although it may be
based on an innate predisposition, it can be developed and improved through
practice, the right attitude, and regular language use. Language sense helps us to
intuitively grasp grammatical rules, recognize correct expressions, and use
language naturally, which is especially important when learning foreign languages
(Szabd, 2020). Language aptitude is difficult to change. Researchers at Harvard
University also studied language aptitude between 1953 and 1958 because they
found that students with excellent intellectual abilities had difficulty learning
foreign languages. According to Ott6 (1996), linguistic aptitude consists of several
factors: memory, auditory and analytical abilities, while Carroll (1990) added to
this by proposing a detailed exploration of the cognitive processes underlying
language learning (cited in Tanczos, 2006).

Successful language learning requires seriality, the ability to retrieve and
encode information in the correct order. In addition, successful language learning
depends on anumber of other factors, such as IQ, personality traits, native
language and learning abilities, as well as logical, associative, and grammatical
sensitivity. Age is also an important factor: different patterns have been observed
in older and younger language learners (Sominé, 2011). Cognitive aging must also
be taken into account in language learning: processing speed decreases, working
memory is incomplete, and the ability to concentrate decreases (Sominé, 2011).
Language learning is aided by the ideal L2 self, i.e, the extent to which the
language learner can imagine themselves as a successful language user. The ideal
L2 selfrefers to the person the language learner wants to become by acquiring the
target language. This future self-image is the main driving force behind the
learner's intrinsic motivation, which consists of positive emotions towards
language learning and the learner imagining themselves communicating fluently
and confidently in the target language. Language learning is not just about
acquiring skills, but also becomes part of one's personal identity. According to
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Dornyei's (2005) theory, the more vivid, detailed, and achievable this ideal image
appears to the learner, the stronger their motivation to learn will be.

Ziegler and Goswani pointed out that the number of letters representing
a single phonological unit varies across languages, which can influence the success
of reading and writing acquisition in both native language learning and foreign
language learning (cited in Magnuczné, 2017). Hungarian, Finnish, and German
are transparent spelling languages because the number of letters representing
a single phonological unit is small and grapheme-phoneme correspondence is
easier to establish. These languages are characterized by one letter corresponding
to one sound, and the two-letter-one-sound relationship is rare (Magnuczné,
2017).

According to Gardner's (1983) theory of multiple intelligences, human
intelligence is not a single, general ability (IQ), but consists of at least eight
relatively distinct areas. In pedagogical practice, musical, social, physical-
kinesthetic, spatial (visual) intelligence, as well as cultural understanding and
differentiated instruction play arole in the acquisition of the target language
culture. Gardner's theories emphasize that successful language and culture
acquisition involves the learner's motivation towards the culture (Gardner,
& Lambert, 1972) and the use of varied methods in teaching based on different
intelligences. According to Gardner, the language learning situation (e.g., teacher,
class, methods, learner attitude, etc.) also plays an important role in the success of
language learning. In his multi-component model, Spolsky (1989) writes that the
vitality of the language being learned (cf. Latin) and its social preference are also
important (Sominé, 2011). Language learners always follow unique paths of
development, and the factors influencing learning success can compensate for
each other. Supporting native language skills directly contributes to the
effectiveness of foreign language learning, but it also has a stimulating effect on
the development of the learner's personality.

2. School and language learning

In language learning, the following skills are assessed in primary and
secondary education: reading comprehension, writing, listening comprehension,
speaking and grammar/use of English. In language exams, whether at basic,
intermediate, or advanced levels, examiners assess these same skills. The oral part
of the exam includes oral comprehension and speaking, as well as listening
comprehension. In the written part of the exam, language learners demonstrate
their reading comprehension skills. Letter-writing tasks test their ability to
compose written texts. Grammar is assessed indirectly in some language exams,
while certain exams explicitly test knowledge and application of grammatical
rules. Intercultural competence is not measured in school-leaving exams or
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language exams, but it is very important: it is the ability to get along with people
who speak a different language and have a different cultural background, and to
be able to make oneself understood (observation, interpretation, comparison).

In Hungary, all secondary school students must take an intermediate-level
language exam, which requires intermediate proficiency (B1 level) according to
the Common European Framework of Reference for Languages (CEFR). Advanced
level exams are equivalent to intermediate level B2. If students wish to continue
their studies at university, they receive extra points for language exams when
applying for university. While studying at a university, language exams can
provide extra points for scholarships, getting a place in a dormitory or even
exemption from obligatory language courses (but not from language courses for
specific purposes).

However, in the period after 2024, the number of language exam takers in
Hungary followed the trend of previous years and showed a downward trend,
falling to a low point. While ten years ago, approximately 130,000 people took
language exams each year, by 2024 this number had fallen to less than 60,000 (a
total of 58,969 people) (https://nyak.oh.gov.hu/doc/statisztika.asp). The decline
in the number of language exam takers is primarily due to the fact that since 2019,
a B2 language exam is no longer a central requirement for admission to higher
education. During the Covid-19 pandemic, alanguage exam moratorium was
introduced, allowing students to receive their diplomas without having to pass
a B2-level language exam. From 2024, universities will decide at their own
discretion whether to require a language exam as an entry or exit requirement for
obtaining a degree that certifies the qualifications necessary to practice a given
profession. The decline in the number of language exams is particularly noticeable
in the over-20 age group, including university students. Although many people
still take exams in English (although the number is declining there too), the decline
is even more dramatic for less common languages
(https://nyak.oh.gov.hu/doc/statisztika.asp). However, the competencies
acquired by the end of higher education include the expectation of proficiency in
at least one foreign language (e.g., medical terminology, (special) education, etc.)
as well as an open and welcoming attitude toward learning foreign languages.
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3. Foreign language learning and teaching for university students with
disabilities

Teachers can apply different solutions to different problems in order to
facilitate foreign language teaching and assessment. These are presented below.

3.1 Dyslexia (BNO F 81.0)

Students with dyslexia not only find writing and reading in a foreign language
difficult, but also have difficulty with speaking and listening comprehension
(Gatas-Aubelj, 2025; Nemes, 2024, 2022). Language learners may have trouble
processing auditory and visual stimuli, as well as perceiving sentence structures
and word boundaries. They find it difficult to remember the rules of word
formation and understand the relationship between spelling and pronunciation.
It is also characteristic that language learners find it more difficult to notice
similarities and differences between the vocabulary and grammar of their native
language and the foreign language (Tanczos, 2006). Dyslexic students are
characterized by homogeneous inhibition, i.e., words that sound similar
(waiter/water, which/witch, idea/ideal, tidy/tiny), look similar (unit/until,
customs/costume, drive/drove/draw), have similar meanings (shoes/socks) or
opposite meanings (after/before; cheap/expensive), or words that are not similar
to each other (parents/presents, chemistry/cemetery; energy/engineer;
together/each other; traffic/factory, clear/clever; subway/suburbs;
accident/advance, cupboard/cardboard/carton, angry/hungry).

Homogeneous inhibition delays the development of mental lexicon, making
it difficult for students to recall what they have learned. They also have difficulty
understanding texts and need more time and practice (Kohlmann, 2010). Errors
resulting from homogeneous inhibition are also clearly noticeable at the sentence
level. When answering the question "What can make a holiday expensive?", the
language learner starts talking about how avacation can be inexpensive, e.g.,
camping, cycling, etc. When asked "What type of services do travel agents offer us?",
the language learner starts talking about buying a home and the services of estate
agents. "Why do people prefer to travel independently? " asks the teacher, and the
learner begins to list the advantages and disadvantages of travelling in a group.

Reading aloud in aforeign language makes it even harder for them to
understand the text; and font type and size can also be distracting. For tasks that
require writing, work sheets can be printed in a larger font size, longer breaks can
be taken between exam sections, and it is worth ensuring that there is adequate
lighting. For worksheets and written materials designed for dyslexic language
learners, it is recommended to use afont that is easier to read
https://www.dafont.com/open-dyslexic.font. Word explanations can help with
the interpretation of the texts to be read. It is also helpful if students receive
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grammar exercises and comprehension questions in advance in printed form
rather than having to copy them from the board, and online teaching materials can
also be of assistance (Kubingen-Pillmann, & Gyore, 2025).

For dyslexic students, multisensory techniques (MLS) and communicative
language teaching methods can be excellent tools. The student not only hears but
also sees the material to be learned. In addition, it can help if they can touch and
hold things in their hands, e.g,, bones in anatomy, technical objects, etc. Outside
the classroom, tandem learning is a good way to practice language skills - a native
Hungarian speaker regularly talks to a foreign student learning Hungarian, for
example, they go to the botanical garden together and talk about plants. Foreign-
language YouTube videos, films, and series, as well as listening to music in the
target language, can also help with learning new words and expressions. Instead
of a written test or exam, students can be asked to produce a piece of work on the
topic they have learned (in the form of a drawing, video, audio file, lapbook, mind
map, or poster) or to prepare and give a presentation. Students who work at
a slower pace can be given more time to complete tasks and write papers. If
a student experiences anxiety or inhibition, it is recommended that they be tested
individually rather than in agroup (e.g, giving apresentation in a foreign
language), for example, at the teacher's desk while the others are working on the
task.

During the examination, the examiner may provide special conditions for
examinees, for example, a dyslexic examinee may work in a separate room, be
given more time and/or alaptop to complete foreign language tasks. It is also
possible for someone to read the text/task aloud. For tasks that require writing,
the task sheet can be printed in alarger font size, longer breaks can be taken
between exam sections, and it is worth ensuring that there is adequate lighting.
During the oral language exam, take into account the candidates' problems (e.g.,
confusion of directions, confusion of similar-sounding words, etc.).

3.2 Dysgraphia (BNO F 81)

Dysgraphia makes language learning difficult, as writing and spelling
difficulties (letter substitution, letter omission, incorrect line spacing) make it
extra hard to learn foreign words and grammar structures, but with focused
development (dictation, letter practice, developing a sense of rhythm, expanding
vocabulary), good results can be achieved.

In case of writing difficulties (illegible handwriting), the student replaces the
written exam with an oral exam, or writes in a special notebook with larger line
spacing, or works on a laptop. Students who work at a slower pace are given more
time to complete assignments and write midterm exams. It is also helpful if
students receive grammar exercises and questions related to listening or reading
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comprehension in advance in printed form, rather than having to copy them from
the board.

3.3 Dyscalculia (BNO F81.2)

Dyscalculia primarily involves difficulties with arithmetic, but because it
stems from a different way of processing information in the brain, it is often
accompanied by other learning disorders such as dyslexia (reading disorder),
which can cause problems with language learning (vocabulary, grammar rules,
pronunciation). Dyscalculia can cause difficulties in memorizing words, numbers,
and dates, understanding grammar rules, and reading foreign-language texts, but
with appropriate development, significant improvement can be achieved
(Czenner, 2015).

Dyscalculia primarily manifests itself in tasks involving counting and
numbers, such as learning numbers, mathematical tasks, and rules in a foreign
language. Therefore, it is advisable to learn the foreign language words associated
with these tasks by engaging multiple sensory channels, e.g., visual, auditory,
motor, etc. Students with dyscalculia can be helped by using cards (linking words
and pictures), movement (associating words with movement), and short
dialogues and repetitive patterns in regular classroom use. Students are advised
to use colour codes to identify grammatical rules and structures. Language
learning apps that provide visual and audio assistance are also useful. During
tests, it is recommended to allow extra time and give fewer tasks, and students
can use various tools during class and tests.

3.4 Students with visual impairment

Visual impairment does not prevent language learning; most blind or visually
impaired students are able to keep pace with their sighted peers by using special
methods and tools. For the visually impaired, auditory comprehension and verbal
communication play akey role. In the case of the visually impairment, the
emphasis is on learning through sight with the help of special visual aids, but
hearing and touch play a significant role compared to their sighted peers. The
(language) teacher should use large, colourful pictures for illustration. For blind
students, it is essential to learn the written form of the foreign language with the
help of Braille writing and reading (Bathori et al., 2008). Embossed or tactile maps
and diagrams also help to understand the context. Modern technology offers
numerous opportunities for barrier-free language learning, such as audiobooks,
audio materials, screen reader software, etc. Various "talking" products (e.g.,
dictionaries, smart watches) make everyday life and language learning easier.
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3.5 Students with hearing impairment

Hearing impairment does not mean that it is impossible to learn a foreign
language, although the process involves unique challenges and requires special
methods and tools (Domagata-Zysk, &Kontra, 2016). Auditory input is limited or
incomplete, which makes it difficult to learn pronunciation, intonation, and speech
rhythm. Practicing verbal communication can be difficult due to difficulties in
understanding spoken text. Students with hearing impairments are in a special
situation, as they have already had to overcome countless difficulties in learning
their first language, and neither teacher training nor the foreign language textbook
and teaching aid market is adequately prepared for their needs.

Visual aids are extremely useful for language learners with hearing
impairments. The instructor/language teacher should use pantomime, body
language, and facial expressions to supplement communication. If necessary,
write down information and words. Watching subtitled content (original or
translated) is agreat way to improve comprehension and vocabulary
development. Making flashcards, taking notes, and emphasizing written
assignments are effective methods for developing writing skills. Association of
words and concepts with images aids memorization (Kontrané et al., 2009).

The lecturer should speak slowly and clearly, but should not shout,
exaggerate, or over-articulate. Exaggeration and over-emphasizing words distort
lip movements, making lip reading even more difficult. Lip reading can be made
easier if the instructor faces the hearing-impaired student when communicating
important information in a foreign language. Do not stand in front of a window or
bright light. If students are working in groups, allow the deaf student to choose
their own seat. Announce in advance any technical terms or rare foreign words
that are likely to be used! It is difficult, if not impossible, to read speech and sign
language with unfamiliar vocabulary. If it is not possible to introduce new
vocabulary in advance, write the words and expressions on paper, a board, or in
the presentation. A short outline or preliminary script will make the presentation
or film screening easier for deaf people to follow. Use visual aids whenever
possible. Sight is the primary channel of information for deaf people. Make use of
the tools available, including films, overhead projectors, diagrams, and charts.
Give the participants time to read before you start speaking. Many hearing-
impaired people find it difficult to listen to the speaker and take notes at the same
time.

Modern hearing aids help with sound recognition, which is also beneficial for
language learning. Apps such as Duolingo, Xeropan, and Memrise support
language learning with interactive, visual-based exercises. Translation programs
can help with quick comprehension, but are only recommended as
a supplementary tool for language learning.
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3.6 Students with motor impairment

Physical disabilities do not mean that learning aforeign language is
impossible, but they do require a special approach, accessibility, and assistive
technologies in order to learn successfully. Certain physical disabilities may be
accompanied by other partial disabilities, such as speech and language difficulties,
which can negatively affect language learning. In the case of writing difficulties
(illegible handwriting), the student may replace the written exam with an oral
exam, or write in a special notebook with larger line spacing, or work on a laptop.
Modern technology and special teaching methods offer a wide range of options for
language learners with physical disabilities, such as special mice/keyboards to
assist with writing in cases of severe mobility impairment. Speech recognition
software (voice-to-text) allows students to type using their voice. Making digital
teaching materials and e-learning platforms accessible is key.

If a student is anxious or inhibited, it is recommended that they be tested
individually rather than in front of the class, and that they give their presentation
in the foreign language, for example, at the teacher's desk while the others are
doing something else.

3.7 Speech and language impairment

Language learning requires special, personalized methods and support for
students with speech and language disorders. Approaches based on different
senses (hearing, sight, movement) can help reinforce language elements (e.g.,
incorporating images, videos, movement tasks). Students struggling with
language barriers often feel anxious about speaking, so it is important to create
a safe, supportive learning environment where making mistakes is not a problem.
The main goal of language learning is communication, so instead of rigid grammar
rules, the emphasis should focus on practical communication situations and
vocabulary expansion. There are many apps and software programs that use
games and visual aids to support language learning for people with speech and
language disorders.

4. The language exam and its legal background in Hungary

In many cases, language exams are essential for higher education and
employment, and in certain fields (e.g., tourism and hospitality), language exams
are a prerequisite for obtaining a degree. At the same time, language learning is
one of the greatest challenges for students with specific learning difficulties. In
Hungary, the principle of equal and fair treatment applies to state-recognized
(accredited) language exams. According to Act CXC of 2011 on national public
education, accommodations for applicants with difficulties in integration,
learning, or behavioural issues can only be requested and provided in public
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education and cannot be taken into account during the language exam and its
evaluation.

According to 137/2008 V.16. (Korm.rend. 8.§ f) the accreditated
Examination Centres must provide examination conditions for people with
disabilities that are appropriate to their disabilities. However, the various
language examination systems offer different accommodations to examinees with
disabilities. An examinee may indicate that they have a disability when applying,
so that the examination centres can organize their examination on the basis of the
principle of individualized treatment. When registering, candidates must upload
the written decision of the expert committee (87/2015. (IV. 9.) Government
Decree 63.§ 2. expert opinion of the Expert Committee) or the decision
establishing the disability. During the examination, the candidate's gender, age,
and ethnic origin shall not influence the examination results, and everyone shall
be treated equally during the examination and the evaluation of the results, and
no candidate without a disability shall be placed at an unfair advantage.

The examination centres can provide special conditions for examinees
during the examination, for example, the examinee works in a separate room, is
given more time and/or alaptop to complete the tasks. In the case of language
exams, dyslexic examinees may be exempted from the grammar section of the
exam (e.g., no gap filling tasks). It is also possible that the text for the listening
comprehension task will not be played from a recording, but will be read aloud by
someone. If necessary, for tasks that require writing, the test paper is printed in
alarger font size, longer breaks are taken between parts of the exam, or special
attention is paid to ensuring adequate lighting. It is important to note that
examinees do not always exercise this right and do not request accommodations
for completing the language exam tasks. Most examination centres allow
themselves the opportunity to refuse the application if the required special
conditions can not be provided to the test taker.

The DExam language examination system developed at the University of
Debrecen offers various opportunities for examinees with dyslexia and
dysgraphia. Examinees can request test papers with larger font sizes for the
listening comprehension and reading comprehension and language skills sections
of the exam, and they can be exempted from copying their answers onto the
answer sheet. In addition, they may use a computer word processor for the
Reading and Language Skills and Writing Skills tests, and may request an
additional 30 minutes of testing time for the Writing Skills test. Candidates with
dyslexia may request that their spelling not be included in their score. Additional
accommodations recommended in the expert opinions issued by the expert
committees will be granted on acase-by-case basis. Special requirements
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regarding exam conditions must be indicated on the Application Form, and the
relevant supporting documents must be attached
(https://www.dexam.hu/?p=p2_vsp&I=hu).

The ORIGO examination system may grant additional accommodations to
dyslexic examinees at the Examination Centre and designated examination sites,
taking into account examination security and professional requirements, if there
is a verified need. In the written exam, the original duration of the exam may be
extended by 10% (in the case of hearing impaired, dyslexic, and dysgraphic
examinees). During the listening comprehension exam, it is permitted to listen to
the audio texts more than once without additional time (for candidates with
limited hand movement, visual impairment, hearing impairment, dyslexia, and
dysgraphia). Candidates with disabilities must attach a recent medical opinion
describing their condition to their application. After processing the application,
the examination centre staff will contact the applicant to arrange for
accommodations (https://www.onyc.hu/wp-content/uploads/2025/06/
Vizsgaszabalyzat-vegleges.pdf).

The BME examination system also applies a special procedure for persons
with disabilities: in the case of disabilities and special educational needs certified
in accordance with Section 63(2) of Government Decree 87/2015. (IV. 9.)
Government Decree, applicants with a certified disability or special educational
needs may take the exam under aspecial examination procedure based on
a written request submitted to the examination centre or examination venue,
provided that they are able to complete the task(s) in each part of the exam in
accordance with Government Decree 137/2008. Applications for individual
arrangements are handled on a case-by-case basis within the framework provided
by the law and the possibilities of the examination venue, whether they concern
visual or hearing impairment, mobility impairment, autism spectrum disorder,
specific learning disorders (dyslexia, dysgraphia), ADHD (attention deficit
hyperactivity disorder), or psychosocial disabilities. Individual requests for
special arrangements can be considered at the time of application (due to the
organization of the exam), but no later than 14 days before the first exam date.
The submitted request will be evaluated by the head of the Examination Centre
based on the attached expert opinion, and the applicant will be notified of the
result in writing. The following can be provided during the special arrangements:
extra time for the exam, which may be up to 30% of the time allotted for
completing the tasks. It is possible to conduct the exam individually rather than in
a group, in which case special arrangements can be made (e.g., reading aloud
instead of using a machine, use of a Braille typewriter, use of a special magnifying
device). During the written part of the exam, computers may be used by examinees
with limited mobility, or by any examinee whose handwriting is so illegible or
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difficult to read that it would hinder the evaluation. The use of personal computers
is only permitted if they have a limited number of special programs installed (e.g.,
text readers). In the case of examinees with dyslexia or dysgraphia, individually
tailored exam materials (font, layout, etc.) may be provided, taking into account
the relevant professional recommendations (http://www.bmenyelvvizsga.bme.
hu/hu/fogyatekkal_elok/jelentkezes).

The European Consortium for the Certificate of Attainment in Modern
Languages (ECL) Examination Centre creates examination conditions for people
with disabilities that are appropriate to their disabilities. The application form
required for the individual procedure is available in printed form at the
examination centres and at the ECL Examination Centre, as well as electronically.
In the case of other disabilities, the Examination Centre assists individuals in
taking the exam through individually tailored procedures, provided that the
requirements specified by law are met. In the case of individual procedures, there
are no changes to the content of the exam material. The changes are purely formal.

In cases of dyslexia and/or dysgraphia, the candidate will receive exam
materials in a special format in the reading, writing, and listening comprehension
sections to ensure adequate readability. The tasks are printed on bright yellow
paper, in a larger font size and 1.5 line spacing, using a special font (Dyslexic font)
and without fully justifying. The duration of the written parts of the exam may be
extended up to 30%. The language book entitled The Most Hated Topics at the ECL
Exam - Level B2 /Dyslexia (2019) by Szilvia Szabd, John Barefield, and Eszter Papp,
published by Szabé Nyelviskola Kft., is designed for learners with dyslexia. This
book, which prepares students for the intermediate language exam (B2), provides
valuable assistance to learners with dyslexia. The book is a revised version of the
2018 book The Most Hated Topics at the ECL Exam. The book is printed on cream-
coloured paper with a legible font, larger font size, larger line spacing, and without
justified lines. The book prepares students for both the oral and written parts of
the ECL language exam. A printed dictionary may be used to complete the writing
tasks, but electronic dictionaries are not permitted. The exercises come with an
answer key and downloadable audio files in mp3 format. With the download code,
students can access the B2 level exam description, exam sections, topic list, useful
exam tips, and extra online exercises at https://audio.szabonyelviskola.hu.

In the case of motor coordination disorders, candidates are allowed to use
their own laptop without an internet connection. In this case, the Examination
Centre will provide the test in electronic form instead of paper format. The
duration of the written parts of the exam may be extended by 30 %.

In the case of hearing impairment, the listening comprehension text will be
played three times instead of twice. Headphones may be used, or loud playback in
a separate room may be requested. In cases of severe hearing impairment (based
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on a medical opinion), the exam centre will provide a specialist teacher to read
aloud upon request, thus enabling lip reading. The candidate may take the
speaking exam without other candidates present.

For visually impaired candidates, the Examination Centre prepares exam
materials in a special format: the tasks are presented in a larger (selectable) font
size and line spacing, using the Verdana font. The duration of the written parts of
the exam may be extended by 30%. Blind candidates may have a specialist teacher
available for the listening comprehension section of the exam, who will play the
recording and then read the questions aloud. The exam centre will provide the
specialist teacher, taking into account the rules on conflicts of interest. For the
written skills, the candidate must have their own laptop without an internet
connection. In the independent topic discussion part of the speaking exam, the
ECL Exam Centre will not use visual stimuli for blind candidates, who will express
their opinion on a topic described verbally. In the case of dysgraphic candidates,
if justified by an expert opinion, the candidate may write the exam on a laptop
without an internet connection and use an electronic dictionary on their laptop
(https://eclLhu/eselyegyenloseg/).

Summary and conclusions

Areview of the literature revealed that there is still ongoing experimentation
in the field of compulsory foreign language and field-specific language teaching for
university students with disabilities. Language learning is along process that
requires flexibility, gradual progression, and a lot of practice and repetition. In
addition to using and solving digital tasks, language teachers need countless ideas
to keep English classes useful, varied, and interesting for language learners.
Following the teacher's examples, language learners can independently create
tools that facilitate the learning and application of words and grammar. In both
university language classes and specialized professional language classes (such as
English for Specific Purposes), it is important to take into account the human
factor and reliability, as well as individual needs, even with the help of a language
teacher specializing in teaching the hearing impaired. It may also be necessary to
involve a support teacher or assistant to help the student with classroom tasks or
the use of assistive devices.

In language teaching, the goal is never to teach grammar alone, but rather to
present grammar and vocabulary together. Language learners with disability
study alongside their peers, developing their social skills while also gaining
knowledge about a new culture. This is why we can say that language teaching is
integrated skill development. Problems encountered in the native language also
affect the foreign language learning skills of the students concerned. For language
learners with disabilities, it is helpful to involve different senses in the learning
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process, such as visual aids, drawings, and flashcards. The key is a multimodal
approach, i.e., one based on multiple senses and channels, which utilizes auditory,
visual, and cognitive strategies. Students find it easier to remember information
when they see, hear, and "move" it. Educational programmes tailored to individual
needs (e.g. focusing on auditory methods in cases of writing difficulties) make
learning more effective. Raising awareness of the practical uses of language skills
(e.g. travel, employment) increases student motivation and self-confidence.

We believe that despite the difficulties and challenges, language teachers at
universities should aim to create varied and exciting tasks for their students with
disability, as these are what motivate language learners. Traditional written tests
are not suitable for students with disabilities; instead, other forms of assessment
are recommended (videos, projects, mind maps, presentations). Memory aids also
help students recall what they have learned. Anything that helps students with
disabilities recall information can be a memory aid.

In the second part of the study, we used the example of an internationally
recognized language exam system (ECL) and three Hungarian-developed
language exams (DExam, ORGO, and BME) to show the special conditions
provided for language test takers with disabilities, such as small classrooms,
extended test time, laptops, someone reading the text aloud, bigger letters/larger
size, longer breaks between parts, appropriate lighting, etc. Each language exam
system decides independently on the accommodations to be provided to students
with disabilities. A test preparation book related to the internationally recognized
ECL exam system has been published for dyslexic language learners preparing for
the exam. The difficulties faced by people with dyslexia are also taken into account
during the exam, making the language exam "barrier-free” in this respect.
Examinees receive the test questions printed on grey or light-yellow paper in 14-
point Arial/Verdana font. Test takers may also be given extra time (10 - 30 %) and
spelling is not taken into account in the written part. The use of aids (e.g., laptops
without internet connection in cases of dysgraphia) is permitted in the written
exam.

REFERENCES

Act CXC of 2011 on National Public Education. Retrevied from
https://net.jogtar.hu/jogszabaly?docid=a1100190.tv

Bathori A, Ruff A, Somorjai A, Székelyné K. I, Szficsné G. E. Vincze G. (2008).
Sériilésspecifikus eszkéztdr vak és aligldté gyermekek, tanuldk egyiittneveléséhez.
Educatio Tarsadalmi Szolgaltaté Kozhasznu Tarsasag, Budapest.
https://tanitonline.hu/uploads/645/eszkoz_vak.pdf

140


https://net.jogtar.hu/jogszabaly?docid=a1100190.tv

Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

Cedefop (2016). Skill shortages and gaps in European enterprises: Striking a balance
between vocational education and training and the labour market. Publications Office
of the European Union.

Czenner, J. (2015). Diszkalkulia és nyelvoktatas, nyelvtanulas. Iskolakultiira, 25(11), 103-
114.

Domagata-Zysk, Ewa-Kontra, E. (2016): English as a foreign language for deaf and hard of
hearing persons - challenges and strategies. Cambridge Scholars Publishing. Retrieved
from https://repozytorium.kul.pl/server/api/core/bitstreams/e07fbe30-e513-
4992-ad70-87c49e523449 /content

Dornyei, Z. (2005). The Psychology of the Language Learner: Individual Differences in Second
Language Acquisition. Routledge.

Gardner, H. (2011). Frames of Mind: The Theory of Multiple Intelligences. Basic Books, New
York.

Gardner, R. C, & Lambert, W. E. (1972). Attitudes and Motivation in Second Language
Learning. Rowley, MA: Newbury House Publishers.

Gatas-Aubelj Katalin (2025). A magyar felsGoktatisban tanulé diszlexids hallgaték
nyelvtanulasi tapasztalatai. (2020). Képzés és Gyakorlat: Neveléstudomdnyi folydirat,
18(1-2), 7-21. Retrieved from https://doi.org/10.17165/TP.2020.1-2.1

Kohlmann A. (2010). Diszlexia és az idegennyelv-oktatas. Iskolakultira, (10), 38-48.

Kontrané H. E., Csizér K., Safar A. (2009). Idegen nyelvek tanulasa siketek és nagyothall6ok
korében. Uj  Pedagdgiai  Szemle, 59(1), 72-83. Retrevied from
https://folyoiratok.oh.gov.hu/uj-pedagogiai szemle/idegen-nyelvek-tanulasa-
siketek-es-nagyothallok-koreben

Kramsch, C. (2006). From Communicative Competence to Symbolic Competence. The
Modern Language Journal, 90(2), 249-252. Retrevied from
http://www.jstor.org/stable/3876875

Kubinger-Pillmann, ], Gyore, G. (2025). FelsGoktatasban tanulé diszlexias hallgaték
tdmogatasa online tananyagokkal. Supporting dyslexic students in higher education
with online course materials. In Toth, Jézsef (szerk.) Nyelv, kultira, megértés: uj
kutatdsi irdnyok a humdn tudomdnyok tertiletén. Akadémiai Kiadé - Pannon Egyetemi
Kiadé.

Magnuczné, G. A. (2017). Alkalmazott nyelvészeti kutatisok a nyelvpedagégia
szolgalataban. Alkalmazott Nyelvészeti K6zlemények, 12(2), 77-89.

Mez6, K. (2025). A mesterséges intelligencia gyogypedagogiai célua felhasznalasi
lehet8ségei. Kiilonleges Bdndsméd - Interdiszciplindris folydirat, 11(2), 143-153.
Retrieved from https://doi.org/10.18458/KB.2025.2.143

Moser, A. (2025). A mesterséges intelligencia szerepe és lehetGségei a nyelvtanulasban. In:
Medovarszki, I. (Ed.) Tantdrgy-pedagdgiai kaleidoszkop: 2023-2024: pedagdgiai és
szakmdédszertani tanulmdnyok az iskola belsé vilagdabél, 123-137. Eger, Liceum Kiadé.

Nemes, M. (2022). A komplex tanuldsi zavarokkal rendelkez6 tanulék idegen nyelvi
oktatasanak kérdései. Kiilonleges Bandsméd - Interdiszciplindris folydirat, 8(3), 31-
52. Retrieved from https://doi.org/10.18458/KB.2022.3.31

Nemes, M. (2024). A diszlexids tanulék nyelvoktatasdnak kérdései a pedagdgusok
szemsz0gébol. Gyermeknevelés Tudomdnyos Folyodirat, 12(3), 121-141.
https://doi.org/10.31074/gyntf.2024.3.121.141

OECD. (2018). The future of education and skills: Education 2030. OECD Publishing.

OECD. (2019). Education at a glance 2019: OECD indicators. OECD Publishing. Retrieved
from https://doi.org/10.1787 /f8d7880d-en

Sominé, H. 0. (2011). Az anyanyelv-elsajatitas és az idegennyelv-tanulas dsszefiiggéseinek
megkdzelitései - egy kozos értelmezési keret lehetdsége. Magyar Pedagdgia, 111(1),
53-77.

141


https://repozytorium.kul.pl/server/api/core/bitstreams/e07fbe30-e513-4992-ad70-87c49e523449/content
https://repozytorium.kul.pl/server/api/core/bitstreams/e07fbe30-e513-4992-ad70-87c49e523449/content
https://doi.org/10.17165/TP.2020.1-2.1
http://www.jstor.org/stable/3876875
https://doi.org/10.18458/KB.2025.2.143
https://doi.org/10.18458/KB.2022.3.31
https://doi.org/10.1787/f8d7880d-en

STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Volume 14, 2025, Issue 3

Szabo Sz., ]. Barefield & Papp E. (2019). The Most Hated Topics At The ECL Exam - Level B2
/Dyslexia. SZABO Nyelviskola és Forditéiroda Kft., Nyiregyhaza.

Szabé, F. (2020). A nyelvérzék és anyelvtanulasi sikeresség Osszefiiggései egy Kelet-
Magyarorszagi hatranyos helyzeti régi6 11-12 éves koru tanuléindl. Doktori
disszertacié. DE HTDI. (PhD dissertation, maniscript)

Téanczos, ]. (2006). A kognitiv folyamatok zavarainak hatdsa az idegen nyelv tanuldsara.
Iskolakultiira (11), 3-11. Retrieved from
https://epa.oszk.hu/00000/00011/00109/pdf/iskolakultura_EPA00011_2006_11_
003-011.pdf

Electronic documents and sources:

https://www.dexam.hu/?p=p2_vsp&l=hu
http://www.bmenyelvvizsga.bme.hu/hu/fogyatekkal_elok/jelentkezes
https://ecl.hu/eselyegyenloseg/
https://www.onyc.hu/wp-content/uploads/2025/06/Vizsgaszabalyzat-vegleges.pdf

142


https://epa.oszk.hu/00000/00011/00109/pdf/iskolakultura_EPA00011_2006_11_003-011.pdf
https://epa.oszk.hu/00000/00011/00109/pdf/iskolakultura_EPA00011_2006_11_003-011.pdf
https://www.dexam.hu/?p=p2_vsp&l=hu
http://www.bmenyelvvizsga.bme.hu/hu/fogyatekkal_elok/jelentkezes
https://ecl.hu/eselyegyenloseg/
https://www.onyc.hu/wp-content/uploads/2025/06/Vizsgaszabalyzat-vegleges.pdf

Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

PROBLEMS OF TEACHING HISTORY TO STUDENTS
WITH LEARNING DISABILITIES!

Problémy vyucby dejin u Ziakov s poruchami ucenia

Katalin Mez42

Abstract: In the Hungarian public education system, the teaching of history appears among the subjects
of the upper grades of primary school (National Core Curriculum, 2020), and therefore it is also included
among the instructional expectations for students with learning disabilities with special educational
needs. However, the teaching of history to students with learning disabilities is hindered and influenced
by numerous factors, which require the application of differentiated knowledge and methods on the part
of history teachers and/or special education teachers responsible for teaching history. The aim of this
study is to present the main factors that impede and influence the learning of history among students with
learning disabilities. In addition, a questionnaire survey conducted among teachers who teach history (n
=80) is presented, in which we analysed teachers’ opinions regarding three themes about teaching history
from the aspect of students with learning disabilities: 1. Understanding of curriculum content, 2.
Usefulness of curriculum content, and 3. Usefulness of learning aids. The data were processed using the
SPSS software, applying descriptive statistics and the Chi-square test. The 58,75% of the teachers doubt
whether their students with learning disabilities have understood the body of curricular knowledge
communicated within history education. Teachers' 92,5% think that students with learning disabilities
will not use the content of the subject history in their later lives. There is high (more than 90%) agreement
among teachers regarding the usefulness of interactive whiteboards and educational games in the context
of teaching history to students with learning disabilities.

Keywords: history, teaching, learning, disabilities.

Abstrakt: V madarskom verejnom vzdeldvacom systéme sa vyucba dejepisu objavuje medzi predmetmi
vyssich rocnikov zdkladnej Skoly (Ndrodny zdkladny ucebny pldn, 2020), a preto je zahrnutd aj medzi
vzdeldvacie ocakdvania pre Ziakov s poruchami ucenia so $pecidlnymi vzdeldvacimi potrebami. Vyucba
dejepisu Ziakov s poruchami ucenia je vsak obmedzovand a ovplyviiovand mnohymi faktormi, ktoré
vyZadujil uplatriovanie diferencovanych vedomosti a metdd zo strany ucitel'ov dejepisu a/alebo ucitel'ov
Specidlnej pedagogiky zodpovednych za vyucbu dejepisu. Cielom tejto Stiidie je predstavit’ hlavné faktory,
ktoré brdnia a ovplyviiujii vyucbu dejepisu u Ziakov s poruchami ucenia. Okrem toho je predstaveny
dotaznikovy prieskum realizovany medzi ucitelmi, ktori vyucuji dejepis (n = 80), v ktorom sme
analyzovali ndzory ucitelov na tri témy tykajiice sa vyucby dejepisu z hl'adiska Ziakov s poruchami ucenia:
1. porozumenie obsahu ucebnych osnov, 2. uZitocnost’ obsahu ucebnych osnov, 3. uZitocnost' ucebnych
pomécok. Udaje boli spracované pomocou softvéru SPSS s pouZitim deskriptivnej Statistiky a Chi-
kvadrdtového testu. 58,75 % ucitel'ov pochybuje, i ich Ziaci s poruchami ucenia pochopili obsah ucebnych
osnov, ktory sa vyucuje v ramci vyucby dejepisu. 92,5 % ucitel'ov si mysli, Ze Ziaci s poruchami ucenia
nebudu obsah predmetu dejepis vyuZivat' vo svojom d'alsom Zivote. Medzi ucitel'mi panuje vysokd (viac
ako 90 %) zhoda v otdzke uZitocnosti interaktivnych tabul a vzdeldvacich hier v kontexte vyucby dejepisu
Ziakov s poruchami ucenia.

Klicové slova: histéria, vyucba, ucenie, postihnutia.
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Introduction

The tradition of school-based transmission of historical knowledge in
Hungary extends back several centuries. Although history emerged as an
independent discipline only in the early modern period—primarily during the
seventeenth and eighteenth centuries—historically oriented knowledge had
already been present in education prior to this development. Among the early
works produced explicitly for educational purposes and aiming to systematize
historical content, the oeuvre of Janos Apaczai Csere (1955) is particularly
noteworthy. His work addresses events, historical figures, and chronological data
from the creation of the world up to the mid-seventeenth century. From the
eighteenth century onward, the teaching of both universal and Hungarian history
became widespread in school education; as a result, history may be regarded as
one of the school subjects with the longest-established traditions. In current
educational practice, the organizational and content-related framework of history
teaching is regulated by the National Core Curriculum, the currently valid version
of which is stipulated by Government Decree No. 5/2020 (I. 31.). More detailed
regulations related to the core curriculum introduced in 2020 are provided by the
framework curricula, which are adapted to the specific characteristics of different
school types, stages of education, and subjects. This system of documents also
pays particular attention to the education of students with special educational
needs, including the development of specialized curricular guidelines for children
with learning disabilities. The present study focuses on the methodological issues
of history teaching for students with learning disabilities. This group of students
includes children who “as a result of reduced functional efficiency of the nervous
system attributable to biological and/or genetic factors, as well as adverse
environmental influences, [they] exhibit persistent and pervasive learning
difficulties and learning disorders” (Mesterhazi, 1998, 54).

A smaller proportion of students with learning disabilities pursue their
studies in schools operating under a special curriculum; however, a significant
share of them participate in education within mainstream institutions in the
framework of inclusive education (Jardinez & Natividad, 2024; Morocco, 2001).
As students with learning disabilities belong to the category of students with
special educational needs, the application of targeted and specifically selected
pedagogical approaches is indispensable in their education in order to ensure
optimal developmental outcomes (Nemes & Tahirak, 2023; Kertész & Mezd, 2023;
Hegediis, 2023; Krausz, 2021). This level of methodological preparedness is
particularly important in the teaching of history as aschool subject, as its
acquisition may pose one of the greatest challenges for students with learning
disabilities (Mez6, 2023). This is primarily attributable to delays in the domain of
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cognitive functions, which hinder abstract thinking, the recognition of temporal
relationships, and the interpretation of historical narratives. According to the
literature, the cognitive activity of children with learning disabilities is
characterized by pervasive impairments, which manifest in the functioning of
perception, attention, and memory, as well as in deviations in thinking processes
(Rottmayer, 2006; Orim et al., 2023). The underdevelopment of these functions
substantially affects the effectiveness of history teaching, which relies on the recall
of past events, the operation of imagination, and spatial and temporal orientation,
thereby justifying the application of subject-specific and differentiated
pedagogical methods. The teaching and learning of history among students with
learning disabilities are constrained and shaped by arange of factors,
necessitating the use of differentiated knowledge, pedagogical approaches, and
instructional methods by history teachers and/or special education teachers
responsible for history instruction.

The aim of this study is to identify and present the principal factors that
hinder and influence the learning of history among students with learning
disabilities, and analyses teachers’ views regarding the effectiveness of history
instruction and the efficiency of the methods employed in the teaching process in
the cases of students with learning disabilities.

History Teaching for Students with Learning Disabilities

In Hungary, the 2020 revision of the National Core Curriculum introduced
significant changes compared to the previous 2012 version, particularly in the
restructuring of the “Human and Society” area of learning. Under the new
regulations, this area was renamed “History and Civic Studies,” encompassing
three subjects: history, civic studies, and homeland and folk knowledge. The
“History and Civic Studies” area of learning also becomes particularly prominent
for students with learning disabilities at the upper primary level. In the
preparation and implementation of teaching this subject, it is essential in every
case that teachers take into account the students’ individual pedagogical, special
educational, and psychological characteristics. This approach ensures that the
study of history is accessible, comprehensible, and developmentally supportive
for children with learning disabilities. “Anyone who teaches history undertakes to
professionally assist their students in the process of historical understanding.
They direct their students’ attention to the past and help them in acquiring and
comprehending history, as well as in reconstructing and interpreting past events”
(F. Dardai, 2006, 66). The primary aim of school-based history education is to
establish historical literacy, strengthen national identity, and foster a sense of
belonging to both Europe and the global community. Traditionally, the curriculum
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traces the events of Hungarian and world history from prehistory to the present
day.

For students with learning disabilities, the objectives of history teaching are
the same as for their peers: beyond acquiring knowledge of the past, the focus is
on understanding the role and possibilities of social coexistence and community
membership. Due to the complex nature of the subject, history plays a particularly
important role in shaping values, complementing the effects of ethics education.
History instruction should emphasize an objective and realistic understanding of
the past, spatial and temporal orientation, the development of national identity
awareness, and the exploration of causal relationships between events. At the
same time, it is essential to take into account the learning difficulties of students
with special educational needs, as these can significantly affect the effectiveness
of the teaching process (Figure 1).

Figure 1 Factors Affecting History Teaching for Students with Learning Disabilities

Challenging in
Teaching

Historical Sence
of Time

Factors

Challenges in Affecting Challenging in
Historical N Teaching Spatial
Thinking HlStOl‘y Orientation

Teaching

Challenging in
Understanding

Historical
Consepts

(Source: own compilation)

146



Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

Challenges in Developing Historical Sense of Time. The concept of time is
fundamentally abstract, which poses particular challenges for students with
learning disabilities, who often have limited capacities for abstract thinking. In
history education, time does not merely refer to the apparent, sequential order of
events but also requires understanding the relationships between events, which
presupposes the ability to navigate abstract temporal frameworks. For students
with learning disabilities, a more developed subjective sense of time and
understanding of time in relation to themselves is typical. This means that
students primarily perceive the world through their own experiences and
personal memories, and are only able to interpret events temporally in relation to
these experiences. Consequently, the development of orientation in historical time
can only be effectively achieved through learning methods that build on
experiential, hands-on activities and place these at the center of the learning
process (Claravall & Irey, 2022; De La Paz, 2013). For students with learning
disabilities, understanding historical time involves a range of specific difficulties,
which manifest in the following areas: 1) Difficulties with Chronological Order:
Recognizing and comprehending the temporal sequence of events often does not
develop fully, and it cannot always be expected of these students. Understanding
the relationships between events is challenging, which also hinders the
comprehension of historical connections. 2) Problems with Memorizing Dates and
Time Points: For students with learning disabilities, the goal is not the rote
knowledge of specific years or periods, but the understanding of the meaning and
significance of events. Mere repetition of dates as memorization is often an empty
activity without meaningful content for them. 3) Difficulties with Periodization:
Comprehending the division of historical events into chronological units and
grouping them according to consistent principles is extremely challenging.
Visualization is therefore crucial: timelines, color-coded diagrams, or parallel
chronological layers can help convey temporal structures. 5) Difficulties with
Synchrony: Understanding the relationships between simultaneous events
(synchrony) presents challenges, as students struggle to interpret multiple events
occurring within the same time frame simultaneously. 6) Problems with
Diachrony: Examining concepts across different periods (diachrony) is also
challenging, as tracking the temporal changes of events is difficult for students. 7)
Occurrence of Anachronisms: Mistakes in placing events in their correct temporal
context are frequent, which can distort the understanding of the logical
relationships between historical events.

Challenges in Teaching Spatial Orientation, Difficulties in Conveying Historical
Spatial Awareness. Similar challenges arise in teaching historical spatial
awareness as in teaching temporal concepts. Instruction must take into account
students’ limited knowledge of spatial relationships and underdeveloped spatial
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orientation skills. Many students with learning disabilities have struggled with
spatial orientation difficulties since early childhood, which require ongoing
special education support. Research on nonverbal learning disability (NVLD)
demonstrates that children with significant visuospatial processing deficits show
impairments in spatial reasoning, visuospatial working memory, and the ability to
interpret spatial information such as maps, charts, and diagrams, which can
impede their understanding of spatial aspects in academic subjects, including
history (Mammarella & Cornoldi,, 2020). In the context of history education,
impairments in perceiving spatial relationships affect students’ understanding of
natural and geographical features, the use of essential instructional tools such as
maps, blank maps, wall or hand-held maps, and the comprehension of the spatial
location of events occurring within the same historical period. A common
characteristic among students with learning disabilities is disorientation, which
refers to a broad disruption of orientation and may simultaneously manifest in
temporal, spatial, and personal dimensions.

Challenges in Understanding Historical Concepts. For students with learning
disabilities, difficulties may arise not only in comprehending and grasping
historical concepts but also in forming these concepts at all. Historical concepts
always encapsulate human and social relationships—between individuals,
between humans and nature, and within the social structures created by
humans—situated in reciprocal historical contexts. The formation of concepts can
present significant challenges in any subject, as the basic elements of a concept
(its label and list of attributes) are not always explicitly established (see Mez6,
2011; Mez6, 2022 for further discussion). Concept formation is a complex process,
and it requires particular attention when teaching students with learning
disabilities. For instance, if terms such as Renaissance or Reformation are
mentioned without explanation of their meanings the result is often mere
parroting or rote memorization without any meaningful comprehension or
functional use of the concepts.

Challenges in Historical Thinking. Historical thinking belongs to higher-order
cognitive abilities, enabling individuals to flexibly adapt the knowledge they have
acquired. “...the meaningful reception of historical knowledge also involves
continuous interpretation and reconsideration. Developing such a reflective
approach to history already requires complex cognitive skill development”
(Kojanitz, 2014, 190). In students with learning disabilities, the development of
historical thinking is hindered by impairments in cognitive functions. Due to the
underdevelopment of basic functions, the emergence of higher-order, dependent
functions cannot be expected. The following consequences must be taken into
account: 1) Concrete Thinking: Students often exhibit literal thinking, with limited
use of metaphors and difficulty understanding nuances. Their thinking tends to be
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one-sided, and they are generally less capable of abstract reasoning. 2) Content
Poverty: Their speech typically conveys very limited information. Their
expressions are often characterized by emptiness, frequent repetition,
imprecision, confused sentence structures, or lack of meaningful content. 4)
Overvalued Ideas: Students may cling unreasonably to false beliefs that do not
originate from their own thinking. They may identify with ideological frameworks
that do not convey appropriate values, which necessitates careful consideration
when presenting topics such as wars or historical leaders with despoticideologies.
In addition, students with learning disabilities often display heightened
suggestibility, underdeveloped self-evaluation and self-awareness, and
atendency to conform to others’ expectations. 5) Difficulties in Judgment
Formation: These difficulties are often accompanied by challenges in reflective
thinking and alack of debating skills. Practicing rational, fact-based discussion
should therefore be included among the tasks in history lessons.

It is evident that these difficulties greatly complicate the teaching of history’s
core content, as the very skills that support meaningful understanding and
creative processing of historical knowledge are either absent or differently
developed. Nevertheless, it is possible to achieve the true objective even with
students with learning disabilities: fostering a genuine appreciation for history
and cultivating interest and openness toward the subject. However, achieving this
requires the use of specialized teaching methods.

Recommended Pedagogical Methods and Approaches for Teaching History to
Students with Learning Disabilities

Among the most important characteristics of history didactics are source-
centeredness, narrative-centeredness, and skills development, including both
cognitive and competency-based growth. Of the numerous theories that have
emerged over time and shaped history teaching, contemporary approaches are
most strongly influenced by narrative-based learning and competency-based
history education, which are also highly applicable for students with learning
disabilities. Narrativity is a shared cognitive framework that endows events—or
any stimuli affecting the human nervous system—with meaning. A narrative can
depict real-world events or unfold in afictional setting. Most narratives are
stories, situated in time and space, whose characters are human; thus, a narrative
is not merely a description but also an explanation. “A narrative describes and
simultaneously explains” (Gyertyanfy, 2018). Accordingly, the teacher conveys
knowledge to students enriched with human emotions, thoughts, and experiences.
In history education, anarrative-centered approach encompasses both the
possession of tellable stories about humanity’s past—knowledge that the student
has internalized—and an understanding of the nature and conventions of
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historical storytelling (Brauch, 2015). This theory aligns well with the currently
prevailing competency-based approach to history education in Hungary, which
primarily emphasizes skills development. It is based on the premise that
memorizing knowledge is not particularly worthwhile, as information quickly
becomes outdated in today’s fast-paced world or is easily accessible online.
Instead, the focus is on the competencies required for acquiring knowledge. In the
context of history education, these competencies include, in addition to the
possession of knowledge and information, the development of cognitive skills,
orientation abilities, historical thinking, the application of these skills in future
contexts, and the cultivation of an open attitude toward history, among others
(Claravall, E. B, & Irey, R, 2022).

In the history education of students with learning disabilities, six main groups
of methods and approaches can be distinguished: 1) Oral Methods, 2) Written
Sources, 3) Visual and Audiovisual Sources, 4) Material Artifacts, 5) Unwritten
Intellectual Traditions and 6) Mixed Methods and Approaches, which emerge from
the integrated use of the above methods.

Oral Methods. Oral methods are commonly employed in history teaching;
however, it should be emphasized that, for students with learning disabilities,
these methods are often less effective than other instructional approaches. The
extent to which students grasp orally presented information depends on both the
quantity and quality of the information delivered. Acquiring historical content
requires allowing extended time for comprehension and retention. In history
instruction, it is advisable to speak more slowly and use fewer words than usual,
dedicating more time to rehearsal and practice. Oral methods include various
forms of teacher-student communication, such as narration, description,
explanation, group discussions, debates, and student presentations. Due to
communication difficulties, these oral methods are more limited in their
application than they are for peers without learning disabilities. The spoken word
is generally a powerful teaching tool, but it is effective only when the teacher can
ensure historical accuracy, chronological consistency, and avivid, engaging
narrative style. Effective use of oral methods requires the teacher to possess
historical expertise, precision, and a charismatic delivery. For students with
learning disabilities, particular attention must be paid to delivering information
in short, clear sentences, breaking learning processes into small, manageable
steps, and ensuring articulated and comprehensible speech. At the same time,
efforts should be made to develop expressive language skills and to provide
opportunities for intensive verbal interaction.

Written Sources. The use of written texts for students with learning
disabilities typically involves textbooks prepared with reduced content. Written
sources include historical texts and documents, some of which were intentionally
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created for posterity, such as narrative sources—chronicles, gestas, annals,
biographies, diaries, and similar works. Other sources emerged spontaneously
through the activities of administrative, judicial, economic, military, ecclesiastical,
or other institutions, such as charters, cadastral records, tithe registers, laws,
decrees, court or council minutes, maps, plans, and epitaphs. Additionally, popular
scholarly works and literary texts with historical themes also fall into this
category. Students with learning disabilities are generally less inclined to read,
and this should be taken into account during instruction. When selecting excerpts,
the choice must align with curricular requirements as well as the students’ age
and cognitive abilities. During instruction, written texts are primarily presented
in a teacher-read format, while independent student work is feasible only with
short and easily comprehensible texts. During reading, it is essential to clarify key
terms and concepts and check for understanding. For students who show interest
in reading, materials such as popular history books, historical biographies, and
historically themed literary works can be effectively utilized to enhance
engagement and motivation.

Visual and Audiovisual Sources. As the old saying goes, “A picture is worth
a thousand words.” Visual sources are among the most effective methods for
teaching history to students with learning disabilities, as visualization enables
illustration, stimulates imagination, and supports the development of basic
abstraction skills. Various types of visual and audiovisual sources can be
employed, including: images, document-like illustrations, board drawings,
sketches, mind maps, documentary-style films, presentations, and audiovisual
tools. These resources allow students to engage with historical content in
aconcrete and tangible manner, enhancing comprehension and supporting
memory retention. The use of visual and audiovisual sources is particularly
beneficial for students who struggle with abstract thinking, as it provides
multisensory input and allows the integration of visual and auditory learning
channels, facilitating a more meaningful understanding of historical concepts and
events. This category also includes audio recordings, such as vinyl records, CDs,
and both online and offline music tracks. Historical performances, works by
Hungarian poets and prose writers, memoirs, and documents can also be utilized
in this context. Moving images are also included in this category: 1) Moving images
may consist of historical films, personal videos, short films from the National Film
Archive, or short clips of a few minutes. 2) Showing an entire film is generally not
recommended for students with learning disabilities, as it may be too long and
cognitively demanding. Carefully selected clips of 3-5 minutes can, however, make
the lesson more engaging and appealing for students. Additionally, the numerous
opportunities provided by the internet can be leveraged in history teaching. For
instance, teachers can create digital teaching materials or make use of materials
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prepared by others, thus enriching the learning experience and providing flexible,
multimodal access to historical content. Various forms of digital teaching
materials can be independently prepared to enrich and diversify classroom
instruction. Examples include: analyzing source texts using a projector; examining
visual sources via projection; viewing Wikipedia articles for informational
purposes; displaying animated maps on a projector; watching short film clips
followed by comprehension or review questions; conducting real-time
information searches using smartphones; creating and presenting student-
generated presentations with interactive verification tasks; writing imagined
interviews or dialogues related to historical figures; projecting and completing
self-made diagrams and tables; using historical comics to illustrate content;
presenting animations that depict historical processes or phenomena etc. These
methods allow students, including those with learning disabilities, to engage with
historical content in multimodal, interactive, and visually supported ways,
thereby enhancing comprehension, retention, and motivation.

Material artifacts. Material artifacts serve to help students understand their
immediate and broader environment, fostering a sense of national identity and
patriotism. These artifacts can be introduced or visited in a variety of forms during
history lessons. Examples include buildings, structures, everyday objects,
machinery, weapons, clothing, medals, awards, tools, burial sites, coats of arms,
seals, coins, paintings, photographs, and more. Every material artifact has
a history, and its educational use should involve placing it within an appropriate
narrative and activating students’ imagination. Authentic artifacts can be
presented through museum visits, open-air museums (skanzens), or
heritage/creative house excursions. When direct access to historical sites or
objects is not possible, models or replicas can serve as effective substitutes. Such
models convey the spatial and physical dimensions of historical artifacts and,
because they are tangible, allow the engagement of multiple sensory modalities,
enhancing students’ experiential learning.

Oral and Intangible Cultural Heritage. Intangible cultural heritage includes the
folk tales and legends of Hungary and other nations, traditional songs, customs,
folk costumes, proverbs, games, music, dance, linguistic heritage (archaic and
regional dialects, geographical and personal names), traditions, behavioral norms,
festivals, and life-situation enactments reflecting daily life. These forms of
intangible cultural heritage can be incorporated into history lessons, especially
when they are connected to a particular group or individual. They can also be
intensively utilized within the framework of homeland and folk studies, providing
rich, culturally grounded learning experiences.

Mixed Methods and Procedures. Of course, within the framework of lessons,
individual methods and procedures do not exist in such strict separation; the
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categorization is only meant to illustrate that history teaching should have long
since moved beyond dull and uninteresting lesson content. The listed methods
often appear in combination, for example, during projects, project weeks,
historical adventure trips, or historical excursions. Occasionally, shorter or longer
simulation games can also facilitate understanding. In these contexts, experience-
based individual or group tasks play a particularly important role. Numerous
excellent ideas for problem-oriented, experiential, and playful history teaching
activities can be found in the works of J6zsef Kaposi, Agnes F. Dardai, and Miklds
Szaray (e.g., F. Dardai, 2003, 2006; F. Dardai & Kaposi, 2007; Kaposi, 2015, 2020;
Kaposi & Szaray, 2009).

In Hungary, the knowledge acquired by students with learning disabilities in
history lessons does not fully correspond to that of their peers in mainstream
schools (for details, see: Framework Curriculum for Students with Mild
Intellectual Disabilities, Grades 5-8). This discrepancy can be partly attributed to
the reduced curricular requirements and partly to the fact that history instruction
for this student group is sometimes provided by special education teachers and
sometimes by history teachers. The training of history teachers typically does not
cover the specific characteristics, knowledge base, and methodological needs of
students with learning disabilities, including those with mild intellectual
disabilities; consequently, educational expectations often do not align with the
individual abilities of the students. At the same time, the training of special
education teachers provides significantly more limited theoretical and
methodological knowledge of history teaching compared to history teachers,
making the delivery of historical content uncertain for them as well. Due to the
lack of methodological knowledge, teachers often perceive teaching history to
students with learning disabilities as challenges. Therefore, it is justified to
examine which factors contribute to the difficulties in the teaching process and
which pedagogical and methodological solutions can support the success of the
learning process.

Questions and Hypotheses

In connection with students with learning disabilities, this examination
focuses on three main topics of teachers' opinions about the subject of history: 1.
Understanding of curriculum content, 2. Usefulness of curriculum content, and 3.
Usefulness of learning aids. The research questions and hypotheses are:

Question 1. What is the teachers' opinion about whether students with
learning disabilities can understand the curriculum content of the subject History?
Hypothesis: Teachers think that students with learning disabilities are less able to
understand the curriculum content of the subject History.
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Question 2. What is the teachers' opinion about content taught during history
lessons can ever be utilized by students with learning disabilities in their later
lives? Hypothesis: according to the teachers, the curriculum content of the subject
History is less useful in the case of students with learning disabilities in their later
lives.

Question 3. What is the teachers' opinion about the usefulness of learning aids
such as textbooks, workbooks, interactive whiteboards, and educational games in
the subject History for students with learning disabilities? Hypothesis: teachers
can think that the above-referred learning aids applied in the subject History as
useful for supporting the learning of students with learning disabilities.

Sample

Based on convenience sampling, n = 80 teachers who teach the subject of
history to students in grades 5-8 in primary school participated in the study. Their
sample characteristics are:

* Gender: the sample includes significantly (chi-square = 51,200; df = 1,
p<0,001) fewer males (n = 8) than females (n = 72). According to Varga
(2024), the male-female ratio among teachers in Hungarian primary
schools 15%:85%, which is close to 10 %:90 % male-female ratio of the
present sample. But essential to highlight that neither Varga's data does
not includes the number those teachers who teach the subject history to
students with learning disabilities, nor closer database can not be found
about these numbers. Consequently, the representativeness of the sample
is unknown from the viewpoint of the genders.

* Age group: 22-29 (n = 17 persons), 30-39 (n = 15), 40-49 (n = 22), 50-59
(n=19), and 60 or more (n = 7) years old teachers (according to the chi-
square test, the differences are not significant among age groups).
According to the database of the Hungarian Central Statistical Office (KSH,
2025), the relative percentage distribution of the primary school teachers
population across age groups is as follows: 22-29 years: 7.28 % (21.25 %
in the present sample); 30-39 years: 13.82 % (18.75 % in the sample);
40-49 years: 28.05 % (27.50 % in the sample); 50-59 years: 34.13 %
(23.75 % in the sample); and 60 years and above: 16.71 % (8.75 % in the
sample). It is important to note that the actual number of teachers who
teach the subject history to 5-8 grade students with learning disabilities
is neither KSH (2025) nor other open database. Therefore, the
representativeness of this sample is essentially unknown for the age
groups.

* History teacher qualification: in the sample, n = 27 people had a history
teacher qualification, n = 53 people did not (chi-square = 8,450; df = 1; p
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<0,001). Note: if this 33,75:66,25 percent rate is a good representation of
the Hungarian situation, then two-thirds of teachers teach history
without ahistory teacher qualification to students with learning
disabilities. Unfortunately, data for the representativeness of this sample
is also unknown regarding the aspects of history teacher qualification.
All things considered, although the sample representativeness is
unconfirmed, the study provides valuable inputs for further examinations.

Methods

Data collection was conducted between 2024 and 2025 using an online
questionnaire that included seven questions to be answered (possible answers:
Yes or No). The first question was connected to hypothesis 1: "In your opinion, can
the content taught during history lessons be understood by students with learning
disabilities?"

The second question was necessary from the aspect of hypothesis 2: "In your
opinion, can the contents taught during history lessons ever be utilized by
students with learning disabilities in their later lives?”

The other questions were needed for testing Hypothesis 3:

e “Inyour opinion, are textbooks useful in teaching history to students with

learning disabilities?”

e “In your opinion, are workbooks useful in teaching history to students

with learning disabilities?”

e “In your opinion, are atlases/maps useful in teaching history to students

with learning disabilities?”

e “In your opinion, are interactive boards useful in teaching history to

students with learning disabilities?”

e “In your opinion, are educational games useful in teaching history to

students with learning disabilities?”

Data analysis was performed using SPSS software, employing descriptive
statistical methods and the Chi-square test. For counting effect size, Phi-coefficient
and Cramér's V coefficient were applied.

Results

Table 1 summarizes the results of the chi-square tests. Although 58.8 % of
the responding teachers believe that students with learning disabilities do not
understand the content taught in history lessons, their percentile proportion does
not differ significantly from that of their colleagues who disagree with them. A
significantly (p < 0,05) higher proportion (92,5 %) of teachers thought that
students with learning difficulties can not utilize the curriculum content taught
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during history education in their later lives (Figure 2). The results indicate that
there is strong agreement among more than 90 % of teachers regarding the
effectiveness of using interactive whiteboards and games adapted to the
curriculum. Their 65 % think that textbooks are useful in teaching history for
student with learning disabilities, but their opinions are different in the case of the
usefulness of workbooks, and atlases/maps.

Table 1 Results of the Chi-Square test in the cases of Hypotheses (N = 80)

Possible values Observed Chi-Square Cramér’s V (Effect
Question Residual* size)
N (%)
In your opinion, can the No 47 (58,75%) 7 2,450 n.r.
content taught during history
lessons be understood by Yes 33 (41,25%) -7
students with learning
disabilities?
In your opinion, can the No 74 (92,50%) 34 57,800* 0,85
content taught during history
lessons ever be utilized by Yes 6 (7,50%) -34 (Very large effect)
students with learning
disabilities in their later lives?
In your opinion, are textbooks No 52 (65,00%) 12 7,200* 0,30
useful in teaching history to
students with learning Yes 28 35,00%) -12 (Moderate effect size)
disabilities?
In your opinion, are workbooks No 47 (58,75%) 7 2,450 n.r.
useful in teaching history to
students with learning Yes 33 (41,25%) -7
disabilities?
In your opinion, are No 36 (45,00%) 4 0,800 n.r.
atlases/maps useful in teaching
history to students with Yes 44 (55,00%) 4
learning disabilities?
In your opinion, are interactive No 3(3,75%) -37 68,450* 0,93
boards useful in teaching
history to students with Yes 77 (96,25%) 37 (Very large effect)
learning disabilities?
In your opinion, are educational No 7 ( 8,75%) -33 54,450* 0,83
games useful in teaching history
to students with learning Yes 73 (91,25%) 33 (Very large effect)

disabilities?
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(Source: own compilation)

Note: In all cases, 0 cells (0,0%) have expected frequencies less than 5; the minimum expected cell frequency
is40,0; df=1
* The expected N=40; the expected N% = 50,00%; Residual = Observed N - Expected N

Figure 2 Frequency of "Yes" and "No" answers in the case of teachers' opinions in
connection to students with learning disabilities in the case of the subject
of history

No Yes

In your opinion, can the content taught during history lessons be
understood by students with learning disabilities? 47 33

In your opinion, can the content taught during history lessons ever
be utilized by students with learning disabilities in their later lives? 74 6

In your opinion, are textbooks useful in teaching history to students
with learning disabilities? 52 28

In your opinion, are workbooks useful in teaching history to students
with learning disabilities? 47 33

In your opinion, are atlases/maps useful in teaching history to
students with learning disabilities? 36 4

In your opinion, are interactive boards useful in teaching history to
students with learning disabilitics? 3 77

In your opinion, are educational games useful in teaching history to
students with learning disabilities? Y 73

0% 20% 40% 60% 80% 100%

(Source: own compilation)

In the cases of questions 1 and 2, significant differences are not between
subsamples of gender, age group, and history teacher qualification.

The teachers' opinions about the usefulness of different learning aids (see
question 3) show more variety. Subsamples of gender do not differ significantly
from each other in their opinions about the usefulness of the textbook, atlas/maps,
interactive board, and educational game. At the same time, workbooks are useful
by 0% of males, but 54,2% of females (chi-squares = 6,241; df = 1; p < 0,05; but
Phi = 0,279 refers only small effect size).

Subsamples of age groups do not differ significantly from each other in their
opinions about the usefulness of the textbook, workbook, atlas/map. Although the
interactive board is useful for every age group, 1 person from the 50-59 year old
and 2 members from the 60+ years old age group thought that this tool is not
useful for students with learning ability (chi-squares = 14,173; df = 4; p < 0,05; but
Phi = 0,421 refers moderate effect size). According to most teachers, educational
games are useful for teaching students with learning disabilities, but 1 teacher
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from the 30-39 year olds, 2 people from the 50-59, and 4 people from the 60+ age
group disagreed with it (chi-squares = 24,428; df = 4; p < 0,01; Phi = 0,553 refers
large effect size).

Among the subsamples organized by the history teacher qualification, are no
significant difference in connection to the opinions about the usefulness of the
textbook, workbook, atlas/mabp, interactive board, and educational game.

Discussion and Conclusions

Based on the results, the next conclusions can be stated:

Understanding of curriculum content. There is no significant difference in the
proportion of teachers' opinions in what they think about whether students with
learning difficulties understand or do not understand the content of the history
subject, so Hypothesis 1 was not confirmed. At the same time, it is noteworthy that
more than half (58,75 %) of the teachers doubt whether their students with
learning disabilities have understood the body of curricular knowledge
communicated within history education. This proportion is too substantial to be
disregarded. This resultis consistent with Clark’s (1997) earlier research findings,
which indicate that teachers tend to make attributions regarding students with
learning difficulties that imply lower levels of competence and reduced academic
success—an interpretation that aligns with teachers’ lower expectations (Kashiar
et al, 2023). Whatever, the difference in opinion about the first question may be
due to, for example: a) different characteristics of the students (given that the
responding teachers did not form their opinions by teaching the same students),
b) different characteristics of the teachers (e.g. teaching experience and/or
methodological differences), c) teachers' topic selection preferences within the
mandatory subject content may differ (e.g. they place emphasis on different topics
during education, and thus they may have different experiences with students
with learning disabilities), furthermore, self-report-based evaluations may be
affected by d) teachers’ affinity for the subject and their belief in the effectiveness
of their own history-teaching practices. The absence of curriculum understanding
represents a particularly critical factor in the learning of history of students with
learning difficulties, which, among other things, results from that historical events
and interrelations are inherently abstract and demand high-order cognitive
processing and often prior knowledge. As of all this consequently, these students
frequently encounter motivational challenges and low self-efficacy, further
undermining learning outcomes and active classroom participation (Mastropieri
& Scruggs, 2018). Moreover, inadequate comprehension of the instructional
material can exacerbate stress and anxiety, thereby impeding effective learning
and contributing to long-term school disengagement (Cassady & Johnson, 2002;
Pintrich & De Groot, 1990). Therefore, further research is needed to explore the
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reasons for the difference in opinion and to explore the concurrent validity of
teachers' opinions. This latter investigation can be carried out by exploring the
historical knowledge of students with learning disabilities, and their
characteristics indicative of understanding (e.g., through subject tests and content
analysis). Furthermore, it is thought-provoking that if, in the opinion of teachers,
it is really so random whether students with learning difficulties understand the
content and context of history teaching, then it would be worthwhile to develop
and teach them a more reduced curriculum.

Usefulness of curriculum content. The results confirmed hypothesis 2, i.e.,
teachers' opinions show a strong agreement that the "curriculum content of the
subject History is less useful in the case of students with learning disabilities in
their later lives." In the background of this teacher's opinion can be assumed, for
example: a) the career possibilities of students with learning disabilities are far
from those professions and jobs that require historical knowledge, so they will
never use this knowledge after their school years; b) the historical knowledge is
not necessary for their everyday life either. However, this question can be
extended to a wider range of students, as it is not only in the case of students with
learning disabilities that the question of whether they will use their history subject
knowledge in their later lives may arise. The result in connection to the second
question raises the need to modify the curriculum content for students with
learning disabilities, if they must acquire usable and useful knowledge from the
history subject, too.

Usefulness of learning aids. From the aspect of students with learning
disabilities, the hypothesis related to the usefulness of learning aids in the history
subject was partially confirmed. The results indicate that there is high agreement
among teachers regarding the effectiveness of using interactive whiteboards and
educational games adapted to the curriculum. They have moderate agreement
about the usefulness of textbooks. Teachers’ opinions are different in the case of
the usefulness of workbooks, and atlases/maps. Note: likely, the large amount of
curriculum content affects the feasibility of applying these methods. These
findings also indicate that increasing emphasis is being placed on the use of
modern digital tools and gamification in history education. The traditional
textbook- and workbook-centered instructional approach is gradually being
displaced, with interactive pedagogical practices assuming a more prominent role
in classroom instruction (Lai & Hu, 2025).

The results point to the necessity of pedagogical innovation in the
educational practices applied to students with learning difficulties. learning
difficulties, it is imperative to not only critically reconceptualize, simplify, and
contextualize curricular content, but also to strategically diversify and augment
the repertoire of instructional modalities. The efficacy of learning support
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interventions can be substantially enhanced through the deployment of targeted
visual scaffolds, the systematic structuring of curricular materials, and the
implementation of differentiated instructional strategies. Collectively, these
evidence-based approaches have the potential to facilitate deeper comprehension
of historical phenomena, mitigate anxiety associated with learning, and promote
sustained academic engagement and long-term scholastic achievement (Friend &
Bursuck, 2019).

Based on these results, a possible research topic may be testing with direct
observations of the effectiveness of teaching students with learning disabilities.

Limitations

Among the limitations of the present study are the small sample size and the
use of non-randomized and non-representative sampling; therefore, these issues
should be addressed in future research. From a methodological viewpoint, it is
necessary to test the concurrent validity of teachers' opinions by other methods
(e.g., comparing the teacher's opinion about understanding with the measurement
of the level of students' understanding).
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EXPERIENCES OF PARENTS RAISING CHILDREN
WITH SPECIAL EDUCATIONAL NEEDS WITH ACCEPTING
TEACHERS!

Skiuisenosti rodicov vychovavajucich deti so Specialnymi
vzdelavacimi potrebami s akceptujicimi ucitel'mi

Emese Baldzs-Foldi?

Abstract: The main topic of our study is the preparedness and role of teachers in the integrated education
of students with special educational needs. Our qualitative research focuses on the parents’ perspective.
We seek to answer the question of how well prepared schools and teachers are to receive and
accommodate children with special educational needs, based on parental experience. Our study presents
the partial results of our research on this topic.

Keywords: teacher attitudes, disability, integration.

Ziakov so Specidlnymi vzdeldvacimi potrebami. Nase kvalitativne vyskumné zameranie sa sustred’uje na
perspektivu rodicov. Snazime sa odpovedat’ na otdzku, ako dobre st skoly a ucitelia pripraveni prijimat’
a zacleriovat deti so Specidlnymi vzdeldvacimi potrebami, a to na zdklade skiisenosti rodi¢ov. Nasa studia
prezentuje ciastocné vysledky ndsho vyskumu v tejto oblasti.

Klicové slova: postoj ucitel'ov, zdravotné postihnutie, integrdcia.

Introduction

The number of children with special educational needs is constantly
increasing, reaching around 110,000 in Hungary in the 2024 /2025 school year.
According to statistical sources, 9.2% of primary school pupils are students with
special educational needs (Source: Central Statistical Office database). Seventy to
seventy-five percent of children with special educational needs are educated in an
integrated setting (Varga, 2022), which poses a significant challenge for the
Hungarian school system and teachers. The issue of integrated education has been
the focus of domestic research in recent decades, which primarily examines
teachers' experiences with integration and the obstacles and difficulties of
integrating students with special educational needs into schools. Our research
focuses on parents who are raising children with special educational needs and
whose children are learning in an integrated setting. Examining teachers’
attitudes towards integration and children with special educational needs from
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the parents’ perspective is justified because they represent the users of
educational services, and by exploring their direct experiences, we can contribute
to a broader exploration of the topic of integration.

In our study, we first present the concepts of special educational needs and
integration from a Hungarian perspective, then we review the conditions for
integration and the results of domestic research on the topic of integration. In the
next section, we describe the purpose, characteristics, methodology, and
directions of our research among parents of children with special educational
needs, as well as the characteristics of the study sample. This is followed by
a presentation of our research results and conclusions, and recommendations
based on our findings.

Theoretical foundations

In Hungary, following the change of regime, the possibility of integrated
education was introduced by Act LXXIX of 1993 on public education. We consider
integrated school education to be when children with special educational needs
are educated together with children without special educational needs in
mainstream schools, both during lessons and other school programs. In
Hungarian scientific terminology, in addition to the term "children with special
educational needs," other terms are also used, sometimes as synonyms, to refer to
those affected, such as children with disabilities, children with different
developmental needs, or children with atypical development. Since "special
educational needs" is a collective term that encompasses and covers the above-
mentioned terms, we use the term "children or students with special educational
needs" in our study.

Under Hungarian law, students with special educational needs are those who
have physical, sensory (visual, auditory), intellectual, or speech impairments;
multiple disabilities; or who have autism spectrum disorder or other
psychological developmental disorders (severe learning, attention, or behavioral
disorders) (Act CXC of 2011 on National Public Education, Section 4(25)).
Children with special educational needs are entitled to special attention and
treatment appropriate to their condition and abilities, including pedagogical,
special educational and conductive educational care, during their institutional
education and upbringing (Act CXC of 2011 on National Public Education, Section
4(13)). (13) of Act CXC of 2011 on National Public Education). Eligibility for
special educational needs is determined by the Expert Committee for the
Assessment of Learning Abilities of the Pedagogical Services.In addition to
establishing a diagnosis, expert examinations make recommendations on the
pedagogical methods to be applied, pedagogical concessions, exemptions from
certain subjects, exemptions from parts of subjects, and the manner in which the
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student's legal relationship is to be fulfilled, and designate, the educational
institution to be attended, following consultation with the parents. The designated
institution may be aspecial school, i.e.,, aschool that accepts children with
a specific type of disability, or an institution that accepts mainstream children and
is able to provide integrated education in whole or in part. A mainstream school
is entitled to provide for children with special educational needs if it is able to
provide the additional pedagogical services necessary for the admission,
integrated education, and development of students with special educational
needs, as well as the pedagogical and special educational conditions, such as
personnel and material infrastructure. In Hungary, integrated and segregated
forms of education operate in parallel, and the population of students with
genuine, severe disabilities continues to be segregated (Banfalvy, 2008).

The primary goal of integration is to reduce the risk of social exclusion and
to create social cohesion. The benefits of integrated education are evident in the
lives of both students with special educational needs and the majority of students.
Integrated education promotes equal treatment and equal opportunities for
students with special educational needs, helps them learn and acquire social
norms and values, expands their social skills and network of relationships through
interactions with their peers, and strengthens their self-esteem and sense of
competence. The integrated school environment also has a positive impact on
mainstream students, as they can gain direct experience of working with children
with special educational needs, which increases their social sensitivity, shapes
their attitudes, increases their tolerance, and develops their social skills and
empathy.

In Hungarian scientific discourse, the meaning of integration extends not
only to students with special educational needs, but also to disadvantaged
children, Roma and children with a migration background (Gicziné Fehér, 2024).
In the language of Hungarian special education, integrated and inclusive
education have different meanings. Integration primarily means assimilation,
while inclusion means acceptance and is considered the highest level of
integration. According to Réthyné (2002: 287), in the course of integrated
education, “mainstream schools accept children with special educational needs
without making many changes to their pedagogical procedures, expecting them to
integrate.” In the case of integration, students with special educational needs are
expected to integrate, adapt, and perform at the same level as their peers.

Integrated education is successful when the school has the complex set of
objective and subjective conditions necessary for co-education. Objective
conditions include, among other things, the design of barrier-free buildings, the
provision of special teaching aids, and lower class sizes in the classroom and
school, while subjective, "soft" conditions include the attitude of classmates and
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parents towards students with special educational needs, the cooperation
between mainstream teachers and special education teachers, and the attitudes
of teachers (kindergarten teachers, mainstream teachers, special education
teachers) towards integration and students with special educational needs
(Csanyi, 2000; Papp, 2002; Horvathné Moldvay, 2006; Pasztor, 2023; Gizciné
Fehér, 2024).

Based on research conducted in Hungary on integration and attitudes
towards students with special educational needs, the following main conclusions
can be drawn. The majority of special education teachers do not sympathize with
integration because they do not consider mainstream teachers to be adequately
prepared (Balazs - Bass, 2005). This is confirmed by research findings that show
that the majority of inclusive teachers do not feel sufficiently prepared to teach
children with special educational needs, as they believe that they lack both
practical experience and methodological knowledge, and are therefore
characterized by fear, uncertainty, and a lack of information (Horvathné Moldvay,
2006; Némethné Toth, 2009; Szemereiné Szigethy, 2018). Inclusive teachers do
not reject integration, but they are skeptical about its practical implementation
(Fischer, 2009). Many lack the material and personnel conditions necessary for
inclusive education (Fehér, 2020), while others lack further training
opportunities (Némethné Toth, 2009).

The school level also determines teachers' attitudes towards integration,
with the highest level of acceptance among lower grade teachers and the highest
level of rejection among secondary school teachers, with upper grade teachers
showing a moderate level of acceptance (Némethné T6th, 2009; Szab6, 2016). The
most significant reason behind these negative attitudes is that integration places
an additional burden on teachers, and therefore they are reluctant to teach in
integrated classes (Szegd, 2008; Szabd, 2016, Toth-Szerecz, 2023), and the
number of students in the class is also adetermining factor (Vida, 2022).
Integration is not rejected across the board, but attitudes are also influenced by
the type and severity of the disability (Horvathné Moldvay, 2006; Fischer, 2009).
Research results also indicate that experiences with students with special
educational needs, teaching practice gained in integrated education, and
theoretical knowledge acquired on the subject have a positive effect on teachers'
attitudes towards integration (Szeg6, 2008; Némethné Téth, 2009; Fischer, 2009;
Petd, & Ceglédi, 2012; Szekeres, 2012; Szabd, 2016). Teachers' attitudes are
determined by their place of residence, with those living in smaller settlements
showing a higher level of acceptance towards children with special educational
needs (Fischer, 2009).

Based on the Hungarian research results presented, it can be concluded that,
according to teachers, the personality of the inclusive teacher is a key factor in the
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successful integration of students with special educational needs into schools. The
main feature of the above studies is that they examine the issue of educational
integration from the perspective of teachers, while the experiences of parents in
this regard are missing from the research results. Our present study attempts to
fill this gap.

Methodology

We conducted our empirical research among parents raising children with
special educational needs. The aim of the research was to learn about the
experiences of parents raising children with special educational needs in an
integrated setting. In this study, we summarize the partial results of the parents’
experiences with teachers. We formulated the following research questions. How
do parents of students with special educational needs assess the preparedness of
inclusive teachers? How do teachers relate to the special needs of children with
special educational needs? Do they receive help, and if so, what kind of help do
they receive from teachers during the school studies of students with special
educational needs? Did they perceive any differences in the preparedness of
teachers based on school levels?

Our study is exploratory in nature, so we chose a qualitative method. Semi-
structured interviews provide an opportunity to explore opinions and attitudes,
as well as the emotions behind them, in greater depth. The interview
questionnaire consists of three topics and contains 67 questions. One section of
the questionnaire explores experiences related to school, teachers, parents, and
classmates. This study presents the results regarding teachers.

The research was conducted between November and December 2025. When
selecting the sample, we sought to include parents whose children have special
educational needs and are enrolled in school, and who are between the ages of 10
and 25, as we believe that these parents already have sufficient experience with
the education system through their children's school careers. Since the members
of the target group are difficult to identify and we did not want to reach the
parents through educational institutions, sampling was done using the snowball
method, which means that we involved additional participants in our research
based on the recommendations of one or two parents. A disadvantage of sampling
is the possibility of bias, as the social network of the participants does not
represent the entire statistical population.

The current sample size is 8 (n = 8). All of the parents participating in the
study are mothers, which is likely due to the fact that in Hungary, mothers play
a stronger role in raising children and maintain contact with schools and teachers.
The mothers participating in the study are between the ages of 39 and 53, and all
of them are married to the fathers of their children with special educational needs.
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With the exception of one respondent, all of them have a higher education degree
and work in addition to raising their children. All of the respondents live in one
county, with two families living in small towns and six families living in large
cities. The children with special educational needs are between the ages of 10 and
23, with six boys and two girls. The children's special educational needs are based
on a variety of diagnoses: three with autism spectrum disorder, one with visual
disability, one with hearing disability, one with hearing disability and
developmental disorder, one with mobility disability, and one with learning
disabilities (dyslexia and dysgraphia). The main sociodemographic
characteristics of the interviewees are summarized in Table 1 (Table 1).

Table 1 Sociodemographic characteristics of interviewees (n = 8)

Interviewee Data on children with SEN
Code Age Educational Employme Type of Gender Age Diagnosis
qualifications nt residence
47 higher employed city male 17 autism spectrum
education disorder
degree
43 higher employed city male 13 visual disability
education
degree
49 higher employed village female 23 hearing disability
education
degree
51 basic education | unemploye village male 13 autism spectrum
d disorder
45 higher employed city male 16 learning disability
education (dyslexia,
degree dysgraphia)
48 higher employed city female 16 hearing disability and
education developmental
degree disorder
39 higher employed city male 10 mobility disability
education
degree
53 higher employed city male 16 autism spectrum
education disorder
degree

(Source: own research)

Due to the sampling, the number of samples, and the sociodemographic
characteristics of the respondents, the research is not representative. In order to
ensure the anonymity of the members of the sample, the interviewees were
identified by numbers. With the consent of the respondents, we made audio
recordings of the interviews and then transcribed the text. We read through the
recorded responses several times and organized them into thematic units. In our
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study, we support our analyses with quotes from the interview transcripts that
best capture the respondents’ opinions.
Results

According to our research results, the parents surveyed had similar opinions
about the preparedness of teachers as those found in previous studies. Five out of
eight parents (1, 2, 3, 4, 8) responded that teachers were not professionally
prepared to accept children with special educational needs. Several parents (1, 2,
3, 4) said that teachers were terrified of how to teach and deal with students with
special educational needs in their class. Two parents (4, 8) had the experience that
teachers wanted to get rid of the child because of perceived or real burdens, so
their attitude was clearly dismissive and negative. “He didn’t want to deal with him,
I had the feeling that he wanted to get rid of him, especially when it turned out that
he was autistic.” (4)

In addition to the attitude of teachers, parents also mentioned their lack of
methodological preparation; they had neither theoretical knowledge nor practical
experience of the special learning needs of the given type of disability. One parent
(2) emphasized that teachers did not even make an effort to learn more and
rejected the offered training opportunities. "They would not attend a professional
training course held by a typhlopedagogical consultant from Pest to learn more. We
have discussed several times that I should persuade the principal and the teaching
staff to spare an hour and a half for them, and they have put together a sensitivity
training program for them, but they are not taking advantage of it." (2) This parent
also complained that the teachers do not share information with each other about
the child's needs, or they only share the diagnosis, which does not help them to
apply special solutions. "They don't know what his needs are, what kind of support
he needs and how, they don't share information with each other. (...) I can see that
the teachers don't share information with each other. They don't read this 5-page
expert opinion, the teachers don't know about it." (2)

However, the exchange of information among teachers can also reinforce
negative attitudes. Teaching staff may develop a negative image of students with
special educational needs in advance, as teachers often discuss only the difficulties
and problems associated with the student among themselves, which reinforces
stereotypes about special educational needs. "The physics teacher came up to me
in the hallway and told me that he was so afraid that M. was autistic, precisely
because he had heard in the staff room that the child was autistic, but he was so
pleasantly surprised that he found working with him very successful." (4)

According to three parents (5, 6, 7) who did not question the teachers'
preparedness, there was no resistance or difficulty in relation to their child's
special educational needs, as their child's disability did not have a negative impact
on their learning ability and therefore did not place an additional burden on the
teachers. In addition, one parent (5) believed that their positive attitude was
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helped by the fact that they had a collegial relationship with their child's teachers
and consulted with them on a daily basis.

Seven out of eight parents (1, 2, 3, 4, 5, 6, 7) emphasize that despite their lack
of professional training, the teachers tried to resolve the situation in a positive
manner and demonstrated “tolerance” (1), "goodwill” (2), "openness” (7),
"helpfulness” (1, 3, 4, 5), and "flexibility" (6, 7). Parents unanimously agreed that
the most difficult period was the initial period, when teachers were unfamiliar
with both the child and his or her problems. Therefore, the initial period was
characterized by rejection, but later experiences with the child led to positive
changes in attitudes. In the case of parent (8), the positive change was facilitated
by a change of teacher, as the parent was in constant confrontation with the
previous teacher.

One respondent (3) mentioned a lack of flexibility, as the teacher objected to
the child's participation in developmental classes because they took place during
school hours. The helpfulness of the teachers was justified by the fact that, on the
one hand, the teachers paid special attention to the student during lessons and, on
the other hand, they worked separately with the child outside of lessons to help
him prepare. "They tried to support him according to his abilities, e.g. when they
wrote a test, they knew he would not be able to write it all at once, so they had him
write the other half the next day and graded it that way." (1) "Teachers paid more
attention to Zs, so they treated him as special. (..) In elementary school, his
Hungarian and math teachers spent one hour each afternoon with him so that if Zs.
fell behind in class, they could help him catch up.” (3) This parent emphasized that
his son was able to participate in the school trip because the homeroom teacher
and one of the subject teachers paid special attention to the student and convinced
the parent that they would give his child all the help he needed.

Several parents (1, 3, 4, 6, 8) mentioned that teachers have so many tasks
and responsibilities that their negative attitude is understandable. In their
opinion, large class sizes and the presence of children with special educational
needs in the classroom are a burden, preventing teachers from giving the children
the attention they need. “In a large class, children can get lost more easily.” (3)
"There were 24 children in the class. He (the class teacher) didn't want to deal with
him.” (4) "I could see that it was very difficult for them because when there was
a child with behavioral problems, they tried to cope.” (6) Parents clearly mentioned
small classes as an advantage, as teachers are less overburdened and can
therefore devote more attention and time to students with special educational
needs. Individual attention and care were particularly highlighted by parents
living in rural areas (3, 4), as in their case the number of students in both the
school and the class was lower than that of students studying in the city. "They
were able to devote time to him because of the small class size, and it was easier for
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them to see that he needed help. In a large class, a child can get lost more easily. He
always sat at the front, and there was eye contact.” (3)

The parents in our sample had different experiences, depending on the grade
level, regarding teachers' attitudes toward children with special educational
needs. In lower elementary school, children receive more care, attention,
individual attention, and help, even if the relationship between parents and
teachers was not free of conflict and tension (1, 2, 8). "Primary school teachers
(teachers) saw when he needed time and were patient. For example, they saw that
he was no longer paying attention, so they gave him his drawing book, which he
worked on for about 5 minutes, then returned to his studies and continued from
there.” (1) In upper grades, there are no longer homeroom teachers, and subject
teachers spend less time with the class, so they know the students less well and
provide them with less individual support. Students receive the least individual
attention during their high school studies. Several parents responded that they
did not require this, as they were satisfied with the teachers at the school and their
children enjoyed being there. It was characteristic of parents of students
attending high school or university (1, 3, 4, 5, 8) were calmer and more composed
in their responses, probably because their children were nearing the end of their
school career and they had accepted the limitations of their children's abilities,
and because they already had more experience with the school system and
therefore did not have high expectations of teachers. Two parents (1, 8) stated
with some bitterness in their voices that their only desire was to get it over with.
There are also differences between rural and urban areas in terms of secondary
schools, as teachers provided more support to students attending rural high
schools (3) than to those attending urban high schools.

There are also differences in parental experiences depending on the nature
and type of the students' disabilities. The parents (3, 5, 6, 7) were most satisfied
with the teachers where there was the least need to apply special methodological
solutions in relation to their child's learning ability or behavior, and where the
child easily integrated with their classmates, i.e., did not cause a significant
additional burden on the teachers. The most negative experiences were reported
by parents of students diagnosed with autism spectrum disorder and visual
impairment (1, 2, 4, 8).

Discussion

By analyzing the interview transcripts, we were able to identify the main
problems experienced by parents of children with special educational needs who
participated in the study in relation to teachers. Due to the specific nature of the
sampling and the small sample size, our research cannot be considered generally
valid or representative, but it does indicate trends and may point to directions for
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further research.

We can formulate the following answers to our research questions.
According to our research results, parents of students with special educational
needs do not consider inclusive teachers to be prepared for integration, which is
consistent with the results of previous studies exploring teachers' opinions
(Szemereiné Szigethy, 2018; Némethné Tdth, 2009; Horvathné Moldvay, 2006).
Parental experiences confirm that teachers do not have sufficient theoretical or
practical competence in relation to children with special educational needs, and
therefore typically respond to these students with fear, alarm, and rejection.
However, they are reluctant to participate in further training or consultations, and
there is alack of regular consultation and information exchange within the
teaching staff.

The results of previous studies (Szeg6, 2008; Némethné Téth, 2009; Fischer,
2009; Pet6 & Ceglédi, 2012; Szekeres, 2012; Szabo, 2016) are supported by the
responses of our interviewees, who say that practical experience leads to a change
in teachers' attitudes. Thanks to positive experiences with students, teachers’
initial uncertainty is mostly replaced by helpfulness and a supportive attitude,
meaning that despite their methodological shortcomings, most teachers treat
children with special educational needs humanely.

The positive attitude of teachers is supported by the fact that the majority of
students with special educational needs receive extra attention and support from
their teachers both during and outside of class so that they do not fall behind with
the curriculum and can participate in school programs. There may be differences
between grade levels and types of settlements. The supportive attitude is
particularly characteristic of teachers in primary school and lower grades of
primary school, and as the grade level progresses, the individual care and support
provided by teachers to students with special educational needs decreases. The
only exception to this was among students attending rural schools. According to
parents' experiences, students with special educational needs received the least
support in secondary schools.

Our research findings indicate that, similar to the conclusions of Szegd
(2008), Szab6 (2016), and Téth-Szerecz (2023), parents explain their rejection of
integration by pointing to the additional workload placed on teachers. In this
context, the importance of class size arises, which determines the workload of
teachers and limits their opportunities to participate in further training and
consultations, as well as the amount of time they can devote to students. Further
research is needed to confirm our findings that teachers in rural areas have more
opportunities to devote extra time to supporting the schooling of children with
special educational needs. It is likely that teachers in rural schools are in a more
favorable position in this regard due to the declining population and number of
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children.

Similar to the findings of Horvathné Moldvay (2006) and Fischer (2009), our
research results indicate that the type and severity of disability are also decisive
factors in teachers' attitudes toward the integrated education of students with
special educational needs. The more severe the student's disability, the less
acceptance they show, presumably also due to alack of competence and
additional burdens.

Conclusion

Overall, based on our research findings, it can be concluded that, according
to parents' experiences, the educational integration of children with special
educational needs can still only be achieved at considerable difficulty. In order to
bring about change, it would be necessary for teachers to acquire theoretical and
practical competencies related to special educational needs during both their
higher education and subsequent continuing education. In order to get to know
the students, it would be advisable to establish personal contact between teachers
and families through home visits before the start of school. This would also
facilitate the transition between different school levels. In order to facilitate the
transition, it would be necessary to establish cooperation between teachers at
different school levels, during which teachers could gather preliminary
information about children with special educational needs.

In view of the workload of teachers and the growing number of children with
special educational needs, it is recommended that class sizes be limited to around
20 pupils. This would enable teachers to reduce their additional workload and
help their pupils with greater professional and methodological preparedness.
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STRUCTURES OF UNCERTAINTY AS AN ANALYTICAL
CONCEPT IN COMPARATIVE RESEARCH ON INCLUSIVE
EDUCATION IN CENTRAL AND EASTERN EUROPE!

Struktury neistoty ako analyticky koncept v porovnavacom
vyskume inkluzivneho vzdelavania v Krajinach
strednej a vychodnej Eurdpe

Dorota Prysak?

Abstract: Contemporary social reality is characterized by a high level of variability, fluidity, and
uncertainty, which significantly impacts the functioning of educational systems. The pace and scope of
ongoing transformations mean that educational institutions increasingly operate under conditions of
limited predictability, adaptive pressure, and tensions between institutional stability and the need to
implement change. In this context, inclusive education becomes not only an organizational and
pedagogical challenge but also asource of strong social emotions, such as fear, uncertainty, and
resistance to change. This article concerns the international research project "Structures of Uncertainty:
Inclusive Education in Central and Eastern European Countries," implemented between 2024 and 2027.
The main coordinator of the Visegrad Project is the University of Silesia in Katowice, in collaboration with
three international partners: the University of Presov in Slovakia, the University of Debrecen in Hungary,
and Ambis University in the Czech Republic. The project aims to conduct a comparative analysis of the
uncertainty structures surrounding the implementation of inclusive education and to strengthen the role
of international cooperation in promoting the concept of inclusion in Central and Eastern European
countries. The project is based on the premise that direct collaboration between teachers, researchers,
educational policymakers, and representatives of civil society fosters trust, reduces institutional
uncertainty, and deepens understanding of the principles of inclusive education. The results obtained are
intended to contribute to the formulation of more coherent and stable systemic solutions for inclusive
education in the Central and Eastern European region.

Key words: inclusive education, structures of uncertainty, countries of Central and Eastern Europe.

Abstrakt: Sticasnd spolocenskd realita sa vyznacuje vysokou mierou variability, nestdlosti a neistoty, ¢o
vyrazne ovplyviiuje fungovanie vzdeldvacich systémov. Tempo arozsah prebiehajiicich transformdcii
znamenaju, Ze vzdeldvacie institiicie ¢oraz viac funguji v podmienkach obmedzenej predvidatelnosti,
adaptacného tlaku a napdtia medzi instituciondlnou stabilitou a potrebou zavddzat zmeny. V tomto
kontexte sa inkluzivne vzdeldvanie stdva nielen organizacnou a pedagogickou vyzvou, ale aj zdrojom
silnych spolocenskych emdcii, ako st strach, neistota aodpor voli zmendm. Tento cldnok sa tyka
medzindrodného vyskumného projektu ,Struktiiry neistoty: inkluzivne vzdeldvanie v krajindch strednej
a vychodnej Eurdpy,” ktory sa realizuje v rokoch 2024 az 2027. Hlavnym koordindtorom visegrddskeho
projektu je Sliezska univerzita v Katowiciach v spoluprdci s tromi medzindrodnymi partnermi:
Presovskou univerzitou v Presove na Slovensku, Univerzitou v Debrecine v Mad'arsku a Ambis univerzitou
v Ceskej republike. Cielom projektu je vykonat komparativnu analyzu Struktir neistoty stvisiacich s
implementdciou inkluzivneho vzdeldvania a posilnit’ tilohu medzindrodnej spoluprdce pri propagdcii
konceptu inklizie v krajindch strednej a vychodnej Eurdpy. Projekt vychddza z predpokladu, Ze priama
spoluprdca medzi ucitelmi, vyskumnikmi, tvorcami vzdeldvacich politik a zdstupcami obcianskej
spolocnosti posiliiuje déveru, zniZuje instituciondlnu neistotu a prehlbuje pochopenie principov

1 Prijaté do redakcie/Paper submitted: 09. 01. 2026

2 Dorota Prysak, PhD., University of Silesia in Katowice, Faculty of Educational Arts and Sciences in
Cieszyn, ul. Bielska 62, 43-400 Cieszyn, Poland, (https://orcid.org/0000-0001-8495-6998) E-
mail: dorota.prysak@us.edu.pl. Personal data are published with the author's written consent.

176



Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

inkluzivneho vzdeldvania. Ziskané vysledky maji prispiet' k formulovaniu koherentnejsich a stabilnejsich
systémovych riesent pre inkluzivne vzdeldvanie v regione strednej a vychodnej Eurépy.
KTlicové slova: inkluzivne vzdeldvanie, Struktiry neistoty, krajiny strednej a vychodnej Eurdpy.

Introduction

Contemporary education systems operate in conditions of increasing
variability, complexity, and uncertainty resulting from dynamic social, cultural,
political, and economic changes. Globalization, intensifying mobility, the
development of multi-level public governance, and the pressure of international
educational standards mean that schools and educational institutions increasingly
operate in conditions of limited predictability and permanent adaptation.
Education is no longer an area of stable normative frameworks, but rather a field
of negotiation, tension, and conflicting expectations formulated towards various
actors in the system.

In this context, inclusive education is particularly important; in recent
decades, it has become one of the key directions of educational reforms in Europe.
Promoted as an expression of the realization of human rights, social justice, and
equal opportunities, inclusive education assumes a shift from segregated models
of education towards the common education of all students in mainstream
schools. At the same time, however, its implementation reveals numerous
tensions between the normative assumptions of educational policies and the real
capabilities of school systems, especially in Central and Eastern European
countries. This region is characterized by a specific historical and institutional
context, linked to the experience of political transformation, reforming the welfare
state, and restructuring educational systems. These processes were often
fragmented and inconsistent, fostering persistent areas of ambiguity regarding
institutional roles, responsibilities, and support mechanisms. As a result, inclusive
education is sometimes implemented in conditions of incomplete systemic
readiness, limited resources, and conflicting interpretations of reform goals.

This article contributes to this research stream by analyzing inclusive
education from the perspective of "structures of uncertainty." This concept
enables us to identify persistent, systemic sources of ambiguity that are not solely
the result of temporary implementation difficulties, but rather a fundamental
aspect of contemporary education systems' functioning. Structures of uncertainty
manifest themselves in various ways, including the instability of legal regulations,
discrepancies between policy and practice in schools, teacher responsibility
overload, and the coexistence of segregation and inclusion models. This article
aims to demonstrate how structures of uncertainty shape the implementation of
inclusive education in Central and Eastern European countries, with particular
emphasis on a comparative perspective. The analysis is based on the assumption
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that comparative research allows not only the identification of similarities and
differences between educational systems but also a better understanding of the
institutional and cultural mechanisms that determine their functioning. Adopting
this perspective allows for avoiding simplistic assessments of educational reforms
and fosters the formulation of more relevant conclusions regarding the
possibilities and limitations of inclusive education in the region.

Theoretical Foundations
The Category of Uncertainty — Definitions and Theoretical Approaches

The category of uncertainty is one of the key analytical concepts used in

contemporary social and educational research. It is multidimensional,
encompassing social, institutional, and epistemological dimensions, making it
particularly useful in analyses of inclusive education. It allows for the capture of
tensions between the level of public policy, the functioning of educational
institutions, and everyday school practice.
Uncertainty is sometimes viewed as an inherent feature of late modernity,
resulting from the dynamics of social, institutional, and cultural change. It denotes
a state in which both individuals and institutions lack a stable frame of reference
enabling them to predict the consequences of their actions. In this sense,
uncertainty is not atemporary phenomenon, but apermanent element of
contemporary social orders. Zygmunt Bauman associates it with the fluidity of
social structures, the weakening of enduring norms, and the erosion of
institutional guarantees of security, leading to a growing sense of instability and
ambivalence (Bauman, 2006). In sociological terms, the category of uncertainty is
often analyzed in close connection with the concept of risk. Ulrich Beck points out
that threats characteristic of modern societies are generated by the very systems
intended to ensure security and order, and uncertainty becomes a side effect of
institutional development and a structural feature of its functioning (Beck, 2002).
This approach is complemented by an epistemological perspective, in which
uncertainty refers to cognitive limitations, lack of knowledge, contradictory
information, and the inability to unambiguously interpret reality. This perspective
concerns situations in which social actors are unable to determine either the
probability of events or their consequences, as classically described by Knight
(1921) and Giddens (2008).

A specific dimension of the analyzed category is institutional uncertainty,
which refers to the instability of rules, procedures, and social roles, especially in
public sectors such as education. It refers to asituation in which formal
institutions fail to provide a clear, coherent, and predictable framework for action.
In educational systems, this manifests itself in frequent legislative changes,

178



Teoretické a vedeckovyskumné stidie/Theoretical and Scientific-Research Studies

inconsistencies in public policies, and discrepancies between formal regulations
and their implementation in practice (North, 1990; March & Olsen, 2006).

In pedagogy and the sociology of education, uncertainty particularly
concerns teachers' roles, assessment criteria, school responsibilities, and ways of
responding to diverse student needs. In inclusive education, it often takes on
a structural nature when the educational system fails to provide sufficient
resources, stable support models, or clear guidelines for pedagogical practice
(Biesta, 2013; Florian, 2014). In this context, the concept of "structures of
uncertainty” refers to persistent institutional and cultural arrangements that
reproduce role ambiguity, shift responsibility to individual actors, and perpetuate
a state of provisionality. This category proves particularly useful in analyzing the
education systems of post-transition countries, where reforms are often
fragmented and inconsistent (Sztompka, 2005; Misztal, 2001).

Analyzing uncertainty in inclusive education requires simultaneously
addressing its normative and theoretical foundations. Inclusive education is
understood as a model for organizing the educational process, the goal of which is
to enable all students—regardless of ability, social, cultural, linguistic, or health
background—to learn together in mainstream schools, while providing adequate
support. It is not a compensatory strategy, but a systemic approach that redefines
the goals, structure, and practice of education (Ainscow, 2005; Florian, 2014). Itis
based on the assumption of equal dignity for all persons, the recognition of
diversity as the norm, and a humanistic and personalistic conception of the human
person (Nussbaum, 2011; Sen, 2009). In this sense, inclusive education is treated
as a human right, not merely good pedagogical practice.

A significant theoretical foundation for inclusion is the social model of
disability, according to which students' difficulties stem primarily from systemic
barriers, and the responsibility for addressing them rests with educational
institutions, not the individual. This model opposes medical and deficit
approaches that focus on "fixing" students rather than modifying the educational
environment (Oliver, 1996; Shakespeare, 2014).

The concept of "structures of uncertainty” is not a clearly codified term in
classical pedagogical theories, but rather originates from late modern sociology,
institutional theories, and public policy research. In education research, it is used
to describe persistent, systemic sources of ambiguity that influence the decisions
of educational actors - the state, local governments, schools, teachers, and parents
- limiting the predictability of actions and the effects of reforms. In this sense,
structures of uncertainty do not imply chaos, but rather stable patterns of
instability inherent in the functioning of educational systems.

The sociological foundations of this approach can be found in the theories of
Beck and Giddens, who argue that contemporary institutions operate in
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conditions of permanent change, risk, and reflexivity, and that uncertainty
becomes a structural feature of social systems, not merely atemporary state
(Beck, 2005; Giddens, 1991). In education, this translates into the constant
redefinition of reforms, regulations, and support models, which hinders their
stable implementation.

In public policy research, uncertainty is also analyzed as a result of multi-
level governance, inconsistent political goals, and international and national
pressures. As Ball (2012) notes, educational policy functions simultaneously as
a normative discourse and local practice, generating a persistent implementation
gap between reform assumptions and their implementation. In inclusive
education, structures of uncertainty are revealed in the tension between the ideals
of equity and inclusion and the actual capabilities of school systems.

Comparative studies conducted in Europe indicate that inclusion is
sometimes implemented in conditions of incomplete institutional readiness,
which favors the emergence of hybrid or illusory solutions (European Agency for
Special Needs and Inclusive Education, 2018). Frequent legislative changes lead
to discontinuity in inclusive policies and hinder the planning of long-term support
for students with special educational needs. In such cases, reform becomes
permanent, not temporary (Beck, 2005). Declarative provisions about inclusion
are not always reflected in everyday school practice, and teachers and principals
operate under conflicting expectations, pursuing inclusive ideals while lacking
resources (Ball, 2012).

The ambiguity of diagnostic criteria, varying interpretations of regulations at
the local level, and insufficient preparation for working in classrooms with diverse
educational needs reinforce systemic selective mechanisms and generate
professional uncertainty among teachers, leading to strategies of avoidance,
delegating responsibility, or returning to segregationist solutions (Ainscow,
2005). In many education systems, segregation and inclusion models coexist,
creating a structural ambivalence that constitutes one of the key structures of
uncertainty in inclusion policies.

Using the category of "structures of uncertainty” therefore enables the
analysis not only of formal systemic solutions but also of their enduring
limitations, the comparison of educational systems without simplistic hierarchies,
and the identification of mechanisms hindering the effective implementation of
inclusive education in different national contexts.
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Methodology

Comparative research is a well-established theoretical and methodological
approach in the social sciences, including pedagogy, the sociology of education,
and public policy research. Its essence is the systematic comparison of social
phenomena operating in different yet comparable contexts, while maintaining
a common analytical axis (tertium comparationis). The goal of comparison is not
solely to identify similarities and differences, but primarily to explain the
mechanisms that produce these differences and the institutional and cultural
conditions in which given solutions operate.

In comparative pedagogy, comparative research is one of the fundamental
methodological strategies used in the analysis of educational systems and policies.
The classic approach to comparative research, proposed by Bereday (1964),
comprises four stages: description, interpretation, comparison, and comparison
proper, enabling a transition from empirical analysis to theoretical generalization.
Contemporary comparative research, however, is moving away from simple
models of transferring solutions between countries, emphasizing the importance
of social, cultural, and historical context and pointing to the limitations of
ahistorical and normative comparisons (Phillips & Schweisfurth, 2014). The
methodology adopted in this article aligns with critical comparative pedagogy,
treating educational systems as constructs embedded in specific institutional
traditions, political conditions, and transformational experiences.

The analysis focuses on Central and Eastern European countries, which share
acommon experience of systemic transformation while simultaneously
diversifying their educational reform trajectories, including the implementation
of inclusive education. The research is being conducted as part of the Visegrad
cooperation, supported by the International Visegrad Fund, which has been
financing scientific, educational, and social initiatives in the Visegrad Group
countries since 2000. This fund supports the development of regional
cooperation, the exchange of experiences, and the search for common solutions to
the challenges facing Central Europe, with particular emphasis on education,
social cohesion, and public policies (International Visegrad Fund, 2023).

The main goal of the research is to identify similarities and differences in
approaches to inclusive education in the Visegrad Group countries, analyze the
mechanisms that generate systemic uncertainty, and assess the degree of
implementation of international educational standards, including
recommendations from the European Union and the United Nations. The research
also aims to determine the local cultural, political, and institutional conditions that
influence the practical implementation of inclusive education. In Visegrad studies,
inclusive education is analyzed as an area particularly susceptible to the
occurrence of so-called uncertainty structures, understood as persistent, systemic
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sources of ambiguity accompanying the implementation of educational reforms.
These include institutional barriers, such as the instability of legal regulations,
inconsistency of public policies, and multi-level governance of education, as well
as cultural and organizational factors influencing everyday school practice. As Ball
(2012) points out, educational policy functions simultaneously as a normative
discourse and local practice, generating a persistent implementation gap between
reform assumptions and their implementation.

Using a comparative approach allows for the identification of common
problem patterns across Central and Eastern Europe, as well as specific national
solutions, without a simplistic hierarchy of education systems. The common
historical and institutional context of the Visegrad Group countries facilitates in-
depth regional analyses, allowing for a better understanding of the dynamics of
implementing inclusive education in conditions of transformation and permanent
change (Phillips & Schweisfurth, 2014).

The project team is composed of representatives of universities from
countries participating in cooperation under the International Visegrad Fund,
carrying out joint research activities in the field of integrated and inclusive
education. The project is based on international cooperation based on the shared
historical, institutional, and cultural experiences of the Visegrad Group countries,
including Poland, the Czech Republic, Slovakia, and Hungary.

The project partners operate in a reality known as a period of "suspension”
or transition between the industrial and information ages, characterized by high
levels of volatility, uncertainty, and a crisis of trust in expert and institutional
knowledge. The effects of these processes are visible in many areas of social life,
but are particularly acute in education, which is increasingly forced to respond to
dynamic social, technological, and cultural changes. In this context, integrated and
inclusive education is becoming a field of intense tensions, expectations, and
debates regarding the role of schools and the professionalism of teachers.

In the V4 countries, education systems for students with disabilities and
other special educational needs have developed under similar historical
conditions, often based on segregation or selection models. Transforming these
systems towards inclusive education requires long-term efforts and the active
involvement of teachers as key actors of change. This process is time-consuming
and complex, and its success depends largely on the degree of preparation of
teachers to work in conditions of constant change and uncertainty.

The aim of the comparative analysis conducted in the project is to
demonstrate the conditions, tasks, and challenges facing contemporary education
systems, in which professionally trained teachers play a central role. The study
assumes that each teacher constructs their own social world, the shape of which
is determined by institutional constraints on their actions, individual biographical
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circumstances, and aunique pool of shared knowledge and professional
experiences. This perspective allows us to analyze teachers' functioning not only
as implementers of educational policies, but also as reflective social actors
operating within specific structural contexts. In the context of research on
uncertainty, the question of the ability of educational systems to create coherent
models of support and develop the competencies of teaching staff in working with
groups of children and students with diverse developmental and educational
needs is particularly important. A key element of effective implementation of
inclusive education is teachers who not only accept new challenges but also feel
prepared to address them.

The projectis innovative in its focus on the humanistic dimension of inclusive
education, emphasizing the importance of the teacher's role in change processes
and identifying the competencies and skills necessary to function in a society
characterized by uncertainty of rules and norms.

The empirical research is aimed at four groups of teachers with practical
experience: university teachers, secondary school teachers, primary school
teachers, and preschool teachers. This sampling approach allows for the capture
of diverse professional perspectives and comparison of the experiences of
teachers operating at different stages of the education system. Interdisciplinary
and international collaboration between researchers and practitioners facilitates
the development of an in-depth, multifaceted picture of the phenomena analyzed.

The project consists of two complementary parts. The first focuses on the
identification and analysis of actual manifestations of so-called uncertainty. The
structures of uncertainty in teachers' experiences, while the second is focused on
developing practical recommendations and proposed actions to support inclusive
education. Research questions concern the identification of structures of
uncertainty in teachers' perceptions, the conditions under which they arise,
differences in the ways in which change is experienced and adapted to, and the
significance of specific professional events and situations. Another important area
of analysis is the degree to which the microsocial space of teachers' professional
lives is filled with a sense of uncertainty, threat, instability, and a constant need to
adapt to new demands.

Results

Based on the analysis of legal and strategic documents in individual countries
and a review of the literature on the experiences of teachers working in inclusive
education, key areas of comparative analysis were identified, relating to so-called
structures of uncertainty. The identified areas are present in all Visegrad Group
countries studied, although they differ in intensity and institutional configuration,
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confirming the transnational nature of the phenomena analyzed (European
Agency for Special Needs and Inclusive Education, 2026).

The first area of structures of uncertainty concerns the systemic and political
level. Sources of uncertainty primarily include frequent changes in legal
regulations, discontinuity in educational policies, and ambiguous public and
media discourse regarding special educational needs. This type of institutional
instability limits the predictability of schools' and teachers' actions and hinders
the planning of long-term solutions for inclusive education (North, 1990; March &
Olsen, 2006).

The second area relates to teachers' professional competencies and their
sense of professional security. Analyses indicate deficits in knowledge and
preparation for working with children and students with disabilities and other
special educational needs, as well as a lack of stable systemic support. Uncertainty
is exacerbated by unclear criteria for evaluating teachers' performance, concerns
about professional responsibility, and an overload of responsibilities, which is
confirmed by research on the implementation of inclusive education (Ainscow,
2005; Florian, 2014).

The third area of uncertainty structures relates to interpersonal
relationships and communication. Teachers report difficulties in relationships
with students and their parents, in collaboration with other teachers, and in the
functioning of specialist teams. The lack of aclear division of roles, differing
interpretations of regulations, and inconsistent expectations of the school foster
tension and conflict, leading to asense of isolation in making teaching and
educational decisions (Ball, 2012). In parallel to the comparative analyses,
aresearch schedule was developed, encompassing the clarification of research
objectives, an in-depth review of literature and national documents, qualitative
research design, and the preparation of practical scenarios for inclusive activities.
The empirical research was planned to involve teachers representing various
stages of education, 40 from each country included in the analysis.

Discussion

The obtained results contribute to a broader stream of research on the
functioning of inclusive education in the context of late modernity, characterized
by increased risk, reflexivity, and uncertainty. The identified structures of
uncertainty can be interpreted in light of concepts describing contemporary
societies as operating in conditions of permanent change, such as "risk society"
(Beck, 2004), "expert society” and "risk culture" (Giddens, 2001, 2008), "network
society" (Castells, 2010), "flexible society” (Sennett, 2006), and "liquid modernity"
(Bauman, 2006).
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Public policy research indicates that education functions simultaneously as
anormative discourse and alocal practice, generating a persistent
implementation gap between reform assumptions and their implementation (Ball,
2012). The results of this study confirm this relationship, showing that declarative
support for inclusive education in the Visegrad Group countries does not always
translate into stable and coherent organizational solutions in school practice.

The specific nature of the Central and Eastern European region is
additionally associated with arelatively high level of uncertainty avoidance,
which fosters skepticism towards new, ambiguous educational solutions. In this
context, inclusive education is sometimes perceived as a threat to the stability of
the system, rather than its development. Comparative analyses indicate that
despite formal systemic changes, school practice often remains unchanged or
reverts to previous, segregated models of education (European Agency for Special
Needs and Inclusive Education, 2018).

Conclusion

Research indicates that the Visegrad Group countries are characterized by
a high level of declarative support for the concept of inclusive education, yet face
difficulties implementing its principles in school practice. These structures of
uncertainty are reinforced by the lack of coherent, long-term educational policies
and the instability of institutional arrangements (Beck, 2005; Florian, 2014).

Teachers operate under conditions of unclear expectations, overloaded
workload, and limited systemic support, which impacts their sense of professional
security and willingness to undertake inclusive activities (Ainscow, 2005; Ball,
2012). As aresult, inclusive education is sometimes perceived as an externally
imposed project, ill-suited to the realities of everyday school practice.

Applying the category of "structures of uncertainty” allows us to identify
mechanisms hindering the effective implementation of inclusive education and
points to the need to stabilize educational policies, strengthen teacher
professionalism, and develop systemic forms of support in Central and Eastern
European countries.

Acknowledgment

The contribution is an overview study and, within the framework of the International Visegrad Project
ID 22420073 “Structures of Uncertainty: Inclusive Education in Central and Eastern European
Countries” (2024 - 2027)

185



STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Volume 14, 2025, Issue 3

REFERENCES
Ainscow, M. (2005). Developing inclusive education systems: What are the levers for
change? Journal of Educational Change, 6(2), 109-124.

https://doi.org/10.1007/s10833-005-1298-4

Ball, S.]. (2012). Global Education Inc.: New Policy Networks and the Neo-liberal Imaginary.
London: Routledge.

Bauman, Z. (2006). Liquid modernity. Krakéw: Literary Publishing House.

Beck, U. (2002). Risk society: Towards a new modernity. Sage.

Beck, U. (2005). Power in the global age. Polity Press.

Bereday, G. Z. F. (1964). Comparative methods in education. Holt, Rinehart and Winston.
New York. 28.

Biesta, G. (2013). The Beautiful Risk of Education. Boulder: Paradigm Publishers.
International Visegrad Fund. (access: 2026/01/02). About the Visegrad Fund.
Retrievied from https://www.visegradfund.org

Castells, M. (2010). The rise of the network society (2nd ed.). Wiley-Blackwell.
European Agency for Special Needs and Inclusive Education. (accessed 2026/01/02).
Retrievied from
https://www.european-agency.org/about-us/who-we-are/agency-position-
inclusive-education-systems.

Florian, L. (2014). What counts as evidence of inclusive education? European Journal of
Special Needs Education, 29(3), 286-294.

Giddens, A. (1991). Modernity and Self-Identity. Cambridge: Polity Press.

Giddens, A. (2008). Consequences of modernity. Krakéw: U] Publishing House.

Giddens, A. (2008). Risk and responsibility. Modern Law Review, 62(1), 1-10.

Knight, F. H. (1921). Risk, Uncertainty and Profit. Boston: Houghton Mifflin.

March, J. G, & Olsen, ]J. P. (2006). Elaborating on the “new institutionalism.” Oxford
University Press.

Misztal, B. A. (2001). Normality and uncertainty. Krakéw: Nomos.

North, D. C. (1990). Institutions, institutional change, and economic performance. Cambridge
University Press.

Nussbaum, M. (2011). Creating Capabilities. Cambridge, MA: Harvard University Press.
Cambridge: Cambridge University Press.

Oliver, M. (1996). Understanding Disability: From Theory to Practice. London: Macmillan.

Phillips, D., & Schweisfurth, M. (2014). Comparative and international education: An
introduction to theory, method, and practice (2nd ed.). Bloomsbury Academic.

Phillips D. Schweisfurth M. (2014). Comparative and International Education: An
Introduction to Theory, Method and Practice. Bloomsbury. London-New York.

Sennett, R. (2006). The culture of the new capitalism. Yale University Press.

Sen, A. (2009). The Idea of Justice. London: Allen Lane.

Sztompka, P. (2005). The trauma of great change. Krakow: Sign.

Shakespeare, T. (2014). Disability Rights and Wrongs Revisited. London: Routledge.

186


https://doi.org/10.1007/s10833-005-1298-4
https://www.visegradfund.org/
https://www.european-agency.org/about-us/who-we-are/agency-position-inclusive-education-systems
https://www.european-agency.org/about-us/who-we-are/agency-position-inclusive-education-systems

STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Ro¢nik 14, 2025, & 3

EDUCATIONAL LAW AND STUDENTS WITH DISABILITIES:
A CRITICAL PEDAGOGY PERSPECTIVE!

Vzdelavacie pravo a Studenti so zdravotnym postihnutim:
Kriticka pedagogicka perspektiva

Agnieszka Stefanow?

Abstract: In Poland, systematic efforts have been undertaken to create conditions conducive to the
optimal development of children and young people with disabilities, as well as to overcome unfavourable
stereotypes associated with disability. In the implementation of these objectives, law is increasingly used
as an instrument shaping social relations and educational practices. The aim of this article is to provide
a critical analysis of Polish legal regulations governing the education of students with disabilities within
the education system. The study is qualitative in nature and is based on an analysis of binding legislative
and executive acts. The analysis was conducted from the perspective of critical pedagogy and focused on
selected analytical categories, including the subjectivity of students with disabilities, access to inclusive
education, forms of educational support, and mechanisms of educational selection and segregation. The
results of the analysis indicate a significant discrepancy between the principles of equality, inclusion, and
student subjectivity declared in educational law and the manner in which they are institutionally
implemented. Inclusive education does not function as a guiding principle of the system, but rather as an
option dependent on administrative decisions and institutional resources. Forms of support, despite their
declared universal character, are largely compensatory in nature and tend to shift the responsibility for
adaptation onto the student. The analysis leads to the conclusion that Polish educational law with regard
to students with disabilities implements a model of conditional inclusion, which stabilises existing
structures of the education system rather than contributing to its transformation. The article highlights
the need to redefine inclusive education as a principle organising the education system and to strengthen
the real subjectivity of students with disabilities in the educational process.

Keywords: inclusive education, students with disabilities, educational law, critical pedagogy, analysis of
legal acts.

Absstrakt: V Polsku sa systematicky vynakladd usilie na vytvorenie podmienok priaznivych pre
optimdlny rozvoj deti a mladych l'udi so zdravotnym postihnutim, ako aj na prekonanie nepriaznivych
stereotypov spojenych so zdravotnym postihnutim. Pri realizdcii tychto ciel'ov sa prdvo coraz viac vyuZiva
ako ndstroj formujtici socidlne vztahy a vzdeldvacie postupy. Cielom tohto ¢ldnku je poskytnut’ kriticku
analyzu pol'skych prdvnych predpisov upravujiicich vzdeldvanie Studentov so zdravotnym postihnutim
vrdmci vzdeldvacieho systému. Stiidia md kvalitativny charakter avychddza z analyzy zdvdznych
legislativnych avykonnych aktov. Analyza bola vykonand z perspektivy kritickej pedagogiky
a zameriavala sa na vybrané analytické kategdrie, vrdtane subjektivity Studentov so zdravotnym
postihnutim, pristupu k inkluzivnemu vzdeldvaniu, foriem vzdeldvacej podpory a mechanizmov
vzdeldvacieho vyberu a segregdcie. Vysledky analyzy poukazuji na vyrazny nesiulad medzi zdsadami
rovnosti, inkliizie asubjektivity Studentov deklarovanymi v $kolskom prdve aspdsobom, akym su
instituciondlne implementované. Inkluzivne vzdeldvanie nefunguje ako riadiaca zdsada systému, ale skér
ako moznost' zdvisld od administrativnych rozhodnuti a instituciondlnych zdrojov. Formy podpory,
napriek ich deklarovanému univerzdlnemu charakteru, maju vo velkej miere kompenzacny charakter
a maji tendenciu prendsat’ zodpovednost' za adaptdciu na Studenta. Analyza vedie k zdveru, Ze pol'ské
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Skolské prdvo vo vztahu k Studentom so zdravotnym postihnutim implementuje model podmienecnej
inkliizie, ktory stabilizuje existujiice Struktury vzdeldvacieho systému, namiesto toho, aby prispieval k jeho
transformdcii. Cldnok zdéraziiuje potrebu redefinovat’ inkluzivne vzdeldvanie ako princip organizujiici
vzdeldvaci systém a posilnit’ skutocnu subjektivitu Studentov so zdravotnym postihnutim vo vzdeldvacom
procese.

Kliicové slova: inkluzivne vzdeldvanie, Studenti so zdravotnym postihnutim, vzdeldvacie prdvo, kritickd
pedagogika, analyza prdvnych aktov.

Introduction

For much of the twentieth century, disability was perceived by society
primarily through the lens of individual personal tragedy. Over time, however,
policies towards people with disabilities evolved from basic care provided in
closed institutions towards the education of children and the rehabilitation of
adults. After the Second World War, influenced by the growing number of people
with acquired impairments, concepts of normalisation and integration began to
emerge. These concepts reflected changing social awareness of the capabilities
and potential of persons with disabilities. The improvement of the life situation of
people with disabilities was also significantly influenced by scientific
development; through the growth of disciplines such as psychology, pedagogy,
sociology, political science, and others, a more holistic understanding of disability
gradually emerged (Garbat, 2015, p. 85).

The political conditions prevailing in a given country exert a significant
influence on the organisation and functioning of the education system and shape
educational law. Politics has always been closely intertwined with historical
contexts and with the ways in which persons with disabilities have been perceived
in particular periods (Apanel 2016, pp. 41-42).

A discernible tendency can be observed toward granting international legal
instruments a binding character for the states that adopt them. This results from
the introduction of norms obliging states to align their domestic legal frameworks
with the principles set out in such instruments, as well as from the creation of
mechanisms enabling citizens to pursue their rights directly before international
bodies (Jankowska 2012, p. 27).

Within the Polish education system, these issues are regulated by an
extensive and multi-level body of legal acts, encompassing both statutory
provisions and executive regulations issued by the minister responsible for
education.

The aim of this article is to provide a critical analysis of the binding legal
regulations governing the situation of children with disabilities within the
education system.
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Theoretical Foundations

The definition of disability is conditioned by culture, beliefs, attitudes,
orientations, and disciplinary perspectives. Itis a multidimensional and polysemic
concept that manifests itself across various areas of life and remains relative to
the prevailing socio-cultural norms and standards (Kirenko, 2001, p. 64). Both
Polish and international theory and practice have not developed a single,
universally accepted definition of disability.

This article is grounded in the interactionist model of disability. Within this
approach, disability is understood as encompassing all dimensions of the lived
experience of persons with disabilities—bodily, psychological, cultural, social, and
political—rather than being reduced exclusively to either a medical or a social
phenomenon (Shakespeare & Watson, 2002, p. 19).

At present, a child with special educational needs may fulfil compulsory
education in special, integrative, or mainstream educational settings. The choice
of educational placement should be preceded by a reliable diagnosis of the child’s
abilities and should take into account the decision of parents or legal guardians.

When analysing the organisation of education for students with a decision on
the need for special education, reference can be made to Polish literature in the
field of special pedagogy, which distinguishes the following systems of education:
the segregated education system (special schools, classes, and centres),the
integrative education system (integrative schools and schools with integrative
classes), the inclusive education system (mainstream schools) (Kosciotek, 2019,
p. 197).

The analysis of legal regulations was additionally situated within the
perspective of critical pedagogy, which treats education—and the law regulating
its functioning—as a field of power relations.

From the perspective of special pedagogy, the role of critical pedagogy is
particularly significant, as critical reflection allows the long-developed theoretical
and practical foundations of the field to be supplemented with a critical potential
directed towards the social reality in which persons with disabilities function. This
requires engaging with a complex and ambivalent social reality, within which
clear and unambiguous actions and situations are increasingly difficult to identify
(Krause, 2013, p. 10).

Methodology

The study is qualitative in nature and is based on the method of document
analysis, understood as the description and interpretation of broadly defined
artefacts (documents) subjected to internal analysis, focusing on the content of
the documents.
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The subject of the study consists of binding legal regulations in Poland
concerning children with disabilities. The research material includes national
legal acts regulating education, psychological and pedagogical support, and
institutional support for children with disabilities, as well as executive regulations
related to the implementation of educational law.

The aim of the study is to provide a critical analysis of the binding legal
provisions regulating the situation of children with disabilities within the
education system, with the objective of identifying potential mechanisms that may
foster inclusion or contribute to educational exclusion. The analysis is conducted
through the categories of student subjectivity, access to inclusive education, forms
of support for students with disabilities, and the presence of mechanisms of
selection and segregation in education.

The research procedure was designed and implemented on the basis of
qualitative document analysis and included exclusively binding Polish legal acts
regulating the situation of children with disabilities within the education system.

In the first stage, a review of national legal acts was conducted, encompassing
statutes, regulations, and other normative documents directly or indirectly
related to education, support, and the protection of the rights of children with
disabilities. The criterion for the selection of research material was its normative
significance and its actual impact on the organisation of the educational process.

In the second stage, the selected legal acts were subjected to a preliminary
structural analysis aimed at identifying the scope of regulation and the key
thematic areas addressed in the documents.

The third stage involved repeated and in-depth readings of the legal
provisions and their qualitative analysis. At this stage, analytical categories
derived from the adopted theoretical framework were identified, including the
subjectivity of students with disabilities, access to inclusive education, forms of
support, and mechanisms of educational selection and segregation.

In the fourth stage, the legal provisions were interpreted with consideration
of their implications for the identified analytical categories. The analysis focused
not only on the literal wording of legal norms, but also on the identification of the
values and assumptions embedded in the binding legislative solutions.

The final stage consisted of synthesising the results of the analysis and
formulating conclusions in relation to the research aim and the adopted
theoretical foundations, with particular attention paid to the coherence of legal
regulations with the principles of inclusive education.
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Results

The analysis of the content of legal acts regulating the education of students
with disabilities in the Polish education system constitutes a key element of this
study, as it is precisely the law that defines the organisational, didactic, and
institutional framework of inclusive and integrative education. Binding legal
regulations not only determine the formal conditions for the implementation of
the right to education, but also construct the normative position of students with
disabilities within the education system by defining the scope of their rights, forms
of support, and the obligations imposed on schools.

The analysis of the content of legal acts was conducted using selected
analytical categories, including the subjectivity of students with disabilities, access
to inclusive education, forms of support, and mechanisms of educational selection
and segregation. This approach enables a coherent and in-depth interpretation of
legal solutions regulating the organisation of education.

Student Subjectivity

The analysis of legal acts indicates that the subjectivity of students with
disabilities in the Polish education system is declared primarily at the level of
constitutional and statutory norms. The Constitution of the Republic of Poland
guarantees the right to education for everyone and imposes on public authorities
the obligation to provide persons with disabilities with special assistance, thereby
creating formal grounds for recognising students with disabilities as subjects of
educational rights. This principle is further developed in educational law, which
emphasises the need to individualise the educational process and to adapt
educational activities to the psychophysical abilities of the student.

At the same time, the analysis of executive regulations reveals that student
subjectivity is to a significant extent conditioned by the system of psychological
and pedagogical assessment. Access to specific forms of support, educational
adaptations, or alternative ways of fulfilling compulsory education depends on the
possession of a decision on the need for special education or an opinion issued by
a psychological and pedagogical counselling centre.

Within this system, a student with a disability functions primarily as an
object of diagnosis and administrative decision-making. Access to particular forms
of education and support is contingent upon the possession of a decision on the
need for special education, which not only describes the student’s needs but also
normatively constructs the student by assigning them to a specific category of
deficit.

In practice, this means that the student operates within the system mainly as
an addressee of institutional decisions, while their subjectivity is realised within
previously defined diagnostic categories.
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Consequently, despite the declarative recognition of the subjectivity of
students with disabilities, educational law in practice promotes a model of
education in which the student functions primarily as a recipient of support and
administrative decisions. In this perspective, subjectivity assumes a formal and
conditional character, constrained by institutional frameworks and adopted
organisational solutions.

Access to Inclusive Education

The analysis of legal acts indicates that inclusive education is not explicitly
defined in Polish law as the dominant model of educating students with
disabilities. Educational law allows for the parallel functioning of mainstream,
integrative, and special schools, linking the choice of educational setting closely to
the assessment system and administrative decisions. This demonstrates that
inclusive education within the Polish education system has a declarative and
conditional character rather than a systemically superior status.

By permitting the coexistence of mainstream, integrative, and special
schools, educational law does not establish inclusion as aguiding principle
organising the education system, but rather treats it as one of several possible
forms of schooling. As aresult, the implementation of inclusive education is
largely dependent on local conditions, such as organisational capacity and staffing
resources, which may lead to significant disparities in the actual educational
opportunities available to children in different contexts.

The analysed legal acts devote relatively little attention to school culture,
interpersonal relations, and everyday teaching practices, which in practice
determine whether education is genuinely inclusive or merely formally
integrative. Access to inclusive education should therefore not be reduced to the
formal possibility of attending a mainstream or integrative school. From the
perspective of critical pedagogy, the key issue concerns the quality of participation
of students with disabilities in school life and whether the school as an institution
undergoes a real transformation towards inclusion or instead expects students to
adapt to dominant norms of functioning. It is also significant that inclusive
education, as regulated by existing legal frameworks, is not linked to an obligation
to change the prevailing didactic paradigm. Consequently, inclusion is often
reduced to the technical “addition” of students with disabilities to an unchanged
system, without challenging the norms and structures that generate exclusion.

Particularly problematic in this context is the functioning of the assessment
system as a mechanism regulating access to inclusive education. Rather than
serving as a supportive tool, the assessment decision often becomes a necessary
condition for initiating any form of adaptation, leading to a paradox of conditional
inclusion: a child may participate in inclusive education only after being formally
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recognised as “different” and “deviating from the norm.” In this sense, the system
first produces difference and only then offers its compensation.

The analysis of legal acts also reveals that the law does not sufficiently
safeguard the continuity of access to inclusive education. The absence of coherent
systemic solutions means that access to inclusive education may be episodic,
dependent on the educational stage, a change of school, or the availability of
qualified staff. As aresult, inclusion does not function as astable principle
organising the education system.

From the perspective of critical pedagogy, it can therefore be concluded that
inclusion is embedded in a logic of managing diversity rather than serving as an
impulse for a profound transformation of the school as a social institution.

Forms of Support for Students with Disabilities

The analysis of legal acts regulating forms of support for students with
disabilities indicates that the support system has been constructed as extensive,
multi-level, and formally accessible, encompassing both special education and
psychological and pedagogical assistance. The regulation on the principles of
organising and providing psychological and pedagogical support emphasises its
universal character, which at the declarative level suggests a departure from an
exclusively diagnostic model of support. From the perspective of critical
pedagogy, however, the key issue concerns not only the scope of support, but also
the way it is organised and the function it performs within the education system.

Within the existing legal framework, support for students with disabilities is
primarily conceptualised in terms of intervention and compensation. The
dominant assumption involves identifying student deficits and implementing
measures aimed at reducing or neutralising them. This approach reinforces the
individualisation of educational problems and shifts responsibility for school
difficulties onto the student, while overlooking structural and institutional
barriers embedded in the functioning of schools. As a result, support rarely takes
the form of systemic actions oriented toward transforming the educational
environment, and more often operates as a set of “corrective” measures directed
at the individual.

From an analytical perspective, particular attention is drawn to the
proceduralisation of support, manifested in extensive documentation
requirements, team-based planning of interventions, and the necessity of formal
validation of specific forms of assistance. Although these solutions are intended to
ensure coherence and continuity of support, in practice they embed psychological
and pedagogical assistance within the framework of administrative and
bureaucratic regulation of work with the student.
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The analysis of regulations also indicates that support for students with
disabilities is, in many cases, implemented outside the main stream of classroom
and school life. Specialist, remedial, or compensatory classes are often organised
as separate interventions, which—despite their supportive intentions—may
reinforce a sense of otherness and limit full participation in the educational
process. In this sense, support does not always fulfil an inclusive function, but may
instead contribute to forms of intra-school segregation.

From the perspective of critical pedagogy, it is also noteworthy that the
current legal regulations only marginally recognise student agency in the planning
and implementation of educational support. Decisions regarding forms of
assistance are made primarily by adult professionals, while the role of the student
is most often reduced to passive participation in predetermined interventions.
The lack of explicit provisions enabling children to co-decide on forms of support
reinforces a model of assistance that is more controlling than emancipatory in
character.

An important aspect also concerns the dependence of support availability on
the institutional resources of individual schools. Although the law imposes an
obligation to organise psychological and pedagogical assistance, its actual scope
and quality depend on the number and qualifications of specialists, as well as on
the organisational capacities of a given institution. Consequently, support that is
intended to equalise educational opportunities may, in practice, contribute to
differentiated student experiences depending on the conditions under which
education is delivered.

The Presence of Mechanisms of Selection and Segregation

The analysis of legal acts regulating the education of students with
disabilities reveals that mechanisms of educational selection and segregation are
not merely incidental side effects of the education system, but are embedded in its
foundational assumptions. Although the law employs the language of support,
adaptation, and equalisation of opportunities, it simultaneously constructs
organisational solutions that classify students according to functional and
diagnostic categories, leading to their systemic differentiation.

The key mechanism of selection remains the system of psychological and
pedagogical assessment, which functions as agateway to specific forms of
education and support. The assessment decision not only entitles students to
particular educational arrangements, but also classifies them within predefined
categories of disability. From the perspective of critical pedagogy, this means that
the diversity of students’ functioning is reduced to a set of normative labels that
organise and stabilise the system.
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Another significant segregating mechanism is the formal differentiation
between mainstream, integrative, and special schools. Although the law allows for
the implementation of special education within mainstream schools, it
simultaneously legitimises the existence of separate educational institutions
designated exclusively for students with specific disabilities. As aresult, the
education system operates through parallel educational pathways that differ not
only in organisational structure, but also in social status, educational expectations,
and prospects for further education and social participation.

From a critical pedagogical perspective, the practice of assigning students to
individualised instruction is particularly problematic. Despite its protective and
compensatory justification, individual instruction often leads to aradical
limitation of the child’s social experiences. Legally sanctioned as a form of fulfilling
compulsory education, individual instruction may in practice function as
a mechanism of exclusion from the social space of the school, reinforcing student
isolation and reducing education to an instructional relationship.

Mechanisms of selection and segregation are also evident in intra-school
organisational practices, such as separating specialist, remedial, or therapeutic
classes from the main stream of classroom life. Although these solutions are
justified by the need for specialised support, in practice they may result in the
fragmentation of students’ educational experiences and the symbolic separation
of students from the “normal” course of education.

As aresult, mechanisms of selection and segregation—despite being
formally justified by concern for students’ well-being and the adaptation of
education to individual needs—serve to stabilise the education system by
protecting its dominant norms and structures from the necessity of profound
transformation. Segregation therefore does not constitute an exception to the rule
of inclusion, but rather one of the fundamental tools for managing diversity within
the Polish education system.

Discussion

The analysis of legal acts regulating the education of students with
disabilities in Poland reveals the complexity and multidimensional character of
the solutions adopted within the education system. On the one hand, educational
law and executive regulations explicitly refer to the principles of equal
opportunities, child subjectivity, and the necessity of providing educational
support tailored to individual needs. On the other hand, the manner in which these
solutions are organised points to the existence of numerous tensions between
declared assumptions and their practical implementation.

Particular attention is drawn to the way in which the subjectivity of a child
with a disability is constructed in legal regulations. Although the child is formally
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recognised as a subject of the right to education, their functioning within the
education system remains largely dependent on diagnostic procedures and
administrative decisions.

A similar ambivalence can be observed in regulations concerning inclusive
education. The analysis of legal provisions indicates that inclusive education has
not been clearly established as a superior principle organising the education
system, but rather functions alongside other forms of schooling. This model
results in access to inclusive education being dependent on arange of extra-
systemic factors, such as staffing resources, school infrastructure, and local
interpretations of regulations. Consequently, the educational experiences of
students with disabilities may differ significantly, despite the existence of formally
uniform legal provisions.

With regard to forms of support for students with disabilities, it should be
noted that the law provides for abroad catalogue of support measures,
encompassing both psychological and pedagogical assistance and specialised
forms of education. At the same time, the organisation of this support reflects the
dominance of a compensatory approach, focused on identifying student deficits
and neutralising them. Such amodel promotes the individualisation of
educational problems, while paying less attention to the structural and
organisational barriers inherent in the functioning of schools as institutions.

The analysis also reveals the presence of mechanisms of educational
selection and segregation which—although justified by concern for the child’s
well-being—in practice lead to differentiated educational pathways. The
assessment system, the differentiation of school types, and the possibility of
assigning students to individual instruction result in the education of students
with disabilities being implemented through separate organisational
arrangements, which may limit their full participation in the social life of the
school.

Conclusion

The conducted analysis of legal acts regulating the education of students with
disabilities in the Polish education system indicates that the existing solutions are
extensive and multi-level, yet do not always constitute acoherent and
unambiguous model of inclusive education. Educational law declares equal
opportunities, child subjectivity, and the necessity of individualising the
educational process, while simultaneously basing the implementation of these
principles on diagnostic, procedural, and organisational mechanisms that
significantly condition access to education and support.

Inclusive education, despite its strong presence in legal and pedagogical
discourse, does not function as a superior principle organising the education
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system, but rather as one of several possible forms of schooling. As a result, its
implementation depends on local conditions and institutional resources, which
may lead to inequalities in the educational experiences of students with
disabilities. Similarly, forms of support—although formally accessible—are
largely compensatory in nature and are implemented in ways that do not always
foster the full inclusion of students in school life.

The analysis also demonstrates that mechanisms of educational selection
and segregation remain a significant element of the education system. These
solutions, despite their declared protective purpose, may reinforce the
distinctiveness of educational experiences of students with disabilities and limit
their social participation.

From the perspective of critical pedagogy, further development of legal
regulations should therefore move towards strengthening the real subjectivity of
children with disabilities, reducing the selective character of systemic solutions,
and creating conditions conducive to the consistent and sustainable
implementation of inclusive education. Only such an approach may contribute to
narrowing the gap between the declared objectives of the education system and
everyday educational practice.
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INCLUSIVE EDUCATION IN FRANCE: LEGAL AND
INSTITUTIONAL EVOLUTION, ETHICAL CHALLENGES!

Inkluzivne vzdelavanie vo Francizsku: Pravny a institucionalny
vyvoj, etické vyzvy

Malgorzata Tandt-Nowak 2

Abstract: This paper examines the evolution of inclusive education in France from a legal, institutional,
and ethical perspective. Initially structured around disability and integration, French educational policy
progressively shifted toward an inclusive paradigm grounded in accessibility, equity, and participation
for all learners. The study analyzes the historical construction of compulsory schooling, the articulation
between mainstream and specialized education, and the role of medico-social institutions. It further
explores administrative coordination tools, professional practices, and research approaches supporting
inclusive schooling. Finally, the paper discusses ethical challenges related to educational justice, teacher
training, and inclusive didactics within the French Republican school model.

Key words: inclusive education, special educational needs, French education system, educational justice,
accessibility.

Abstrakt: Tdto Studia skiuma vyvoj inkluzivneho vzdeldvania vo Francizsku zprdvneho,
instituciondlneho a etického hladiska. Pévodne orientovand na postih a integrdciu sa franctzska
vzdeldvacia politika postupne presunula k inkluzivnemu paradigmatu zaloZenému na pristupnosti,
rovnosti a participdcii vsetkych Ziakov. Stiidia analyzuje historicki konstrukciu povinného Skolstva,
prepojenie medzi beznym a Specializovanym vzdeldvanim a iilohu mediko-socidlnych institiicii. Dalej
skiima administrativne koordinacné ndstroje, profesiondlne praktiky a vyskumné pristupy podporujiice
inkluzivne skolstvo. Nakoniec c¢ldnok diskutuje etické vyzvy stvisiace so Skolskou spravodlivostou,
pripravou ucitel'ov a inkluzivnou didaktikou v rdmci francuizskeho republikdnskeho modelu skoly.
Kliicové slova: inkluzivne vzdeldvanie, Specidlne vzdeldvacie potreby, franciizsky vzdeldvaci systém,
Skolskad spravodlivost, pristupnost.

Introduction

In France, the path toward inclusion initially developed through a legal focus
on disability rather than through an explicit conception of inclusive education.
Early public policies, notably the Law of 30 June 1975 on the Rights of Persons
with Disabilities, promoted the integration of children with disabilities by
allowing them to adapt to existing school structures. Integration was conceived as
the adjustment of individuals to the school system rather than the transformation
of educational environments themselves.

A significant turning point occurred in the early 2000s with legislation on
equal rights and opportunities, which redefined disability not as a fixed personal
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condition but as the result of interactions between individuals and their
environments (the Law n° 2005-102, 2005). This conceptual shift led to the
emergence of the notion of special educational needs and reshaped educational
policy. The Law of 8 July 2013 on the Refoundation of the School of the Republic
formally introduced inclusive education into the French legal framework,
affirming that all children share the capacity to learn and progress (the Law °
2013-595, 2013). More recently, the Law of 26 July 2019 for a School of Trust
established a public service for inclusive education, reinforcing accessibility and
participation for all learners (the Law n°® 2019-791, 2019).

1. The French Educational System: Mainstream and Specialized Schooling
1.1 Compulsory Education: Historical Background

The contemporary French school system emerged from a post-revolutionary
legacy shaped by the ideological mission of educating citizens of the Republic.
Public education was designed to guarantee uniform knowledge and
progressively freed itself from religious influence, which had maintained a near
monopoly on education since the Renaissance. Free, secular, and compulsory
schooling became a sovereign responsibility of the State, while a private sector
continued to exist under increasing regulation through contractual arrangements
with the Ministry of National Education.

Atthe operational level, the construction of this collective model of education
can be traced back to the 12-15th centuries and, more broadly, to the Greco-Latin
heritage, which until then had largely served limited segments of the population
within confessional or military frameworks. The French Revolution marked
a decisive break with these models, asserting that the State should organize public
instruction in the name of progress, as affirmed by Robespierre in 1793.

The nineteenth century witnessed the rise of a centralized and republican
educational model: the Guizot Law of 28 June 1833 established municipal primary
schools, and education became free, secular, and compulsory with the Ferry Laws
of 16 June 1881 and 28 March 1882. In the twentieth century, compulsory
schooling was extended to the age of sixteen by the Berthoin Ordinance of 6
January 1959, and the collége unique was instituted by the Haby Law of 11 July
1975. In 1981, the creation of Priority Education Zones (ZEP) marked the
territorialization of educational policies (Circular No. 81-535 of 28 December
1981).

In 2005, the Common Core of Knowledge and Competences was established
by the Education Orientation and Planning Law of 23 April 2005 and subsequently
revised, with cultural education formally integrated in 2015 (Decree No. 2015-
372 of 31 March 2015). More recently, reforms transformed the high school
examination: the Law for a School of Trust of 26 July 2019 abolished general tracks
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in favor of specialized subjects and introduced continuous assessment of
knowledge and competences.

The French education system is governed by the Ministry of National
Education and, for higher education, by the Ministry of Higher Education and of
Research. Since the Law for aSchool of Trust (2019), schooling has been
compulsory from the age of three to sixteen, while training through schooling,
apprenticeship, or civic service is mandatory until the age of eighteen. The system
is structured into primary education (preschool and elementary), secondary
education, and higher education. Compulsory schooling begins in preschool (age
3-6), continues through elementary education (6-11), lower secondary education
(11-14), and upper secondary education (15-14), culminating in a national
diploma granting access to higher or vocational education. Professional pathways
constitute an alternative to general education and are recognized through
qualifications registered in the National Professional Certifications (RNCP).

2. Inclusive Schooling in France: Legal and Institutional Challenges
2.1 Administrative Organization of a School for All

The principle of the School of the Republic, established by the 2013 law, aims
to ensure the continuity and success of educational pathways for all pupils within
a framework of equity and accessibility. Grounded in the conviction that every
pupil is capable of learning and progressing, this principle mobilizes the
educational community to implement pedagogical adaptations, human support,
and medico-social arrangements designed to respond to individual needs.

According to the Ministry of National Educationi, at the start of the 2025
school year, inclusive education policy was reflected in the schooling of more than
520,600 pupils with disabilities, the recruitment of 2,000 additional
accompanying staff (AESH), and the opening of nearly 480,000 Inclusive Pathway
Booklets (LPI). These developments illustrate both the consolidation of support
networks and sustained political commitment to an accessible school system.

The National Disability Conference of 2023 further strengthened this
dynamic through expanded professional training, the deployment of Medico-
Social Mobile Support Teams (EMAS), the creation of Schooling Support Centers
(PAS), and alignment with the National Strategy for Neurodevelopmental
Disorders (2023-2027).
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2.2 School-Based Responses to Special Educational Needs

Following the democratization of the French education system, national
education policies underwent a process of massification after 1945, laying the
foundations for a school for all. Lessard and Carpentier distinguish three phases
in this evolution: modernization and democratization (1945-1973),
territorialized institutionalization (1970-1990), and acontemporary phase
emphasizing the personalization of educational pathways.

The conceptual foundations of inclusive schooling foreground the notion of
special educational needs, inspired by Gulliford’s theorization of special
educational needs in a work addressed to teachers. Criticizing approaches that
define pupils through their deficits, it proposed a perspective that accounts for
both personal and environmental factors, thereby eliminating the boundary
between mainstream and special education and emphasizing differentiated
support according to individual needs.

In France, social and migratory changes, combined with advances in didactic
research and learning psychology, have led to arethinking of pedagogical
practices around equality of opportunity. The Haby Act of 1975 represents
a decisive step in this democratization process by establishing the principle of
lower secondary school for all and introducing curricular homogenization to
ensure uniform educational standards across the national territory. The law also
allows entry into primary school from the age of five and promotes pedagogical
differentiation according to pupils’ needs.

The Savary Act of 1982 on priority education zones marked a break with
strict egalitarianism by introducing a logic of positive discrimination. At the same
time, the development of neuroscience and cognitive sciences contributed to
pedagogies focused on pupils’ capacity to develop competencies required in
a rapidly changing world.

The Jospin Education Orientation Act of 1989 further reinforced a pupil-
centered approach by positioning learners and their needs at the core of the
education system. In parallel, the decentralization laws of 1982 introduced new
modes of educational governance. From 1985 onward, secondary schools became
Local Public Educational Institutions (EPLE), benefiting from increased autonomy
to better address pupils’ needs.

The Law of 11 February 2005 on equal rights and opportunities, followed by
the Law of 26 July 2019 for a School of Trust, strengthened this inclusive dynamic
by proclaiming the right of every pupil to schooling adapted to their needs,
particularly for pupils with disabilities.

However, as Woollven (2021) points out, the concept of special educational
needs remains ambiguous within French education policy. Although referenced in
the Education Code, it does not correspond to an administrative category, and
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available statistical data mainly concern pupils with disabilities (DEPP, 2019). Yet
this group also includes allophone pupils, whose educational needs are assessed
through Career Guidance and Information Centers (CIO) or CASNAV (Academic
Centers for the Schooling of Newly Arrived Allophone Pupils and Children from
Itinerant Families), leading to placement in UPE2A units (Pedagogical Units for
Newly Arrived Allophone Pupils).

2.3 Coordination of Professional Roles

To ensure coherence among these various arrangements, the Inclusive
Pathway Booklet (LPI) has become a central digital tool. Implemented as part of
the CAP Ecole Inclusive program (Ministry of National Education, 2024), the LPI
enables shared monitoring of pupils’ needs, adaptations, and supports, while
facilitating communication between schools, families, and medico-social partners.

Within this framework of coordinated support, the national deployment of
Schooling Support Centers (PAS) since 2023 has strengthened responsiveness and
cooperation among educational and healthcare professionals. These centers bring
together specialized teachers, psychologists, healthcare staff, and social workers
to intervene rapidly with pupils experiencing difficulties—regardless of their
nature—and to support teaching teams in identifying appropriate solutions.

2.4 Specialized Educational Structures

Inclusive schooling also relies on astructured set of specialized
arrangements that ensure differentiated responses to diverse needs. Localized
Units for Inclusive Education (ULIS), governed by Circular No. 2015-129 of 21
August 2015, enable pupils with disabilities to receive adapted instruction while
remaining partially included in mainstream classrooms. In 2025, more than
11,400 ULIS units are in operation across France, illustrating the institutional
commitment to schooling as close as possible to ordinary settings.

For young children with autism spectrum disorders (ASD), Preschool Autism
Teaching Units (UEMA) and Primary Autism Teaching Units (UEEA)—created by
the interministerial instruction of 3 May 2016 and Circular DGCS/DGESCO No.
2018-168—support adapted schooling based on structured learning and
multidisciplinary support.

Teaching Centers for Deaf Pupils (PE]S), established by Circular No. 2017-
011 of 3 February 2017, ensure bilingual education (French Sign Language and
spoken/written French) and an accessible educational environment, contributing
to the recognition of linguistic and cultural diversity within inclusive schooling.

Other structures support pupils facing severe and persistent learning
difficulties. Adapted General and Vocational Education Sections (SEGPA),
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regulated by Circular No. 2015-176 of 28 October 2015, provide adapted
pedagogy and practical learning to support social and vocational integration.
Regional Adapted Education Institutions (EREA), defined by Circular No. 2017-
068 of 20 April 2017, offer reinforced support, sometimes through boarding
arrangements, combining general education, vocational training, and
individualized educational guidance.

2.5 Specialized Education within the Medico-Social Sector

The Care and education Institutes (Instituts Médico-Educatifs, IME) play a central
role in the development of France’s special education system for children with
intellectual and developmental disabilities. Originating in the 1960s, IME were
established to provide a combined framework of care and social support. The
1975 Orientation Law for Persons with Disabilities formalizes the schooling for
children with disabilities, integrating Ministry of Education teachers into IME. At
that time, disability is defined through amedical and functional lens, as
a deficiency or incapacity requiring specialized care, education, or employment
support, conception emphasing on protection and compensation. It leads the
development of a care and educational system governed by the Ministry of Health
and Solidarity, and providing from the Ministry of Education teachers qualified in
adaptive pedagogies. However, this adaptive model remains designed for a limited
segment of the population.

The 1989’s decree reorganized IME, clarifying their missions and introducing
personalized educational projects (PPS), reflecting more active learning and
participation. Reform of 2002 in the social sector and the Externalized Teaching
Units (UEE) facilitate partial inclusion of IME pupils while maintaining
multidisciplinary support within the institutes.

The organization of specialized institutions and services for children and
young people with disabilities constitutes a historical pillar of French special
education policy. The Orientation Act of 30 June 1975 marked a foundational
moment by establishing the State’s responsibility for the education of children
with disabilities. It affirmed the principle that the national community must
guarantee access to adapted education for every child and required the State to
provide qualified teaching staff from the Ministry of National Education within
specialized institutions.

The implementation framework was specified by Decree No. 78-442 of 24
March 1978 and Circular No. 78-188 of 8 June 1978, defining teaching
arrangements and cooperation between educational and medico-social services.
Further reform occurred with Decree No. 89-798 of 27 October 1989 and the
Annexes XX1V, which reorganized the missions and categories of institutions (IME,
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ITEP, IEM, IES, SESSAD) and strengthened the presence of national education
teachers within these settings.

The Law of 2 January 2002 on social and medico-social action emphasized
users rights and personalized pathways, shifting from institutional care toward
active participation of pupils and families. Subsequent texts, including Circular No.
2007-194 of 14 May 2007 and Decree No. 2009-378 of 2 April 2009, reinforced
cooperation between mainstream schools and medico-social institutions through
the creation of teaching units (UE) under the responsibility of the Ministry of
Education.

The Law of February 2005 redefines disability as: any limitation of activity
or restriction of participation in life in society suffered by a person because of
a substantial, lasting, or definitive alteration of one or more physical, sensory,
mental, cognitive, or psychological functions, a multiple disability, or a disabling
health disorder. This social and interactional definition marks a conceptual
turning point as linked in environment.

The Instruction of 23 June 2016 further promoted inclusion by encouraging
the development of Externalized Teaching Units (UEE), enabling pupils supported
by medico-social services to attend mainstream schools part-time while
benefiting from multidisciplinary support. This evolution reflects a shift from
specialized care toward co-education and partnership, making mainstream
schooling the norm rather than the exception.

Three main categories of pupils receive education outside ordinary school
settings: pupils with disabilities requiring medico-social support; pupils
temporarily or permanently excluded from school for health reasons; and minors
in detention. In all cases, the objective is to ensure continuity of the right to
education and prevent school dropout. Educational provision follows national
curricula and relies on personalized projects (PPS, PAI, PAP, PPRE), coordinated
by multidisciplinary teams. Examination accommodations are governed by
Circular No. 2015-127 of 3 August 2015, ensuring equity in certification.

Overall, these arrangements embody an inclusive conception of public
education based on the right to schooling for all, interministerial cooperation, and
personalized educational pathways, in accordance with Law No. 2013-595 of 8
July 2013 on the refoundation of the School of the Republic and Law No. 2005-102
of 11 February 2005 on equal rights and opportunities.

Since 1995, among approximately 115,000 children are placed in care
structures, about 76% received schooling, with 60 % attending full-time in the
institution, 13% in mainstream schools full-time, and 4 % part-time; 24 % are not
schooled at all. By 2005, children and adolescents with disabilities enrolled in
education had risen to 235,400, with around 64 % attending mainstream schools,
in ordinary or adapted classes. During the same period, 76,300 children continued
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to be schooled in care structures. In 2022, among children aged 6-15 in care
structure, 92 % were receiving schooling, and 64 % were educated in mainstream
schools. Today, IME serve children and adolescents aged 3-20 with moderate to
severe intellectual or developmental disabilities, offering structured educational
and therapeutic programs. Approximately 75 % of pupils with disabilities in
France are enrolled in ordinary schools, while around 20 % remain in specialized
care institutions.

In the same time, the number of specialized institutions in France increased
significantly between 2006 and 2022, by 24.8 %, according to DREES. The
Therapeutic, Educational, and Pedagogical Institutes (ITEP) sector experienced
the growth during 2006-2018 by 9.5 %. As of June 1, 2023, over 11,000 places
were still lacking in IME.

The evolution of educational policy for children with special educational
needs in France reflects a conceptual shift, from asystem of protection and
segregation (1975) to the one grounded in equality, and participation (2002 and
2005). The notion of the disabled child evolved from a passive recipient of care to
an active learner, transition to a participatory model involving children and
families in decision-making processes.

3. Research on Inclusion in Education: Fields and Methodologies

Academic interest in inclusion emerged in the 1990s through the sociology
and philosophy of disability. Researchers such as Chauviere, Plaisance, Gardou,
and Stiker examined how educational and social systems construct disability.
Specialized journals like La Nouvelle Revue de 'adaptation et de la scolarisation
(1998) and ALTER - European Journal of Disability Research (2007) established
adedicated scientific field, addressing ethical, political, and pedagogical
dimensions.

Also Québec’s inclusive policies influence French research, leading to
international collaboration and the creation of the LISIS laboratory (2010),
networks connecting inclusion to questions of equity, citizenship, and
accessibility. The didactic turn for accessibility of learning is marked from the mid-
2010s; the field expands toward exploring how learning situations become
accessible to all students. Researchers such as Toullec-Théry examine practices in
ordinary classrooms, analyzing how teachers adapt tasks, resources, and
interactions.

Research draws on multiple disciplines: education sciences, psychology,
sociology, didactics, and plural methodologies are used: document-based and
policy analysis, study institutional frameworks; experimental and survey
research, exploring the effects of inclusive strategies; ethnographic and video-
based studies of teaching practices in vivo. These diverse approaches generate

205



STUDIE Z0 SPECIALNE] PEDAGOGIKY/STUDIES IN SPECIAL EDUCATION
Volume 14, 2025, Issue 3

debate between evidence-based (quantitative) and practice-based (qualitative,
anthropological) perspectives. Yet, their coexistence enriches the field by plural
understandings of inclusion.

A growing number of studies now adopt collaborative and participatory
methodologies, with teachers and researchers co-constructing knowledge.
Drawing on frameworks like Sensevy’s cooperative didactic engineering or Bryk’s
improvement science, such research explores inclusion with practitioners rather
than on them. This paradigm shift seeks to identify what keeps certain learners
“out of play” and to transform classroom practices accordingly. It also reflects
a broader political ambition: to rethink the very form of schooling through
accessibility, cooperation, and shared professional responsibility.

4. Ethical Foundations of Inclusive Didactics

The challenge in bridging conceptual divides between disability and needs,
between evidence and practice, and sustaining a shared vision of accessibility as
the foundation of educational justice. At the theoretical level, inclusion consists in
adapting the school to the pupil (Garel, 2010) in difference from integrating the
pupil into a pre-existing structure. Welcoming and caring school would transform
the norm itself to embrace all singularities (Bruchon, 2014; Le Capitaine, 2013).

Didactic researches show that the teacher training in inclusive schooling
remains insufficient (Charrier, 2013; Ebersold & Détraux, 2013, 2019, 2022).
Teachers feel unprepared to handle diversity, as their training rarely addresses
learning difficulties, inevitable in everyday practice. Facing with growing
heterogeneity, teachers call for complementary resources and training, increasing
coherence of their ethics and practice. The Ministry of National Education’s 2016
circular introduced a specific module on the schooling of pupils with special
educational needs. Even in 2025, its implementation composes with significant
disparities: training limited to legislative overviews in 2 hours.

Some researchers (Altet, 2012) have hypothesized the need for integrated
mobilization of knowledge in complex situations, yet, empirical studies remain
rare. Initial teacher training in France is currently in a phase of university degree
consolidation, to formalize and structure programs. The connection between
teacher training and empirical research emerges as a critical factor in developing
effective, evidence-based frameworks for inclusive education.

Francois Dubet describes atransformation in the societal model that
profoundly affects education, marking a shift from an ideal of integration toward
amodel of cohesion. Historically, the Republican school embodied a promise of
universality, integrating every child into a single educational framework while
abstracting from social differences in the name of equality. This ideal, deeply
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rooted in a conception of the State as a sovereign institution, corresponded to an
integrative school model, grounded in equality before the law and designed to
guarantee the unity of the social body. Such diversity calls for a redefinition of
educational justice—one that no longer relies on uniformity of treatment, but
rather on the differentiation of support mechanisms.

This reconceptualization presupposes equity in learning, understood as the
creation of educational conditions that make success possible for every pupil. In
this perspective, the mission of the school is transformed into a moral and
professional commitment: to enable achievement across a plurality of educational
pathways and learning capacities. This evolution is simultaneously technical,
organizational, and ethical, affecting both the public education service and the
broader conception of solidarity. The epistemic neutrality and hierarchical
organization of knowledge that characterized nineteenth-century schooling give
way to an inclusive paradigm grounded in responsibility toward the Other
(Levinas), justice as fairness (Rawls), and the recognition of fundamental human
capabilities (Nussbaum). These philosophical frameworks make it possible to
rethink the educational mission not merely as asovereign function of
standardization, but as aservice to the individual. Within this framework,
teachers, inspectors, and teacher educators become co-responsible for creating
accessible educational processes, justified by the capabilities they enable.

My researches are about this transition from an imposed, institutional form
of solidarity to areflective and shared solidarity, based on cooperation among
actors and the recognition of otherness. The contemporary challenge facing public
education lies in reconciling these two legacies: preserving the universalist
ambition of the Republican school while fully assuming the moral and professional
responsibility of adapting education—through the agency of each teacher—so
that it becomes genuinely accessible to every learner.

Conclusion
Inclusive education in France forms part of a global movement initiated in

the early 1990s following the Salamanca Statement (UNESCO, 1994). While early
policies focused on disability, contemporary approaches emphasize universal
accessibility. Persistent tensions remain between universalist ambitions and
deficit-based categorizations, reflected in the coexistence of mainstream and
specialized structures.

The central challenge lies in reconciling the universalist legacy of the
Republican school with the ethical responsibility to adapt education to learner
diversity. This research positions inclusive didactics and participatory inquiry as
key levers for transforming educational practices toward genuine accessibility for
all learners.
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CROSSLEY, Nicola and Des HEWITT (2025). Inclusion: A Principled
Guide for Early Career Teachers. New York: Routledge. 299 p. ISBN
978-1-003-45650-61

Inclusion: A Principal Guide for Early Career Teachers is a recently published
monograph, the widely discussed yet often polarized issue of inclusion in
education. The book is written by Nicola Crossley, a Chief Executive Officer at
Liberty Academy Trust, UK and Vice Chair of the Ethics, Inclusion and Equalities
Committee and the SEN Representative for the Association of School and College
Leaders (ASCL), and by Den Hewitt, Emeritus Professor of Teacher Education in
the Centre for Teacher Education, University of Warwick, UK. The publication aims
to provide an overarching guide for early career teachers, moving from general
theoretical perspectives on inclusion to concrete examples of practical application
in educational settings. In this way, the book provides a clear framework to guide
beginner teachers through the complexities of the educational landscape.

The monograph as a whole follows a consistent and repetitive structure, in
which the theoretical background is followed by reflection points and a final
reflective section containing thought-provoking questions related to the topic.
Each chapter is concluded with recommendations for further reading and
a chapter summary, which is presented to the reader in the form of a summary
poster. This clear and predictable structure enhances the accessibility of the text
and supports early career teachers in linking theoretical concepts with reflective
and practical considerations.

The publication consists of eleven chapters that examine inclusion from
multiple perspectives, with chapters incorporating a case studies, examples in
practice and a set of challenging questions for reader. Each chapter is grounded in
established philosophical, pedagogical, and psychological frameworks, drawing
on the work of well-known philosophers, psychologists, and educational theorists.
The first chapter serves as an introduction to the book and highlights the need to
address new challenges in educational settings arising from the contemporary
world. The second chapter adopts a philosophical and psychological perspective
on the role of values in teachers’ professional lives, discussing personal,
institutional, and professional values, as well as inclusive values in education. The
following chapter explores how inclusion and inclusive education may be
understood in practice, by identifying how children learn. The chapter also briefly
describes theories of education from different psychological views and cognitive
functions, in children brain, which are linked to learning. Another chapter begins

1 Prijaté do redakcie/Paper submitted: 07. 01. 2026
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by defining the concept of curriculum and subsequently explores its adaptation
for inclusive education, highlighting knowledge-building schemas and the central
role of language in the learning process. The fifth chapter deals with various
theoretical approaches to behavior linked to inclusion, with particular attention
paid to punitive justice, operant conditioning and relational practice. The chapter
that follows talks about gifted, or more able learners and inclusive pedagogy for
all. The seventh chapter examines the barriers faced by children with special
educational needs, moving from an overview of relevant legislation to a discussion
of the range of needs teachers may encounter in the classroom. Another chapter
focuses on disadvantage and outlines multiple ways of supporting children from
disadvantaged backgrounds as a key aspect of inclusive education. The ninth
chapter examines cultural and linguistic diversity among both pupils and teachers.
A further part of the publication discusses the development of positive
relationships between the community, the school, and the family. The monograph
is concluded by final chapter which discusses inclusive teaching in the current
context, talks about the teacher as a change leader and encourages teachers to
reflect on the next steps in their thinking about inclusive practices in education.

The publication is written in a reader-friendly manner, making it accessible
and easy to understand. It covers a wide range of topics related to teaching,
learning, inclusion, cognitive processes and educational theories, with all key
points concisely summarized in visual posters. All themes discussed in the
publication are linked to inclusive practices and to ways of promoting inclusion in
school settings. For this reason, the monograph can be regarded as a valuable
guide for beginner teachers, but also practicing teachers, special educators as well
as for anyone interested in the topic of education, inclusion and children with
special educational needs.

Dominika Mol¢anovd?

2 Dominika Mol¢anova, University of Pre$ov in Pre$ov, Faculty of Education, Department of Special
Education, Street 17. novembra 15, 080 01 PreSov, Slovak Republic. E-mail:
dominika.karabasova@smail.unipo.sk. Personal information are published with the written
consent of the author.
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DONE, Elizabeth ]. (2025). Theorising Exclusionary Pressures in
Education: Why Inclusion Becomes Exclusion. Cham: Springer Nature
Switzerland. 289 p. DOI: 10.1007/978-3-031-78969-41

Theorising Exclusionary Pressures in Education: Why Inclusion Becomes
Exclusion is the result of collaboration among an international, multidisciplinary
collective of authors from Europe, the Americas, Asia, Africa, and Australia. The
collection comprises 17 contributions, edited by Elizabeth ]J. Done. The primary
aim of the publication is to examine the gap between the rhetoric of inclusive
policies and the lived reality of exclusion experienced by many pupils and students
across education systems. The text serves as a study resource for both educators
and students.

One of the central ideas of the publication is its rejection of viewing exclusion
or segregated education as an anomaly or an implementation failure; that is, it
rejects individualised explanations of exclusion. Relevant stakeholders, such as
teachers, school leaders, and specialist staff, are not portrayed as the primary
drivers of segregation, but rather as actors working within constrained education
systems that limit the ability to enact inclusive policies. This systemic perspective
shifts responsibility away from individuals toward policymakers and encourages
readers to reflect on how governance operates within education systems, rather
than identifying problems and solutions solely at the level of professional practice.
A recurring argument throughout the volume is that exclusionary practices are
often astructural feature of systems, including those that explicitly declare
inclusive values. The publication draws attention to this paradox and invites
readers to reconsider what inclusion truly means in practice.

The volume is structured into three interconnected subsections, progressing
from theory through practice to the mechanisms of prejudice formation. The first
section focuses on the theoretical foundations and conceptual re-examinations of
inclusion, exclusion, and segregation. Chapters in this section engage with
established concepts such as special education, defectology, leadership, belonging,
and normality, and describe how historical and ideological assumptions shape
these concepts. The second section examines educational practices and
institutional processes that often have asegregating effect. These chapters
analyse seemingly routine practices, such as assessment, diagnosis,
differentiation, disciplinary procedures, digitalisation, and research
methodologies, that significantly shape children's educational trajectories. The
third section addresses prejudice and the social dimensions of exclusion. In this
section, the authors examine how exclusionary pressures are influenced by

1 Prijaté do redakcie/Paper submitted: 08. 01. 2026
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factors like disability, ethnicity, gender, socioeconomic status, language, and
others. The chapters highlight how dominant social norms are embedded within
educational institutions and curricula.

Overall, this structure allows tracing how abstract ideas are translated into
everyday educational realities and examining the roles of disability, gender,
ethnicity, and economic background in these processes. Particularly compelling
are chapters that focus on less visible and informal practices—such as diagnostic
processes, disciplinary norms, or pedagogical approaches—that subtly reproduce
marginalisation while remaining largely unquestioned.

A significant strength of the publication is its international scope.
Contributions from Europe, the Americas, Africa, Asia, and Australia provide
insight into the contextual specificity of regional inclusive policies while also
revealing shared global patterns. This breadth strengthens the argument that
pressures leading to exclusion are not isolated anomalies but rather reflect
broader trends within contemporary education systems.

The volume compiles a wide range of theoretical perspectives from authors
with diverse scholarly backgrounds. For readers, the text's conceptual density and
tendency towards abstraction may be challenging, as empirical and practical
dimensions are often pushed into the background. A limitation of the publication
is its heavy reliance on dense theoretical frameworks, within which critical
reflection or clear methodological grounding is at times insufficient. Although the
editor highlights theoretical pluralism as a strength of the volume, this makes it
challenging to identify a coherent analytical thread. The chapters tend to function
in relative isolation, developing highly specific critiques with limited dialogue
between them or contribution to a cumulative understanding of exclusionary
pressures in education. Consequently, the volume reads more as a mosaic of
theoretical critiques than as an integrated theoretical project.

Another limitation of the publication is its limited engagement with empirical
evidence. Many chapters rely primarily on discourse analysis, conceptual critique,
or secondary literature and lack systematic engagement with data. Where case
studies are presented, they often function more as illustrations than as analytically
robust investigations, raising questions about their generalisability and
evidentiary strength.

Overall, Theorising Exclusionary Pressures in Education avoids simplistic
solutions. Rather than offering technocratic solutions, it calls for sustained critical
reflection and emphasises the need for theoretically grounded analysis as
a prerequisite for any meaningful move towards more just and inclusive
education. While the theoretically dense text may challenge readers seeking
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primarily practical guidance, it is precisely this refusal of reductionism that
constitutes one of the publication's greatest strengths.

Zuzana Bedndrikova?

Zuzana Bednarikovd, University of PreSov in PreSov, Faculty of Education, Department of Special
Education, Street 17. novembra 15, 080 01 PreSov, Slovak Republic. E-mail:
zt;zana.bednarikova@smail.unipo.sk. Personal information are published with the written consent
of the author.
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CROSSLEY, Nicola and Des HEWITT (2025). Inclusion: A Principled
Guide for Early Career Teachers. New York: Routledge. 299 p. ISBN
978-1-003-45650-6

Inclusion: A Principal Guide for Early Career Teachers is arecently published
monograph, the widely discussed yet often polarized issue of inclusion in
education. The book is written by Nicola Crossley, a Chief Executive Officer at
Liberty Academy Trust, UK and Vice Chair of the Ethics, Inclusion and Equalities
Committee and the SEN Representative for the Association of School and College
Leaders (ASCL), and by Den Hewitt, Emeritus Professor of Teacher Education in
the Centre for Teacher Education, University of Warwick, UK. The publication aims
to provide an overarching guide for early career teachers, moving from general
theoretical perspectives on inclusion to concrete examples of practical application
in educational settings. In this way, the book provides a clear framework to guide
beginner teachers through the complexities of the educational landscape.

SN speTLIGHT

INCLUSION

=

—1 A Principled Guide for Early Career Teachers

A David Fulion Book NICOLA CROSSLEY ano DES HEWITT
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DONE, Elizabeth J. (2025). Theorising Exclusionary Pressures in
Education: Why Inclusion Becomes Exclusion. Cham: Springer Nature
Switzerland. 289 p. DOI: 10.1007/978-3-031-78969-4

Theorising Exclusionary Pressures in Education: Why Inclusion Becomes
Exclusion, edited by Elizabeth ]. Done, critically examines how contemporary
education systems reproduce exclusion despite formal commitments to inclusion.
Bringing together seventeen chapters by an international, multidisciplinary group
of scholars, the volume challenges individualised and technocratic explanations of
exclusion and instead foregrounds structural, political, and discursive forces
shaping educational practices. Organised around theory, practice, and prejudicial
logics, the book analyses how everyday routines, policies, and institutional norms
contribute to marginalisation. Intended for students, educators, and postgraduate
students, it offers atheoretically rich framework for rethinking inclusion as
a political and ethical project.

. Why Inclusion
=N Becomes Exclusion

palgrave

macmillan
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	Introduction
	Have you ever wondered who influences a student's success and what form the support they provide takes? Social support is an important source of help and security in various life situations. Among those who offer it to us during our lives may be a men...
	Motivation is what drives human behavior and, to a certain extent, determines the results of one's actions, in our case, a student's academic success (Ferjenčík, Tatranová, 2001). Motivation is also considered by several other authors to be a force th...
	As of September 2024, there were 412 secondary vocational schools in Slovakia (62 in the Prešov Self-Governing Region), attended by 137,577 students (in all grades) in 26 fields of study, of which 44,715 were first-year students (CVTI, 2025).  The aim...
	The paper focuses on examining the level of motivation of secondary vocational school students to learn and identifying the difficulties they encountered in their first year. We were also interested in their attitude towards possible support from teac...
	 What kind of motivation for studying is most common among students at secondary vocational schools?
	 Did students need help in their first year of study, and in what areas?
	 Who do students prefer as a mentor – a teacher or another student?
	Research methods and methodology
	Research sample  
	The screening was carried out in May and June, that means in the last months of the 2023/2024 school year. The screening involved 1,449 first-year students of two-year study programs, first- and second-year students in three-year study programs, and f...
	A total of 287 girls (23.4 %) and 940 boys (76.6 %) from ten secondary vocational schools participated in the screening. Between 36.2 % and 58.5 % of the students from each school participated. The minimum age of respondents at the time of data collec...
	Table 1  Research sample – students from 10 secondary vocational schools in the Prešov Self-Governing Region
	(Source: own compilation)
	Research tools
	The Academic Motivation Scale was used in the research, specifically the version designed for adolescents, as well as a tool we developed to identify difficulties in the first year of secondary vocational school and students' attitudes toward possible...
	Academic Motivation Scale – high school version (AMS-HS28) 
	The authors of the scale are Vallerand et al. (1992), whose intention was to create a measuring tool for assessing the internal and external motivation of students. The scale exists in several versions designed for different ages of students. By inter...
	 external motivation – external regulation – the individual acts under the pressure of external regulation (e.g. I am studying so that I can get a better job later);
	 external motivation – identification – the individual internalizes the external motive (e.g. I have decided to study today because it is important for me to get a good grade);
	 external motivation – introjection – the individual has internalized the reasons for their behavior (e.g. I want to prove to myself that I can do it);
	 intrinsic motivation – cognition – is associated with curiosity and the joy of discovery (e.g. I enjoy learning new things in a field that interests me);    
	 intrinsic motivation – stimulation experience – the individual experiences joy by engaging in a given activity (e.g. I enjoy discussing interesting ideas with others); 
	 intrinsic motivation – achieving success – the individual experiences joy from completing a task, from the process of creating and completing an activity (e.g. I enjoy it when I can surpass myself). 
	The student rates statements relating to individual types of motivation on a scale of 1 to 5 (1 = strongly agree, 5 = strongly disagree).
	In the second part of the questionnaire, after a brief explanation of the term mentor, students expressed their views on possible cooperation with a mentor-teacher and mentor-student. The students then answered the question of whether and in what ways...
	The data obtained were analyzed using SPSS 20.0 software. ANOVA was used as the mathematical-statistical method.
	Results
	We present the research results according to the questions listed above. In the analyses presented, we did not consider the gender of the respondents, but we sorted some data according to school, grade, or other criteria, such as whether the first gra...
	What kind of motivation for studying prevails among secondary vocational school students?
	The results obtained from 1,227 students in the study indicate that internal motivations for studying prevail over external ones (Table 2). No statistically significant difference was found but based on the average values for each type of motivation, ...
	Of the types of external motivation, the results of this survey show a more pronounced tendency toward introjection, which is like internal motivation in terms of its characteristics. In this type, the individual internalizes external reasons, and if ...
	Table 2 Level of internal and external motivation for studying
	(Source: own compilation)
	In attempting to answer this research question, we found a relatively high level of demotivation among students (reluctance to learn), with an average score of 14.22 out of a maximum possible score of 20 (Table 3). Given the formulation of the items, ...
	Table 3 Level of amotivation for studying
	(Source: own compilation)
	The screening results indicate that internal motivation to study prevails over external motivation, but at the same time, a high percentage of students report a reluctance to learn. For further research, it appears that the degree of demotivation at s...
	The results of the research show that almost one third of secondary vocational school students perceive the first year as difficult and would welcome help during this period in adapting to the new school environment, group, and learning system. At the...
	From mentors, whether teachers or students, students would mainly expect help in the form of advice from a more experienced person, pointing out mistakes, and support and encouragement in making decisions. This implies that mentors should be sensitive...
	Based on our findings, we would like to make some practical recommendations for teacher-mentors, which could serve as a starting point for the preparation and implementation of support activities at secondary vocational schools:
	 help them resolve individual relationships, e.g., how to communicate properly;
	 help them navigate a situation or professional problem;
	 when making decisions, allow students autonomy and do not interfere with the decision itself, but offer them options and information so that they can make an informed decision;
	 help students establish quality professional contacts, help them find a suitable hobby that would develop their gifts or talents;
	 encourage first-year students to get to know each other through various playful activities;
	 help set rules for communication in the classroom so that students feel safe;
	 communicate with other teachers or professional staff about students with disabilities and look for ways to set up support measures for them;
	 take an interest in their personal stories and adapt your individual approach or communication with students to their specific situation.
	It would be appropriate to process the variables examined using inductive statistical methods, which we consider a challenge for their processing in further scientific contributions, but at the same time it can also be perceived as a limitation of thi...
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