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1- Introduction

Recently, an increase in the number of students requiring special educational provision was observed in schools,
which can be explained by available WHO [2] and OECD [3] data showing a growing share of individuals with special
educational or additional needs in society. As a consequence, one of the current worldwide trends in education is creating
inclusive school environments, where students with special educational needs are provided with an opportunity to study
in mainstream schools at each level of education. Moreover, ensuring inclusive education where no one is left behind is
among the targets of Sustainable Development Goal 4 in the 2030 Agenda for Sustainable Development. Within the
framework of the 2030 Agenda implementation, Slovakia has formulated six national priorities, among which
"Education for a life in dignity" is ranked first. In line with the "One World" principle, the Slovak Government has made
a commitment to apply an inclusive approach and to ensure equal opportunities for all learners.

Even though there have been several initiatives in the field in Slovakia — including on the governmental level, e.g.,
Modern and Successful Slovakia [4] or the prepared Strategy for Inclusive Education — and the idea of transforming
traditional schools into inclusive ones has been supported by both the professional and lay public for several years, the
notion of inclusive education was implemented into Slovak school legislation as late as January 2022. Previously, school
integration was applied, which is characterized by Ainscow [5] as making only certain additional arrangements for
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individual SEN students instead of restructuring the educational environment. Cline and Fredricson [6] described
integration as a process of assimilation or fitting students into the school environment and put it in contrast with school
inclusion, which they characterized as a process of accommodation, within which a school radically changes or modifies
its work and adapts to its students’ needs to an extent, allowing their acceptance. Daniels and Garner [7] point out that
making a shift from integration to inclusion does not only mean a change in the applied terminology as a result of an
attempt "to be politically correct”, but a significant change of perspective. It means a shift from a deficient model based
on the premise that all difficulties and problems originate in students to a social model, which says that barriers to
learning are embedded in schools and the prevailing attitudes in society. In 2019, there were approximately 36.000
integrated SEN children, pupils, and students in public kindergartens, primary, and secondary schools in Slovakia [8].

In compliance with Bertrand [9], inclusive education can be categorized as a humanist trend in education. It is based
on the following two premises defined in the Salamanca Statement [10]; 1. schools should satisfy the needs of all children
regardless of their physical, intellectual, emotional, language or other peculiarities; 2. inclusive education in mainstream
schools is the most efficient tool for creating an inclusive society. Inclusive schools function as open and accessible
institutions with collaborating teachers sharing a common vision — to create such a learning environment for both intact
students and students with special educational needs that will promote their well-being. In inclusive schools, no form of
discrimination is tolerated [11]. Educational inclusion or inclusive education can be considered an innovative educational
model, within which the highest possible number of students with special educational needs are provided with an
opportunity to study in mainstream schools together with their intact peers, but creating inclusive schools is not a new
initiative. In 1991, Dyson [12], and later also Warnock [13], criticized the concept of uniform mainstream curricula for
all and called for developing additional learning resources for SEN students and curricular reforms. It is important to
accentuate that the philosophy of inclusive education is based on the premise that social and educational inclusion of
students with special educational needs in mainstream schools is beneficial for both SEN and intact students, which has
been proven by several extensive research studies —e.g. in the USA, Kalambouka et al. [14] carried out a meta-analysis
of 26 research studies and compared the efficiency of inclusive education in performance criteria. On the other hand, it
must be noted that the philosophy of inclusive education is not strictly against the existence of special schools, but
placing students in them — following precise diagnostics — should be an exception, not the everyday practice [15].

According to Poliach [16] attitudes are among the components of personal ideologies of self and the world consisting
of beliefs (with prevailing rationality), personal values (with prevailing emotionality), and attitudes (these contain
complex structures grouped around individuals’ beliefs and their personal values). It can be declared that attitudes have
a significant impact on the development of individuals’ value orientation. Zacharova [17] considers individuals’ attitudes
among the causes of human behaviour and actions (alongside with motives and motivation, personality traits, needs, and
interests). Attitudes can be characterized as individuals’ preparedness to react to a motivationally significant stimulus in
a certain way. They consist of rational, emotional, as well as irrational components and the presence of the last two
components causes that attitudes cannot be explained. Attitudes are usually defined as a relatively stable tendency to
react to certain problems in a typical way, which also means a relatively stable system of positive or negative
characteristics assigned to certain objects, phenomena, situations, persons, etc. They form an integral part of individuals’
characteristics and knowing them helps predict their behaviour in various situations to a certain extent. On the other
hand, this relative stability often represents a barrier to the application of a critical approach or carrying out objective
assessment and can have a negative impact on teachers’ everyday educational work.

Zacharova [17] also claims that attitudes are not innate, they develop under the influence of life events, repeated
reactions, impressions, emotions, behaviour, dramatic or traumatic experiences, but also significant others, social groups,
etc., and so they can even be shaped intentionally [18]. In the context of schools, teachers’ attitudes have a significant
impact on students’ achievement, healthy development and well-being. They also have a big role to play in creating
inclusive school environments, in the educational process, and in teachers’ interaction with students. Also Boyle,
Anderson, and Allen [19] accentuate that teachers’ values, as well as their attitudes and understanding the concept of
school inclusion are pivotal to how school inclusion is manifested within classrooms, and across the entire school.

1-1-Research in the Field of Inclusive Education in Slovakia

Recently, inclusive education in the Slovak educational context has been dealt with by several experts, e.g. Barnova
[20] paid attention to the issues of inclusive education, its background and goals; Krasna [21] focused on the legislative
basis for inclusive education and also formulated its goals; Cepelova [22, 23] investigated into the issues of inclusive
education from the aspect of social psychology and vocational school teachers’ attitudes towards inclusive education,
Rozvadsky Gugova [24] presented a neurodidactic approach to working with SEN students; Cepelova and Hasajova [25]
focused on the field of inclusive school management taking into account the psychoeducational dimension of secondary
school students’ inclusion; Hai et al. [26] described the link between special pedagogy and inclusive education;
Gabrhelova and Cepelova [27], as well as Krasna and Barnova [28], pointed to inclusive education as a priority in the
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European Union; GerSicova and Laj¢in [29] compared school inclusion and school integration; Laj¢in et al. [30] placed
inclusive education in the context of school pedagogy; and GersSicova and Porubcanova [31] dealt with the peculiarities
of inclusive education in vocational schools in Slovakia. The issues of inclusive school management and inclusive
classroom management were elaborated by Laj¢in [32] and Gabrhelova and Lajcin [33]. Despite the fact that a growing
number of research projects focusing on the field of inclusive education in Slovakia can be observed, there are still
certain gaps — including the field of teachers’ attitudes that need to be filled and further research is needed.

1-2- Research on Teachers’ Attitudes towards Inclusive Education in Slovakia and Other Countries

It can be assumed that the quality of the educational process, as well as students’ performance or satisfaction, are
strongly influenced by a range of factors, e.g. by teachers’ personalities, competencies, skills, but also opinions and
attitudes. Recognizing these opinions and attitudes is the basic precondition for suggesting practices for inclusive
education and working with SEN students in schools. Schulze et al. [34] claim that alongside developing inclusive school
systems, research on the attitudes of various groups of people towards it has emerged. In their research, they found strong
correlations between attitudes towards inclusive school systems and the explicitly expressed attitudes towards the health
condition of the disadvantaged. They point out that teachers have a crucial role to play in the education of SEN students.
Vollinger and Supanc [35] accentuate that recent research has focused on cooperative learning as a potentially efficient
means for promoting inclusive students’ academic and social development.

Stakasiené [36] carried out a qualitative study on music teachers’ attitudes towards inclusive education and the results
show that there is an association between the age of respondents and their attitudes — older participating teachers not
only were more sceptic than their younger colleagues as for the application of the idea of inclusive education, but they
were also trying to avoid collaboration with their colleagues and sharing examples of good practice. According to Van
Steen and Wilson [37], the success of inclusive education depends on class teachers’ efforts to adapt the existing
conditions to the special educational needs of students in the classroom. Their findings also show that teachers in general
have positive attitudes towards the inclusion of students with health disadvantages in mainstream schools and these are
not influenced by cultural and demographic factors. Opoku et al. [38] examined attitudes and self-efficacy as significant
predictors of secondary school teachers’ willingness to implement inclusive education in Ghana and the results revealed
statistically significant associations. In the Irish environment, research results showed that teachers’ attitudes towards
the construct of inclusion were different from the educational practice, which was closer to integration than inclusion
[39]. It is interesting that there was no association between subjective norms and attitudes towards inclusive education.
Raguindin et al. [40] were interested in the inclusive procedures that teachers apply in South-East Asia and they noted
that more than two decades following the adoption of the Salamanca Statement, discrimination and marginalization were
still present in education.

Any process of transformation is demanding, and the process of changing traditional schools into inclusive ones
represents a challenge for all stakeholders — including schools, teachers, pupils/students, pupils’/students’ parents, as
well as the government. Experience shows that teachers’ attitudes towards changes or innovations are among the decisive
factors from the aspect of their success or failure. The same applies to inclusive education and available research results
[37, 41, 42] confirm that the success of the implementation of inclusive education is determined by teachers’ readiness
to educate diverse groups of students and their willingness to apply an inclusive approach in their educational work.
Therefore, it is important to gather research data providing experts with a picture of the current situation and other
relevant information that could help them make responsible decisions and take efficient measures. Therefore, in this
study, we attempted to explore the attitudes of Slovak teachers towards inclusive education in the cognitive, behavioural,
and affective components.

2- Methods

It is generally accepted that teachers’ professional attitudes contribute to the efficiency of changes in schools. Vasat
[43] claims that in the case of exclusion as such, not the “otherness” of the excluded groups is decisive, but the fact that
the concept of “otherness” exists in the majority group. Therefore, knowledge about the attitudes of all stakeholders
(teachers, parents, SEN students, intact students, school managers, school founders, etc.) towards inclusive education in
the process of the implementation of the concept of educational inclusion into the Slovak school system is necessary.
The aim of the research study presented below was to contribute to this knowledge and to gather complex data about
teachers’ attitudes towards inclusive education. In the paper, the partial results of the conducted research on the
associations between teachers’ age peculiarities and their attitudes towards inclusive education are presented. The
research hypotheses presumed statistically significant differences between the two investigated age categories of teachers
(47 years old or younger; 48 years old or older) in the cognitive, affective, and behavioural components of their attitudes.
Figure 1, shows the flowchart of the research methodology through which the objectives of this study were achieved.
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2-1-Research Tools

For the purposes of the research, Mahat’s [1] standardized MATIES questionnaire (The Multidimensional Attitudes
toward Inclusive Education Scale) adapted to the conditions of the Slovak educational environment [44] was used. It
consists of 18 items with 6-point Likert scales ranging from 1 — completely agree to 6 — completely disagree. The
questionnaire items saturate three components — cognitive, affective, and behavioural — based on the three-factor
theoretical model of attitudes by Fazio and Olson [45]. The scale includes 18 inclusion indicators and each component
is addressed by six items in the questionnaire. Traditional item analysis was used to calculate the psychometric

characteristics of the scores for each component. Within the research, univariate, bivariate, and multivariate methods
were used.

2-2-Research Sample

The research sample consisted of 257 teachers in Slovakia, amongst whom 156 (60.7%) were female teachers and
101 (39.3%) were male teachers. The research sample was dichotomized based on the age of respondents and two
categories were created — younger teachers aged between 27 and 47 years — 125 (48.6%) respondents, and older teachers
aged between 48 and 72 years — 132 (51.4%) respondents. From the aspect of the length of the respondents’ teaching
practice, the research sample can be divided into two groups as well — 129 (50.2%) respondents with teaching practice
ranging from 3 months to 18 years and 128 (49.8%) respondents had teaching practice ranging from 19 to 43 years.

3- Results and Discussion
3-1- Cognitive Component

In one of the hypotheses, it was presumed that in the cognitive component, there are statistically significant
differences between older (aged between 48 and 72 years) and younger (aged between 23 and 47 years) teachers in the
field of their attitudes towards inclusive education. More positive responses were expected in the group of younger

respondents as generally, younger people are considered more progressive and open to new things. In the cognitive
component, no statistically significant differences were found (see Tables 1 and 2) and so, the hypothesis was rejected.

Table 1. Scores for the cognitive component — age groups

Age groups Group average Standard deviation Column A(t) Column B (T)

23-47 years 19.60 3.483 19.29 125
48-72 years 20.11 3.662 20.42 132
Total 19.86 3.578 19.92 257
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Table 2. t-Test — Scores for the cognitive component of the respondents’ attitudes towards inclusive education — age groups

Levene's test for

Age equality of variances t-test for equality of means
F Sig. t Df Sig. (2-tailed)
Scores for the Cognitive component Equal variances assumed 0.71 0.790 -0.799 255 0.425
Total Equal variances not assumed -0.799 254.270 0.425

The obtained findings show that in the research sample, the age factor — in relation to the obtained results in the
cognitive component — has no significant impact on the declared attitudes towards inclusive education in teachers.
Teachers participating in our research — regardless of their age — believe that inclusive schools enable every student’s
progress and the inclusion of SEN students in mainstream schools can promote socially acceptable behaviour in every
student in the classroom. The respondents also agree that if the curriculum is adapted to every student’s needs; all
students can meet the school’s requirements. On the other hand, it is surprising that, in their opinion, students with special
educational needs — in the case of more severe needs — should be educated in special schools as educational inclusion is
expensive for schools and they also believe that it can prevent SEN students’ rejection by intact students in mainstream
schools, which could represent a negative experience for them. This finding matches the results of a research synthesis
presented by Arvadimis and Norwich [46]. They found out that teachers, although being positive towards the idea of
inclusive education, do not share a ‘total inclusion’ approach and believe that students should be placed in schools based
upon the nature of their disabilities.

3-2- Affective Component

The next hypothesis presumed statistically significant differences in the affective component of teachers’ attitudes
towards inclusive education between the groups of older and younger respondents. Again, more openness to innovations
was expected in the younger group of respondents. The scores for the affective component were calculated by
summarizing the responses in the six related questionnaire items. Following exploratory data analysis — including
graphical analysis of normality and four tests of normality — it was found out that the scores for the affective component
were not normally distributed. The asymmetric distribution of the dependent variable frequency was also tested on two
independent selections (see Figure 2).

Histogram of vek2niz Histogram of vek2vys
Q
o _ <
(32)
& ] o _|
> > @
g ] 2
g g o
g = g &
L o L
= 7 o
o
n —
o 1] o —
[ — LI R I 1 T I T I 1
5 10 15 20 25 30 35 40 5 10 15 20 25 30 35 40
vek2niz vek2ws
SKOREafek podla 2 kategorii veku
w0 | ——
(32) 1 1
| |
8 —] | |
x
2N
Ll
@ o _]
§ R \
4 |
n v _| \' |
— 1 1
1 1
1 1
o _| 1
- _— 1
\
w0 T T
1 2
vek2kat

Figure 2. Frequency distribution of the scores for the affective component — age groups
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The histograms (Figure 2) show oppositely skewed distributions of the selections. In this boxplot, an asymmetric
distribution of means can be observed.

In the hypothesis, the existence of statistically significant differences between the group of older teachers (48 years
old or older) and younger teachers (47 years old or younger) in their group means was presumed with more positive
attitudes in the group of younger respondents. A two-tailed test at the significance level a=0.05 was performed (See
Table 3).

Table 3. Scores for the affective component of the attitudes towards inclusive education — age groups

Age groups Group mean Standard deviation  Group Median N

23-47 years 22.39 6.884 21.64 125

48-72 years 24.26 6.755 25.50 132
Total 23.35 6.868 23.80 257

The difference between group means is 1.87 and between group medians it is 3.86. Higher values in the affective
component were achieved by the group of older respondents (aged between 48 and 72 years).

The P-value for the Wilcoxon rank sum test is p=0.0255 and it is lower than the significance level (¢=0.05). Wilcox’
robust t-test showed an even lower value (p=0.0067), as well as the Brunner-Munzel rank-order test (p=0.0257). As the
p-values are lower than the significance level in all three tests, the null hypothesis can be rejected and the alternative
hypothesis can be confirmed. The differences in the scores in the affective component between the two groups of
respondents are statistically significant and the values of group mean and group median are higher in the age group of
48 years old or older teachers.

The results show that the group of older teachers have doubts and are more frustrated as for communicating with
SEN students. They feel significantly more helpless in situations when SEN students cannot keep up with their intact
peers compared with their younger colleagues and they are also significantly more worried about situations when it is
necessary to adapt the educational content to the individual needs of every student in the classroom. Older teachers
showed statistically significantly higher dissatisfaction with including SEN students in mainstream schools, especially
in cases when the type and severity of their needs is not considered. These findings match the results of other research,
e.g. Krasna and Cepelova [47] found out that older teachers prefer placing SEN students in special schools; younger
teachers and less experienced teachers showed to be more supportive to the idea of placing SEN students in mainstream
classrooms in the research studies by Clough, Clough, and Lindsay [48], Forlin [49], Leyser et al. [50]; and also Vaz et
al. [51] revealed more negative attitudes towards inclusion in older or more experienced teachers compared with their
younger colleagues.

The above findings can be explained by several possible causes. One of them is that more experienced or older
teachers have already developed certain routines and every change, extra work or new requirements placed on them can
be associated with anxiety and it can be perceived as an adversity. The link between teachers’ expectations related to
extra work and their attitudes towards inclusive education was examined in Saloviita [52] and the findings showed that
in Finland, teachers with the highest expectations of extra work held the most negative attitudes towards inclusion.
People naturally try to avoid situations which could disrupt their harmony, suppress dissenting information, rationalize
them, and apply a range of coping strategies — including defensive behaviour — which can be reflected in their attitudes
towards inclusive education as well.

3-3-Behavioural Component

Statistically significant differences in the behavioural component of teachers’ attitudes towards inclusive education
between the groups of older and younger respondents were presumed in one of the hypotheses.

The scores for the behavioural component were calculated by summarizing the responses in the six related
questionnaire items. Following exploratory data analysis including graphical analysis of normality and four tests of
normality, it was found out that the scores for the behavioural component were not normally distributed. The asymmetric
distribution of the dependent variable frequency was also tested on two independent selections (see Figure 3)
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Figure 3. Frequency distribution of the scores for the behavioural component — age groups

The histograms (Figure 3) show that the distributions for the age group of younger teachers, as well as for the group
of older teachers, are significantly skewed. An asymmetric distribution of means can be observed and also outliers can
be seen in this boxplot.

In the hypothesis, the existence of statistically significant differences between the group of older teachers (48 years
old or older) and younger teachers (47 years old or younger) in their group means were presumed. A two-tailed test at
the significance level 0=0.05 was performed (Table 4).

Table 4. Scores for the behavioural component of the attitudes towards inclusive education — age groups

Age groups  Group mean Standard deviation Group median N

23-47 years 13.35 5.766 12.75 125
48-72 years 11.70 4.705 11.14 132
Total 12.50 5.303 11.81 257

The difference between group means is 1.66 and between group medians, it is a close value — 1.61. Higher values in
the behavioural component were achieved by the group of the younger respondents (aged between 23 and 47 years).

The P-value for the Wilcoxon rank sum test is p=0.02 and it is lower than the significance level (0=0.05). Wilcox’
robust t-test showed a very close value (p=0.03), as well as the Brunner-Munzel rank-order test (p=0.02). As the p-values
are lower than the significance level in all three tests, the null hypothesis can be rejected and the alternative hypothesis
can be confirmed. The differences in the scores in the behavioural component between the two groups of respondents
are statistically significant and the values of group mean and group median are higher in the age group of 47 years old
or younger teachers.

The findings show that, in the group of younger respondents (47 years old or younger), the attitudes towards adapting
the classroom environment to the needs of SEN students are statistically significantly more negative than in the group
of older respondents, and the same applies to the attitudes related to teachers’ willingness to adapt the ways of
communication and the applied procedures to the needs of SEN students. In the behavioural component, statistically
significantly less positive attitudes of younger respondents (47 years old or younger) towards modifying students’
performance assessment and curricula to make the educational inclusion of SEN students easier and to meet the needs
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of all students regardless of their diversity were observed. On the other hand, in the group of younger respondents (47
years old or younger), statistically significantly less negative attitudes towards the participation of SEN students in all
social classroom activities were revealed and they showed more willingness to physically help students with any kind of
health disadvantage during the educational process. Based on the above findings, it can be assumed that there is a conflict
between younger teachers’ beliefs and their actions.

There are several possible explanations for such a situation, e.g. in general, younger teachers have a shorter teaching
practice, i.e. they are less experienced in the field of working with SEN students. Also, every new job-related "duty" or
requirement could be perceived as another factor increasing their workload and, thus, their stress levels, too. A certain
degree of unawareness as to the basic functioning methods and procedures to be applied in the educational work with
SEN students can be considered among the causes leading to more negative attitudes in the behavioural component of
the occurrence. In the case of older teachers, more teaching experience can be considered a stabilizing factor. There is
also an increased probability of having some kind of teaching experience with SEN students, as well as having
opportunities to try out and adopt some functional methods and procedures for working with them, which could explain
the observed more positive attitudes in the group of older teachers (48 years old and older). If we compare the presented
research findings with the results by Boyle et al. [53], which showed that novice teachers in Scotland were enthusiastic
and became more negative about inclusion after the first year of teaching when they faced the educational reality, it
suggests that they are better prepared in theory and more confident about working in diverse classroom environments
than Slovak novice teachers. This topic, as developed, opens up further opportunities for qualitative research.

4- Summary and Conclusion

Since attitudes towards inclusive education can affect the perception of SEN students as if being able to be educated
in mainstream classrooms [19], from the aspect of school inclusion’s successful implementation into the Slovak
educational system it is necessary to possess sufficient information about them. The presented research findings show
that there are statistically significant differences between the two observed age-groups of teachers in their attitudes
towards inclusive education in affective and behavioral components. In the cognitive component, no statistically
significant differences were found, but as the findings indicate, teachers believe that if the curriculum is adapted to every
students’ needs, all students can meet the school’s requirements. On the other hand, in their opinion, students with more
severe special educational needs should be educated in special schools based on the nature of their disability, which is
in line with the findings by Avramidis and Norwich [46]. Slovak teachers find educational inclusion expensive for
schools, and they also believe that placing SEN students in special schools can prevent their rejection by intact students
in mainstream schools.

The findings in the next two components revealed that older or more experienced teachers feel less prepared for
working with SEN students. When considering the fact that they have received limited or no training in the field of
inclusive teaching, this finding is not surprising. Therefore, it is natural that they are less open to the philosophy of school
inclusion than their younger colleagues. They have doubts about placing SEN students in mainstream schools without
considering the extent of their health disadvantages and are more frustrated about communicating with SEN students.
The findings also indicate that they feel more helpless when SEN students cannot keep up with their intact peers
compared with their younger colleagues, and they are more worried about the requirement to adapt the educational
content to the individual needs of every student in the classroom. Even though younger teachers (47 years old or younger)
appear to be more enthusiastic about inclusive education, it is not reflected in their everyday teaching practice. Their
attitudes towards adapting the classroom environment, the ways of communication, or the applied procedures to the
needs of SEN students are statistically significantly more negative than in the group of older respondents. If compared
to their more experienced colleagues, they have less positive attitudes towards modifying students’ performance
assessments and curricula to meet every students’ needs. On the other hand, they are more open to the participation of
SEN students in all social classroom activities and they show more willingness to physically help students with any kind
of health disadvantage during the educational process.

Although it could be presumed that older or more experienced teachers in general have more negative attitudes
towards including SEN students in mainstream schools and thus achieve lower scores in the questionnaire survey
compared to their younger colleagues, as the concept of inclusive education differs from the currently applied system of
school integration, in the case of our research sample, the opposite is true. One of the possible explanations for this
finding could lie in the fact that they are professionally more experienced and more confident in their professional
activities, which is also reflected in their mastery of teaching. Similar findings can be found in other studies; e.g. Greek
teachers with more experience felt more comfortable in teaching students with special educational needs than their
younger or less experienced colleagues [54], but e.g. Rakap and Kaczmarek’s [55] findings show more positive attitudes
in younger teachers in Turkey, and in the study by Boer, Pijl, Post, and Minnaert [56], no significant differences were
found according to the variable of age.
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Insecurity in working with SEN students and a lack of knowledge and experience are not a country-specific problem.
There are a number of studies demonstrating problems with the application of school inclusion. In their study by Rakap
and Kaczmarek [55], Turkish teachers showed slightly negative attitudes towards inclusive education. A similar
conclusion was made by Boer, Pijl, and Minnaert [57]. Their findings showed that the majority of teachers adopted
neutral or negative attitudes. It cannot be claimed that our participating teachers’ attitudes towards inclusive education
are negative, but they point to the fact that there is no reason for satisfaction with the status quo and there is a lot of work
to be done in the field. They can be a signal of unfavourable conditions created for the realization of inclusive education
in schools, e.g. a lack of teacher assistants and specialists in schools, missing school equipment, problems with funding,
etc., but also of insufficient preparedness of teachers for working in inclusive schools and a lack of teacher training
opportunities in this field (in TALIS 2018, 26% of Slovak teachers reported a high need for education in teaching students
with special educational needs [58]). Ensuring high-quality teacher training and opportunities to gain knowledge about
inclusive practices as well as understanding the principles of creating inclusive environments is a task for universities,
which can develop teacher trainees' knowledge but also promote inclusive attitudes in teacher trainees, and thus prepare
them for working in inclusive classrooms [59]. The importance of the availability and accessibility of lifelong learning
opportunities is accentuated by the European Agency for Special Needs and Inclusive Education [60].

Due to the limits of the research study given by the composition of the research sample and its size, the above-
presented findings cannot be generalized to the whole population of Slovak teachers. However, they can be considered
significant, especially in the context of the planned process of implementing the new Strategy for Inclusive Education
in Slovakia in 2021, as understanding teacher attitudes towards inclusion is an important component of progressing
inclusion within schools [19]. Negative attitudes towards inclusion are learned, greatly influenced by prior exposure,
and may be the result of a lack of knowledge about, or experience in, inclusive processes. Even though the obtained
results cannot be generalized to the whole population, they suggest that the variable of teachers’ age should be considered
when creating inclusive educational environments in schools. This provides implications for further research.
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