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The results of an empirical study of a comprehensive assessment of the pro-
fessional training of future teachers of various specialties (preschool educa-
tors, primary school teachers, subject teachers, psychology teachers, social
educators, speech pathologists) at higher education institutions in the Repub-
lic of Belarus are presented. The complexity of the assessment is ensured
by the study of all components of professional teacher training (educational
conditions, educational process, educational results) and the representative-
ness of the multi-subject groups of respondents (vice-rectors for academic
affairs of institutions of higher education, teaching staff, graduate students
and undergraduates). In order to obtain the research results, there were used
author’s checklists, 4 types of questionnaires correlated with the marker sys-
tem (marker 1 — “educational conditions”, marker 2 — “educational process”,
marker 3 — “educational results”), criteria, indicators. The study involved
8242 respondents, including the authority (10 vice-rectors for academic af-
fairs), the teaching staff (1131 people), future teacher students of various
specialties (7101 people). Mathematical and statistical data processing in-
cluded the usee of Pearson’s »2 criterion (STATISTICA statistical package
version 10.0). The study allowed us to see an important problem — “deficits”
in the quality of university teaching staff training (especially its methodologi-
cal component) that enables to solve problems of forming professional com-
petencies in future teachers. The assessment of professional teacher training
made it possible to determine the vectors of improvement of organizational
and pedagogical conditions, content and methodological support of higher
teacher-training education in the context of the implementation of the prin-
ciple of inclusion, new methodological approaches to improving the quality of
differentiated professional teacher training and to create a basis for making a
number of managerial decisions.
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OueHka npocheccnoHanbHOM rnegarorn4eckomn
NOAroTOBKWN B KOHTEKCTe NnpuHUMna
MHKNo3umn B benapycu

Xutprok B.B.

VupexpaeHue obpasoBaHnsa «benopycckuin rocygapcTBEeHHbIV Negarorn4eckuin
yHuBepcuteT nmeHn Makcuma Tanka» (YO BIT1Y), r. MuHck, Pecnybnuka Benapycb
ORCID: https://orcid.org/0000-0003-1722-3713, e-mail: 3577058 @ gmail.com

MpenctaBneHbl pe3ynsTaTbl IMMMPUYECKOrO WUCCNEfOBaHWUA KOMMIEKCHON
OLIEHKM NpOodeccrMoHasIbHOW Nejarornyeckon noaroToBku 6yayLumx neparo-
roB pasHbiX creuuanbHOCTen (BocnuTaTenei AOLLUKONbHOMO 06pa3oBaHus,
yunTenen HavanbHbIX KIaccos, y4nuTenen-npeaMeTHMKOB, Neaaroros-ncmxo-
NOroBs, coumanbHbIX NEefaroros, yyuTenen-a4eeKTonoros) B yyYpexxKaeHnsx
BbICLLEro o6pasoBaHua Pecnybnvkn Benapycb. KoMMnnekCHOCTb OLEHKM
obecneynBaeTcss MccnegoBaHMEM BCEX KOMIMOHEHTOB MpodhecCMoHanbHON
nefarornyeckon MoproToBku (obpasoBaTenbHbIX YCNOBUIA, 06pa3oBaTesb-
HOro mpouecca, o6pasoBaTesfibHbIX Pe3ynbTaToB) U Pernpe3eHTaTUBHOCTbLIO
nonncy6bEKTHBIX FPYMn PecrioHAeHTOB (MPOPEKTOopbl MO y4ebHOW paboTe
yypexaeHuin BbicLLero obpasoBaHus, Npoeccopcko-npenoaaBaTenbCKuii
cocTaB, CTyAEHTbl BbIMYCKHOrO Kypca MU MaructpaHTbl). C Lenbio peLueHus
nccnenoBartenbCckux 3aAad UCMonb3oBanvcb aBTOPCKME HYeK-nCTbl, 4 Buaa
aHKeT B COOTBETCTBMU C CUCTEMOI MapkepoB (Mapkep 1 — «obpa3oBaTerb-
Hble YCNoBUsi», MapKep 2 — «obpasoBaTesibHbI NpoLece», Mapkep 3 — «06-
pasoBarenbHble pe3ynbTaThbl»), KpUTepues, nokasartenen. B uccnegosanunm
NPUHANW yyactne 8242 pecrnoHAeHTa, B TOM 4ucne agMuHucTpaums (npo-
pekTopbl Mo y4ebHon pabote — 10 4enosek), Npodeccopcko-npenofasa-
Tenbckun coctae (1131 yenoBsek), CTyAeHTbI-OyayLiMe nejarorn pasHbiX
cneumansHocTer (7101 yenosek). MatemaTuko-cTaTucTUHeckas o6paboTka
JaHHbIX MPOBOAMIIACk C UCMONb30BaHWEM kpuTepus y? lNMupcoHa (ctatuctuye-
ckuin nakeT STATISTICA Bepcus 10.0). OTMedaeTcsi, 4TO UccnefoBaHne Mno-
3BONWNO YBUAETL BaXHYO NpobnemMy — «Aeduumntbl» ka4ecTea NoAroToBKM
npogbeccopcKo-npenofaBaTeslbCKoro coctasa YHMBEPCUTETOB (0COGEHHO ee
METOANYECKOM COCTaBNAOLLEN) K peLleHnto 3agad hopmmnpoBaHusa npodpec-
CYOHaIbHbIX KOMMNEeTeHUMn y 6yayLimx negaroros. B cBoo oyepefp, oueHka
npoeccnoHanbHOM neJarornyecko NOAroTOBKW MO3BOMUNAA ONPEefenuTb
BEKTOPbl COBEPLLUEHCTBOBAHWS OpPraHn3auMOHHO-Nefarorm4eckmx ycrnoBum,
cofepxaHusi 1 MeToamM4eckoro o6ecneyeHns BbICLLEro Neaarornyeckoro 06-
pas30BaHNsA B KOHTEKCTE peanu3auuy NpUHLMNAa HKNO3UK, HOBble MeToanYe-
CKMe Noaxofbl B NOBbILLEHUM KadecTBa anddepeHLMpoBaHHOM npodeccmo-
HanbHOW Nnefarornyeckon NoAroToBKM M CO3AAaTb OCHOBY ANA NPUHATUA psaaa
yrpaBfieHYECKNX PELLEHN.

Knro4yeBble crioBa: NpUHLMIN MHKITIO3UW B 06pa3oBaHnn; ocobble o6pa3oBa-
TenbHble MOTPEBGHOCTU; MpodheccnoHanbHas negarornvyeckas MofaroToBKa;
ob6pasoBaTesibHbIV NpoLecc; o6pa3oBaTesibHble YCIOBUSA; 06pa3oBaTenbHble
pes3ynbTaThl; yYpeXAEHNE BbICLLErO 06pa3oBaHus.

®duHaHcuposBaHue. CtaTbs NOAroTOBEHA NO pe3yNbTaTtaM BbIMOMHEHUSA NPOEKTa MeXAyHapoaHOM
TEXHU4YECKOW NoMoLLM «V/IHKNIO3MBHOE 06pasoBaHue: 6naronpuatHas cpefa ana peanvsaumm no-
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Introduction

The Code of the Republic of Belarus on
Education emphasizes the principle of inclu-
sion as a fundamental aspect of state policy
in the realm of education [11]. Research-
ers have dedicated significant attention to
evaluating the efficacy of inclusive processes
within educational settings [1; 2; 3]. High-
quality educational inclusion can be reached
by professional pedagogical training [4; 5; 6;
7; 14; 16; 17; 18], aligning with the definition
of “quality of education” [8; 9; 10; 11]. Quality
education is evaluated based on two primary
criteria: the capacity of an education to meet
state standards, as well as its ability to fulfill
societal needs.

The term “quality” is defined as “the char-
acteristics of an object and its ability to meet
established and anticipated needs” [12].
Evaluation of professional pedagogical train-
ing has been the subject of numerous publi-
cations, scientific discussions, and research
studies. The effectiveness and efficiency of
professional pedagogical training are key
considerations.

In a previous publication [15], method-
ological approaches to creating diagnostic
tools for evaluating the training of inclusive
education teachers were presented. This
toolkit enables the assessment of learning
conditions, educational processes, and the
development of professional competencies
among prospective teachers.

Our research results will serve two main
purposes. Firstly, they will help identify the
strengths and weaknesses of every aspect
of the educational process related to training
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future teachers, including the conditions, the
actual teaching process, and the educational
outcomes. This analysis will enable us to
make informed management decisions aimed
at enhancing the quality of teacher training.
Secondly, our findings will facilitate the devel-
opment of a monitoring system that will em-
power each university to formulate a strategic
approach to training future teachers within the
framework of promoting inclusive education.

Research methodology and sample
characteristics

In order to address the research objec-
tives, a set of tools was developed, including
a system of markers (Marker 1 — “Educa-
tional Conditions”, Marker 2 — “Educational
Process”, Marker 3 — “Educational Results”),
criteria, and indicators for evaluating the qual-
ity of preparation of future teachers to imple-
ment inclusive education principles. A variety
of elements within the field of professional
pedagogical training were evaluated, includ-
ing educational and programme documenta-
tion, scientific and methodological support
(such as higher education educational stan-
dards, exemplary curricula for pedagogical
specialities, and teaching staff professional
activities), as well as the content of practical
training (which encompasses various types of
practices outlined in the curricula). Addition-
ally, the evaluation considered personal and
professional educational outcomes, which
encompass a range of fundamental and spe-
cialised competencies.

The study was conducted during the
2023/2024 academic year in higher educa-
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tion institutions (HEIs) across the Republic
of Belarus. These institutions collectively
specialise in the training of teachers across
various disciplines. The study encompassed
a total of ten higher education institutions
(HEls), distributed across the country. Sev-
en of the institutions (HEIs-1) concentrated
their efforts on training future teachers for
preschools, general secondary schools, and
special education institutions, representing
70% of the total number of HEls included
in the study. The remaining three HEIs
(HEls-2) focused their training on teachers
for establishments spanning different levels
of basic education, including vocational and
secondary special education, representing
30% of the total number of HEIs included in
the study.

The survey respondents were classified
into three distinct groups: those occupying
administrative roles (including vice-rectors
for academic affairs), faculty members, and
graduate students. The research tools were
comprised of checklists that were tailored to
the specific needs of the higher education in-
stitution’s administration, as well as question-
naires that were designed to elicit information
from different segments of the academic com-
munity. The questionnaires included options
for graduate students pursuing pedagogical
qualifications, graduate students focusing on
becoming teacher-defectologists/special edu-
cation teachers, graduate students in general,
and the teaching staff of the institution. The
response scale ranged from “yes” to “l find it
difficult to answer”, thereby providing a com-
prehensive spectrum of responses for the
participants.

6852 respondents took part in the study,
including:

group of respondents 1 (marker 1) —
vice — rectors for academic affairs of the High-
er education institution — a total of 10 people;

group of respondents 2 (marker 2) —
1131 teachers of higher education institu-
tions, including teaching staff of higher educa-
tion institutions-1 — 76.7%, teaching staff of
higher education institutions-2 — 23.3% (fe-
male respondents — 77.5%, male — 22.5%).
Teaching experience in higher education:
14.9% — up to 5 years; 7.9% — 5—10 years;
26.5% — 11—20 years; 32.4% — 21—
30 years; 13.4% — 31—40 years; 4.9% —
over 41 years. They have an academic
degree of Doctor of Sciences — 3.2%;
Candidate of Sciences — 44.9%; academic
master’'s degree — 26.2%; academic title of
professor — 2.7%; academic title of associ-
ate professor — 39.1%; do not have an aca-
demic degree / title — 58.2%. The respondent
teachers teach various academic disciplines:
19.6% — humanities; 6.7% — general peda-
gogical disciplines; 12.4% — special peda-
gogical disciplines; 6.2% — general psycho-
logical disciplines; 5.1% — special psycho-
logical disciplines; 8.5% — methodological
disciplines; 20.2% — language disciplines
(including foreign languages); naturally-sci-
entific disciplines — 8.2%; physical educa-
tion — 8.1%; other — 4.9%. The survey of
teaching staff focused on two key aspects of
the educational process: firstly, the prepared-
ness and capability of teaching staff to teach
academic disciplines in line with the principles
of inclusive education, and secondly, the un-
derstanding and acceptance of the ideas of
educational inclusion, as well as the posses-
sion of the requisite knowledge about the the-
oretical and practical aspects of implement-
ing the principle of inclusion in education. The
utilisation of information pertaining to the in-
tegration of students with special educational
needs into the learning environment and their
interactions with their peers, the prevention of
stigmatisation and bullying in children’s col-
lective settings, and so forth. Secondly, the
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deployment of competence-oriented tasks
and cases that demonstrate the realisation of
the principle of inclusion in education, in lec-
tures, practical classes, laboratory sessions,
and the various forms of practice;

the group of respondents 3 (marker 3) —
a total of 5,711 people, including:

a) 5,083 future teachers (4143 (81.5%) —
future teachers of kindergartens, ordinary
schools, special schools and 940 (18.5%) —
future teachers of professional colleges
(respondents of the HEI-1 female — 80%,
male — 20%; HEI respondents-2 female —
69.7%, male — 30.3%);

b) 501 (12.1%) graduate students who
receive the qualification of “teacher-defectol-
ogist/special teacher” (female respondents —
99%, male — 1%);

c) 127 graduate students in the profile of
“Pedagogy” (female respondents — 78.7%,
male — 21.3%).

Three groups of student respondents
were identified: a — “future teachers of
various specialties”, b — “future teachers of
speech pathologists”, ¢ — “undergraduates
of pedagogical specialties”). The students of
group “@” studied:

1) the formation of basic professional
competencies (BPC) that ensure effective
professional activity in an inclusive education
environment:

understanding and acceptance of the
ideas of inclusive education;

emotional readiness for professional ac-
tivity in an inclusive education environment;

knowledge of the typology of special edu-
cational needs (hereinafter — SEN) of stu-
dents;

understanding of their professional role in
team interaction in solving the tasks of teach-
ing a child with SEN and willingness to per-
form it;

2) willingness and ability:
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to organize the educational process on
a diagnostic basis, taking into account indi-
vidual SEN;

to adapt/modify the content of education
and methodological techniques taking into
account the SEN of the student;

to analyze the resources of the education-
al environment in terms of their compliance
with the SEN of students;

to create special educational conditions
taking into account the individual SEN of stu-
dents;

to prevent discrimination and/or bullying
of individual students.

The students of group “b” studied:

1) the formation of specialised profession-
al competencies (SPC) that ensure effective
professional activity in an inclusive education
environment is contingent upon a number of
factors. Firstly, there must be an understand-
ing and acceptance of the principles of inclu-
sive education. Secondly, professionals must
possess knowledge of the typology of stu-
dents with special educational needs (SEN);

2) The ability to diagnose students with
special educational needs (SEN) and assess
the suitability of the educational environment
for meeting their individual requirements is es-
sential. Furthermore, the development of tai-
lored learning environments, the organisation
of the educational process on a diagnostic
basis and the creation of special educational
conditions must be considered. The special
educational needs (SEN) of students must be
taken into account when adapting the content
of education and the methodological tech-
niques employed. This entails modifying the
content and techniques in a way that is sensi-
tive to the specific needs of each student. It
is essential to interact with other participants
in the educational process and engage in the
development of joint solutions. This collabor-
ative approach is crucial for ensuring the ef-
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fective delivery of education to students with
diverse needs.

The students in Group C studied two key
areas: firstly, the formation of deep profes-
sional competencies (DPC) that ensure ef-
fective professional activity in an inclusive
education environment, and secondly, will-
ingness and ability. To design an inclusive
educational environment within an educa-
tional institution; to undertake methodological
activities within an educational institution on
issues of inclusive education; to organise and
undertake project activities, and to participate
in scientific and methodological work within
an educational institution in the context of in-
clusive education. Some of the questionnaire
items were identical for all groups of student
respondents, enabling the collection of com-
parative data on their preparedness to work
in an inclusive education environment. The
sample of respondents is representative of
the general population of educational institu-
tions that provide training for future teachers,
ensuring the objectivity of the results. To com-
pare the distribution of response frequencies
across three different groups of respondents,
the Pearson criterion 2 was employed (STA-
TISTICA statistical package version 10.0).

Results

Marker 1 “Educational conditions” (re-
spondents are vice-rectors for academic af-
fairs). A total of 80.0% of respondents indi-
cated that the educational programmes are
aligned well with current pedagogical science
and educational practices in the realm of in-
clusive education from a theoretical perspec-
tive. Competence-based tasks are being cre-
ated and implemented within the educational
framework to foster the skills necessary for
constructing the educational process based
on diagnostic foundations, taking into account
the specific special educational needs (SEN)

of students (60.0%). While some respon-
dents acknowledge only a partial alignment
(40.0%), the overall sentiment is positive to-
wards the integration of inclusive practices in
education.

It was not identified by any of the respon-
dents that the allocation of tasks was towards
enhancing the readiness and capability of
future teachers to work in an inclusive edu-
cation setting. This contradictory situation re-
quires further investigation. The respondents
indicated that control and evaluation materi-
als are either absent (20.0%) or inadequate
(20.0%), which are essential for assessing
the development of various competencies
crucial for working in an inclusive education
environment. Additionally, the respondents
stated that they have sufficient access to
textbooks, teaching materials, and other edu-
cational resources necessary for effectively
preparing future teachers for inclusive educa-
tion (80.0%).

The respondents indicated that only 40%
of the sources specified in the list of essen-
tial and additional literature comply with the
requirements for relevance. Conversely, the
learning environment in two out of ten uni-
versities (20%) is fully compliant with acces-
sibility requirements, while eight universities
(80%) have partial compliance. The majority
of respondents (90%) indicate the presence
of structures that support the preparation of
teachers for inclusive education. Additionally,
they indicate that the necessary technical
equipment is available to conduct practical
classes in academic subjects that contribute
to the development of skills and readiness for
work in inclusive education settings.

The vast majority of respondents (100.0%)
attest to the teaching staff’'s profound grasp of
the philosophy and values of inclusion, their
embrace of the concept of inclusive educa-
tion, and their comprehensive understanding
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of the theoretical foundations of implementing
inclusive principles in education. However,
the respondents also indicate that there is
room for improvement in the teaching staff’s
preparedness to effectively utilise methods
and strategies to prevent discrimination and
bullying within a student community. Addition-
ally, there is a dearth of knowledge regarding
the current landscape of inclusive educational
practices, the characteristics of an inclusive
learning environment, the various types of spe-
cial educational needs (SEN), as well as the
expertise and ability to employ methodological
techniques when integrating a student with
SEN into interactions with peers. It is further
recommended that students with SEN receive
enhanced training and education.

Marker 2 “Educational process” (respon-
dents — teaching staff).

The majority of respondents (the total
response rate is “yes” and “rather yes than
no”) understand the philosophy of inclusion in
education (58.6% and 33.7%) and accept the
values of educational inclusion (46.3% and
38.6%). At the same time, less than half of
the respondents indicated that they are well
aware of the ideas of inclusive education, and
15.1% of the respondents’ answers relate to
the positions “rather no than yes”, “no”, “I find
it difficult to answer”. Respondents unequivo-
cally affirmatively believe that they know the
current state of educational practice in the
context of inclusive education (31.7%); the
necessary knowledge to consider theoreti-
cal (32.8%) and practical (27.8%) aspects of
the implementation of inclusive education in
teaching students; methods and techniques to
prevent discrimination and bullying (37.0%);
information on methodological methods
(34.6%) and the actual methodological meth-
ods of work (30.6%) in the training and up-
bringing of a student with SEN; knowledge of
methodological techniques (31.3%) and the
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actual methodological techniques (28.1%)
of involving a student with SEN in interaction
with peers. At the same time, from 32.6% to
37.3% of respondents answered these ques-
tions “rather no than yes”, “no”, “l find it dif-
ficult to answer”. 30.7% of respondents use
information about methodological techniques
for including a student with SEN in interaction
with peers, while 37.0% of respondents do
not do this.

Less than a third of respondents answered
in the affirmative that they use competence-
oriented tasks/cases on inclusive education
in lecture classes (27.3%), in practical and/
or laboratory classes (29.0%). Respondents
answered “rather no than yes”, “no”, “l find it
difficult to answer” in 23.5%, 12.9% and 6.5%
of cases (regarding the use of competence-
oriented tasks in lectures) and from 20.4%,
11.9% and 5.3% (in practical and/or labora-
tory classes) of respondents, respectively.

The survey showed that 24.8% of teach-
ing staff have practical experience working
with a child with SEN. University teachers
feel the need for knowledge about the spe-
cial educational needs of students (61.7%);
note a lack of knowledge about techniques
and ways to adapt the content of educational
material (55.2%) and methodological tech-
niques (54.3%), taking into account different
SEN of students; lack of knowledge about the
formation of an inclusive culture of students
in a group/class (51.0%) and about organi-
zation of effective interaction with parents of
group/class children, including parents rais-
ing children with SEN (51.1%); 28.4% of re-
spondents confidently claim that they have an
inclusive culture, while 29.4% of respondents
note that they have not formed an inclusive
culture.

Marker 3 “Educational outcomes” (stu-
dent respondents (a)). The absolute majority
of respondents understand and accept the
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ideas of inclusive education, 85.0% intend
to improve their professional skills in this
direction. Future speech-language patholo-
gists are confident that they have deep and
complete knowledge in the field of inclusive
education (14.4%); they know how to com-
municate correctly with parents of “special”’
children (25.4%). The respondents believe
(the answers are “yes” and “rather yes than
no”) that they are able to determine the
educational needs of each child (28.4% and
41.7% respectively); they are able to estab-
lish friendly relationships between normal
and “special” children (31.3% and 35.6% re-
spectively); they will be able to organise com-
munication between parents of “normal” and
“special” children (37.3% and 36.8% respec-
tively). The respondents of this group believe
that they have the knowledge that will allow
them to resist discriminatory manifestations
against “special” children (63.8%), intend to
create a positive image of a “special” child
in the classroom (85.7% of respondents).
At the same time, 21.3% of the respondents
admit that they do not understand the idea
of inclusion or find it difficult to answer this
question; 12.3% do not accept the idea of in-
clusive education or find it difficult to answer
this question. 16.0% of pre-service teachers
think that knowledge of inclusive education is
unnecessary and 14.3% of respondents find it
difficult to answer this question. The very idea
of the possibility of working in an inclusive
educational environment causes a varying
degree of negative attitude in 19.0% of future
teachers.

With varying degrees of confidence,
67.8% say that every child with SEN is ready
to learn. At the same time, 44.9% of respon-
dents feel professionally insecure when work-
ing with “special” children, 44.2% feel psy-
chologically unprepared to work with “special”
children in conditions of inclusion, and 40.2%

feel methodologically unprepared to work
with “special” children. In addition, it is difficult
to answer the questions: “I feel professionally
insecure in working with “special” children” —
17.7%, “I feel psychologically unprepared to
work with “special” children in conditions of in-
clusion” — 15.5%, “methodically unprepared
to work with “special” children” — 17.9% of
respondents. The reasons for a child’s “fail-
ure” in the educational process are associ-
ated with the teacher’s work by 47.6%, and
with the child’s existing disorder — 23.7%.

Most of the future teachers interviewed
are aware of the role of teamwork in solving
the problems of inclusive education. Thus, the
respondents intend to solve the problems of
teaching “special” children (63.6%) in a team
of specialists, including a teacher-defectolo-
gist, a teacher-psychologist, parents and the
administration of an educational institution. In
order to adapt teaching materials to the char-
acteristics of each child, 63.6% of respon-
dents plan to consult a teacher-defectologist.
At the same time, 78.8% of the respondents
intend to offer the adaptation of educational
materials taking into account the character-
istics of each child to a teacher-defectologist
(11.4% find it difficult to answer), 73.4% of
the respondents would offer the same to the
parents of a child with SEN, and 20.7% of the
future teachers will delegate the solution of
problems arising in the education of “special”
children to the children’s parents (15.3% find
it difficult to answer).

The respondents expressed confidence
in their ability to adapt methodological tech-
niques to the needs of each child. 27.1%
(42.0% “rather yes than no”) indicated knowl-
edge of structuring lessons (courses) to ad-
dress the educational needs of all children,
including those with special needs. 26.0%
(35.1% “rather yes, rather than no”) demon-
strated proficiency in utilizing didactic mate-
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rials in a manner that considers the diverse
needs of learners. A significant proportion
of respondents indicated that they intend to
use various methodological techniques and
ways of organising educational activities
for children with special educational needs
(SEN). In particular, 48.4% of respondents
indicated that they intend to use a range of
techniques and approaches, while 56.1%
stated that they intend to select educational
material in accordance with the educational
needs of each child, including those with
special requirements.

Furthermore, a notable number of respon-
dents (35.4%) indicated that they are able to
consider the specific needs of different chil-
dren with SEN. This suggests that they are
able to adapt their teaching methods to meet
the diverse learning needs of their students.

The self-assessment by prospective
teachers of the formation of specialised pro-
fessional competencies indicates a relatively
high level of preparedness for the implemen-
tation of the principle of inclusive education.
A total of 18.0% of respondents expressed
doubts of varying severity or difficulties in
answering the question about their readiness
to teach any child with special educational
needs (SEN). Similarly, 13.8% of respondents
indicated difficulties in their ability to adapt
any methodological techniques to the charac-
teristics of each child. Additionally, 11.6% of
respondents expressed concerns regarding
their willingness to carry out an examination
of the resources of the educational environ-
ment in terms of its ability to satisfy the in-
dividual special educational needs (SEN) of
the student. To satisfy the individual special
educational needs (SEN) of the student —
11.6% and an expert assessment of the cre-
ated special educational conditions — 13.2%;
willingness to work with undesirable student
behaviour — 16.2%; willingness to consult
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teachers on the inclusion of a child with SEN
in interaction with their peers — 12.0%. A sig-
nificant proportion of future teachers-defec-
tologists expressed reservations about their
ability to foster amicable relationships be-
tween typically developing and children with
special educational needs (SEN), ascertain
the educational requirements of each child,
and facilitate communication between par-
ents of typically developing and SEN children.

The data from the survey of Masters post-
graduates of pedagogical specialties (respon-
dents — Masters postgraduates (c)) on the
formation of the required deep professional
competencies indicate that 19.7% of respon-
dents are uncertain or have difficulties in
knowing the typology of the SEN of students,
while 24.4% have similar difficulties in relation
to strategic directions for the development
of educational inclusion. The respondents
indicate a lack of preparedness to design
an inclusive educational environment in an
educational institution (25.7%), implement
methodological measures on inclusive educa-
tion (31.5%), organise and implement project
activities in the context of inclusive education
(30.5%), and organise scientific and method-
ological The remaining areas requiring atten-
tion are as follows: work on educational inclu-
sion (28.4%); conducting an examination of
the resources of the educational environment
in terms of its capabilities to meet the individ-
ual needs of a student (25.9%); conducting
an expert assessment of the created special
educational conditions (25.2%).

In order to compare the distribution of re-
sponse frequencies in three different groups
of respondents (students-future teachers of
preschool education and general secondary
education (P), students who receive the quali-
fication of “teacher-defectologist/SEN teach-
er’, and students who receive postgraduate
education (master’s degree)), Pearson’s cri-
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terion y2 was employed to assess the statisti-
cal significance of differences between two or
more relative indicators (frequencies) (STA-
TISTICA statistical package version 10.0).

The results of Pearson’s 42 calculation
(Table 1) allow stating significant differences
in the three groups of respondents on the
general questions of the questionnaires.

The results of Pearson’s 42 calculation
(see Table 1) allow stating significant differ-
ences in the three groups of respondents of
future teachers (P) and future teachers-defec-
tologists (TD) on the general questions of the
questionnaires.

The analysis of the data presented in
Table 1 allows stating that the understanding
of philosophy, acceptance of the values of
educational inclusion, knowledge of the ideas
of its implementation and the need to improve
professionally among students-defectologists
are more pronounced than in other groups of
respondents.

The analysis of the data presented in
Table 2 allows stating that the readiness
to teach any child with special educational
needs, consideration of the failure of a “spe-
cial” child as a pedagogical problem, the
ability to adapt and use any methodological

Table 1

The results of comparing the frequency of responses to the questionnaire of graduate
students: future teachers (P), teachers-defectologists (TD) and Masters postgraduates (M)

Question i df p

I understand the philosophy of inclusion in education 63,34 8 < 0,001
I accept the values of educational inclusion 77,77 8 < 0,001
I am well aware of the ideas of implementing the principle of inclusion in 190,35 8 < 0,001
education

| accept the terms of inclusion and will improve professionally so that my activities | 80,45 8 < 0,001
are successful

Table 2

The results of comparing the frequency of responses to the questionnaire of future
teachers and future teachers-defectologists

Question b df p
I will solve problems in teaching “special” children together, involving a teacher- 48,73 | 4 | < 0,001
defectologist, a teacher-psychologist, parents, and the administration of an educational
institution
I am ready to teach any child with special educational needs 50,19 | 4 | < 0,001
The failure of a “special” child is a pedagogical problem related to the work of a teacher | 45,36 | 4 | < 0,001
| will be able to adapt any methodological techniques to the characteristics of each 67,53 | 4 | < 0,001
child
| accept the terms of inclusion and will improve professionally so that my work is 75,08 | 4 | <0,001
successful
| am able to use didactic materials taking into account the special educational needs of | 341,77 | 4 | < 0,001
different children
| will be able to organize communication between “ordinary” and “special” children 93,70 | 4 | < 0,001
| can identify the educational needs of each child 108,07 | 4 | < 0,001
I will be able to organize communication between parents of “ordinary” and “special” 41,88 | 4 | < 0,001
children
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techniques to the characteristics of each
child, as well as the ability to form friendly re-
lations between ordinary and “special” chil-
dren and their parents are more pronounced
among students-defectologists compared to
future teachers.

Conclusion

The conducted research made it possible
for the first time in the Republic of Belarus to
comprehensively assess the quality of train-
ing future teachers for inclusive education. We
consider it reasonable to recommend the de-
veloped tools for conducting monitoring pro-
cedures in higher education institutions that
prepare future teachers of various specialties.
Preparing future teachers for inclusive educa-
tion requires transformations of all compo-
nents of the educational process: revision of
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