ISSN: 1814-2052
ISSN (online): 2311-7273

2024

UHKNIO3UBHOE
. OBPA30BAHME:

(CTYANBHbIA AUCKYPC
U NEPCNEKTUBBI
¥ . PA3BUTUSR

INCLUSIVE EDUCATION:
CURRENT DISCOURSE
ADN PROSPECTS

FOR DEVELOPMENT




NMCUXOJNTIOIMMYECKASI
HAYKA
7
OBPA30OBAHUE

WHKITIO3UBHOE OEPA30BAHME: AKTYAJIbHbIN
ANCKYPC U NEPCNEKTUBbI PA3SBUTUA

2024eToMm 29eNe 5

PSYCHOLOGICAL
SCIENCE
AND
EDUCATION

INCLUSIVE EDUCATION: CURRENT DISCOURSE
AND PROSPECTS FOR DEVELOPMENT

MockoBCKMIN roCyAapCTBEHHbI NMCMXONOro-nefaarornyeckuin yHuBepeuTeT
Mcmxonornyecknin MHCTUTYT Poccuinckon akagemmnm obpas3oBaHuns
Moscow State University of Psychology & Education

Psychological Institute of the Russian Academy of Education



Mcnxonornueckas HayKa un o6pa303aume

TnaBHbI pegakTop

B.B. Py6Li0B

®reoy BO MITINY, Mocksa, Poccus

I'IepBb||7| 3amMecTuTenb rNaBHOro peaakTtopa

A.A. Mapronuc

®reOy BO MITINY, Mocksa, Poccus

3amecTuTenb rMaBHOro peapaKkTopa

A.A. lLiBegoBckas

®reoy BO MITINY, Mocksa, Poccus

PepakumnoHHan konnerus

H.H. ABneeBa

B.b. AlicmoHTac

T.B. AxyTuHa

T.A. bacunosa
B.A.bonotos

WN.A. Bypnakosa
O.M. FTaBpunywKrHa
A.T. Torobepugse

EJ1. Tpuroperko
M.A. EropoBa
E.N. Vicaes

H.H. Heuaes
K.H.MonneaHoBa
H.I. CanmuHa

I.B. Cembsa

M.T. CopokoBa
T.A. CtporaHoBa
E.B. Qununnosa
lappu 3Hnenc
Ypuvo SHrectpem
AHHanuca CaHHUHO
DOpaHyecko
ApKNAbAKOHO
[opa JleBTepoBa

3pwu MmeH Mpaiic

®reOy BO MITInNY, Mocksa, Poccus
®reOy BO MITINY, Mocksa, Poccus

MY um. M.B. JTomoHocosa, Mocksa, Poccua

®reOy BO MITINY, Mocksa, Poccus
HWY BLL3, Mocksa, Poccua

®reOy BO MITInNY, Mocksa, Poccus
®reOy BO MITINY, Mocksa, Poccus
OrbOY BO PITY umenn A.W. lfepueHa,
CaHkT-MNeTepbypr, Poccusa
Menbcknit yHusepcntet, CLUA
®re0y BO MITINY, Mocksa , Poccus
®reoy BO MITINY, Mocksa, Poccus
®reOy BO MITINY, Mocksa, Poccus
HWY BLL3, Mocksa, Poccua

MTIY um. M. B. JTomoHocoBa, Mocksa, Poccua

®re0y BO MITINY, Mocksa, Poccus
®reoy BO MITINY, Mocksa, Poccus
®reOy BO MITINY, Mocksa, Poccus
®reOy BO MITINY, Mocksa, Poccus
YHusepcutet Okcdoppaa, Bennkobputanua
YHuBepcutet XenbcuHku, GuHnaHana
YHuBepcutet XenbcuHku, GuHnaHana

YHuBepcuteT Hblowartens, LLiBenuapusa
YHuBepcuTteT «[Mancuin XuneHgapckum»,
Mnoegus, bonrapua

YHuBepcuteT BuckoHcuH, Magucon, CLUA

PepaKkunoHHbI coBeT

E.l. Jo3opueBa

O.A. KapabaHoBa
J1.MN. KesnHa

T.M. MaptoTnHa

OIBY «HLCCM um. B.MN. Cepbckoron,
Mocksa, Poccna
MY um. JlomoHocosa, Mocksa, Poccua

PeabuimnTay oHHbIN LEHTP Ans HBANULOB

«[peoponeHune», Mocksa, Poccna
®reOy BMO PITY, Mocksa, Poccua

«Mcnxonornyeckas HayKa u oGpasoBaHme»

WHpekcnpyeTca:

Psychological Science and Education

Editor-in-Chief
V.V. Rubtsov

MSUPE, Moscow, Russia

First deputy Editor-in-Chief

A.A. Margolis

MSUPE, Moscow, Russia

Deputy Editor-in-Chief

A.A. Shvedovskaya

Editorial Board
N.N. Avdeeva

B.B. Aismontas
T.V. Akhutina

T.A. Basilova

V.A. Bolotov

I.A. Burlakova
O.P. Gavrilushkina
A.G. Gogoberidze

E.L. Grigorenko
M.A. Egorova
E.l. Isaev

N.N. Nechaev
K.N. Polivanova
N.G. Salmina
G.V. Semya
M.G. Sorokova
T.A. Stroganova
E.V. Philippova
Harry Daniels
Yrjo Engestrom
Annalisa Sannino

Francesco Arcidicono

Dora Levterova

Gary Glen Price

The Editorial Council

E.G. Dozortseva

O.A. Karabanova
L.P. Kezina

T.M. Maryutina

MSUPE, Moscow, Russia

MSUPE, Moscow, Russia

MSUPE, Moscow, Russia
Lomonosov MSU, Moscow, Russia
MSUPE, Moscow, Russia

HSE University, Moscow, Russia
MSUPE, Moscow, Russia

MSUPE, Moscow, Russia

Herzen State Pedagogical University,
Saint Petersburg, Russia

Yale University, USA

MSUPE, Moscow, Russia

MSUPE, Moscow, Russia

MSUPE, Moscow, Russia

HSE University, Moscow, Russia
Lomonosov MSU, Moscow, Russia
MSUPE, Moscow, Russia

MSUPE, Moscow, Russia

MSUPE, Moscow, Russia

MSUPE, Moscow, Russia

University of Oxford, Great Britain
Helsinki University, Finland

Helsinki University,

Finland

University of Neuchatel, Switzerland
«Paisy Hilendarsky» University,
Plodiv, Bulgaria

University of Wisconsin, Madisson, USA

SRCSFP V. P. Serbskogo,

Moscow, Russia

MSU, Moscow, Russia
Rehabilitation Center for Disabled
«Overcoming», Moscow, Russia
RSUH, Moscow, Russia

«Psychological Science and Education»

Indexed in:

BAK MuHo6pHayku Poccun, BAHUTU PAH, PUHL,

Web of Science, Scopus, ProQuest, EBSCO, DOAJ.

M3paetca c 1996 roga

MepropnyHocTb: 6 pa3 B rog

CsupetenbctBo pernctpayun CMA: TIM N2 013168.

[ata peructpauun 26.11.1994

Nnuensuns NI N°01278 ot 22.03.2000 .

®opmat 70 x 100/16

Trpax 1000 3k3.

Bce npaBa 3awyeHbl. HasBaHue xypHana, norotun, pyopuku,
BCE TEKCTbI U MANOCTPALUN ABNAOTCA cobCTBEHHOCTBI0O OIBOY BO
MITINY v 3awuiieHbl aBTOPCKUM NpaBoMm. [NepeneyaTka matepuranos
XKypHasna 1 NCnonb3oBaHme NANCTPaLnii AONYCKaeTCA TONbKO C
NYCbMEHHOrO paspeLleHnsa peaakumm.

© OreOY BO «MOCKOBCKMIA rOCYapCTBEHHDIN
NCKXONOro-nefarornyecknin ynmsepcuteT», 2024, N2 5

Higher qualification commission of the Ministry of Education and
Science of the Russian Federation, Referetivnyi Zhurnal, RUNEB,
Russian Index of Scientific Citing database, EBSCO Publishing,
Web of Science, Scopus, ProQuest, DOAJ.

Frequency: 6 times a year since 1996

The mass medium registration certificate:

PN N2013168 from 26.11.1994

License Ne 01278 of 22.03.2000

Format 70 x 100/16

1000 copies

All rights reserved. Journal title, logo, rubrics, all text and images are
the property of MSUPE and copyrighted.

Using reprints and illustrations is allowed only with the written
permission of the publisher.

© MSUPE, 2024, Ne 5

10

i (1]

Mcnxonornyeckasa HayKamn oGpazosaHue

noANMUCKA
Mopnucka Ha »KypHan
no o6beguHeHHOMy KaTanory «[pecca Poccum»
NHpekc — 72623
CepBrC N0 0OPOPMEHNIO MOAMMNCKIN Ha XKYpPHan
https://www.pressa-rf.ru
MHTepHeT-marasunH neproanyeckmnx nsganuii «fMpecca no nognmcke»
www.akc.ru

MonHOTeKCTOBasA INEKTPOHHAA BEPCYA XKypHana NybnvkyeTca Ha
https://psyjournals.ru/journals/pse

M3pgaTtenbcteo Or6OY BO MITINY
Pepakuus:
127051, Poccus, MockBa, yn. CpeTeHKa, 4. 29. Odunc 209
Ten. (495) 632-99-75; dakc (495) 632-92-52

PepakunoHHO-n3paTenbCcKnin oTaen:
123290, Poccus, MockBa, LLenenuxmHckas Hab., 4. 2 a. Oduc 409
Ten. (499) 244-07-06 no6. 223

HayuHbin pegakTop — B.3. MNaxanbaH
Pepnakrop, koppektop — A.A. ByTopuHa
KomnbloTepHasn Bepctka — M.A. backakoBa
Cekpetapu — .M. BacuneHko, A.A. Monogbika
MNepeBopunk — A.A. BopoHKoBa

Psychological Science and Education

Full-text electronic version available at
https://psyjournals.ru/en/journals/pse

Publishing House MSUPE
Editorial Office: Sretenka str., 29, Moscow, Russia, 127051 off. 209
Printing Office: Shelepikhinskaya emb., 2 a, Moscow, Russia, 123290 off. 409

Scientific editor — Pahal’yan V.
Editor and proofreader — Butorina A.
DTP — Baskakova M.
Executive secretaries — Vasilenko D., Molodyka A.
Translator — Voronkova A.




Contents

INCLUSIVE EDUCATION: CURRENT DISCOURSE
AND PROSPECTS FOR DEVELOPMENT

Rubtsov V.V., Alekhina S.V.
INCLUSIVE EDUCATION: CURRENT DISCOURSE
AND PROSPECTS FOR DEVELOPMENT .. e e 4

Falkovskaya L.P.

ON STATE REGULATION OF THE DEVELOPMENT OF INCLUSIVE EDUCATION

AND THE CREATION OF SPECIAL CONDITIONS FOR THE EDUCATION

OF CHILDREN WITH DISABILITIES IN THE RUSSIAN FEDERATION ................... 5

Educational Psychology

Kosaretsky S.G.
TRENDS OF "INCLUSIVE EDUCATION" IN THE MODERN
WORLD: INTERNATIONAL DISCUSSIONS AND PROSPECTS FORRUSSIA ............. 14

Alekhina S.V., Bystrova Y.A., Samsonova E.V., Shemanov A.Yu.
IMPLEMENTATION OF THE PRINCIPLE OF CONTINUITY
ININCLUSIVE EDUCATION IN RUSSIA . . ... e e 31

Golovina I.V., Paputkova G.A., Medvedeva T.Y., Rubtsov V.V.,

Vikhristyuk O.V., Leonova O.I.

CURRENT STRATEGIES OF SCIENTIFIC AND METHODOLOGICAL

SUPPORT OF TEACHERS AS A MECHANISM FOR THE FORMATION

OF AUNIFIED EDUCATIONAL SPACE .. ... e e e e 49

Kantor V.Z., Proekt Y.L.
PROFESSIONAL DISPOSITIONS AND INCLUSIVE COMPETENCES

OF SCHOOL TEACHERS . . .. e e e e e 63
Koneva E.V., Kukubaeva A.K., Roschina G.O., Rusanova L.S.

FACTORS OF SELF-EFFICACY OF TEACHERS IN A CROSS-CULTURAL CONTEXT ...... 75
Roslyakova S.V., Sokolova N.A., Sivrikova N.V., Chernikova E.G.

TEACHERS' ATTITUDES TOWARDS INCLUSIVE EDUCATIONINSCHOOL .............. 87

Nurlygayanov I.N., Lazurenko S.B.
OPINION OF TEACHERS ON INCLUSIVE EDUCATION

N THE RUSSIAN FEDERATION . . ... e e e e e 99
Khitruk V.V.

ASSESSMENT OF PROFESSIONAL TEACHER TRAINING

IN THE CONTEXT OF INCLUSION IN BELARUS . ... ... .. . e, 110

Developmental Psychology (Age Psychology)

Almazova A.A., Lagutina A.V., Lyubimova M.M., Belyakina M.O.

AWARENESS OF THE LANGUAGE NORM BY SPEECH THERAPY

STUDENTS AS A FACTOR OF READINESS TO WORK IN AN INCLUSIVE

EDUCATIONAL ENVIRONMENT . ..o e e 123



MHKITIO3NBHOE OBPA30OBAHMUE:
AKTYAIIbHbIX ANCKYPC U NEPCIMNEKTUBbI PASBUTUA

Py6uyos B.B., AnexuHa C.B.
NHKMO3VIBHOE OBPA30OBAHWE: AKTYAJbHbIV OUCKYPC
N NMEPCHEKTUBbBI PASBUTUS . . ..o e e e e 4

danbkoBckas J1.I1.

O NMOCYOAPCTBEHHOM PEIYIMMPOBAHNW PA3BUTNA MHKITIO3VBHOIO
OBPA30BAHUSA 1 CO30AHNA CMELMATBHBIX YCNOBUW

ONsi OBYYEHUA OETEN C OrPAHUYEHHBIMUY BO3MOXXHOCTAMM

300POBbA B POCCUNCKOW OEOEPALIMM . ..o e e e 5

lNcuxonorus o6pasoBaHUs

Kocapeuykwnii C.I".
TPEHObI «MHKNKO3MBHOIO OEPA30OBAHNA» B COBPEMEHHOM MIUPE:
MEXXOYHAPOOHbLIE ONCKYCCUU N MEPCMNEKTUBbI ONA POCCUN . ............... 14

AnexuHa C.B., boicTpoBa I0.A., CamcoHoBa E.B., lLlemaHoB A.IO.
PEANN3ALUNA NPUHLUMMNA HENPEPLIBHOCTW B MHKJTKO3MBHOM
OBPABOBAHUM B POCCUIN . . . o e e e e 31

lonosuHa U.B., MNanytkoBa I'.A., MegsegeBa T.10., Pyé6yos B.B.,

BuxpucTtiok O.B., JleoHoBa O.U.

AKTYAJIbHbIE CTPATEMM HAYHYHO-METOOMYECKOIO COMPOBOXOEHNA
MEOAMOMMYECKNX PABOTHMKOB KAK MEXAHN3M ®OPMNPOBAHNA

EOVMHOIO OBPA3OBATEJIBHOIO MPOCTPAHCTBA ...t 49

Kantop B.3., [poekT 10.J1.
MPO®ECCUNOHAJBHBLIE ANCTNO3NLUN N NHKITKO3UBHbBIE
KOMMETEHLMW MEQAMOrOB OBLLEOBPA3OBATESbHBLIX OPTAHUSALIMA .. ..... ... 63

KoHeBa E.B., Kyky6aeBa A.X., PowuHa I".O., PycaHoBa J1.C.
OAKTOPbI CAMO3OOEKTUBHOCTU NEJAIOroB

B KPOCC-KYIIBTYPHOM KOHTEKCTE . . ... e e e 75
Pocnsikosa C.B., Cokonosa H.A., Cuspukosa H.B., YepHukoBa E.I".
OTHOLLEHWE MEJAMOroB K NHKJTKO3MBHOMY OBPASOBAHNIO B LLUKOJIE ....... .. 87

Hypnbirassos U.H., JlasypeHko C.b.
MPEAOCTABNEHWA NEOATOIrOB O PEANN3ALIMM NEOATOMMYECKOIO NMPOLIECCA

B YCITOBUAX NHKITHO3VBHOIO OEPA3OBAHNA OETEN C OB3 B POCCUW ... ... . ... 99
Xutprok B.B.

OLIEHKA MPO®ECCUOHAJIbHOW MEOAMOMMYECKOIN MOArOTOBKM

B KOHTEKCTE MPUHLUNMNA NHKITIO3UW B BEJTAPYCU .. ... 110

Mecunxonorus pa3euTus (Bo3pacTHas NcUxXosiorus)

Anma3soBa A.A., JlarytuHa A.B., Jio6umoBa M.M., BenskuHa M.O.

OCO3HAHVE A3bIKOBON HOPMbI CTYOEHTAMU-NIOrONEJAMMA

KAK ®AKTOP FOTOBHOCTU K PABOTE B MHK/TKO3VIBHOMN

OBPA3OBATEJIBHOWVI CPELE .. . ..o ettt e e e e e e e 123



Inclusive Education: Current Discourse and Prospects for Development

The development of inclusive education remains a very challenging task, despite the fact that
more than 10 years have passed since its legislative enshrinement. It is time to form a scientific
reflection of this stage, to identify further tasks of the inclusive processes. According to the official
documents, the state educational policy is focused on the changes in this area until 2030, what al-
lows us to follow this process. The scientific description of the Russian model of inclusive education
will be interesting for our foreign colleagues. They can compare it with the models of their countries.

The state policy on inclusive education is good, but its practical implementation is overcoming
systemic obstacles. These obstacles are the mindset of educators, a lack of competencies, and the
difficulties of normative and financial regulation. The main vector of state policy that frames the sys-
temic development process of inclusion is based on support for learners with disabilities. It generates
tension within the scientific and pedagogical community, which lasts for years and requires going
beyond the boundaries of the medical approach.

This special issue presents expert views on the problems, and opportunities for the development
of inclusive education in different scientific positions and interests. The authors discuss the contra-
dictions between global trends of inclusive education and the development of Russian education,
state policies, obstacles and resources for the realization of the principle of continuity of the inclusive
process at different levels of education, and goals and opportunities of inclusion in the education of
children with different developmental disorders. A special topic of this issue is the formation of the
future teachers with requiered professional competencies. The discourse of scientists from different
countries, who share their solutions on the preparation of a future teacher, brings the changes. An
important strategic role in the formation of a unified educational space belongs to professional edu-
cational communities; it is to identify professional deficits and the needs of professional development
teachers might face.

We hope that this issue will provide material for anylisis, and will become the subject of profes-
sional discussions and formation of new hypotheses in psychological and pedagogical studies of
education. We are sure that the goal of any education is inclusion.

V.V. Rubtsov,

PhD in Psychological Sciences, Professor,

Academician of the Russian Academy of Education, President,

Head of the International UNESCO Chair “Cultural-Historical Psychology of Childhood”,
Moscow State University of Psychology & Education (MSUPE);

President of the Federation of Educational Psychologists of Russia

S.V. Alekhina,

Associate Professor, PhD in Psychological Sciences,

Director of the Federal Center for the Development of Inclusive Education,

Moscow State University of Psychology and Education (MSUPE)
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On State Regulation of the Development
of Inclusive Education and the Creation
of Special Conditions for the Education
of Children with Disabilities

in the Russian Federation

Larisa P. Falkovskaya

Department of State Policy in the Sphere of Protection of Children’s Rights
of the Ministry of Education of the Russian Federation, Moscow, Russia
e-mail: Ipfpsi@mail.ru

The article summarizes the results of the implementation of measures to en-
sure the educational rights of students with disabilities and special education-
al needs. We present the results of the implementation of interdepartmental
comprehensive plans (for 2015, 2016—2017, 2018—2020) approved by the
Government of the Russian Federation. It was revealed that over 10 years,
more than 8 thousand kindergartens and more than 10 thousand schools
participated in the special events to create accessibility in educational or-
ganizations. It was a part of the state program “Accessible Environment.” In
accordance with the federal statistical observation form OO-1, in the 2023/24
academic year, psychological and pedagogical support for students with dis-
abilities in general educational organizations was provided by 32466 educa-
tional psychologists, 21703 speech therapists, 9530 special education teach-
ers, and 8888 tutors. show that there were 3123 educational psychologist
vacancies, 2378 speech therapist vacancies, 1740 special education teacher
vacancies, and 1389 tutor vacancies in 2023 in the constituent entities of
the Russian Federation. The article highlights th importance of the Complex
of measures for the modernization of defectological education in the Rus-
sian Federation through 2030 (dated February 7, 2024, No. SK-1/07vn), and
the all-Russian competition The Best Inclusive School in Russia. This article
reflects the results of scientific research conducted by the Institute of Correc-
tional Pedagogics, Moscow State University of Psychology and Education,
Moscow State Pedagogical University, Russian State Pedagogical University
named after A.l. Herzen. Based on the provisions of the Plan of the Main
Events held within the framework of the Decade of Childhood for the period
up to 2027, the main tool is a study of the subjective well-being of adoles-
cents, including those with disabilities and special needs. We emphasize the
high importance of the Interdepartmental Comprehensive Action Plan for the
Development of Inclusive General and Additional Education, Children’s Rec-
reation, and the Creation of Special Conditions for Students with Disabilities
and Limited Health Opportunities up to 2030. In this article we define the
directions of the Russian methodology of inclusive education as the main
basis for ensuring the rights and opportunities of any child.

Keywords: inclusive education; barrier-free environment; children with disabili-
ties; children’s rights; set of measures; teachers’ qualifications; methodology;
tools; educational policy; inclusive culture.
CC BY-NC
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O rocyaapcTBeHHOM perysmpoBaHUn pa3BUTUS
WHKJIO3MBHOIro 06pa3oBaHus U CO3aaHnA
crneumnanbHbIX YCIIOBUN ANA 06y4YeHUa aeTen

C orpaHu4eHHbIMU BO3MOXXHOCTSMM

3popoBba B Poccunckon depepauumn

danbkoBckas J1.I1.

[enaptameHT rocyfapCcTBeHHOM NONMUTUKK B cdepe 3allnTbl Npas geTewn
MwuHuncTepcTBa npocselleHns Poccuiickon ®epepaumu,

r. MockBa, Poccuinckan ®epepaums

e-mail: Ipfpsi@mail.ru

B ctatbe nogseaeHbl UTOrn peanuaauumn Mep no obecneyveHunto npas oby4yato-
wmxcs ¢ nieanuaHoctbio 1 OB3 Ha o6pa3oBaHue. MNpeacTaBneHsb! peaysbsra-
Thbl OCYLLIECTBMEHNS MEXBEAOMCTBEHHbIX KOMMIEKCHbIX MnaHoB (Ha 2015 rog,
2016—2017 rogbl, 2018—2020 rogbl), yTBEPXAEHHbIX [lpaBUTENbCTBOM
Poccuiickonn ®epepauun. BoiseneHo, 4to 3a 10 neT B MeponpusTum rocy-
OapCTBEHHOW nporpammsbl «oCTynHas cpefa» no Co34aHuio OAOCTYMHOCTU
B 06pas3oBaTesibHbIX OpraHn3auusx noy4acteoBasio 6onee 8 Tbica4 OETCKUX
cagoB n 6onee 10 Tbicay wkon. B cootBeTcTBUM € chopmown chegepanbHOro
ctatnctnyeckoro HabnogeHnsa (PCH) OO-1 B 2023/24 y4e6HOM rogy ncuxo-
noro-negarornyeckoe conpoeoxaeHve obyyarwmxcs ¢ OB3 B obLueobpa-
30BaTefbHbIX opraHu3daumax ocyllectenanu 32466 nenaroroB-rncMxosioros,
21703 yuutens-noronepa, 9530 yuutenen-gedekronoros, 8888 TbOTOPOB.
HaHnHble no cy6bektam Poccuiickon depepauun 3a 2023 rof nokasbisatoT
Hanuune BakaHTHbIX JomkHocTen — 3123 negarora-ncuxonora, 2378 y4ute-
nen-noronepnos, 1740 yuntenen-gedektonoros, 1389 TeioTopoB. OTMe4eHO
Ba)KHOe 3Ha4yeHne Komnnekca mep no MogepHu3aunn aedekTonornieckoro
obpasoBaHus Poccuiickon ®epepaumm Ha nepmopg fo 2030 roga (ot 7 deBpa-
ns 2024 r. Ne CK-1/07BH), NnpoBeaeHus Bcepoccninickoro koHkypea «Jlydias
VHKJTI03UBHas Lwkona Poccum». B paboTe oTpaxkeHbl UTOMM Hay4HbIX uUccre-
poBaHui, npoBefeHHbIX OIBHY «/IHCTUTYT KOPPEKUMOHHOW neparornku»,
OrbOY BO «MocKOBCKUA rocyqapCTBEHHbIA MCUXONOro-neaarormuyeckuin
yHuBepcuteT», DIBEOY BO «MOoCKOBCKMIN Nefarornyeckumii rocyfapCTBEeHHbIN
yHuBepcuteT», ®IFBOY BO «Poccuinckumin rocynapcTBEHHbIN Nefarornieckuia
yHuBepcuTeT nmenn A.W. Mepuena». Vicxoas na nonoxeHus NnaHa 0CHOBHbIX
MEepPONpUSATUI, MPOBOAUMbIX B pamMKax [ecAatnnetna geTcTea, Ha nepuog oo
2027 ropa, NpefyCMOTPEH rNaBHbI UHCTPYMEHT — MUCCriefoBaHne Cyobek-
TMBHOrO 651aronosy4ns NoApPOCTKOB, B TOM 4YMCie C UHBanugHocTbo n OB3.
[MogyepkHyTa BbICOKas 3HAYNMMOCTb MeEXBEAOMCTBEHHOIMO KOMIMNEKCHOrO
nnaHa MeponpuaTUA Mo PasBUTUIO MHKITIO3MBHOMO OOLLEro W [OMOMHUTENb-




Falkovskaya L.P. On State Regulation of the Development of Inclusive Education and the creation of Special
Conditions for the Education of Children with Disabilities in the Russian Federation
Psychological Science and Education. 2024. Vol. 29, no. 5

HOro o6pas3oBaHunsi, 4ETCKOro OTAbIXa, CO3OaHMI0 CreLmanbHbIX YCIOBUIA Ans
O6y“IaIOLL|,VIXCH C MHBANMAHOCTbIO, C OrpaHN4YeHHbIM1 BO3MOXXHOCTAMU 300P0-
Bbsl HA [ONrOCPOYHbIV nepuof ao 2030 roga. OnpefeneHbl HanpaBneHUs oT-
€4eCTBEHHOW METOA0MOMMM UHKITIO3MBHOIO 06pa30BaHns KAk OCHOBHOW 6a3bl
Onsa o6ecneyeHnst npas U BO3MOXHOCTEN MO60ro pebeHKa.

Knro4yeBble crnoBa: WHKO3MBHOE o6pal3oBaHue; «6e3bapbepHas» Cpena;
[ETU C OrpaHnyeHHbIMM BO3MOXHOCTSIMU 300POBbS U MHBANWAHOCTLIO; Npaea
pebeHKa; KOMMEKC Mep; KBanvdukauma nefaroros; METOAUKA; UHCTPYMEH-
Tapwii; o6pasoBaTenbHas NONUTUKA; MHKITIO3UBHAsA KynbTypa.

Ans uutatbl: Pasnbkosckasi J1.[1. O rocynapCTBEHHOM PErynmMpoBaHuM PasBUTUS UHKITIO3MBHOMO
06pasoBaHns 1 CO3AaHMsA creLmasbHbIX YCIIoBUA At 06yHeHns eTeln ¢ orpaHnYeHHbIMM BO3MOX-
HoCTAMM 3p0poBbs B Poccuiickont depepaumn [AnekTpoHHbIN pecypc] // Menxonornyeckas Hayka u
obpasoBaHue. 2024. Tom 29. Ne 5. C. 5—13. DOI: https://doi.org/10.17759/pse.2024290501

The development of inclusive education
is based on the right to education for every
child guaranteed by the Constitution and
legislation of the Russian Federation.

The opportunity to study near their
place of residence, the creation of special
conditions for children with disabilities in an
educational organization have become a
serious challenge for the education system
and the professional teaching community
as a whole. Since 2020, for the first time,
the number of schoolchildren with special
educational needs in inclusive classes ex-
ceeded the number of schoolchildren re-
ceiving education in separate educational
organizations; in the 2023/24 academic
year, 58.8% of schoolchildren with disabili-
ties received inclusive education.

Over the past decade, issues of devel-
oping inclusive education in the Russian
Federation have been the subject of sys-
temic changes and discussions in the pro-
fessional community. Since the entry into
force of the Federal Law “On Education in
the Russian Federation” at all levels of edu-
cation, the creation of special conditions for
the education of children with disabilities
has been provided with methodological,
substantive and organizational support for
the work both at the level of regional educa-
tion authorities and at the level of educa-
tional organizations.

In order to systematically implement
measures to ensure the rights of students
with disabilities to education, since 2015,
interdepartmental comprehensive plans
approved by the Government of the Rus-
sian Federation (for 2015, 2016—2017,
2018—2020) have been introduced.

Results of the implementation of those
plans:

— the number of educational institu-
tions with a “barrier-free” architectural
environment and conditions for the edu-
cation of students with disabilities (mate-
rial, technical, didactic, personnel) has in-
creased (up to 8,072 preschool educational
institutions out of 35,249 operating, up to
10,106 general education institutions out
of 44,425 operating, up to 548 additional
education institutions out of 11,030 operat-
ing); 146 basic vocational educational in-
stitutions and 46 resource educational and
methodological centers in the system of
secondary vocational education based on
vocational educational institutions, 21 re-
source and methodological educational
centers based on higher education institu-
tions have been created. Federal resource
centers: Federal Resource Center for the
Development of Inclusive education (based
at Moscow State University of Psychol-
ogy and Education), the Federal Resource
Center for the Development of a System of
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Comprehensive Support for Children with
Disabilities and Special Needs (based at
the Institute of Correctional Pedagogy), the
Federal Resource Center for the Organiza-
tion of Comprehensive Support for Children
with Autism Spectrum Disorders (based
at Moscow State University of Psychol-
ogy and Education); the Federal Resource
Center for the Development of a System
of Comprehensive Support for Children
with Visual Impairments (based at the Rus-
sian State Pedagogical University named
after A.l. Herzen);

— the Federal Center for the Devel-
opment of Inclusive General and Supple-
mentary Education, created on the basis
of Moscow State University of Psychology
and Education , provides expert, consulting
and methodological support for the devel-
opment of the inclusive education system;
a Hot-line on inclusive education issues
(8-800-600-40-44) has been launched, so
anyone can ask questions of interest;

— correctional assistance began to be
provided for babies (from 2 months), which
made it possible to increase the likelihood
of such children receiving education to-
gether with their peers with minimal psy-
chological and pedagogical support and to
reduce the disability threshold of society as
a whole;

— the number of students with disabili-
ties, receiving general education inclusively
increased (from 407.8 thousand students in
the 2018/19 academic year to 472.6 thou-
sand students in the 2020/21 academic
year — by 158%);

— the level and volume of educational
and methodological support for the educa-
tion of students with disabilities and special
educational needs has increased (as of
2021, 106 special textbooks were included
in the federal list of textbooks);

— the number of teaching staff working
with students with disabilities and special
educational needs has increased, and their
level of qualifications has also improved
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(from 118.3 thousand specialists in the
2018/19 academic year to 134.5 thou-
sand specialists in the 2020/21 academic
year — by 13.7%).

In order to unify the content and learn-
ing outcomes of students with disabilities
and special educational needs, federal
adapted educational programs have been
developed:

— preschool education for students
with disabilities, approved by order of the
Ministry of Education of Russia dated No-
vember 24, 2022 No. 1022;

— primary general education for stu-
dents with disabilities, approved by order of
the Ministry of Education of Russia dated
November 24, 2022 No. 1023;

— basic general education for students
with disabilities, approved by order of the
Ministry of Education of Russia dated No-
vember 24, 2022 No. 1025;

— students with mental retardation (in-
tellectual disabilities), approved by order of
the Ministry of Education of Russia dated
November 24, 2022 No. 1026.

At the same time, the Federal Educa-
tional Program of secondary general edu-
cation, approved by order of the Ministry of
Education of Russia dated May 18, 2023
No. 371, includes special requirements for
organizing the education of students with
hearing impairments, vision impairments,
musculoskeletal disorders, and autism
spectrum disorders.

The unified Federal Educational Pro-
grams, including adapted ones, intro-
duced throughout the Russian Federation
from September 1, 2023, form a unified
educational space and, importantly, unified
educational results for all students. These
programs take into account the special
educational needs of students and, at the
same time, retained the possibility of indi-
vidualizing children's educational routes.

there were More than 8 thousand kin-
dergartens and more than 10 thousand
schools participated in the state pro-
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gram Accessible Environment during last
10 years. The responsability to create con-
ditions for unimpeded access to education-
al facilities falls within the competence of
regional and local authorities, and starting
from July 1, 20186, it is inadmissible to build
and commission new educational infra-
structure facilities, or purchase any equip-
ment which don’t fit the requirements for
the accessibility for people with disabilities.

Since 2021, measures to create a “bar-
rier-free” environment in kindergartens and
schools are being implemented at the level
of the constituent entities of the Russian
Federation. The relevant measures should
be included in regional comprehensive ac-
tion plans for the development of inclusive
general and additional education, which are
approved in accordance with the federal in-
terdepartmental plan by Deputy Chairman
of the Government of the Russian Federa-
tion T.A. Golikova.

In order to develop personnel support
for the education of students with dis-
abilities and special educational needs, the
Minister of Education of the Russian Fed-
eration S.S. Kravtsov approved the Com-
plex of Measures for the Modernization of
Defectological Education in the Russian
Federation up to 2030 (dated February 7,
2024, No. SK-1/07vn) (hereinafter referred
to as the Complex of Measures).

Both educational institutions of higher
education subordinate to the Ministry of
Education of Russia (pedagogical univer-
sities) and institutions of higher education
subordinate to the Ministry of Science and
Higher Education of Russia and constituent
entities of the Russian Federation partici-
pate in the implementation of the Complex
of Measures.

In accordance with the Federal Tax Ser-
vice form OO-1 in the 2023/24 academic
year, psychological and pedagogical sup-
port for students with disabilities in general
education organizations was provided by
32,466 educational psychologists, 21,703

speech therapists, 9,530 teachers of de-
fectology, and 8,888 tutors.

At the same time, the constituent enti-
ties of the Russian Federation presented
data for 2023 on the availability of vacant
positions: 3,123 educational psychologists,
2,378 speech therapists, 1,740 special
education teachers, 1,389 tutors.

Regardless of the institution where a
child with disabilities receives his/her edu-
cation (in a special kindergarten or school
or in an inclusive setting), he or she needs
qualified support from specialists who know
and can practically apply methods of work-
ing with such children. And if children of
one group of students with disabilities tra-
ditionally study in special schools, then it is
important for teachers of inclusive schools
to have competencies in working with chil-
dren of different groups.

Today we pay special attention to im-
proving the qualifications of teachers. Last
year, more than 75 thousand teaching and
administrative workers were trained at ad-
vanced training courses and various train-
ing events on the organization of education
and comprehensive support for students
with disabilities.

We also need to increase the number
of specialized professionals for psychologi-
cal and pedagogical support in educational
organizations, —among them special edu-
cation teachers. According to data from the
constituent entities of the Russian Federa-
tion ( 10 thousand specialists are required.
The professional standard Teacher-defec-
tologist, which came into force on Sep-
tember 1, 2023), in addition to traditional
competencies for working with children
with hearing and vision impairments, men-
tal retardation (intellectual disabilities), also
includes functions for working with young
children, with musculoskeletal disorders,
with autism spectrum disorders, severe
multiple developmental disabilities. This
professional standard provides for the op-
portunity to work as a teacher-defectologist
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(speech therapist) for both specialists with
higher specialized education and special-
ists with higher education within more gen-
eral areas like Education and Pedagogical
Sciences, Psychological Sciences with
a professional retraining program. This
should contribute to an increase in the
number of teachers-defectologists in edu-
cational organizations. Universities, in turn,
are developing and testing new formats for
organizing the practical training of future
specialists in the field of defectology. And
this is one of the priorities of the work —
not only from the point of view of high-
quality university training, but also from the
point of view of increasing the motivation
of graduates to remain in the profession.
Therefore, it is necessary to change the
very approach to career guidance and to
the training of future defectologists.

In order to get more specialized educa-
tors, better psychological and pedagogical
support for students with disabilities, the
Minister of Education of the Russian Fed-
eration S.S. Kravtsov on February 7, 2024,
as already indicated above, approved the
Complex of Measures; its implementation
has started in 2024.

The Complex of Measures includes:

— analytical activities that provide for
monitoring of the current staffing, the for-
mation of regional-level personnel regis-
ters of special education teachers, speech
therapists, and special psychologists; an
analysis of the research base of scientific
organizations, and the formation of regis-
ters of the main professional programs in
the field of training Special (Defectologi-
cal) Education and programs of additional
professional education (retraining), and
improving of the professional competen-
cies of special education teachers, speech
therapists, and special psychologists;

— activities to ensure unified approach-
es to the training/advanced training of spe-
cial education teachers (development of
one software and methodological support
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for the training and retraining of special
education teachers taking into account the
requirements of the professional standard
Defectologist Teacher, advanced training
for the educatorsers who will train special
education teachers);

— career guidance events for students
of 9—11 grades of general education orga-
nizations to get acquainted with the profes-
sion of a special education teacher;

— events to attract young specialists
in the field of correctional pedagogy and
special psychology to scientific and scien-
tific-pedagogical activities (like contests of
scientific and practical projects).

In order to identify the best practices in
inclusive education, as well as to increase
the activity of educational organizations in
the development and implementation of in-
clusive education practices in the Russian
Federation, there is the All-Russian contest
“Best Inclusive School of Russia” (herein-
after referred to as the Contest) which is
held annually. In 2024, it was the Xl edi-
tion of the ContestWinners were selected
in the following nominations: Best Inclusive
Kindergarten; Best Inclusive School; Best
Resource Organization for the Develop-
ment of Inclusive General Education; Best
Inclusive Organization for Children's Rec-
reation and Health Improvement. In 2023,
the organizers edited the Contest Almanac,
which included the best practices of the last
editions’ winners. Along with the develop-
ment of inclusive education in the Russian
Federation, much attention is paid today to
supporting individual (correctional) schools.
Thus, within the framework of the national
project Education, since 2019, the material
and technical base of individual (correction-
al) schools has been updated; 776 schools
have already taken part in the project dur-
ing last 5 years. Within the framework of
the project, schools do not just purchase
equipment for the implementation of the
subject Technology, — the approaches to
teaching children in correctional schools
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are changing, new modern and in-demand
profiles of labor training are opening, cor-
rectional schools are becoming resource
centers for organizing inclusive educa-
tion. Another important aspect of organiz-
ing the educational process for children
with special educational needs are special
textbooks. Not all students with disabilities
require special textbooks, but, for example,
for children with visual impairments, it is im-
possible to build a high-quality educational
process without special textbooks. Taking
into account changes in the legislation in
the field of education, according to which
the organization of work on the prepara-
tion, examination, testing and publication
of textbooks is carried out by the Ministry
of Education of the Russian Federation,
since 2021 the subordinate Institute of Cor-
rectional Pedagogics has been developing
and including previously unpublished spe-
cial textbooks in the Federal List of Text-
books, for example, Computer Science for
Bblind Students, Fine Arts (Typhlograph-
ics) for blind students.

A key component in providing special
conditions for obtaining education for stu-
dents with disabilities, with limited health
capabilities is a financial support for the
implementation of adapted educational
programs.

By order of the Ministry of Education of
the Russian Federation, an approximate
methodology (and toolkit) for determining
costs of state (municipal) services for the
implementation of adapted basic educa-
tional programs has been developed and
sent to the constituent entities of the Rus-
sian Federation, which allows the full imple-
mentation of educational programs, includ-
ing their correctional and developmental
parts. Currently, there has been caaried out
themonitoring of the application of the ma-
terials in the regional budgets for 2024 and
the planning period of 2025, 2026. By or-
der of the Ministry of Education of Russia in
2017—2024, organizations subordinate to

the Ministry conducted scientific research
in order to scientifically support the devel-
opment of the inclusive education,

Institute of Correctional Pedagogy has
conducted research aimed at:

— studying the clinical, psychological
and pedagogical characteristics of modern
children with disabilities;

— studying the factors and conditions
that affect the health of students with dis-
abilities in certain general education orga-
nizations (correctional schools), analyzing
the academic workload and organizing
health-preserving activities in these orga-
nizations;

— studying the impact of computer
technologies and e-learning on the health
and quality of education of students with
disabilities;

— studying modern approaches to
identifying the special educational needs of
students with disabilities;

— studying the problems of socializa-
tion and development of life competencies
of students with disabilities;

— designing models of early correc-
tional assistance;

— studying the specifics of digitaliza-
tion of special and inclusive education,
including the development of special re-
quirements for organizing the inclusion of
students with disabilities in the educational
and rehabilitation process in the context of
a digital educational environment;

— development of a system of continu-
ous education of specialists in the field of
special psychology and correctional peda-
gogy, including the reconstruction of the
system of additional professional education
of these specialists.

Moscow State University of Psychology
and Education conducted research aimed
at:

— studying the mechanisms of devel-
opment of an inclusive educational environ-
ment in the system of general and voca-
tional education;
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— substantiation and development of a
program for training a tutor to support stu-
dents with disabilities in accordance with
the professional standard Specialist in the
Field of Education;

— research of the inclusive educational
environment of preschool, general and sec-
ondary vocational education organizations
in the constituent entities of the Russian
Federation;

— study of the provision of psychologi-
cal support to students in an inclusive edu-
cational environment of general education
organizations.

Moscow State Pedagogical University
conducted research aimed at:

— studying the basics of the system of
education of children with disabilities;

— substantiation and development of
new specialized training programs in Spe-
cial (Defectological) Education.

Russian State Pedagogical University
named after A.l. Herzen conducted studies
aimed at:

— improving and assessing the profes-
sional competencies of teachers of inclu-
sive educational organizations;

— developing diagnostic and method-
ological support for correctional and devel-
opmental activities for children with visual
impairments.

In accordance with paragraph 128 of
the Plan of the main events carried out
within the framework of the Decade of
Childhood for the period up to 2027, ap-
proved by the Order of the Government of
the Russian Federation dated January 23,
2021 No. 122-r, has been provided a study
of the subjective well-being of adolescents,
including those with disabilities.

A study made in 2023 showed that stu-
dents with disabilities compared to their
peers are significantly less satisfied with
their health, achievements in all areas of life
important to them, with communication with
loved ones and relatives. At the same time,
students with disabilities who are educated

12

in inclusive schools (classes) are more
satisfied with their future life prospects and
transparency than their peers from sepa-
rate classes/correctional schools. At the
same time, students with disabilities who
are educated in separate schools (classes)
have a higher level of subjective well-being
than their peers who are educated in an in-
clusive format.

Understanding the high importance of
the development of inclusive education in
general, including relying on feedback from
public associations of parents represent-
ing the interests of children with disabili-
ties, specialized non-profit organizations,
the main strategic document defining the
development of inclusive education in the
country is the Interdepartmental Compre-
hensive Action Plan for the Development of
Inclusive General and Additional Education,
Children's Recreation, Creation of Special
Conditions for Students with Disabilities,
with Limited Health Opportunities for the
Long-Term Period up to 2030, approved by
Deputy Prime Minister of the Russian Fed-
eration T.A. Golikova in 2021.,It provides
the improvement of regional regulatory, le-
gal and methodological support for educa-
tion of children with disabilities, conducting
scientific research on the modern popula-
tion of children — students with disabilities
and special needs, their families, offering
them psychological and pedagogical assis-
tance; introduction of new organizational
and managerial decisions in the field of
education of students with disabilities and
special needs; educational, methodologi-
cal and didactic support; development of
educational infrastructure for students with
disabilities and special educational needs;
development of a system of psychological
and pedagogical support and information
space for the education of students with
disabilities and special educational needs;
activities to develop personnel provision for
the education of students with disabilities
and special educational needs, to improve
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the quality of education for special catego-
ries of children. Systemic changes are tak-
ing place in the country in educational pol-
icy and practice, and an inclusive culture
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B cTtatbe paccmartpuBaloTca TpeHAbl PasBUTUS KOHLEMNTa «UHKIIIO3UBHOE
obpa3oBaHue» B JOKYMEHTaxX MexXAyHapoaHbIX opraHm3auuii, AMCKyccum B
aKafeMmyeckmx nyomkaumsx B OTHOLLEHUM AaHHOMO KOHLENTa, ero 3BOJIto-
uun 1 nmnnemenTaumm. O6cyXaatTcs NepenekTBbLI peanu3aumm BbleneH-
HbIX TPEHLOB B POCCUMICKOM 06pa3oBaHUM B akTyanbHOM COLManbHO-MoMM-
TUYECKOM KOHTEKCcTe Poccum 1 ¢ y4eToM OUCKYPCOB KOHTEKCTyanu3auum u
[LEeKONOHN3aLMN KOHLIENTa HKMH3NBHOMO 06pa3oBaHusi. BckpbiBatoTcst Npo-
TMBOPEYMst Mexay rnobasibHbIMU TPeHAaMM UHKITIO3UBHOrO 06pa3oBaHns u
cuTyaumen pasBuTUS POCCUMINCKOro obpasoBaHus 1 rocypapcrea. Mpeana-
ratoTcsi MHTEpPNpeTaLUmMmn poCccuCKoro Kerca pasBuTus MHKNIO3MBHOMO o6pa-
30BaHuA Kak npumepa BHeApPeHUs rno6anbHOro KoHLenTa, NpoaBMraeMoro
MeXAyHapoaHbIMM OpraHM3aumsamMmn B creunguruyeckmnx CoOLNOKYLTYPHbIX U
VNHCTUTYLMOHASbHbIX YCNOBUSAX.

Knro4yeBble crioBa: VHKNIO3UBHOE o6pa3OBaHme; ocobble o6paaoBaTeanble

NOTPE6GHOCTM; Pas3nuyns; MexayHapoaHble opraHm3aumm.
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Introduction

The year 2024 marks the 30th anniver-
sary of the adoption of the Salamanca Dec-
laration on Principles, Policy, and Practice in
Special Needs Education, which established
the global significance of inclusive education
[82]. Russia joined the Salamanca process
by signing the Convention on the Rights of
Persons with Disabilities in 2012, a succes-
sor to the Declaration [84], and continues to
implement policies to uphold its core prin-

ciples. This process has been accompanied
by ongoing analysis and discussion. Most
researchers agree that substantial progress
has been made both legislatively and prac-
tically; however, the process is incomplete
and does not always proceed smoothly [1;
48; 51; 57].

It is noteworthy that the assessment and
debate on inclusive education have primarily
centered on basic international approaches,
which is justified, given that inclusive educa-
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tion represents one of the most significant
post-Soviet educational reforms, rooted in the
adoption of foreign concepts.

However, in our view, the evolution of
the inclusive education concept and current
international discussions regarding its imple-
mentation are not fully considered [16; 17;
18; 19; 33; 62; 67]. On the other hand, any
discourse on the implementation of inclusive
education must necessarily reflect the signifi-
cant changes in the Russian context—both in
terms of educational policy and broader so-
cietal developments. As Anastasia Liasidou
notes, “Change possibilities can be feasible
only when we are aware of the context and
time-specific  ‘discursive contours’ within
which policy agendas are conceived and
implemented” [59, p. 238]. We find successful
examples of such contextualized approaches
in Russian studies on the earlier stages of in-
clusion policy implementation [1; 51; 53].

In this article, we aim to address some of
these gaps. First, we will outline the trends in
the evolution of the inclusive education con-
cept, as reflected in documents from interna-
tional organizations. Next, we will explore the
academic discussions surrounding inclusive
education and its evolving trends. Finally, we
will examine the prospects for implementing
these trends within the current socio-political
context of Russia.

We hope that this publication will pro-
vide valuable insights for Russian research
on inclusive education and contribute to the
ongoing dialogue regarding its further devel-
opment. Moreover, our conclusions may also
hold significance for the broader international
discussion on the implementation of inclusive
education across various socio-cultural and
institutional contexts.

Trends in the development of the
concept of inclusive education

Let us begin by examining the trends in
the global development of the concept of
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inclusive education in recent years. Initially,
the concept of inclusive education was pri-
marily focused on promoting the inclusion
of students with special needs, particularly
those with disabilities or psychological de-
velopmental challenges. However, over
time, it has expanded to encompass other
student groups. These include differences
related to race, ethnicity, gender, sexual
orientation, language, culture, religion,
mental and physical abilities, social class,
and immigration status, all of which can
create risks of exclusion, discrimination,
marginalization, limited access to educa-
tion, and barriers to achieving high educa-
tional outcomes. The concept of “diversity”
now occupies a central place in the policy
documents of leading international organi-
zations, such as UNESCO and OECD, and
is actively promoted by these bodies [25;
70; 79].

Accordingly, inclusive education now aims
to create conditions where these differences
do not serve as obstacles to receiving a qual-
ity education. In recent years, a significant
trend has been the merging of the concepts
of “inclusion” and “equity,” emphasizing that
all students should have the opportunity to
achieve their best, irrespective of the circum-
stances of their birth [70].

A current focus is on the multiple inter-
sections between these differences, which
create unique needs for students. This in-
tersectionality approach highlights the inter-
dependence of various aspects of an indi-
vidual’s identity, stressing the importance of
addressing diversity, equality, and inclusion
in education systems comprehensively. This
approach aims to ensure complementarity
and prevent inconsistencies in educational
goals [70; 85]. For example, migrant status,
often implicitly linked to ethnic minority sta-
tus, is frequently associated with lower socio-
economic status. However, when combined
with gender, it can lead to different risks and
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opportunities for school well-being, depend-
ing on the context [20].

The discourse of diversity, as promoted
by international organizations, aims to enact
significant changes in education systems,
particularly in terms of staffing for inclusive
education. It emphasizes the importance of
not only attracting qualified personnel but also
promoting teacher diversity by hiring teachers
with disabilities, teachers with migration ex-
perience, and teachers from indigenous com-
munities for inclusive classrooms and schools
[24]. Significant changes are also expected in
the content of education, especially regarding
the traditions and knowledge of indigenous
peoples [27]. In this regard, the discourse of
inclusion and diversity is increasingly inte-
grated with the discourse of decolonization
[31; 35].

Inclusion, within this framework, is in-
creasingly recognized as a principle that not
only acknowledges differences but also sup-
ports and welcomes diversity among all stu-
dents. Individual differences are viewed not
as issues to be resolved but as opportunities
to enrich the educational environment for ev-
eryone [17].

In recent years, as the range of differ-
ences requiring consideration in inclusive
education has expanded—along with their
intersections—the idea has emerged that
inclusive education should not be confined
to specific categories of students. Instead, it
should be designed for all students, consider-
ing the unique identities and needs of each
child. The aim is to ensure high standards of
educational quality and the well-being of all
students [16; 24; 76]. Achieving this requires
schools to do more than just offer joint edu-
cation for all children, which was the original
focus of early inclusive education declara-
tions. Schools must transform all aspects of
their operations to meet the individual needs
of each student and foster the realization of
their full potential [52; 70].

In this context, the concept of an “inclu-
sive school” has been further developed and
enriched with the idea of a “friendly school”
(or “Child-Friendly School”). This model, pro-
moted by international organizations over
the past decade, is one that recognizes and
encourages the fulfillment of children’s funda-
mental rights. It actively responds to diversity,
creates safe conditions for its expression,
identifies excluded children to integrate them
into the educational process, and works in the
best interests of the child, helping to realize
their potential [15; 37; 40; 80].

This trend places greater emphasis on
individual values, such as identity, culture,
talent, abilities, interests, and needs [75]. Fur-
thermore, the concept of inclusive education
is increasingly integrated with the notion of
personality-oriented, personalized education,
which has been widely promoted in the policy
documents of these same international orga-
nizations and aligns with their visions for the
future of education [54; 74].

Controversial issues in the theory,
policy and practice of educational
inclusion

The evolution of the concept of inclusive
education toward “broadening and deepen-
ing” may appear straightforward. However,
this is far from the case. In fact, we are wit-
nessing a growing body of critical literature,
not only questioning the progress made in
implementing inclusive education models but
also challenging their foundational principles
[29; 50; 54]. It is noted that, after a decade
of implementing inclusive education policies,
there is a sense that a broad consensus on
key positions has been reached. Yet, in prac-
tice, achieving this consensus remains elu-
sive, and there is more ambiguity than clarity
[16; 39].

Despite the signing of numerous inter-
national agreements and conventions by
countries, and the declared commitment to
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the principles of inclusion, the practical imple-
mentation of these goals has proven to be
much more complex. Many approaches to
inclusive pedagogy are viewed as politically
or idealistically driven, overly utopian, and
detached from practical realities—especially
in secondary education. As a result, they
require reevaluation and refinement [18; 54;
67]. Although definitions of inclusive educa-
tion are outlined in international documents
and embedded in the legislation of various
countries, significant differences in these con-
cepts, as well as in the associated rights and
mechanisms for their enforcement, persist
[17; 24; 56; 67; 70]. It is acknowledged that
most countries and education systems have
developed their own definitions of inclusion,
reflecting their unique histories, priorities, and
educational objectives [25].

Even more varied are the interpretations
of “special educational needs” and specific
groups or conditions in national regulations,
policies, and academic publications. Some
countries provide detailed categorizations,
while others avoid classification to prevent
stigmatization [24; 70]. Assigning the formal
status of a “student with special educational
needs” has advantages, such as enabling
targeted resource allocation and specialized
support, including individual learning plans
and adapted curricula. However, this status
can also lead to labeling, which may lower
expectations, reduce academic performance
and self-esteem, and hinder peer relationships
[56; 67]. Meanwhile, the effort to address in-
dividual differences without stigmatization,
marginalization, or privilege raises concerns
about its practicality [54]. While recognizing
differences is often associated with the risk
of stigmatization, failing to acknowledge them
can result in missed opportunities [68]. Thus,
finding a balance between recognizing differ-
ences and avoiding stigmatization, as well as
determining an optimal level of differentiation
that does not lead to isolation, is crucial.
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Globally, no single model for educating
children with special needs has emerged.
Instead, we observe a combination of seg-
regation, integration, and inclusive elements.
In some countries, education within general
schools with adapted conditions is the norm,
while in others, a significant proportion of spe-
cialized institutions still exists. Additionally,
some schools have both general education
classes and specialized classes for students
with special needs. These specialized classes
do not appear marginalized, and discussions
continue regarding their role and limitations
within the inclusive education framework [42;
63].

There is also no consensus regarding the
impact of inclusive education on academic
achievement, social-emotional development,
socialization, and employment outcomes for
individuals with special needs. Some studies
and reviews present evidence of the com-
parative advantages of inclusive classrooms
[24; 26; 44; 49]. These benefits are seen for
both students with and without special educa-
tional needs in inclusive schools [72], which
is significant given that a common argument
against inclusion is the fear of negative ef-
fects on the academic performance of stu-
dents without special needs [64].

However, other studies reveal no sub-
stantial positive or negative effects of inclu-
sion on academic achievement or overall
psychosocial adjustment [30]. The outcomes
vary depending on the type of special needs,
the specific characteristics of inclusive edu-
cation, and the socioeconomic composition of
the classrooms where students with special
needs are integrated [72; 55; 34; 60; 73].

It is argued that both positive and negative
effects must be understood within the com-
plex interplay of individual, class, and school-
level factors, alongside varying interpreta-
tions of what constitutes inclusive education
and specific types of outcomes. As Norwich
suggests, the nuanced political and practical
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issues within inclusive education highlight the
need to avoid simplistic, generalized conclu-
sions. Instead, there is a demand for more
detailed research on inclusive education [69],
a particularly relevant need for the Russian
Federation, where evidence-based approach-
es to inclusive education are still in their early
stages [11].

The intensification of discussions sur-
rounding inclusive education and the rise
of critical perspectives are, in our opinion,
not merely situational. Rather, they reflect a
broader crisis in several global political con-
structs that have shaped educational policy
since the late 20th and early 21st centuries,
with inclusive education being one of the
most prominent examples. Initially, inclusive
education was closely associated with human
rights. Education, as one of the fundamental
human rights, was seen as a means to com-
bat discrimination and isolation [15; 38; 41],
with the ultimate aim of integrating children
with special needs into society as active citi-
zens, fully and equally participating in social
and political processes and realizing their
own life goals. This position was first articu-
lated at the international level in the UNESCO
Convention against Discrimination in Educa-
tion, the Salamanca Declaration, and the UN
Convention on the Rights of Persons with Dis-
abilities, which consolidated this understand-
ing and established corresponding universal
requirements for national policies [82; 84].

Inclusive education soon became a strik-
ing example of the “global agenda” shaped
and promoted by international organizations
in the late 20th and early 21st centuries,
as educational policies expanded beyond
national boundaries. The mechanisms
through which global institutions influence
national policies and reforms in education
vary widely, with their impact depending on
local contexts [21; 66; 71]. While the imple-
mentation of international agreements by
individual countries remains voluntary, many

nations have found themselves with specific
obligations—more to the global community
than to their own citizens—and their adher-
ence is monitored. It has been argued that in
this way, global inclusive education is being
imposed on countries without considering
the unique historical, political, educational,
and cultural factors of each nation [61]. This
process is often seen as one-sided, with de-
veloped countries of the Global North impos-
ing their models on the Global South, and is
regarded as a version of “knowledge coloni-
zation” [19], a top-down transfer of “northern
concepts” [86, p. 163].

In Russia, the direct activities of interna-
tional organizations in promoting inclusive
education have been less pronounced com-
pared to regions such as Transcaucasia [65]
and Central Asia. Nevertheless, like most
countries, Russia has been influenced by
international organizations and the relevant
agreements over the past few decades.

The adoption of international laws comes
with a set of values that are not always readily
accepted within the social and organizational
cultures of post-socialist societies. This often
leads to a formal, rather than genuine, imple-
mentation of the laws that have been ratified.
In some cases, excessive radicalism in reform
efforts can occur, as seen in the Czech Re-
public, where the maximalist interpretations
of international recommendations led to the
notion that support for students in need of
special education in regular schools neces-
sitated the complete elimination of the special
education system [75].

Even publications from leading authorities
in the Global North now acknowledge the limi-
tations of universal solutions and emphasize
the importance of understanding contextual
factors, including attitudes, beliefs, social re-
lations, and the cultural, demographic, and
economic characteristics of the territories
where educational inclusion is being imple-
mented [17].
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It is also recognized that much of the re-
search on children with special educational
needs and inclusive education has focused
on highly developed countries. This limits the
ability to generalize findings and underscores
the need to expand research to include differ-
ent contexts [33; 47; 62].

Finally, there are attempts to move beyond
the clear “genetic link” between inclusive edu-
cation and human rights. A large-scale study
of educational reforms in 215 countries from
1970 to 2018 found increasing attention to in-
clusion; however, reforms explicitly framed in
the language of “rights” have been decreas-
ing [23].

Russian context

When comparing the development of the
inclusive education system in modern Rus-
sia with global trends, it becomes apparent
that the situation is more complex than some
critics suggest, particularly those focusing
on its incompleteness and the unresolved
legacy of the Soviet model of segregation
and discrimination as primary causes [48;
81]. Many features of Russia’s current
state of affairs reflect problems that are not
unique to the Soviet or Socialist space but
are shared by countries in Europe, Asia,
and Latin America. These issues include
contradictions in legislation, the attitudes
and competencies of teachers and parents,
financing programs and methodological
support for practices, monitoring and statis-
tics, and the balance between segregation,
integration, and inclusive components. Fur-
thermore, a general tension exists between
the idealism of the global concept of inclu-
sion and the realities faced by educational
systems and society.

On one hand, the legacy of the Soviet
system undeniably persists and continues
to influence inclusive education, but it is far
from being solely restricted to mechanisms
of segregation, and these mechanisms differ
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depending on the specific contexts of indi-
vidual countries.

On the other hand, many of the challenges
in implementing the global concept of inclu-
sive education in Russia are not due to inher-
ent flaws in the concept itself but stem from
the nature of reforms during the transitional
period. The policy on inclusive education has
exhibited characteristics typical of educa-
tional and broader social reforms in Russia:
top-down implementation, with little regard for
coordinating the interests of different groups,
particularly beneficiaries; a declaration of
guarantees, rights, and opportunities without
reliable mechanisms for enforcement; and a
rushed push for implementation and oversight
without sufficiently developing the necessary
details [43]. The education budget is limited,
and cost optimization policies often occur at
the expense of the social sector. Regarding
inclusive education, the inability of countries
to provide a comprehensive foundation for
implementation (resources, personnel, equip-
ment) is considered a significant limitation of
the concept, often cited as a reason to delay
or even avoid fulfilling the rights of children
with special needs [7; 65]. The discourse of
“inclusion for all” is contrasted with “inclusion
for some,” which focuses on delivering the
highest possible quality of education to chil-
dren with special needs in specialized envi-
ronments [58].

If we are to responsibly discuss the future
of inclusive education in Russia within the
global agenda, the situation becomes even
more complicated. As we have indicated, the
concept of inclusive education emerged not
merely as an educational (pedagogical) con-
cept, but as a political one—an element of the
human rights discourse of the 20th and early
21st centuries, aimed at combating discrimi-
nation. Like any political concept, inclusion
touches upon values, ideals, interests, and
questions of power and resource distribution,
inevitably creating tension [22; 58].
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When examining the history and future
prospects for the development of inclusive
education in Russia, these factors cannot be
overlooked. Attempting to alleviate this ten-
sion through purely technocratic solutions is
unlikely to succeed. In fact, such solutions
can be blocked or fail to achieve the desired
outcome without a clear understanding of the
interactions among key actors and the broad-
er context. This is particularly crucial given
the historical changes unfolding in Russia and
their impact on education. These changes go
beyond the declared sovereignty of educa-
tional policy or the evolving relationships with
international organizations advocating for an
inclusive agenda.

The principles of prioritizing human and
children’s rights, considering minority inter-
ests, valuing differences and diversity, and
promoting variability and individualization
in education — core to the concept of inclu-
sion — were novel in the context of Soviet
ideology and became central in post-Soviet
educational policy. While these ideas led
to the development of several innovative
pedagogical concepts (such as “pedagogy
of cooperation,” “pedagogy of support” by
O. Gazman, and “personally-oriented learn-
ing” by I. Yakimanskaya), and practices (e.g.,
“School of Self-Determination” by A. Tubel-
sky), they were not widely adopted by main-
stream schools or pedagogical theory, and
ultimately did not become embedded in the
broader pedagogical culture.

Today, there is a growing critical attitude
in society toward these values, whether ex-
plicitly or implicitly supported at the official
level [11]. Notably, the issue of minority inter-
ests, the importance of their “voice,” and the
protection of their rights is not prioritized; in
fact, it is somewhat marginalized. Similarly,
the discourse surrounding unique group and
individual identities and differences is not
supported in official narratives but is instead
tabooed.

In this context, it is unsurprising that Rus-
sia continues to employ the original “narrow”
definition of inclusion, which primarily focuses
on children with disabilities and limited health
capabilities. This definition is likely to remain
dominant in the foreseeable future. An ex-
panded definition of inclusion, which would
consider other student groups with diverse
characteristics and needs shaped by their
social and cultural environments, is neither
present in Russian legislation nor reflected
in the tools used to assess inclusive environ-
ments, the criteria for identifying best prac-
tices in general inclusive education, or in new
initiatives and memoranda [2; 10; 14].

For example, with regard to children from
migrant backgrounds, the requirements are
framed within an assimilation model rather
than an inclusive one [4]. Although children
from indigenous peoples and ethnic minori-
ties have retained important rights related to
language instruction and cultural recognition
in national regions, their actual conditions,
quality of education, and well-being are rarely
addressed in official agendas or expert dis-
cussions. The concept of “multiculturalism”
[8] has not been adopted in Russian educa-
tion, and domestic versions of multicultural
education continue to follow assimilationist
narratives based on a homogenized vision of
Russian identity [5].

Socio-economic status is also not re-
garded as a risk factor for poor educational
outcomes, nor is it considered a basis for tar-
geted support measures [6]. The methodol-
ogy of intersectionality — especially consider-
ing the “feminist background” of the concept
[28] — is unlikely to gain traction in the Rus-
sian context. In today’s Russia, the notion of
separating from society to nurture group and
especially individual “identities” is viewed as
a “black sheep.” As a result, the policy of ho-
mogenization is likely to persist and intensify.

The prospects for consolidating the cur-
rent interpretation of inclusion in Russian
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education, defined as creating conditions to
realize each student’s potential by focusing
on individual characteristics and needs, ap-
pear dim. The topic of individualization or
personalization of education — adapting the
learning environment and teaching methods
to the interests and abilities of each child —
appears increasingly rare in state educational
policy documents. Moreover, this direction is
not supported organizationally, scientifically,
or methodologically. The movement toward
a more humanized educational process, one
that fosters a friendly and comfortable envi-
ronment for students, is interpreted as pan-
dering to a consumerist view of education
and is associated with the “market-service
approach” to education [3].

In the global discourse on inclusive educa-
tion, the “voices” of parents, their rights, and
their choices are significant [9]. Over the past
decade, Russia has gradually developed a
culture that supports the participation of pub-
lic organizations of parents of children with
disabilities and special educational needs
in shaping policy, presenting their views,
and contributing to government decisions.
However, the privileged status of the “voice
of parents” and “voice of children” over the
“voice of teachers” is causing growing tension
within the teaching community. This dynamic
is linked to the discourse of “education as a
service,” and the government has recently
shown concern about maintaining balance,
introducing initiatives to protect teachers’
rights [12].

Conclusion

The analysis reveals significant contradic-
tions between global trends in educational in-
clusion and the current state of development
in Russian education, as well as broader so-
cietal and state dynamics. There is reason to
believe that Russian education will not move
toward adopting the expanded concept of in-
clusive education in the near future. Instead,
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the model of educational inclusion will likely
continue to focus exclusively on children with
special needs, combining elements of inclu-
sion, integration, and segregation.

The movement toward fostering an in-
clusive culture and creating a welcoming
environment within educational institutions
will remain secondary to the focus on special-
ization and enhancing the quality of support
for children with special educational needs in
regular schools. This will occur without sub-
stantial changes to the values or daily prac-
tices of schools and teachers.

The cultural and political foundations of
the global concept of inclusive education —
values such as “human rights,” “civil society,”
“children’s rights,” “diversity,” and “individu-
alization” — were uncritically borrowed and
insufficiently integrated into Russian educa-
tional policy. These will likely be replaced by
traditional values of state paternalism, priori-
tizing public interests over individual ones and
emphasizing support for families and children.
This shift has become increasingly relevant in
light of both external and internal challenges.

A promising topic for further discussion
is whether the Russian situation should be
interpreted as an example of unfinished edu-
cational reform in Russia (and more broadly,
in post-socialist countries) or as a case of the
ongoing contextualization and decoloniza-
tion of inclusive education worldwide. This
approach suggests a search for new foun-
dations for inclusive education beyond the
framework of “human rights.”

At the same time, perhaps even more
important for future research and discussion
is the question of how these processes af-
fect the primary beneficiaries — children with
special needs. It remains to be seen whether,
in the evolving framework of inclusive educa-
tion, these children will continue to be priori-
tized or if their needs will be overlooked in the
rush for reform, risking the proverbial “throw-
ing the baby out with the bathwater.”
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MpencTaBneHHble B cTaTbe MaTepumasibl NOCBsLLEHbI Mpo6iieMe o6ecrneqeHuns
HeMnpepbIBHOCTU MHKJIIO3MBHOIO npoliecca B 06LeM U npodeccroHanbHOM
obpasoBaHun Poccuu. Llenb ctatbm — onucatb ypoBeHb 06ecneYveHns He-
NPEPLIBHOCTA MHKJTIO3MBHOIO npoliecca B o6LieM U npodeccroHanbHOM
obpasoBaHun Poccmmn yepes KOMMNEKC nokasaTenewn, BbISBNSAIOLLMX CMOCO6-
HOCTb CUCTEMbI YOOBNETBOPSATL NOTPEOHOCTL YeSloBeka B peannsauum nHam-
BMAYyanbHOro 06pa3oBaTeflbHOro MapLupyTa ¢ y4eToM ero MHAMBMAYyasibHbIX
BO3MOXHOCTel. iccnegoBaHune 6b1510 NpoBegeHo B 06pa3oBaTenbHbIX opra-
HU3aumsx 82 pervoHOB CTpaHbl, B Onpoce y4acTeoBanu 6377 pykoBoauTe-
nen obpasoBartenbHbIX opraHmdauuin, 60870 negaroros, 92093 poguTenen n
32039 oby4atoLmxcs cpegHero npodeccroHansHoro oépasosaHuns. OCHOB-
HOW MeTOf, — OHMalH-0Npoc, METOA aHanM3a AaHHbIX — YacTOTHbIN. B cTatbe
onucaHbl YeTbipe crnocoba obecneyeHnst MHKI3VBHOIO NpoLecca, nexatiue
B OCHOBE €ro HENpPepbIBHOCTU Hapsigy C PSAOM APYrvX CPeAcTB: obecneveHne
BapnaTtnMBHOCTU o6pasoBaTeanb|x nporpamMmm, njaHoB U OpraHmM3aulMnOHHbIX
hopM 06YyHeHUsI, NMCMXOSIOro-NefarorMyeckoe ConpoBOXAEHMNE OOYHatoLLInX-
€A ¢ 0CO6bIMM MOTPEBHOCTAMMU M €ro KagpoBoe obecnedyeHne, obecneyeHve
yyacTusa Bcex o6yvatoLLMXCs U UX poauTenei B o6pa3oBaTesisHOM npoLecce
1 XXU3HU 06pa3oBaTenbHON opraHM3aumnm 1 nogaepXka B caMoonpeneneHnm
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1 Bbl6Ope npodeccroHanbHoM obpasoBaTenbHon TpaekTopun. Obpalla-
eTcsi 0co60e BHMMaHWE Ha TO, Kak peanu3aums NpuHUmMna HemnpepbIiBHOCTY,
3aKpenneHHoro B HOPMaTMBHOM Mnone 06pa3oBaHus, oTpaxkaeTcs 4epes no-
KasarenuM yCTOM4MBOCTWU [ONW BKIIOYEHUS pspa KaTteropum obydaroLmxcs
C 0COObIMM MOTPEOHOCTAMU NPU NEPEXOAE C YPOBHSA Ha ypoBeHb. [enaetcs
BbIBOJ, YTO NPENATCTBMEM A5 peann3aumm NpUHLMNa HenpepbIBHOCTM ABNS-
€TCA HeJoCTaTO4HOCTb MeXaHU3MOB UHAOnBMOyannsaunumn OﬁpaSOBaHVIH, B TOM
yucne OTCYTCTBME WHCTUTyanuaaumnm WHAMBUOYanbHOrO o6pa3oBaTeslbHoro
MapLupyTa, AeuumnTbl KagpoBoro o6ecneHeHns NCUxXonoro-nefarorn4eckoro
COMPOBOXAEHMA 06Y4alOLLMXCA, a TaKXe coumarnibHOM M MpakTUYecKon Ha-
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Introduction

Implementation of inclusive education in
Russia offers the opportunity to study the main
obstacles to the development of inclusive prac-
tices through a systemic perspective. One of
these obstacles is the continuation of inclusive
practices at the general and vocational educa-
tion levels. The Federal Law “On Education in
the Russian Federation” states that the conti-
nuity concept must be applied at all educational
levels. According to the law, Article 10 states in
paragraph 7 that “The education system shall
provide conditions for uninterrupted educa-
tion...” [24] Persons with special educational
needs will also benefit from the implementation

of education continuity under the inclusive edu-
cation concept outlined in the law on education
(art. 2, para. 27). This concept is founded on
the principles of equality and respect for all
types of special educational needs.

Special educational needs must be re-
spected to ensure inclusive education conti-
nuity, which is widely acknowledged as the
concept of “education for all” [11; 18], includ-
ing for students from ethno-cultural minori-
ties, gifted students, students with migrant
backgrounds and non-native languages of
learning, students with disabilities and health
limitations', and other learners [14; 26; 29;
35; 37; 38; 40].

" The term “students with health limitations” is used as an equivalent to the internationally used term “students with dis-
abilities” because the Russian educational system distinguishes two concepts: “a student with disabilities” is someone
who has a medical condition that makes them disabled, while “a student with health limitations” is someone who needs

special conditions to be successful in learning.
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Education continuity is only possible if all
citizens are granted an opportunity and right
to receive any type of education and “follow
an individual educational path’ according to
their needs, demands, and abilities” [4, c. 22].
Since it is no longer seen as a goal but rather
as a chance to obtain a career and lead an
independent life, one of the primary goals of
inclusive education and its quality indicators
is to create an individual educational path for
people with special needs from early care to
vocational education [22].

According to the continuity principle, the
inclusive education environment (IEE) must
be flexible, adjustable, and variable, and it
must be possible to change it to accommo-
date each learner’s unique needs and individ-
ual educational path (IEP). For effective self-
development at an educational institution (EI),
the IEE ought to offer all learners the chance
to receive high-quality education [1; 27].

The article’s objective is to present data
that illustrate the degree of inclusive process
continuity in general and vocational educa-
tion in Russia using a set of indicators that
demonstrate how well the system can ac-
commodate an individual’s need to complete
an educational path while taking into account
their abilities.

This article analyses data from general
and secondary vocational education levels
using the four basic indicators of inclusive
process continuity. These indicators include:
1) ensuring that educational plans, programs,
and organizational teaching styles are di-
verse; 2) offering pedagogical and psycho-
logical support to learners with special educa-
tional needs and its staffing; 3) ensuring that
all learners and their parents participate in the
educational process and in the educational
institution’s activities; and 4) helping learners
make their own decisions and choose a pro-
fessional education path.

Methods

A research team from the Federal Re-
source Centre for the Development of Inclu-
sive General and Additional Education con-
ducted the research in 2023.
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Sampling: Respondents were chosen at
random from 6,377 educational institutions
spread throughout 82 regions of the Rus-
sian Federation, which accounts for 15% of
the whole El network. The organization of
the sampled population mirrored that of the
broader population. Three sets of respon-
dents (6,377 heads of educational institutions,
60,870 teachers, 92,093 parents, and 32,039
secondary vocational education (SVE) stu-
dents) were included in the sample’s quanti-
tative data.

Methods: frequency analysis of the ob-
tained data; “IEE monitoring” (automated in-
formation system) — for data collection and
processing; AnketologBox software — for
questionnaires customization and editing.

Findings of the study

Learners with special educational

needs

As one of the inclusion development con-
cepts, diversity of learners’ special educa-
tional needs [11] forms the foundation for the
educational system creation and the estab-
lishment of an inclusive learning environment.
This raises the issue of how to categorize va-
riety. Therefore, as part of inclusive education
implementation, we will briefly address this
topic before looking at the samples of learn-
ers with special educational needs.

There are currently two opposing trends
under discussion. The ideology of inclusion,
on the one hand, is based on the social defini-
tion of disability, which challenges classifica-
tion as a way to stigmatize and marginalize
individuals based on their distinctive qualities.
However, this should be avoided when devel-
oping an inclusive culture where educational
institutions focus on providing all learners with
a sense of belonging [39]. On the other hand,
the state education policy sets education
standards that define knowledge and skills
requirements for graduates from educational
institutions. It also specifies assessment tools
that evaluate learner's capabilities and re-
spective methods for their classification. The
second approach aims to preserve learner
categories as means to improve the learn-
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ing process that considers specific features
of each learner while ensuring conditions for
special education [13; 31; 32]. These two
approaches to classification need a careful
analysis of the specific features of the gen-
eral education groups of learners (Tab. 1) that
were defined by a wide variety of special edu-
cational needs.

The findings of the study reveal that as
learners with health limitations advance from
one educational level to the next, their degree
of inclusion declines significantly: it drops
by roughly 3.5 times when they move from
preschool to school and by roughly 2 times
when they transition from school to a second-
ary vocational institution. Both their removal
from the school system and their transfer to
secondary vocational training institutions may
contribute to the dramatic drop in the percent-
age of learners with health limitations as they
move onto high school.

The number and percentage of learners
with disabilities in the pool increase from 9,026
(1.43%) to 24,612 (1.48%) when they transi-

tion from the preschool to school education.
At the secondary vocational education level,
the percentage of learners with disabilities de-
creases by more than twice, to 3,729 (0.61%).
At the transition from preschool to school,
the percentage of gifted learners rises rough-
ly by 15 times, and at the SVE level, it falls
drastically. Similar but less pronounced shifts
occur in the percentage of learners whose na-
tive language differs from that of teaching.
The percentage of learners with severe
speech impairments, ASDs, musculoskel-
etal disorders, and deaf learners declines
substantially as they move from preschool
to school, according to the data of inclusion
of various categories of learners with health
limitations. This could suggest a system bar-
rier to maintaining continuity of an individual
educational path for learners with those types
of health limitations in inclusive education.
However, most visually impaired, hearing im-
paired, late deafened, and mentally retarded
learners transfer to basic school after finish-
ing elementary school, which suggests a rela-

Table 1

Percentage of learners with special educational needs at different levels
of education in the Russian Federation

Category PSEI GEI SVE
Learners with HLs* 12.25% 3.99% 2%
Learners with disabilities™ 1.43% 1.48% 0.61%
Gifted learners* 0.56% 8.56% 0.41%
Learn‘erc'ls,*whose mother tongue is different from the main language of 3.999% 8.05% 1.43%
Deaf learners™* 0.08% 1.38% 1.50%
Hearing impaired and late-deafened persons** 0.29% 0.47% 3.89%
Blind learners** 0.01% 0.02% 0.08%
Visually impaired learners, learners with amblyopia, strabismus** 2.12% 1.35% 1.59%
Learners with severe speech impairments** 75.56% | 10.58% 0.60%
Learners with musculoskeletal disorders** 1.71% 3.41% 5.0%
Learners with mental retardation** 12.97% | 60.23% -
Learners with ASDs** 2.34% 4.15% 1.36%
Learners with mental deficiency, intellectual disability (ID)** 1.08% 21.23% | 84.14%
Learners with severe multiple developmental disorders** 0.61% - 1.80%
Learners who have undergone cochlear implantation** 0.13%

Note: * of total learners; ** of learners with health limitations at this level; PSEI — preschool educational institution,
GEI — general educational institution (school), SVE — secondary vocational education.
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tively more steady retention of these learners
groups in schools as they move through the
educational system.

However, a significant percentage of
learners with intellectual disabilities also re-
main in regular schools (21.2% of learners
with health limitations). Their percentage
in the SVE (84.1% of learners with health
limitations) suggests that they most likely
continue their education in the SVE system
after that.

Thus, the analysis of the pool of learn-
ers with special educational needs, including
learners with health limitations, at different
levels of education shows drastic changes in
the percentage of inclusion of different cat-
egories of learners with special educational
needs in educational institutions when they
move from level to level. It is necessary to
investigate both the causes of that dynamics
as well as the ways to ensure quality and con-
tinuity of education for learners with special
educational needs in regular education.

Ensuring diversity in plans, programs,

and teaching methods

Due to the diversity of learners at inclusive
educational institutions and the necessity to
accommodate their educational needs, it is
necessary to consider each learner’s distinc-
tive capabilities and offer adaptable learn-
ing environments. Individual learning plans
(ILPs), adapted basic general education pro-
grams (ABEPs), and a variability of teaching
techniques are some of the main methods
used by the Russian educational system to
address the various educational needs of dif-
ferent learners [24]. The ILP partially ensures
an individualized approach to education for
every learner [17; 24], whereas adjusted pro-
grams variants implement the differentiated
approach principle in accordance with the no-
sologic category of learners with health limita-
tions [13]. Moreover, when used in inclusive
educational institutions, the individual educa-
tional path may serve as a tool for learners’
educational paths continuity [23], which re-
quires its institutionalization in the educational
system.
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To meet the requirements of the Federal
State Educational Standards, general educa-
tion institutions mainly use various kinds of
ABEPs to address the diversity of educational
needs at all educational levels, according to
the research data. All types of ABEPs have
been created and implemented in inclusive
schools in Russia. Furthermore, all ABEP
variations (from the second to the fourth),
except for the first, require extension of the
learning period, which makes it more difficult
for learners with health limitations to integrate
socially into their peer group.

The study found that separate groups in
49% of preschool educational institutions and
separate classes in 18% of regular schools,
separate groups in 49% of secondary vo-
cational educational institutions, combined
groups in 34% of preschool educational insti-
tutions and inclusive classes in 79% of regular
schools, general groups in 51% of secondary
vocational educational institutions, resource
classes in 3.2% of general education institu-
tions apply the variability of ABEP implemen-
tation techniques. It should be noted that 40%
of schools use homeschooling, even though
it is believed to have the least inclusive po-
tential [15].

Creation of ILPs for learners with health
limitations is necessary for all implementa-
tion strategies of inclusive education. Ad-
ditionally, any learner, including those with
health limitations and gifted learners, are el-
igible for education in line with an ILP, as re-
quired by the Education Law. In line with the
FSES, the school tutor may help with teach-
ing according to ILPs. However, ILPs are
hardly ever applied in Russian educational
institutions, the study reveals. Accordingly,
ILPs are used to teach 0.086% of all stu-
dents in vocational educational institutions,
1.84% of all regular school students, and
1.53% of all preschoolers. Therefore, the
individualized approach — which requires
an |IEP and tutor support — is basically not
used, and variability is mostly achieved
based on the differentiated approach rely-
ing on the categorization of learners (by
means of the ABEP).
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Psychological and pedagogical

support and staffing issues

The most important condition for continu-
ity and consistency in inclusion is the support
system of the educational institution. These
are the different psychological and pedagogi-
cal support techniques and technologies that
serve as the foundation for both successful
learning at this or that educational level and
the continuation of an educational path of
a learner with special educational needs as
they move from one level to the next [22]. Let
us review the various forms of support offered
by the educational institutions that participat-
ed in our study (Fig. 1).

Psychological counseling is the most
popular type of assistance offered in educa-
tional institutions across all educational levels
(82% of PSEls, 85% of schools, and 90% of
SVEIs), which indicates the development of
psychological support and the accessibility
of educational psychologists in educational
institutions. Social and psychological support
for learners with difficult living conditions is
more developed in vocational schools (93%)

Personal mentoring (GEI, VEI)
Learners' coaching

Teaching Russian as a foreign language
Assistant

Tutorial support

Additional lessons in school subjects

Social and psychological support for children in
difficult life situations

Psychological counseling

Individual and small group remedial classes

(individual in GEls and VEIs) R " 7g

and regular schools (86%) than in kindergar-
tens (59%). However, compared to schools
(78%) and particularly to SVEIs (34%), kin-
dergartens (89% of PSEIs) provide individual
remedial work more frequently.

Tutor assistance is one of the most impor-
tant forms of support in inclusion. A tutor is
an educator who offers individual guidance
and continuity of a learner’s educational path
[21]. However, very few educational institu-
tions provide tutor assistance (12% of PSEls,
18% of schools, and 16% of SVEIs). It is even
more difficult to organize technical support for
learners with health limitations: only 7.9% of
PSEls, 6.3% of schools, and 13% of SVEls,
provide technical assistance.

The ability of educational institutions to hire
the necessary support staff is essential for en-
suring continuity in assistance provision [19].

The average number of students with
health limitations per support specialist was
determined in the study (see Tab. 2).

Even though the requirement [20] for the
availability of educational psychologists is
met, more than three times as many school

0

34

0

20 40 60 80

PSEl m GEI m VEI

Fig. 1. Percentage of Els at different education levels that implement various support techniques
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Table 2
Average number of learners with health limitations per support specialist
Specialist PSEI GEI VEI
educational psychologist | 24.84 18.4 14
speech therapist 13.2 29.92 .
special educator 57.64 49.88 295
social care teacher 224.33 | 26.58 13
Tutor / learning assistant | 112.55 56.2 46
Technical assistant 200.71 | 261.05 90

speech therapists, more than five times as
many special educators, and more than
nine times as many tutors are required. A
tutor is employed by just 1 out of 6 SVEls
(17%), and each tutor has 46 students with
health limitations assigned to them. Since
special educators are only available in 3%
of VEIs, SVEIs find themselves in the most
challenging situation. A consistent solution
is needed to ensure availability of special
educators in SVEls, given the large per-
centage of students with mental deficien-
cies in the SVEI system (Tab. 2). The is-
sue of assessing inclusion of learners with
health limitations in the educational process
is brought up by the analysis of Els’ employ-
ment of special needs education experts at
all levels of education.

Ensuring involvement of teachers,

parents, and learners in the education

process

Learners’ educational needs support
and involvement of all participants of the
educational process demonstrate the edu-
cational institution’s inclusive culture. Cre-
ation of an inclusive culture serves as the
basis for ensuring the inclusive process
continuity in educational institutions, as
well as consistency and consecutiveness
of the entire educational system in inclusion
implementation [6; 30; 39]. Involvement of
teachers, parents and students in the edu-
cational process and the social life of the
learners’ community is one of the most im-
portant of the many indicators used in the
study to describe the inclusive culture of an
educational institution.
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Let us review the data on teachers’ in-
volvement in educational activities meant to
create an inclusive culture (see Fig. 2).

Most teachers (80% of PSEl teachers, 70%
of GEl teachers, and 64% of SVEI teachers)
engage in activities that concern the health
and life safety of those they teach, according
to the analysis of the bar chart (Fig. 2). This
highlights the importance for ensuring learn-
ers’ health and psychological safety of the
inclusive environment. Most teachers (65%
of PSEI teachers, 69% of GEI teachers, and
54% of SVEI teachers) participate in activities
that enhance tolerance and respect for one
another. Kindness lessons have gained popu-
larity in educational institutions and are now an
integral part of Russian educational programs.

Bullying and a strong propensity for con-
flict are fairly common issues in educational
institutions. Taking part in activities that en-
courage tolerance and respect for the diver-
sity of SEN is one of the ways to prevent them
[5; 8; 9]. Approximately 46% of SVEI teachers
and 57% of schoolteachers participate in ac-
tivities dedicated to this topic. The fact that
just 14% of preschool teachers participate in
activities addressing bullying and conflicts,
however, indicates that these issues are no
objects of interest for teachers in PSEls.

At schools and at SVEIs, the proportion of
teachers who organize activities for students
with disabilities and health limitations (46%
at PSEls, 41% at GEls, and 37% at SVEIs)
and participate in activities that expose stu-
dents to different cultures (48% at PSEls,
40% at GEls, and 34% at SVEIs) is slightly
smaller than that in nursery schools. On the
contrary, the proportion of learners whose
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Activities to prevent bullying and conflicts

Activities involving learners with health
limitations and disabled learners

Activities to introduce different nationalities
and their cultures

Activities on tolerance and respect for each
other (lessons on kindness)

Life safety and health promotion activities

o

14,5
E—
45,62
45,55

41,75
37,28

48
34,57

20 40 60 80 100

W PSEl mGEl mVEI

Fig. 2. Els teachers’ involvement in activities, (%): PSEls — 20,997 teachers,
GEls — 23,578 teachers, VEIs — 16,295 teachers

mother tongue differs from that of teaching
doubles as they progress from preschool to
school (Tab. 1). It is shown that exposure to
different cultures and a greater understand-
ing of difficulties faced by learners who have
emotional and behavioral disorders, learning
challenges, and other issues can promote

Attended meetings of teachers and academic
teaching staff

Participated in the approval of the AEP/IEP
for the child

Participated in surveys on educational
services quality and accessibility

Attended classes and scheduled activities

o

better understanding and enhance the school
climate [29; 34].

Knowing that parental involvement direct-
ly affects the quality of the IEE [2; 3; 10], the
study examined the level of parental engage-
ment in educational institutions’ operation
(Fig. 3).

11,04
8,49

13,49
11,47

e,

23,18

— 44,71
24,9

5 10 15 20 25 30 35 40 45 50

m PSEl mGEI

Fig. 3. Percentage of parents involved in educational institutions’ activities (%): PSEls — 44,033 people,
including 26.06% of parents of learners with health limitations; GEls — 48,060 people, including 35.87% of
parents of learners with health limitations
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According to the analysis’s findings
(Fig. 3), parents’ involvement in PSEls is
twice as high as that of in schools in terms
of attending classes and participating in
planned activities (walks, midday sleep, etc.)
and taking part in surveys on the accessibility
and quality of educational services. Accord-
ing to 11% of parents at schools and 13%
of parents at PSEls, they participate in the
approval of their children’s IEPs and ABEP.
11% of parents at PSEls and 8% of parents at
schools report their participation in the meet-
ings with psychological and pedagogical ex-
perts, which is well correlated with the propor-
tion of children learning according to ABEP
and IEP at the general education level. The
data confirms that, for the most part, the legal
requirement [24] to have parental consent for
these documents is met.

PSEI and GEI learners’ involvement was
evaluated based on the assessments by their
parents, whereas SVEI level students were
asked to reply to questions themselves. It is
important that almost at every educational
level, learners are more engaged in activities
that are organized by adults rather than on
their own initiative. These activities include
celebrations and sports events (87% of pre-
schoolers, 63% of schoolchildren and 28% of
vocational education students), trips and ex-
cursions (32%, 57% and 19% respectively),
hobby clubs and workshops (68%, 64% and
22% respectively), academic competitions
and contests (59%, 54% and 6% respec-
tively). However, in situations when initiative
and personal attitude are required, such as
IEPs development (10.5% of schoolchildren
and 3.6% of vocational education students),
volunteer work (28% and 18% respectively),
coaching and/or mentoring other students
(9.7% of schoolchildren), and project work
(38% and 8% respectively), low levels of
learners’ participation are observed. An-
other important point is that when students
approach the level of secondary vocational
education, their social involvement drastically
declines.

This data does not reduce opportunities
for students to participate in social activities,
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which fosters development of their social
skills and the sense of community. Learners’
good qualities and support of their teachers
have the strongest influence on creating a
sense of belonging [28].

Personal involvement and interest are key
for learners’ development [1]. A clear desire
to participate helps to enhance interest in
learning and involvement in both social and
academic life. [25]. A learning environment
that takes into account each learner’s unique
requirements and interests needs to be estab-
lished to support learners in developing this
experience. The basis for learners’ successful
continuous education is their readiness and
willingness to study [16]. Thus, it opens a
promising perspective for further psychologi-
cal studies in inclusive education.

Support in professional identity

and selection of a professional

education path

Various programs of career guidance
counseling are one of the ways to ensure
education continuity across all levels of edu-
cation. The main goal of these programs is to
inform learners about available professions,
working conditions, and learning opportuni-
ties in their field of interest, which, in its turn,
allows learners to make informed decisions
on their professional education paths [12].

According to the study, schools offer a va-
riety of career guidance counselling services
to students with health limitations (Fig. 4).

Yet, pre-vocational training, which is so ef-
ficient for learners with health limitations and
helps them to improve their social and practi-
cal skills, is only used in 8.2% of schools. The
percentage of schools offering specialized
pre-vocational training makes up just 13%.
The percentage of learners with health limita-
tions who completed pre-vocational training
in 2023 amounts to just 5.85% (about 1 of 17
learners with health limitations), as only 1%
of Russian schools use training and produc-
tion facilities (Fig. 4). This is partially due to
the schools’ insufficient material and techni-
cal base and the underdeveloped system of
networking with specialized organizations,
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Fig. 4. Percentage of GEls offering different types of career counseling and support to students
with health limitations

including non-profit organizations that could
provide this resource. The practical use of
vocational guidance technologies as a means
of education continuity may be hampered by
the lack of such interaction mechanisms in
schools.

It should be noted that 62.56% of learn-
ers with health limitations enrolled in SVEls
without prior career counseling in school. It
demonstrates a possible efficiency of other
career counseling strategies for learners with
health limitations, i.e. additional education
(54%), extracurricular activities (95%) and
tutor assistance (89%). Studies suggest that
socially oriented career guidance activities
(dramatization games, excursion tours, prac-
tical training, group counseling, professional
situations simulations, etc.) organized for
both learners with health limitations and their
ordinary peers [7; 12; 33] help develop social
competences for all learners (including those
with health limitations), initiate a group inter-
action in a diverse environment, broaden the
scope of social experience and skills transfer
to new activities. All of this is essential for the
professional identity and transition to a new
level of education with a further integration
into a profession.

Conclusion

According to the data analysis in this ar-
ticle, the overall pool of some categories of

learners with health limitations (mental de-
velopment delay, ID, visually impaired, and
hearing impaired) remains constant through-
out their schooling, whereas most of other
categories of learners with health limitations
(blind, deaf, and ASD) leave inclusive schools
at the basic general education level and ap-
pear to transfer to specialized educational
institutions.

Let us focus on the key findings for the
four fundamental measures of inclusive pro-
cess continuity:

1. Ensuring diversity in plans, programs,
and teaching methods. All types of ABEP
have been developed and implemented by in-
clusive educational institutions in Russia at all
educational levels, including resource class-
es, separate classes (groups), and joined
education. However, only 1.34% of learners
in inclusive schools are taught according to
ILPs, which suggests that the individual ap-
proach’s resources are not being used to their
full potential. Besides, learners with health
limitations and disabilities continue to face
challenges of homeschooling, which hinders
their social inclusion. Both issues require their
own technological solution. Russian educa-
tion must institutionalize the individual edu-
cational path as the primary means of imple-
menting continuity.

2. Psychological and pedagogical support
for learners with special educational needs
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and its staffing. For learners with special
educational needs, a variety of pedagogical
and psychological support tools serve as the
basis for their educational path continuity.
Psychological support for learners is the most
common type of assistance in Els at all edu-
cational levels. Lack of remedial support re-
sulting from a shortage of special educators,
particularly at the SVE level, is the primary
shortfall of assistance service in inclusive Els.
Only every tenth educational institution has a
tutor working as a teacher who directly main-
tains the learner’s IEP’s consistency and con-
tinuity, allowing the learner to establish and
maintain their subjective attitude.

3. Ensuring participation of all learners
and their parents in the education process
and the educational institution’s activities.
Teachers’, parents’ and learners’ engage-
ment in the education process and social life
is a key indicator of inclusive culture. This cul-
ture develops gradually and is influenced by
the actions of those involved in educational
processes. The engagement indicator’s multi-
dimensional character requires psychological
and pedagogical examination as well as ad-
ditional multifaceted research.

4. Support in professional identity and
selection of a professional education path.
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B HacTosLeln nyénukauum paccmaTpmBaroTcs 0CO6EHHOCTU UHTErpaummn yHu-
BEPCUTETOB B CUCTEMY HAay4HO-METOAMHECKOro CONPOBOXAEHMS NeJarormye-
CKWUX paGOTHUKOB 1 ynpaBneH4Yeckmx kagpoB. MpoaHanvanpoBaHsl Hanbonee
3Ha4YMMble HanpasneHua [edaTtesibHOCTU Hay4HO-MeToAUuYeCKnx LeHTPOB
COMPOBOXAEHWNSA Nefarornyeckux paboTHUKOB, CO3AaHHbIX Ha 6a3e yHUBEp-
CUTETOB [J1 COBEPLUEHCTBOBAHWUSA YCMOBWI MOBbILLEHNS MPOheccnoHanb-
HOro MacTepcTBa Nnefarornyecknx paboTHUMKOB W yNpaBleHYecknx Kappos.
LleHTpanbHbIM BOMPOCOM O6CY>XAEHUS SBMSETCA OnpepeneHve crpaTerui
0edATeNnbHOCTU Hay4YHO-MeToANYeCKUX LIeHTPOB, HanpaB/ieHHbIX Ha pelleHne
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nNpo61IEMHbIX BOMPOCOB B pamMkKax (hopMUPOBaHMSA eaMHOro o6pasoBaTesnbHO-
ro NpocTpaHcTBa B cucteMe obpasoBaHus B Poccuiickoin ®epepaunmn. Ctpa-
TErMmn Hay4HO-METOAMYECKOrO COMPOBOXAEHUSA Nefarorm4ecknx paboTHUKOB
paccmaTtprBaloTCs € Oropoi Ha MPaKTUYECKUIA OMbIT YHUBEPCUTETOB B peanu-
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Introduction

The Framework for Developing a Cohe-
sive Federal System of Scientific and Meth-
odological Support for Educators and Admin-
istrative Personnel emphasizes the creation
of a unified educational environment aimed at
fostering the ongoing enhancement of profes-
sional competencies among educators and
management staff within the Russian Federa-
tion. To achieve the goals set forth in the Uni-
fied Financial System Concept, a selection
process for higher education institutions was
undertaken. This led to the establishment of
scientific and methodological centers dedi-
cated to supporting educators, as sanctioned
by the Ministry of Education of the Russian
Federation’s Commission decision No. 2 on
November 25, 2021. The federal initiative
Modern School, part of the national project
Education, governs the operations of these
centers, which serve as significant scientific,
innovative, and socio-cultural hubs across
Russia’s regions. According to the Unified
Physics System Concept, the operational

model of these centers is designed to en-
sure the integration of research into practical
teaching methods and to provide a structured
framework for the professional advancement
of teaching staff.

Characteristics such as “a focus on
the evolving dynamics of educator growth,
implementation of monitoring and gover-
nance methods that facilitate the tracking of
a specific developmental path, a proactive
approach aimed at preventing challenges for
professionals, ongoing collaboration among
the support stakeholders, customization and
adaptability, along with a multifaceted nature”
define scientific and methodological assis-
tance. This approach represents a relevant
and necessary framework for orchestrating
the professional advancement of teaching
personnel [1].

The guidelines, responsibilities, and meth-
ods of engagement among participants in
scientific and methodological endeavors are
refreshed to align with contemporary chal-
lenges, advancements in educational and
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digital technologies, resources for profes-
sional collaboration, and the accumulated
experiences from partnerships with scientific
and methodological institutions [2].

Target. This article aims to synthesize the
approaches employed by scientific and meth-
odological centers as instruments for estab-
lishing an integrated educational environment
within the education system of the Russian
Federation.

Methods.

By employing broad scientific methods
such as analysis, synthesis, and generaliza-
tion, this article examined the scientific and
methodological literature, relevant regula-
tions, and the findings from scientific and
methodological centers to achieve its objec-
tives. Additionally, empirical techniques were
used to carry out a survey, which involved
participation from the leaders of these cen-
ters.

Review

The plan for creating a cohesive edu-
cational environment demands substantial
changes in the functions of the entities re-
sponsible for scientific and methodologi-
cal support. These changes are executed
through strategic initiatives, which call for
modifications in the operations of the involved
parties in the collaborative process [3].

In academic writings, the likelihood of
moving towards changes within organizations
is characterized as the typically evolved ca-
pacity for innovation 4].. When an organiza-
tion has a robust capacity for innovation, it
enables the backing, enhancement, and as-
sessment of the extent to which strategic and
project objectives are achieved, as well as the
configuration and roles of its resources [3].

The concept of innovative potential, when
viewed as a theoretical analytical category,
illustrates the unique characteristics of the
underlying methodologies of current pro-
cesses. In contrast, the competency-oriented
and system-activity frameworks provide the
methodological foundation necessary for
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establishing a cohesive educational environ-
ment [10].

In light of the variations in geographical
positioning and demographic makeup, the re-
alization of the intended strategy for creating
a cohesive educational environment involves
exploring suitable, practice-based technolo-
gies [5]. These technologies are essential for
enabling the acquisition of specialized knowl-
edge and the skills necessary for its applica-
tion in both social and educational contexts—
technologies that hold practical relevance.

Key features of a practice-based ap-
proach in the ongoing education of teaching
professionals encompass the standardization
of methods and technologies, the adaptability
of effective practices aligned with profession-
al benchmarks, and the partnership between
higher education institutions and employers
in developing and executing educational ini-
tiatives. [14].

Emerging technologies, guidelines, algo-
rithms, and standards of professional practice
necessitate a reconsideration of the dynamics
of collaboration among pedagogical universi-
ties within the framework of the Unified Finan-
cial System. This is especially important in the
pursuit of developing innovative principles for
scientific and methodological support.

In light of these advancements, it becomes
essential to reassess how educational institu-
tions interact with one another and the best
practices they adopt. The evolving landscape
requires a collective effort to create and refine
methodologies that align with contemporary
demands.

As pedagogical universities engage in this
process, they must prioritize the integration
of new technologies and approaches that en-
hance educational outcomes. This dialogue is
crucial for advancing the field and ensuring
that the institutions remain relevant and effec-
tive in their mission.

Therefore, adapting to these changes is
imperative for fostering a robust educational
environment that can effectively support the
needs of students and educators alike. Ulti-
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mately, this transformation will lead to im-
proved practices that can better serve the
objectives of teacher training and educational
development.

One mechanism for addressing the
aforementioned tasks should be the estab-
lishment of independent expertise in edu-
cational and methodological developments
[7]. In the process of creating a single edu-
cational space, the study of development
quality and verification established the task
of developing a single system of scientific
and methodological expertise. Thus, sci-
entific and methodological centers become
coordinators in the establishment of federal
registers of educational and methodological
products, gain profile specialization in the
field of independent evaluation, and develop
their own expert potential for scientific verifi-
cation of professional activity methods and
technologies [11].

Professional pedagogical communities
play an important strategic role in the creation
of a unified educational space by identifying
teachers’ professional deficiencies and the
need for professional development. Timely
coordination and involvement of professional
communities in the scientific and methodolog-
ical interaction process [8] improve the quality
of best practice dissemination; contribute to
the development of open registers of recom-
mended educational and methodological de-
velopments; and provide advisory support on
issues of adaptation and implementation of
developments in teachers’ practical activities.

Scientific and methodological centers fol-
low target guidelines to integrate into a single
educational space. These guidelines include
creating conditions for research on existing
problems in teacher education using a unified
applied research methodology.

Disseminating the best pedagogical prac-
tices for psychological and pedagogical sup-
port in education;

Creating an integrated information and
educational space that ensures resource
consolidation and effective use, as well as the

development of competencies in best prac-
tice areas.

Results and Discussion

Let us consider in greater detail the key
characteristics of the organization of the activ-
ities of scientific and methodological centers
through individual strategies that provide the
increase in the innovative potential of organi-
zations, the practical significance of the con-
tent and forms of scientific and methodologi-
cal support, the formation of the infrastructure
for supporting teaching staff, problem spe-
cialization and expertise in the activities of
scientific and met The data provided reflect
the outcomes of scientific and methodological
centers’ activities from 2022 to 2023, as well
as indicators of the analysis of scientific and
methodological center reports.

Innovative Potential as the first
strategy

Scientific and methodological centers
have well-defined development goals, as out-
lined in their work programs and plans. Cur-
rently, university activities have enabled the
provision of material, technical, personnel,
and scientific-methodological conditions for
the development of network partnerships and
the transfer of developments:

e Half of the scientific and methodological
centers reported a significant increase in em-
ployer involvement in training teachers.

e In order to pool resources and achieve
high results in the transfer of developments,
more than 72% of scientific and method-
ological centers have established consortia
with scientific and educational organizations
(72.2% of scientific and methodological cen-
ters for supporting teaching staff);

* 72.2% of the scientific and methodologi-
cal centers for assisting teaching staff have
developed technologies and innovations
ready for use in the social and educational
spheres;

e In the interests of the educational sys-
tem, a scientific research and development
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infrastructure has been established (66.7%
of scientific and methodological centers for
teaching staff support).

Simultaneously, the analysis allowed us
to identify individual characteristics of organi-
zational changes in the functions of scientific
and methodological centers, such as:

— Activation of the teaching staff’'s
(henceforth referred to as the teaching staff’s)
research activities and methodological profi-
ciency;

— Consolidating the efforts of university
scientific schools, forming research projects,
and organizing joint activities of teaching staff;

— Participation in the activities of scien-
tific and methodological centers by students,
postgraduates, teachers, and lecturers from
various regions with experience in interdisci-
plinary collaboration;

— Organizing collaborative events with
educational organizations to engage students
in relevant teaching practices;

— Arranging master classes, didactic ses-
sions, professional competitions, and other
activities aimed at educating new teachers
and students about the best teaching prac-
tices;

— Development of practice-oriented
courses within the context of students’ fu-
ture professional activities as teachers in the
pedagogical and psychological-pedagogical
fields.

Practical Relevance as the second
strategy

Scientific and methodological centers’
activities are focused on the analysis and
search for solutions to modern pedagogical
challenges that specialists face.

It was feasible to verify the important role
that universities played in reaching the follow-
ing outcomes by looking at the developments
and other outputs of the work of scientific and
methodological centers’ practical relevance
and applicability (Figure 1):

e More than 72% of scientific and meth-
odological centers carry out projects aimed
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at enhancing the technologies utilized to
deliver targeted assistance, and more than
61% carry out projects in the area of targeted
methodological and consulting assistance to
teachers;

¢ In the context of further professional edu-
cation, sets of guidelines, rules, and instruc-
tions derived from 61.1% of scientific and
methodological centers are utilized;

e Fifty percent of scientific and method-
ological centers have reported that the use of
scientific and methodological products in the
educational process has improved the team-
work skills of teaching staff.

The results obtained help us to specify
the tasks of expanding the activities of meth-
odological and scientific centers that are
focused on resolving issues in the area of
enhancing the practical significance of ac-
tions taken within the framework of creating a
single educational space:

e Support in creating demand for the ap-
plication of scientific and methodological cen-
ters’ advancements;

* To encourage the growth of teaching
teams’ motivation to use science-based tech-
nologies in the classroom;

e Ensuring that educational institutions
from both general and secondary vocational
education participate in collaborative efforts
to support teachers scientifically and method-
ologically.

The infrastructure established by universi-
ties to support the development of graduates’
practical training will help to achieve these
goals:

* The scope of implementing the findings
and products of scientific research has been
greatly expanded and qualitatively altered by
the development of a regulatory framework
for planning scientific and methodological
projects;

* The process of interaction among uni-
versities in the context of collecting data from
representative samples for the purposes of
standardization procedures has been tested
and is being implemented;
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Improved teamwork skills among participants in the dissemination
and implementation of technologies, practices and approaches in the
educational process;

A request for the implementation of developments has been
generated;

The preparation of teaching staff for scientifically based application
of technologies, practices and approaches in the educational process
has been ensured;

A topical theme has been developed aimed at providing targeted
scientific and methodological support to teaching staff;

Educational organizations of general and secondary vocational
education are prepared and are involved in joint activities on
scientific and methodological support of teaching staff;

The developed sets of recommendations, regulations, and
instructions are used within the framework of additional
professional education;

Aspects of practical significance

A bank of training events and developments in key areas of activity
has been created;

The tools for scientific and methodological support of teaching staff
have been improved;

0 10

I 50

I 2.2

I 38,9
I 61,1
I 333
61,1
. 66,7
I 722

20 30 40 50 60 70 80
Evaluation of aspects of practical significance

Fig. 1. Assessment of practical significance

* Teachers’ research activities in the areas
of work of scientific and methodological centers
are intensifying, with a significant increase in
the volume of publications on research topics.

e Establishing the mentoring institute to
assist aspiring educators

Interrelation of Scientific
and Methodological Focus
of Developments as the third strategy

In order to replicate scientific and meth-
odological findings in the educational system,
scientific and methodological centers conduct
focused work that necessitates adherence to
evidence-based principles. In order to rely on
the principle of evidence, scientific schools
must evaluate its relevance to the stated
problem. In the framework of the evidence-
based approach, Figure 2 presents data on
the evaluation of the connection between the
scientific and methodological focus of the
advancements of the scientific and method-
ological centers.

The primary focus of the Academy of the
Russian Ministry of Education’s Navigator
of Methodological Developments is the ad-
vancements of scientific and methodological
centers, which should be independently ex-
amined and verified. The unified assessment
methodology permits the dissemination of
developments that satisfy the following re-
quirements on the resources of this federal
register: the topic’s relevance to the Russian
educational system, the type of scientific and
methodological development’s conformity
with the content presented, and the potential
for use within the context of methodological
and educational events.

Alongside the scientific and methodologi-
cal centers’ active work in this field, organi-
zational conditions were prepared and devel-
oped, such as:

* establishment of a centralized area for
the sharing of scientific expertise and real-
world experience in cooperation with educa-
tional institutions;
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problematized in educational and
methodological developments

and recommendations

developments

The content of the developments takes into

and best practices

Aspects of assessing the focus of NMC
developments

All developments are ready for practical

application in the conditions of educational

organizations

All completed developments are scientifically

justified

Achievements of scientific schools are

The scientific component of the developments
is an integral part of methodological manuals

account the achievements of scientific schools

I 5.0
N

Scientific verification is an integral element of
expertise of educational and methodological

I ss.9
I 77.8
I 66,7
I 53.3
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Fig. 2. Evaluation of the correlation (percentage) between the developments’ scientific and methodological focus

e establishment of scientific and method-
ological expert bodies to support experiments
in the verification expertise field in line with
the areas of endeavor of scientific and meth-
odological centers;

e formalization of collaboration with re-
gionally supported scientific and methodolog-
ical subjects;

¢ evaluating scientific and methodological
outputs on a regular basis using a standard-
ized evaluation methodology;

e carrying out critical research on matters
pertaining to teachers’ professional develop-
ment;

e raising the degree of methodological
proficiency among students and faculty in
carrying out research and project-related
tasks.

Specialization and Expertise
as the fourth strategy

The development of high qualifications
and competencies in the chosen field of

56

knowledge is facilitated by the thematic ar-
eas of activity that each scientific and meth-
odological center specializes in. Universities
develop into leading authorities with notable
advantages in a particular field under the
framework of this strategy.

In the chosen thematic areas of activity,
let us introduce a few essential components
that illustrate the multifaceted nature of the
interaction between scientific and method-
ological centers and the subjects of the cre-
ation of a single educational space (Fig. 3).

We can assess the resource potential
of scientific and methodological centers in
addressing issues like these thanks to the
current system of interaction between these
centers and subjects of scientific and meth-
odological support [9].

e establishing circumstances that will
draw university experts to expert activities in
a range of fields;

» growth of the university’s partner organi-
zation network;
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Scientific, educational and awareness-raising
activities for youth and schoolchildren

Holding scientific and practical events (all-
Russian, interregional and international level)
for specialists in NMC's areas of activity

Development of scientific and methodological
materials in the areas of NMC activities

Expertise of educational and methodological
products

Expertise of programmes of additional
professional education

Development and implementation of additional
professional education programmes in the areas
of NMC activity

Aspects of interaction between NMCs

Activities for methodological services at the
municipal and regional levels

Co-operation with CNPPM
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Fig. 3. Present-day interaction tactics (%)

e application of a single methodological
foundation for the design of online courses,
the development of assessment materials,
and the execution of customized advanced
training initiatives.

Professional community support
as the fifth strategy

We can provide interdisciplinary scientific
and methodological guidance because of the
vast experience that many universities have
gained in supporting educators in both urban
and rural areas. This strategy stresses the
efficient distribution and use of educational
materials within the context of continuing
teacher preparation and is customized to
match the unique requirements of educa-
tional institutions.

During 2022—2023, the following metrics
can be used to demonstrate the creation and
maintenance of a favorable environment that
supports educators’ professional develop-
ment and knowledge and experience sharing
through the efforts of scientific and method-
ological centers:

e 724 events targeting participants from
the Unified Federal System were held, result-
ing in 106,900 engagements;

e At the municipal and regional levels,
863 events (including consultations) were
conducted for experts in methodological ser-
vices;

¢ 22 594 students were enrolled in 417 ad-
ditional professional education programs that
were created within the purview of scientific
and methodological centers.
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Fig. 4. Categories of Pedagogical Staff

In conclusion goals of establishing a unified learning en-

The core principles of the National Sys- vironment.
tem of Professional Growth of Teaching Staff These centers’ targeted efforts, which ad-
of the Russian Federation set the strategic dress the needs and interests of participants
framework for the functioning of scientific in the unified educational framework, have
and methodological centers within the Rus- been validated by research, especially in a
sian educational system and specify the number of crucial areas:
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* Recognizing and tackling urgent prob-
lems that educators working on scientific and
methodological projects face in order to find
solutions;

* Promoting cooperation between aca-
demic institutions and local resources for
teachers, strengthening the function of pro-
fessional associations, and enabling frequent
sharing of best practices;

e Assembling project teams within the
university that are skilled at incorporating
cutting-edge scientific ideas and technologi-
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An inclusion teacher is supposed to possess a range of personal and profes-
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not be limited to respective competencies alone. It should explore them in rela-
tion to the inclusion teacher’s professional dispositions. Ours is the first study to
provide evidence-based insights into the nature of relationship between teach-
ers’ professional dispositions and their inclusion competencies. The evidence
was collected through two self-designed tools: a situational professional test of
inclusion competencies and a questionnaire of professional dispositions. The
sample included 758 practicing teachers. The results indicate that professional
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acts as a link between the inclusion component of professional dispositions
and inclusion competencies.
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NMpodeccnoHanbHblie AUCNO3ULUUN
M UHKJTIO3UBHbIE KOMMEeTeHLUUU neparoros
o6Leobpa3oBaTesibHbIX OpraHM3auun

KaHTtop B.3.

OreQY BO «Poccuiickuin rocyaapCTBEHHbIN Nefarornyeckuii yHusepcuteT
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MpencTasneHHble B cTaTbe Marepuanbl MOCBSALLEHbI PACCMOTPEHWIO Npobne-
Mbl I'IpOd)eCCI/IOHaJ'IbHO—J'II/IHHOCTHOFO obecneyeHuns nedaTenibHOCTU nefaroro.s
B YCNOBMSX MHKIIO3MM HE TOMBKO B pa3pese X COOTBETCTBYHOLLIMX KOMMETEH-
LM KakK TakoBbIX, HO 1 B aCMeKTe COOTHECEHHOCTU 3TUX KOMMETEHLMI C Npo-
dheccroHanbHbIMY AMCMO3NUMAMU NEQAroros, NOCKOMbKY B3aMMOCBA3b NPO-
dheccroHanbHbIX AUCNO3ULNIA U UHKITIO3MBHBLIX KOMMETEeHUMIA negaroroe Ao
HacTosLLero spemMeHn npeaMmeTomMm n3yy4eHna He ctaHOBWUIIaChb. ABTOpr onpe-
OEenuAn Lenbio NpoBeAEeHHOro UMM NCCNeAoBaHNs BbIpaboTKy IMNMPUYECKN
hyHANPOBAHHbIX MPEACTaBMEHUA O XapakTepe CBA3UM MPOodeCcCUMOoHanbHbIX
OMCMO3MLUMIA U MHKITIO3MBHBIX KOMMETeHUMI negaroros. Viccnepoeanve, ana-
FHOCTMYECKYH0 6a3y KOTOPOro COCTaBWIN aBTOPCKMIA CUTYaLMOHHbIN Npodec-
CUOHanbHbIN TECT M aBTOPCKMIA OMPOCHMK NPOeCCHMOHaNbHbIX AUCNO3NLMIA,
oxBaTuno 758 negaroroB-npakTUKoB. Pe3ynbraTbl NpoBeAeHHOro nccnenosa-
HUA yKasblBalOT Ha TO, 4YTO I'IpOCbeCCI/IOHaJ'IbeIe ancnosnunn BbICTynarT He
KaK feTEePMUHAHTbI, HO Kak TpUrrepbl hOpMUPOBAHNSA U Pa3BUTUSA UHKITIO3NB-
HbIX KOMMETEHUMI neaaroros. [JenaeTcs BbIBOA O TOM, YTO CBA3b COGCTBEHHO
VHKIO3UBHOWM KOMMOHEHTbI NMPOteCcCUOoHasbHbIX ANCMNO3NLMIA C MHKMTIO3MBHbI-
MW KOMMEeTeHUMAMM neparora nposBnseTcs, Npexae Bcero, B (hOKycMpoBa-
HUWN Ha caMOM 06y‘-|aIOLL|,eMCF| C orpaHun4eHHbIMMN BO3MOXHOCTAMU 300p0BbA,
a He Ha opraHv3aunm NHKI3NBHOMO 06pa3oBaTeNbLHOro nNpouecca.

Knro4eBble cnoBa: neparoru o6meo6paaoBaTeanb|x OpraHI/IBBLlMﬁ; npo-
q)eCCVIOHaJ'IbeIe oncno3vuun nepgarora; UHKIIO3MBHbIE KOMMNEeTeHUMN nena-
rora; netu c orpaHn4eHHbIMM BOSMOXHOCTAMM 300P0BbA; I'IpOCbECCI/IOHaJ'IbHO-
JINYHOCTHOE CTaHOoBNeHne neparora NHKIMI3NBHOIO O6paGOBaHVIH.

Ona untatbl: Kantop B.3., [poekT (O.J1. MNpodheccroHanbHble AUCno3nLmum N UHKIIO3MBHbIE KOM-
neTeHUMK Negaroros o06LLeo6pasoBaTesibHbIX opraHuaauuii // Neunxonornydeckas Hayka n obpasosa-
Hue. 2024. Tom 29. Ne 5. C. 63—74. DOI: https://doi.org/10.17759/pse.2024290505

Introduction in both theoretical and applied research [3;

Personal and professional characteris- 8]. A special focus, in this regard, is given
tics of teachers have come to the forefront  to the analysis of values and meanings un-
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derlying teachers’ professional activity [2].
Thus, it is expedient to explore the relation-
ship between professional dispositions and
competencies of inclusion teachers.

The first research into the professional
and personal development of teachers ap-
peared in the 1980s. It was led by L.G. Katz
and J.D. Raths, who highlighted the rela-
tionship between the teachers’ dispositions
and the development of their professional
competencies [14].

First, this approach is in line with the mod-
ern understanding of the phenomenological
nature of professional disposition. It is seen
as a certain personal meaningful basis for
building a strategy to achieve professional
goals. According to I.V. Abakumova and
N.A. Savchenko, professional disposition in-
teracts with the motive of actual activity, while
preserving its own stable meaning capable of
generating additional specific intents. There-
fore, professional dispositions as such can
‘influence professionally-oriented  training
and, likely, future professional activity, as a
mediated mechanism that shapes a profes-
sional strategy’ [1, p. 30]. On the one hand,
professional dispositions as a set of a teach-
er's values, commitments and professional
and ethical norms influence the teacher’s
interaction with other stakeholders in educa-
tion. They also have an impact on learning,
motivation and development of students.
On the other hand, professional dispositions
correlate with teachers’ professional develop-
ment [17]. Hence, professional dispositions
comprise one of the criterion aspects of quali-
fication assessment of future teachers [21].

Secondly, the approach proposed by
Katz and Raths emphasizes that teach-
ers’ dispositions should be explored along
with the development of their professional
competencies. This approach fits in with the
current perspectives on the inseparable na-
ture of teachers’ professional competences
and the fundamental meanings of teach-

ing. Y.V. Senko and M.N. Frolovskaya aptly
argue that, ‘the limitations of professional
competence reveal themselves as soon as
we touch upon the sphere of meanings of
teachers’ professional activity’ [9, p. 128].
This perspective highlights the importance
of dispositions for effective teaching. From
this standpoint, it is reasonable to consider
the development of professional dispositions
that support competency in the educational
process as an essential content-focused and
goal-oriented aspect of teacher training [25;
26]. Specifically, it is desirable to encourage
self-reflection on common professional dis-
positions [23]. The optimization of disposi-
tions in working teachers will enhance their
performance [22; 26] and help overcome the
limitations of professional mobility [20], etc.
Moreover, as inclusion has become in-
creasingly prevalent in education at regional,
national, and international levels [7; 10; 11],
professional dispositions of teachers must
be examined in their relation to the specific
type of professional competencies—inclu-
sion competencies. These competencies
are instrumental in solving professional
tasks unique to the inclusive education of
children with disabilities [12; 15]. Inclusion
competencies manifest themselves random-
ly, depending on the stage of the teacher’s
professional career [18], their professional
background [19], the level of school educa-
tion, and the subject area [27; 28]. Integral
inclusion competencies include a teacher’s
readiness to holistically approach the orga-
nization of inclusive education, ability to cre-
ate individualized educational paths for stu-
dents with disabilities, proficiency in provid-
ing them with individual and group support,
and capacity to organize psychological and
educational support tailored to the needs of
students with disabilities. Additionally, these
competencies encompass knowledge about
the educational content and tools pertinent
to working with students with disabilities [4].
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While there have been empirical studies
on the professional dispositions and compe-
tencies of special education teachers in inclu-
sive settings [13], no comparable research
has been conducted on teachers working
at general education schools. Although
inclusion competencies of general educa-
tion teachers have been assessed, namely,
their professional beliefs about students with
special educational needs [24], a thorough
investigation into their professional disposi-
tions and competencies is still non-existent.

As a result, there is a significant gap in
the theoretical and practical understanding
of the relationship between professional
dispositions of general education teachers
and their competences in inclusive educa-
tion. This paper aims to bridge this gap by
providing evidence-based insights. The
study is guided by the hypothesis that pro-
fessional dispositions of general education
teachers mediate the formation and devel-
opment of their inclusion competencies.

Methodology and sample profile

The study involved 758 teachers from
general education organizations across seven
federal districts of Russia, including 234 pri-
mary school teachers, 411 secondary school
teachers, and 113 teachers of supplementary
education, aged 19 to 70 years (mean age:
43.94+12.46). The sample predominantly con-
sisted of teachers with more than 20 years of
professional experience (44.20%). Besides, it
included young professionals with up to 5 years
of experience (21.24%) and teachers with 5 to
20 years of experience (34.56%). Among the
respondents, 407 educators (53.69%) reported
having experience working in inclusive settings.

The sample was predominantly female
(92.22%), reflecting the gender composi-

tion of the teaching workforce in Russia’.

Our self-designed situational professional
test [6] was used to assess the level of inclu-
sion competencies of teachers. According to
the results of testing, the sample of teach-
ers was divided into groups with low (224
people), medium (366 people) and high (168
people) level of inclusion competencies.

Professional dispositions of teachers
were identified using another self-designed
tool — a questionnaire with 5 scales that
define dispositions in relation to oneself as
a professional (‘self-awareness’), readiness
to interact with colleagues (‘cooperation’),
dispositions in relation to the subject taught
(‘teaching’), dispositions in relation to stu-
dents (‘students’) and dispositions in rela-
tion to inclusive education (‘inclusion’) [5].

Statistical analysis of the obtained data
was carried out using Statistica ver. 8 and
Jamovi ver. 2.3.18. The data were pro-
cessed using comparative, correlation, and
correspondence analysis. The distribution
testing of variables did not reveal normal
distribution. Hence, the criteria and proce-
dures of statistical analysis were based on
nonparametric statistics.

Results and discussion

The analysis of the graphical represen-
tation of professional dispositions distribu-
tion across teacher groups with varying
levels of inclusion competence (Fig. 1)
revealed a significant trend. Teachers with
high and medium levels of inclusion com-
petence displayed a markedly skewed dis-
tribution towards higher disposition scores.
Conversely, the group with low competence
showed a more uniform distribution sup-
ported by statistical calculations of asym-
metry and kurtosis indicators (Table 1).

1 According to the data of the Federal Statistical Observation No. GE-1 ‘Information about an educational organization of
primary, basic and secondary general education’ at the beginning of 2023—24 school year. URL: https://docs.edu.gov.ru/

document/dd4cf021660425786495d74440536710/
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Fig. 1. Distribution of professional disposition indicators in groups of teachers with different
levels of inclusion competences

Furthermore, the low competence group
exhibited the smallest distribution shifts from
the center for all disposition indicators. Ad-
ditionally, close to zero excess kurtosis in
this group indicated the most uniform distri-
bution. However, this group also displayed
the highest standard deviation, highlighting

considerable heterogeneity of assessed
dispositions. The intensity of data scattering
decreases across all the groups, while the
heterogeneity of assessments for disposi-
tions towards inclusive education increases.
Furthermore, this indicator also showed the
lowest median and mean values.

Table 1

Descriptive statistics of professional disposition indicators in groups of teachers
with different levels of inclusion competencies

Professional M (SD) Me As Ex
dispositions 1 2 3 1 2 3 1 2 3 1 2 3
Self-Awareness | 37.3 | 42.2 | 425 39 44 44 | -0.68|-1.26|-1.19| 0.16 | 2.03 | 1.58
(9.79) | (7.06) | (6.72)
Cooperation 37.8 | 43.1 | 43.7 39 45 45 | -0.77|-1.42|-1.27| 0.26 | 3.02 | 1.34
(9.98) | (6.54) | (6.36)
Teaching 371 | 422 | 42.7 38 43 44 |-0.64|-1.17|-1.17| 0.07 | 1.73 | 1.38
(9.88) | (6.99) | (6.73)
Students 37.9 | 43.3 | 436 40 45 45 |-0.76 |-1.53|-1.38 | 0.06 | 3.07 | 2.36
(10.0) | (6.56) | (6.18)
Inclusion 321 | 37.2 | 384 32 39 40 |-0.24|-0.77|-0.63|-0.70| 0.17 |-0.38
(11.8) | (10.2) | (9.02)
Note: M — mean; SD — standard deviation; Me — median; As — asymmetry; Ex — excess; 1 — low level;
2 — medium level; 3 — high level
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The group of teachers with low inclu-
sion competence exhibited the least pro-
nounced professional dispositions. This
finding aligns with the results of a Kruskal-
Wallis H-test (see Table 2), which revealed
statistically significant differences across
all five professional disposition subscales
(see Table 2).

Table 2
Kruskal-Wallis H-test values
Professional H df p
dispositions
Self-Awareness 43.4 2 <.001
Cooperation 51.1 2 <.001
Teaching 471 2 <.001
Students 48.4 2 <.001
Inclusion 36.2 2 <.001

Note: H — criterion values; df — number of degrees of
freedom; p — significance level

Further pairwise comparisons using
the Dwass-Steel-Critchlow-Fligner test in-
dicated no significant differences between
the medium and high competence groups

for any disposition indicator. However,
both the medium and high competence
groups displayed significantly higher dis-
position scores compared to the low com-
petence group.

Correlation analysis using Spearman’s
rank correlation coefficient revealed a
strong relationship between the indicators
of inclusion competencies and professional
dispositions (see Table 3).

Notably, the correlations strong in ab-
solute value are only those between the
cooperation-related dispositions and com-
petencies in the organization of psychologi-
cal and educational support for students
with disabilities, their inclusive education
and individualized educational paths. While
the remaining correlations are statistically
significant at 0.1%, they are still very weak
in absolute values.

Correspondence analysis, employed in
the final stage of the study, explored the
co-occurrence of high level of inclusion
competence and pronounced professional
disposition across teachers with different

Table 3

Correlation matrix between the indicators of inclusion competences
and professional dispositions

| 1 | 2] 3| 4|56 |7 ] 8] 9 [10]1
Inclusion competences
1. Knowledge 1
2. Support .62* 1
3. Process organization 72* | .56 1
4. Accompaniment 70" | .70* | 77" 1
5. Organization of individu- | .55* | .62* | .38* | .34 1
alized educational paths
6. Total score .85 | .82* | .86* | .88" | .55" 1
Professional dispositions
7. Self-Awareness 21" | 28" | 20" | 19" | 28" | .25" 1
8. Cooperation .20* | .25* | .24* | 22* | 24* | 27" | .84* 1
9. Teaching 18* | .23 | .23* | .19* | 21* | 26" | .87* | .86" 1
10. Students 18" | .23 | .21* | .19* | 23" | .25 | .85* | .83" | .85" 1
11. Inclusion A8* | .21 | .20* | .16* | .22* | .24* | .71* | .62* | .69* | .67

Note: * p < .001
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social and professional characteristics
(Fig. 2).

The analysis identified two signifi-
cant dimensions explaining a cumulative
84.32% of the total inertia, which indicates
a highly informative model. Additionally, the
chi-square test confirmed satisfactory rela-
tionships within the model (y* = 115.249,
df =90, p =.0379).

The first dimension (horizontal axis), ac-
counting for 68.96% of the total inertia, po-
sitioned inclusion competencies at one ex-
treme and professional dispositions at the
other. Interestingly, social and professional
characteristics gravitated more towards
professional dispositions, suggesting a
stronger connection with the practical as-
pects of teaching. Notably, inclusion com-
petencies were more pronounced among
secondary school teachers. Conversely,
primary and supplementary education
teachers displayed stronger professional

dispositions but lower levels of inclusion
competence.

The second dimension (vertical axis),
explaining 15.36% of the inertia, con-
trasted ‘direct interaction with students
with disabilities’ at the upper pole with a
focus on the ‘formal basis for inclusion’
(knowledge of regulations, program de-
velopment) at the lower pole. This es-
sentially reveals a dichotomy between
‘student-centered’ and ‘process-centered’
approaches to inclusion. Furthermore,
the ‘student-centered’ orientation aligned
with the professional disposition of valu-
ing inclusion. This was more evident in
teachers with prior experience in inclu-
sive settings. Conversely, teachers lack-
ing such experience, particularly those
in supplementary education, displayed a
stronger emphasis on developing com-
petencies related to supporting inclusive
education. Notably, teaching experience
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Fig. 2. Correspondence map between inclusion competences, professional dispositions and social
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exhibited a weaker association with these
dimensions. While teachers with extensive
experience (>15 years) showed a link with
self-centered professional dispositions,
those with 6—10 years of experience
focused more on the subject they teach,
students, and cooperation with other pro-
fessionals. Young professionals, on the
other hand, demonstrated higher levels of
both inclusion competencies and relevant
knowledge.

Our findings suggest that already at
their average level, inclusion competences
facilitate a qualitative shift in professional
dispositions. This suggests that profes-
sional dispositions may be a necessary,
but not sufficient, condition for developing
inclusion competence. Indeed, other fac-
tors of a teacher’s professional develop-
ment — organizational, methodological,
and psychological — also play a crucial role
[16]. However, fostering a teacher’s role as
an inclusion educator cannot be achieved
without cultivating their professional dispo-
sitions. These dispositions shape teachers’
understanding of their professional identity
and the nature of inclusive education.

Conclusion

This study delves into the relationship
between professional dispositions and
inclusion competencies of general educa-
tion teachers, revealing a multifaceted and
nuanced interplay. The findings challenge
the notion of professional dispositions as
sole determinants of inclusion competence
development. Instead, they emerge as the
foundation and core semantic compo-
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B cTatbe npefcTasneHbl pes3ynbTatbl UCCEfoBaHUA, Lefblo KOTOpOro
ABMANOCH YTOYHEHNE cTaTyca kaTeropmm «camoapPeKTUBHOCTb» Kak de-
HOMeHa, MPeAnoNoOXUTENbHO 3aBUCSALLEro OT psaaa hakTopoB: CTpaHbl Npo-
XWBaHWA Nepgaroros, BO3pacTa M cTaxa ux npodeccnoHanbHow aeaTesb-
HOCTW, nokasaTenen NCUXNYEeCKOro BbIropaHus, a Takxe (MPUMeHUTENbHO
K LUKOJSIbHBIM YYUTENAM Kak OTAENbHOW KaTeropuv neparoro.) Hanu4ms/
OTCYTCTBUS OMbITa UX PaboThbl C AETbMU, UMEIOLLMMU OrPaHNYEHHbIE BO3-
MOXHOCTU 3[0poBbA. B nccnegosanum npuHan yvactue 481 venosek u3
Poccuun, Pecnybnukn Benapycb, Pecny6nukn Kasaxctan u Kbiprbi3ckom
Pecny6nvkn B Bo3dpacte oT 20 fo 60+ net, 96,7% — XeHLmnHbl. 182 wnc-
NbITyeMbIX — y4uTensa, B Tom 4ucne 110 ydyutenei WHKNO3UMBHOIO 06-
pasoBaHus. [JaHHble MOny4eHbl C MOMOLLbIO NMPVMEHEHUS CneayloLlero
WHCTPYMeHTapusa: MeToguka «[podeccnoHanbHoe BbiropaHue», Lukana
obLeri camoahPeKTUBHOCTH, CTaATUCTUHECKME MeToAdbl 06paboTku pe-
3ynbtaToB. MpeacTaBneHbl pedynbraThl, COrMacHO KOTOPbIM HE BbISIBNIEHO
pasnuynii caMoadEKTUBHOCTN B 3aBUCUMOCTM OT CTPaHbl NPOXMBAHUA
y4acTHUKOB. Bo3pacT u cBfi3aHHbIM C HUM CTaxX paboTbl Negaroros, Ha-
NMYMEe/OTCYTCTBME Y LUKOSMbHbIX y4MTenen onbita paéoTbl C AeTbMU, NMe-
IOLLMMMN OFPaHUYeHHble BO3MOXHOCTU 3[00POBbS, TakXe He CBfA3aHbl C
caMo3(PPEKTUBHOCTLIO. PerpecCcroHHbIN aHanua nokasan otpuuarensHoe
BVAHNE pefyKLWM NepcoHanbHbIX AOCTMXXKEHWUI Ha caMO3EKTUBHOCTb
BO BCEX MoAarpynnax, BblAeNIEHHbIX MO CTpaHam npoxusaHusa. Ha ocHo-
BE MOJy4eHHbIX AaHHbIX AenaeTcs BblBOfA, Y4TO Haubonbllee HeraTuBHoOe
BIMAIHNE Ha CaMO3MMEKTVBHOCTL OKa3blBaeT pedyKuus nepcoHanbHbIX
pocTuxeHuin. CooTBETCTBEHHO, filenaeTca nNpeanonoxeHune, 4To paéota no
npocunakTuke OaHHOro KOMMOHEeHTa 3PEKTUBHA B MNaHe BIUAHUA Ha
npouecc hopmmpoBaHma camoadekTBHOCTM nepgaroroB. O603Ha4atoT-
CSl NEepPCNeKTUBbl NCCNefoBaHNs, CBA3aHHbIE C BO3MOXHbIMU hakTopamu
€caMo3(PPEKTUBHOCTUN, HE BKITHOYEHHBIMW B HACTOSALLYIO paboTy.
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Introduction

The widely accepted understanding of
the phenomenon of self-efficacy is framed as
the belief of specialists in their psychological
capabilities to effectively perform professional
functions, even in challenging working condi-
tions characterized by problems and conflicts
[16]. A broader interpretation of this concept
suggests it encompasses a stable readiness
of the individual to progress in life [5]. The
formulations “confidence in self-efficacy” and
“perceived self-efficacy” are also theoretically
justified [5], as they emphasize the significant
contribution of the individual’s reflectiveness
to the phenomenon in question.

Various correlates and predictors of self-
efficacy are actively analyzed in contem-
porary literature. These include teachers’
success in shaping their behavior, as well
as information regarding the achievements
of other teachers; feedback from colleagues
and supervisors; support from significant oth-
ers; teachers’ marital status; their emotional
stability; capacity for learning; and reflective-
ness [5; 12; 14; 21].

Similar factors are characteristic of the
self-efficacy of educators in inclusive edu-
cation; however, there is a certain specific-
ity involved. For instance, the confidence in
the self-efficacy of teachers operating within
inclusive settings increases when the “inclu-
sion” of children is supported at the state level
[2; 24]. A number of studies have yielded re-
sults indicating that self-efficacy serves as a
phenomenon mediating the correlation be-
tween two variables, such as teachers’ goal

orientations and their attitudes towards teach-
ing [22; 25].

The correlation between educators’ self-
efficacy and their professional burnout is a
widely discussed topic in scholarly literature
[5; 6; 17; 23]. This is primarily due to the high
relevance of the issue concerning the preven-
tion of professional burnout among educators,
as well as related phenomena of psychologi-
cal burnout [8] and emotional exhaustion [1].

There are grounds to suggest that there is a
reciprocal influence between professional burn-
out and self-efficacy [19; 20; 23]. However, pre-
dominantly one side of this reciprocal process
is discussed, namely, the impact of teachers’
self-efficacy on professional burnout [15; 18].

In the course of a cross-cultural study
on teachers’ professional burnout in Russia
and lIsrael [4], a statistically significant nega-
tive contribution of self-efficacy to emotional
exhaustion was identified. Additionally, sig-
nificantly higher levels of professional burnout
were found among Russian teachers com-
pared to their Arab counterparts. Cross-cul-
tural studies on self-efficacy and professional
burnout that include Russia are limited to the
aforementioned work.

Considering that among the predictors
of self-efficacy are features of the microen-
vironment (support from close ones) and the
macroenvironment (state policies in inclusive
education of which teachers are aware), it
is reasonable to hypothesize that there are
intercultural differences in the nature of the
correlation between self-efficacy and the
phenomena accompanying teachers’ activi-
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ties. Among these phenomena, it is pertinent
to examine, in particular, the sub-syndromes
of professional burnout. Hypothetically, fac-
tors that positively influence self-efficacy may
include the age of teachers and their related
professional experience, as teachers who re-
main in the profession for an extended period
are often professionally successful, which
contributes to a high assessment of their ca-
pabilities as specialists. It can also be hypoth-
esized that working in inclusive settings may
negatively impact teachers’ self-efficacy.

Sample Description

481 participants were recruited for this
study. The distribution of respondents by
country of residence is presented in Table 1.

Table 1
Distribution of subjects by country
of residence

Country Number of | % of
respondents | total

Republic of Belarus (RB) 79 16,42
Republic of Kazakhstan (RK) 66 13,72
Kyrgyz Republic (KR) 92 19,13
Russian Federation (RF) 241 50,10

The age range of the participants was
as follows: 20—30 years — 73 individuals

(15.1%), 31—40 years — 104 individuals
(21.6%), 41—50 years — 138 individuals
(28.7%), 51—60 years — 130 individuals

(27%), and over 60 years — 36 individuals
(7.6%). A total of 434 participants (90.2%)
had higher education degrees, while 47 par-
ticipants (9.8%) possessed vocational sec-
ondary education.

Among the specialists, 224 individuals
(46.6%) had more than 20 years of teaching
experience. The minimum teaching experi-
ence, specifically up to 5 years, was held by
96 specialists (20%).

Among the participants, 309 individuals
(64.2%) worked in schools, 60 individuals
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(12.5%) in preschool educational organiza-
tions, 48 individuals (10%) in psychological,
medical, and pedagogical commissions,
35 individuals (7.3%) in centers for psycho-
logical, pedagogical, and medical-social as-
sistance, 22 individuals (4.5%) in higher edu-
cation institutions, and 7 individuals (1.5%) in
additional education institutions.

Methods

To measure the level of professional
burnout, we utilized the Professional Burnout
methodology by C. Maslach and S. Jack-
son, adapted by N.E. Vodopyanova and
E.S. Starchenkova (version for teachers and
educators) [10], as well as the General Self-
Efficacy Scale [11]. Demographic data were
collected through surveys.

The statistical methods for processing
the results included one-way analysis of vari-
ance (ANOVA), Pearson correlation analysis,
comparative analysis for two independent
samples using Student’s t-test, and post-
hoc comparisons utilizing Duncan’s test. The
mathematical processing was conducted us-
ing STATISTICA 10.0 software.

Objective and Hypothesis
of the Research

Objective: To identify the factors influenc-
ing the self-efficacy of educators in a cross-
cultural context. Hypothesis: The factors influ-
encing the self-efficacy of educators include
the country of residence, age, and length of
professional experience, as well as working
with children with disabilities.

Procedure of Conducting the Research

The study was conducted online from
February to April 2024 using Google Forms.
In the Republic of Belarus, the respondents
were participants of the Inclusive Educa-
tion courses offered by the Belarusian State
Pedagogical University named after M. Tank,
under the guidance of Dr. of Pedagogical
Sciences, Professor T.V. Lisovskaya. In the
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Republic of Kazakhstan, Astana, participated
specialists from the Psychological-Medical-
Pedagogical Commission (PMPC) #1, #2, and
#4, as well as PMPCs and correctional offices
in the cities of Karaganda and Petropavlovsk,
along with specialists from the inclusive sup-
port schools of the Institute of Pedagogy and
Psychology of the K. Zhubanov University in
Bishkek, coordinated by K.M. Tilekeev.
Respondents from the Russian Federa-
tion were educators from inclusive kinder-
gartens #109 and #178, boarding schools
#6 and #7 in the city of Yaroslavl, as well as
defectologists and speech therapists from the
central and regional Psychological-Medical-
Pedagogical Commissions (PMPC) of the
Yaroslavl region, centers for psychological,
pedagogical, and medical-social assistance
in the Yaroslavl region, and inclusive school
#32 named after V.V. Tereshkova. During the
survey, data collection was conducted with
consideration of the following parameters:
age and gender of the respondents, country

and place of residence, level of education
and workplace, teaching experience, job title,
and specific features of professional activity
(regular work with children; work with children
with disabilities).

Results

The most pronounced component of
emotional burnout is the reduction of per-
sonal achievements. Considering the inverse
nature of the scale, the scores of subjects in
most groups are above average, which does
not align with data previously obtained by oth-
er authors [6], who indicated that emotional
burnout among educators is predominantly
represented by the symptom of emotional
exhaustion. Data obtained through one-way
analysis of variance based on the countries
of residence of the subjects indicate signifi-
cant differences among the groups of respon-
dents in terms of depersonalization, reduction
of personal achievements, and professional
burnout as a whole (see Table 2).

Table 2
Descriptive statistics (mean/standard error) and comparison results
for four groups of respondents (RF, RK, KR and RB)
RF- | RF- | RF- | RK- | RK- | KR-
RF RK KR RB F 2 RK | KR | RB | KR | RB | RB
Mean/standard error Post hoc comparisons

Age 443/ | 44,4/ | 41,7/ | 36,0/ | 11,1| 0,070 | 0,918 | 0,131 | 0,001 | 0,128 | 0,001 | 0,001
0,15 | 0,27 | 0,26 | 0,23

Experience 14,7/ | 14,7/ | 11,9/ | 10,6/ | 7,220,046 | 0,999 | 0,020 | 0,001 | 0,015 | 0,001 | 0,261
0,10 | 0,19 | 0,18 | 0,19

Burnout 56,0/ | 55,5/ | 52,0/ | 50,1/ | 3,2 | 0,020 | 0,850 | 0,120 | 0,003 | 0,140 | 0,003 | 0,450
1,05 | 2,15 | 1,67 | 1,99

Emotional 23,66/ | 24,32/ | 23,02/ | 22,04/ | 0,99 | 0,006 | 0,846 | 0,853 | 0,656 | 0,723 | 0,550 | 0,773
exhaustion 0,58 | 1,04 | 0,85 | 1,05

Depersonaliza-| 9,0/ | 85/ | 86/ | 6,8 |346]|0,022 0,590 |0,680 | 0,007 | 0,870 | 0,020 | 0,020
tion 0,32 | 0,70 | 0,59 | 0,49

Achievement | 23,4/ | 22,7/ | 20,3/ | 21,3/ | 6,69 | 0,042 | 0,430 | 0,001 | 0,020 | 0,010 | 0,110 | 0,270
reduction 0,37 0,81 0,62 | 0,75

Self-efficacy | 30,94 /| 31,86/ | 32,02/ | 31,23/ | 1,14 | 0,008 | 0,657 | 0,618 | 0,881 | 0,935 | 0,743 | 0,703
028 | 062 | 062 | 0,23

Note: F is the empirical value of the analysis of variance; n? is the partial eta-square (effect size) for post-hoc
comparisons (Duncan’s test); only statistical significance levels are given.
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We present the mean values of the pa-
rameters indicated in Table 2 along with the
standard errors of the mean (Table 3).

However, the most reliable differences
are observed concerning age, teaching expe-
rience, and the fact of working with children
with special educational needs (SEN). There
are no significant differences in emotional
exhaustion as a component of professional
burnout and self-efficacy.

The data presented in the table indicate
that participants working in the Republic of
Belarus (RB) exhibit a lower degree of sus-
ceptibility to all subfactors of professional
burnout compared to participants from other
groups. This group demonstrates a lower
overall indicator of professional burnout, de-
spite the fact that the majority of them work
with children with special needs. This phe-
nomenon could be partially explained by the
relatively younger age of the participants in
this group. However, the Pearson linear cor-
relation coefficient reveals a lack of significant
correlation between the age of the participants
and all studied parameters, both in the overall
sample and within the subsets of participants
residing in different countries. The results of
the post-hoc analysis further suggest that the
observed differences are predominantly at-
tributable to the outcomes of participants from
RB, who significantly differ in the subfactor of
psychological burnout, specifically “deper-
sonalization,” when compared to participants
from other countries. Moreover, there is a no-

table distinction in overall professional burn-
out between participants from RB and those
from the Russian Federation (RF) and Kyrgyz
Republic (KR). Participants from RF and KR
exhibit a high level of reduction in personal
achievements. Notably, these individuals are
older and possess more extensive work ex-
perience than the other groups. Let us con-
sider the predictors of self-efficacy, including
the level of emotional burnout, the age of
the subjects, their work experience, and the
presence or absence of experience working
with children with special educational needs
(SEN). The regression analysis revealed a
significant inverse correlation between self-
efficacy and emotional exhaustion, as well as
a reduction in personal achievements across
the overall sample (see Table 4) and within
the subsamples distinguished by the coun-
tries of residence of the subjects.

Table 4
Regression Analysis Data with Self-
Efficacy as the Dependent Variable
for the Overall Sample (Highlighted
Significant Coefficients)

Independent Regression Signifi-
Variable Coefficient | cance Level

Emotional Exhaustion -2,07 0,04
Reduction of Personal -14,04 0,00
Accomplishments

Depersonalization -0,98 0,33
Age -0,04 0,97
Teaching Experience 0,41 0,68

Table 3

Regression analysis data with self-efficacy as a dependent variable for samples
of subjects living in different countries (only significant coefficients are shown)

RF | RK | KR | RB
Standardized regression coefficients
Emotional exhaustion -0,15 -0,34
Reduction of achievements -0,57 -0,48 -0,52 -0,62
Depersonalization -0,28
Coefficient of determination r? 0,66 0,26 0,35 0,66

80




Koneva E.V., Kukubaeva A.K., Roschina G.O., Rusanova L.S.
Factors of Self-efficacy of Teachers in a Cross-cultural Context
Psychological Science and Education. 2024. Vol. 29, no. 5

Subsequently, the results of two groups of
participants were compared: teachers work-
ing with children with disabilities (i.e., those
teaching in inclusive settings) and teachers
not working with this category of children
(110 and 72 individuals, respectively). Using
the Student’s t-test, no significant differences
were found between the groups across all
studied parameters: self-efficacy, sub-factors
of professional burnout, and overall profes-
sional burnout. This finding applies both to
the compared groups without differentiating
the participants by their countries of residence
and to the subgroups of participants residing
in the Russian Federation, Kazakhstan, Belar-
us, and Kyrgyzstan. Participants working with
children with disabilities in different countries
showed the most notable differences in the
parameters of “reduction of personal achieve-
ments” (F=5.07, p=0.03) and “self-efficacy”
(F=5.25, p=0.02). According to the results of

30,00

post-hoc comparisons, the differences were
attributed to the participants living in Kyrgyz-
stan, who exhibited a higher level of reduction
in personal achievements and a high level of
self-efficacy compared to other participants
(see Figures 1 and 2).

The participants who do not work with
children with disabilities across different
countries exhibit the most significant dif-
ferences in the parameter of “reduction of
personal achievements” (F = 3.50, p = 0.00).
According to the results of post hoc compari-
sons, the groups differ significantly from one
another in pairs. Regression analysis of the
overall sample of teachers revealed a nega-
tive impact of achievement reduction on self-
efficacy (t = —894, p = 0.001). A similar cor-
relation was observed in both subgroups of
teachers. Thus, the presence or absence of
experience working with children with disabili-
ties does not exert an influence on self-effica-

2500 23,41 24,12 24,17
I I I ] I
S 15,00 I
O 10,00
5,00
0,00
Poccuiickas  KasaxctaH Kuprusma  benopyccua
depepaumn
Fig. 1. The level of reduction in personal achievements among subjects working with children with disabilities
36,00 35,05
35,00
34,00
< 33,00
S 32,00 32,00 31,67
L8 31,00 30,39
30,00
29,00 l
28,00
Poccuiickas  KasaxctaH Kuprusma  benopyccua
Pepepaumn

Fig. 2. The level of self-efficacy among subjects working with children with disabilities

81




Konesa E.B., Kyky6aesa A.X., PowyuHa I".O., PycaHosa J1.C.
DakTopbl CaMO3PPEKTUBHOCTY NEeJaroroB B KPOCC-KYNbTYPHOM KOHTEKCTE
Mcnxonornyeckasn Hayka n obpasosaHue. 2024. T. 29. Ne 5

cy. However, the inverse correlation between
self-efficacy and achievement reduction has
been reaffirmed. The participants who do not
work with children with disabilities across dif-
ferent countries exhibit the most significant
differences in the parameter of “reduction of
personal achievements” (F = 3.50, p = 0.00).
According to the results of post hoc com-
parisons, the groups differ significantly from
one another in pairs. Regression analysis
of the overall sample of teachers revealed a
negative impact of achievement reduction on
self-efficacy (t = -894, p = 0.001). A similar
correlation was observed in both subgroups
of teachers.Thus, the presence or absence of
experience working with children with disabili-
ties does not exert an influence on self-effica-
cy. However, the inverse correlation between
self-efficacy and achievement reduction has
been reaffirmed. An important finding is the
absence of significant differences in the se-
verity of burnout symptoms and self-efficacy
between teachers working with children who
have developmental disorders and those who
do not. This phenomenon has been noted in
previous studies as well [7]. The lack of dif-
ferences may be attributed to the attention
given to the training of teachers working in
inclusive settings and the effectiveness of the
training programs that educators in inclusive
education undergo. Groups of teachers from
various countries who instruct children with
special educational needs (SEN) exhibit less
variation in the studied parameters compared
to groups of teachers who do not work with
such children. It can be suggested that this is
due to a common inclusive agenda being im-
plemented across different countries, which
renders the educational environment created
for children with SEN somewhat universal. In
samples of teachers from various countries,
both those who work with children with dis-
abilities and those who do not, the level of
self-efficacy is found to be above average.
This seemingly paradoxical result can be ex-
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plained in the following way. Despite a seem-
ingly stable understanding of self-efficacy
as an individual’s belief in their capabilities
to solve professional tasks, the internal rep-
resentation of this personal phenomenon is
ambiguous, and the presence of this issue is
documented in the literature [3]. The internal
criteria for professional success are highly
individualized. In the activities of school edu-
cators, itis likely that there exists a subjective
“model” of self-efficacy that is more oriented
towards the process of activity rather than the
outcome. Furthermore, the perception of self-
efficacy may vary for an individual across dif-
ferent types of activities and even in relation
to different aspects of the same activity [9].
Both of these circumstances may influence
how the respondents interpret the questions
on the self-efficacy scale.

Conclusions

Self-efficacy should be considered not
only as a predictor of professional burnout
but also as a phenomenon dependent on its
components. Practically, the data concern-
ing the sub-factors of professional burnout
as predictors of educators’ self-efficacy are
significant for consultative and training ac-
tivities. The most detrimental effect on self-
efficacy, as indicated by the aforementioned
data, arises from reduction, or the complete
or partial devaluation of one’s professional
achievements. Consequently, it can be in-
ferred that efforts aimed at preventing this
specific component are effective within the
framework of influencing the process of self-
efficacy development among educators. Ac-
cording to the obtained data, the age of edu-
cators and the duration of their professional
activity do not have a significant impact on
self-efficacy.

The cross-cultural differences of the stud-
ied phenomena, according to the research
findings, are fragmented and do not permit
the assertion of any stable trends.
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npe,U,CTaBJ'IeHbI pe3ynbraTtbl SMNNPUYECKOro nccnenosaHns, HanpasneHHOro
Ha BbISIBNIEHVE OTHOLLUEHWS NefaroroB MaccoBbIX LUKOM K UHKITIO3UBHOMY 06-
pasoBaHuio. Martepuansl nony4eHbl Ha BbIGOpke neparoroe r. YensbuHcka
(N=678). B uccnenoBaHum NpuvHANM y4actTue pecrnoHAeHTbl B Bo3pacTe oT 20
[0 77 neT, n3 kotopbix 94% 6bINM XeHckoro nona, 6% — Myxckoro. Paéota
oxBaTblBasa ndy4eHune Tpex acnekToB OTHOLLEeHUA: MOAaNbHOCTU, XapakTepa
1 no3vuun. Vicnonb3oBancs MaccoBblii OHNMaH-0Npoc, NPOBeAeHHbIA C Mo-
MOLLIbIO MHTEPHET-cepBuca «Angekc. dopmbi». [onyyeHHble pedynbTaTbl No-
3BOMAT rOBOPUTL O TOM, HYTO Nejarorn AEMOHCTPUPYIOT NPEUMyLLECTBEHHO
NMOMOXMTENBHOE OTHOLLIEHME K MHKI03UK (63,8%) BHE 3aBMCMMOCTM OT CTaxa
X paboTbl M y4acTva B peanusauum afanTUMpoBaHHbIX 06pa3oBaTesibHbIX
nporpamMm. OTmeyvaeTcs, 4TO OTHOLUEHME K WHKMIO3MBHOMY 06pasoBaHuio
XapakTepmn3yeTca HeroToBHOCTbIO nefaroroB 3aHMMaTb OTBETCTBEHHYHO MO-
31umIo; cnabbiM XenaHnem B3anuMO[encTBOBaTb C POAUTENSMU; HEBbICOKOW
rOTOBHOCTbIO MOBbILLIATL KBANMPUKALMIO B BONPOCAaX NHKIHO3UN.

KnroyeBbie crioBa: HKINIO3MBHOE oépasoBaHme; MaccoBas LKona; negaroru;
OeTn ¢ orpaHn4eHHbIMM BOSMOXXHOCTAMU 300POBbSA; KA4eCTBO O6pa3OBaHVIﬂ.

Ansa yutatbl: PocnsikoBa C.B., Cokonosa H.A., CuBpukosa H.B., YepHukoBa E.I". OTHOLLEHWE Ne-
[aroroB K MHKI03MBHOMY 06pa3oBaHuio B LLKone // Mcuxonornyeckas Hayka n obpasosaHue. 2024.
Tom 29. Ne 5. C. 87—98. DOI: https://doi.org/10.17759/pse.2024290507

Introduction [16] and the development of organizational

Inclusive education goes the way of its and methodological aspects [1; 2; 9; 17]. The
formation in the Russian Federation, from the implementation of inclusion ideas in practice
definition of its ideology, goals, and values [13; faces personnel, organizational and manage-
15] to the formation of the regulatory framework rial, methodological, and psychological prob-
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lems [5; 12] in Russia (see [6; 8; 12], etc.) and
in other countries of the world [21]. This is due
to the presence of personnel, organizational and
managerial, methodological, and psychological
problems [5; 12].

Russian and foreign authors recognize that
the success of inclusive education depends
on all actors: teachers, children with special
healthcareneeds (children with special needs),
their parents, and school management [9; 12;
17; 26]. At the same time, researchers assign
one of the important roles to teachers [3; 4; 6;
29] and study their attitude toward the idea of
inclusion (L.V. Goryunova [5], E. N. Morgacheva
[14]) and readiness to implement it in practice
(S.V. Alekhina, Yu.V. Melnik, E. V. Samsonova,
and A.Yu. Shemanov [1]), teachers’ assessment
of their place in inclusive education (L.M. Volos-
nikova, S. V. Ignatzheva [4]), etc.

Researchers study educators’ attitudes
towards inclusive education using different
criteria. For example, attitudes towards inclu-
sion and special children (modality of attitude:
positive, negative, neutral). Influence factors
are another criterion. The attitude towards
inclusive education can be assessed by the
position taken by teachers (active or passive
position in the implementation of the educa-
tional process).

Surveys filled by teachers of the Sverdlovsk
and Orenburg regions, Moscow, Tyumen, Ivan-
teevka, etc. [4; 6; 12; 14 et al.], conducted in the
last ten years by Russian researchers, showed
that, in general, teachers (93.3%) agree with the
idea of inclusion [12]. However, most of them
(E.N. Morgacheva, 2013; Yu.A. Koroleva, 2016),
or about half of them (E.V. Grunt, 2017) had
negative and/or neutral attitude towards the pro-
cess of inclusive education. At the same time,
according to researchers, some teachers did not
express their disagreements directly but rather
in a veiled form. In this, scientists see a contra-
diction between teachers’ understanding of the
importance of implementing inclusive education
and their unwillingness to face difficulties in their
work or to change something in their profession-
al activities, especially if there is no additional
payment, since they consider work with children
with special healthcare needs as an additional

burden [4; 12; 14]. As aresult, S.V. Alekhina and
co-authors noted that teachers mostly agree
about the values of inclusion, but not about its
organizational and activity foundations [1].

Many factors influence educators’ attitudes
towards inclusive education. Among them are
teachers’ special (correctional) or specialized
education, age, location, and school status. Re-
searchers note that teachers with special educa-
tion are more likely to be positive about inclusion
(J.Yu. Brook, G.V. Patrusheva et al.; D. llisko,
J. Badjanova, S. Ignatjeva) [3; 22], and young
teachers; less often subject teachers, especially
those working in high school (P. Engelbrechtetal,
T. Saloviita) are positive about it [20; 26]. In ad-
dition, teachers from big cities and from schools
with a high status (gymnasiums, lyceums) are
less loyal to inclusive education [6].

E.V. Grunt believes that teachers’ positive
assessment of inclusive education is more often
associated with the process of teaching children
with special healthcare needs, and a negative
assessment is associated with teachers’ own
teaching activities and the problems which arise
during the implementation of inclusive educa-
tion in educational institutions [6]. A.L. Perrin,
M. Jury, and C. Desombre consider teachers’
personal values, self-attitude, and openness to
change to be the sources of teachers’ positive
attitude [25]. M.P. Opoku, A.N. Jiya, R.C. Kany-
inji and W. Nketsia attribute satisfaction with
teachers’ own activities [24].

One of the key factors influencing the
positive attitude of teachers towards inclusive
practice are the effective management of the
organization (A. A. Dubov, G. B. Glazkova [7])
and the position of the school principal promot-
ing inclusive policies (E. Cohen [19]; N. Khaleel,
M. Alhosani, and I. Duyar [23]), in making con-
structive management decisions (S.V. Alekhina,
Yu.V. Melnik, E.V. Samsonova [1; 2]).

Among factors causing a negative attitude
towards inclusion are misunderstanding of the
essence of inclusion, rejection of it, a low level of
readiness for its implementation, a negative at-
titude towards students with disabilities, a lack of
experience working with these children [4; 5; 6;
12; 14 et al.]; and susceptibility to stereotyping
of children with special needs [12].
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Researchers attribute the lack of personal
resources to solve problems that arise in the
work [8] to the number of significant factors af-
fecting the attitude of teachers toward the imple-
mented inclusive practice. This puts teachers’
focus on skills’ development to address the lack
of inclusive training [6; 10; 11; 15] and increase
inclusive competence [13].

The researchers studied the attitude of
teachers to inclusive education, their assess-
ment of their place (role) in it. On the one hand,
they found that teachers have high social re-
sponsibility, which is expressed in the recogni-
tion of the importance of inclusive model in a
mass school [6]. On the other hand, studies
have shown that the problems that teachers call
indicate their passive position [14] and low sub-
jectivity in the inclusive educational process [13].
Studies have shown the dependence of teach-
ers’ assessment on their own effectiveness, job
satisfaction, and inclusion in the inclusive edu-
cational process [18].

The attention of the scientific community to
the issues of teachers’ assessment of inclusive
education, as well as empirical data collected in
different years (2013, 2016, 2017, 2019), testify-
ing the attitude of teachers to inclusion, made it
possible to formulate the goal of this study which
is to identify the attitude of teachers of mass
schools to inclusive education at the present
stage of its formation.

Research methodology and methods

The activity approach and constructivism
served as the foundational methodologies for
this study. There are several reasons for select-
ing the constructivist paradigm. Firstly, it allows
the recognition of each individual involved in
the inclusive education process as an active
participant in creating both an inclusive educa-
tional environment and teacher’s own identity.
Secondly, constructivism emphasizes the im-
portance of considering the subjective opinions
of all participants regarding inclusive education,
self-perception, and their social partners. These
opinions are essential determinants in shaping
one’s own engagement and activities. The activ-
ity approach was used to assess the teacher’s
activities in inclusive education and its reflective
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component in assessing the inclusive practice of
a modern mass school.

The activity approach was employed to eval-
uate teachers’ practices in inclusive education
and the reflective component related to assess-
ing inclusive practices in modern mass schools.

To gather empirical data, we conducted a
mass online survey in June 2023 using Yandex
Forms. This survey was organized at the request
and with the assistance of the Chelyabinsk Edu-
cation Committee.

The authors developed a questionnaire for
the survey, which consisted of nine questions
designed to assess various aspects of teachers’
attitudes towards inclusive education. These as-
pects included:

1. The modality of teachers’ attitudes to-
wards the implementation of inclusive education
in mass schools, considering two factors: par-
ticipation in adapted educational programs and
work experience.

2. The nature of educators’ attitudes towards
inclusion, which was assessed through educa-
tors’ evaluations of:

2.1. Factors that could improve the quality
of inclusive education in a mass school, such
as the establishment of a support system for
inclusive education, a multi-level structure that
integrates school administration, support ser-
vices, and teaching staff, and the creation of a
dedicated support service comprising special-
ists who facilitate the successful implementation
of inclusive education.

2.2. The organization of work related to in-
clusive education within the school, as well as
the challenges faced in executing inclusive prac-
tices in a mass school, along with their sugges-
tions for improving these practices.

3. The necessity for training in inclusive
education, which serves as an indicator of edu-
cators’ willingness to actively and effectively en-
gage in this area.

A total of 678 teachers from schools in Che-
lyabinsk, ranging in age from 20 to 77 years,
participated in the survey. Their work experi-
ence varied significantly, spanning from sev-
eral months to 56 years. The majority of respon-
dents, 68.3%, have been working as teachers
for more than 10 years.
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Regarding gender distribution among the re-
spondents, 94% were female and 6% were male.
In terms of job positions, 77% of the participants
were employed as teachers, while 23% hold lead-
ership roles (12.1% were in one type of leader-
ship position, and 10.9% in another). Additionally,
468 participants, representing 69%, were involved
in the implementation of inclusive education.

The statistical analysis of the survey results
was conducted using Pearson’s chi-squared test.
For 2x2 tables, Yates’ correction was applied.

Study results

The study revealed that a majority of the
surveyed teachers (63.8%) support inclusion
in education. Among these supporters, over
half (51.3%) see it as a promising approach.
However, a significant portion of respondents
(25.2%) hold a negative opinion, deeming inclu-
sion unviable, while 10.9% perceive it as merely
a bureaucratic endeavor.

Of the teachers implementing adapted edu-
cational programs (AEP), 46.6% maintain a pos-
itive attitude towards the introduction of inclusive
education. A slightly smaller proportion (43.9%)
of teachers not involved in inclusive practices
share this favorable perspective. Notably, the
factor of participation or non-participation in the
implementation of AEP does not significantly in-
fluence teachers’ acceptance or rejection of the
concept of inclusion in schools.

Interestingly, among those working under
adapted programs, nearly twice as many are
indifferent or have a negative stance towards in-

clusion: 22.4% of those involved in AEP express
indifference or negativity, compared to 13.7% of
those not involved (Table 1).

The results of our study indicate that the
variable ‘work experience’ does not influence
attitudes towards inclusive education (32 = 1.6;
p = 0.76; V = 3). The proportions of individuals
who view the implementation of inclusion in a
mainstream school positively and negatively are
approximately the same across all groups.

The factor of participation in implementing
adapted educational programs also appears to
have no effect on teachers’ attitudes towards in-
clusion. Among those who implement these pro-
grams, 46.6% have a positive view, compared to
43.9% of those who do not. However, it is note-
worthy that among those working on adapted
programs, nearly twice as many express nega-
tive or indifferent attitudes (22.4% of participants
versus 13.7% of non-participants).

The second research objective was to ex-
plore teachers’ perspectives on participating in
the inclusive educational process and to evalu-
ate their roles within it. Analysis of teachers’ as-
sessments concerning factors that enhance the
quality of inclusive education revealed that over
half prioritize a support system for inclusive edu-
cation that is established within the educational
organization. Additionally, more than a third rec-
ognize the importance of the school support ser-
vice. The work of the school administration was
identified as the third most crucial factor, while
teachers viewed their own activities and those
of specialists as the least significant (Table 2).

Table 1

Educators’ Attitudes Towards Inclusive Education (IE) by Seniority
and AEP Implementation (n = 678)

Research . . . School Experience and
Variables School experience and implementation of AEP AEP Implementation
Attitude More Than 10 | Less Than 10 | Implements Does Not
of IE Years of Ser- Years of Ser- AEP Implement
vice (n =463) | vice (n=215) (n=468) | AEP (n=210)
Very positive 54 (11,7%) 31 (14,4%) 70 (10,3%) 15 (2,2%)

Positive in 238 (51,4%) 110 (51,2%) 246 (36,3%) | 283 (41,7%)
Perspective

Negatively 119 (25,7%) 52 (24,2%) 112 (16,5%) 59 (8,7%)
Indifferently 52 (11,2%) 22 (10,2%) 40 (5,9%) 34 (5%)
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Attitudes of Educators towards Factors Improving the Quality
of Inclusive Education (IE) (n = 678)

Table 2

Attitudes Towards IE

Research Variables Indifferently Negative Positive in Very positive
Perspective
(n=74) (n=171) (n=348) (n=85)
School-built System 35 (47,3%) 74 (43,3%) 196 (56,3%) 49 (57,6%)
Teachers 4 (5,4%) 19 (11,1%) 19 (5,5%) 8 (9,4%)

Specially Created
Subdivision

28 (37,8%)

61 (35,7%)

108 (31%)

16 (18,9%)

Factors
Affecting the
Quality of IE

School Administration

7 (9,5%)

17 (9,9%) 25 (7,2%) 12 (14,1%)

There is a clear connection between the
opinions of individuals who influence the qual-
ity of the inclusive educational process and
the attitudes of teachers towards it (y2 = 20.6;
p = 0.015; V = 9). Those with a positive view
on inclusive education tend to have an optimis-
tic perspective on its future and are more likely
to support the inclusive education framework
implemented in their schools.

Conversely, individuals who are indiffer-
ent or have negative attitudes toward inclu-
sion more frequently identify the structural
support units as critical for enhancing the
quality of the inclusive educational process.
Teachers who are enthusiastic about inclu-
sive education also tend to value the role of
school administration more highly. However,
no category of teachers considers admin-
istration a significant factor in this context.
Instead, respondents generally perceive ad-
ministrative efforts as unimportant, resulting
in the lowest percentage of support across all
categories.

Furthermore, most respondents express a
positive view regarding the involvement of par-
ents of children with special needs in the orga-
nization of inclusive education. About 60% of
respondents believe that full interaction with par-
ents is essential, while 30.4% see such coopera-
tion as having certain limitations. Nonetheless,
it is noteworthy that 9.6% of teachers outright
deny the importance of parental participation in
inclusive education.

Analysis of teachers’ suggestions for im-
proving inclusive education allowed us to pri-

92

oritize the issues. The most significant issue
identified was the lack of motivation and in-
centives for teachers to work in mixed-ability
classes. Second on the list was the problem
of parents’ resistance or misunderstand-
ing of their child’s individual needs. Lack of
adequate facilities (inclusive environment)
in schools came third. Fourth and fifth were
issues related to communication between
school staff and parents about education in
mixed classes, as well as communication
issues between parents and their children
with special needs about the content and
organization of the curriculum. Other issues
included the organization of integrated edu-
cation for typical and special needs students,
and the need for improved normative support
for educational programs.; The absence or
inefficiency of a management structure that
organizes inclusive education in schools,
as well as the lack of a specialized team to
support the inclusive process, are two major
challenges that need to be addressed.
Teachers have been using their own meth-
ods to address the issue of implementing in-
clusion in mass schools. 36 respondents men-
tioned “the lack of opportunities for teachers to
follow sanitary rules and provide an individual
approach in high-capacity classes,” “lack of
methodological support for implementing such
an educational process where it is necessary
to pay attention to all students (strong, ordi-
nary, and weak) in just 40 minutes,” and “the
recommendatory nature of conclusions from
psychological, medical, and pedagogical com-
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missions.” They also mentioned difficulties in
teachers implementing the educational pro-
cess in large classes (more than 30 students)
without a tutor.

Teachers offered the following options for
solving the problems of inclusive education:

1. Development and implementation of an
inclusive management system in the school's
activities (with the possibility of creating a sepa-
rate unit in the management structure).

2. Correction of the work of support services,
taking into account the features of inclusive edu-
cation.

3. Organization of an individual approach
to the education and upbringing of children with
disabilities through the development of the tutor-
ing institute.

4. Organization of systematic work with par-
ents, from explaining the goals and objectives of
inclusive education to include parents in active
participation for its implementation.

5. Improving the qualifications of teachers in
teaching children according to adapt programs
and organizing extracurricular activities for
healthy children and children with disabilities.

6. Development of a system of material in-
centives for teachers working on adapted pro-
grams.

7. Regulation of the number of children in
mixed classes (downward).

At the same time, some respondents sug-
gested either removing children with special
needs from regular classes or organizing inter-
action between children with special needs and
other children only in extracurricular activities.
They argued that co-education in mixed classes
slows down the learning process. These propos-
als can be seen as unconstructive, as they indi-
cate a rejection of inclusive education by some
respondents and a lack of understanding of the

importance of teachers’ work in creating an in-
clusive culture.

Another research task was to determine the
need for additional training in inclusive educa-
tion (Table 3).

Only half of the teachers in the sample felt
the need for special training to work in an in-
clusive educational setting. At the same time,
teachers with more than 10 years of experience
talked about this need more often (> = 5.4,
p =0.02, V = 1). It is worth noting that courses
on inclusive education are currently being orga-
nized in all regions of Russia. It is possible that
the study participants had already taken these
courses, which influenced their assessment of
the need for additional training in this area. This
aspect was not specifically addressed during the
survey.

Teachers expressed their desire to improve
their skills in various aspects. Several areas
were identified as being particularly important,
including:

1) understanding the essence of inclusive
education,

2) organizing the learning process in mixed-
ability classes,

3) providing psychological, medical, and
pedagogical support for students with special
needs,

4) developing methodological approaches to
inclusive teaching,

5) establishing effective communication and
collaboration in inclusive settings.

Discussion

The data we have collected suggests that,
in general, the teachers interviewed support
the concept of inclusive education. This finding
aligns with the conclusions of other research
teams (see [1; 4], etc.). A comparison of do-

Table 3
Need for Training in Inclusive Education (h=678)
Experience
Research variables <10 years > 10 years
(n=215) (n=463)
Need for Advanced Training in TS Problems Need 123 (57,2%) 219 (47,3%)
Do Not Need 92 (42,8%) 244 (52,7%)
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mestic studies from 2013, 2016, 2017, and 2019
(see [1; 4; 6; 12; 13], etc.) reveals an increasing
number of educators who have a positive out-
look on inclusion.

T. Saloviita indicated that less experienced
teachers tend to be more optimistic about inclu-
sive education [27]. However, our study found
no significant difference in attitudes toward in-
clusive education among teachers with varying
levels of work experience; their views appeared
to be quite similar.

Unlike both foreign and Russian researchers
who have established a connection, we were un-
able to identify any correlation between attitudes
towards inclusive education and the implementa-
tion of adapted programs in our study [2; 10; 18].

The results of our investigation support the
previously observed fact that a considerable
number of teachers view their participation in
inclusive education as an additional burden
(L.M. Volosnikova, Yu.A. Koroleva, E.N. Mor-
gacheva, H. Gunn rsd ttir, LA. J hannesson,
T. Saloviita) (see [4; 12; 14; 21; 26], etc.). We
believe that this perspective on inclusion is a
key reason why teachers identify the lack of a
systematic approach to motivation and incen-
tives for working in mixed-ability classes as a
primary issue.

The feedback from teachers regarding the
crucial factors for implementing systematic work
in inclusive education highlighted the need for
a supportive structural unit. However, this per-
spective did not align with findings from foreign
studies (H. Gunnpoérsdottir, 1.A. Jéhannesson
[21], N. Khaleel, M. Alhosani, I. Duyar [23],
A.L. Perrin, M. Jury, C. Desombre [27]), which
emphasized the pivotal role of school directors
and the promotion of inclusive policies.

Conversely, our survey reaffirmed the sig-
nificant role of parents, particularly as partners
in the educational process, a notion that was
also echoed in other studies [11].The data on
teachers’ rejection of themselves as active, sig-
nificant participants in the inclusive educational
process are consistent with the results of stud-
ies that noted that subject teachers (especially
those working in high school), and most of all,
teachers with special education and primary
school teachers (P. Engelbrecht et al.) [20],
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T. Saloviita [26]. At the same time, with the exist-
ing opinion of researchers on advanced training
as an important factor in improving the quality
of inclusive education [4; 15] and as a resource
for teachers to overcome difficulties in this pro-
cess [8], the results of our survey showed that
with the problems identified by teachers and
gaps in knowledge and skills necessary for the
implementation of inclusive practice, only half of
the respondents feel the need to improve their
qualifications in this direction (more often teach-
ers with short work experience are Focused on
this). This discrepancy highlights the importance
of targeted professional development opportuni-
ties for educators to effectively support inclusive
education practices. It is essential for schools
and educational institutions to provide ongoing
training and support to ensure all teachers are
equipped with the necessary tools and knowl-
edge to create inclusive learning environments.
This is due, from our point of view, to a certain
conservatism of teachers. It also depends on
teachers’ experience working with inclusive edu-
cation and, possibly, on a negative experience,
on the “habit” of working only with children with-
out special healthcare needs. A small part of the
respondents noted that they hope that the imple-
mentation of inclusion in a mass school will fail,
and this process “will go back” to correctional
educational institutions [6; 12].

Conclusion

The results of our study enable us to make
the following statements:

1) A significant majority of the surveyed
teachers (63.8%) express a positive attitude to-
wards inclusive education.

2) Participation in the implementation of
adapted educational programs and relevant
work experience does not influence the quality
of the attitude.

3) Among teachers who work with adapted
programs, the number of those who have nega-
tive perceptions of inclusion is twice as high,
indicating potential issues within this process.

4) The results we obtained suggest that
teachers may have a low level of readiness to
act as active participants in the inclusive educa-
tional process. In particular, many teachers do
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not see themselves as significant contributors
to improving the quality of inclusive education.
Conversely, those teachers who maintain a
positive attitude towards inclusion consider the
support system established at their school to be
a key factor in this process. However, support
services that demonstrate indifference or nega-
tivity towards inclusion are perceived as a limita-
tion rather than an asset.

5) A significant majority (90.4%) of the
teachers we surveyed recognize parents as par-
ticipants in the inclusive educational process.
However, not all teachers are prepared to en-
gage with parents as equal partners or involve
them in the upbringing of children with special
needs; only 40% feel ready to interact.

6) The challenges facing an inclusive edu-
cational process, as identified by teachers,
along with their proposals for improvement,
reveal a primary concern regarding the mate-
rial support for their activities. However, despite
these concerns, teachers more frequently em-
phasize the need to enhance organizational
and managerial aspects. The presence of un-
constructive suggestions indicates that some
respondents are resistant to inclusive educa-
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B pa6oTe M3noxeHbl pesynsTaTtbl 3MMMPUYECKOro UCCRefoBaHna npeacras-
NIeHWIA NejaroroB O COCTOSIHUM MHKITIO3MBHOrO 06pasoBaHus B Poccuickon
®epepaunn. CpaBHUTENBHOMY aHanv3y noABeprnMCb OTBEThI Medaroros
cneumanbHbIX (KOppeKLmoHHbIX) wkon (N=192), negaroros, padoTatoLLmX B UH-
knto3vBHoM copmate (N=210), Ha BOnNpoCkl aBTOPCKOW aHKETbI B OTHOLLIEHWN
npodeccMoHanbHOM NOAroTOBKK M OnbiTa paboThl, NPeACTaBMNEHMI O COOTBET-
CTBUM MHKITIO3MBHOIO 06pa3oBaHusi 0co6bIM 06pa3oBaTesfibHbIM NOTPEGHOCTAM
wkonbHnkoB ¢ OB3, cyLuecTByOLLMX Npo6emM peanv3auum negarorm4eckoro
npouecca 1 nyTen Ux NpeofoneHusl, NepCrnekTUB peanuaaunm NHKIO3UBHOMO
ob6pa3oBaHusi. BbiSBNeHo, YTO B NpPeACcTaBMNeEHNAX Nefaroros, paboTalwmx B
obpa3oBaTenibHbIX OpraHn3aumsax ¢ pasHbiM1 MOAENAMN 06pa3oBaHNA aeTen
c OBS3, ecTb n obLLee, u cneuudunyeckoe. Pasnmums B 60nbLUEN CTENEHN Ka-
carTca LienecoobpasHOCTU pacnpoCTPaHEHUsT WHKI3UBHOIO 06pa3oBaHus
NSt psaga ncUxXonoro-nefarorMyecknx Kateropuii OeTei B CBS3U C HaMM4nem
CYLLECTBEHHBIX NMCUXONOrMYECKNX TPYAHOCTEN U HU3KOW pe3ynbTaTtMBHOCTU 06-
pasoBaresfibHOro npoLecca npu BbICOKOM ero ce6eCcToMMOCTHU.

Knro4deBble cnoBa: cneumnanbHoe 06pa3oBaHue; MHKNI03MBHOE o6pa3oBa-
HWe; neparor; obpasoBaTesibHbIA NPOLECC; LUKOMA; OrpaHUYeHHbIe BO3MOX-
HOCTU 3[0POBbS; UHKIIO3KS; 0COBble 06pa3oBaTesibHble NOTPEOHOCTH.

Insa uutatbl: HyprbsirasHos U.H., JlasypeHko C.b. lNpeacTaBneHns negaroros 0 peanusaummn nega-
rorM4ecKoro NpoLecca B YCIOBUSAX MHKITIO3NBHOMO o6pasosaHus aeteit ¢ OB3 B Poccum // Meunxo-
norn4eckas Hayka u obpasosanue. 2024. Tom 29. Ne 5. C. 99—109. DOI: https://doi.org/10.17759/

pse.2024290508

Abstract

Over two decades have elapsed since the
integration of inclusive processes into educa-
tional frameworks for children with disabilities
commenced. Within both pedagogical and pa-
rental domains, a diverse range of opinions has
emerged concerning the effectiveness and ef-
ficiency of educating children with disabilities in
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inclusive settings. Presently, there exists a unique
opportunity to examine the perceptions of various
stakeholders involved in the educational process
regarding inclusive education for these children.
The effectiveness and satisfaction derived
from the educational experience are often as-
sessed through the viewpoints of three primary
participants: the child with disabilities, their parents
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or legal guardians, and educators. The successful
implementation of inclusive education is signifi-
cantly influenced by the professional competencies
of teachers, who play a crucial role in determining
curriculum content, organizing the educational en-
vironment, fostering relationships with parents and
students, and ensuring the overall effectiveness
and outcomes of the educational process.

Thus, a comprehensive analysis and syn-
thesis of teachers’ opinions regarding the edu-
cational process were conducted to illuminate
their insights into the current state of inclusive
education. This analysis draws upon extensive
experience in teaching distinct groups of students
with disabilities, aiming to provide a clearer un-
derstanding of the challenges and successes en-
countered in this evolving educational landscape.

Studies conducted several years ago showed
that teachers of general education schools fre-
quently expressed negative attitudes regarding
preparedness to teach and engage with children
with disabilities within an inclusive framework [9;
13]. For an extended period in domestic educa-
tion, certain groups of children (primarily those
with moderate and profound mental retardation,
severe and multiple developmental disorders)
were deemed “unteachable”. Democratic pro-
cesses at the end of the 20th century facilitated
the enactment of normative documents that
actualized the constitutional right to education
for all Russian citizens, without exception [5;
10; 12]. Moreover, as part of the ongoing hu-
manization of education, the stigmatization and
isolation of children with disabilities, who were
traditionally confined to special schools, were
gradually removed. Since this period, there has
been an increase in the number of children with
disabilities enrolled in educational organizations
in different formats of the inclusive model. In this
aspect, the authors of the article are interested
in the issue of transformation of the system of
teachers’ views on inclusive education and the
prospects for its implementation in recent years.

In the realm of international science numer-
ous studies elucidate the philosophical and
theoretical-methodological underpinnings, prin-
ciples of implementation and content, advan-
tages and limitations of inclusive education [15;
16; 17]. The unique characteristics governing

the organization and execution of specialized
educational content for children with disabili-
ties within inclusive settings are influenced by
a myriad of social, cultural, psychological and
pedagogical factors, which makes it impossible
to simply transfer the results of empirical stud-
ies conducted in foreign countries to domestic
pedagogical practice. This assertion is corrobo-
rated by the works of N.N. Malofeev [7; 8], in
which the development and current state of the
system of education of children with disabilities
in foreign countries and Russia are meticulously
disclosed. Within the domestic academic land-
scape there exists a body of work focusing on
philosophy and methodology, alongside prin-
ciples of organization and implementation of
social foundations and values of participants of
inclusive education [1; 3; 4; 6; 11]. Notably, our
investigation necessitates particular emphasis
on the works [2; 14], that scrutinize the perspec-
tives of educators and the parental community
regarding the environmental factors and condi-
tions conducive to fostering inclusive education
across the Russian Federation.

The objective of our study was to elucidate
educators’ perceptions regarding the alignment
of inclusive education with the specific educa-
tional needs of schoolchildren with disabilities.
Additionally, we sought to explore the challeng-
es encountered within the educational process
as it is implemented in an inclusive framework.

Organization of the study, characteristics
of the sample and instrumentation

The research involved educators from vari-
ous institutions dedicated to the education of
children with disabilities across different regions
of Russia. The sample comprised 192 teachers
from special schools, with an average age of
46.6 years, an average teaching experience of
22.8 years, and an average of 14.7 years work-
ing specifically with children with disabilities. In
contrast, 210 teachers engaged in inclusive edu-
cation had an average age of 45.1 years, an av-
erage teaching experience of 21.7 years, and an
average of only 8.9 years of experience working
with children with disabilities. It is particularly sa-
lient to note that educators operating within the
inclusive framework possess comparatively less
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pedagogical experience with this demographic, a
phenomenon that correlates with the gradual in-
tegration of this educational model as legislative
reforms governing the educational landscape
have progressed [5]. Moreover, it is intriguing to
observe that over 90% of respondents reported
possessing pedagogical qualifications across a
spectrum of training disciplines. The remaining
participants held degrees in diverse fields such
as economics, management, law, and engineer-
ing. Among teachers in special schools, a sub-
stantial majority (76%) specialized in areas such
as special pedagogy and psychology, while 20%
had undergone retraining; only 4% lacked rele-
vant educational credentials. In contrast, among
those engaged in inclusive education, 35% pos-
sessed qualifications in defectology, 45% had
pursued retraining initiatives, and 20% did not
hold pertinent educational qualifications.

The research method was a questionnaire
developed by the authors of the article. In the
questionnaire the respondents had to provide
the following information:

1) Age.

2) Specialty in the diploma.

3) Pedagogical experience.

4) Experience of pedagogical work with chil-
dren with disabilities.

5) Education in the field of defectology (high-
er or secondary professional education, retrain-
ing, lack of education).

6) Pedagogical activity of the specialist is re-
alized in the format (special education, inclusive
education).

7) For which category of schoolchildren
inclusive education can be recommended (cat-
egories of schoolchildren are listed in Table 1).

8) Parameters of the educational process in
inclusive education in terms of the difficulty of
their realization (ranking each parameter from 1
to 5 points, where 1 — no difficulties, 5 — sig-
nificant difficulties). These parameters are pre-
sented in Table 2.

Statistical processing of the results was carried
out in Statistica 12.0 program. Checking the data
by Shapiro-Wilk W-test showed that they differ
from normal distribution. Accordingly, the Mann-
Whitney U test was used to compare the data. The
x2 test was used to compare nominal data.
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Results of the study

The findings from the comparative analysis
elucidate the complex interplay between educa-
tors’ perceptions regarding the current status and
prospective advancements of inclusive education
in the Russian Federation, particularly as these
perceptions relate to their professional training and
experiential backgrounds with children who have
disabilities. With education in the field of special
pedagogy and psychology, 76% of special school
teachers, along with 20% of those with basic peda-
gogical education retrained, with more than 10
years of pedagogical experience with children with
disabilities, believe that the inclusive form of educa-
tion is suitable for children with a small number of
special educational needs due to mild disabilities
stemming from reduced functioning of analyzers
and/or psychological immaturity of various genesis
(with mental retardation). These specific educa-
tional needs can be adeptly accommodated within
mainstream educational frameworks through the
strategic establishment of additional roles for defec-
tologists, the procurement of specialized equipment
and instructional materials, and the augmentation
of teachers’ professional competencies. Moreover,
a holistic approach involving comprehensive psy-
chological and pedagogical support for educators,
students, and their families is imperative. Notably,
educators from general education institutions who
have engaged in retraining in defectology (45% of
respondents) and those without such qualifications
(20%) convey a markedly more optimistic evalua-
tion of their pedagogical readiness, instructional ef-
ficacy, and the overall state of inclusive education.

Consequently, educators operating within
specialized institutions maintain that inclusive
education significantly enhances the capacity to
meet the distinct educational needs of hearing-
impaired students. Conversely, instructors en-
gaged in inclusive environments assert that this
educational paradigm is equally adept at accom-
modating children across a diverse spectrum of
psychological and pedagogical classifications.
This includes not only those who are blind
or visually impaired but also deaf or hearing-
impaired students, as well as individuals with
profound intellectual and speech impairments,
alongside those experiencing severe multiple
developmental disorders.
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Table 1

Comparative analysis of teachers’ perceptions of the recommendation of inclusive
education to different categories of students with disabilities

Teacht?rs Tegchers p, signifi-
Category of students (|nc|us_|ve (spem_al educa- b ca,nce level

education) tion)
Visually impaired 138 112 2,32 0,1274
Blind 38 16 8,22 0,0041
Hearing impaired 78 96 12,52 0,0004
Deaf 38 2 34,48 0,0000
Musculoskeletal disorders 112 104 0,03 0,8671
Speech impairment 140 120 0,76 0,3827
Autism spectrum disorders 48 48 0,25 0,6147
Mental retardation 158 136 0,99 0,3196
Mild mental retardation 56 48 0,15 0,7031
Severe intellectual disabilities 32 0 31,79 0,0000
Multiple developmental disabilities 24 0 23,34 0,0000

The analysis of educators’ perceptions re-
garding the substantive dimensions of inclusive
education implementation elucidates a range of
challenges intrinsic to this process. A prevailing
consensus emerges among teachers, reflect-
ing a shared understanding of their experiences.
Through a meticulous analysis of the average
values assigned to various components within the
educational framework, it becomes apparent that
the most pronounced difficulties are situated within
the realms of logistical and methodological support
for educational activities. Educators engaged in in-
clusive education consistently articulate concerns
related to the organization of lesson activities, em-
phasizing the imperative for an environment that is

both accessible and conducive to developmental
growth. Moreover, specialists in special education
highlight significant challenges stemming from an
inadequate level of professional preparedness
among teaching staff. This deficiency hampers
their ability to effectively deliver tailored educational
content for students with disabilities and to provide
essential specialized pedagogical interventions.
Remarkably, teachers converge in their assess-
ment that the fewest obstacles are encountered
in fostering interactions among key stakeholders
in the educational process — namely, between
specialists, parents, and students — as well as in
the orchestration of extracurricular activities and
remedial courses.

Table 2

Comparative analysis of teachers’ perceptions of the parameters of the educational
process for the realization of inclusive education

Teachers Teachers
(inclusive educa- (special educa-
Parameters of the educational process tion) tion)
Average Rank Average Rank
value value
Organization of accessible environment 2,67 3 2,60 5
Material and technical equipment of the educational process 2,97 1 3,25 2
Methodological support of the educational process 2,73 2 3,29 1
Realization of extracurricular activities 2,27 6 2,54 7
Implementation of correctional courses 2,23 7 2,58 6
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Teachers Teachers
(inclusive educa- (special educa-
Parameters of the educational process tion) tion)
Average Rank Average Rank
value value
Realization of subject areas 2,33 5 2,75 4
Qualification of pedagogical staff 2,47 4 2,79 3
Interaction of administration, pedagogical staff with parents (legal 2,13 9 2,38 8
representatives) of students with disabilities
Interaction of pedagogical staff with students with disabilities 2,17 8 2,32 9

The results of the comparative analysis
of educational process parameters using the
Mann-Whitney criterion between the two sam-
ples showed that there are reliably significant
differences in such an important indicator as
“methodological support of the educational pro-
cess”. This factor exerts a profound influence
on the attainment of educational objectives
and plays a pivotal role in fostering an optimal
psychological climate within the educational
institution.

Discussion of the results

The findings of the empirical study indi-
cate that there are both commonalities and
divergences in the perceptions of teachers of
the two compared samples regarding the rel-
evance of inclusive education to certain cat-
egories of students with disabilities. A consid-
erable proportion of teachers advocate for the
implementation of inclusive education for stu-
dents with speech and locomotor impairments,

Table 3

Comparative analysis of teachers’ perceptions of the importance of educational
process parameters for the realization of inclusive education

Sum of ranks Sum of ranks
Parameters of the educational (Teachers, (Teachers, Mann-Whit- z p, signifi-
process inclusive educa- | special educa- | ney U-test cance level
tion) tion)
Organization of accessible 43267,0 37736,0 19208,0 0,82 0,413
environment
Material and technical equip- 39711,0 41292,0 18096,0 -1,74 0,079
ment of the educational process
Methodological support of the 36967,0 44036,0 14812,0 —4,59 0,000
educational process
Realization of extracurricular 40243,0 40760,0 18088,0 -1,78 0,075
activities
Implementation of correctional 39935,0 41068,0 18142,0 -1,73 0,081
courses
Realization of subject areas 40019,0 40984,0 18306,0 -1,59 0,119
Qualification of pedagogical staff 39767,0 41236,0 18314,0 -1,59 0,123
Interaction of administration, 40299,0 40704,0 18144,0 -1,73 0,083
pedagogical staff with parents
(legal representatives) of
students with disabilities
Interaction of pedagogical staff 40607,0 40396,0 18452,0 -1,47 0,142
with a student with disabilities
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with mental retardation, visually impaired and
hearing-impaired students with normal cogni-
tive development or in combination with mental
retardation. In alignment with contemporary
normative frameworks, these categories of
schoolchildren primarily receive an educa-
tional curriculum that is commensurate with
that provided to their peers exhibiting typical
developmental trajectories. Statistically signifi-
cant differences observed in the perceptions of
two groups of teachers about the relevance of
inclusive education to the special educational
needs of individual schoolchildren do not en-
tirely encapsulate the complexities of the actual
situation.

Let us delve into the perspectives of edu-
cators operating within specialized educational
institutions. Not a single teacher advocates for
inclusive education for students grappling with
multiple developmental disorders and severe
intellectual disabilities. Furthermore, less than
10% of teachers endorse an inclusive education
format for blind schoolchildren, and 2 teachers
recommend it for deaf schoolchildren. In con-
trast, the landscape shifts within the realm of
inclusive education. Teachers, particularly those
with limited experience working with children
with disabilities, exhibit a more optimistic outlook
regarding the inclusion. This optimism leads
them to broaden the scope of inclusion for cer-
tain categories of students. Approximately 20%
of teachers assert that inclusive education can
contribute to the realization of special needs of
schoolchildren with sensory impairments (blind
and deaf), as well as with severe disabilities and
multiple developmental disorders. However, we
contend that these opinions are often formed
without a solid foundation in practical experience
or a comprehensive understanding of the intri-
cacies of mental development and pedagogical
principles essential for constructing an effective
special education system, as well as the primary
objective of the educational process in the form
of social adaptation through the development of
life competencies as a basis for mastering aca-
demic knowledge. Domestic special pedagogy
has accumulated vast experience in the educa-
tion of such groups of children, textbooks and
teaching aids, didactic material and teaching

methods, corrective-developmental and reha-
bilitation equipment have been developed, an
accessible environment has been created, and
educators possess the requisite qualifications to
effectively support these learners. Regrettably,
within the framework of inclusive education it is
not uncommon for students to be formally en-
rolled in an educational institution and assigned
to a class, yet receive their education at home,
often with significant involvement from their par-
ents. This format of implementation of inclusive
education fails to address the critical issues of
socialization and integration of the child into so-
ciety, and, on the contrary, can adversely affect
the development of the child. Such scenarios
frequently arise when schools fail to establish
safe and at the same time developmental condi-
tions, due to which parents, reluctant to pursue
special education options for their child, may
opt for home-based education, guided by their
attitudes, rather than expediency in the organi-
zation of education and individual psychological
needs of the child.

Less than 20% of respondents in both
samples acknowledge that inclusive education
adequately addresses the characteristics and
needs of children with autism spectrum disor-
ders and mild mental retardation. Regarding
the education of children with autism spectrum
disorders, this perspective is largely shaped by
the prevailing traditions within domestic special
education. Historically, there have been no dedi-
cated schools or tailored educational programs
for this demographic, nor have any specialized
teaching methodologies or resources been de-
veloped. Furthermore, the heterogeneity of this
population, characterized by varying degrees of
severity of deviations in mental development,
intellectual impairment, manifestation of emo-
tional and communicative difficulties, omplicates
the formulation and execution of the content of
education and upbringing.

In the case of children with mild mental re-
tardation, a hybrid educational approach proves
to be the most effective within the framework
of inclusive education. For example, academic
subjects and remedial courses are implemented
in specialized classes or schools, and extracur-
ricular activities and vocational training occur
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alongside typically developing peers. Such
organization of the educational process will
facilitate the inclusion of a child with mild intel-
lectual disabilities in society and his/her social
adaptation. A significant number of respondents
assert that the categories of children with mild
mental retardation and autism spectrum disor-
ders are more effectively trained in the system
of special education. Taking into account that
the majority of schoolchildren with autism spec-
trum disorders also have intellectual disabilities
of varying severity, it is imperative that their
education should be based on the application
of tailored strategies of teaching disciplines and
the implementation of correctional courses. The
inclusive model of teaching these children in the
general education classroom poses challenges
in aligning and harmonizing with the curricula
and subjects designed for students with normal
development.

Overall, the respondents concur on the prin-
cipal challenges associated with the implemen-
tation of inclusive education. These challenges
predominantly pertain to material and technical
resources, as well as the educational and meth-
odological support essential for the learning pro-
cess. The successful execution of educational
initiatives necessitates specialized equipment
that facilitates the delivery of educational con-
tent and its effective assimilation by students.
This, in turn, determines their academic perfor-
mance and psychological well-being. Educa-
tional objectives dictate the requisite standards
for teaching and learning materials (textbooks,
manuals, workbooks, didactic material). This is
particularly pertinent for materials designed spe-
cifically for students with intellectual disabilities.

Teachers implementing inclusive education
emphasize the organization of accessible envi-
ronment as a crucial parameter of the education-
al process. Currently, while new schools are be-
ing constructed and existing ones are undergo-
ing modernization, many do not fully comply with
the standards outlined in regulatory documents
(The State Education Standard). However, spe-
cialists from small towns and rural areas point
out that the environment of special schools does
not meet the normative requirements. Teachers
working in the system of special education note
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that the deficit and insufficient training of profes-
sional staff can be an obstacle to effective edu-
cational process. Our research indirectly corrob-
orates this observation. Teachers working in an
inclusive format often lack education in the field
of special pedagogy and psychology. Although
courses in these fields are included in teacher
training programs across various disciplines,
they tend to be superficial and do not cultivate
enduring knowledge or essential competencies
among students. Retraining of specialists is not
always a viable solution for professional staff
shortage, as the level of educational programs
frequently falls short. The level of professional
competence of teachers is pivotal for the suc-
cess of education, ultimately shaping individu-
als’ preparedness for active participation in the
economic and social development of their coun-
try. Achieving the overarching goals of inclusive
education is contingent upon ensuring that the
educational system is staffed with professionals
possessing specialized qualifications for teach-
ing children with disabilities.

The insufficient attention given to the imple-
mentation of inclusive educational practices
poses significant challenges in the interactions
among educators, parents (or legal guardians),
and students. These competencies are not
merely supplementary; they constitute essential
professional attributes that fundamentally influ-
ence the efficacy of pedagogical endeavors.
In addition, the organization of extracurricular
activities and correctional courses for students
with disabilities does not present substantial dif-
ficulties for teachers. This can be attributed to
the presence of specialized staff within schools,
who are tasked with facilitating these initiatives.

Educators operating within the realm of
special education often harbor concerns regard-
ing the improper or inconsistent application of
textbooks and teaching aids, didactic materials
tailored for certain categories of students with
disabilities (with intellectual disabilities, visual
impairment, hearing impairment, etc.). They fear
that such misapplications may adversely affect
both personal and academic outcomes, thereby
hindering the process of social adaptation and
diminishing levels of independence in personal
and professional spheres. Consequently, this
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could lead to increased economic burdens as-
sociated with social security in adulthood.

Conclusion

Inclusive education has become a prevalent
aspect of contemporary pedagogical practice.
Educators play a pivotal role in facilitating peda-
gogical interactions, significantly influencing the
trajectory of inclusive processes within the do-
mestic education system. Recent research has
elucidated various aspects of teachers’ percep-
tions regarding inclusive education.

1. Inclusive education is particularly ben-
eficial for children with disabilities resulting from
mild health limitations: visually impaired, hearing
impaired, speech impaired, locomotor disorders,
mental retardation.

2. Children with significant or combined
health limitations, complex structure of special
educational needs are generally better suited for
specialized educational settings.

3. The effectiveness of education imple-
mented in an inclusive form is determined by the
following factors: basic education of the teacher,
experience of work with children with disabilities,
material and technical equipment of the edu-
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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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NOAroTOBKWN B KOHTEKCTe NnpuHUMna
MHKNo3umn B benapycu
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VupexpaeHue obpasoBaHnsa «benopycckuin rocygapcTBEeHHbIV Negarorn4eckuin
yHuBepcuteT nmeHn Makcuma Tanka» (YO BIT1Y), r. MuHck, Pecnybnuka Benapycb
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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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The work is aimed at studying the formation of language reflection and the
peculiarities of awareness of the language norm by speech therapy students
as an indicator of their readiness to work with children with disabilities. The re-
search materials obtained from a sample of first-year students of the Faculty of
Defectology of the Moscow State University (N=450; EG=100) are presented.
The study was conducted in 2 stages, including the analysis of video recordings
of samples of spontaneous speech and reading texts of varying complexity.
The results obtained show the insufficient formation of language reflection and
the difficulty of understanding the language norm by future speech therapists.
The influence of the complexity of the text on the number and prevalence of
errors in the reading test has been determined (with a significance of p<0,001
there are differences in the groups). Purposeful attention to their own speech
and the speech of others, recording self-observations helped to increase the
number of students who completed the tasks without errors (from 15% to 40%).
At the same time, with a significance of p<0,001, it was revealed that students
are better at detecting errors during self-control than testing others. The study
proposes ways of improving the language reflection of the students for their

better formation for working in an inclusive environment.
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BOW HOPMbI CTYAEHTaMU-I0ronefamMm Kak nokasaresnien nx roToBHOCTY K paboTte
C AETbMM C OrpaHU4eHHbIMU BO3MOXHOCTSAMI 300poBbs. PaboTa nposefeHa Ha
BblIGOpKE CTYOEHTOB NepBOro Kypca gedekronorunyeckoro dpakynsreta MMy
(N=450; 3r=100). VccnepoBaHne NpoBOAUNOCh B 2 3Tana, BKOHANo aHanma
Bmaeo3anmce 06pasLoB CMOHTAHHOWM pPeyn U YTEHWUSA TEKCTOB Pa3fM4HOM CIOX-
HocTw. [onyyeHHble pe3ynbTaTbl MOKa3bIBalOT HEAOCTATOUHYO CCHOPMMPOBAH-
HOCTb AI3bIKOBOW pedinekcun 1 TPYAHOCTV OCO3HaHWA S3bIKOBON HOPMbI Byay-
LM noronegamv. OnpeaeneHo BAUSHWE CIOXKHOCTU TEKCTa Ha KOIMHECTBO 1
pacnpocTpaHeHHOCTb OLLMOOK MPUY YTEHWM (CO 3HAYMMOCTbIO P<0,001 B rpynnax
ecTb pasnunyuns). ObecneveHvie LieneHanpasneHHoro BHYMaHns K COOCTBEHHOWM
peyuun 1 peun gpyrmx, mkcaums caMoHa6Mo[AEeHNI NPUBENN K POCTY Yucna CTy-
[OEHTOB, 6e30LLNMGOYHO BbINOMHUBLLMX 3afaHns (¢ 15% no 40%). Mpu aTtom co
3Ha4MmocTbio p<0,001 BbIABMEHO, YTO NMPYU CAMOKOHTPOJIE OLUMOKM 3amevatoTcs
nydLLe, Yem npu KoHTporne. MNpeanoxeHbl NyTN COBEPLUEHCTBOBAHWSA A3bIKOBOW
pecbrniekcun ans hopMMPOBaHMSA FOTOBHOCTY K paboTe B MHKITIO3VMBHOW Cpefe.
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Introduction

The realm of education, including the in-
clusive educational setting, is characterized by
distinct attributes and characteristics. These
attributes encompass the establishment of so-
cial and cultural connections and collaboration
[13; 15; 20]. These characteristics are rooted in
the utilization of a diverse array of instruments,
means, and methods of communication, with
speech standing out as a critical element.

Scholars emphasize the pivotal role of
speech therapists in successfully integrating in-
dividuals into the educational context. This role
arises from the detrimental impact of speech
impairments on communication processes, so-
cialization, and academic performance, among
other areas. It necessitates the presence of
particular professional attributes, such as strong
communication skills, readiness to engage with
diverse groups of individuals, and proficiency in
therapeutic techniques [2; 7; 16].

It is worth noting the developments regard-
ing the delineation of the distinctive features of
speech practices and the establishment of a
particular component in the educational land-
scape — a unified communicative framework,
which serves as the foundation for fostering suc-
cessful communication among students, moni-
toring children’s language development, and
exemplifying the use of standard literary Rus-
sian by all teaching personnel and employees of
educational institutions.

The use of standard language is essential
for all educators; however, speech therapists
serve as models of exemplary speech, acting as

“translators of the norms of speech in the na-
tive language and the cultural values embedded
within it” [17, p. 17].

Thus, the notion of an inclusive educational
milieu encompasses the concept of a linguistic
standard, which is of paramount importance in
the field of speech therapy. The language stan-
dard is prescriptive in nature, serving as a regu-
latory framework for language use in terms of
its structural aspects and various components.

It can be defined as a collection of linguistic
resources and the rules governing their func-
tioning that are accepted within a given socio-
cultural context. The formation of the linguistic
standard occurs through the consolidation of the
most enduring (conventional) variants. Orthoep-
ic, lexico-semantic, and grammatical standards
govern the selection, application, and functional
variation of linguistic units and relationships at
the appropriate levels of language structure.

The linguistic norm serves as a crucial and
steadfast reference point for the implementation
of speech therapy. Simultaneously, it becomes
an indispensable instrument in the professional
realm. The linguistic norm operates in two di-
mensions: both in relation to the speech of the
therapist themselves and in their assessment of
the speech produced by others.

The utilization of this instrument is predicat-
ed upon the development of a comprehensive
toolkit comprising stable and uniform linguistic
resources, as well as the establishment of con-
sistent rules for their application in communica-
tive activities. This process entails a deep un-
derstanding of linguistic phenomena and fosters
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the development of reliable and automatic con-
trol mechanisms, both for self-regulation and for
external evaluation.

In a diverse environment, collaborating with
various groups of children broadens the per-
spective and viewpoint of the speech-language
pathologist, allowing them to approach speech
challenges through the lens of the concept of
“non-standard speakers”. The professional’s
focus extends beyond mere manifestations of
speech disorders, encompassing errors arising
from difficulties in navigating communication
situations, a lack of linguistic sophistication,
challenges in mastering non-native languages,
and more. [5; 14]

The capacity of a speech-language therapist
to engage in metalinguistic exercises and exhibit
linguistic reflection, their readiness to scrutinize
spoken language, to perceive and profession-
ally evaluate any discrepancies from the stan-
dard, as well as the purposeful comparison of
spoken examples with the linguistic system and
the standards for its use, constitutes a critical
prerequisite for the accurate detection of de-
viations in speech and language development.
According to [12], this entails the identification
of various linguistic manifestations of erroneous
speech, including deviations, infringements, and
other irregularities.

To effectively perform their duties, future
speech therapists must not only acquire knowl-
edge about the structure and operation of the
linguistic system, nor merely “memorize” the
rules of pronunciation, vocabulary selection,
sentence construction, and so forth, but also
develop the ability to solve professional linguis-
tic problems and recognize the language norm
as a crucial instrument for their work in an inclu-
sive setting [21].

The government has recently advocated for
the modernization of teacher training programs
for special education. In the period from 2021 to
2023, the Moscow Pedagogical State University
(MPSU) implemented research projects com-
missioned by the Russian Ministry of Education,
during which new approaches to designing edu-
cational programs were formulated.

One such initiative was the development
of the Core of Teacher Training Programs for
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Special Education, which establishes a unified
framework and content for educational pro-
grams [11]. This initiative includes a mandatory
extensive course in the Russian language with
a focus on the practical application of linguistic
knowledge acquired. Additionally, there is a dis-
cipline designed to address students’ pronun-
ciation deficiencies and foster clear, articulate
oral communication and reading skills through
the subjects of Speech Techniques and Speech
Practices [4].

Attention to linguistic norms has an impact
not only on pronunciation but also on other
levels of the linguistic system. The acquisition
of normative speech and the ability to address
professional linguistic challenges are cultivated
and assessed through various training pro-
grams and practical exercises. Nevertheless, it
is precisely the phonetic aspect of speech that
serves as the focal point of particular attention,
serving as the “calling card” of a speech-lan-
guage pathologist [4].

In light of the aforementioned, the objective
of our research was formulated — to assess the
preparedness of students pursuing a career in
speech therapy to engage in inclusive educa-
tional settings by examining the characteristics
of their linguistic awareness. The underlying
hypothesis of this investigation is the supposi-
tion that a prospective speech therapist’s readi-
ness for professional practice is significantly
influenced by their level of linguistic reflection. A
key indicator of linguistic reflection development
is the absence of errors in both oral and writ-
ten communication, as well as the capacity to
critically evaluate the quality of both one’s own
speech and that of others. Integrating the delib-
erate cultivation of linguistic reflection into the
training programs for future speech therapists
contributes to the development of their profes-
sional expertise.

Organization and instrumentation
of the study

The research was conducted between Sep-
tember 2021 and April 2024 at the Department
of Speech Therapy of the Faculty of Special
Pedagogy of the Institute of Childhood at Mos-
cow State Pedagogical University.
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The participants were 450 first-year stu-
dents aged 17—19 years who were enrolled in
the speech therapy program. They formed the
general population. The experimental group
(EG), consisting of 100 individuals, was selected
through random sampling.

Homogeneity of the population and the EG
was ensured based on statements of profes-
sional educational preferences, mandatory sec-
ondary general education, and absence of dis-
ability status. Additional factors such as gender,
work experience, and psychological character-
istics were not considered, as their influence on
the study outcomes was not assessed.

The research was conducted in two stages.

At the initial stage, an assessment was made
of the conformity of the subjects’ oral speech
and reading samples to the codified standards
of the Russian language.

The procedure involved the recording of a
video clip by the student (lasting no more than
three minutes), which served as a self-introduc-
tion, followed by a video recording of the reading
of the proposed texts, with no limit on the num-
ber of attempts. Subsequently, the participants
were asked whether they had any mistakes in
their videos, with a choice of one of three op-
tions: yes, no, or difficult to say.

The evaluation criteria encompassed the
presence or absence of errors in both speaking
and reading, as perceived by the examiner and
the student themselves.

Moreover, during one academic term,
all students underwent training in the course
Speech Technique. The classes were designed
to enhance the mobility and coordination of ar-
ticulatory movements, improve diction, develop
speaking and reading abilities, and foster a
deeper understanding of linguistic norms and
the development of linguistic awareness.

Throughout the course, the students docu-
mented their progress on video for subsequent
review and analysis within the group. Addition-
ally, they maintained self-observation journals to
meticulously track their sensitivity to both their
own errors in speech and those of others.

The subsequent phase of the study aimed
to assess the development of the capacity to
detect errors in one’s own speech and that of

others when presented with novel linguistic
material.

The procedure involved dividing students
into pairs, where each pair read a text aloud.
The reading was recorded on audio media. Dur-
ing the reading process, one member of the pair
acted as the reader, while the other acted as a
listener. The listener recorded any errors made
by the reader. Afterwards, the reader listened to
their own audio recording and identified any er-
rors they had made.

The evaluation criteria included the pres-
ence or absence of reading errors and the de-
tection or omission of errors during inspection.
The errors identified in speaking and reading
were categorized according to the methodology
used in Russian speech therapy (8; 10).

The linguistic material to be evaluated in-
cluded:

* Independent speech production by stu-
dents — “Greeting” (T1)

* Reading of texts containing syntactically
complex constructions, technical terms, proper
nouns, and quasi-words — fragments of scientif-
ic, historical, educational literature, and linguistic
fairy tales

The complexity of the texts was evalu-
ated using the CEFR scale and the online tool
“Textometer” for automatic analysis (for native
speakers of Russian), which included metrics
such as readability, lexical diversity, and word
frequency. The texts for the first and second
stages of the study had similar difficulty levels,
ranging from 0 to 100 points.

Stage I:

* T2 — L.N. Gumilyov, “Rhythms of Eurasia:
Eras and Civilizations”, excerpt 1 (67 points);

* T3 — G.A. Kashe, “Teaching Pronuncia-
tion and Preparation for Literacy Instruction for
Children with Speech Underdevelopment” (80
points);

* T4 — L.E. Petrushevskaya, “Pusky Bity”
(99 points).

Stage II:

* T5 — L.N. Gumilyov, “Eurasian Rhythms:
Eras and Civilizations” (fragment 2), (63 points);

* T6 — R.E. Levina, “Fundamentals of
Speech Therapy Theory and Practice” (87
points);
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* 17 —
(91 points).

The process of data analysis and synthesis
was conducted through the application of diary
analysis methodology, coupled with the utiliza-
tion of mathematical computational techniques
facilitated by Jamovi 2.3.38, a comprehensive
suite of statistical software tools. It is notewor-
thy that the Shapiro-Wilk test, employed to as-
sess the normality of distribution, consistently
exceeded the threshold of 0.75, rendering para-
metric statistical methods applicable for data
analysis. The statistical analysis encompassed
the calculation of the paired-samples T-test
and the implementation of one-way analysis of
variance (ANOVA), providing a comprehensive
examination of the data.

L.E. Petrushevskaya “Tres”

Discussion of results

The analysis of the results obtained during
the initial stage of the research has allowed us
to draw the following conclusions.

Among the participants, 41 percent dem-
onstrated phonetic disorders, manifesting as
difficulties in articulating specific consonants,
such as sibilant and hissing, fricatives, vibrants
sounds and some others.

Additionally, 15 percent of the participants
demonstrated exceptional proficiency in both
independent expression and reading.

Furthermore, we have identified a range of
linguistic deviations, including errors in word
stress, alterations in syllabic structure, and dis-
ruptions in the phonetic structure of words, such
as transpositions, elisions, and additions. More-
over, there were instances of discontinuous
reading and pronunciation, as well as substitu-
tions based on unproductive anticipations.

Table 1 presents the prevalence of various
types of errors observed in students’ oral com-
munication and written texts during the first
stage of the experiment, calculated as the pro-
portion of students making specific errors out of
the total number of participants.

Pairwise comparisons using the Durbin-
Conover method showed less significant dis-
crepancies in the number of errors between T3
and T4, with a p-value of 0.03 at a significance
level of 0.05, compared to the differences be-
tween T2 and T3 or T2 and T4, which had p-
values less than 0.001.

These findings suggest that the complexity
of the text affects the frequency and nature of
reading errors committed by students. Nonethe-
less, the nonlinear nature of the data suggests
that it may be possible to isolate and assess
specific text features that influence adult reading
proficiency.

In addition to the aforementioned errors,
other issues were identified, including unclear
diction and a failure to adhere to the full pho-
netic style of speech, such as smudged pronun-
ciation, an accelerated or slowed speaking rate,
and violations of speech pauses. Lexical, gram-
matical and stylistic errors are also noted.

The EG survey revealed that a majority of
students, specifically 70%, were unaware of
the shortcomings in their own speech, confi-
dently believing their responses to be flawless.
A quarter of the participants, or 20%, encoun-
tered difficulty evaluating the quality of record-
ed speech samples. Meanwhile, 10% acknowl-
edged errors in their completed tasks. These
findings suggest a lack of linguistic awareness
and a deficiency in linguistic reflection among
the participants.

Table 1
Prevalence of errors. Stage 1
Linguistic material/error types T T2 T3 T4
Word stress errors 0,00 0,06 0,28 0,12
Distortion of word structure 0,15 0,08 0,33 0,49
Disruptive reading/saying 0,32 0,02 0,43 0,22
Unproductive Anticipations 0,23 0,48 0,28 0,64
Hesitations and embolisms 0,54 0,15 0,65 0,57
All types of errors 0,31 0,11 0,45 0,40
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It is worth noting that similar findings re-
garding the errors committed by speech ther-
apy students in their written work have been
reported in the literature [3; 18]. Alongside the
general low level of written literacy, the stud-
ies also highlight a lack of self-control, particu-
larly in terms of self-assessment. Data were
presented on the outcomes of self-checks of
dictations, where 20% of students across dif-
ferent courses failed to detect between one
and four errors after the teacher re-read the
text [3].

The second phase of the experiment yielded
the following results. The proportion of students
who demonstrated error-free reading increased
to 40%.

The types of reading errors remained un-
changed, but their frequency decreased (see
Table 2). The diaries of all 100 students showed
an improvement in self-monitoring and sensitiv-
ity to the mistakes of others.

Let us examine some excerpts from the dia-
ries:

Example 1 shows motor difficulties in oral
language that were overcome as a result of the
exercises: “I did the exercises. At first everything
was difficult, half of the exercises were not suc-
cessful, everything hurt, especially the muscles
of the mouth. But then | started to get better.
After a month of working on diction, | felt that
my muscles were relaxed and at peace. The
quality of speech became better, but sometimes
the diction “falls”. At times | can speak clearly,
distinctly and understandably, but then | can say
things that are slurred and the sounds are not
clear.

Example 2 demonstrates the influence
of the emotional component on reading the
text: “It was also difficult to read the text. This
was due to the many scientific terms and new
words. While reading on camera or in the audi-
ence, in the presence of someone, | felt very
excited and tried to read as fast as possible.

| decided to practice this and started reading
texts on my phone camera, which was advised
by the teachers in our course. After a while,
| began to feel pauses between sentences,
a sense of intonation, and my reading speed
changed. | began to understand where to read
faster, where to read slower, where to read
louder and where to read quieter. Gradually
it became easier. After attending the course
my speech, diction, pace and pronunciation
became clearer and cleaner. | could notice a
difference when reading and listening to my
recordings.

During the evaluation of audio recordings,
85% of students identified errors. There were
occasional instances of hypercorrection, when
non-existent mistakes were noted due to exces-
sive self-control.

To analyze the results of the second phase,
we used the Jamovi software. A Student’s t-test
was performed to compare self-control with
control at T5, T6, and T7. At a significance level
of <0.001 in both cases, it was determined that
self-control was more effective in detecting er-
rors compared to control.

Key findings of the study

1. The work in an inclusive educational
environment demands from the speech-
language pathologist a readiness to provide
targeted speech therapy services to all stu-
dent populations, including them in a variety
of activities, and establishing connections
with a diverse range of communicants. In
all instances, the speech-language special-
ist should act as a model of correct speech,
employing the Russian language both as an
instrument and as the medium for corrective
intervention.

2. In the experimental group of students
beginning to master the profession of a
speech therapist, there is a lack of awareness
of linguistic norms, an undeveloped linguistic

Table 2
Prevalence of errors. Stage 2
Linguistic material/error types T5 T6 T7
All types of errors 0,04 0,15 0,13
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reflection, and a weakness in speech self-reg-
ulation, which hinders the development of the
necessary professional competencies. The
errors revealed in spoken speech and in writ-
ten tests indicate insufficient practice in read-
ing aloud, the rapid fatigue of students when
reading, and/or a lack of control over the ac-
curacy of the statement. There are difficulties
in predicting what will be read, hesitancy when
performing a speaking task, and hypercorrec-
tion. It is noted that the accentual norms are
not fully formed, and the students have a lim-
ited worldview, lacking knowledge of cultural
phenomena.

3. The identified difficulties in applying the
linguistic norm and the insufficient level of as-
sessment of the quality of one’s own and others’
speech indicate a need to incorporate special-
ized disciplines (modules) into the curriculum for
future speech therapists.

4. Structured and targeted training for
would-be speech therapists facilitates a rapid
enhancement of their self-regulation and con-
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