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Anotacija

Straipsnio tikslas yra teoriskai sumodeliuoti Siuolaikinio ugdymo inkliuzine para-
digma. Tyrimas grindZziamas mokslinés literattros ir antriniy duomeny analize. Rem-
damosi inkliuzinés paradigmos koncepcinio modelio analize, kultiiros istorijos teorijos
ir sistemos veiklos metodologijos teiginiais bei inkliuzinio ugdymo empiriniy tyrimy
rezultatais, autorés nurodo salygas inkliuzinio ugdymo plétotei. Inkliuzinés paradigmos
Siuolaikiniame ugdyme evoliucija reikalauja jvairiy profesinio bendradarbiavimo mo-
deliy ir naujy technologijy bei jungtinés veiklos teorija grindziamy metody jdiegimo.

Esminiai ZodZiai: inkliuzija, inkliuzinis ugdymas, specialieji ugdymosi poreikiai, me-
todologija, kulttiros istorijos teorija, ugdymo individualizavimas.

Jvadas

Siandienos pasaulis siekia atvirumo ir jvairovés. Inkliuzinés visuomenés
ir demokratinés kultiiros idéja apibrézia naujas socialiniy institucijy plétros
strategijas ir modelius. Inkliuzijos pagrindinis principas yra pasirinkimo lais-
vé, individo teisé buti kitokiam nei kiti. Ugdymas privalo atitikti Siuolaikinés
atvirumo ir kulttrinés jvairovés principams biti jgyvendintiems ugdymo pro-
cese. Tyrimu, kuris buvo grindziamas literatiros ir antriniy duomeny analize,
siekta atskleisti teorinius inkliuzinio ugdymo aspektus. Straipsnyje pateikiami
duomenys surinkti Rusijoje 2014-2017 metais.

Inkliuzinés paradigmos konceptualus pagrindai

Inkliuzijos idéjos jtaka ugdymui buvo sisteminio pobudzio, todél galima
kalbeti apie pokycius ne tik organizacinéje programoje ir turinyje, bet ir aksio-
loginéje plotméje, kurioje Siuolaikinis ugdymas yra plétojamas. ,Nemokytumo*
idéjos pasalinimas i$ jvairiy Saliy jstatymy bei instituciSkai garantuojamas ben-
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dras vaiky, turinciy specialiyjy ugdymosi poreikiy’, ugdymas veda link gilios
Siuolaikinio ugdymo psichologinio ir pedagoginio pamato transformacijos. Mi-
neéti pokyciai taip pat jdiegia naujus veiklos modelius ir jgyvendinimo formas.
Sis procesas suteikia forma naujai inkliuzinei paradigmai ugdymo sistemoje.

[vairiy Saliy, kuriose inkliuzinio ugdymo sgvoka yra pritaikoma praktiskai,
tyréjai pakartotinai analizavo inkliuzijos proceso plétros idéjg bei jos dinamika
ir turinio kaitg. Dauguma jy atstovauja skirtingoms nuomonéms apie inkliuzi-
jos filosofinj ir empirinj tyrinéjima. Zmogaus teisiy politiniai $alininkai (Farrell,
2000; Lindsay, 2003, 2007) tvirtina, kad inkliuzija yra Zmogaus teisiy dalykas ir
kad dél jos net neturéty kilti diskusijy, nes jai nereikia jokio mokslinio jrodymo.
Kiti mano, kad yra bitina atlikti tyrimus ir pateikti mokslinius jrodymus, jver-
tinus inkliuzijos praktikos efektyvuma. Inkliuzinio ugdymo rezultatai ir veiks-
mingumas gali reikSmingai skirtis priklausomai nuo inkliuzijos apibréZties
(Gruner-Gandhi, 2007). Daugelis tyrejy inkliuzijg traktuoja kaip visiskai kito-
ki ugdymo procesg, lyginant su specialiuoju mokymu ir integracija (Anderson,
Klassen ir Georgiou, 2007; Lindsay, 2003, 2007).

Pasak daugelio inkliuzinio ugdymo tyréjy, metodologinéms ir etinéms pro-
blemoms Sioje srityje spresti reikia lankscios interdisciplininés prieigos tiek
tyrimo metody, tiek paties inkliuzijos reiSkinio apibrézimo aspektais (Odom
ir kt., 2004; Schwartz ir kt,, 1995; Stoneman, 2007). Apskritai, galime iSskirti
keturias pagrindines metodologines ir etines problemas Siame inkliuzinio ug-
dymo tyrimo lauke: 1) kriterijai, kuriais remiantis mokykla gali buti vadinama
inkliuzine, ir kas juos nustato; 2) kaip identifikuoti inkliuzija mokykloje; 3) kaip
dokumentuose fiksuoti mokiniy vystymosi poky¢ius; 4) kaip uZztikrinti, kad mo-
kiniai dalyvauty mokymo procese (Nind ir kt., 2004).

Brity tyréjai, praktinio gido ,Inkliuzijos rodikliai“ autoriai, pristato tris su-
sijusius inkliuzijos raidos aspektus: inkliuzinés kulttros karimas, inkliuzinés
politikos vystymas ir inkliuzinés praktikos jgyvendinimas (Booth ir Ainscow,
2007, p. 15). Inkliuziné politika reiskiasi per ugdymo organizacijos misijg ir jos
specialiuosius prioritetus, t. y. bendrasias prieigas prie ugdymo proceso organi-
zavimo bei iSorés sgsajy jtvirtinimo ir plétros. Tai taip patlemia aiSkiy prioritety
dél iStekliy paskirstymo pasirinkima bei inkliuzinio ugdymo uzduociy atlikimo
etapus ir trukme informacijos, Zmogiskyjy isStekliy ir organizacinés politikos
aspektais. Inkliuzijos praktikos igyvendinamos inkliuzinés veiklos svarbiausiy
funkcijy srityse jvairiu mastu ir jvairiais lygmenimis, esant optimaliai edukaci-
nio proceso struktiirai, jo funkcijy (ugdomujy, formuojamuyjy, renkamuju, plé-
tojamyjy, kiirybiniy ir sveikatinimo) integravimui ir finansavimui. Inkliuziné
kultiira numato specifinés inkliuzinio ugdymo filosofijos bei jos esminiy ir pro-
fesiniy vertybiy sistemos apibrézimg ir jgyvendinimg (Booth ir Ainscow, 2007).

* Pagal Salamankos deklaracijg, terminas ,specialieji ugdymosi poreikiai“ nurodo visus vaikus ir
jaunuolius, kuriy poreikiai kyla dél negaliy ar mokymosi sunkumuy.
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Inkliuzinés kultiros kiirimo problema yra viena svarbiausiy temy Siuolaiki-
niuose inkliuzijos tyrimuose. Kugelmass (2004) atliko tyrima trijose inkliuziné-
se mokyklose JAV, Jungtinéje Karalystéje ir Portugalijoje, kad apibréZty inkliu-
zijos charakteristikas ty mokykly kultiiroje. Rezultatai rodo, kad inkliuziné pri-
eiga tose mokyklose neatsirado dél mechaniskai atliekamy ugdymo institucijos
jvairiy elementy restruktiirizavimo procesy ar dél naujy nurodymy procediiry
jdiegimo. PrieSingai, visos trys mokyklos akcentuoja bendrus procesus, kurie
kiekvieng individg jtraukia j grupe. Kiekvienoje institucijoje bendro darbo prak-
tika ir dalyvavimas buvo grindZiami (ir remiami) bendromis mokiniy ir darbuo-
tojy pasidalytomis vertybémis, kuriomis remiantis buvo atpazjstami kiekvieno
vaiko ir suaugusiojo specifiniai poZymiai.

Ugdymo inkliuzijos srities tyrimy analizé atskleidZia neaiSky ir daznai kon-
troversiSka savokos ,inkliuzinis ugdymas“ interpretacijy pobudj. Tai sglygoja
Siuolaikinio ugdymo inkliuzinés paradigmos teorinio modeliavimo aktualuma,
ir blitent tai yra Sio tyrimo tikslas. Siilomas modelis leidzia plétoti empiriniy
tyrimy prieigas, pavyzdzius, kurie pateikiami antroje Sio straipsnio dalyje.

Straipsnyje aptariami tokie konceptualieji Siuolaikinio ugdymo inkliuzinés
paradigmos pagrindai:

1. Inkliuzijos kertinis akmuo formuojamas jvairovés priémimo vertybiy pa-
grindu, perzengiant ribas, kurios skirsto Zmones j ,normalius” ir ,specia-
liuosius* (nejgaliuosius, migrantus, kitokius apskritai, kt.). Zvelgiant i$ so-
cialinio konstruktyvizmo perspektyvos, bet koks tokio tipo skirstymas j ka-
tegorijas sukelia potencialig rizika laikyti tai asmens diskriminavimo tikslu,
jskaitant atvejus, kai tokia pagalba sitiloma numatant tik padéjéjo aktyvia
pozicija (Keil, Miller ir Cobb, 2006). Socialinés institucijos pamazu atitriks-
ta nuo vidutinés statistinés normos, anuliuodamos visus skirtumus. Tai yra
Zmoniy jvairovés pripazinimas, ir tai tampa nauja norma, kuria grindziama
socialiné sgveika (UNESCO, 2007). | inkliuzijg Zvelgiama kaip j besimokan-
Ciyjy jvairovés priéemima bendrose grupése ir atsakomybe uz tai (Paliocosta
ir Blandford, 2010).

2. Ugdymo individualizavimas, atsizvelgiant j kiekvieno mokinio specialiuo-
sius poreikius, jo ugdymo(si) poreikius ir apribojimus, tampa pagrindiniu
inkliuzinio ugdymo, nukreipto j subjekto pozicijos demonstravimg, vaiko
iniciatyva ir veikla, principu. Subjekto pozicija leidzia vaikui buti visiSkai
jtrauktam tiek j edukacinj, tiek ir j socialinj gyvenimg (Rubinshtein, 2002).
Traktuodami subjekta kaip ,priezastj sau paciam" ir paaiskindami subjekty-
vuma kaip jo gebéjima biiti savo paties veiklos Saltiniu ir rezultatu tuo paciu
metu (Petrovsky, 2015), priartéjame prie inkliuzinio ugdymo kaip paramos
asmeniui, aktyviai dalyvaujan¢iam savo paties gebéjimy ir galimybiy, ku-
riuos suteikia aplinka, igijimo procese, esmés, prie peréjimo j kitag nuoseklu-
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mo ir savarankiS$kumo lygmeni, atrandant save kaip asmenybe ir prisiimant
uZ tai atsakomybe. ,Galimybés niekada netampa tikrove pacios savaime, tai
nutinka tik subjekto, kuris suvokia jas kaip galimybes sau, pasirenka kai ku-
rias i$ jy, investuoja save ir tam tikrus iSteklius j Sios galimybés pavertima
gyvenimu veiklos déka. Subjektas prisiima atsakomybe uz Sios galimybés
jgyvendinima, prisiimdamas vidinj pasizadéjima pasistengti tai jveiklinti“
(Leontyev, 2011, p. 27).

3. Vystymosi, kaip pagrindinés L. Vygotskio kultiiros istorijos teorijos min-
ties, verté atsispindi keiciant Siuolaikinio ugdymo tikslus. Jie yra pastebimai
kitokie, lyginant su ankstesniais, ir, be akademinés veiklos, taip pat apima
informacijg apie kompetencijas (asmenines, komunikacines, paZinimo ir
kirybines), kurios yra labai svarbios vaikui Siuolaikiniame pasaulyje. Kaip
alternatyva akademinei veiklai, federaliniai valstybés ugdymo standartai
jveda nepageidaujamo vystymosi rezultatg, pavyzdziui, asmeninius pasieki-
mus ir gyvenimiSkas kompetencijas, atmetantj mokymosi negalios principo
pritaikyma, kuris ribojo Svietimo prieiga iki pastarojo laikotarpio.

4. Inkliuzija yra tiek interpsichologinio pobiidZio, tiek ir turinti intrapsicho-
loginj komponenta. Inkliuzija socialiniuose santykiuose sudaro prielaida
asmeniniams pokyc¢iams ir daugiausia priklauso nuo jy. Individualus inkliu-
zijos procesas grindziamas vidiniy asmeniniy prieStaravimy jveika, asme-
ninio ir socialinio tapatumo formavimu ir savo paties specialiyjy ypatybiy
pripazinimu. Asmeniniai ugdymosi poreikiai plétojasi patiriant grupiy nor-
my ir sociokultiirinés aplinkos veiksniy jtakg, iS vienos pusés, ir jie yra sa-
lygojami vidiniy nuostaty ir vertybiy sistemos, i$ kitos pusés. Kitaip tariant,
jie tampa buidu individui save aktualizuoti specifiniame sociokultiiriniame
kontekste. Subjektyvumo principas inkliuzijos kontekste yra tiesiogiai su-
sijes su poreikio kaip bitinybés, kurig asmuo patiria tiek objektyviu, tiek
ir subjektyviu lygiu, tampanciu jo veiklos ir jo asmenybés ir visuomenés
placigja prasme raidos Saltiniu, sgvoka (Kodzhaspirovy, 2005). Be to, jei
biologinis poreikis yra vidinis ir homeostatinis, tuomet socialinis poreikis,
jskaitant ir ugdymosi poreikj, nepriklauso vien tiktai asmeniui; jam esant
asmuo saveikauja su visuomene jsitraukdamas j socialinius rysius su kitais
Zmoneémis ir bendruomenémis.

5. Inkliuzinio ugdymo pagrindas siejamas su sagvoka ,klitc¢iy jveika mokymosi
kelyje ir visavertis dalyvavimas socialiniame gyvenime"“ (Booth ir Ainscow,
2007). Sis socialinis modelis yra visi$kai priesingas medicininiam modeliui,
siejan¢iam mokymosi sunkumus su vaiko medicinine diagnoze ar nejgalu-
mo busena. Prieiga, leidZianti suprasti klittis, kuriy atsiranda siekiant ugdy-
mo (Booth ir Ainscow, 2007), yra siejama su sistemos veiklos metodologija,
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kurios déka ugdymo aplinkos modifikacija pritaikoma vaikams, turintiems
ugdymosi poreikiy.

6. Ugdymo aplinkos kiirimas ir organizavimas. Aplinkos prieiga yra ugdymo
proceso valdymo tarpininkaujant (per aplinka) teorija ir technologija, kai
pagrindinis démesys sutelkiamas j vaiko vidinés veiklos stimuliavima, jo
ugdymasi, aukléjimasi ir vystymasi. Ugdymo aplinka suprantama kaip jta-
ky, salygy ir galimybiy kompleksas, lemiantis vaiko asmenybés vystymasi.
Sios jtakos yra jvairios kultiirinés patirties (Ziniy, jgtidziy, santykiy) $altinis,
ir Sios salygos garantuoja sékminga minéty patirciy (jausmuy, empatijos ir
daugeriopy pakartojimy) igijima, o galimybés tampa ne tik aplinkos, bet ir
paties vaiko, kuris gali atsirinkti objektus ,savo” veiklai aplinkoje ir buda,
forma, spartg bei intensyvuma, atsizvelgiant | kuriuos vyksta sgveika su
tais objektais, aktyvumo principo simboliu (Gaidukevich, 2007). Aplinkos
prieigos praktinis jgyvendinimas inkliuziniame ugdyme sudaro salygas kie-
kvienam vaikui jgyvendinti ,asmenine pozicijg"“, kai jis yra priimamas toks,
koks yra, ir kai jis gali atskleisti save bei maksimaliai realizuoti asmeninius
gebéjimus.

7. Tarpdisciplininé prieiga leidzia veiksmingai spresti profesines problemas,
su kuriomis susiduria inkliuzinio proceso specialistai. Dél tarpdisciplininiy
rys$iy komandinis specialisty darbo pobiidis gali biiti taikomas, nes tai yra
ypac biitina organizuojant ugdymo procesg, turint omenyje placia vaiky ug-
dymosi poreikiy jvairove.

8. Inkliuzinio ugdymo modelis gali biiti apibiidinamas démesiu tiek indivi-
dualiy interesy jvairovei, tiek ir greitiems pokyCiams socialinéje-ekonomi-
néje raidoje. Siuo modeliu sprendZiamas ugdymo nuoseklumo uzdavinys,
planuojant kintancias, galimas daiktas, dinamiskai formuojamas ugdymo
trajektorijas ir atliepiant naujyjy laiky poreikius. Savo ruoztu testinumas
turéty biti igyvendinamas psichologinés ir pedagoginés pagalbos uzdavi-
niy nuoseklumo, pasiekty ugdymo rezultaty ir tokio pasiekimo technologijy
déka.

Kadangi paradigma yra tam tikry idéjy, principy, metodologiniy pagrindy ir
vertybiniy nuostaty, kurias bendruomené priima ir kuriomis dalijasi, rinkinys,
peréjimas prie inkliuzinés paradigmos reikalauja sisteminiy ugdymo pokyciy.

Atkreiptinas démesys j tai, kad, jei valstybiné Svietimo politika yra grindzia-
ma dominuojancia kategorija ,apribojimai dél sveikatos®, ji jsivelia j rimtg po-
lemika net tik dél inkliuzijos socialinio modelio, bet ir dél humanistinio pacios
idéjos pobuidzio psichologinio suvokimo. Tokiu biidu inkliuzijos proceso plétros
ugdymo srityje dirbtinis apribojimas vyksta kartu su inkliuzijos, kaip socialinio
koncepto, kuris sutelkia démesj j subjekto aktyvumo pripazinima bet kokio as-
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mens atveju, nepriklausomai nuo jo sveikatos buklés, prasmés ir esmés, redu-
kavimu.

Mokytojuy pasirengimo priimti inkliuzine paradigma empiriniai
tyrimai

Inkliuzinés paradigmos sékmingo jgyvendinimo Siuolaikiniame ugdyme
svarbiausias veiksnys yra mokytojy pasirengimo pokyciams, susijusiems su in-
kliuzijos principy jdiegimu ugdymo proceso praktikoje, mastas. Blitent moky-
tojas atlieka esminj vaidmenj grupéje kuriant tolerantiska ir palankia aplinkag,
kuri yra tinkama inkliuziniam ugdymui.

Kai kurie tyréjai (Bond ir Castagnera, 2006; Yudina ir Alekhina, 2015) pabré-
zZia ,transformacijos patirtj“, kuri buvo pastebéta specialisty, tapusiy inkliuzinio
ugdymo mokytojais. Profesine transformacijg skatina naujy profesiniy jgidziy
jgijimas, jy paskirties kaita, turint omenyje ,specialiuosius” mokinius, ir profe-
siniy uzdaviniy aksiologinis aspektas (Alekhina, 2012).

Maskvos psichologijos ir pedagogikos universiteto Inkliuzinio ugdymo insti-
tuto (Samsonova ir Melnikova, 2016; Samsonova, Semago ir Gorbunova, 2017)
atlikto tyrimo metu buvo analizuojama mokytojy psichologinio pasirengimo
jgyvendinti inkliuzine praktika specifika. 332 mokytojai is 12 Maskvos Svietimo
institucijy dalyvavo tyrime. Klausimyng sudaré 2 klausimy blokai. Viena dalis
buvo skirta mokytojy asmeninio pasirengimo diagnostikai ir atskleidé tam tik-
ry vertybiy, jsitikinimy ir psichologiniy barjery (jskaitant profesinius stereoti-
pus) buvima. Antrasis klausimy blokas buvo skirtas istirti, kaip mokytojy veikla
pritaikoma darbui inkliuzinéje aplinkoje, kurig sudaro informacijos, Ziniy ir ins-
trumentiniai komponentai.

Dauguma mokytojy (86 %) suvokia inkliuzinj ugdyma kaip , vaiky su apribo-
jimais dél sveikatos"“ inkliuzija j ugdymo procesa, o Rusijos Federacijos Svietimo
jstatymas apibreézia inkliuzinj ugdyma kaip vienodo prieinamumo prie ugdymo
suteikima visiems besimokantiesiems, atsizvelgiant j jy specialiuosius ugdymo-
si poreikius ir individualius gebéjimus. ReikSminga respondenty dalis (33 %)
yra jsitikine, kad tik vaikams, turintiems vystymosi negalig, reikalingas inkliu-
zinis ugdymas. Be to, tyrimy rezultatai atskleidé, kad egzistuoja psichologinis
(emocinis) barjeras kalbant apie darbg su vaikais, turinciais negalig ar apribo-
jimy del sveikatos. Kai kuriy mokytojy atveju (54 %) Sis barjeras buvo susijes
su jungtinio tokiy vaiky ugdymo mokyklos klaséje atmetimu, kitiems (46 %) tai
buvo susije su jy paciy profesiniy trilkumy pripazinimu.

Galima teigti, kad viena i$ priezasciy, kodél kai kurie mokytojai atmeta in-
kliuzijos idéja, yra jy klaidingas supratimas apie patj koncepta. Tokio suprati-
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mo transformacija yra svarbus tikslas siekiant patobulinti mokytojuy profesine
kompetencija.

Vienas i$ Maskvos psichologijos ir pedagogikos universiteto Inkliuzinio ug-
dymo instituto tyrimy (Alekhina ir Kostina, 2014) buvo skirtas atskleisti faktui,
kad specialieji ugdymosi poreikiai yra biidingi ne tik vaikams, turintiems ap-
ribojimy dél sveikatos, bet ir jprastos raidos bendramoksliams. 199 pirmokai
ir 202 penktokai i§ Maskvos inkliuziniy mokykly atsake j brity tyréjy (Porter
ir Daniels) parengto klausimyno klausimus. Rezultatai parodé, kad mokiniy
specialieji ugdymosi poreikiai nebutinai atsiranda dél sveikatos sukelty apri-
bojimy. Net jei vaiky, turinc¢iy tokiy apribojimy, procentiné dalis sudaré maziau
kaip 8 % imties, 83 % pirmoky ir 76 % penktoky nurodé sunkumus, kuriuos jie
patyré mokykloje. Didziausig i§Stkj pirmokams kélé sunkumai, susije su ugdy-
mo veikla (7 %), bendravimu su bendramoksliais (65 %) ir mokytojais (32 %).
65 % penktoky paminéjo sunkumus, kylancius dél ugdymo veiklos, 28 % iS jy
turéjo sunkumy dél bendravimo su bendramoksliais, 35 % su mokytojais. Sis
tyrimas parodé, kad jvairioms vaiky kategorijoms, ne tik tiems, kurie patiria
apribojimy dél sveikatos, reikia pagalbos. Be to, maziesiems mokiniams reikia
tokios pagalbos net tik siekiant jgyti akademiniy Ziniy, bet ir mezgant santykius
su klasés draugais ir mokytojais. Mokytojy supazindinimas su Sio tyrimo re-
zultatais leidzia pakeisti jy profesine vizijg i$ mokiniy, turinciy apribojimy dél
sveikatos, ir kity grupéje esanciy mokiniy suprieSinimo j ugdymosi poreikiy,
bendry jvairiems tos grupés vaikams, stebéjimo ir analizés dimensija, ieSkojimag
bidy, kaip patenkinti tuos poreikius.

Sj fakta patvirtina kitas tyrimas, siekiantis atskleisti sgsaja tarp inkliuzines
grupes lankanciy vaiky, turin¢iy Dauno sindroma, sociopsichologinés buklés
ir mokytojy poZiurio i juos (Yudina ir Alekhina, 2016). [traukty vaiky, turinciy
specialiyjy ugdymosi poreikiy, kategorijos pasirinkimas buvo nulemtas paste-
bimy skirtumy tarp ju ir bendramoksliy.

Tyrimas buvo atliktas Maskvos bendrojo ugdymo mokykloje, kuri turi dau-
giau kaip 10 mety inkliuzinés praktikos, jtraukiancios specialiyjy poreikiy, Dau-
no sindromg turincius vaikus, patirties. Imtj sudaré 117 2-4 klasiy 7-11 mety
amziaus mokiniy ir 6 pradiniy klasiy mokytojai, kuriy profesiné patirtis buvo
nuo 1 iki 25 mety. Bent vienas mokinys, turintis Dauno sindroma, buvo jtrauk-
tas j kiekvienag i$ Sesiy tirty klasiy. Buvo taikomi Sie duomeny rinkimo metodai:
kriterijais gristas stebéjimas, interviu ir psichodiagnostinés technikos (socio-
metriné technika, santykiy spalvinis testas ir projekcijy pieSimo technika).

Statistiné analizé parodé reikSmingg koreliacija (p=0,038) tarp mokytojo
veiksmy jvairovés pamokos metu, skiriant démesj vaiky, turin¢iy Dauno sin-
droma, inkliuzijai j bendrajj ugdymo procesg, ir bendraklasiy, priimanciy tokius
vaikus, skaiciaus. Tokiu biidu su veikla susijes mokytojy pasirengimo inkliuzi-
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niam ugdymui komponentas, gebéjimas uzZmegzti konstruktyvius santykius su
grupe ir jvairios vaiky inkliuzijos i ugdymo procesa strategijos leidZia sékmin-
gai jgyvendinti inkliuzijos principus.

ISvados

Remiantis inkliuzinés paradigmos konceptualaus pagrindo analize ir empi-
rinio tyrimo rezultatais, galima suformuluoti keleta svarbiy iSvady:

1. Inkliuzijos principy praktinis jgyvendinimas reikalauja gilios mokslinés
analizés. Cituoty mokslo darby rezultatai jgalina uzfiksuoti priestaras or-
ganizacijoje, praktiskai jgyvendinancioje inkliuzija: praktika lemia politinés
deklaracijos, daznai vienpusis inkliuzijos supratimas jg esant mokiniy, tu-
rinc¢iy negalig, inkliuzija j bendrajj ugdyma.

2. Sis sociokultiirinis skirtumas salygoja sunkumus, susijusius su didaktika,
programomis ir ugdymo proceso organizavimu bei reikalauja plataus ugdy-
mo srities matymo ir atviros profesinés diskusijos. Tai kelia rimtg uzdavinj
ne tik psichologinéms ugdymo paramos tarnyboms, bet ir Svietimo institu-
cijy vadovams, kurie daro jtaka inkliuzinés kultiiros formavimui Svietimo
organizacijoje.

3. Visiems ugdymo proceso dalyviams (administracijai, mokytojams, specia-
listams, vaikams ir jy tévams) reikia placios diskusijos apie inkliuzinés pa-
radigmos vertybinj pamata. Kitas Zingsnis po diskusijos ir supratimo apie
inkliuzijg turéty buti naujy bidy uzmegzti santykius ir saveikauti inkliuzi-
nio ugdymo procese, jtraukianciame asmenis, turincius ivairiy gebéjimy ir
specialiyjy ugdymosi poreikiy, jvaldymas.

4. Inkliuzinés paradigmos Siuolaikiniame ugdyme evoliucija reikalauja mo-
kytojy, psichologinés ir pedagoginés pagalbos specialisty jvairiy profesinio
bendradarbiavimo ir saveikos modeliy kirimo ir jgyvendinimo, naujy tech-
nologijy ir metody, grindZiamy bendry veikly teorija ir susijusiy su visy da-
lyviy inkliuzija, plétotes.
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INKLIUZINES PARADIGMOS PAGRINDAI SIUOLAIKINIAME UGDYME

Svetlana Alekhina, Elena Samsonova, Tatiana Yudina
Inkliuzinio ugdymo institutas,
Maskvos psichologijos ir pedagogikos valstybinis universitetas, Rusija

Santrauka

Straipsnyje inkliuziné paradigma apibtidinama kaip mokslinio tyrimo meto-
dologinis pagrindas; be to, aptariama jtraukties politikos, praktikos ir kultiros
transformacija. Straipsnyje pabréziamos priesstatos tarp inkliuzijos socialinio
modelio ir ,apribojimy dél sveikatos* kategorijos taikymo Rusijos ugdymo poli-
tikoje. Toks pozitris sukuria klititis inkliuzinio ugdymo plétrai, nes taip susiau-
rina inkliuzijos, kaip socialinio modelio, kuris priima kiekvieno subjekto laisve
nepaisant sveikatos biiklés, prasme.

Autoreés svarsto Siuos konceptualius inkliuzinés paradigmos pamatinius
aspektus: mokiniy jvairoveé kaip vertybé; ugdymo proceso individualizavimas,
orientuojant jj j vaika kaip subjekta, vaiko iniciatyva ir aktyvuma; raida kaip
vertybé; sociokultiirinés saveikos principas; sistemos veiklos metodologija,
kuri numato ugdymo(si) aplinkos transformavima, atsizvelgiant j jvairius ugdy-
mo(si) poreikius; aplinkos ir interdiscipliniSkmo aspektai; testinumo principo
jgyvendinimas individualaus mokinio raidos trajektorijos atZvilgiu.

Inkliuziné paradigma leidzia plétoti empirinio tyrimo prieigas. Straipsnyje
analizuojami keliuose Rusijos Federacijos regionuose Inkliuzinio ugdymo insti-
tuto mokslininky grupés atlikty empiriniy tyrimy rezultatai.

Vienas i$ tyrimy aptaria 332 Maskvos mokytojy psichologinio pasirengimo
jdiegti inkliuzine praktika specifikg. Dauguma mokytojy (86%) supranta inkliu-
zinj ugdyma kaip ,vaiky su ,apribojimais dél sveikatos” jtrauktj  bendrojo lavi-
nimo proces3’, o Rusijos Federacijos ugdymo jstatymas apibrézia inkliuzinj ug-
dyma kaip lygiavertés prieigos, skirtos ugdyti visus besimokancius, suteikima,
turint omenyje jy specialiuosius ugdymo(si) poreikius ir individualius gebéji-
mus. ReikSminga respondenty dalis (33%) buvo jsitikine, kad tik vaikams su ne-
gale, turintiems vystymosi problemuy, reikia inkliuzinio ugdymo. Be to, tyrimas
atskleidé psichologiniy (emociniy) kliti¢iy, sutinkamy mokant vaikus, turincius
negaliy ir apribojimy dél sveikatos, buvima.

Kitas tyrimas analizavo teiginj, kad net tik vaikai, patiriantys apribojimy
dél sveikatos, turi specialiujy ugdymo(si) poreikiy, taciau ir jy tipiskos raidos
bendramoksliai tokiy problemy turi. Nepaisant to, kad vaiky, patirianciy tokius
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apribojimus, imties procentiné dalis buvo maZiau kaip 8%, 83% pirmos klasés
ir 76% penktos klasés mokiniy nurodé sunkumus, kuriuos jie patiria mokyklo-
je. Sis tyrimas pademonstravo, kad yra jvairiy vaikams reikalingos paramos,
padedancios jiems jgyti akademiniy Ziniy bei uZmegzti santykius su bendra-
moksliais ir suaugusiaisiais, kategorijy. Sj fakta patvirtina Kitas tyrimas, skirtas
atskleisti rySius tarp vaiky su Dauno sindromu, lankanciy inkliuzines grupes,
sociopsichologinj statusg ir mokytojy poZilrj j juos. Statistiné analizé parodé
reikSmingg koreliacija tarp mokytojo veiksmy pamoky metu jvairovés, skirtos
vaiky su Dauno sindromy jtraukimui j bendrojo lavinimo procesa, ir bendra-
moksliy, priimanciy Siuos vaikus, skaiciaus.

Galima daryti iSvada, kad straipsnis parodo inkliuzinés paradigmos jtaka
empirinio tyrimo dizainui ir duomeny interpretavimui bei inkliuzinés politikos
ir praktikos transformacijoms.

45



SPECIALUSIS UGDYMAS / SPECIAL EDUCATION 2018 1 (38)
DOI:10.21277 /se.v1i38.366
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FOR CONTEMPORARY EDUCATION
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Abstract

The aim of the article is a theoretical modeling of the inclusive paradigm of
contemporary education. The study was based on a literature study and secondary data
analysis. The article presents the data collected in Russia in 2014-2017. Based on an
analysis of the inclusive paradigm conceptual framework, the statements of cultural-
historical theory and system-activity methodology as well as the results of empirical
studies on inclusive education, the authors come to conclusions on the conditions
of an inclusive paradigm development. The evolution of the inclusive paradigm in
contemporary education requires the implementation of various models of professional
cooperation, as well as new technologies and methods based on the theory of joint
activities.

Keywords: inclusion, inclusive education, special educational needs, methodology,
cultural-historical theory, individualization of education.

Introduction

Today’s world pursues openness and diversity. The idea of an inclusive society
and democratic culture defines new strategies and models in the development
of social institutions. The fundamental principle of inclusion resides in the
freedom of choice and in the individual right of any person to be different from
the others. Education must meet the challenges of contemporary society and
carry out a broad reform that will allow the principles of openness and cultural
diversity to be realised in the educational process. This paper focuses on the
theoretical modeling of the inclusive paradigm of contemporary education. The
study was based on a literature study and secondary data analysis. The article
presents the data collected in Russia in 2014-2017.
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Conceptual foundations of the inclusive paradigm

The influence of the idea of inclusion in education has been of such a system
character, that one can actually speak of changes not only in the organisational
program and content field, but also in the axiological area where contemporary
education is developing. The withdrawal of the idea of “unteachability” from
the legislation of various countries along with the institutionally guaranteed
right for the joint education of children with special needs?, results in a deep
transformation of the basis of psychological and pedagogical contemporary
education. They also bring forward new activity models and the forms of their
implementation. This process is giving a form to a new inclusive paradigm in
the educational system.

International researchers from the countries where the concept of inclusion
in education is put into practice, repeatedly looked into the idea or development
ofamethodology of an inclusive process and into the analysis of its dynamics and
content. Many of them have different opinions regarding the philosophical and
empirical study of inclusion. Political adherents of human rights (Farrell, 2000;
Lindsay, 2003, 2007) claim that inclusion is a matter of human rights, and it is
not up for debate as it does not need any scientific proof. Others think that there
is anecessity for scientific research and empirical proof for the evaluation of the
efficiency of inclusive practice. The results and efficiency of inclusive education
can vary significantly depending on the definition of inclusion (Gruner-Gandhi,
2007). Many researchers regard inclusion as a completely different educational
process compared to special teaching and integration (Anderson, Klassen, &
Georgiou, 2007; Lindsay, 2003, 2007).

According to a great number of researchers in inclusive education,
methodological and ethical problems in this area require a flexible interdis-
ciplinary approach, both to research methods, and the definition of the pheno-
menon of inclusion itself (Odom et al., 2004; Schwartz et al., 1995; Stoneman,
2007).Inthe aggregate, we can distinguish four major methodological and ethical
problems in the research area of inclusive education, as follows: 1) criteria under
which a school can be called inclusive, and who sets them; 2) how to identify
inclusion in a school; 3) how to document changes in students’ development;
4) how to make sure that the students take part in the study (Nind et al., 2004).

British researchers, the authors of “Inclusion rates” a practical guide,
introduce three interconnected aspects of inclusion development: creating an
inclusive culture, the development of inclusive policy, and the implementation of
inclusive practice (Booth & Ainscow, 2007, p. 15). Inclusive policy is embodied
in the mission of an educational organisation, and its specific priorities, i.e.

T According to the Salamanca statement, the term ‘special educational needs’ refers to all those children
and youth whose needs arise from disabilities or learning difficulties.
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general approaches to the organisation of the educational process, and to the
establishment and development of external connections. It also affects the
selection of clear priorities for the distribution of resources and setting stages
and terms for completing tasks of inclusive education in information, HR and
organisational policy. Inclusive practices are brought to life in the area of the
most important functions of inclusive activity, as well as scales and levels of its
implementation, in the optimal structure of the educational process, integration
of its functions (educational, formative, collecting, developing, creative and
health-related), and their resourcing. Inclusive culture supposes the defining
and implementation of a special philosophy of inclusive education and a system
of its essential and professional values (Booth, Ainscow, 2007).

The problem of creating an inclusive culture is one of the crucial topics
for contemporary inclusion studies. Kugelmass (2004) undertook a study in
three inclusive schools in USA, UK and Portugal in order to define inclusive
characteristics of the culture in those schools (Kugelmass, 2004). The outcome
showed that the inclusive approach in those schools was not a result of a
mechanical processes of restructuration of various elements of educational
institution, or the introduction of new instructive procedures. On the contrary,
all three schools put the emphasis on joint processes involving everyone in the
group. In each institution the practice of joint work and participation was based
on (and supported by) common values shared both by the students and the
staff, in accordance with which, the special features of every child and adult
were recognised.

Analysis of research in the field of educational inclusion demonstrates the
unclear and often controversial character of the concept of interpretations of
“inclusive education”. It determines the relevance of the theoretical modeling
of the inclusive paradigm of contemporary education, which is the purpose of
this study. The proposed model allows for the development of approaches to
empirical studies, examples of which are given in the second part of this article.

In this article we suggest to consider the following conceptual foundations of
an inclusive paradigm of contemporary education:

1. The cornerstone of inclusion is formed by the values of acceptance of
diversity overcoming the borders dividing people into “normal” and “spe-
cial” ones (handicapped, migrants, others in general, etc.). From the
perspective of social constructivism, any categorisations of such kind entails
potential risk of their usage for discrimination of a person, including when
such help is offered which presupposes only the helper’s active position
(Keil, Miller, & Cobb, 2006). Social institutions are gradually breaking away
from the average statistical norm invalidation of all differences. It is the
recognition of diversity of people that is becoming a new norm governing
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social interaction (UNESCO, 2007). Paliocosta and Blandford (2010) see
inclusion as the acceptance of learners’ diversity within common groups,
and the responsibility for it.

2. The individualisation of education, taking into account the special needs
of each student, his/her educational needs and limitations, becomes the
key principle of inclusive education focused on the demonstration of the
subject position, initiative and activity by the child. A subject position
permits the child to be completely included both in education and social life
(Rubinshtein, 2002). Comprehending a subject as a “reason for oneself” and
explaining the subjectivity as his/her ability to be the source and the results
of his/her own activity at the same time (Petrovsky, 2015), we come to the
core essence of inclusive education as a support for a person in the process
of active acquirement of his/her own capacities and opportunities provided
by the environment, a transition to the level of “con-sistency” and self-
dependence, finding oneself as a personality and taking the responsibility
for that. “Opportunities never become reality just by themselves, it happens
only through the activity of a subject who perceives them as opportunities
for him/herself, chooses some of them and places the “bet”, investing him/
herself and certain resources into bringing this opportunity into life. The
subject takes the responsibility for converting this opportunity taking an
internal obligation to make efforts to bring it into action” (Leontyev, 2011,
p. 27).

3. The value of development as a main idea of L. S. Vygotsky’s cultural histo-
rical theory is reflected in the changing goals of contemporary education.
They are noticeably different from previous ones, and apart from aca-
demic performance also cover the formation of competences (personal,
communicative, cognitive and creative) which are vital for a child in the
current world. As an alternative to academic performances, federal state
education standards introduce non-eligible development outcomes, such as
personal results and life competences, which discards the application of the
learning disability principle that was limiting access to education in recent
times.

4. Inclusionisbothinter-psychologicalinnature,and hasanintra-psychological
component. Inclusion into social relations supposes personal changes,
and mostly depends on them. An individual inclusion process is based on
the overcoming of internal personal contradictions, on the formation of
personal and social identity, and of recognising one’s own special features
and needs. Personal educational needs are developing under the influence
of group norms and sociocultural environmental factors, on one hand, and
are determined by the system of internal attitudes and values, on another
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hand. In other words, they become the way for individual, personal self-
actualisation in a specific sociocultural context. The principle of subjectivity
in an inclusion context is directly linked to the concept of need as a
necessity that a person experiences at both objective and subjective levels,
which becomes a source of his/her activity, and development of his/her
own personality and society in general (Kodzhaspirovy, 2005). Herewith,
if a biological need is an internal and homeostatic one, then a social need,
including an educational one, is not belonging exclusively to the person, in
it a person interacts with the society getting involved in social connections
with other people and communities.

The foundation of inclusive education resides in the concept of “overcoming
the barriers on the learning path and full-scale participation in school life”
(Booth & Ainscow, 2007). This social model is completely opposite to the
medical model linking learning difficulties to medical diagnosis or the
handicapped state of a child. An approach allowing an understanding of the
barriers on the way to education (Booth & Ainscow, 2007), is associated
with system-activity methodology (Leontyev, 2011; Rubinshtein, 2002,
and others) which makes the modification of the educational environment
possible in accordance with the educational needs of children.

Design and organisation of the educational environment. The environmental
approach is a theory and a technology of a mediated (via the environment)
management of educational process where the main focus is on the
stimulation of internal activity of a child, his/her self-education, self-
nurturing and self-development (Petrovsky, 2015; Rubinshtein, 2002).
An educational environment is understood as a complex of influences,
conditions and opportunities of the development of a child’s personality.
Whilst these influences are the source of various cultural experience
(knowledge, skills, relations), the conditions are the guarantee of a successful
acquirement of the above mentioned experience (feelings, empathyand
multiple repetitions), and the opportunities become the symbol of the
active principle not only of the environment, but on the child him/herself
who can perform the selection of objects for his/her “own” activity in the
environment as well as the way, form, pace and intensity of interaction with
them (Gaidukevich, 2007). Practical implementation of the environmental
approach in inclusive education allows for the provision of a “personal
position” for every child where he/she is accepted as he/she is and where
he/she can reveal and realise personal capacities on the maximal scale.

An interdisciplinary approach provides for an efficiency in solving profe-
ssional problems faced by the specialists involved in inclusive processes.
Owing to interdisciplinary connections the team approach to specialists’
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work can be applied, which is extremely necessary in the organisation of the
educational process taking into account the whole variety of educational
needs of children.

8. An inclusive educational model can be characterised by the focus both on
the diversity of individual interests, and fast changes in social and economic
development. This model solves the task of consistency of education through
planning of variable educational trajectories capable of dynamic formation
and answering the demands of the new times. This continuity should in its
turn, be implemented through the consistency of the tasks of psychological
and pedagogical support, achieved educational results and the technologies
of such an achievement.

As far as a paradigm is an aggregate of certain ideas, principles, methodo-
logical foundations and value attitudes which are accepted and shared within
community, then the transition to an inclusive paradigm consequently requires
system changes in education.

Take notice that if a state educational policy is based on a dominant category
of “health limitations”, it enters into a serious polemic not only with the social
model of inclusion but with the psychological comprehension of the humanistic
character of the idea itself. Thereby, an artificial limitation of development
of an inclusive process in education takes place together with the reduction
of the meaning and essence of inclusion as a social concept centered on the
acknowledgment of subject activity of any person independently from his/her
state of health.

Empirical studies of teachers’ readiness for the acceptation of
inclusive paradigm

The primary factor of successful implementations of inclusive paradigms
in contemporary education is the extent of readiness of the teachers to the
changes connected with the bringing of inclusion principles into life within
educational process. It is the teacher who plays the crucial role in the creation
of a tolerant and accepting environment in the group which is appropriate for
inclusive education.

Some researchers (Bond & Castagnera, 2006; Yudina & Alekhina, 2015) point
out the “transformation experience” discovered by the specialists that became
inclusive teachers. Professional transformation is driven by the acquirement of
new professional skills, with a changing of their attributions regarding “special”
students, as well as of the axiological aspect of professional tasks (Alekhina,
2012).
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During the studies undertaken by the Institute for Inclusive Education
Problems of MSUPE (Samsonova & Melnikova 2016; Samsonova, Semago, &
Gorbunova, 2017) the specifics of the psychological readiness of teachers for
the implementation of inclusive practice was analysed. Three hundred and
thirty two teachers from 12 Moscow educational complexes took part in the
research. The questionnaire consisted of 2 question pools. One section focused
on the diagnostics of teachers’ personal readiness and allowed for a revealing
of certain values, beliefs, and psychological barriers (including professional
stereotypes). The second question pool served to examine teachers’ “activity
readiness” as instrumental to working in an inclusive environment which
consisted of information and knowledge components.

The majority of teachers (86%) comprehend inclusive education as the
“inclusion of children with “health limitations” in the general education pro-
cess”, while the Law of the Russian Federation on Education defines inclusive
education as provision of equal access to the education for all learners taking
into consideration their special educational needs and individual capabilities. A
significant part of respondents (33%) believed that only handicapped children
with developmental problems needed inclusive education. Moreover, the
research outcome revealed the existence of a psychological (emotional) barrier
when it came to work with children with disabilities and health limitations.
For some teachers (54%) that barrier was associated with the rejection of
joint education of such children in the school group, and for others (46%) was
connected with the recognition of their own professional deficiencies.

[t can be suggested that one of the reasons why some teachers reject the idea
ofinclusionistheirincorrectunderstanding of the conceptitself. Transformation
of such an understanding is an important goal in the framework of enhancing
teachers’ professional competence.

Thus wise, one of the studies organised by the Institute for Inclusive
Education Problems of MSUPE (Alekhina, & Kostina, 2014) was dedicated to
exposure of the fact that special educational needs were intrinsic not only to
children with health limitations but also to their typically developing peers. One
hundred and ninety nine first year school students and 202 fifth year students
from inclusive Moscow schools answered the questionnaire designed by British
researchers (D. Porter, G. Daniels). The results showed that special educational
needs of a school student did not necessarily result from health limitations.
Even though the percentage of children with such limitations was under 8%
of the sample, 83% of the first school year and 76% of the fifth year students
reported difficulties they experienced in the school. The most challenging of the
difficulties were linked to educational activity by the first year students (7%),
communication with peers (65%) and teachers (32%). Sixty five percent of fifth

53



SPECIALUSIS UGDYMAS / SPECIAL EDUCATION 2018 1 (38)

year students mentioned difficulties with educational activity, 28% of them
- with communication with peers, and 35% had problems in communication
with teachers. Therefore, this study demonstrated that various categories of
children needed support, not only the ones with health limitations. Besides,
young learners needed such support not only to acquire academic knowledge
but to build relations with their classmates and adults. The acquaintance of
teachers with the results of this study enables a switching of their professional
vision from a contradistinction of students with health limitations and other
children in the group to the dimension of observation and analysis of educational
needs common for different children from their group, and looking for a way to
meet them.

This fact is confirmed by another study dedicated to revealing the relation
between the socio-psychological status of children with Down syndrome
attending inclusive groups and the attitude of teachers towards them (Yudina,
& Alekhina, 2016). The choice of the category of included children with special
needs was determined by the visible differences between them and their peers.

This research was held in a Moscow mainstream school with an over 10 year
experience of inclusive practice involving children with special needs, children
with Down syndrome among them. The sample consisted of 117 students of 2-4™
year 7-11 years old and 6 primary school teachers with professional experience
varying from 1 to 25 years. At least one student with Down syndrome was
included in each of six investigated classes. The following research methods
were used for data collection: criterion-oriented observation, interview and
psychodiagnostic techniques (the sociometric technique, the Relations color
test, and the projective drawing technique).

Statistical analysis demonstrated a significant correlation (p=0.038) between
the variability of repertoire of teacher’s actions during the lesson focused on
the inclusion of children with Down syndrome into general educational process
and the amount of classmates accepting such children. Thus, the activity-related
component of teachers’ readiness for inclusive education, the ability to create
constructive relations within the group and various strategies of inclusion of
children into educational process allowed for the successful implementation of
the principles of inclusion.

Conclusions

Based on an analysis of the conceptual basis of the inclusive paradigm and
the results of empirical research, several important conclusions can be drawn.

1. Thepracticalimplementation ofthe principles ofinclusionrequires profound
scientific analysis. The results of the cited studies make it possible to solve
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contradictions in the organisation of inclusive practices that are influenced
by political declarations, often one-sidedly understanding inclusion as the
inclusion of students with disabilities in general education.

2. This sociocultural gap leads to difficulties in didactics, programs and in the
organisation of the educational process, and requires both wide educational
field and open professional discussions. This sets serious tasks not only for
the services of psychological support in education, but also for the leaders
of educational organisations, who have an influence on the formation of an
inclusive culture of an educational organisation.

3. All educational process participants (administration, teachers, specialists,
children, and their parents) are in need of an extensive discussion concerning
the value basis for the inclusive paradigm. The next step after discussing and
understanding inclusion would be to master new ways of building relations
and interaction within inclusive educational process, covering people with
different capabilities and educational needs.

4. The evolution of the inclusive paradigm in contemporary education requires
the development and implementation of various models of professional
cooperation and interaction of teachers and psychological and pedagogical
support specialists, as well as the development of new technologies and
methods based on the theory of joint activities and related to the inclusion
of all its participants.
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THE FOUNDATIONS OF INCLUSIVE PARADIGM
FOR CONTEMPORARY EDUCATION

Svetlana V. Alekhina, Elena V. Samsonova, Tatiana A. Yudina
Institute of Inclusive Education, Moscow State University
of Psychology & Education, Russia

Summary

The article describes the inclusive paradigm as a methodological basis for
research as well as for transformation of inclusive policy, practice and culture.
The article emphasizes the contradiction between the social model of inclusion
and the use of the category “health limitations” in Russian educational policy.
This approach creates the barriers to inclusive education development because
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it reduces the meaning of inclusion as a social model which admits the freedom
of everyone’s subject activity despite the health conditions.

The authors consider following the conceptual foundations of an inclusive
paradigm: the value of students diversity; the individualisation of educational
process that is oriented to a child’s subject position, initiative and activity;
the value of development; the principle of sociocultural interaction; the
system-activity methodology that presumes the transformation of educational
environment according to different educational needs; the environmental and
the interdisciplinary approaches; the principle of continuity in the individual
student’s trajectory implementation.

The inclusive paradigm allows for the development of approaches to
empirical research. The article analyses the results of empirical studies realised
by the Institute for inclusive education research team in several regions of the
Russian Federation.

One of the studies considers the specifics of psychological readiness of 332
Moscow teachers for the implementation of inclusive practice. The majority of
teachers (86%) comprehend inclusive education as “inclusion of children with
“health limitations” in the general education process”, while the Law of the
Russian Federation on Educationdefinesinclusive educationasprovision ofequal
access to the education for all learners taking into consideration their special
educational needs and individual capabilities. A significant part of respondents
(33%) believed that only handicapped children with developmental problems
needed inclusive education. Besides, the research revealed the existence of a
psychological (emotional) barrier to teaching children with disabilities and
health limitations.

Another study examined the statement that not only children with health
limitations have special educational needs but also their typically developing
peers do. Even though the percentage of children with such limitations was
under 8% of the sample, 83% of the first school year and 76% of the fifth
year students reported difficulties they experienced in the school. The study
demonstrated that various categories of children needed support to acquire
academic knowledge as well as to build relations with their classmates and
adults. This fact is confirmed by another study dedicated to revealing the
relationship between the socio-psychological status of children with Down
syndrome attending inclusive groups and the attitude of teachers towards
them. Statistical analysis demonstrated a significant correlation between the
variability of repertoire of teacher’s actions during the lesson focused on the
inclusion of children with Down syndrome into general educational process
and the amount of classmates accepting the children.
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To conclude the article demonstrates the influence of the inclusive para-
digm on an empirical research design and data interpretation as well as trans-
formations of inclusive policy and practice.
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