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Abstract  
The aim of the conducted research is to improve the quality of training of professionals, who would 
ensure efficient implementation of the objectives of inclusive education. For this purpose, it is 
necessary to have a clear vision on how future teachers, psychologists, speech and language 
therapists understand aims and objectives of inclusion and what is their attitude towards it. The results 
of the empirical research on the attitude of pedagogical high school students to implementation of 
inclusive education in schools and preschool educational institutions are provided in the article. The 
empirical base of the research is based on the data obtained through the survey of students, who 
study in a pedagogical institute in different profiles: primary school teachers, preschool teachers, 
speech and language therapists, psychologists. The questionnaire was developed and adapted by the 
authors of the research. Statistical analysis of data and presentation of the results was carried out with 
the help of software package SPSS. 

The results of the research showed that the level of inclusive competence of respondents depends on 
the profile of their study programme. Teachers of preschool education assess their inclusive 
competence rather high, slightly lower assessment of this indicator was shown by primary school 
teachers and speech and language therapists, while psychologists had the lowest results. At the same 
time, preschool and primary school teachers express the need for the improvement of competence 
level, while speech and language therapists and psychologists strive for the improvement of 
competence level to a lesser extent. Factor analysis of inclusiveness factors revealed a four-factor 
structure of the studied phenomenon, which includes such factors as: resources of inclusiveness; 
psychological discomfort working with children having health restrictions; separation of educational 
theory from inclusive practices; the need to differentiate between general and inclusive education. As 
a result of two-stage cluster analysis four homogeneous groups of respondents were distinguished, 
who have different vision on inclusive education. In the first group there are students, who see the 
resources of inclusiveness in interaction with general education, but who understand that at first it is 
necessary to ensure appropriate technical and organizational and methodological conditions. The 
second group of respondents have barriers of internal and external nature: working with children, who 
have health restrictions, causes discomfort, on the other hand – educational environment is not 
prepared for the solution of the objectives of inclusiveness. The respondents, which make the third 
group, see possibilities and resources in inclusive education, but they have difficulties in perception of 
children with health restrictions. The fourth group of respondents distinguished three factors in equal 
levels, such as the factors of resources of inclusiveness, separation of educational theory from 
inclusive practices and existence of barriers working with children having health restrictions.  This 
differentiation allows to formulate the objectives of students` training on implementation of inclusive 
education, to make changes in the content of studies, development of competences. 
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1 INTRODUCTION 
Preparing teachers for inclusive education is a serious contemporary problem for the world. Training of 
children with peculiarities in development, requires the psychological readiness and preparedness 
professional. Analysis of current research in this area shows that this subject fascinated scientists of 
different countries. Different models of training teachers to implement inclusive education is proposed 
and implemented in the United States, Great Britain, Sweden, Germany and other countries ([6], [13], 
[15], [18], [20]).  

The main trends of the research the implementation of inclusive education converge around the 
following issues: a study of the attitude of teachers, psychologists, speech therapists and other 
professionals working with children with disability; the search for methods and programs development 
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of professional skills in the implementation of inclusive education; creation of conditions for qualified to 
implement the educational activities, and assistance to children with disabilities. Research 
relationships/attitudes of future teachers, teachers with and without experience in inclusive education, 
presented quite extensively, both geographically and professionally. Overall, the researchers found 
the attitude of teachers towards inclusive education is neutral or positive. ([3], [5], [6], [16]). At the 
same time the tendency fixed to the separation of children into more and less "problematic". S. Rakap, 
A. Parlak-Rakap & B. Aydin ascertain, that Turkish and American pre-service preschool teachers' 
attitudes towards inclusion of young children with disabilities and their willingness to work with children 
with severe behavioural, physical, and cognitive disabilities [20]. Pre-service teachers reported more 
favourable attitudes towards working with children with severe physical disabilities than those who 
have severe cognitive and behavioral disabilities. A similar trend noted in the study of the interaction of 
the teachers and their students with disabilities in inclusive classrooms. DL. Cameron; BG.Cook & M. 
Tankersley found that general educators interacted significantly more frequently with children without 
disabilities and children with mild disabilities. In contrast, paraprofessionals interacted significantly 
more often with students with severe disabilities and less frequently with children with mild disabilities 
and students without disabilities [4, P.1335].  

Attitudes to inclusion teachers in Lebanon showed that the most difficult for them to interact with 
students with social, emotional and behavioral difficulties. Among other problems, a shortage of 
personnel, availability of qualified teachers, professionals and high cost of education [12]. Taiwanese 
first-grade teachers perceive inclusive education is positive; however, their success in the 
implementation of inclusion is closely connected with the previous teaching experience in special 
education. WY. Hsieh, CM. Hsieh, M. Ostrosky, J. McCollum claim that the Taiwanese first-grade 
teachers' perceptions of inclusive education were in the middle range, neither highly negative nor 
highly positive. However, the relationship between currently having at least one student with 
disabilities in the classroom and teachers' perceptions of inclusive education was found to be 
moderated by the past experience of teaching in special education. Implications are discussed for 
special education practice and policy in Taiwan as well as for future research [11]. Experience of 
teaching students with disabilities is a significant factor in the effectiveness of inclusive education. So, 
in training preservice teachers', JL. Peebles, S. Mendaglio found that the participants with the 
experience of working with people with special needs had a significantly higher level of self-efficacy 
than those who have no experience [19]. 

L. M. Volosnikova and N. N. Malyarchuk noted that for teachers with no experience of the practice 
implementation of inclusive education brings with it a number of fears and concerns. "Employees of 
the teaching staff did not immediately begin to meet the professional roles <...>. First of all, teachers 
feel fear: "Will I be Able to do this?" They are afraid of failing and losing their jobs, afraid of 
responsibility, afraid to take risks» [17]. 

Thus, the factor of the available experience can be considered a psychological barrier to inclusive 
education. Psychological barriers to the implementation of inclusive education can be "the fear of the 
unknown, fear of harm of inclusion for the rest of the participants in the process, negative attitudes and 
prejudices, professional uncertainty of teachers, unwillingness to change, psychological unreadiness 
to work with "special" children" [1, P. 84].  

Teaching experience is the most preferred method of teacher preparation for inclusive education, and 
promotes the development of positive attitudes [5].  

At the same time, the experience can give the negative effect. In the study of Sharma, U.; Nuttal, A., 
studying impact of training on pre-service teacher attitudes, concerns, and efficacy towards inclusion, 
that pre-service teachers without past experience of teaching students with disabilities had the largest 
improvement in attitudes [22].  

Teacher's personality is the most important factor in inclusive education ([2], [7], [17], [21], [23]). 
Jiyoung Son and 여승수 saying that one of the key skills required of the teacher in the implementation 
of inclusive education is the reflection. Special classes with the use of video case studies of actual 
practice have shown that pre-teachers' attitude to inclusive education significantly improved by the 
introduction of reflective teaching practice. The inclusion of reflective practice to the international 
master's programme defines the development of inclusive educational practice [21]. This proved van 
J. Swet, KL. Brown, PK. Tedla [24].  

Several researchers approach comprehensively and integrally to the description of the necessary 
abilities and qualities of a teacher working in inclusive education. L. Fedina proposed the pedagogical 
system oriented to forming teacher readiness for rehabilitation activities [7]. The readiness is defined 
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as fundamental quality to future educational psychologists for the work with children in the conditions 
of inclusive education ([2], [7]). «Important qualities of the personality necessary for work in the system 
of inclusive education (readiness for cooperation, emotional stability, consciousness, independence, 
reflection)» [2, P. 583]. Empirical data show that the level of readiness of teachers-psychologists is 
increasing in the learning process from low to high. The level of empathy significantly increases also. 
But intention to communicate with children with disabilities and mental tension have an average level. 
These data confirm the trend installed S. V. Alekhina, M. A. Alekseeva & E. L. Agafonova [1]. 
Teachers "level of emotional acceptance are higher than the level of readiness to include the child in 
the educational process" [1, P. 88]. Therefore, preparing teacher for inclusive education must be 
approached comprehensively, creating a variety of programs, and given them a psychological 
component that will be create a readiness.  

Examining the problems of implementation of inclusive education in the USA and European countries, 
MERCOSUR concludes that the basis of the research is the experience and methodology of the 
various disciplines: special and remedial education, psychology of learning and development, social 
psychology, personality psychology, adult learning. Thus, the inclusion has needs multidisciplinary 
approach with the involvement of many sciences ([9], [10], [14, P. 27]). 

2 METHODOLOGY 
The aim of the conducted research is to improve the quality of training professionals, who would 
ensure efficient implementation of the objectives of inclusive education. For this purpose, it is 
necessary to have a clear vision on how future teachers, psychologists, defectologists understand 
aims and objectives of inclusion and what is their attitude towards it. The results of the empirical 
research on the attitude of pedagogical high school students to implementation of inclusive education 
in schools and preschool educational institutions are provided in the article.  

The empirical base of the research is based on the data obtained through the survey of students, who 
study in a pedagogical institute in different profiles: primary school teachers, preschool teachers, 
speech and language therapists, psychologists. The questionnaire was developed and adapted by the 
authors of the research. The first part of the questionnaire contained respondents` data, such as level 
of inclusive competence, practical experience, experience in participation in projects related to 
inclusion, experience in teaching children with special needs in school. In order to classify the 
respondents according to their attitude to inclusive education, in the second part of the questionnaire 
the respondents were asked to assess their opinion about the advantages and disadvantages of 
inclusive education using a Likert scale, 22 indicators. 

Data analysis, carried out during the research, consisted of three stages, such as adaptation of the 
questionnaire’s component parts, Exploratory Data Analysis which allows to formulate hypotheses of 
the research, and proving hypotheses.  

The adaptation of the questionnaire included the analysis of factor structure and analysis of indicator 
suitability that reflect the respondents' attitude to inclusive education, in terms of the internal 
consistency of separate factors and scales. 

To carry out the analysis of factor structure of the questionnaire’s parts, exploratory factor analysis 
was used (Extraction Method: Principal Component Analysis.  Rotation Method: Varimax with Kaiser 
Normalization). Varimax - orthogonal rotation, which minimizes the number of variables with high 
factor load. This method is most commonly used as it facilitates the interpretation of the factors. 

Factor analysis allowed reducing the dimensionality of the phenomenon under consideration, moving 
from indicators to aggregate indicators that characterize attitudes toward inclusive education. As a 
result of the analysis, a four-factor structure of the phenomenon was revealed: F1 - resources of 
inclusiveness; F2 - psychological discomfort working with children having health restrictions; F3 - 
separation of educational theory from inclusive practices; F4 - need to differentiate between general 
and inclusive education. 

The processing of the questionnaire was reduced to the calculation of aggregate indicators (secondary 
data) on the basis of indicators (primary data obtained directly from the survey). Aggregate indicators 
of the factors were obtained as arithmetic means of the corresponding indicators. For a better 
understanding and their subsequent interpretation, standardization of factor estimates was carried out. 
Standard estimates are distributed according to the normal law with zero mean and unit variance. This 
is convenient for conducting a comparative analysis of standard estimates of different indicators or the 
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same indicators for different groups of respondents. Standardized values of factors allow to classify 
respondents according to each of the factors, depending on whether their indicators are above or 
below the average. 

In order to classify respondents in the space of the identified factors, a two-stage cluster analysis was 
carried out. Working with the selected clusters allows to analyze the links between various parameters 
of the phenomenon at a higher qualitative level. 

3 RESULTS 
The results of the research showed that the level of inclusive competence of respondents depends on 
the profile of their study programme. Teachers of preschool education assess their inclusive 
competence rather high, slightly lower assessment of this indicator was shown by primary school 
teachers and speech and language therapists, while psychologists had the lowest results. At the same 
time, preschool and primary school teachers express the need for the improvement of competence 
level, while speech and language therapists and psychologists strive for the improvement of 
competence level to a lesser extent (Fig. 1). 

 
Figure 1. Medium indicator of the factor of inclusiveness of respondents of diverse specializations with a 

different level of competency of inclusivity. 

Factor analysis of inclusiveness factors revealed a four-factor structure of the studied phenomenon, 
which includes such factors as: resources of inclusiveness; psychological discomfort working with 
children having health restrictions; separation of educational theory from inclusive practices; the need 
to differentiate between general and inclusive education. 

The students of pedagogical high school are perceiving Inclusive education differently. On the one 
hand, they note a positive attitude to work with children with disabilities, with another – talking about 
the difficulties of implementing the practice of inclusion. The factor "perception of inclusion as a 
resource" is the psychological potential to overcome the problems of implementing inclusive 
education. The responses of the interviewed students noted that learning in an inclusive environment 
enhances the quality of teaching of all children, promotes the development of social experience of 
ordinary children, formation of their positive personal qualities enable you to overcome discriminatory 
attitudes and create society more tolerant .Rouse and Florian (2012) defined ‘inclusive pedagogy’ as 
to an approach to teaching and learning that involves the creation of a rich learning environment 
characterized by lessons and learning opportunities that are sufficiently made available to everyone so 
that all are able to participate in classroom life» [8, P. 18].  

At the same students of pedagogical high school have psychological barrier in the work with children 
having health restrictions. We have identified a group of answers that define the work of inclusion as a 
problem. Future teachers experience discomfort in contact with children having health restrictions, 
they feel pity and guilt. This attitude defines inclusion as a special educational area. Schools for 
normal children and children with special needs must be different. The presence at school of children 
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with special needs makes it less comfortable and less safe. But we must consider the interests and 
rights of all children. 

The factor "separation of educational theory from inclusive practices" means, that programs, teaching 
technologies in the school does not take into account the peculiarities of education of children with 
disabilities and cannot be adapted during the learning process. Basic teacher education does not 
provide the level of inclusive competence required for practical implementation of inclusive education, 
no special education standards and variable programs for the education of children with special 
educational needs. 

The factor "need to differentiate between general and inclusive education" contains the following 
responses: the best learning for most children with problems in health status remains a special 
correctional education; for children with special needs the school should be created specialized 
classes; a small group of children with special needs can be fully included in the general education 
environment. 

 
Figure 2. Medium standard meaning of diverse factors, describing an attitude towards inclusion of 

participants from different countries. 

As seen in the figure 2,  teachers from Latvia expressed a strong psychological discomfort in work with 
children with special needs as compared with the teachers from Russia. They are not trained to work 
with children with disabilities. They report being helpless working with such children. At the same time 
Latvian teachers report a gap between the theory and practice of integration of children with special 
needs.  

As a result of two-stage cluster analysis four homogeneous groups of respondents were distinguished, 
who have different vision on inclusive education (Fig. 3).  

 
Figure 3. Medium standard meaning of factors that describe teachers’ attitude towards inclusion  

of children with special needs. 

In the first group was students who have the most positive picture of the perception of inclusive 
education. They believe that the modern school is quite prepared to implement inclusive education; it 
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has organizational and methodical resources. At the same time, they see the resource of the inclusion 
is to help all children with and without special needs. However, they have a barrier in the perception of 
children with special needs. We assume that overcoming a psychological barrier for these students 
will be the most effective in the formation of their readiness for future professional activity. 

The second group of respondents well prepared psychologically. Students say that calmly refer to the 
fact that in the class there can be different children, it does not interfere with the educational process, 
they are readiness to work with all students. But most of all they fear that basic education don't gives 
the skills and competencies that will be in demand in the real work with children with disabilities. For 
this group working on the development of professional competence can focus on the practical tasks, 
case studies, pedagogical situations, the organization of training and practice in school to connect 
theory and practice. Building up of competence can happen through the development of 
understanding resources of inclusion 

Subjects in the third group are convinced that inclusive education limits the ability of the teacher and 
other students. Moreover, they have difficulties in perception of children having health restrictions. The 
development of competence in this group can be described as the most difficult. It is necessary to 
develop positive attitude of students, while developing professional skills. Perhaps some students in 
this cluster can be considered unfit for further work in inclusive education, because they have negative 
attitudes towards inclusion. 

The fourth group of respondents distinguished three factors in equal levels, such as the factors of 
resources of inclusiveness, separation of educational theory from inclusive practices and existence of 
barriers working with children having health restrictions. For such students the development of 
preparedness for inclusive education can be based on their positive attitude to the resources and 
opportunities of inclusion. It is necessary to remove barriers in working with children with disabilities 
and to increase practical tasks, internships and organization practices in real schools.  

Thus, the differentiation allows us to formulate the objectives of students` training on implementation 
of inclusive education, to make changes in the content of studies, development of competences. 

4 CONCLUSIONS 
Inclusive education underlines inclusive relationships which is a precondition of sustainability as an 
educational aim and as an implication for the quality of teacher education. This requires broadening 
teachers’ frames of reference towards inclusion.  

Latvia as a member of the European Union declared its commitment towards designing educational 
process inclusive to all children, both through legislation and implementing in everyday reality in the 
classroom. Educational policy stipulates the need of training teachers to work with children with 
special needs.  

Inclusion is not only structural issue but it also relates to such issues as teachers’ views, attitudes and 
values, and a way of positioning oneself towards the different others. Inclusive educational 
experiences are considered a means of developing a sustainable community. Inability of the system of 
education to provide an equal participation of all participants is a source of exclusion. Teachers have a 
power and a potential either to reduce or foster exclusion. The mission, responsibility and a 
commitment of all the professionals involved is to foster successful and meaningful inclusion of every 
child in the classroom environment. They need to evaluate critically all the obstacles preventing them 
to encounter professionally an issues of social inclusion.  

The attitude of teachers from pedagogical institutions is a multidimensional issue that can be 
described by such parameters as psychological discomfort working with children who are having 
health restrictions; separation of educational theory from inclusive practices; the need to differentiate 
between general and inclusive education. Teachers needs to acquire competencies for a successful 
integration of all children.  

The research points out that the level of inclusive competence of respondents depends on the profile 
of their study program. Teachers of preschool education assess their inclusive competence rather 
high, slightly lower assessment of this indicator was shown by primary school teachers and speech 
and language therapists, while psychologists had the lowest results. At the same time, preschool and 
primary school teachers express the need for the improvement of competence level, while speech and 
language therapists and psychologists strive for the improvement of competence level to a lesser 
extent. 
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The teachers from Latvia expressed a strong psychological discomfort in work with children with 
special needs as compared with the teachers from Russia. They are not trained to work with children 
with disabilities. They report being helpless working with such children. At the same time Latvian 
teachers report a gap between the theory and practice of integration of children with special needs.  
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