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Abstract 

Inclusion itself does not have a unique description yet, however the inclusive practices in education process 
are recognized as one of the most effective for children with SEN (Special Education Needs). However, 
kindergarten teachers may quite often experience difficulties in teaching children with SEN in inclusive 
preschool facilities. Authors suppose that this professional discomfort is happening due to lack of 
professional competence regarding inclusive education among teachers; as well as insufficient value of 
inclusion on their personal scale. 5166 respondents were offered a questionnaire of 21 questions with open 
and closed questions about the attitude towards inclusive education of children with SEN in preschools in 
Russia. The study showed the importance of adequate level and volume of professional support and training, 
designed specifically for the needs of kindergarten teachers. Some respondents turned out to be a valuable 
resourceful unit to organize trainings for others. Special training for kindergarten teachers to work with 
children with SEN inclusively should be considered as a process of forming their ability to solve specific 
professional problems.    
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1. Introduction  

The Federal Law of Education in the Russian Federation was adopted in 2012 (Ministry of Education 

and Science of the Russian Federation, 2012). Before then in the USSR and the Russian Federation 

preschoolers with disabilities received education in separate groups of a compensatory orientation. Children 

were to be sent to these groups by the Psychological-Medical and Pedagogical Commission (PMPC). Staff 

for these groups consisted of speech therapists, teachers for deaf-mute, typhlopedagogues, teachers for 

mentally disabled children, and tutors who knew the characteristics of children of a particular category 

(Prochukhaeva & Medvedeva, 2004). However, since 2012 the number of inclusive groups has been rising 

and the question of professional requalification of the kindergarten teachers has been asked more and more 

often (Decree of the President of the Russian Federation, 2012, №761). There are a few researches on 

attitude, opinion and approach towards inclusive education in different regions of Russia. The size of the 

Russian Federation assumes that the answers received cannot be more different from each other than they 

already are. There are numbers of problems with inclusive groups’ implementation (Budnikova & 

Reznikova, 2017). Lack of information, books, specialists, mental unpreparedness are just a few. 

Nevertheless, the number of children with SEN is not going down; therefore, the refresher trainings are 

necessary.  They should be different depending on the different views and approaches of teachers all over 

Russia. 

2. Problem Statement 

Inclusive education is recognized as one of the main conditions for realizing the rights of children 

with SEN to education (Grigorieva, 2009). However, kindergarten teachers may quite often experience 

difficulties in teaching children with SEN in inclusive groups of preschool facilities (Davidovich et al., 

2020). Authors suppose that this professional discomfort is happening due to lack of professional 

competence regarding inclusive education among teachers; as well as insufficient value of inclusion on 

their personal scale (Akhmetova et al., 2013).  

In April-May 2021 the authors conducted a study on the attitude of various target groups 

(kindergarten teachers, parents, administrative staff) towards inclusive education in preschool (Ministry of 

Education and Science of Russia, 2013) in 85 regions of Russian Federation. The research was undertaken 

in order to determine the technologies of working with teachers of inclusive groups. 

3. Research Questions 

The Research questions for this study were generated 

3.1. To identify the attitude of teachers and parents of children towards inclusive education in 

preschools; 

3.2. To determine the type of professional support (Borisova et al., 2016; Demicheva, 2012) needed 

for specialists working in the inclusive environment. 

The analysis of the research results was based on 2 points: 
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 If a respondent understands value of inclusion, as in understanding (or lack of understanding) of 

importance of inclusion for preschool education. The survey revealed the presence of the value 

of inclusion for 53.4% of the respondents, the absence of the value of inclusion for 46.6% of the 

respondents. 

 The type of response of the respondent to the incorporation of inclusive work’s formats in 

personal or professional activities. The authors used the Rosenzweig Theory of Frustration to 

determine the type of response. Frustration is a state of tension, disappointment, anxiety caused 

by dissatisfaction with needs; reasonably compellent (or subjectively so understood) difficulties, 

obstacles on the way to any important goal. 

4. Research Methods 

The respondents were offered a questionnaire containing 21 questions with open and closed 

questions about their attitude towards inclusive education of children with SEN in preschools in Russia. 

The questionnaire consisted of questions about the value of inclusion, the attitude towards people with 

various disabilities in modern society, the opportunities and difficulties of joint education in inclusive 

groups, potential scope of inclusive education in Russia, and also material, technical and methodological 

support for accompanying children with SEN (Alekhina et al., 2011; Tkacheva, 2014).  

The sampling technique was purposeful where the selected respondents included kindergarten 

teachers and parents with preschool children.  

5166 respondents took part in the survey. Employees of preschool educational institutions - 46.7%, 

parents - 53.3%. The surveyed employees of preschool educational institutions included: Kindergarten 

teachers - 72.2%, Administration - 2.2%, Methodologists - 0.9%, Senior kindergarten teachers - 2.7%, 

Junior kindergarten teachers - 3.2%, Specialists of the service for accompanying children with SEN – 4.9%, 

Music teachers - 4.3%, P.E. instructors - 2.9%, other employees - 7.7%. The gender breakdown was 97.2% 

- female, 2.8% - male.  

5. Purpose of the Study 

To determine the level of professional discomfort or in contrast, readiness, of preschool teachers for 

the further implementation of inclusive practices in order to better understand the necessary measures for 

the implementation of inclusive education. The study was carried out on the basis of kindergartens 

registered as innovative platforms of Federal State Budgetary Scientific Institution under "Institute for 

Studying Childhood, Family and Upbringing of the Russian Academy of Education". 

6. Findings 

Three types of responses were identified: 

1) The reaction is directed at oneself, with the acceptance of guilt or responsibility for correcting the 

situation that has arisen. The frustrating situation is not condemnable. The respondent accepts the frustrating 

situation as favorable for themselves. This reaction is typical for those respondents who already work in 

inclusive environment, accept its importance and necessity. They are ready to discuss the details and 
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development of the inclusive process. Overall, this type of reaction is synchronous with a highly 

professional attitude. The group with such a response was termed as “Professionals”. They made up 28.3% 

of the respondents.  

2) This group’s reaction reveals operating in an artificial environment. The external cause of 

frustration is condemned and the degree of the frustrating situation is emphasized. Sometimes the resolution 

of the problematic situation is required from another person. This kind of reaction is very private and 

vulnerable with a fixation on self-defense. It operates on a transfer of responsibility for inclusive practices 

to other teachers, strangers or the organization. The respondents with this reaction do not refuse to work in 

conditions of inclusion, but fixate on the lack of external assistance for such activities. Their behaviour is 

professionally inadequate and totals 36.5% of the subjects. This group was termed as “Imitators”. 

3) A frustrating situation is seen as something insignificant or inevitable, eminently preventable over 

time, with no blame for others or oneself. The respondents with this reaction perceive inclusion as 

something distant and unrelated to the real life of the kindergarten. It is an attitude towards inclusive 

practices as a distant future either as insignificant for oneself, or as inevitable, but not in a current 

kindergarten. This is an indefinite or fencing, indifferent professional response, which was shown by 35.2% 

of respondents. This group was termed as “Negativists”.  

For the following step, the authors combined the three types of responses and the presence (or 

absence) of the value of inclusion in their personal value-semantic field. Based on this analysis, six different 

professional groups emerged. 

Group 1. The largest group turned out to be the "Imitators" with an existing personal value of 

inclusion at 31.8%. They are characterized by the following sorts of answers: “we need to work within the 

inclusive field; however, I need special environment for myself, something important is missing, someone 

else should better do it rather than me”. The respondents of this group show a lot of attention and even 

aggression towards external obstacles towards the realization of inclusive projects at the work place. They 

don’t see it as their responsibility or take the opportunity to implement an inclusive approach in their 

kindergarten. They focus on objective and subjective obstacles in attaining inclusive goals, with reasons 

like the high number of kids in groups, lack of methodological materials or even personal issues (e.g. they 

have been taught differently, they are not good enough, etc). 

Group 2. The second group comprises 25% of the “Professionals” with lack of value of inclusion. 

Their typical answers include “I am not familiar with inclusive methods yet, I have a lack of competences, 

I need to study more to know how to work with inclusive groups”. The respondents value the importance 

of the job, understand self-responsibility to develop themselves professionally, ask a lot of questions, are 

ready to study and analyze their own experience and the experience of others 

Group 3. There are quite a lot of respondents among the "Negativists" who value inclusion (18.3%). 

They answered: “this activity is important, however somewhere else, not in my kindergarten, not for me, 

not now”.  These are fencing reactions; showing that there is no personal value for the respondent to work 

here and now in implementing inclusive educational practices, assuming these reactions depend on the level 

of education and professionalism.  

Group 4.  The “Negativists” with lack of inclusive value scored slightly lower at 16.9%. They 

present the following answer options: "this is not currently in my work and most likely will not be, I do not 
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see this, this activity should not be in my work at all". These are neutrally fencing reactions due to lack of 

knowledge among respondents while the study was conducted. 

Group 5. There are very few respondents in the “Imitators” group with insufficient value of inclusion 

(4.8%). They say “if I do not see it, it cannot exist”. These are strictly negative reactions, up to aggression, 

that do not accept inclusion at all. The respondents would rather accuse and be aggressive towards their 

environment.   

Group 6. The smallest percentage of the respondents with inclusion value (3.4%) is in the 

"Professionals" group. Their answers follow the same pattern: “Yes, I understand and accept the essence of 

this activity, I want and can work with it, I try to do something here, but I need support, I have questions”. 

It is a healthy orientation towards own skills, responsibility and profession overall. 

It is important to provide the targeted scope and amount of professional support (Kapysheva, 2017) 

in working with different children in inclusive environment for each of the subgroups (1 to 6) identified in 

the study.  

The authors offer a certain sequence of professional development, which includes the following five 

elements: reflection on professional experience and values of others; psychological support; informing; 

education; case study. 

For Group 1, it is important to provide case studies with positive inclusive experiences, conduct 

reflection and special training. The respondents of this group need psychological support of their new 

professional position. They need to learn how to take responsibility and gain confidence in the new field. 

A transition to the Group 6 is possible with positive dynamics. 

Group 2 has to be provided with information, special training, as well as professional support from 

specialists and personal work on mastering other people's experience. Positive dynamics can open a path 

to Group 6. 

For Group 3, it is necessary to organize reflection and analysis of the conditions necessary and 

sufficient for this activity. Additional training is necessary to create valuable and helpful pool of 

information and familiarity with the positive experience (case study) of inclusive education. 

Group 4 requires a reflection of professional and personal values, the acquisition of the value and 

meaning of inclusion, and basic training on the topic of inclusion. 

Group 5 shows lack of knowledge and need to reflect on the professional values of inclusion. Also, 

professional psychological support is important here in order to help them take responsibility and gain self-

confidence in inclusive activities. Additional training, raising of awareness and positive case studies should 

be implemented. 

Group 6 requires professional support from specialists through reflection on the personal experience 

of the respondents. This group can become a support and resourceful unit in the training of other colleagues 

in the preschool organization. Their positive experiences in inclusion can serve as an example for other 

educators and parents. 
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7. Conclusion 

Hence, the study showed the importance for each group to provide the adequate level and volume 

of professional support and training, designed specifically for its needs. Some respondents can become a 

resourceful unit to organize such training for others. 

 In general, the study revealed the relevance of current work towards the development of 

professional consciousness and interest in the inclusive education for children with SEN during 

their preschool age. 

 More than half of the respondents understands the value of inclusion showing up in their 

personal-semantic field (53.4%). 

 At only 3.4%, there are very few specialists and parents who professionally understand and are 

ready to work within inclusive education.   However, there are already sufficient numbers (25%) 

of those who are ready to dive into inclusive perspectives. 

 The creation of special conditions for inclusive work and shifting responsibility to other 

specialists and organizations lead the pack (32%) in finding obstacles for the development of 

inclusive environment with 5% strongly reacting negatively to the possibility of the inclusive 

future. 

 Exclusive courses need to be provided for each group of specialists, including specific 

professional support and training. 

 A few specialists can become a resourceful unit in organizing the abovementioned courses. 

 

Special training for kindergarten teachers to work with children with SEN inclusively should be considered 

as a process of enhancing their abilities to solve specific professional problems (Karpenkova et al., 2017), 

such as problems humanizing the joint education of children with and without SEN. The development of 

the personal, professional and value spheres of teachers need to be addressed to achieve this objective. 

(Eretnova, 2019). 
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