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KomnapaTnBHbIN aHann3 peanansauymm napagmrmbl
MHKNHO3MBHOTO 0bpa3oBaHusa B Poccnm n 3a pybexxom

B nocneaHne rogbl MHKAO3UA LWNPOKO BHEAPAETCA B CUCTEMY POCCUMNCKOro obpa3oBaHUsA, CTaHOBACH
ee 3HaYMMbIM KOMMOHEHTOM. VIHK/t03MBHOE 06yYeHMe Kak MacluTabHbI coLmanbHO-obpa3oBaTeNbHbI
MpPOeKT, VMENLWMNIA B OCHOBE TeOpeTUYEeCKMX MNOo3uuuni 3apybexHoe MNpoOUCXOXAeHWe, CerogHs
CBOE0OpPa3HO OCMbIC/IIMBAETCA U C TPYAHOCTAMM peannsyeTca B poCcCMinckoM obpasoBaHumu. lonyckaemble
npv 3TOM OWMWOKM 3acTaBAAlOT 3afymaTbca 06 WX MNpUYMHaAX, 06 WAEHTUYHOCTU peannsyemon
OTeYEeCTBEHHOM WU 3apybexxHOMW MOoAenn COBMECTHOro obyueHus OOblUHbIX OOyyaroLMXCs U TeX, KTO
npuilen B CUCTEMY MacCOBOro obpa3oBaHWsA, MMes OrpaHWYeHUs XU3HeAeATeNbHOCTU BCAeACTBUE
NcMxoPr3nyecknx HapyLweHUn uav OTKAOHEHUN B pa3BuTMK. 3apybexHas napagmnrma MHKAO3MBHOTO
obpa3oBaHus, peanmsyemas B TeyeHne bosee NATUAECATU /€T, MO Mepe CBOEro pa3BWTUA mpeTepresa
M3MEHeHWs, HacTpauMBasCb Ha 3anpocbl COLMYyMa, pPecypCHble BO3MOXHOCTM, 3afayn CUCTEMbI
obpaszoBaHua. OTeuecTBEHHas NapajMrMa UHKAO3MBHOro obpasoBaHunsa, CGOPMMPOBaABLLIAACA B Havane
TeKyLLLero CToieTus, noka HeM3MeHHa B CBOe peanmsalmu.

AHanvM3 COOTBETCTBUS OTEUECTBEHHOW WHKJHO3MBHOW MPaKTUKW  WHBAPUAHTHLIM  YCTAHOBJEHUAM
Nnpu3HaBaeMol B MWpe MapagurmMbl WHKAHO3UW MO3BOAAET YBUAETb, YTO WMHTErpaLMOHHbIE MPOLLeCChI
B OTEYECTBEHHOM 06pa3oBaHMM MNPOTEKAOT CBOEOGPa3HO W MPOTMBOPEUMBO, XapakTepusyscb Kak
MO3UTVMBHBLIMW, TaK W HeraTMBHbIMKM CTOPOHaMU. HecMmoTpsi Ha 3aKoHOAaTeNbHble YCTaHOBIEHWSA W
Aeknapvpyemble obliMe C MUPOBLIMU KOHLLENTyasibHble MO3WLMKM, peasbHO JeicTBytolas B Poccum
npakTKa PyKOBOACTBYETCA OT/NIMUAIOLLENCS OT MeXAYHapPOAHOW, COBCTBEHHON NHKIHO3MBHOW NapagnurMon.
OZHOWM V3 MPUYMH Pa3vumns B peanusalmmn napagurMmbl MHKIHO3MBHOIO 0byuyeHus sBAsSeTCs TOT GaKT, uTo
poccuiickas LWKoMa U nejarorvka nponycTuiv B CBOEM Pa3BMTMM 3a NpoLlejlivie 4ecaTuietus (COBeTCKui
N MOCTCOBETCKMI NMEPMOAbI) BaXHbI 3Tan — ocBoeHWe Gpuaocodmm, Teopumn 1 NpakTmkm pedopmaTopckom
mearorvky, Kak 3T0 OCyLLecTBAsNa 3apybeskHas LKoa 1 nejarorvka, mocTPOVB Ha 3TOM CBOK Mapajurmy
WHKJIIO3MBHOTO 06yueHus.

MNpoBeAeHHbI KOMMNapaTVBHbIA aHaan3 MO3BOAWA He TONbKO BbISIBUTb HEAOCTaTKW, AOMycKaemble Mpu
BHEAPEHNN MHKFO3MBHBIX MPOLLECCOB U LIEHHOCTEN, HO 1 CMOCOBCTBYET HAXOXAEHUHO BEPHbIX PELLEHWUIA Npu
afanTypoBaHMM 3apyOeXXHbIX MHKJIIO3MBHbIX Liener U LeHHOCTEN K peainsam oTe4eCcTBEHHOro 06pa3oBaHus.

KnroueBble cnoBa: zetn ¢ ocobbiMn 0bpasoBaTeNbHbIMU MNOTPEOHOCTAMM, UHKAHO3MBHOE O6pa3oBaHueE,
coumanbHO-obpasoBaTesibHbIN NPOEKT, NapajmrMa UHKI3UK, KOMNApaTUBHbIA aHaan3

CcbinKa ANS LUTUPOBAHUA:

Hasaposa H. M. KomnapaTtunBHbI aHanu3 peanvsaumm napagurmbl MHKAKO3MBHOMO 06pa3oBaHms
B Poccum 1 3a pybexxom // MepcnekTmBbl Haykn 1 obpasoBanma. 2020. N2 2 (44). C. 354-365. doi:
10.32744/pse.2020.2.28



Perspectives of Science & Education
' International Scientific Electronic Journal
7 ISSN 2307-2334 (Online)

Available: psejournal.wordpress.com/archive20/20-02/
Accepted: 11 January 2020
Published: 30 April 2020

N. M. NAZAROVA

Comparative analysis of the inclusive education paradigm
iImplementation in Russia and abroad

In recent years, inclusion has been widely introduced into the system of the Russian education, becoming
its significant component. Today, inclusive education, as a large-scale socio-educational project which
has a theoretical base of foreign origin, is oddly comprehended and implemented with difficulties in
the Russian education. The made mistakes make us think about their causes, about whether the current
domestic and foreign joint education models for ordinary students and for those who joined the mass
education system having disability caused by psychophysical or developmental disorders are identical.
Being implemented for more than 50 years, the foreign paradigm of inclusive education has undergone
changes alongside its development, adjusting to the needs of the society, resource opportunities and
the tasks of the education system. The domestic paradigm of inclusive education, which emerged at the
beginning of this century, is still unchanged in its implementation.

The analysis of the domestic inclusive practice compliance with the invariant establishments of the world-
recognized inclusion paradigm allows us to see that integration processes in the domestic education
are peculiar and contradictory, characterized by both positive and negative sides. Despite the legislative
regulations and declared common vision with the rest of the world, the actual practice in Russia is guided
by its own inclusive paradigm, which is different from the international one. One of the reasons for the
differences in the implementation of inclusive education paradigm is the fact that the Russian school
system and pedagogy have missed an important stage in their development within the past decades (Soviet
and post-Soviet periods). This stage includes the learning of philosophy, reformist pedagogy theory and
practice, as it was done by the foreign schools and pedagogy that build their inclusive education paradigm
based on this.

The conducted comparative analysis allowed us not only to identify the weaknesses in the implementation
of inclusive processes and values, but also it helped to find the right solutions for the adaptation of foreign
inclusive goals and values to the realities of domestic education.
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inclusion paradigm, comparative analysis
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Introduction

n recent decades, inclusive education has become a new reality and an important

component of the Russian education system. Introduced from abroad as a large-scale

socio-educational project, it is oddly interpreted and implemented with difficulties
in the Russian education.

Today its modest success makes us think about the reasones, about whether the current
domestic and foreign joint education models for ordinary students and for those who joined
the mass education system having disability caused by psychophysical or developmental
disorders are identical. The foreign literature analysis showed that over the past fifty years
the foreign paradigm of inclusive education has undergone certain changes both in theory
and in practice, while the domestic paradigm of inclusive education is still unchanged in
its implementation. Inclusive trends in the Russian education became noticeable only at
the beginning of the first decade of the 21st century, while the foreign education system
had repeatedly improved its paradigm of co-educational training and its implementation in
practice by that time.

It seems necessary to analyze and compare the inclusive education paradigm
implementation in domestic and foreign practice in order to not only identify the
shortcomings and mistakes made in our country when introducing inclusive processes and
values, but also to find the right solutions for adapting foreign inclusive goals and values to
the realities of domestic education.

Literature review

Foreign studies and concepts of integrated (inclusive) education are based on the
philosophical ideas of postmodernism, existentialism, pragmatism, and phenomenology.
The philosophy of existentialism has allowed us to form a new look at a person with
disabilities, at his personal and social existence. In the works of foreign researchers (H.
Eberwein, O.Speck) it is noted that the central core of the human "I" is existence, in the
context of which each person is a one-of-a-kind, unique and free individual who "builds"
himself and his own life , who is responsible for his actions towards himself and the world
[44; 56]. Sharing the position of foreign authors (Bronfenbrenner U., Speck 0O.), Russian
specialists (N.N. Malofeev, N.M. Nazarova, T.V. Furyaeva and others) believe that social and
educational conditions should be aimed at making the life of people with disabilities the most
environmentally friendly, independent, responsible and the person himself should become
an equal member of the society with a proactive attitude, fulfilling his potential in this
society [13; 23; 36]. Today the concept of disabled people’s autonomous and independent
lifestyle that is formed on this basis defines approaches to establishing goals, objectives and
content of inclusive education.

Over the past fifty years, reform pedagogy, relying on the ideas of pragmatism,
phenomenology and existentialism, ensured the development of theoretical foundations
and pedagogical technologies and the creation of modern pedagogy of inclusive education.
Numerous foreign scientists, for example, U.Bronfenbrenner [41], H. Eberwein [44], H.
Schwalb [52], K. Theunissen [55], O.Speck [57] contributed to its creation. Russian scholars
have developed approaches to the inclusion implementation that are consistent with the
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Russian realities and educational traditions. The foreign scientific potential of inclusive
education was taken into account and the developed approaches were also aligned with
the foreign ones in terms of key positions (TG Bogdanova [3], N.N. Malofeev [20], E. N.
Morgacheva [20], N. M. Nazarova [23], O. G. Prikhodko [31], etc.). Thus, the modern
personalistic approach is also traced in the works of Russian researchers - V.I. Lubovsky [10],
N.N. Malofeev [12] as a theoretical basis. It was developed by the foreign researchers of
educational integration and combines several areas: the position of humanistic psychology
[16; 25] and the concept of the social theory of autopoiesis. The pedagogical concept of the
socio-phenomenological approach (within the interactive approach framework) is most fully
represented in the works of E. Hoffmann [4], K. Mollenhauer [54] and others. According to
T.V. Furyaeva, in teaching practice the phenomenological direction is expressed through the
understanding of child’s nature, the experiences of his sensuous life, which exist in a certain
socially determined spatiotemporal and linguistic environment [36]. According to O. Speck,
inclusive educational environment seems to be optimal for the development of a child with
disability [57]. A functional school in sociology [27] and several psychological theories: the
ecological theory of human development of the American psychologist W. Bronfenbrenner
[41], psychological theory of the field, living space of K. Levin [9] are also “feeding” the
Russian and foreign theories of integrated learning.

Taking into account the existence of methodological relativity principle, according
to which a particular pedagogical paradigm (tradition, system) is determined by certain
(often different) philosophical and methodological settings and norms, it can be stated
that domestic and foreign researchers when studying the phenomenon of educational
integration and its implementation methods in educational practice, in some cases rely on
methodological, philosophical, and scientific-theoretical positions differing from each other
(although having much in common). Domestic researchers, when studying the theory and
practice of integrated education, use the ideas of Marxist philosophy as a methodological
basis of Soviet psychology, which were presented in the works of L.S. Vygotsky, P.P. Blonsky;,
A.R. Luria, S.L. Rubinshtein, A. N. Leontiev and the ideas of Soviet defectology presented in
the research of T.A. Vlasova, Zh.l. Shif, V.I. Lubovsky [10], S.A. Zykov, R.M. Boskis. These ideas
are about the problems that are significant for special pedagogy and special psychology
- cultural-historical psychology, activity theory, the concept of development patterns
consistency in ontogenesis and dysontogenesis conditions. Starting from the 90s of the XX
century, domestic researchers V.I. Lubovsky, N.N. Malofeev, while analyzing the practice of
special education for children with disabilities and criticizing the existing special education
in the country for isolating children with disabilities from the society and their healthy
peers, offered to introduce inclusive education carefully, gradually and responsibly, keeping
in mind the Russian realities and domestic education traditions [10; 15]. The task was to
develop a national program of inclusive education. The Institute for Correctional Pedagogy
of the Russian Education Academy of has become a scientific center for the development
of the Russian concept of integrated and inclusive education. A number of researchers have
joined it to build various models of inclusive and integrated learning, with the consideration
of foreign models, both at the Institute of Correctional Pedagogy of the Russian Education
Academy and in the other educational and scientific-practical institutions.

The analysis of the real possibilities to introduce inclusive education in Russia has
allowed the scientists to conclude that the Russian social, economic and regulatory features
do not allow direct copying and transfer of foreign inclusion models. There is a need for a
long period of the inclusive education gradual introduction, during which the country must
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create, master and adopt the inclusive education paradigm that is adequate to the Russian
realities and provide all those conditions without which a high-quality inclusive education
is impossible [15].

Materials and methods

The constructivist methodology, which is used to analyze various spheres, phenomena
and objects of reality, seems to be productive in the modern scientific knowledge.

We use one of the philosophical analysis models, social constructionism, to analyze
the features of the inclusive education paradigm implementation, that was formed abroad
and in our country by now. Its methodology in social sciences has been developed by a
number of researchers (P. Bourdieu, K. Gergen, T. Lukman, N. Luman, J. Shotter and others).
From the standpoint of social constructionism, inclusive learning is the process and result
of the social construction of the desired future education system, built on the principles of
democratization, humanization, tolerance and equality.

The social construction of the concerned educational model has started at the beginning
of the 19th century in the Western European countries. Its further focused development a
happened when the social desires were in adequacy with the socio-economic, technical and
technological conditions of these countries and when their social communities also aspired
for the joint education of ordinary children and children with disabilities. That was the stage
of the American and European civilizations’ successful development. It started from the 60s
of the 20th century, in the context of history, culture and the European religious mentality
that was present in the most economically and socially developed countries - USA, Nordic
countries and some others.

Thereviewedsocio-educational construct wentthrough several stagesinits development.
The formation, refinement, and improvement of its fundamental ideas, principles and
conditions took place at each stage thanks to the interactive and communicative processes,
both within the project itself and in its systemic relationships with the outside world, under
the conditions of accepting collective and individual responsibility for the designed and
implemented project. We have identified the following stages in the inclusive education
development: “romantic” (the first half of the 19th century) which happened under the
influence of the humanistic ideas of the Enlightenment; inclusive phenomena in the
educational structures of reform pedagogy (the ‘80s of the 19th century - the first half of
the 20th century), the regulatory stage (the ‘60s — ‘90s of the 20th century), the stage of
“inclusion without borders” ( the ‘90s of the twentieth century - the first decade of the 21st
century) and the modern one - the stage of common sense and reasonable pragmatism.
Russia has begun to introduce inclusive models in education at the stage of “inclusion
without borders” [21].

Research results

The analysis of the inclusive learning paradigms, both foreign and domestic, allows us
to state that socio-cultural, socio-political and economic realities of modern civilization are
the determining factors in the formation of these paradigms and are the prerequisites for
putting them into practice. Among them are crisis phenomena in the world economy and a
shortage of natural resources, growing migration flows and unemployment, terrorism, aging
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population, the deterioration of the environmental situation on our planet, and some others.
All of them lead to a shortage of state resources allocated for social needs. The shortage
of these resources changed state’s social obligations towards people with disabilities (the
elderly, adults and children with disabilities and health problems).

Such regulatory instruments as: curtailing the special education system for people
with special educational needs, its reduction and merging into the mass education system
(inclusive education) - were gradually applied as measures aimed at mitigating the created
discriminatory conditions for the life of the considered population categories. A lot of
the government expenses on socio-pedagogical accompanying of children with special
educational needs were also shifted to the family, public and amateur organizations (for
example, the number of special boarding schools was reduced).

These measures are supported by new sociocultural ideals and moral values, such as
the observance of the equal educational rights for people with disabilities; the right to
choose a place, method and language of instruction; access to education; living conditions
improvement for people with psychophysical impairments, and some others.

Empirically, the foreign inclusion paradigm has developed a number of invariant
regulatory, socio-cultural and psychological-pedagogical conditions for the viability,
effectiveness and overall success of inclusive education. They are as follows:

« relianceontheconsistency principleinthe planning, organizationandimplementation

of inclusive processes;

« evolutionary, non-violent implementation of inclusive practices in education;

« acceptance and desirability of inclusion among the population, understanding it as a

social value and a new cultural reality;

« compliance with regulatory and legal provisions in inclusive processes by all

participants;

« sufficient and regular funding for all components of inclusive education;

« observance of the each participant’s right to choose place, form, method and

language of instruction in the educational process;

« obligatory early medical, psychological and pedagogical assistance to children with

problematic development and to their families (during infancy and early childhood);

« maintenance and development of the special (correctional) education system,

expansion of its institutions’ status and functionality;

« creation of comfortable special educational conditions for children with special

educational needs, considering the specifics of his psycho-physical limitations;

« creative use of organizational, didactic and methodological ideas of reform pedagogy

in the inclusive and integrated learning processes [24; 36; 44; 57].

When put into practice, these ideas of the foreign inclusion paradigm remained
unchanged. Although by now, compared to the beginning of the current century, the
paradigm has undergone a number of changes in the technology for implementing this
socio-educational project, and has moved from the “inclusion without borders” stage to
the “common sense and pragmatism.” The pattern of such a transition is driven by the
factors below.

Numerous and diverse practices of inclusive education in different countries have
shown that the mass education system inevitably has and will have certain boundaries and
frameworks for inclusive processes. Despite compliance with the law, significant funding for
inclusive processes and largely achieved social tolerance, not every child with disabilities can
be educated well and socially adapted in inclusive conditions. The mass education system
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cannot endlessly adapt its educational process to the diverse types, forms and combinations
of deviations in the children’s development and their corresponding special educational
needs in a way that does not negatively impact the resolution of general educational
problems for ordinary children. It has become apparent that the inclusion of children with
severe and multiple developmental disabilities in inclusive groups or classes benefit neither
them nor ordinary students. Accessibility sacrifices quality. Criticism of “inclusion without
boundaries” is presented in the works of B. Ahrbeck [39], M. Brodkorb [40], W. Dworschak
[43], S. L. Ellger-Ruettgardt [45].

In addition, the richness and diversity of educational practice has expanded the inclusive
learning concept. Any educational structure of mass or special education, that includes into
its educational process those students who differ in their psychophysical characteristics
and in the nature of their special educational needs from the majority of students, can be
considered inclusive.

The modern foreign paradigm of inclusive education is implemented in the format
of the inclusive education multivariance and the participation in it of children with mild
developmental disorders. These disorders are offset by high-quality correctional and
developmental assistance that is provided to such children from the early childhood.
Preservation and further development of the special education system for children in need
is ensured. We can state that inclusion is only a part, and not the entire education system.

In countries with a long and successful experience in implementing inclusive processes,
one can observe the adherence to all most important ideas of the inclusive learning
paradigm. The organization and implementation of inclusive processes are carried out in
an inclusively oriented sociocultural space with the establishment of intra-systemic and
inter-systemic relationships, network interaction of all structures that are involved in the
inclusive process. The introduction of inclusive practices into education was carried out
gradually, basically, from the bottom up, giving the educational system the time for its
own restructuring, determining the sources of opportunities, developing norms and rules
of an inclusive culture. Only after all of these there was a legal consolidation of inclusive
innovations created and mastered by the pedagogical community. The early start of work
with parents (from the moment a child’s limitation is detected), which includes the formation
of their understanding of the child’s needs and development of their skills for corrective
and developmental work with him in the family environment, has enabled them to make a
conscious choice of an educational path and institution for their child (whether it should be
an inclusive school or a special (correctional) school).

Russian education has launched the “inclusive education” socio-educational project
relatively late, from the beginning of the 2000s, relying on the concept of “inclusion without
borders” that was already final and popular abroad at that time [20; 21]. Soon, inclusion was
considered as one of the important directions of the Russian educational policy [12; 13].

When comparing the realities of domestic inclusive processes with the ideas of invariant
conditions for the foreign inclusion paradigm, we can see their failure in a number of ways.
It should be emphasized that even though the professional community of the Russian
education specialists, who focus on people with special educational need,s unconditionally
accepts the above invariant ideas of the foreign inclusive paradigm, they do not agree with
the reality of this ideas’ implementation in educational practice.

First of all, the condition for the evolutionary transition to inclusive education is not
respected. Inclusion began to be introduced at an accelerated pace and administratively,
with the possibility of saving costs on education. Special schools were closed in many
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regions, and children with special educational needs were placed in regular schools that did
not have special conditions for them. According to the Ministry of Education and Science of
the Russian Federation, more than a hundred special (correctional) educational institutions
were closed in the country from 2009 to 2014. Today, in accordance with the official statistics,
more than half of all children with special educational needs are in the mass education
system, where special educational conditions are not always created for them. This is much
more than in the European countries. Appeals of parent organizations to the authorities
somewhat suspended the accelerated closures of special schools.

The Federal Education Law allows children with health limitations and disabilities, as
well as their parents, to choose a place and form of education - in a special (correctional)
educational institution, in an inclusive educational institution, in a special (integration) class
in a general academic school or studying at home. Statistics show that in previous years, the
vast majority of parents sought to place their child in a mass educational institution (without
taking into account the availability of special educational conditions for the child at school).
Recently, there has been an outflow of children with special educational needs of certain
categories from inclusive classes. They moved either to integrated classes in the general
school (classes that work under the special school programs) or to special (correctional)
schools. This is due to the regular disappointment of parents with the results of inclusive
education, in which, due to the lack of necessary conditions, a child with special educational
needs does not progress in his development. As a result, the number of children in special
(correctional) educational institutions is growing, and the number of such schools due to
their forced closure or because of merging with mass educational institutions is decreasing.
The observed phenomenon indicates that the process of increasing the meaningfulness of
choosing an educational institution by parents who have children with special educational
needs has begun. However, parents often make such a choice when their child has received
negative experience in studying in a regular (inclusive) class.

Experts both in Russiaand around the world understand that providing infants and young
children with health limitation with early comprehensive, corrective and developmental
care and making their parents competent in this matter can prevent the occurrence and
development of secondary developmental disorders, prevent manifestations of life activity
restrictions, and subsequently restrictions of the ability to work. It can prepare him for
future inclusive education and, therefore, significantly improve his development pathway.
The simultaneous early start of parents preparation for a meaningful and adequate choice
of the educational route for their child is not a small matter.

However, in Russia, early comprehensive correctional and developmental assistance to
infants and young children with developmental delays or disabilities is still not a widespread
and generally accessible sphere of educational services, all the more it is not a compulsory
part of the education system. Although early diagnosis of developmental disordersin children
is prevailing in the field of medicine, nevertheless, there is no early start of comprehensive
psychological and pedagogical assistance as its logical continuation in Russia. There are very
few psychological and pedagogical support services for families raising such children.

Inclusive education, an expensive socio-educational project (that is what it really was
supposed to be) has paradoxically become a way to save expenses on education in the
context of the economic crisis and the demographic "pitfall” in a number of Russian regions.
The closure of special (correctional) institutions entailed the release of numerous buildings
that belonged to the special education system and the possibility of using them for other
purposes. Some of the special education teachers and especially special education day
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care workers, support staff of special (correctional) institutions, who worked the afternoon
shift, turned out to be unnecessary. At the same time, expenses spent on children in a
special institution, in a boarding school, in the afternoon were put on the family budget.
Inclusive educational institutions, with rare exceptions, due to a lack of funds, do not have
that full-fledged team of specialists, who, in accordance with the Education Law, should
provide inclusive training, a sufficient amount of correctional and other specialized work
to the children with special educational needs. There is significant dissatisfaction with the
financing of inclusive education in the parental community.

The widespread attachment of “special institutions” and units to educational complexes
(holdings) in some cases leads to their dismantling, or does not provide special educational
conditions for children with special needs in primary and secondary schools, since the school
is often not ready for this neither financially nor in terms of staffing. Also when setting
staffing and organizational priorities, such schools prefer to meet the needs of ordinary
children.

Numerous sociological surveys of inclusive schools’ teachers and parents of children with
special educational needs show that a significant number of teachers involved in inclusive
education “accept” children with disabilities, but do not know the methods and techniques
of teaching such children. Many of them have erroneous ideas about such children, referring
to this group as just children with poor health. 70% of teachers have significant difficulties in
teaching students with disabilities [1].

The inclusive learning paradigm is based on a common system of values (values-goals
and values-means).

The analysis of the national general schools’ real values and the values that were formed
in the foreign paradigm of inclusive education shows their inconsistency.

The priority goal-value of the modern mass education system is academic success.
Inclusive education, not excluding the different levels of academic competence of their pupils
(in accordance with their capabilities), sees their preparation for socio-cultural inclusion,
social and labor integration, and an independent and productive life as a priority value. The
axiological study of individual and personal priorities presented to the participants in the
educational process shows that the national general school, where inclusive education is
built in today, is traditionally focused not on the individuals, but on the results (such as the
number of school contests’ and sports competitions’ winners, the success in passing the BSE
(Basic State Exam) and USE (the Unified State Exam), the percentage of students admitted
to universities). There is no social partnership, it is replaced by the competition based on
normative assessment and, in fact, comparison of students among themselves according to
their intellectual capabilities. This is the basis for the school to socially prioritize the most
intelligent, the best learners (where a child with physical and / or intellectual disabilities,
as a rule, does not belong to, and gradually becomes a marginal). For the foreign inclusion
paradigm, the value of each child’s personality is unconditional, no matter how impaired he
is, regardless of his academic, sporting or other successes.

In the context of inclusive education for children with disabilities (often for their parents),
first of all, the important thing is not the result, but the process - the opportunity to study like
everyone else in a regular school, be with everyone and not worse than others. You can also
see that didactocentrism remains in the general school. Inclusive education is distinguished
by child-centrism: a real, (rather than declarative), individual and differentiated approach
to each child and to an adapted program of his development, upbringing and education; by
the desire to evaluate his results not according to the norms, but in a person-centered way.
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The lack of common values gives rise to many educational and socio-psychological
problems in the implementation of inclusive education, since the decades-old system of
school values that is accepted by the general schools is in conflict with the values of inclusive
education.

Discussion and conclusion

A comparison of the inclusive education paradigm implementation abroad and in Russia
revealed significant differences.

The integration processes in domestic education are peculiar and contradictory,
characterized by both positive and negative sides. Despite the legislative provisions on
inclusive education and the declared general conceptual positions that are common with
the world, the actual practice in Russia is guided by its own inclusive paradigm, different
from the international one. It is characterized by the regulation of inclusive processes “from
above”, it prevails over “grassroots” integration activity, which is functioning in the absence
of generally accessible early correctional and developmental assistance to children with
developmental problems and also in the absence of sufficient funding. There is also the
presence of poor special educational conditions and a lack of viewing inclusion as a desired
future element of the education system by the society and the pedagogical community. The
implemented concept of “inclusion without borders” in conditions of material insufficiency
and social unwillingness discredits the very idea of inclusion and the humanistic values
embodied in it, making it difficult for society to master its moral foundations.

One of the reasons for the differences in the implementation of inclusive education
paradigm is the fact that the Russian school system and pedagogy have missed an important
stage in their development within the past decades (Soviet and post-Soviet periods). This
stage includes the learning of philosophy, reformist pedagogy theory and practice, as it was
done by the foreign schools and pedagogy The foreign pedagogy did not only built on this
its inclusive learning paradigm, but it also creatively used the pedagogical technologies and
the psychological context of the educational process.

In conclusion, it can be noted that the comparative analysis of the inclusive education
paradigm implementation in Russia and abroad allows us to expand our understanding
of the theoretical foundations of inclusive education, the patterns of inclusive processes’
development, their stages, dependence on various factors, as well as to identify possible
strategies and ways to normalize the development of inclusive practice.

The results of this study can be used to conduct further research aimed at improving
inclusive processesintheRussianeducation,aswellasinthe constructionandimplementation
of inclusive educational models, structures, technologies, for assessing the results of the
inclusive education implementation and development.
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