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Abstract 

The article has carried out a meta-analysis of the research concerning practice and innovations of inclusive education 

at school. Investigation of the practice of inclusive education at schools has been intensified since the 1990s, after 

identifying the need to implement inclusion strategies and concepts at the international level. The first studies of 

inclusive education (until the 2000s) concerned beliefs and values as a factor, influencing the effectiveness of 

inclusion, strategies of inclusive education. Investigations after the 2000s have been aimed at more focused subject 

matter of the research at the local level in different countries: principals’ beliefs, teachers’ self-efficacy, the role of 

parental support, school ideology, models of inclusion at private schools, the severity of disability as a factor 

determining teachers’ beliefs concerning inclusion. Various inclusive models have been formed as a practice result 

of implementing inclusion. Two key effective approaches to integration of inclusion have been highlighted: 

integrated and differentiated. An integrated approach involves the introduction of innovations in inclusive education 

in the following elements of the educational system, namely: the concept (strategy) that defines the model, external 

preconditions and stages of inclusion; a school that defines the internal prerequisites for inclusion; a community. A 

differentiated approach is used in combination with theintegrated one in order to identify the internal prerequisites 

for inclusion: values, beliefs and attitudes of teachers, the competence of educators.  

Keywords: inclusive, inclusive practices, school inclusive education, inclusive innovationю 

1. Introduction 

According to data of the Ministry of Education and Science of Ukraine, in 2016-2019 the number of inclusive classes 

has been increasing, as well as the number of students in such classes, and, accordingly, the number of teaching 

assistants is also growing.For comparison, in the 2016/2017 academic year the number of inclusive classes amounted 

2715 units, in the 2018/2019 academic year – 8417 units; in the 2016/2017 academic year 4180 students received 

general secondary education, in the 2018/2019 academic year the number of students amounted 11866. Accordingly, 

the number of teacher assistants in inclusive classes increased from 1825 to 7636. “The number of secondary 

educational institutions with inclusive classes increased from 1518 to 3790” (Ministry of Education and Science of 

Ukraine, 2010). Such trends indicate the need to study the practice of inclusive education at schools and the 

necessary innovations to improve educational services for children with mental and physical disabilities. The current 

“Concept for the Development of Inclusive Education, approved by the Order of the Ministry of Education and 

Science of Ukraine dated October 1, 2010 No. 912” needs to be updated in accordance with new social changes 



http://ijhe.sciedupress.com  International Journal of Higher Education  Vol. 9, No. 7; 2020 

Published by Sciedu Press                         177                         ISSN 1927-6044  E-ISSN 1927-6052 

(Ministry of Education and Science of Ukraine, 2010). The society, as a dynamic social-economic system, 

determines the transformation of education through innovations. The legal framework, developed in 2009-2015, 

needs to be updatedaccordingly to changingof social needs.Inclusive school reform is an important challenge for 

many governments around the world. In developed countries (Europe), discussions are being revolved around the 

inclusion strategy: “introduction of innovations in inclusive specialized education or introduction of inclusive 

innovations in general secondary education” (Vislie, 2003). 

The relevance of the study is determined by the need to update the legal framework for inclusive education, the 

growth of students integrated into public schools and the society.As a consequence of these trends, a growing need 

arises to study the experience of EU countries in introducing innovations in inclusive education in the following 

areas: strategic, legal, educational (methods of teaching students, teachers’advanced studies), financial.  

The purpose of the study is to examine the innovations of inclusive education at schools based on the generalization 

of the experience of EU countries in the implementation of different models of inclusive education.  

The basic objectives of the study are defined the following ones:  

1.Studying of EU statistics on the development of inclusive education at schools. 

2.Formation of innovation of inclusive education at school depending on their direction: strategic, legal, educational 

(methods of training of pupils, advanced training of teachers), financial.  

2. Literature Review 

The accession of Ukraine to UN Declaration on Human Rights, UN Convention on the Rights of Persons with 

Disabilities, and the Rights of the Child has necessitated the development of state regulatory documents governing 

the implementation of the right to education for children with special educational needs.  

The concept of inclusive education and special educational needs iscontroversial and varies from country to country 

in a narrower sense (disability) and broad sense (as a range of cognitive, physical, mental, behavioral needs of 

students).The definition of the essence of inclusive education is important because of the significant influence of 

teachers’ beliefs on the effectiveness of inclusion, depending on special educational needs. Consequently, “the 

severity of disability changes teachers’ perceptions of inclusion in favor of the less effective” (Avissar, Reiter & 

Leyser, 2003).  

The Law “On Education” (Verkhovna Rada of Ukraine, 2017) in Ukraine defines the basic terms: 1) “inclusive 

education is a system of educational services, guaranteed by the state and based on the principles of 

non-discrimination, consideration of human multifacetedness, effective involvement and involvement of all its 

participants in the educational process”; 2) inclusive educational environment is a set of conditions, methods and 

means of their implementation forcooperative learning, education and development of students, taking into account 

their needs and capabilities. Thus, in Ukraine the concept is considered in a broad sense, taking into account the 

mental and physical needs of all students.  

Inclusive education is a process of comprehensive provision of equal access to high-quality education of children 

with special educational needs through the organization of education in general educational institutions, using 

individualized teaching methods and taking into account the educational and cognitive activities of children.  

In order to ensure quality education, it is necessary to create safe, friendly, healthy and favorable learning conditions 

for students. The main principles of implementation of inclusive innovations should include: the partnership of 

school and community, integration of information and communication technologies, universal teaching methods. 

Important prerequisites for the effectiveness of inclusive education are the productivity and self-efficacy of teachers, 

communication competence of educators, a partnership approach to solving problems that arise in the learning 

process (Lancaster, 2014).  

Another prerequisite for the introduction of inclusive education is “cultural values at school, which differ 

significantly around the world and determine the nature of inclusive education” (Corbett, 1999). The new 

organizational paradigm of education also depends on the values and beliefs of teachers, whicheventually determine 

their actions concerning implementing innovations in inclusive education (Carrington, 1999). A positive 

constructivist approach of teacherspromotes the effective implementation of inclusive innovations.The positive 

attitude and perception of inclusion by teachers depends on “the severity level of the disability and the educational 

environment (physical and mental support)” (Avramidis & Norwich, 2002). The school principal is the leading 

person in introducing inclusion, whose vision and values influence on the inclusive educational process.“Beliefs and 

attitudes of teachers depend on age, qualifications, level of education, severity level of students’ disabilities” 
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(Avissar et al., 2003). These prerequisites primarily determine the social effects of inclusion, which exceed the 

effectiveness of inclusive education for students with special educational needs.  

The importance of school ideology in inclusive educationis determined in the literature. Five models of ideology of 

private schools have been identified in the study of Göransson, Malmqvist and Nilholm (2013), depending on the 

inclusive educational process, in particular,a market-oriented-inclusive model and a holistic-inclusive model. 

The effectiveness of inclusive education depends also on the attitude of students’ parents without special educational 

needs.Recent investigations (Schmidt, Krivec & Bastič, 2020) reveal that “parents of students with special 

educational needs are more open to inclusive education; theyrecognize the social effect of inclusive education and at 

the same time experience negative effects from students without special educational needs”.  

Modern models of inclusion include innovations in ensuring segregation (social, ethnic, migratory) of students to 

provide the most effective learning (Magnússon, 2020). Increasing dependence between the choice of school for the 

student and the growth of inequality is taking place. The inclusion of EU countries is characterized by the 

dependence of social-economic and migratory status and the possibility of choosing a school (Cooc & Kiru, 2018). 

Innovation in the methods of inclusive education is being introduced: personification, differentiation and cooperation 

have become key aspects of inclusive education in EU countries (Paseka & Schwab, 2020). 

3. Data and Methods  

The research is based on the conceptual theoretical and methodological principles of inclusive education, which have 

been highlighted in the investigations of Klemm (2018), Lindner, Alnahdi, Wahl and Schwab (2019), Magnússon 

(2020) and Schneider, Klemm, Kemper and Goldan. (2017). These publications are based on the secondary analysis 

of the inclusion features in EU countries, which are confirmed by statistical indicators and reflect the current major 

innovations of inclusive education.Therefore, the study is based on the concept of a combination of integrated and 

differentiated approaches.This means that inclusion is carried out, on the one hand, through the socialization of 

students at the public school, but, on the other hand, through the identification of students whose educational needs 

should be differentiated (personalization of students, their complex needs, use of different teaching methods, 

cooperation both with students and within the teaching staff).  

Taking into consideration the concept of integration and differentiation, the study has been based on the following 

methods: 

1) A meta-analysis of researches for the period of 1999-2020, assessing the effectiveness of inclusive education 

under the influence of internal and external factors.The principle of historicism has made it possible to identify the 

evolution of factors in the practice of inclusive education in different countries. Databases Google Scholar, Wiley 

Online, Elsevier, which contain publications for the period 1999-2020, have been used to conduct the secondary 

analysis.In particular, the search has been carried out by the following keywords: innovations of inclusion, inclusive 

education, inclusion at school, innovative teaching methods, models of inclusion in EU.Most investigations have 

been published in the followingscientific journals, namely: The Journal of Special Education, International Journal of 

Inclusive Education, European Journal of Special Needs Education, International Perspectives on Inclusive 

Education. 

2) Comparative analysis has been applied to study differences in the practice of inclusive education in countries and 

regions.In particular, the following indicators from the database of the European Agency for Special Needs and 

Inclusive Education (n.d.) have been used:  

1. The enrolment rate in mainstream education, based on the enrolled school population (%) 2016/2017 academic 

year.  

2. Age sample enrolment rate in inclusive education for 9-year-olds, based on the enrolled school population of 

9-year-olds (%).  

3 Age sample enrolment rate in inclusive education for 15-year-olds, based on the enrolled school population of 

15-year-olds (%). 

3) Legal analysis has been used to study the normative regulation of inclusive education in Ukraine. 

4) Synthesis has been used to form internal and external determinants of inclusive education and the effectiveness of 

inclusive education’ innovations from the perspective of an integrated and a differentiated approach.  

Data for analysis were selected being based on the most common models of inclusion and their effectiveness, which 

has been proven in a number of studies of inclusive education in schools. Countries such as Greece, Germany, UK 
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Sweden, Norway were chosen for the analysis. Their models of inclusive education are characterized by a number of 

features and most fully allow characterizing the types of inclusion in accordance with the EU experience. 

4. Results 

An integrated approach to inclusive school reforming is a central one to ensuring the success and potential 

development of general secondary schools. The comprehensiveness of the approach to inclusion is determined by the 

strategy of the country, which is the theoretical basis for choosing the model of inclusion and the goals of inclusion, 

the level of implementation of inclusion (local, state), special educational needs and mental and physical health of 

students, the values of the educational institution, the beliefs of teachers, providing continuing education for teachers 

and conducting trainings, modification of curricula and teaching methods, the attitude of the community and parents.  

There are different approaches to inclusion and inclusive education models in countries. The model of complete 

inclusion has been applied in Italy at all educational levels for over 30 years, but the social and economic effects of 

inclusion have beenpoorly studied. In the study of Nepi, Facondini, Nucci and Peru (2013) concerning the 

effectiveness of the Italian inclusion model, it has been found that the complete inclusion model does not increase the 

social abilities of students with special educational needs. Such students try to ensure a deservedposition in the 

society, they are less perceived, and they are “more peripheral within the class and feel quite distant from their 

school”. Another investigation (Zambelli & Bonni, 2004) has showed that “holistic-inclusive model depends on the 

development of teachers’ beliefs,which are formed through special education and training and can be a barrier to the 

implementation of inclusion”. The importance of teachers’ training during implementation of inclusion has been 

proven in the work of Egilson and Traustadottir (2009). The authors identify other factors of social effects of 

inclusion: parental support, curriculum modification, teachers’ qualification (Egilson & Traustadottir, 2009). 

The total average enrolment rate in mainstream education in EU is 98, 49% (Figure 1). Countries are characterized 

by the absence of differences in enrolment rate in mainstream education. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1. The enrolment rate in mainstream education, based on the enrolled school population (%) 2016/2017 

academic year 

Source: European Agency for Special Needs and Inclusive Education (n.d.) 

In most countries, “enrollment in mainstream education implies placement in a mainstream class, or placement in a 

separate special class within a mainstream school”. Those learners, who are not in mainstream settings, are in fully 

separate special schools, non formal education run by health or social services, etc., or are out-of-school learners 

(European Agency for Special Needs and Inclusive Education, n.d.). 
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The SEN identification rates range from 1,02% to 25,12%; “the total average for the 31 countries is 4,75%. The SEN 

identification rate for boys ranges from 0,55% to 15,28%; the total average for the 29 countries is 3,18%. The SEN 

identification rate for girls ranges from 0,47% to 9,84%; the total average for the 29 countries is 1,55%”(Figure 2 

and Figure 3) (European Agency for Special Needs and Inclusive Education, n.d.). 

The experience of primary general schools in Northern Greeceindicates“a positive attitude of teachers to inclusion in 

general, along with the variability of views depending on the severity of disability” (Avramidis & Kalyva, 2007). 

The research, conducted by Avramidis and Kalyva (2007), also identifies more positive attitude of teachers at 

schools where curricula of inclusive education are actively implemented as opposed to inexperienced 

teachers.Long-term teachers’ training (professional development courses) determines the beliefs of educators. 

Arthur-Kelly, Sutherland, Lyons, Macfarlane and Foreman (2013) prove the need to study the experience of teachers, 

who have been actively implementing inclusion and are characterized by more positive attitude towards inclusive 

education.  

The experience of inclusion in Germany (Kiel, Braun, Muckenthaler, Heimlich, & Weiss, 2019) indicates the 

“connection between teachers’ self-efficacy and the effectiveness of inclusion implementation:the highest level of 

self-efficacy corresponds to the highest level of implementation of inclusive educational curricula”. Types of 

self-efficacy also determine the state of implementation and cannot coexist. The self-efficacy of inclusive curriculato 

a greater extent determines the implementation of inclusion in contrast to the self-efficacy of cooperation.  

The UK practice in inclusive education has its own characteristics: “the Special Educational Needs Code of Practice 

is applicable in the country, which defines the responsibility of teachers for the implementation of inclusion” (Cole, 

2005). The experience of inclusive education in the UK suggests the need of re-thinking the role of Special 

Educational Needs Coordinator (SENCO). The main problems in the practice area of the person, responsible for 

inclusion,include:“the lack of time, funding, support, and the presence of operational responsibilities” (Cole, 2005). 

Studies of the views of primary school students in the UK (Adderley et al., 2015) indicate students’ satisfaction with 

the educational process as a whole. The analysis has revealed the following basic problems of students, 

namely:“unfairness, shouting, loneliness and seating plans”, which depend on the interpersonal relations of students 

and teachers.  
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Figure 2. Age sample enrolment rate in inclusive 

education for 9-year-olds, based on the enrolled school 

population of 9-year-olds (%) 

Source: European Agency for Special Needs and 

Inclusive Education (n.d). 

Figure 3. Age sample enrolment rate in inclusive 

education for 15-year-olds, based on the enrolled 

school population of 15-year-olds (%) 

Source: European Agency for Special Needs and 

Inclusive Education (n.d). 

In the UK, a teacher in the field of inclusive education and special educational needs, works with students who need 

additional support in training to ensure a full educational potential for them. Teaching is conducted in particular with 

children with physical, sensory, speech disorders, with general learning difficulties, specific learning difficulties 

(dyslexia), autism, social, emotional and mental needs, or a combination of these difficulties. Special educational 

needs (SEN) teacher can work in a mixed (inclusive) class, in a special class of a secondary school, at a special 

school for children with special educational needs, in a college; he can teach all students in the class, individual 

students or small groups who often have support from the teacher’s assistant. A key aspect of the work of a special 

educational needs (SEN) teacher in this sphere is the identification of personal needs and responsibility for creating a 

safe, stimulating and conducive educational environment (Martinchuk, 2019b). Special educational needs (SEN) 
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teacher should possess the most important skills for successful activities in an inclusive educational environment, 

such as: planning skills and organizational skills; ability to adapt to changed situations; ability to communicate 

effectively; behavior management skills and the ability to cope with complex behavior (Martinchuk, 2019b).  

It is important to pay attention to the functional responsibilities of the special educational needs coordinator (head of 

the special educational needs department), which determine the possibility of teaching a student with special 

educational needs at a public school: 

− management of SEN policy implementation and daily provision of students with special educational needs; 

− coordination of work with different institutions and parents; 

− collecting relevant information about children with special educational needs and providing special support to 

students who need the services of other educational, medical and social institutions. 

Practical experience of Sweden, as a country, famous for the implementation of inclusive education, reveals“negative 

trends towards increased segmentation of students with special educational needs, basing on social-economic 

characteristics (especially migrants)” (Magnússon, 2020). Private schools are provided with less financial resources 

for ensuring inclusive education. The choice of school by students with special educational needs is limited.  

 Practical experience of inclusive education in Norway demonstrates that the solution of one of the main problems, 

arising in the process of integration, lies in the competence of teachers. In the 1990s, Norway set up a national 

program for the development of competences at schools. “This ensured systemic changes at schools and increasing 

the level ofteachers’ competence” (Tangen, 2005).  

Taking into consideration the importance of values, principles, beliefs and attitudes of teachers towards inclusion, an 

important task at the national level is to assess them prior implementing the inclusion practice. The study of 

teachers-practitioners of inclusive education is important for the formation of a positive attitude of teachers who do 

not have such experience.  

Differentiation of inclusive models should take place at the local level based on the mental and physical 

characteristics of students with different educational needs. The severity of disability is a factor in the success of 

inclusion, as well as the choice of an inclusive model, and the teacher’s curriculum for introducing inclusion. The 

severity of disability also determines the social effects of inclusion.  

The effective practice of inclusive education depends on educational strategies, organization, planning and the 

educational process, ensuring the adaptation of students with special educational needs. “Differentiation of 

educational processes forms a research space at school” (Fernández-Batanero, 2014). All interested parties should 

participate in an inclusive educational process. “The mission and vision of inclusion determines the effectiveness of 

inclusive programs” (Nicolaidou, Sophocleous & Phtiaka, 2006).  

In order to implement inclusion at school’s practice, innovations should be introduced into personnel policy: teacher 

training, professional development, competence development, in particular the ability to personalize the educational 

needs of students. Teachers should accept and understand the new educational paradigm, new ways of organizing the 

educational process, development of educational and methodological support, master modern methods of 

differentiated and personality-oriented teaching (depending on the individual needs of the student) (Kolupaeva & 

Taranchenko, 2016).  

The complexity of implementing innovations and their perception by teachers depends on several factors: 

1) lack of understanding of the importance of innovation and the value of innovation by teachers; 

2) lack of skills and competences of teachers, awareness of the benefits of innovation; 

3) lack of confidence in highly qualified training for working with children with special educational needs; 

4) lack of an effective mechanism for diagnosing students with special educational needs: the ability to identify the 

complexity of mental and physiological needs of the student, which determines the possibility of her ability to study 

in an inclusive classroom with additional support of the assistant; 

5) lack of resources: human resources (Klemm, 2018); educational and methodical and special resources (Schneider 

et al., 2017);  

6) insufficient development of inclusive culture, policies and lack of inclusive practices.  

Teachers should ensure the partial organization of inclusion at the school in three directions: inclusive culture; 

inclusive policy; inclusive practices.Inclusive culture is understood as the formation of a trusting environment, the 
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establishment of values of inclusion.Inclusive policy is the organization of supporting diversity in student’s 

education through the use of numerous teaching methods by teachers. In order to ensure inclusive policy, it is 

necessary to introduce innovations into the educational process: new interactive teaching methods, development of 

teachers’ competences. Inclusive practices are the organization of training and mobilization of resources in order to 

create a favorable place for study and recreation (providing technical equipment and an acceptable class space).  

5. Discussion 

Recent investigations give evidence of the fact that the use of a variety of inclusive methods, differentiation and 

personalization of methods contribute to a more positive attitude of teachers to inclusive education. The teacher’s 

intervention and support should diagnose a child’s readiness to study in an inclusive classroom.Intervention and 

support should be provided at the first stage: in case of choosing a school or, in the event of learning difficulties: first 

in the form of support by the class teacher.If this is not enough, support should be provided by a special education 

teacher, who usually works at a secondary school. The most common form of support for a child with special 

educational needs at school is “the pull-out model” (Martinchuk, 2019b). This form involves visiting a special 

education teacher’s room during certain lessons. At the same time, there is a problem of devaluation of such support, 

which further affects the success of learning and inclusion. However, if a student has significant learning difficulties, 

he or she may be offered special full-time education (that is, in a special educational institution). 

Resources of inclusive education are divided into personnel (teaching and non-teaching staff) andteaching-learning 

materials and special resources (Schneider et al., 2017). Accordingly, inclusive culture, inclusive policies and 

inclusive practices can be considered as resources in inclusive education. As a rule, the main obstacle to successful 

inclusion’s implementation is the lack of resources, including human resources, that meet the specific educational 

needs of students. The amount of resources and flexibility in their use of available resources in Europe varies greatly. 

However, the success of inclusive education requires competent human resources.Germany allows schools to refuse 

a student’s admission in case of absence of human resources (Klemm, 2018). The availability of resources and the 

level of provision of human resources determines the level of perception of inclusive education by teachers: a high 

level of positive attitude is connected with a high level of provision of personnel.  

Differentiation of innovations of inclusive education determines the effectiveness of its implementation.Practice of 

implementing inclusion proves the need for a differentiated approach to innovations.  

The strategy and policy of inclusion implementation should be developed in accordance with international practice 

and cultural and social characteristics of students of the country, region, school. The application of the most effective 

practices of countries where inclusion is actively implemented is advisable, taking into account a number of factors 

of the country where the implementation takes place. Curricula should be modified and integrated into the 

educational process of general secondary schools.  

The social effects of inclusive education have been proven by the practice of inclusion in developed countries. 

Among the positive social effects, it is worth highlighting the provision of the social position of students with special 

educational needs, the formation of a positive attitude towards the integration of students with special educational 

needs in the society.  

European countries face similar systemic problems of inclusive education. Problem solving is legislative in nature; it 

is implemented at the state level through the application of national strategies and programs of inclusive education, 

programs for improving teachers’ competences. 

Traditional Western models of inclusive education, adopted around the worldto a different extent, adapt to an 

inclusive approach. Similar trends are observed in the inclusive education system, legislative changes are introduced 

by the Ministry of Education and Science of Ukraine (2010) and NGOs that implement inclusive education in the 

Ukrainian educational space. Such trends, observed everywhere, are probably due to the fact that the models of 

education that are currently used have never been designed in such a way as to primarily cover all students. From the 

very beginning, schools were created as elite institutions for those who could afford to attend them or whose abilities 

were well suited for acquiring the material. To some extent, they currently remainin such condition. The special 

education system was created on the basis of a number of reasons, but children with disabilities, children with special 

educational needs without disabilities remained outside the elite educational context. This does not mean that 

professionals with the best intentions neither created nor worked in the system of special education; they currently 

have been working there; most likely the prerequisite for special education is segregation, regardless of whether it is 

based on the idea of providing more appropriate education or protecting marginalized groups from the realities of 

secondary schools (Martinchuk, 2019a).  



http://ijhe.sciedupress.com  International Journal of Higher Education  Vol. 9, No. 7; 2020 

Published by Sciedu Press                         184                         ISSN 1927-6044  E-ISSN 1927-6052 

In Ukraine, inclusive pedagogy / pedagogy of inclusive education is a relatively young branch of pedagogical 

knowledge, which, in fact, began to develop after the country had gained independence as a result of increasing 

public demand for theory and methods of teaching and educating children with various special educational needs in 

terms of educational inclusion and training of teachers to work with such children in an inclusive educational 

environment. 

6. Conclusion 

A meta-analysis of studies of the practice and innovations of inclusive education at schoolgives grounds to formulate 

a number of important conclusions. Investigation of the practice of inclusive education at schools has been 

intensified since the 1990s, after identifying the need to implement inclusion strategies and concepts of inclusive 

education at the international level. The first studies of inclusive education (until the 2000s) have concerned beliefs 

and values as a factor, influencing the effectiveness of inclusion, strategies of inclusive education. Investigations 

after the 2000s have been aimed at more focused subject matter of the research at the local level in different 

countries: principals’ beliefs, teachers’ self-efficacy, the role of parental support, school ideology, models of 

inclusion at private schools, the severity of disability as a factor determining teachers’ beliefs concerning inclusion. 

As a result, various models of inclusion have been studied on the basis of effective practice of introducing 

innovations into the educational process. Two key effective approaches to integration of inclusion have been 

highlighted: integrated and differentiated, which complement each other depending on regional differences in 

inclusive education. Regional differences in inclusion are in turn determined by the complexity of the special 

educational needs of students, the number of students with particularly complex educational needs and the 

availability of teachers who can work with such students. An integrated approach provides the introduction of 

innovations in inclusive education in the following elements of the educational system, namely: the concept (strategy) 

that defines the model, external preconditions and stages of inclusion; a school that defines the internal prerequisites 

for inclusion; a community. A differentiated approach is used in combination with the integrated one in order to 

identify the internal prerequisites for inclusion: values, beliefs and attitudes of teachers, the competence of educators. 
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