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Veronika Kovylina
INTERNATIONAL PERSPECTIVES ON TRAINING PROFESSIONALS
IN SPECIAL AND INCLUSIVE EDUCATION

Problem Statement. The preparation and continuous professional
development of specialists in the field of special and inclusive education remain
among the most pressing challenges of modern pedagogy. Although many countries
have adopted inclusive policies, the level of practical training of educators often does
not fully correspond to the complex and diverse needs of students with disabilities.
According to UNESCO’s Global Education Monitoring Report (2020), teachers
frequently report a lack of methodological knowledge and confidence in working
with children who require adapted learning strategies [4]. Similarly, OECD research
emphasizes that gaps in teacher competencies reduce the effectiveness of inclusive
education and hinder equal opportunities for learners [2].

Another critical issue is the fragmentation of international experiences in
teacher training. While some educational systems, such as Finland and Canada, have
implemented advanced inclusive teacher training modules, others remain in the early
stages of reform [3]. The lack of unified standards, uneven distribution of resources,
and differences in teacher education programs create barriers to sustainable
professional development. Moreover, many programs are still limited to theoretical
frameworks and do not provide sufficient practical tools for educators to implement
in diverse classroom environments [1].

In this context, the problem lies in developing competency-based models of
teacher preparation that integrate international best practices with local educational
needs. The need for continuous professional growth, combined with a systematic
exchange of successful methodologies, remains an unresolved challenge for the
future of inclusive education [5].

Analysis of Recent Studies and Publications. In the scientific literature,
teacher preparation and professional development for inclusive education are
examined from multiple perspectives. UNESCO’s Global Education Monitoring
Report (2020) emphasizes that one of the main barriers to effective inclusion is the
insufficient readiness of teachers to work with learners with special educational
needs, as well as the limited access to up-to-date methodological resources [4, p.
72].

The Organisation for Economic Co-operation and Development (OECD)
highlights that the success of inclusive practices directly depends on the level of
teacher competencies. It stresses that professional training should combine both
theoretical knowledge and practical components, enabling teachers to develop
flexible pedagogical strategies tailored to diverse learners [2, p. 45].

International reform experiences are widely discussed in the works of
Ainscow, who underlines the importance of intercultural exchange of pedagogical
practices and the development of inclusive education models based on principles of
equity, justice, and systemic collaboration [3, p. 5]. Similarly, Florian and Panti¢
emphasize the necessity of preparing future teachers to work with diverse groups of
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learners in real classroom settings, combining practical experience with reflective
and adaptive skills [1, p. 18].

In addition, the European Agency for Special Needs and Inclusive Education
(EASNIE) stresses that teacher professional development should be understood as a
continuous process, integrating both initial preparation and ongoing in-service
training [5, p. 10]. These perspectives indicate that the issue of preparing
professionals for special and inclusive education is multifaceted and requires a
comprehensive approach that combines international experience, innovative
methodologies, and sustained professional growth.

The aim of this article is to analyze the main challenges and opportunities in
the preparation and professional development of specialists in the field of special
and inclusive education, with particular attention to international practices and their
potential adaptation to the Ukrainian context. The study seeks to identify the key
competencies required for teachers, explore innovative methodological approaches,
and highlight effective strategies of professional training that promote inclusive
values and ensure equal educational opportunities for all learners.

Presentation of the Main Findings of the Study. The preparation and
professional development of specialists in the field of special and inclusive
education require a multidimensional approach that integrates theoretical
knowledge, practical skills, and reflective practices. Educational systems worldwide
are increasingly shifting from segregated to inclusive models, creating a demand for
teachers who possess both pedagogical expertise and a strong understanding of
diversity, equity, and accessibility [1, p. 4].

Key competencies of inclusive teachers extend beyond traditional subject-
matter knowledge. According to UNESCO (2020), teachers must be proficient in
differentiated instruction, classroom management, collaboration with families, and
participation in multidisciplinary teams [4, p. 28]. Differentiated instruction, which
involves tailoring teaching strategies to the diverse learning needs of students, is
emphasized in Finland, where teacher education programs include practical modules
on personalized learning plans. Finnish studies demonstrate that students in
classrooms led by teachers trained in these methods show higher engagement and
improved learning outcomes, particularly among students with special educational
needs.

Collaborative practice is also critical for creating inclusive classrooms. For
instance, Canada’s Inclusive Education Learning Network facilitates regular peer
exchanges between mainstream and special education teachers. Evaluations of this
program indicate a substantial increase in teacher confidence and the effective
implementation of individualized learning strategies. Reflective and adaptive skills
are central to professional development. In Australia, pre-service teachers engage in
structured reflective journaling, mentorship, and classroom-based simulations that
allow them to critically assess teaching methods and adapt in real time. Research
indicates that teachers trained in these reflective practices are more likely to
implement evidence-based strategies and sustain inclusive classroom practices over
time.
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Cultural and intercultural competence is another essential area. In New
Zealand, teacher preparation programs integrate Maori cultural awareness into the
curriculum, promoting equity and inclusion for indigenous students. Graduates
report an increased ability to engage culturally diverse learners and foster inclusive
school environments. Similarly, in South Africa, inclusive education programs
incorporate training on socio-cultural contexts and historical inequalities, equipping
teachers to address systemic barriers faced by marginalized students.

International practices indicate that professional development is a continuous
process rather than a one-off event. The OECD (2019) highlights the importance of
ongoing in-service training, mentoring, and opportunities for teachers to learn from
international experiences [3, p. 55]. In the United Kingdom, the Specialist Leaders
in Education program encourages experienced teachers to mentor peers and lead
inclusion-focused initiatives, creating a culture of collaborative learning across
schools. In Japan, pilot programs integrating inclusive strategies into teacher training
have improved student participation, though scaling up remains challenging due to
institutional and cultural constraints. In the United States, professional learning
communities and exchange programs allow teachers to observe and adopt inclusive
practices from different states, resulting in measurable increases in differentiated
instruction and collaborative approaches. In addition, countries such as Sweden and
Norway have implemented government-supported teacher exchange and co-
teaching initiatives that facilitate cross-cultural learning, leading to improved
adoption of inclusive strategies in both urban and rural schools.

Despite the availability of successful international models, adapting these
approaches to local contexts remains challenging. Socio-economic limitations,
insufficient resources, and traditional educational attitudes can hinder
implementation, as observed in many Eastern European countries, including rural
areas of Ukraine, where access to specialized staff and equipment is limited.
Institutional attitudes can also slow adoption; for instance, while Japanese schools
officially support inclusive education, some continue to prioritize academic
achievement over individualized accommodations. Cultural factors must also be
considered, as international practices may require adaptation to align with local
family engagement traditions, community expectations, and societal norms [5, p.
67].

Nevertheless, studies demonstrate that careful adaptation of international
practices can significantly enhance teacher effectiveness. For example, integrating
Finnish and Canadian practices in pilot inclusive programs in Ukraine led to higher
teacher engagement, improved classroom management skills, and better student
participation. Similarly, programs in Portugal and Spain combining collaborative
teacher networks with structured mentoring have shown positive outcomes in
promoting inclusive values and improving academic results for students with special
educational needs. These findings indicate that combining technical skills training
with reflective practice, intercultural competence, and value-based education creates
a strong foundation for effective inclusive teaching.
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Therefore, the preparation and professional development of specialists in
inclusive education should not only focus on acquiring technical skills but also on
cultivating inclusive values, resilience, and intercultural competence. By integrating
international best practices, reflective methods, and context-sensitive adaptations,
teacher training programs can ensure that educators are fully prepared to meet the
needs of all learners, regardless of their abilities, backgrounds, or socio-cultural
circumstances [2, 3, 4].

Conclusions and Future Perspectives. The analysis demonstrates that
preparing and developing specialists in special and inclusive education requires an
integrated approach that combines theoretical knowledge, practical skills, and
reflective competence. International experience confirms that key teacher
competencies include implementing differentiated instruction, managing classrooms
effectively, working in multidisciplinary teams, and collaborating with students’
families [4, 2].

International practices highlight the effectiveness of continuous professional
development, collaborative networks, and experience sharing. Approaches such as
mentorship programs in Canada, reflective practices in Australia, culturally
responsive methods in New Zealand, and leadership programs in the United
Kingdom have been shown to significantly improve teacher effectiveness and
enhance learning outcomes for students with diverse educational needs [3, 1].

At the same time, implementing international practices in national education
systems faces several challenges, including socio-economic constraints, limited
resources, traditional educational approaches, and cultural particularities [5]. In
Ukraine and other Eastern European countries, successful adaptation requires
consideration of local conditions, integration of global practices into teacher
education programs, and the creation of supportive structures for educators.

Future research perspectives include examining effective models for adapting
international experiences to national contexts, evaluating the impact of different
forms of professional development on student learning outcomes, and developing
comprehensive programs that combine technical skills, value-based education, and
intercultural competence. Another key direction is the establishment of networks
connecting schools, teachers, and researchers to facilitate continuous exchange of
innovative solutions and best practices in inclusive education. Additionally,
longitudinal studies assessing the long-term impact of international adaptation
models on teacher performance and student outcomes can provide critical insights
for policy development.

In conclusion, international perspectives on training professionals in special
and inclusive education emphasize the need for an integrated approach that
combines professional competencies, cultural awareness, and systemic support. This
approach ensures that teachers are well-prepared to meet the needs of all learners,
regardless of their abilities or backgrounds.
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TemaTrnunnit HanpsaM:CydacHi TeHAeHIIT (PI3KYJIbTYPHO-CIIOPTHBHOI
peaduriTamii y pi3HUX rpyn HaceJICHHS

) } becena B. B.
BIIJIMB IICUXIYHOI CKJIAJJOBOI HA ITOCTABY JIIOJAMHUA 3A
BOJMMHAMIYHUM AHAJII3OM JII3BET MAPYEP

IlocranoBka nmpodyemMn. Y cydyacHOMY CBIT1, OCOOJIMBO B YMOBax OOHOBHUX
JI1A B HAIIM KpaiHi, KOHQIIIKTIB Ta MaHAEeMil, 3HAYHO 3pociia KUTbKICTh JIIOJIeH, SIK1
NEPEeKWIN IIOK-TpaBMy Ta TPaBMH PO3BUTKY. J[0JaTKOBO HEraTHMBHO BILIHMBAE
CYyYaCHUU PUTM KUTTS, 0 TPU3BOAUTH JJO XPOHIYHOTO CTPECY Ta MPOSIBISETHCS Y
MICUXOCOMAaTUYHUX MOPYIIEHHIX (0011 B CIIUHI, MITpEH1, MPoOJIeMHU 3 TPaBICHHSM,
0 HE MAlOTh YITKOI OpraHiuHoi nmpuyuHu). OCOOJIMBO MPUTHIYYETHCS MCUXIYHA
chepa niTe, y SKMX PO3BUTOK 1 CTAHOBJEHHS OCOOMCTOCTI MPOXOJHWTH IEBHI
IUISIXU.

KoHTekcT cydacHMX riao0OaqbHUX BHUKJIMKIB Ta TEHJEHLIM Yy TCHUXOJIOTII,
peadunToNori, KIHE310JI0T1i Ta 1H. CIIOHYKaB J0 MOUIYKY BHUpPILIEHHI MpoOieMu
30€peKEeHHS ICUXOMOTOPHOTO 37I0POB’S JIFOJICH, /1€ TIJIECHO-OPIEHTOBHI METOAUKHU
3aiiMatoTh TpoBigHe Micue. OfHie0 3 HebdararbOX METOJMK, fKa MPONOHYE
JIeTaji30BaHy, €MIIIPUYHO OOIPYHTOBAHY MOJENb JJIsi pOoOOTH 3 LIUMH CTaHaAMU
yepes TUI0 € 00uHaMiKa, Ky po3poossiia JlizoetMapuep.

AHaJIi3 OCTaHHIX J0cizKeHb i myOaikanii. HaykoBuil nouryk HaiOIbII
e(eKTUBHUX TLIECHO-OPIEHTOBHUX METOJIMK IIOJI0 MOKPAIIEHHS 3JI0POB’ sl JIFOAUHU
BU3HAYMBPIZHOMAHITHICTD JJOCIIIKEHb:

- KoHIenis coMatuzauii 3irmyHga Opeiina no3Bosnmian  ymepiie
CIIOCTEPITaTH 3B’ SA30K M1k TICUXIYHUM KOH(IIIKTOM 1 TUIECHUM MPOsiBOM [1];

— yueHb 3. @peiina Binbrenasm Paiix € 3aCHOBHUKOM TiJI€CHO-
OpieHTOBaHO1 Teparnii. BiH po3p0o0uB KOHIIEIIIIIO TIIECHOT OPOHI («M’SI30BOTO
MAHIMPAY), KA € PI3UIHUM ITPOSIBOM XPOHIUHUX €MOLIMHUX 3aXUCTIB Ta
3aMpOIOHYBAB 3BIbHEHHS 3a0JI0KOBAHOI «KUTTEBOI eHEprii» (oprony) [4];

- y cBoto uepry, AnekcanapJloyen, yuenb B. Paiixa, cTBOpUB BlIacHY
cucteMy — OlO€HEepreTHYHMIaHali3, e JeTami3yBaB, SIK EMOIIHI MpoOIeMu
JTUTUHCTBA (PIKCYyIOTbCS B TUTl, (OPMYIOUM TI'SITh OCHOBHUX «CTPYKTYP
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