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The Interrelationship between Teachers’ Beliefs and the Implementation of Inclusive

Practices in Kazakhstan

Abstract

The purpose of this ethnographic study is to highlight the key concepts of inclusive
educational practices for students with cognitive, emotional, and physical disabilities in
Kazakhstan, a country where such a policy is still new and has yet to be fully
implemented. While some educators believe in the urgency of implementing inclusive
education, and some schools have already done so, contrasting opinions regarding the
correct approach for teaching special needs students still exist and others perceive these

changes as too drastic and expeditious.

This study examines the interrelationship between the quality of teachers’
classroom practices towards their special needs students and their beliefs, values and
attitudes towards inclusive education. The phenomenon of inclusive education was
viewed through the lens of Lev Vygotsky’s (1980) social constructivist theory, which
along with UNESCO guidelines on inclusion (2009), formed the basis of this study’s
conceptual framework. The research participants were six teachers who were interviewed
twice via semi-structured interviews, and then observed interacting with their students
over a two-and-a- half month period. Document analysis formed a third data collection

instrument.

The findings revealed that, despite a lack of confidence regarding their knowledge
of the most appropriate teaching methods required for teaching special needs students,

these teachers embrace the concept of inclusion and its implementation. Yet, they question

Vi
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its benefits in the absence of specialized working conditions. Moreover, in accordance

with the literature, this school is considered more integrated than inclusive.

This study can inform policies regarding the implementation of inclusion on the
part of governmental institutions and school administrations and covers a gap in the field
of inclusive education in Kazakhstan. It concludes with useful recommendations on ways

to improve inclusive teaching practices in Kazakhstan.

Key words: inclusive education, teacher attitudes and willingness, ethnography,

secondary school, Kazakhstan
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B3anmocssizb Mexay OTHomieHueM Yuutesieii kK Bonpocy UHK/II03UBHOTO

Oopaszosanus B Ctpane u IIpouecc ero Ilpakruyeckoro Buenpenus B Kazaxcrane

AHHOTaNuA

HCJ'IB 9TOIr0 3TH01"pa(bI/ILIeCKOFO HCCJIICA0OBAaHUsA - OCBCTUTH KIIFOYCBBIC KOHUCIIIINH
HMHKJIIO3UBHBIX O6pa30BaTeJ'ILHI>IX MPaKTUK I yJallquXcs ¢ KOTHUTUBHBIMU,
SMOIMOHAJIbHBIMHU M (I)I/ISI/I‘{CCKI/IMI/I OTKJIOHCHUAMU B Ka3aXCTaHe, CTpaHC, I'AC TaKas
IIOJIMTHKA BCC CIIIC HOBA U CIIC HC ITOJTHOCTBIO PCAIN30BaHa. B 10 BpPCM: KaK HCKOTOPBIC
nperoaaBaTCivd BEPAT B CPOYHOCTb BHEAPCHHA NHKIITO3UBHOI'O O6paSOBaHI/I${, a
HCKOTOPLIC HIKOJIBI YK€ CACIAIN 3TO, IPOTUBOPCUYNBBIC MHCHUSI OTHOCHUTCIIBHO
IIpaBUJIBbHOI'O IIOAX0Aa K 06yquH10 yqamuxces € 0COOBIMH HOTpe6HOCT$IMI/I BCC €1IC
CYIICCTBYIOT, a APYTUC CUUTAOT 5T U3BMCHCHHS CIIUIIKOM paluKaJIbHBIMU U

OIICPpaTUBHBIMHU.

B sTOM HccneroBaHUM MCCIENYETCS B3AUMOCBSI3b MEX Y KaYECTBEHHBIM
MIPEernolaBaHNeM yUUTeNeH B Kilacce C yJalMMHUCS C OCOOBIMH MOTPEOHOCTAMU U HE
TOJIBKO, a TAKXKE X YOKICHUSIMH, LIEHHOCTSIMHU U OTHOLIIEHHEM K MHKIIFO3UBHOMY
o0pa3zoBaHMIo B 11e710M. DEHOMEH HHKIIFO3UBHOTO 00pa30BaHUs pacCMaTPUBAJICS yepes
MPU3MY COLIMATILHON KOHCTPYKTUBUCTCKOM Teopun JIbBa Brirorckoro (1980 r.), kotopas
Hapsany ¢ pykoBoasaumu npuniunamu FOHECKO no unarerpammu (2009 r.) nerna B
OCHOBY KOHLIENITYaJIbHOM OCHOBBI IaHHOTO MCCIIEA0BaHUsA. Y YaCTHUKaMU UCCIIEOBAHUS
ObUIN IIECTh YUUTeNeH, Y KOTOPBIX JBAXK/IbI B3sTH MHTEPBbIO, a TAKKe HAOII01anu
B3aMMO/JIEIICTBUE CO CBOUMHU YUYEHUKAMHU B TEYEHUE ABYX C ITOJIOBUHOM MECALIEB, KaK Ha

YpOKax, Tak 1 BO BHCYPOYHOC BPCM:I. Ananuz AOKYMCHTOB JOIOJIHUII C60p JaHHBIX.
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Pe3ynbrarhl mokasaniu, 4To, HECMOTPSI HA OTCYTCTBHUE YBEPEHHOCTH B CBOMX
3HAHUAX O HauboJee MOAXOAAIINX METo1aX 00yUeHHsI, HEOOXOIUMBIX AJis O0yUeHuUs
yyalmmxcs ¢ 0coObIMU IOTPEOHOCTSIMH, B LI€JIOM, YUUTENS IPUHUMAIOT UCIO
MHKJTIO3UBHOTO 00pa30BaHus U €€ MOPaIbHYIO0 CTOPOHY U MPUYUHBI BHEApeHus. Tem He
MEHeEe, OHU CTaBSIT [0/ COMHEHHE MIPEUMYIIIECTBAa TAKOro 00pa30BaHus B OTCYTCTBUE
CHeIHaTM3UPOBAHHBIX YCIIOBUH Tpyna. B paccMOTpeHHOI HaMu uTepaType TaKyko

IIKOJIY MOXXHO 0oJIbllIe HA3BATh HHTerHpOBaHHOﬁ, YyeM MHKIIO3UBHOM.

9T0 HCCIICOOBAHUC ABJIICTCA HCTOYHNKOM PIH(bOpMaI_[I/II/I O IMPpOoICCCC BHCAPCHUA
MMOJINTUKH 00 MHKJIIO3HMBHOM 06paSOBaHI/II/I, KakK UIA roCyJapCTBCHHBIX y‘Ipe)KI[eHPIfI, TaK
n 1A IIKOJIbHOH AJIMHUHUCTpPAILIUH. Taxxe 3Ta pa60Ta YaCTUYHO 3aI1OJIHACT HpO6€J’I B
obnactu HUCCIEIOBAHUN MHKITIO3UBHOTO O6pa30BaHI/I$I B Kazaxcrane. B 3axmoueHue
MPUBOIAATCA MOJIC3HBIC PCKOMCHAAIMHU O BO3MOKHBIX criocodax yaaydaieHus METo40B

npenoaaBaHus MHKIKO3UBHOT'O O6pa3OBaHI/I$I B CTpaHeC.

Kniouesvle cnosa: MHKIIO3UBHOE O6pa3OBaHI/Ie, OTHOIICHHEC U KCJIAHUC y‘lHTeJ’Ieﬁ
npenoaaBaThb B YCIIOBUAX UHKIIFO3UBHOI'O O6paBOBaHI/I5{, 3THOl"pa(bI/I$I, CpeaHss 1IKOJIa,

Kazaxcran
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Ka3zakcranna Unkimo3usabl Engipy Ipoueci men Myranimaepain Ke3kapacbIHbIH
Kartbinacsl

AHHOTaUA

Byt aTHOTpadusuTBIK 3epTTeyniH 0acThl MakcaTbl Ka3zakcTaHarbl TaHBIMJIBIK,
AMOITMOHAIIJIBI J)KOHE (PU3UKAIBIK MYMKIHIIKTEp1 ISKTYIII Oajanapra apHairaH O11iM Oepy
ypaicin 3eptrey. Enimizne 6y Oinim nepy O6araapiamacsl >kaHa OOJIFaHIBIKTAH 91 Je
JaMBII KeJie skaThIp. Erep keiip MekTenTep MHKIIO3BTI Oi1iM Oepy YpAiCiH KapKbIHIATY
KepeK eKeHiHEe CeHil, JKYMBICTBI OacTan Kerce, keibipeynep Oy 6araapiama enimizie

€HTi3yre ThIM KUBIH KOHE epTe JIel nailbiMaay/a.

byn 3eprTey myranimaepaiH MYMKIHAIKTEePl MIEKTEeYl OKYIIBUIAPBIMEH KYMBIC
aTKapy camachl MEH oJapblH OLTiM XKyHeciHe HHKITIO3UBTI OarjapiaMaHbl €Hri3yre
KO3Kapachl apachIHJIaFbl KaTbIHACTHI e3pTTeial. byn repmun 3eprreyne Jle Beirorckuiinin
(1980) aneymertik koHCTpYKTUBTI Teopusickl MeH FOHECKOHBIH (2009) HYCKayNIbIFbI
apKbUIbI KApaCTBIPBUIBII, 3€PTTEYAIH TYKbIPbIMAAMaNbIK HET131H Kalabl. 3epTTey
KaThICYLIbIIAPBl PETIHAE AIThl MYFaIIIM €Ki PET JKapThllay KYpacThIPbUIFaH HHTEPBBIOJICH
OMiIl, KeHiH eKi )KapbIM ay imiHae 6akpliayaaH oTTi. [lepexTep/i sKuHaKTayAbIH YIIiHII

KYpaJjbl peTiHie KyKaTTap KapacThIPbUIIbI.

3epTTey HOTHIKECIH/IE 3epTTeyre KaThICYIbl MyFaTiMASP/iH MyMKIHAIr MEKTeYI
Oananmap/pl Kanail OKbITY KepeK eKeHl Typajbl a3 OiimMaepiHe KapaMacTaH WHKITIO3UBTI
OarapiamMaHbl KOJIIaWTBIHBI aHBIKTAN b, ONap/IbIH JKYMBIC JKaFJainapbIHbIH Oy

Oarmapiamara colikec KeJIMEHTIHAIKTEH cara Typajibl Cypak TyblHAal 6. COHBIMEH KaTap
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onebuerTepre cylieHcek, OyJ1 MEKTEeNTiI MHKJIFO3UBTI JISTEHHEH T'opl KipIKTIpUIreH aen

aTayra 0OJabl.

3epTTeyAiH HOTHXKEIICPIH eliMi3/ie MHKITFO3UBTI OaFaapiiaMaHbl €HT13y YpAiCiHIe
OisiM Oepy MHCTUTYTTapbl MEH MEKTEIl SKIMIIUTIKTepiHe OaFaapiiaMaHbl eHTi3y e KaH1ai
KaTeikTep OOJIATBIHBIH KOPCETYT'e KOMEK PEeTiHAe KOJAaHyFa 0onaabl. 3epTrey
HOTH)KECiIHE CyieHe OThIphIN KazakcTaH1a MHKIIFO3UBTI OaFaapiaMaHbl €HT13y YpJiciHe

HYCKAYJIBIKTap Oepijrex.

Kinm ce30ep: vHKITIO3UBTI Oi1iM Oepy, MyFaTiMIepAiH KO3Kapachl MCH bIKbLIACHL,

sTHorpaduwmsi, opra mexren, Kazakcran

Xi
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The Interrelationship between Teachers’ Beliefs and the Implementation of Inclusive

Practices

Chapter 1. Introduction

This research is an ethnographic study which explores the phenomenon of inclusive
education practices in one secondary school in Kazakhstan. The school claims to offer an
inclusive environment as it enrolls young people regardless of any physical or cognitive

challenges.

Background of the Study

Internationally, over the last few decades, inclusion has been recognized as an
educational approach to ensure equitable educational opportunities enabling everyone to
have access to education; however, the ways people interpret and understand inclusion and
the processes of successful implementation of education for all still dependent on various
factors (Kiswarday & Drlji¢, 2015). Ainscow (2005) emphasizes the fact that every
country is likely to have their own definition of inclusive education but insists there must
be compliance with key elements that meaningfully delineate inclusion. The ideas of
UNESCO (2009) are to include active participation of a child into a school community, use
an individual approach in teaching and consider the elements of universal design for
learning. Currently, inclusive education is treated differently depending on the cultural,
geographical (Ainscow, 2005; Boyle, Topping, Jindal-Snape & Norwich, 2012), economic,
political (Ungar 2010; Kozleski, Artiles, Fletcher, & Engelbrecht, 2007; Malinen et al.,
2011) and historical (Artiles & Dyson, 2005) school background. However, global
integration of the concept, its definition and conditions for the implementation of inclusive

education are best described in the UNESCO guidelines (2009). One of the most disputed
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issues around inclusive education are the attitudes of teachers towards integrated learning

of children with special needs into mainstream schools.

According to European studies (Forlin, 1995; Scruggs & Mastropieri, 1996), there
are several influential factors that may be related to the positive attitude of teachers
towards inclusion: age (Lindsay, 2007), gender (Amravidies et al., 2000), and their
professional experience (Stemberger, 2017). Among the attempts to define inclusive
education there are various historically formed concepts that are part of this development.
Depending on the historical and political background, or situation, policymakers
introduced the concepts of multicultural education, special education, integration and

finally inclusive education (Ainscow, 2005; Boyle et al., 2012).

With the new trends in education being introduced, parents and teachers’ attitudes
have been a positive force in inclusive education the inclusive education movement.
Parents’ involvement and active participation has pushed the development of inclusive
education around the world (Leatherman & Niemeyer, 2005). Claiming that attitudes of
teachers are not always adequately understood or considered in educational changes,
Leatherman et al. (2005) further suggests paying attention to the perspective of teachers as

they are the primary implementers of the policies.

The Salamanca Statement has guided the implementation of inclusion in schools all
around the world (UNESCO, 1994) resulting in the implementation of inclusive schools
internationally. According to the declaration, inclusive education is explained as having all
children included into all classrooms. This means not only their physical presence in
regular classrooms but equal opportunities to develop their potential “regardless of their
origin and abilities or disabilities, and regardless of their physical, intellectual, social,

emotional, or linguistic differences” (UNESCO, 1994. p.8).
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In the same declaration (parts viii-x) inclusive schools should accommodate
children with special educational needs through child-centered pedagogy, thus promoting
non-discrimination to society and the whole school community. It calls for changes in
thinking, employing innovations in education, and training personnel in order to enhance
their professional competencies. According to Index of Inclusion (Booth & Ainscow,
2002) inclusion is more of a philosophy in education that requires a lot of attention from
teachers, their devotion and patience to children and ability to respond to individual

differences of all students.

Perceiving all children as equally deserving and providing equal access to
educational opportunities are the main principles of inclusion. Nevertheless, developing a
philosophy alone is not a guarantee of successful implementation and acceptance. Studies
have revealed that “teacher attitudes and expectations are significant barriers to the
successful implementation of inclusive classrooms” (Amravidis, 2000; Makoelle, 2009)

and “equitable participation of all students” (Leatherman et al., 2005).

Problem Statement

The issue of attitudes and beliefs regarding inclusion has internationally been a
highly researched topic; however, fewer colleagues are focusing on the influence of
willingness and educators’ efforts to implement inclusion in practice. Even less research
has been done in the context of Kazakhstan, thus this thesis will contribute to adding
research to this context. The author sees the attitudes of teachers to be one of the most
significant factors to the successful implementation of inclusive settings in mainstream
schools in Kazakhstan. None of the policies will work in reality if teachers are not ready or

trained to embrace it.



TEACHERS’ BELIEFS TOWARDS INCLUSION IN KAZAKHSTAN

Purpose of the Study

This study aims to explore the phenomenon of school inclusive practices in terms
of its implementation in lessons and at the school organizational level in general in one of
the secondary schools in Kazakhstan. It also investigates the attitudes of teachers towards
inclusive education and its effectiveness regarding all children attending school. Thus, the
objectives of this research are to investigate, observe and describe how inclusive education
practices are being implemented.

Research Questions

In order to explore the process of inclusive practices implementation and teacher
attitudes towards the issue at school the following questions were used to navigate the
direction of this study:

- How is the concept of inclusion interpreted, understood and implemented?

- To what extent are the current teaching practices satisfying the additional
educational needs of individuals in the class?

- How does the curriculum correspond to the needs of inclusive education?

Central Phenomenon of this Study

The central phenomenon of this study is teacher attitudes and beliefs to inclusive
practices as the major factor in the process of the successful implementation of the policy
of inclusion in Kazakhstan. In order to monitor the process of implementation in the
context of the school more effectively a conceptual framework was developed. The
framework was adapted from the flow chart suggested in 2009 by UNESCO that includes
the conditions for inclusive education (see in Introduction chapter: fig.2). Each layer in this
framework is possible only on the condition of finalizing the previous and planning for the

next one. All the parts of this framework lead to the final stage of inclusive practices but
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have branches that this research is especially interested in investigating as stated in the
research questions.

Conceptual Framework

To best guide this research, several theories were taken into consideration. These
educational theories direct practical research and explain the use of the data collected to
generate ethical and logical solutions to the problems researched. Hence, this study has
taken an angle of conceptualization underpinned by socio-constructivist theories developed
by Lev Vygotsky (1896 —1934) through which the issue of disabilities is deconstructed
through the lenses of opinions, attitudes and beliefs in society (Thomas & Loxley, 2001).
Inside of this theory scientists claim that inclusive practices are based on the principle of
adjusting the teaching strategies for learners. Value is laid on the teachers who are believed
to be experts in multiple aspects of education and can affect children and their
development. That is why teacher attitudes are of a central interest as it can have both
positive and negative influence on the implementation of inclusive practices in schools.

In order to explain the research aims and questions we have to understand the
theoretical connection between academic achievements and disabilities, and identify the
beliefs that shape practices in classes of an inclusive school. According to Barr and Smith
(2008) curriculum, schools, class environment and teacher’s instructions are the key factors
in the inquiry we may consider. The same is proved by the schooling theory (Kozleski et
al., 2007), which says that when a child is provided with all the learning tools and means,
he or she will progress at a similar rate as there is a potential in any learner despite
differences in their abilities.

The following conceptual framework (fig.1) was formed after considering all points

in the above theoretical discussion. It has been formed to help in understanding inclusive
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practices on both Macro and Micro levels. In the ethnographic research samples, macro
perspectives on inclusion are seen as state policy, political initiative, teachers’ training and
education. Meanwhile, at the school level the activities performed in the classrooms
represent the Micro level which can be considered through the students’ and teachers’
attitudes. Due to the limitations in time and scope, this research is mostly located at the
Micro level as it focuses on attitudes of teachers, their instructional quality and values they
bring to the school community.

Apart from conceptual framework, this research employed the nine golden rules for
inclusive education ( see UNESCO, 2009) and included categories such as all pupils in one
class, their communication, teachers’ efficacy (from classroom management to lesson
plans), adjustments of individual plans and other aids that help in teaching. In addition,
attitudes towards inclusion and epistemology about it closely correlate with each other and
are linked to effective teaching practices in inclusive settings as the study of Kuyini and

Desai (2007) demonstrated.
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Figure 1. Conceptual Framework for Inclusive Educational Practice (self-developed)
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This model considers the concept of integrated inclusion based on the principles of
constructivism theories. The underlying philosophy infers that it is only the teacher who
can fully realize the needs of students, otherwise inclusion cannot take place. According to
the conclusions of previous research (Maddern, 2009; Macfarlane, 2007), the lack of
understanding of children and their needs from the teachers’ side is one of the main reasons
for students unsuccessful integration into the educational process. They (Macfarlane, 2007)
also recommend communicating with children more and encouraging individual support

for them, thereby giving students informal talks to provide them with extra moral support.
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Besides the teacher in class, the whole school community is expected to create a supportive
environment to adjust to the individual needs of children with any physical or mental
impairment (Macfarlane, 2007).

To provide quality learning for all, teaching practices must be effective to enhance
the implementation of inclusion at schools. Definitely, there are also the questions about
managing the classes, organizing the system to effectively work in the school,
reconstructing the buildings accordingly and other issues related to this idea. However, this
thesis will examine more closely the micro level as the cultural context is of high
importance for initial implementation. Considering the above mentioned issues, the
research attempts to analyze the teachers’ pedagogy and methods of teaching to elicit their
attitudes to the policy of inclusion and the way it is implemented in the school. By
observing lessons, one may see how inclusive education is being experienced and
understood by teachers.

Significance of this Study

This research will contribute to educational research in inclusion not only by the
fact that it has been conducted in the context of Kazakhstan, but also the methodology that
has been chosen as there are few ethnographic studies in education on this particular issue.
From a policy implementation process, this research is also of high value as it will be
interesting to explore an objective view from inside the study site, enabling reflection on
how the inclusion policies are being interpreted by educators and other participants in our
country. Additionally, the process of the research will be beneficial for all the participants
in the research as knowing the aim of the study and later its findings provides a starting

point for school improvement.
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Thesis Outline

This thesis presents an overview of the concept of inclusion in the context of
international research and inquiry in the context of Kazakhstan. The paper is divided into
sections to present a flow of logical organization from the bigger concept of the notion to
particular factors affecting the implementation of inclusion. Chapter 2 is the literature
review of this thesis, and considers the main factors contributing to the concept of
inclusion according to the previous studies. This section is included to provide readers with

an objective review of the previous research findings.

Chapter 3 includes the methodology and presents the primary methods of data
collection. To present a clear picture of the process of data collection methods, this chapter
describes and explains the methods employed and other details related to the process. All
the sub-sections related to methodology present the rationale for the choice of the sample
and methods of primary data collection. Chapter 4 presents the collected data through
analysis of findings and discussions in Chapter 5, concluding with chapter 6 which

presents the conclusions and recommendations for future study.
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Chapter 2. Literature review

The Concept of Inclusion

During the last three decades, inclusion in education has taken hold and is
recognized all over the world (UNESCO,2009; OECD, 2009). The educational system is
currently introducing new innovations in approaches, structures and strategies. Society has
to come to the point of having a common vision for the framework in providing education.
(UNESCO, 2009). Thus, educational, social and economic factors justify the
implementation of inclusion as a shift in education that involves content modification in

the system.

Despite a shared general understanding and standards, inclusive education is
interpreted in various ways depending on the schooling organization, political context and
educational beliefs (Kozleski et al., 2007). It is also considered differently depending on
cultural context. According to Ainscow (2005), each country might define inclusion in a
unique way by connecting its meaning in compliance with the four key elements that
contribute to the meaning of inclusion: to promote inclusive practices not only in
educational and sociological aspects of relationships, but cultural, historical and political

contexts (Ainscow, 2005).

Thus, globally there are multiple understandings of inclusion (Boyle et al., 2012;
Messiou, 2017). Internationally, inclusion is described as reaching out to all learners
(UNESCO, 2009), whereas there are varied interpretations from country to country
(Ainscow, 2005; Boyle et al., 2012), as well as diverse national policies (Ungar, 2010;
Kozleski et al., 2007; Malinen et al., 2011) and historical aspects (Artiles & Dyson, 2005).
The variety of ideas about inclusive schools involve valuing all students, culture or race

tolerance, reducing physical barriers to learning, and finally division of learners by
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physical impairments (Booth & Ainscow, 2012). The importance of sharing the results of
different contextual studies around the globe is critical, and enables researchers to discover

what contributes to the attitudes and shapes the policies and improvements of programs.

Educationally, inclusion was promoted in the last decade of the twentieth century as
teaching of children with and without disabilities in the same schooling environment. Later
definitions suggested that all learners should become part of one school community (Judge,
2003 as cited in Hodkinson, 2011). Yet, studying together is more challenging to
implement than adjusting curriculum and approaching learners with individual needs so
that they do not feel discriminated against. In other words, studying together simply means

forming tolerance to disabilities, but is not inclusion itself.

A more efficient process to encourage people with special needs to be a part of
community is educational inclusion or as it is also known as “accommodation of the local
learning environment to meet the individual needs of every student and with that to ensure
that all students belong to the community” (Elina Kuittinen, 2017, p 11). Similarly,
UNESCO (2009) views inclusion as a complex process during which diversity principles
form the basis of all educational policies and practices. Interestingly, Kozleski et al. (2007)
widen the concept of inclusion as a general pedagogical approach in the school community
regarding learners. In other words, they see inclusion in school as belonging to one united
community with no difference in treatment for any differences in their children. Teachers
according to Kozleski et al. (2007) are described as nurturing and committed to the
transformation of school and a change in their own thoughts so that implement inclusive

education for children of any culture, ability, gender, language, class or ethnicity.

In this regard, this chapter defines the meaning of inclusion not only as education

for people with special needs but at a deeper level as Ainscow (2005) recommends, a
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process of learning from each other and situations, equal opportunities for individuals,
participation and achievement, especially for those who are at risk of being marginalized or
segregated. The concept of inclusion is more complex as it encompasses the school and
community values to accept the differences built in the school. In other words, inclusion
should not be perceived as simply putting a person into a class at a mainstream school
without the corresponding measures to respond to their needs and creating conditions and

adjustments to make the individual feel fully integrated and included (Makoelle, 2014).

The most precise definition in the case of the modern perception of inclusion is
given by UNESCO (2001, p.8), which is based on five tenets. One tenant acknowledges
that all children can learn and should have access to learning and subsequent measures to
support it. Another tenet aims at minimizing barriers to learning. A third is that not only
should formal education be provided at home, but other outdoor social activities should be
offered. An additional tenet endorses changing attitudes, teaching methods and curriculum
to meet the needs of children. A fifth tenet is that inclusion is not a static concept but is a

dynamic progression.

In addition to equality in education and acceptance of differences as one aspect of
inclusion, UNESCO (2009) later added universal design for learning into the concept. The
concept is incorporated into the curriculum and is based on individual adjustments. Thus,
this paper interprets inclusive education is a combination of implementing universal
curriculum with incorporated adjustments that should be teacher initiated in order to
include and encourage every learner into active participation. At the same time, there
should be an open willingness to accept differences regardless of age, race, disability or

any other individual particularities which a teacher may face in class.
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Closer attention should be paid to the difference in the semantic meaning of the
terms of "attitude™ and "willingness” to teach in inclusive settings. The acceptance of
human rights and equal opportunities for all regardless of ability and disability is more
theoretical and is usually described as positive attitude among educators, whereas a
significant barrier or gap revolves around willingness to embrace the problem and become
an active participant in practice to implement inclusion in the class. The author of this
paper will use the term attitudes referring to openness to the policy of inclusion in general,

whereas willingness is a specific commitment to the practice of inclusion.

History of Implementation in Kazakhstan

The development of inclusive education in Kazakhstan is seen as a separate branch
of education that needs attention from the government (Rouse, Yakavets, &
Kulakhmetova, 2014). Historically, the education of children with special needs was
organized in special schools. Teachers were trained to work with “defectology” or “frames
through which children are seen with special diagnosis for treatment rather than an aspect
for adaptation” (Rouse et al., 2014, p.199). Isolation of children with special needs and
diagnosis limited potential opportunities for children to become part of society. The
situation had been the same until the First World Conference Education for All (EFA) in
1990s (UNESCO, 1999). As a result, children are currently able to study in mainstream
schools with other peers (Rouse et al., 2014).

Three years after gaining Independence, Kazakhstan signed the Convention on the
Rights of the Child in 1994 and also joined the international community’s programme of
Education for All (EFA) (OECD, 2009). Consequently, educational reforms to promote
social inclusion were launched and a series of goals consistent with international ones were

adopted (OECD, 2009, p. 52). The Ministry of Education and Science in our republic
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(MESRK) developed the ‘State Programme of education development 2011-2020' (2010),
the objectives of which are quite ambitious, planning to reach almost total inclusion by the
year 2020 in all mainstream schools of the country (70%) as there are 144 783 children
experiencing physical or other difficulties in obtaining education. However, the particular
actions for achieving these goals are not described; moreover, these plans have recently
been changed or extended as the legislative framework is not fully developed.

Currently, Kazakhstan is reported to employ a strongly medical approach to the
concept of disability (OECD, 2009). This is described as an overall lack of attention to
developing social skills among children with special needs but more focus on attempts to
cure these children in special educational institutions. While it is important to support the
health of children with disabilities, social interaction with peers and integration in society
is an important part of education for those children through which the process of
understanding of culture and building relationships is necessary (Florian & McLaughlin,
2008).

Terminology Related to Inclusive education

In contrast to the principles and terminology related to inclusive education as
outlined in the UNESCO document (2009), policies in Kazakhstan emphasize segregation
of children with special needs to specific designated schools (Concept of inclusive
education, 2013). In Kazakhstan, inclusion is thought to be the direction for the future, but
special organizations for correction of disabilities are still maintained. Clearly there is a
different interpretation of world policies and intentions. This means that our country
fundamentally sees the concept from a different perspective. For instance, according to the
interpretation of the term ‘children with special needs’ authors of Conceptual approaches
to the development of inclusive education in the Republic of Kazakhstan (2015) specify

that this term is different from what the international agencies use when referring to
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‘special educational needs’, making the language an important factor thus influencing the
attitude to some extent. Therefore, even the way educators address individuals reveals their
attitude. Referring to children with disabilities by the diagnosis first limits the rights of a
child and highlights the disability not personality, while other countries are stepping back
from using this terminology.

According to a review of the main challenges for policymakers as presented in the
48th International Conference on Education (ICE), the changing of attitudes was identified
as a major step required for solid improvement (as cited in UNESCO, 2009). Barnish
(2014) investigated ways of referring to people with disabilities by different groups,
namely social groups organized by people with disabilities, researchers and health care
providers. This research concluded that even though there is some progress in referring to
people with special needs using person-first language over the period of the last ten years,
researchers and educators especially, still tend to focus more on the disability of a person.
This reflects the fact that very significant people such as teachers unconsciously show their
attitude towards people with additional needs.

Actually, the way people use language can equally influence a child in the way they
teach them. There is the move to focus on a person rather than emphasizing the disability
(Barnish, 2014). However, it remains uncertain whether the changes in using person-first
language is proof of the progress in attitude changes or the consequences of journals’
specification, editors’ influence or public pressure. Official guidelines from British
associations for disability issues suggest instead to use terms of reference that put the
emphasis on the person, not the disability, such as ‘people with aphasia’ and ‘people with
hearing impairment’.

Attitudes towards Inclusion as an Important Factor of its Implementation
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A teacher plays a key role in the successful implementation of inclusion
(Avramidis, Bayliss, & Burden, 2000; Avramidis & Norwich, 2002; Rutar, 2012).
Teacher’s attitude is essential when forming the policies of inclusion, its practices and
acceptance (Avramidis et al., 2000) as it is the teacher who performs in class and his or her
beliefs are reflected in the actions executed in class. Moreover, a teacher's performance is
motivated by the attitude and beliefs of that teacher (Wang Elicker, Mac Mullen & Mao,
2008). That is why teachers’ attitudes may influence negatively or positively the delivery

of education.

Attitudes used to be viewed as fairly stable behavioural elements of teachers
(Savolainena, Engelbrecht, Nel, & Malinen, 2011), but recently it was proven that even
short training can affect a change in attitudes (Makoelle, 2012). More recently there has
been a growing interest in studying the effect of teachers’ self-efficacy in implementing
inclusion into practice. Savolainena et al. (2011) define teachers’ self-efficacy as ‘teachers’
belief or conviction that they can influence how well students learn, even though it might
be rather challenging’ (p.52). There is some evidence further in the study that teachers'
willingness to act on changes forms proficiency and efficacy that in turn, affects their
beliefs (Savolainena et al., 2011). Thus, it can be concluded that there are several factors
which influence teachers' attitudes. These are not permanent, but flexible and can be

affected by even short-term training.

Other studies (Norwich, 1994; Parasuram, 2006) support the argument concerning
the correlation between a teacher's attitude and willingness to support the implementation
of inclusive practices in schools. Their research reveals the relationship between teachers’
willingness to help diverse learners in the classroom to learn leading to positive results in

the process of implementation of differentiated instruction. Besides attitude, however,



TEACHERS’ BELIEFS TOWARDS INCLUSION IN KAZAKHSTAN 17

Scrugg and Mastropieri (1996) noticed that teachers have some concerns about teaching a
large class size, limited preparation for teaching in an inclusive setting and lack of personal
knowledge. Thus, gaining a deeper understanding of the phenomenon of ‘willingness’ to
teach in inclusive settings should be studied more explicitly considering not only a general
theoretical attitude of teachers towards teaching children with special needs but their
behavioral attitude in class through observation and interviews to see the phenomenon in

the context of our culture.

Willingness is also described as ‘professional competence’ in the paper by
Movkebaieva, Oralkanova and Uaidullakyzy (2013). From their perspective, willingness to
work in an inclusive setting is seen as a process of the inevitable pedagogical preparation
of a teacher ready to perform efficiently to satisfy the needs of all learners. In their critical
meta-analysis of the international literature of previous studies (Movkebaieva et al., 2013),
teaching in inclusive settings is compared to more of a social phenomenon rather than
psychological. Further, they investigate the characteristics of a teacher ready to work in an
inclusive classroom.. According to the results of an empirical study in Semei (2013),
teachers with better developed communication skills and those motivated to obtain theory
in the development of teaching strategies in inclusive education are better prepared for
changes. These results confirm the point raised in the papers of Booth, Ainscow, Black-
Hawkins, Vaughan, and Shaw (2000) and Kalambouka, Farrell, Dyson, and Kaplan (2005),
that a teacher of inclusive education does not necessarily have to be trained specifically to

work with students with special needs but must be a competent and confident teacher.

Research undertaken in Australia and the United Kingdom (Avramidis et al., 2000)
about attitudes toward inclusive education practices and integration has provided

information about other factors affecting the attitude of educators. This primarily depends
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on the nature of the disabilities and \ or educational problems that are presented. According
to the results, teachers who have some experience working with learners with special
educational needs are more positive about integrating children with a minor impairment

that would not require much extra instructional or management skills from the teacher.

In line with these findings, Lindsay (2007) conducted a study that revealed that
those teachers who were generally supporting integration, varied in opinions about students
with more severe disabilities. Moreover, they all were concerned about the shortage of time
for preparation of resources and skills necessary for integration. Lindsay argues against
successful integration and holds a negative opinion that inclusion is not likely effective in
practice, especially in cases of full integration of a child. He argued this through an
analysis of studies chronologically organized to evidence that teachers are not prepared to
fully adjust lesson plans or classroom management to make a special needs child be not

just physically ‘in class but a part of the class’ (Lindsay, 2007, p.11).

In contradiction to Lindsay, previously mentioned studies (Booth et al., 2000;
Kaplan et al., 2005), present evidence in favor of the positive influence for both learners
with special educational needs and their peers in inclusive classes. They corroborate the
findings that achievements in inclusive classes are generally higher than among those who
are not part of inclusive classes. In the UK, Dyson et al (as cited in Jordan, Schwartz, &
Mcghie-Richmond, 2009) found that those schools that could adjust inclusive practice to
develop unique ways to adapt and embrace local communities and build positive rapport
with society were more successful. Additionally, the findings of an empirical study by
Jordan et al. (2009) conclude that teachers with stronger epistemological beliefs that it is
their responsibility to instruct students with special needs are likely to be more effective in

teaching overall. These examples demonstrate the assumption that the application of
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inclusive practices has a positive influence on the academic performance of all students at

the school.

Factors Contributing to the Formation of Teachers’ Attitudes and Beliefs

Teacher attitudes consist of several factors such as perception and beliefs or
epistemological knowledge of a teacher. Bizer et al. (2003) discuss different variables that
may impact a teacher's attitude such as gender, age, experience, and grade level. However,
none of these variables has been found to be consistent with the formation of a more
positive opinion about inclusion (Avramidis et al., 2000, p.280). Interestingly, a factor that
has major influence is knowledge about students and their special needs received during

pre- or in-service teaching practice (Lindsay, 2007; Avramidis et al., 2000).

Also, findings show that even short-term training can have a positive effect on
teachers' perceptions and can assist in changing their views (Savolainen, Engelbrechtb,
Nelc & Malinen, 2011). The same authors reviewed previous studies (Burke & Sutherland,
2004; Scruggs & Mastropieri, 1996), in which attitudes are said to shape not only
ideological arguments but also practical concerns regarding how to implement inclusion
into practice. Consequently, improvement of attitudes towards inclusion is being reached
through training and professional education sessions for teachers during their study.
Otherwise, direct integration without appropriate preparation of teachers to work with

special needs students will be challenging.

Teacher Training as a Factor Forming Teachers’ Attitudes

The findings of several researchers from different cultural contexts, (Amravidis et
al., 2000; Makoelle, 2012, 2014) postulate that teachers can change their attitude or are

likely to do so through reflections, evolutionary thinking and development, and actually
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practicing the changes through collaboration. Action research conducted by Makoelle
(2012), in particular, has shown that teachers tend to change their attitude toward inclusion
to a more positive one if they reflect on their practice. Moreover, teachers claimed that they
are responsible for creating conditions for their students to be involved. This can be
successful if they collaborate and plan with colleagues (Makoelle, 2012). In his
recommendations, he suggests incorporating training for teachers not only about the
curriculum changes, but more of a reflective form to review the practices of inclusion and
enable teachers to discuss issues they have in a collaborative atmosphere to enable them to
form a more positive attitude towards inclusive practices. The importance of training is
reinforced in the studies of Beh-Pajooh and Shimman (1998) based on other groups of
teachers in colleges (as cited in Avramidis, 2000), who also expressed more favorable
attitudes to working in inclusive settings than those who did not receive the training. The
development of teachers’ skills enables them to be more willing to implement inclusive

practices.

As Avramidis et al. (2000) in their research discussed, participants are positive and
supportive towards inclusion, especially young teachers and those with only a few years of
experience. This finding is not surprising as it is supported in many previous studies
(Center & Ward, 1987; Lindsay, 2007; Jordan, 2009; Lindsay & Stanovich, 1997). Teacher
training received while in pre-service institutions have affected teacher attitudes in general.
Contradictory to this, training experienced teachers for working with students with special
needs found that they are less likely to change their opinion and it is easier to form a new
opinion than reeducating and persuading experienced teachers to accept the changes. There
are some other significant variables that need consideration when analyzing teachers'

attitudes towards inclusion and thus, it is crucial to establish strategies to train the teachers
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to teach in inclusive settings and develop a positive attitude towards children with whom

they work.

Additionally, it has been established, that the formation of a positive attitude is
closely connected to the self-confidence of teachers and their self-perception about the
self-efficacy, epistemology and skills to work with children with special educational needs
(Stemberger & Kiswarday, 2017). It does not matter whether the teacher gains this
knowledge from pre-service training or formal studies during a professional experience
(Stemberger et al., 2017). However, one should be careful with the content of the material
presented for teachers’ segments of training. Theory based training is reported to be not
that effective as training which has a greater focus on special teaching techniques and
methods to deal with students with special needs (Markova, Pit-ten Cate & Krolak-
Schwerdt, 2016). Instead, pre-service teachers from this research reflected that teaching the
meaning of, and deeply understanding the concept of inclusion is essential, with more
focus on methodology and the identification of students’ needs.

An example of a not very successful course to train students to teach in inclusive
settings in the study by Markova et al (2016) might serve as a concern about the content of
the course that should be carefully thought out prior to teaching teachers if one wants
teachers to change or form positive attitudes towards inclusion. Summing up the results of
the course, teachers completely agreed on the changes in their attitude towards the issue,
yet mentioned the lack of practical guidelines of the course in terms of application of the
knowledge into practice. In particular, students expressed their willingness to work with
students with special needs only on condition that there would be a support from
administration, parents and teacher assistants that would know how to adjust teaching

methods and practical techniques in working with those who need extra support in class.
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Otherwise, the students confessed their uncertainty about their abilities and knowledge in
this area. Thus, teachers need to be confident about their knowledge and how to approach
learners with special needs, meanwhile, the quality of content should be more of a practical
nature than of a theoretical one (Echeita, 2014).

In sum, teachers study and form their knowledge constantly during their working
experience. However, it is possible to prove that well-organized training impacts attitudes
through reflection and evaluation of practices in a collaborative atmosphere in which
teachers have the opportunity to discuss and influence the practical challenges they have at
schools.

Gender, Age, Subject and Experience as Possible Significant Variables Affecting the

Attitude of Teachers

Most of the studies related to teachers’ attitudes towards inclusive education
commonly are focused on finding a significant relationship between variables such as
gender, age, experience and subject they teach. Lindsay (2007) in the meta-analysis of the
literature summarizes that there is not enough consistent evidence concerning teachers’ age
and gender in the formation of attitudes (p.13). However, the fact that females are more
positive than males is a quite interesting finding of Amravidies et al. (2000), as it is not a
significant variable in most cases researched. According to the survey results, females
hold a more positive attitude or may be in their nature more tolerant of the issue of

inclusion.

Contradictory findings of the consistency between teachers' attitudes and
experience are presented in the paper of Stemberger (2017), who discusses that teachers
with more experience are more likely to be positive towards inclusive education than those

with little or no experience. In contrast, other researchers (Taylor, Smiley & Ramasamy,
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2003) found that the less experience teachers have, the more open they are to grasp the
information and new knowledge about teaching children with special needs. It will be
interesting to see what is more consistent in the context of Kazakhstan, meanwhile, in the
process of integration of the concept of inclusion into the mainstream of schools
policymakers rely on the experience of teachers and their efficacy to work in conditions of
inclusion.

The study by Vaz (2015)also aligns with the above-mentioned studies, in which
experienced teachers showed more negative attitudes towards inclusive classes. The author
explained this by pointing to their possible psychological unpreparedness to change the
conditions of work they are used to; lack or absence of knowledge and training in inclusive
education, and lack of confidence. It may be that the results of previous studies were
interpreted too generally as negative attitudes of teachers to the concept, rather than
teachers’ beliefs in terms of much they will struggle with identifying the solutions to
problems. Among the possible issues are the lack of human resources and the required

skills to teach special needs children, or accommodation of students with disabilities.

To conclude, despite the relatively large amount of research conducted in terms of
teachers’ attitudes towards inclusion, factors such as gender, age, subjects taught by the
teacher, and experience in teaching in inclusive classrooms, the findings are inconsistent.
Thus, it is necessary to study all the mentioned above variables affecting attitudes in the

context of Kazakhstan to see what has the greatest impact in this context.

Teacher-efficacy as a Factor Influencing the Better Performance of a Child and a

Teacher

One of the most popular terms used in research papers to describe teachers’ beliefs

in their skills and abilities is defined as efficacy. In other words, teacher’s efficacy is based
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on the inclination of that teacher to think that he or she has enough knowledge and skills to
choose a corresponding methodology for teaching and can positively influence a child’s
performance. Subsequently, these beliefs can change the level of students’ motivation and
influence the academic success of the latter in classrooms. Teachers’ efficacy though is
quite a changeable thing that may fluctuate every day during the teacher’s career. Gibson
and Dembo (as cited in Ford, 2012) in their scale of measuring the level of efficacy
highlighted two factors: belief to bring changes regardless of the limiting external factors
and a sense of enhancing the learning under the influence of personality and skills a teacher

possesses (Ford, 2012).

The concept of efficacy is currently quite popular in research internationally and a
variety of studies are focusing on the discussion regarding the direct interrelation between
educators’ efficacy and increase in motivation of students. Therefore, any form of efficacy
has been identified as indirectly impacting not only students’ achievements but a
psychological state to some extent (Bandura, Pastorelli, Barbaranelli & Caprara, 1999).
Factors such as administrative support, open atmosphere for educators to share their
opinions and thoughts for taking a collective decision are concluded to be significant in the

studies of efficacy (Davis & Wilson, 2000; Farrell & Weitman, 2007).

Another factor affecting teacher’s efficacy is collective efficacy in school. It is
defined as ‘the perception of teachers in a school that the efforts of the faculty as a whole
will have a positive effect on student learning’ (Brinson & Steiner, 2007). According to the
studies of Brinson and Steiner (2007), if a teacher has strong positive beliefs he or she will
likely influence the others to share these beliefs, with the person who has low teacher
efficacy likely being influenced by the others. In this case, if the collective beliefs are

positive at school, it encourages an individual to more effectively display the skills another
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teacher already possesses. Thus, collective efficacy is a key factor in forming positive
teacher personal efficacy because teachers feel freedom in sharing ideas, having support,
being open to changes and respected. These conditions, created by the school community
and headed by the school administrators, will motivate teachers to be positive contributors

to the whole school development.

Criteria to Assess the Effectiveness of Inclusion

Summing up the systematic literature review and moving to methodology chapter,
it is necessary to clarify a particular standardized vision of the efficient inclusive school
with required changes and adjustments made according to the policies of the country. In
order to see the development of inclusion systems as described in the UNESCO guidelines
on inclusion in education (2009) and the Index of Inclusion (2012), not only does the
school and its community affect the development and successful education of a child with
special needs, there are other factors to consider as well. Below is the framework (fig.2)
that is to be considered when making conclusions about a complete implementation of the

concept in any school and its society.

Figure 2. The flow-chart from the UNESCO (2009) policy guidelines on inclusion in

education (p.16)
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Interpreting the chart, an inclusive school is a place that offers all opportunities and
conditions through the adjusted curriculum, methods, inclusion of students as active
participants of the school society by working to ensure their active membership in it. This
implies the development of a rights-based, child-friendly school. However, academically
effective learning and teaching are not the only conditions to provide inclusion; health, the
safety of children and their families should be provided. Not only are teachers important to

support children, but a creation of a school community that is supportive of the school is
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vital. Therefore, making judgements concerning the level of inclusion in a given school is
similar to interpreting the combination of all the above- mentioned factors and criterion
and observing willingness to ensure inclusion for all children among all the school

community members.

Summary

There are various factors affecting teachers’ attitudes and willingness to implement
practical changes in education aimed to provide inclusive education for all children
regardless of any physical or mental impairments, psychological issues, background
diversity or gender discrimination. In order to construct an objective opinion about the
situation in a particular school society, it is recommended to consider local context when
viewing the implementation through the lens of inclusion. Prior to claiming that a school is
fully and successfully implementing inclusion, it is recommended to research the
mechanisms of school development on a deeper level by employing qualitative and
descriptive research methods to consider all factors and observe processes. Hence,

developing a set of particular criterion, and taking a closer look at the process is required.
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Chapter 3. Methodology

Introduction

This study is designed as a ‘compressed time mode ethnography’ employing
techniques of educational ethnography methods. It is also known as a focused ethnography
meaning that it can be implemented when a researcher has a limited period of time (less
than a year) to investigate the phenomenon (Snow, Morrill & Anderson, 2003; Shyderl,
2012; Yang et al, 2011). This chapter presents the methods used for the data collection and

also outlines information about the context of the site and study participants.

The research paradigm used in this paper is constructivism positing that persons
perceive the knowledge from the surrounding world through interaction with other
individuals and their environment (Highfield & Bisman, 2012). According to
constructivists, the researcher mainly relies on the feedback from participants given
through the conversations and other realities related to the research questions (Highfield &
Bisman, 2012). In the case of the school, classrooms, playgrounds, halls, social gatherings
of parents and teachers are relevant. Therefore, all realities found and observed during the

study are relevant and valid (Jeffrey, 2004).

Research Design and Rationale

Aiming at exploration of educational practices in the context of special education
experience, this research study examined the phenomenon of inclusion as a concept of full
equity of all children despite any physical or mental impairment, and their complete
integration into the school society as active participants of its life. The study includes
interviews with the teachers, lesson observations, field observations, conversations with the

administration and document analysis.
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In order to explore relationships between people in this context, ethnography has
been decided as best methodology to examine and understand the purpose of the research.
It examines the full range of human emotions and interactions as well as beliefs within the
community (Fields & Kafai, 2009). Ethnography is also described as an interpretative
explanation or a complete immersion into the phenomenon enabling for a researcher to
understand cultural context, values, personal beliefs and attitudes (Snow et al., 2009; Rubin
& Rubin, 2005). The design of the study is a triangulation of methods such as semi-
structured interviews, in-depth interviews, and direct observation of people, and places
(Mansourian, 2008; Holloway et al., 2010). Furthermore, the researcher is completely

immersed into the field work and this makes the validity of this research richer.

Research Site

The study was conducted in the one mainstream secondary school in the
southeastern part of Kazakhstan. It is one of the 30 schools in the country that is considered
to provide inclusive education. By the definition of the school, inclusion is enrolling
students to receive an education despite their physiological or mental disabilities if they
legally live in the designated area or was sent from the special institutions to be educated
under special conditions and attention of the professional teachers experienced teaching in
inclusive settings. All students either study in one classroom according to their grade
level, or are sent to a special class in the same school if the severity of disability does not
allow to study with the rest of the students. The school is following the state curriculum
and there are no special criteria to be enrolled in the school. The school was recently

reconstructed to create more accommodation for students with special needs.
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Sample and Sampling Procedures
Following the suggestion of Hall & Hall (1996) who suggested start with those
participants you found first, and then ask them to refer you to others ‘if there are no
candidates who can fall into the category of the interest’ (p.113). Two teachers of Grade 4
and 5 were the first willing to participate after the first meeting, where | presented myself
and the aims of my research. Then in the further conversations other teachers volunteered
to take part in the observations. Thus, the participants were comprised of five female
classroom teachers and one male teacher. They were recommended by each other through
snowball sampling. None of the teachers had special training in inclusive or special
education but had some experience working with disabilities as employees at this school.
See Table 1 for the description of the study participants.
Table 1. Description of Participants
Participants Age Experience | subject SEN* number /
total students
number
Teacher 1 58 27 years all in Primary, Grade 4 3/28
teacher 2 37 15 years all in Primary, Grade 4 2123
Teacher 3 53 25 years all in primary, Grade 5 0 with severe
needs/ 18
Teacher 4 50 30 years all in correction class, Grade 9 | 5 with severe
mental
disabilities
Teacher 5 28 6 years English to Grade 5to 11 average of 20
students in class
Teacher 6 25 2 years English to grades 1 to 9 2/ 20 in average

*SEN - students with special educational needs
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The Instruments for Data Collection

The approach of collecting data in ethnography evolved during the research
process. Interviews and observations were not structured or fixed in advance but were
more of an open nature. They formed the triangulation of methods for data collection and
underpinned the points to observe in the school. Both information during and after the
interviews played a role on formation of a general overview of the situation and attitudes of
teachers. Bearing this in mind, | took two interviews from each teacher and had informal
discussions with each after observing their lessons. The teachers also showed me the
artefacts of the students, their progress portfolios and discussed the methods for teaching

following the observations.

Non-participant observations and semi-structured interviews were the best methods
of data collection in this research as they provided a process of open and comfortable
conversations between teachers and researcher. The procedure for observing the lessons
was planned in advance to observe the points the researcher was interested in. However,
ethnography is different from a common qualitative method of observation in terms of
noticing all the intricacies beyond the pre-designed observation checklist. Words, phrases
teachers use to teach and instruct and other comments before and after the observations
were also noted. That is why this method was chosen as it is more precise and in-depth
than the traditional criterion-based observation.

Formal permission was taken from the school principal and the consent for the
research was signed by her prior to any data collection (appendix A). The school principal
also shared her attitude and ideas about the policy informally encouraging me to observe
teachers more as she believed them to be more authentic and reliable. The principal is a

teacher of psychology, who has about 25 years of teaching experience and 3 years of
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administrative experience in this school. She was more than willing to assist in organizing
the research process and supported its aims. Besides, she had initiated the training for
teachers and other colleagues to deliver the main principles of inclusive education and was
interested in the outcomes of this study.

Two interviews were conducted to enrich the research data collection and eliminate
any possible bias. The questions in the first interviews, taken prior to the lesson
observations, aimed at getting to know each other and so the teacher would feel
comfortable with me observing the lesson. Part of the interview one questions was about
their general attitudes, definitions of inclusion and epistemology. Points gathered during
those interviews were used to identify the criteria to observe during the lessons.

In contrast, the second interview was more of a clarification nature to discuss what
has been observed. This time the questions guided the researcher to answer research
questions and were open questions. | wanted to hear the stories and opinions about
teaching in an inclusive class (Rubin & Rubin, 2005). The questions replicated the data
collection designs from previous studies slightly adjusted in connection with the literature
review and for this context (Savolainen et al., 2011; Movkebaieva et al., 2013; Lincoln &
Denzin, 2003). The process of data collection was organized in the teachers’ workplace,
recorded and kept secured on the researcher’s computer. However, most of the informal
conversations were not recorded, but the notes and comments were taken.

All interviewees were informed that they were guaranteed confidentiality and
names would not be used in any publications nor would any of their opinions affect them
in any way. The language of the interview was Russian, but the transcripts were translated

into English.
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The first part of the initial interview was about teachers’ background information,
such as name, age and experience, training received, teaching preferences and philosophy
of the learning processes (appendix B). In some parts of the interview in order to keep the
respondents on track, some prompts were used. The second part of the interview was about
their experience in classes in an inclusive school. Teachers told the stories of individual
enrollment, interests of students, their abilities and difficulties, family conditions and
psychological help that is needed. Finally, they were asked to critically talk about the
barriers experienced by children, parents and other students in inclusive classes and other
open-ended questions to discover teachers’ attitudes and ideas about the phenomenon in

question.

The second interview (appendix B) contained the questions about the observed
lessons, positioning in class and materials that were used. Teachers also talked about
strategies that they mostly use in an inclusive class, and some general feedback on what
they think works most effectively and how it contributes to the learning process. Interview
two started with asking teachers to describe their typical day at school with children with
physical disabilities or cognitive disorders, peer interaction and involvement of children
into the school activities and events. Second part of the same interview was about activities
that are usually conducted in class and their effectiveness for students in order to find out
the rationale for their choice of the teaching tools in that particular lesson. Teachers
discussed the abilities and progress of students with disabilities and other special
educational needs. They also commented on the guidance and support provided at school.
Finally, they talked about management in class and were asked to list the most effective

teaching strategies and techniques they use to address individual needs of children in class.
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Observations

Data collection began immediately after receiving the approval from the NUGSE
ethics committee in Nov.2018. The same teachers who agreed to take part in the interviews
were also observed. The aim was to support the information received from the interviews
and to direct further questioning. The participating school was visited once or twice a week
for two to three months to observe and talk with teachers. As had been planned, at least 48
hours of at school events and lessons in primary and secondary school were observed. My
participation in lessons was excluded as it might have affected the research results and
validity. The forms of observations were organized to focus on the classroom management,
interaction patterns in class and teachers’ methods and comments. Memos and field notes
in this method became a central part of data collection. As Jeffrey & Troman (2004) claim
“hanging around and seeking for details observed, might be then found significant for
further analysis and conclusions in the study” (p.538). Another function of the observations

was to give the research a more purposeful focus to clarify the topic.

The notes | made were in the form of narration of the actions and words | observed
in class. The notes were divided into during and after observation notes to include the
details happening in class and my thoughts in the process of observation. | tried to include
more extended notes about the facts | had observed immediately after the lesson while
focusing on the phenomenon in general. Then | compared and developed the field notes
sets accordingly to the research objectives, by immediate identification of codings,

categories, interesting quotes, questions and other subcategories for further investigation.

Soon after the first set of interviews and observations, more detailed criterion were
formed for a more specific observation. In class, | was observing teachers and their

professional attitude and skills through what they have planned, taught and communicated.
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They were also observed regarding their abilities to group students, engage them into a
process and build a rapport with the class (appendix D). The broadest criteria that included
most of the other components are teaching strategies. This criterion was later broken into
more subcategories that include formative assessment, feedback, classroom climate,

curriculum adjustments, physical environment and access to the learning equipment.

| was also given access to see the official inclusive education policies in this school
and any other documentation related to the research that I might add to the study in terms
of the context, policies and administrative processes at school and other information
concerning the phenomenon. It was necessary to be detailed and open minded over the
course of the study in order to better understand the reasons for teaching approaches or
decisions taken in class, and possible requirements for teachers from the administrators.
Among the documents | planned to analyze were professional development plans and
timetables and events schedules for the school. These documents would allow for the
triangulation of the methods in this research and add more objectivity and rigor to the study

as this was “not part of the social setting” (Hatch, 2002, p.25).

Research Scope

There were 48 hours of observation in class and in school events in total. Every
teacher was observed for four to eight lessons (40 minutes each) in primary school and four
(40 minutes lessons) in the secondary school. Interviews were conducted with the same
teachers that agreed to be observed teaching with a focus on teaching strategies and

techniques in class in order to understand the central phenomenon.
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Data Analysis

The material that arose from this research consisted of transcribed interviews,
observation of the classes and events at school, meetings and notes that were taken during
interviews, observations, day-to-day field notes, and a personal diary. | used preliminary
and thematic data analysis (Agar, 1996; Grbich, 2007). The protocols for the interviews
and observation forms were analyzed after each school visit and subsequently the
comments of the researcher were recorded into analytic memos in electronic form. The
notes were important to date, categorize and code for future use. The questions to clarify
and aims to observe and double check were put as objectives to focus for the next visit.
The key themes emerged in the process of data collection and in line with research

questions, these headings were used to describe the findings and conclusions.

Interview Analysis

This was a complex process of coming back and forth to add, delete and recode
during the data collection. The principle of circular analysis of data was followed.
According to Merriam (2009) the data taken from one of the methods can alter the whole
overview and overall picture of the research when explaining the phenomenon (p. 176).
The most preferable and convenient process of coding of data in this type of research was
open coding. Merriam (2009) describes coding as identifying the units of data which can
give an answer to a particular question in the study. Through the data analysis | was
planning to highlight the most repeated words and phrases that | coded to see the number
of repetitions and interpret the data around the codes to quote and explain the words of the
participants. However, my personal comments were also considered when analyzing the
codes from the interviews as it is important to make judgements by the emotions or facial

expressions of the participants in the interviews.
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To ensure trustworthiness of the research, review of the original interviews in
Russian, and translations of them into English was conducted. Categorization of the terms
used in the interviews concerning disabilities was highlighted and elicited to further
consider the terminology teachers use which added to being able to further interpret the
attitude of teachers (Moustakas 1994, p.121). This approach provides more reliability to
the analysis of the attitudes that could consequently be better described. As a result,
subheadings or subcategories appeared in the process of data collection for better
organization and presentation of the findings. Nevertheless, stories and quotes are a major

part of the findings in ethnography.

Observations Analysis

Class observations were analyzed by the pre-planned criteria that teachers
mentioned in their interviews and arose from the literature review. Classes of Math,
Literature and English in Grade 4 were observed. More information was found during the
unofficial observations in the school canteen or the assembly halls and the corridors of the
primary school. These observations focused on identification of inclusive practices in the
school not only in the lessons, but in general. Those observations relate to the micro level
according to the framework of this study (Cassady, 2011). The field notes and memos were
analyzed iteratively to ensure the clarity and avoid misinterpretations. After reading the
field notes, a final set of coding categories was formed. The themes were adjusted to the

interview categories with an additional one included from the observations.

Ethical Concerns and Risks of Research

Prior to conducting any fieldwork, ethical approval was requested from the NU

GSE ethics committee. This study had minimal risk to participants as participation was
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voluntary. Information was kept confidential and the information they shared had no
impact on their job security. The school permission for research was officially requested
of the principal. This was provided in a letter which became evidence that the research had
been approved by the NU GSE Ethics Committee as the researcher was a student of this

university.

As this was ethnographic research that included the documentation analysis and
descriptions of the classrooms and other events at school, | also asked for written consent
from the participants. The research excluded any photos of children as they were not the
objects of the research. The main focus was of the phenomenon of the inclusion in class

and outside of it, thus, the field notes and observations were the main data.

Limitations

The biggest concern about this methodology was “how to compensate the lack of
time in the field to clearly explicate the part played by subjective engagement and the lack
of time to collect triangulated data to counter criticism of researcher bias” (Jeffrey, 2004,p.
543). However with my triangulation of methods of data collection I believe that all the

possible bias has been minimized in this research.

It was also hard to choose a sample to study as while in the same place, some
people were not willing to be observed and had concerns about being reported to the
principal on their lessons. Also professionals in this school had different levels of
experience. Initially, the purposeful heterogeneous sampling had been chosen as this adds
more subjectivity to interpretations. In the end the snowball sampling was used due to the
first two volunteers that invited the researcher to their lessons and then subsequently

recommended their colleagues to be interviewed. Having considered the point that the
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success of ethnography depends on the degree of openness to the researcher from the
participants, | decided that snowball sampling was justified in this particular study. It is in
people’s nature to be aware and feel uncomfortable when there is an observation. There
was a risk that participants might act to show their “best” behavior and “performance”
trying to build a better image of them for the researcher. That is why observations were
made only after so | spent some time in the school and could build some positive

relationships with the teachers.

Chapter summary

Thus, methods of data collection were carefully planned and selected to avoid any
possible limitations of the research methodology as bias and subjectivity of the researcher.
In this regard, triangulation of methods and field notes were constantly analyzed to further
select the main and most important findings. The results of the investigation are described
in the following chapter. The information is organized by the chronological order of the
instruments of data collection used, besides the moments when the findings contradict or

disprove each other.
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Chapter 4. Findings

This chapter presents the results of the collected data in this research through
semi-structured interviews and casual conversations; analysis of the curriculum,
lesson observation and observation notes in the field. The information is presented in
a form of ethnographic design narrating the opinions, perceptions, epistemology and
misconceptions of the respondents. The information is organized in accordance with
the research questions but as ethnography allows, the themes and categories evolved

within those questions after the life stories had been collected.

Respondents’ Understanding of the Term Inclusion

The first aim of the formal face-to-face interview was to ask the participants
to define inclusion and share their understanding of this phenomenon. As part of
their responses, | heard the stories of their teaching practices and experiences. They
were mostly describing the concept of inclusive education to be a mode of education
in which every child, even those with special educational needs, study within the

same classroom.

In line with this statement, some participants defined inclusion to be ‘teaching
values and morality’. Others emphasized the importance of equal opportunities,
access to resources, education and equipment. Later, when I clarified their description
of inclusive education, comparing it to their school, most of the teacher participants
had doubts about this. One participant even stated that their school is ‘just trying to
become inclusive’ or that teaching lessons in inclusive settings ‘sounds nice in

theory, but in practice it is extremely hard’.

Later it was added that the school used to be a special school with integrated

classes for students with less severe disabilities. Then with the new policy of
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inclusive education implemented in Kazakhstan, this school received the status of
being an inclusive school and received much more attention and government
financing as a result. Last year the school was refurnished and equipped, however
most of the teachers were not trained to teach neither in inclusive settings nor to

implement the renewed curriculum into practice.

Generally, teachers agree that inclusion is bigger than simply teaching
physically disabled children. It is clear that teachers are aware of the main concept of

inclusion as defined globally. As evidence of this, one of the respondents claimed:

Cooperation is a key element of inclusion. Any teacher works in conditions
whereby individual children need more attention than others nowadays. |
mean to successfully cooperate with children, colleagues and parents for
better learning - this type of teaching is inclusion already, right?

It is clear from the above that inclusion is considered as teachers’ attention to
and respect for all students, and close communication with all stakeholders. Most of
the teachers are willing to accept the children as they are and help them perform
better in class. However, observations revealed that teaching practices have remained

traditional and are not yet adjusted fully to satisfy the needs of all children.

Teaching Practices in Class

Inclusion was described as being the opposite of exclusion and segregation of
students into special classes with a specialized curriculum, where they are kept aside
from the rest of the school community. It is inclusion that also helps children cope
with social challenges such as making friends and communicating with their
classmates. To achieve this, there are a lot of school events organized to promote
inclusion and cooperation between different groups of individuals. All the decisions

and subsequent plans to organize these events and other activities related to learning
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and teaching were planned after the school administration had met with teachers.
These events were, thus organized according to the experience and recommendations

of the latter.

The teachers discussed the fact that they have no assistants in class to help
instruct physically disabled children, and this is why they are kept in a separate class
studying according to individual programs that follow a special educational plan.
There are cases when a child is mentally able to study the concepts taught in the
regular classroom but has physical impairments, and yet, these children are in a
special class, where the programme is taught orally and does not correspond to the
ages of the children; rather, it resembles the content that would be delivered to much
younger students. However, teachers and the school principal commented that this is
the best alternative for children that can only cope with the general program with a

teacher monitoring their learning:

It is not our fault that parents sent their teenage children to school so late.
Now they have to cover the primary school program with our teachers, and if
we place such a child in a group of Grade 4 children, there will be confusion
for the teacher and children in this class. Of course, there won’t be any
communication between 9 and 14 year-old children. Also, teachers will have
to either deal with 20 other children or pay attention to this only child who
needs help to hold a pen or book...we have no other teacher who can
help...no money for them...who will work in these conditions? (School
Principal).

As a result, a group of three or four students of different ages attend a special
class to learn mathematics and the alphabet with their special education teacher.
Teacher 4 explained that she has to create ways to teach the yearly curriculum in
several months to cover 11 years in three years only to give these children a chance to

obtain a school certificate after graduation.
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Teaching Styles

During class observations, teaching approaches mainly used included lecture
style delivery of content and memorization techniques. Teacher 1 described her
perception of inclusive practices in general as being partially realistic within the
context. She believes that the major concepts of promoting communication, respect
for others, and providing the support of individuals with special educational needs is
a positive change in people’s thinking, and in this context the policy of implementing
inclusive education is a good initiative. In her opinion, even though teachers are
trained to provide special education, it would nonetheless, be challenging to manage
in a class with more than 20 children. She added that she does not believe that any
teaching strategies can help maintain classroom discipline, nor could a teacher
successfully apply active teaching methods to a class of this size. She further
suggested that there needs to be an increase in assistants per class and better training

for teachers. She described this as the best solution to the issue.

Teacher 1, who was also reluctant to generalize about inclusion of all children

in one class, added:

| feel like children have to have their own pace to work in class to fit into a
common program. But a few students with a mental development deficit
require attention more often, so sometimes they need to be instructed
individually, be given extra attention, or segregated for some period of time
when they distract other children or behave aggressively in class.

This year, Teacher 1 and her students have started an NIS-Program® that
contains up to three units on every subject and involves frequent and compulsory

summative assessments after each unit. A teacher has no right to change the

! Educational Program that was developed with the assistance of Cambridge University and aimed at
developing skills and employs constructivists theories for teaching and learning
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assessment and has to find a method to teach that supports special needs children to
enable them to pass these examinations. The assessment requires a lot of hard work
to analyze and interpret phenomena and notions as well as develop transferable skills
and higher order thinking. According to Teacher 1, if even the majority of the
children who are without special needs in her class are unable to cope with the

program requirements, how are those with special needs supposed to perform?

Yet, classroom observations revealed that Teacher 1 still is using what are
considered more traditional methods of teaching such as lecturing, requiring silence
in class, merely dictating and answering questions in front of the class. She
steadfastly covered the program in the course plan, rather than teaching to the needs
of her students, which resulted in a lot of homework. While teaching, she stood front
and centre of the classroom, where she could not monitor the children sitting at the
back, and yet, two of the students seated there, who were effectively separated from
their peers had special educational needs due to their developmental lags. The severe
tone and the instructions that were employed by this teacher seemed usual to the
children; this is the authoritarian and direct teaching approach that was observed in
this class. Students in this class were not allowed to talk, shout out the answers,
move, or turn towards the back or side. For instance, some of her instructions
included the phrases and imperatives such as “Did I tell you to write this down?!
Yes!...why are you staring at me then?” or “Go to the board, N. if you cannot do it

yourself.” (Teacher 1).

The students were never informed as to why they were performing the task,
what it would teach them, or how they could cooperate to enhance their learning. All

the tasks were completed orally as a class to be subsequently written down in their
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copybooks without giving the students time to incorporate the new information. In
this classroom, it appeared that the aim of the special needs children was to solely
copy the information from the board neatly into their copybooks. Later after the class,

Teacher 1 was proudly commenting on the progress of these children:

They can write now. Look at their copybooks. If you had seen them in the 1st
Grade, they could not write. Now they are reading and writing. Why are they
in the back? Because they speak out loud when they are writing or reading
and distract others. There they do not talk and turn back because there is
nobody in the back.

In contrast to Teacher 1, there was Teacher 2 who shares the values of the
school by promoting them within the school and with the parents. She works in an
inclusive class with 23 children, and only two are diagnosed as having mental
disabilities. | frequently saw this teacher welcoming her students to class in the
morning and discussing their progress with their parents. She was amenable to
discussing the challenges that arise in class and seemed very sympathetic to students’
parents and the children with special needs. However, according to her statement, she
does not highlight these children as being special in class, but rather insists that they
should have the same opportunities as all her other students. Thus, when | heard
Teacher 2 giving a motivational talk to one of the parents, she was selecting
supportive and encouraging phrases highlighting collaboration and hard work to

achieve the results in future:

Yes, we have problems but we are fighting not to have them. Do not worry,
your child is quite smart, don’t you think K. can cope with the task as others
do? This just needs patience... we will do it, right? Together (Teacher 2).

Instead of pinpointing the challenges, this teacher highlighted the areas that
need to be worked on. Furthermore, while setting a task in the classroom, she tried

to give clear instructions and focused on the process rather than the results. Despite
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her students being unable to always do well in each lesson, she insisted on them
performing the tasks individually first, before asking others for help. Compared to
other teachers in this school, Teacher 2 attempted to use differentiation with the
support from peers and teacher. | observed her moving from one desk to another

helping her students, but without helping anyone more than it was required.

Regarding the students whom I was observing on the lesson in her class, the
majority of them, despite the state of their abilities, behaved appropriately, were
allowed to talk to each other, move around, and while there was noise it was
productive noise of students working to complete the task. Most of the tasks that had
been planned were either unfinished or only partially completed due to the lack of
time. However, Teacher 2 was not disappointed with the fact that there were the
tasks the class did not finish. In contrast, she highlighted the importance of the
process and commented on each student’s progress after the lesson by analyzing
their achievements and the areas that required more work. She paid equal attention
to each student, including those with special educational needs in her class. She

smiled when she spoke; I did not hear her shouting at the children.

While giving her instructions, Teacher 2’s voice was soft, pleasant and
neutral. She did not express her irritation or any other emotions that could have
revealed a negative attitude to the children’s performance. She was patient during
the whole lesson and smiled a lot after it ended. The children seemed to feel her
positive mood and the atmosphere in class was appeared friendly. It seemed that the
children felt safe in her classroom; they were welcome to ask questions and were
allowed to make mistakes. In terms of teaching methods, flashcards and posters

were used. The teacher managed to use these visuals to satisfy the needs of those
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who perceive information best visually. She tried to reorganize student pairs and

mini groups at least once during the 45-minute lesson.

Further in the second interview, she explained that she prefers more active
methods of teaching in spite of the disadvantages of their producing a noisy and
messy classroom. She also clarified her working process as one that focuses on the
process of learning, rather than the results. She realizes that her students are not
meeting the deadlines, but are meanwhile showing better knowledge acquisition
according to their academic performance records. She believes that all students need
extra attention, but it is essential to provide learners with core knowledge during
class. Inclusion matters to her, but she does not see this phenomenon as being

unique or new:

We used to teach large classes of up to 25 children. Of course, we had to find
time for everyone. It is difficult to think of different ways to present the
information for everyone or assess everyone. You know we cannot change the
assessment system, but we, as teachers, can find the key to every student in
the class. You spend half of the day with them, and if you are a real teacher,
you will know what to teach to everyone in the class. So, inclusion for me is
something | do every day. And | am not used to having assistants (speaks with
emotion). Only if there is a big problem do I ask parents or colleagues to help,
or to observe a child. Only in case of emergency, will I send a child to a
special class (Teacher 2).

As evidence of the positive effects of the loving words she used with the
children in her class, the children | saw complained that they felt tired but liked the
lessons that day as they hugged the teacher and left the class smiling. One of the last
children to leave approached the teacher to ask her to clarify part of the homework
task she had assigned. She helped this child and | later saw her making notes about
what the children were able to finish that day and what had been left undone to track

their progress and plan for the next lesson.
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The vast difference between Teachers 1 and 2 made me wonder about the
possible reasons for their different attitudes toward inclusive practices in the
classroom. Yet, by comparing each teacher’s background, no significant difference
was found in their education level, teaching experience, or in their ages. Regarding
their training on inclusive practices, Teacher 2 had attended more school training
sessions as well as an external event on this topic in Nur-Sultan. She had attended a
lot of conferences and workshops in her area of specialization and was proud of
having acquired a lot of certificates for the seminars she had attended from the

educational organizations that had provided them.

Teachers’ Epistemology

Another striking difference was that these teachers had become teachers for
different reasons. In the first interview, both narrated their stories with different
emotions and indicated that their respective motivation for taking on this profession
was dissimilar. Teacher 1 stated that the reason for her becoming a teacher was the
necessity of getting a higher education and a respected status due to having a high-
level job in the society of Kazakhstan in the 1970s, while Teacher 2 was continuing
a family tradition that had teachers who were devoted to their students and spent
most of their lives teaching them. These two narratives seem to correspond to their

attitudes to inclusion as described above.

The participants were eager to share their initial unwillingness to teach
children with special needs when they were hired. During their interview teachers

mostly stated that they had no idea they would ever teach to “these children”. With
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the time they confidently admitted that their teaching of students with additional
needs improved, becoming easier for them and more productive for their students.

One of the respondents said:

| am trying to encourage them and have them feel that even small progress is
a big step in the study. I am confident now and enjoy working with them
because they motivate me and teach me a lot of things (Teacher 5).

Another example of the phrase that Teacher 6 used to reflect about her teaching

methods and collaborative teaching culture in her interview was:

I still have some challenges but not as many as | had before because this is not
my first year of teaching and | have a friend and a colleague of mine who is
open to share the experience with me to help in my practice when | need it
(Teacher 6).

The participants shared their opinions about the responsibility of the teacher
in the classroom. Several of them shared the idea that the progress of children
depends on the teacher. As for teaching practices that connects this progress in their
abilities to working with children with special needs, Teachers 5 and 6 stated that in
class they always consider the elements of the lesson plan more carefully, keeping in
mind the need to include all students into the process. During their interviews
Teachers 2 and 4 described themselves as professionals with high quality lessons and
methodology. After the official part of the interview, Teacher 4 added that if the
teacher is experienced he or she does not need lesson plans to teach effectively.

| observed lessons where the teacher used active teaching methods and
interactive activities to have students move, work in groups or pairs, and peer assess
each other. However, some teachers preferred to keep their leading position at the
front of the classroom and had their students seated in rows only. The latter type of
lesson was more standardized and was organized into orally checking the homework,

having the teacher explain the new topic, exercises based on the examples, reading,
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individual tasks and a final conclusion of the teacher about the students’
understanding of the topics. Students’ reflections and questions were discouraged in
this class. These children had to stay after class as the teacher did not finish the
lesson on time, so the break was taken up in class. The information that was left
uncovered in class was usually given as homework. I checked the homework tasks
teachers assigned and realized that some of them had to be completed in groups or
pairs.

Observations Out of the Classroom

The teachers told me after the lessons that the students need to write some
notes in their copybooks daily, otherwise the administration will think they are not
working in class. That explains why a large portion of class time is devoted to
students taking notes or copying their lessons from the whiteboard. Thus, in some
cases, there is not enough time to cover the planned lesson material.

Among the outside activities | observed, physical exercises in the morning,
and dance every day both in the morning and between the morning and afternoon
shifts. Their break times are twenty minutes long. Those parents who are willing to
participate in the morning exercises sometimes join their children too. This exercise
regime is implemented to involve children in physical activities and promote a
healthy lifestyle for the whole school community. This idea was implemented by the
principal and highly supported by the staff. It needs to be noted that the discipline at
this school is quite strict; | have never seen students running in the school or being
disrespectful to others. The same situation was observed in their classes. Teachers
shared their methods in achieving such discipline:

| seat students with disabilities in the first row. | also think that teachers
should know a student well by talking to that student not only in class but
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outside of it. Then a good relationship between a teacher and a student can be
developed (Teacher 2).

Other results have shown that some teachers in this school are lacking the
methodological tools to adjust the curriculum or actively teach in a way that enables
their students to perform effectively. Completely ignoring the reformed curriculum,
these teachers are against the recently introduced changes and suggested activities in
these new programs. They consider these changes as not corresponding to the level of
the students in their school and prefer to teach in the more familiar and comfortable

traditional way they employed before the introduction of the new curriculum.

Curriculum and Its Relation to the Needs of Students with Special Educational Needs.

This year all the schools have started providing lessons from the NIS-program
curriculum and this school is not an exception. Generally, the new system is very
challenging for the students as it was initially created for talented and gifted students
who usually ahead of their peers and need a more challenging individual educational
plan. Also it is based on the conceptual knowledge and research skills development.
Most special needs students are not capable of doing its modified versions that

teachers used to teach before the renewed curriculum.

Part of the curriculum is assessment that is described and incorporated into
the course plans. This assessment system is a new procedure, which requires that
teachers need to be trained to be able to evaluate the tests objectively and construct
criteria for tasks that used to be evaluated via a written test. The respondents
commented that high levels of achievement in their lessons are now either too easy or
too difficult to reach for their students. However, they did not say whether they are

empowered with the ability to change and adjust the system. To support the learners,
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teachers mentioned that they have to spend up to ten extra hours with individual

students to ensure they will not fail the summative assessments.

Values in School

Introducing inclusive practices in the school, teachers noticed positive
changes in the students’ attitudes and their understanding of inclusion and morality:
“Students with disabilities feel morally strong being in the same conditions as
others, and all the other students help my hearing impairment child and a disabled
one”. Supporting this, I noticed children communicating during the break in a hall
and a classroom. Teacher 3 agrees that inclusion fosters the cooperation and ethics

at school as well as social integration of children with disabilities:

| have a student with mild intellectual deficits he was really difficult to talk
with. Of course, he was avoided by others in the class, no one played with
him. But | tried to talk more about his talent to draw and sing and praised him
during the lessons. Now, he is well accepted. Other students help him with
the tasks or to get to class and other facilities (Teacher 3).

The school principal supports the idea of morality and the ethical aspect of
inclusion as a notion. She argues that it has more benefits than drawbacks and
believes that “it [inclusion] socially enriches people, ensuring better acceptance and

creating more chances to be educated.” (School Principal, unofficial talk, 2019).

The Process of Implementing Inclusion

A major part of the second interview was to discuss the process whereby
inclusion is implemented, and to highlight the benefits and difficulties the teachers
have been facing during the process. The respondents expressed great concern about
the early identification of children with disabilities and the process of screening in

general. In their words, all these children come to school with the same diagnosis and
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minimal recommendations that would help them study more effectively. Teachers
noticed that there is a common specification for every child and in fact, that they
were not examined properly. It has been recommended that those children with
minimal intelligent deficits study in a general class within the same program provided
to students without SEN. No other recommendations or comments about their

memory, skill levels, or abilities have been provided.

Other issues that arose during the conversations were society’s negative
attitudes, the necessity that the school environment be friendly, and encourage

parental involvement. Teacher 4 communicated the following:

Inclusion process will work only if we have an appropriate system of correct
identification of any deviation in the children’s development. We have cases,
when due to society’s inadequate reaction parents prefer to not identify their
children as disabled. We need to ensure that there are no negative
consequences to worry about after the diagnosis. They [parents] should know
that the government cares about their citizens. We have special kindergartens,
schools and Vocational Education and Training (VET) institutions. But
honestly, nobody believes that these children have a future. If a person has a
document identifying her or him as “disabled”, which employer will hire such
a person? (Teacher 4).

Evaluation of common challenges to implement inclusion in schools showed
that teachers believe that only teachers of special education can conduct the process
effectively as they have the knowledge and training for this. In other words, teachers
prefer to have another person in class to deal with the student with special needs,
while the teacher is teaching the rest of the children. Apart from that, teachers do not
see their own development in methodological aspect as an alternative to having

teacher assistants in the classroom:

It is quite difficult to teach big size class alone even though | am used to it
with my teaching experience. | feel it would be better if I had a specialist in
inclusion to help with management in class. | need someone who will sit and
explain the information to M or S individually. I have no time to repeat things
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over and over again. We do have one professional assistant, but she is busy
visiting children in their homes and teaching them there individually (Teacher
2).

However, there was one teacher who actually talked about the individual
approach in class while teaching and assessment analysis through providing more

attention to every child and realizing the needs:

| have to teach students who have disabilities, and of course, it is difficult to
treat a person patiently with attention, and talk to the parents. | spend half of
the lesson with this child. But now that | know him, I can understand him
easily. It is easier to assess his work now (Teacher 6).

In fact, all the teachers at this school had learnt the majority of their skills on
the job. At university, they were not provided with any courses on teaching children
with special needs or any additional training, but inclusion was integrated into this
school in a gradual fashion with strong support from the principal. Despite their
initial hesitation about the process of inclusion of all learners in one school despite
their cognitive or physical abilities, most of them agreed that it is more beneficial if
special educational needs children study in a mainstream with their same age-peers.
These teachers claimed that as a developed nation, we have to accept inclusion in our
schools and change classroom management techniques and methodology

accordingly.

Other teachers highlighted a need to form more positive attitudes to children
with disabilities among people in Kazakhstan in general and promote the idea of
inclusion in education. They spoke honestly and admitted that even if they had
harbored a negative attitude about this before being hired at this school they no
longer felt this way. From a social perspective, they realize that there should be
respect for others and the equal treatment of children with disabilities. Additionally,

they believed that such children should be fully included in society.
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Challenges of Teaching in Inclusive Settings

Coming back to the theoretical framework that guided the data collection
process, the participants described numerous advantages and stated several barriers to
implementing inclusion in this school. Namely, challenges arose from negative
attitude of local society and individual teachers’ inability to adjust teaching methods
according to the class needs. In response to the question about challenges, teachers
communicated that one of the challenges to inclusion and its successful
implementation was the negative attitude of the parents of other children. Even
though most of the teachers told me that the parents of their students are quite open
and friendly to all of their children’s classmates, it is really difficult to persuade them
to accept the fact that their children are not lacking the teachers’ attention because of

the presence of special needs students in the classroom.

The problem becomes more serious when it comes to evaluate the perspective
of the parents and how they see their children with disabilities. Thus, in case of early
identification of any impairment in their children, such parents do not wish to accept
the fact that their child has special needs and may need to be sent to a correctional
class. Moreover, some of the parents receive this information negatively and are
unwilling to take their child to a school that is assumed to be one that caters to slow
and weak students and are considered “abnormal” by society. This is, unfortunately,
how such a school is usually described in this town. As the school principal recalls,
one of the parents claimed “my son is not stupid; teachers just can’t find a way. But

your school will mean that he is ... [stupid] for everybody in our town.”

The lack of high-quality professional development for teachers was marked

as another challenge to the successful implementation of inclusion. The school
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principal informed me that she is a teacher trainer in The Oblast?, and she in her turn,
was trained a couple of years ago in Russia. Yet, in Kazakhstan, there is a dearth of
information about this issue, no psychological support from specialists, and even, no
proper identification of the problems; this is a great concern. She was sitting in her
room talking about how her teachers need to be trained professionally to increase the
level of their professionalism. She agreed that they are all good at teaching their
subjects, and nice and kind individuals, but they need to change their mindsets to
become more willing to participate in more effective teaching and learning processes
for all children. She organizes weekly seminars and invites defectologists® and
psychologists to help her, but meanwhile, there are not enough psychologists in her
school with so many children that need attention. That is why she strongly believes
that her teachers have to become mothers, psychologists and advocates for all

children’s rights to education.

Additionally, the school principal noted that empowering teachers to
implement the policy of inclusion is more effective than relying on a top-down
approach and having policies dictated by the government without first finding out the
real situation in schools. For the moment the school lacks specialists with high
quality educational knowledge, and it is difficult to employ teachers for vacancies as
there are no candidates who want to work in an inclusive school, where the salary
range is the same as for any mainstream teacher. This is another macro level problem

that was identified as a barrier to the successful implementation of the policy.

I noticed that this school does not employ enough teachers, and yet there are

vacancies there. Moreover, most of the teachers are officially pensioners, and only

’a region
3 specially trained teachers that work with different speech impairments
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work there part-time. The rest are either recent graduates or are approaching
retirement. In their interviews, the teachers reiterate this issue raised by the principal.
They have to teach all their classes for more than 24 hours a week and are required to
remain there for two shifts daily. To cover the salary and hours they have to
substitute extra besides their main teaching schedule. An example is that of an
English teacher who teaches almost all the students at the school except those in
Grade 5 as there are not enough English teachers. Due to these conditions, teachers
complained about the workload and paperwork required to manage teaching in all

these grades.

Chapter Summary

Chapter four has reported the results of the data collected in the process of
conducting this ethnographic inquiry of semi-structured and informal discussions
about the issue of inclusive education practices in school and teachers’ attitudes
towards it. The results that were collected were based on the two interviews with
each participant, observations of lessons and after-class activities. The respondents
demonstrated their controversial views to the phenomenon by supporting the idea of
equity in education, however were unwilling to modify lessons and adjust their
approach by utilizing more active teaching methods. In general, teachers have
identified the lack of their own knowledge about the issue, a lack of training in the
area, and other factors, such as workload and parental involvement, as factors that

affect successful implementation of inclusion in their school.

Some of the teachers were completely unsupportive in class and later went so
far as to express that they had very few hopes for the future of the children with

additional educational needs. Meanwhile, there were some teachers and the school



TEACHERS’ BELIEFS TOWARDS INCLUSION IN KAZAKHSTAN 58

principal who believed that it is the teachers who can initiate change through their
small actions, which inevitably lead to progress that is subsequently reflected in the
personal stories of the children in their school. In terms of lesson observations, these
teachers showed much more willingness to teach all children regardless of their

abilities and experience.
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Chapter 5. Discussion

This study researched the phenomenon of teachers’ perceptions and factors
affecting them in one inclusive school. This chapter synthesizes the connection of the
findings and theories in the study followed by some recommendations for future
research in the process of implementation of inclusive education. It also highlights
the limitations of the study and the overall implications of it. Each of the main
findings will be discussed through the lens of the theoretical and conceptual

framework used in this paper.

Framework

The theory of constructing knowledge and developing learning through
communication and collaboration is widely discussed by Vygotsky (1980) and is
applicable to the investigation of the phenomenon of inclusion in this context. It directed
the study in terms of organizing the methodology section and creating a design for the
study as well as identifying the definition of inclusion used in this research, and factors
contributing to teachers’ attitudes.

Teachers’ Understanding of Inclusive Education Practices

The respondents in this study define the concept of inclusion as ‘diversity’,
‘equity’ and ‘rights policy’ that supports children of any age, race or social status and
provides each the opportunity to get an education. While these notions all support
human rights, what these school educators do not realize is that this also refers to the
belief that all children should have the same rights as other children and be treated
equally, and yet, this is often not the case. While they are physically in the same

school, and in some cases, the same class as their peers, this is not complete



TEACHERS’ BELIEFS TOWARDS INCLUSION IN KAZAKHSTAN 60

inclusion. The class observations revealed that many SEN* students are not likely to
be able to take in the same level of information or comprehend new concepts as
readily as their peers. However, there was no accommodation or modification of the
lessons made to meet their individual needs. These children are basically ignored
during the lessons, and then they are expected to stay after class to study further

because they cannot adjust to the instructional pace and methods of teaching.

In the European context (Boyle, 2012) this situation is referred to as ‘a partial
integration’ of students with special educational needs into public schools. This
understanding is acceptable in some contexts around the world (Messiou, 2017;
Ainscow, 2005) where inclusion is defined as integration. However, this completely
contradicts the social constructivist theory of disability and education issues of Lev
Vygotsky (1980, as cited in Mahn, 1999), who defines inclusion as serving all
students by adjusting lesson plans and being tolerant towards marginalized
populations, accepting diversity and developing a deeper knowledge of individuals

with SEN.

In this study, most of the educators and administrators share the same
understanding of the broader notion of the concept excluding some teachers who
were more neutral than most of the others. In general, most of the professionals
working in the school agree that legislatively the children that are identified as having
special educational needs should have a chance to receive their teachers’ attention
and have a right to receive a secondary education. The problem is that, in practice,
these teachers are actually not welcoming or fully integrating these learners into their

classes. They do not wish to spend additional time on their lesson planning or helping

* Students with Special Educational Needs
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a student who needs more support to catch up. In other words, these teachers accept
the idea, understand the concept, can define it, but are not active participants of the
implementation process of inclusion in class. This is similar to what is described in
the studies of Macfarlan (2007), who found out that teachers personally are not
willing to be involved into teaching students with SEN even though they claim

inclusion generally is the right decision.

The results of the class observations helped to complete the understanding of what
the school community defines as an inclusive school. It was noticed that only some of the
teachers are motivated to communicate with the students with additional needs and their
parents informally, or provide any extra support to help the student succeed. This is not in
line with the recommendations of Macfarlane (2007), who insisted on keeping the
relationship with children open and encouraging students to ask for help. Instead, teachers
prefer to apply strict discipline and rely on highly structured teaching that limits the
opportunities of these students to inquire about new or poorly understood concepts and
ideas in order to further develop their knowledge. In this regard, teachers are described as
being rigid, demanding and inflexible. They are set in their ideas. Furthermore, there is
little collaboration or sharing with parents or colleagues, which may otherwise have given
teachers additional ideas on how to work with particular students. The school culture is
very individualistic with teachers for most part working in isolation.

Meanwhile, according to Kozleski et al (2007), successful inclusive teachers are
persons who are described as being nurturing and being individuals who take on the
responsibilities to change the school community and attitudes towards the implementation
of inclusive education of children of any culture, ability, gender, language, class or

ethnicity. The same idea is shared by Makoelle (2014), who believes that inclusion should
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not merely be the action of physically integrating a child into a classroom without the
attempt to organize the learning conditions to best meet the student’s needs. Excuses such
as classroom numbers, as was the situation in this school, for not best serving each student
should not even be considered.

Another significant identifier of the teachers’ understanding and attitudes towards
inclusion is the language they use to address the children during and after the lessons. As
one of the respondents said ‘I do not believe in their future as they are disabled’, it is
apparent that teachers are used to primarily labelling children according to their disabilities
and special needs. Phrases used to refer to individual students, such as ‘inclusion case
one’, ‘inclusion case two’ may sound hurtful to some children, especially in front of the
other children. Teachers might only subconsciously use this language, but it does show
their attitude, and it has an ultimate impact on the degree of segregation that occurs
because of their disabilities. Language is highly important when referring to children with
special educational needs or disabilities in general as the research of Barnish (2014)
revealed. Internationally, over the period of the last ten years, people have been making
gains and improvements regarding the way they refer to people with special needs by using
people first language.

To conclude, participants understand inclusion as ‘their moral right and delivering
values’ to children. However after the participants left the room where | was interviewing
them, I heard teachers discussing these same students during the break as ‘chaotic’,
‘unrealistic to manage’ and even ‘problematic’. They even disagreed with the notion of
accepting children with moderate physical disorders and having them mix with the others.
Alternatively, they suggested having a system of correctional classes with a small number
of children in each class, a less demanding curriculum, and defectologists working with

special needs children, which again reveals the thinking that some children are defective
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and need correcting. However, teachers expressed their hopes for the usefulness of
equipment that can be used in their classrooms that in their opinion can enable the more
effective delivery of knowledge to improve learning outcomes.

Factors that Contribute to the Formation of Teachers’ Attitudes

The literature demonstrates that the effective integration of inclusion is
formed on condition of the presence of several factors affecting teachers’ attitudes,
opinions and beliefs to this issue of inclusive teaching (Thomas & Loxley, 2001).
Specifically, the key factors that align with the studies and that are worth considering
in this research are teaching practices or teacher efficacy, curriculum adjustments and
application, teacher’s instructions, the school and class atmosphere (Barr & Smith,
2008). However, it appeared that there are other aspects to be noticed such as parental
involvement, administrative support of teachers and training of teachers.
Interestingly, most of the participants agreed that professional development and
training are the key factors that give rise to successful teaching, and ought to become
a sound support to those teachers who have to deal with poor behavior of children
with special educational needs and facilitate their adaptation in a class with the other
20 children. A similar conclusion was made by Makoelle (2009; 2012; 2014), who
wrote that teachers should be trained methodologically, or alternatively, encouraged
to reflect together to discuss their positive and negative teaching experiences.
Therefore, application focused training sessions for teachers are stated to be the best

solution to the problem of teacher-efficacy (Lindsay, 2007).

Teaching Practices and Self-efficacy

Engaging students into the lesson is a key responsibility of a teacher. The teachers

in this study described their intensive efforts to improve the performance level of all their
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students. Teachers are proud of their experience and achievements at work. One example
of this is my first meeting with Teacher 2, who proudly recounted how much her students
with additional educational needs are progressing in terms of writing, speaking and reading
in Grade 4. Another teacher conducted active and interactive classes to help these students
further enjoy the lesson. These examples from the current study highlight the prominence
of the teacher in any educational setting. The teacher’s role has always been considered as

the significant one in the learning process (Savolainena et al., 2017).

According to criteria put forward by UNESCO (2009), successful inclusion
involves the triangulation of quality teaching, curriculum and parental involvement. In this
light, parental support is a vital factor for student success (Dorfman & Fisher, 2002).
Teachers also claimed that parents should be more involved into the process of learning
and there is an attempt to include parents into this during morning exercises or parties. This
in their belief would provide a clearer idea to teachers and help them see the students as
individuals with caring families. Moreover, students’ success is usually higher when
parents are seen as an important stakeholder (Dorfman & Fisher, 2002). This can be one of
the areas to improve in the school culture because the more developed the communication
between the parents and school, the more likely the school as a whole will benefit

(Dorfman & Fisher, 2002).

The teachers of the study displayed documents at their disposal that are intended to
support individual learners, such as Individual Educational Plans (IEPs), and students’
copybooks, but their lesson plans as represented by the (IEPs) did not contain any
information about the differentiated activities teachers were planning to use in class.
However, Teacher 2 does keep a diary of notes she makes while observing the children in

her class and keeps track of their formative assessment results. Teacher 2 keeps records on
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who among the students have provided the correct answers to her questions, or asked
questions in class. Literature shows that keeping records of the students’ progress is an

effective strategy towards becoming an effective teacher (Dyson & Kaplan, 2005).

In class, most of the teachers fail to completely follow their lesson plans in terms of
time, activities and materials used. The lessons are divided between teacher-centered, fast
paced activities and individual studies with a lot of reading and writing. Actual time
management in class and how the teacher ascertains whether the learner has actually
understood the material is rarely considered. Among all observations conducted in their
classrooms, only two teachers attempted to move around the class to monitor the students’
learning. In this respect, traditional teaching is considered to the best teaching strategy
among the educators in this school and does not represent the changes suggested in the

renewed curriculum.

Clement (2010) wrote about the need to have quality lesson plans for teachers in
order for them to be prepared to face problems such as deviant behavior and classroom
management issues. In other words, it is deemed advisable to have a detailed and well-
prepared lesson plan that provides a description of any possible problems that may occur in
class as this is an important ingredient for successful teaching. However, teachers heavily
criticised differentiated lesson plans or collaborating on lessons with other colleagues.
From observations and document analysis, their lesson plans presented a complete
ignorance and lack of any effort to consider differentiation strategies. This refers back to
the importance of teacher training and teachers learning how to plan their lessons more
effectively. To support this, administration requires that teachers prepare detailed lessons
plans and ensure enough collaborative planning between teachers to reduce the workload if

they share planning equally. All these measures may help improve teachers’ attitudes



TEACHERS’ BELIEFS TOWARDS INCLUSION IN KAZAKHSTAN

towards efficient planning to satisfy the requirements of children with special needs.
Unfortunately, several of the respondents later claimed that the plans are just a formality

and are standardized in order to present to the administration

Challenges in the Implementation Process

The findings identify several barriers that present inconsistencies with international
definitions of inclusive schools. In summary, respondents named negative attitudes,
parental misconception and assumptions about the school classification, the late
identification of developmental problems among learners, large class sizes, and the absence
of teaching assistants as obstacles that prevent them from teaching more effectively. These
represent the most significant barriers towards the implementation of the policy. On the
one hand, the stated challenges are the compounded consequences of poor management
and decision making. Interestingly, many of them could be tackled (Scrugg & Mastropieri,

1996) by decisions taken by school principals.

Another difficulty the teachers frequently discussed was the assessment and
evaluation system that they do not think works for students with disabilities. In their view,
the division of special needs students who are more severely disabled into special
correction classes and the inclusion of the less severely disabled ones is the best option to
more fairly assess their students. Among their possible suggestions, the main one was not
to assess students’ performance by the descriptors provided. In their views, formative and
summative assessments are too demanding for students with cognitive disabilities and
other special educational needs. They stated that this creates more stress for the students.
This is a new finding that is particular to the context of this study and was, therefore, not

discussed in the previous literature.
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Finally, the teachers expressed their concern about how they should teach children
with severe disabilities. In their opinion, on the part of these students, it is not only
challenging in terms of knowledge acquisition but also stressful psychologically. The
respondents stated that because they have no special training to deal with students with
such disabilities, they decided that having them placed in a special classroom would be the
best option. In contrast to what most of the studies report (Avramidis, Bayliss, & Burden,
2000; Avramidis & Norwich, 2002; Rutar, 2012), teachers do not need to be specially
trained to teach in inclusive classes where there are children with severe disabilities.. To
conclude, it is not only that teachers are unaware of how to help children with emotional
and physical disorders but that they have never tried to carry out any adjustments to
differentiate their lessons and /or adopt more individualized approaches in their classroom

settings.

Chapter Summary

The discussion of the findings reveals that teachers are unaware of the difference
between integration and inclusion. Indeed, teachers believe they are doing their work in
inclusive settings and stay motivated to help and develop social support for their learners
with special educational needs on a daily basis. Meanwhile, the factors that affect their
unwillingness to accept changes in inclusive practices are their lack experience, lack of
training in teaching from the updated curriculum, the severity of their students’ disabilities
and large class sizes. In conclusion, this chapter discusses the barriers to implementing

inclusion that are also part of the factors that influence the attitudes of teachers.
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Chapter 6. Conclusions and Recommendations

This ethnographic study was aimed at examining the interrelationship between
what teachers believe inclusion is and their teaching methods and practices to implement
the concept in the school located in Almaty region that was chosen for the study. It also
investigated the way teachers understand the phenomenon of inclusive education and to
what extent they are able to adjust their teaching methods to provide for the needs of their
students. This chapter summarizes the research findings, the implications of these findings,
and makes recommendations for policy and school practices. The research questions that
guided this study were:

e How is the concept of inclusion interpreted, understood and implemented?

e To what extent do the teaching practices used in class satisfy the additional
educational needs of individuals in those classes?

e How does the curriculum correspond to the needs of inclusive education?

According to the findings, there are several conclusions that can be made. To
answer the first research question about the concept and how it is observed at the school,
teachers’ background information, their stories and in-class language was analyzed. I also
observed parents, other teachers and the school principal in between the lessons and during
breaks. The information | collected has helped me to make the claim that this school is
practicing what is described as integration (Boyle et al., 2012) rather than inclusion as the
characteristics of this inclusive school does not match to what suggested in the Index of

Inclusion (Booth & Ainscow, 2002).

However, in this school, the children are separated according to the degree of their
disabilities and those with the most severe disabilities study in different buildings. There
are some attempts to gather the entire school community during morning exercises, but

other social events are held separately by the special teachers and their special needs
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students in their classes. Despite there being a misinterpretation of the concept of inclusion

among the whole school community, teacher attitudes are, nonetheless, open and positive.

Two out of six teachers at the school believe that teachers are able to adjust their
teaching in inclusive settings regardless of whether any changes have been implemented in
the educational system and the curriculum, and how many students with disabilities are
present in class. These teachers agree that teaching everyone with equity and working hard
to deliver the information to their students are their main priority, which forms part of their
teaching philosophy. These findings have led to the salient conclusion that a renewed
curriculum and teacher training will eventually evolve into a transformation of their
beliefs, attitudes, and pedagogy (into using differentiated methods and instruction in class).
This will contribute to adjustments of teaching methodology and the construction of a

collaborative school culture.

As for the second research question, the pedagogical approaches and classroom
practices that were observed revealed that most of the teaching was delivered through
lecturing, teacher instructions and written activities. Classroom technology, flashcards, and
any other visuals, other than the board were not or only rarely used by the teachers to
support the different styles of their students’ learning. Teachers are also relied on a
question-answer manner of teaching without any pair or group work, as they reported that
this disturbs classroom discipline. Moreover, teachers do not plan their lessons in
accordance with the course plans from the updated program; instead, they use the ready-
made lesson plans that they download from a national methodological website® for
teachers in order to have a lesson plan for the sake of its physical presence, not to use it in

teaching. There is no culture of co-planning as teachers think it would take a lot of time,

5
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which they already lack. In addition, choral response and individual performances in front
of the board are considered to add more stress for students in the class. Students with
special educational needs to sit in the back and are not allowed asking for help or talking to
other classmates as this is treated as breaking the rules of discipline. There are teachers
who do try to encourage all the children in the class to participate, but most of the observed
lessons were traditional. To sum up, these teaching practices completely contradict

inclusive classroom practices.

The course plan suggests all the main class activities, differentiation and extra
tasks, and support that a teacher could provide to challenge or facilitate their learners.
However, teachers are too skeptical to accept this change to the system and prefer to
conclude that school does not contain the appropriate conditions to implement the ideas
suggested, and the equipment is too problematic to use in class, especially due to time
limitations. Other external problems with curriculum implementation are that the number
of teaching hours per subject is limited, and this affects students’ comprehension of the
information. Finally, the summative assessments after each unit, which are compulsory and
fixed in time, do not allow the teachers to be academically autonomous nor to sufficiently

revise the material before testing.

Recommendations

Having analyzed the findings of the present study, some recommendations were
developed to contribute to the development of inclusive education in Kazakhstan. First of
all, to increase the willingness of teachers to become more effective in teaching, regardless
of whether the classroom setting is inclusive or not, teachers are suggested to reflect on
their practices in a set of professional training sessions (Avramidis et al., 2000; Center &

Ward, 1987; Lindsay, 2007; Jordan, 2009; Lindsay & Stanovich, 1997). Teachers would
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particularly benefit from having professional discussions of successful case studies and
interacting with specialists in inclusive education, as well as learning how to use the

updated curriculum in a more efficient way.

Simultaneously with such training whereby teachers would improve while
reflecting on their experience (Makoelle, 2012), they would learn how to differentiate their
lessons and create tasks to develop students' communication and research or critical
thinking skills, that are unrelated to the acquisition of factual knowledge. The school
administration should better support the initiatives of those teachers who are already
teaching with a student-centered approach and are ready to share their expertise with their
colleagues. It has been proven that this kind of support is an effective factor influencing the
attitudes of educators (Lindsay, 2007). Furthermore, external assistance could be obtained
from trainers in inclusive education to mentor teachers and guide them towards the
implementation of new strategies in teaching. Finally, the continual participation of the
administration in the collaborative process will help develop mutual trust among all the

stakeholders of inclusive education.

To broaden the collaborative atmosphere in a school that practices inclusive
education, parents and educators should develop close relationships. All stakeholders
should feel affiliated to the institution and share the same values and mission of the school.
To have a clear vision of the role of every stakeholder of a school, the mission must first be
clarified and discussed within the school community. To further enhance such a
collaborative atmosphere, more teambuilding or social events should be organized for both
parents and teachers. The school that was part of this study displayed positive examples of
these types of communal activities, one of which was a warm-up in the morning when

teachers, parents and students do morning exercises together, which both students and
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parents seem to enjoy. Another positive example that seemed to be motivating and tended
to unite stakeholders was a concert performance organized by students and parents to
honor the teachers on their professional holiday. This exhibited the tight connection and
collaborative teamwork of both the parents, students and teachers. All the participants
expressed their positive emotions after the concert, and the atmosphere at the school that
day was friendly and homey. With such examples, we can see why it is recommended to

organize more activities to build a stronger rapport between teachers and parents.

Limitations of the study

The major limitation of the study lies in the chosen research design as it is based on
attitudes and beliefs that are difficult to measure despite all attempts to be objective to the
utmost degree. Furthermore, the sample of six teachers does not provide the opportunity to
generalize the information gained to the whole school. Additionally, the amount of
information gathered in the data collection process was analyzed over a short period of
time and may include some inconsistencies or subjective judgements, even though the

researcher was trying to select information that was only related to the research questions.

Recommendations for further research

As inclusive education is a novel concept in Kazakhstan, this school supplied the

necessary example of one in which educators are currently dealing with its implementation.

With the limited knowledge available in the specifications regarding inclusive education, |
suggest investigating other inclusive schools and centers in Kazakhstan to compare the
attitudes of teachers on a more national level and sharing the best practices that come out

from this around the country.
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The current research might be useful for policy makers and local authorities to
inform the measures they may take to improve issues now present in inclusive classrooms,
specifically with professional training on the curriculum, methodology, and the use of
school equipment and other teaching aids that would help teachers teach more effectively.
Another priority would be to pay more attention to medical personnel who specialise on
the identification of disabilities. Here, policy makers can enact measures to control or
develop the qualifications of these specialists in order to improve the diagnostic processes
of children, better identify their disabilities, and provide appropriate recommendations to

educators.

Final Reflections

Having finished this thesis and becoming completely engrossed in the information |
have collected, | have learnt that the field of inclusive education is quite topical, nowadays.
It would be relevant to study this subject further, both internationally and in the
Kazakhstani context, as it has not been sufficiently researched. | also discovered that, as a
research method, ethnography is a wide area to study, and | have, so far, attempted to study
just a small part of it. However, during the year I have spent working on this thesis, | have
evolved into a more mature emergent researcher than before beginning my thesis and now
feel more qualified to discuss the issues related both to inclusive education and
methodology in much more depth with other experts in the field. | can confidently claim
that | developed several life-long learning skills, namely searching and selecting only the
most relevant information to my study, planning and organizing my work, analyzing what |

observe and hear, and finally, applying research skills to solve practical educational issues.
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Appendices

Appendix A
INFORMED CONSENT FORM

Teachers’ Attitudes and Willingness Towards Inclusive Education Practices in One

Secondary School in Kazakhstan: An Ethnographic Study

DESCRIPTION: You are invited to participate in a research study on exploring the attitudes of teachers
towards the inclusive education practices and the process of its implementation in schools in the Almaty
region. You will be asked to participate in a face-to-face interview which will last about one hour and will be
audio taped. Your name in the data will be coded and will not be associated with any part of my written

research report. All the information and interview responses will be preserved confidential.

TIME INVOLVEMENT: Your participation will take approximately 1 hour.

RISKS AND BENEFITS: The risks associated with this study are minimal. Participants will in no way
have an impact on their current employment status. There are no other risks associated with this study. | am
going to collect personal information that is absolutely essential to the research activity only. The research
has an interest in the school, where inclusion is being implemented and it aims to describe the process in
details for further experience dissemination. We are interested in your opinion a lot. However, your decision

whether or not to participate in this study will not affect your employment.

PARTICIPANT’S RIGHTS: If you have read this form and have decided to participate in this project,
please understand your participation is voluntary and you have the right to withdraw your consent or
discontinue participation at any time without penalty or loss of benefits to which you are otherwise entitled.
The alternative is not to participate. You have the right to refuse to answer particular questions. The results
of this research study will be written up in my Masters’ Thesis. They may also be presented at scientific or

professional meetings or published in scientific journals.

CONTACT INFORMATION:
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Questions: If you have any questions, concerns or complaints about this research, its procedures, risks and
benefits, contact Nadezhda Ponamareva - Master thesis student and her supervisor Janet helmer through their
emails: Nadezhd.Ponamareva@nu.edu.kz, Janet.Helmer@nu.edu.kz.

Independent Contact: If you are not satisfied with how this study is being conducted, or if you have any
concerns, complaints, or general questions about the research or your rights as a participant, please contact
the NUGSE Research Committee to at gse_researchcommittee@nu.edu.kz

Please sign this consent from if you agree to participate in this study.

. I have carefully read the information provided;

. I have been given full information regarding the purpose and procedures of the study;

. I understand how the data collected will be used, and that any confidential information will
be seen only by the researchers and will not be revealed to anyone else;

. I understand that | am free to withdraw from the study at any time without giving a reason;

. With full knowledge of all foregoing, I agree, of my own free will, to participate in this
study.

Signature: Date:

The extra copy of this signed and dated consent form is for you to keep.

According to the law of the Republic of Kazakhstan an individual under the age of 18 is considered a
child. Any participant falling into that category should be given the Parental Consent Form and have

it signed by at least one of his/her parent(s) or guardian(s).
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POPMA UHO®OPMAIIMOHHOI'O COI'VIACHUA

OTtHomeHne quTeneﬁ M UX T'OTOBHOCTH K BHEAPCHHUIO ITPAKTHUKH WHKIFO3UBHOI'O

o0pa3oBaHMs B IIKOJIE

OIIMCAHMUE: Bam npepiaraercsi IpuHATh y4aCTHE B UCCIIEI0BATEILCKOM CEMUHAPE 10
MHKJTIO3UBHOMY 00pa30BaHUIO B pernoHe. Bac monpocsaT npuHATh y4acTHE B INYHOM
HUHTEPBBIO, KOTOPOE MPOATUTCS OKOJIO Yaca U OyAeT 3amucano Ha ayauo. Baie ums B
JTaHHBIX OyJIeT 3aKOAUPOBaHO U He OyneT nepenaHo Hukomy. Bes nndopmanus u

WHTEPBBIO OYIyT COXpaHEeHbl KOH(PHICHIINATbHBIMH.

BPEMA YUACTHE: Bawe yuactue 3aiimer okoso 1 gaca.

PUCKU U ITPEUMYIIECTBA: pucku, CBA3aHHbBIE C ’TUM UCCIICIOBAaHUEM,
MUHUMAaJIbHBL. YUYAaCTHUKHU HEe OyIyT BIUATH HA MX HBIHEITHUH CTAaTyC 3aHATOCTH. [pyrux
PHUCKOB, CBSI3aHHBIX C 9TUM HCCIIeZIoBaHUEM, HeT. S cobupatock coOpath nHMOpMALIHIO,
KoTopasi abcomoTHO HeoOxoauma. VccnenoBanue 3anHTEpEeCOBaHO B IIKOJIE, TIe OHA
BHEJIPSIETCS, M OHA HAMpaBIIEHA HAa ONMcaHue nmpouecca. Ham oueHb mHTEpECHO Balle
MHeHue. OJIHaKo Ballle PeIIeHHe O TOM, Y4aCTBOBATh UJIM HET B 3TOM HCCJIEIOBAHUM, HE

MOBJIUSIET HA Balry padoTy.

[TPABA YUACTHUKA: Ecnu BbI pousu 3Ty popmy, oxkanyicra, MORMUTE, YTO BbI
MMeeTe ITPaBO OTO3BaTh CBOE COIVIACHE WIIM MPEKPATUTh JEHCTBHE. IPABO. AJIBTEPHATUBON
SBJIIETCS HE ydacTue. Bbl nMeeTe mpaBo 0TKa3aThCsl OTBEYATh HA KOHKPETHBIE BOMPOCHI.
Pe3ynbratel 3TOrO0 HiccneaoBaHus OyayT HaMCaHbl B Te3uce MarucTpoB. OHU TakkKe MOTYT
OBITh TIPEJCTABJIEHBI HA HAYYHBIX WM MPO(ECCUOHATBHBIX COOPAHUAX WU OMYOJIUKOBAHBI

B HaYYHBIX )KypHaJax.

KOHTAKTHAA NTHOOPMAILIMA:
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Bompocsr: Eciiu y Bac ecTh kakue-mu00 BOIPOCHI, TPOOJIEMBI WITH JKaI00BI HA 3TO
HCCICAO0BAHUC, CTO MMPOUCAYPHI, pUCKH U BbII'OAbI, CBSXKUTECh C CTYACHTOM MAaruCTpaHTOM

u ee cynepnaiizepoM [lonamapesoii Hanexnoii u Jxxanet Xanmep no uMei

Nadezhd.Ponamareva@nu.edu.kz, Janet.Helmer@nu.edu.kz.

HezaBucumeiii koHTakT: Ecau Bac He YCTpanuBacT TO, KaK BbI pa60TaeTe, O6paTI/ITCCb B

Uccnenoatensckuii komuter NUGSE B gse_researchcommittee @ nu. edu.kz

HOH(&HYﬁCTa, IHOAIMUIIUTE 3TO COorjaacuc.

* 5l BHUMATEIIHLHO IIpoYHrTaJI IMPEAOCTABICHHYIO I/IH(I)OpMaI_II/IIO;

* MHe Obl1a peocTaBiIeHa MOTHAsE MHPOPMAIUS O IeTTH UCCIIe0BAHUS;

* S1 moHnMaro, KaKk OyIyT cOOMpaThCs TAaHHBIE, U YTO JTI00ast KOH(PHICHIIMATbHAS

uHpopmanus OyieT BUIHA KOMY-TTHOO elle;

* Sl noHumaro, 4To st Mory cB0OOO/IHO IOKMHYTh KaOMHET B J11000€ Bpemst 0e3 00bsACHEHUs

IIpUYNH;

» MMes 11oJ1HOE 3HaHKE 000 BCEM DTOM, I COTJIACEH C MOEH COOCTBEHHOM BOJIEH.

Iloanuce: Mara:

JlonosHUTENbHAS KOMKS ATON MOANMCAHHOW U TaTUPOBAHHOM (OPMBI coriacus

npeaHa3HauCHa IJid Bac.
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Coznacno 3axkony Pecnyonuxku Kazaxcman, pebenok 6 eéozpacme 00 18 nem cuumaemcs
pebenkom. JI1oboii pooumens (pooumenu) unu onekyn (08) pooumens (08) 00nIHcHbL

ObL1U ObIMb BKIIIOUEHBL 8 (hOpMY co2nacusn pooumeeil
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AKITIAPAT XXOHE BAVJIAHBICTEI ®OPMA

Kazakcranaarsl 6ip opTa MEKTENTe MyFaTiMAepIiH KapbIM-KaThIHACKI )KOHE MHKIIIO3UBTI

Oimim Oepy ToxipuOecine NalbIHIBIK: STHOTPAQUSIIBIK 3epTTEY

CUITATTAMACHI: Ciznepai HHKITIO3UBTIK OLTIM Oepy IPaKTHKACHIHA KoHE AJIMAThI OOJIBICHIHBIH
MEKTENTEPiHe SHTI3y MPOIleCiHe MYFaTIMICPIiH KapbIM-KaTbIHACKI TYPAJIbl 3ePTTEYTe KaThICYFa
makeipamb3. Cisre 0ip caraTka CO3BUIATHIH )KOHE ayAHOFa Ka3blIaThIH XKeKe cyXx0aTTacyra KaTbICy
cypaiazpl. Ci3fiH aTBIHBI3 IepeKTepre KOITalIa bl )KoHEe MEHIH jkaz0aria 3epTrey eceOiMHIH KaHaal 1a
Oip OesniriHe OaitnaHbICTHI OONMMa bl bapiblk akmapat meH cyx0aT Kynus TYpAe CaKTalaibl.

OTKI3IVIETIH YAKBITbBI: Ci3nin KaTeICybIHBI3 IIaMaMeH | caFaT yaKbITBIHBI3IBI alaibl.

3EPTTEY K¥MbICBIHA KATBICY AbIH KAYIIITEPI MEH APTBIKIIBIJIBIKTAPBI:

Ocprl 3epTTeyre OaillaHBICTBI TOYeKeaep a3. KaTeicymbiiap sKyMbICKa opHaliacy MopTebecine
emKanai acep erneiii. Ockl 3epTTeyre OalIaHBICTHI 0acKa Ja ToOyeKenep KOoK. MeH FhUIbIMH-
3epTTeY JKYMBICTapHl YIIIH 6Te KaXKET )KeKe aKIapaTThl )KHHAUTHIH O0TaMBIH. 3epTTEy HHTETPALIUSTHE
JY3€re achIpaThIH MEKTEIIKE KBI3bIFYIIBUIBIK TYABIPAAbI XKoHE TOKIPHOCHI apbl Kapail TapaTy NpoIeciH
TOJIBIK cHIaTTayFa OarpiTTasFad. Ci3liH MiKipiHi3 013/ KbI3BIKTRIPAAbL. Ajaiaa, OChl 3epTTeyTe KaThICy

HEMece KaThICIay TypaTbl MEIIiM Ci3/iH )KYMBICBIHBI3Fa acep eTHEH I

KATBICYHIBI K¥YKBIKTAPBI: Erep Ci3 Oepinren ¢opMaMeH TaHBICHIT, 3ePTTEY KYMBICHIHA KaTBICYFa
mrerriM Kabbuigacanpi3, Ci3liH KaThICYBIHBI3 €PiKTi TYp/e eKkeHiH Xxabapiaiimbl3. COHBIMEH KaTap, KajaraH
YaKbITTa afBINITYI TOJIEMEH KOHE Ci3/TiH JIEyMEeTTIK KeHUIIIKTepiHi3re emr Kecipin TUriz0en 3epTrey
JKYMBICBIHA KAaThICY TYpaJIbl KENiCIMiHI3/1 Kepi KalTapyFa HeMece TOKTaTyFa KYKBIFBIHBI3 0ap. 3epTTey
JKYMBICBIHA MYJIZIEM KaThICTIAyBIHBI3FA J1a TOJIBIK KYKBIFBIHBI3 Oap. CoHmaii-ak, Kanman aa 0ip cypakTapra
xayar OepmeyiHizre e o61eH 6onansl. by 3epTTey *KyMBICBIHBIH HOTIKEIIEP] akaJeMUSUIBIK HeMece

Kacibu Makcarrapsa Oacrara YCHIHBUTYBI HEMECE IIBIFapbuTybl MYMKIH.

BAWJIAHBIC AKITAPATHI:
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CypakrapbIHbI3: Erep sxypri3inin oTbIpFaH 3epTTey >KYMBICBIHBIH MIPOLIEC],KayTli MEH apTHIKIIBUIBIKTAPhI
TypaJibl CYparblHbI3 HEMECEC 1Iar bIMBIHbBI3 6onca, Keeci Oaitnaneic KypaJaapbl apKblJIbl SepTTeyHliMeH
xabapnacybiHpi3ra 6omaasl Nadezhd.Ponamareva@nu.edu.kz, Janet.Helmer@nu.edu.kz.

JEPBEC BAMJIAHBIC AKITAPATTAPBI: Erep Gepinren 3epTTey ’yMBICHIHBIH KYpri3ilyiMen
KaHaraTTaHOACaHBI3 HEMECe CYpaKTaphIHBI3 OCH MIarsIMIapBIHEI3 Oojica, HasapbaeB YuauBepcureti JKorapsr
Binim Gepy MekTebiniH 3epTTey KopceTiIreH Oaianbic Kypangapsl apKbUIbI XabapiaacysIHbI3Fa 00JaabL:
SIIEKTPOH/IBIK TIOIITaMeH gSe_researchcommittee@nu.edu.kz.

3epTTey JKYMBIChIHA KaThICyFa KeiciMiHi3i OepceHis, Oepiiren opMara Kol KOIOBIHBI3IBI CYPaiMBbI3.

. Men GepinreH popMaMeH MYKHST TaHBICTBIM;

. MaraH 3epTTey KYMBICHIHBIH MaKCaThbl MEH OHBIH HPOLEyPACchl JKalbIHA TOJBIK aKmapaT
Oepinmi;

. JKunakranraH aKkmapaT IEH KYITHS MOIIIMETTEpre TeK 3epPTTEYIIiHIH 631He KOJDKETIMII )KOHE

MOJTiM OOJIATHIHBIH TOJBIK TYCIHEMIH;

. MeH Ke3 KelreH yakpITTa eIIKaHAail TyCiHIKTeMeci3 3epTTey KYMBICBIHA KaThICYaH 0ac
TapTybIMa OOJIATHIHBIH TYCIHEMIH;

. MeH >xoFapblia aTajblll ©TKEH aKIapaTThl CaHaJbl TYpAe KaObUian, OChl 3epTTeY KYMBICHIHA
KaTBICYFa 03 KelliciMiMai OepeMiH.

Komnsr: Kysi:
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Appendix B
INTERVIEW PROTOCOL

Project title: Teachers’ Attitudes and Willingness Towards Inclusive Education Practices

in One Secondary School in Kazakhstan: An Ethnographic Study

Interviewee:

Date:

Time: February, 2019

Place: secondary school in Kazakhstan

Preliminary procedures: introducing self, the purpose of the study, and anonymity

protection; getting permission to audio record; signing the consent form.

Dear Participant,

Thank you for taking the time to participate in the interview which is part of my thesis
master's program. The following questions will help me learn more about your attitude
towards the inclusive education in Kazakhstan and the process of its implementation in
your school. During the interview there may be some additional questions that will help me
to clarify your answers. | would like to remind that the confidentiality and anonymity of

your responses will be kept.

Participant Background Interview Questions:

1) How long and in what capacity(ies) have you been in education?
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2) What subject area/grade level do you teach?

3) Tell me about your experience and professional qualifications

4) How can you describe inclusion in your own words?

5) What is your opinion of the inclusive education?

6) Can you share your concerns about the implementation of it?

7) Do you enjoy working with children outside of the class?

8) Do you feel any support from the administration and parents at school?

9) How can you characterise the curriculum in terms of its content and direction to

inclusiveness?

10) What are you lacking to teach successfully as you dream about?

11) Can you agree that children in class only benefit from inclusive education? Why (not)?

12) To what extent are you able to apply the methods recommended for inclusion in your

classrooms?

Interview 2

1. Describe a typical day with children with disabilities in your class?
2. How students with disabilities were included in your class?
3. How did you feel when you first came to this school?

4. What are the pros and cons of the inclusive education in your opinion?
5. Could you please give any example of challenges that you felt in the process?

6. Who do you think support you most when you feel the challenges in your job?
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7. what about parents? what is their role in the process?academic activities?

8. Do you have enough equipment and other services provided to support children with
special needs in school?

Thank the participant for the interview. Assure them again about the confidentiality of

received information.
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Appendix C

Interview 2 transcript

1: OTKpOBEHHO TOBOPS, s HE Bepro B UX Oyayiiee. XOTs U OMpPEACSIEHHO, 3TO OUYEHb
Xopouiad MpakKTukKa U uAcs BKIIKOYaThb I[eTeﬁ B KJIACCHI BHEC 3aBUCUMOCTHU OT HUX ITOJIOKCHUA
B OGH_ICCTBG HJIK CCJIM BAPYT OHU HEMHOI'O HC JOTATHUBAIOT 110 YCIICBACMOCTHU B KJIACChI, IAC
yuatcsi oObIuHbIe AeTH. [I0TOMY UTO 3TH 1€TH Takue ke, KaK UX CBEpCTHUKU. IM Hy)HO

YYBCTBOBATh, YTO UX HC UCKIIFOYAOT U3 TOJIIIBI.

2: 5 YYHUTCIIb CO CTAXKEM B 27 et Ha ,I[aHHLIﬁ MOMEHT. Y MEHS €CTh HECKOJIbKO KypCOB,
KOTOPELIC ObLIU IMPOBCACHBI 110 BHCAPCHNWIO HHKIIFO3UBHOT'O 06p830BaHI/I$I H KakK pa6OTaTL C
JCTbMHU C 0COOBIMHU HOTpe6HOCT$[MI/I. Ho no 9TOr0,y MCHI HUKOI'ZIa HC OBLIO crnenuaabHOM
IIOATOTOBKH PaHbIIC. TCHCpb IpUIIJIOCHh HAYUUTBHCA pa6OT8.TB ¢ HUMH. Mos mKkosa
OTIIpaBHJIa MCHA U3Y4YaTb 3TOT BOIIPOC. MHe X0Tea0Ch IIOMOYb JIOO4AM, U MCUYTa CTaTb
YUYUTCIIEM ObLIa C JACTCTBA. Korz[a BIICPBBIC MHC ITPUILIIOCH pa6OTaTL C ICTbMU-
HHBAJINJIaMHU, TO, UYTO KC ACJIATh, HO ITO3KE MO IIKOJIa OTIIpaBrJia MCHA HA KYPCHI, U
BPOAC KaK HAYyIHJIaCh MPEIogaBaThb 1o HOBOM nporpamMmme. Ho Bce PpaBHO I'pyIiIoBasd
pa60Ta 9TO JIMIIb TpaTa BPEMCHHU U HAPYLICHUC JUCHUIIJINHBI, BO MHOT'HUX CJIy4asaX 3TO TOT
MOMCHT, KOTr'la 3a CHCT APYTIUX ACTU HC BBIIIOJIHAOT pa60Ty. TaK, YTO 51 OBI YCOMHMJIAChb B

HOBU3HEC IPpOIrpaMMBbl 1 METOAAX, a TaAK¥KC B 3(1)(1)GKTI/IBHOCTI/I OTUX METOJ0OB HA MPAKTHKE.

3: Kaxaplit neHs Mbl HaurHaeM B 8.30 1 mpoBoaAuM (hr3HUecKHe YIpaKHEHHs Ha YIULE.
3areM OHM UIYT Ha 3aHATHUSA A0 o0efa ¢ AByMs YUUTEISIMU B crieninaibHoM Kkiacce. [locne
3aHATHI OHM MOTYT TOMTH JJOMOM WJIM OCTaThCS JI€NIaTh IOMAIIIHEE 3aJJaHue TIPU
MO/IEPKKE TIOMOIITHUKOB. B TIepBbIil pa3 y MeHs ObLT TaKoH YPOK, s ObLIa HE OYCHB
cyacTiIMB. Y MeHs He OblIO 3HaHU, g He 3HaJ, YTo AenaTh. He yyBcTBOBaTH cebs

uckioueHHbIM. Ho Teneps, mocne o0yueHus, KOTOpoe y MEHS €CThb, 1 YyBCTBYIO, UTO Y
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9TUX JI€TE€H €CTh NHTEPECHBIEC UJIEU U AKTUBHOCTb. Y MEHs BCE €IlE €CTh HEKOTOPBIE
poOJIeMbl, HO HEe TaK MHOT0, KaK paHbiie. OHHM Bcerja 4yBCTBYIOT qaBienue. Ho s
CTaparoCh MPOABUTaTh 3TH LIEHHOCTH. Sl yUUTEIh CTApOl IIKOJIBI, 51 HE OO0 TPOCUTH O
nomotny. 5 He ymero uckarb nHpopmanuio B IHTepHETE, HO Y MEHS €CTh TOMOIIHHUK,

YTOOBI IIOMOYb MHE C 3THM.

5: [lopnepskka poauTenei - CIpOCUTE, OMACHBI JIM OHU WJIM MOTYT HAIlaCTh Ha CBOUX
nereii. Ho g mpITaroch OOBSICHHUTE, YTO OHHU OJMHAKOBEL. Y MeHA 5 )kajio0 B roj, HO 110
cpaBHeHUIO ¢ 10 rogamu 570 ObLTO HAMHOTO O0JbIIe. MBI TOCYTapCTBEHHAS KO,
M03TOMY (PMHAHCUPOBAHUE OCYILECTBISETCS TOCYJaPCTBOM, HO MBI MOKEM cebhe
MO3BOJIUTH TOJIBKO HAC KaK y4uTeNneld. Y Hac eCTh IICUXOJIOT, HO HE 00y4YeHHBIN
0COOCHHOCTSIM MHKJIIO3UU. M cO CTOPOHBI aIMUHUCTPAIIMN YYBCTBYEM JJOBEpUE U
MOAJICPAKKY /14, TUPEKTOP BIOJHE MOAIEPAKUBAIOIIAs )KEHIIMHA, OHA BJIOXHOBJIEHA, OHA
MOJIOJEI] KOHEYHO. OJHAKO €CTh U IPYTUe JHUIa U OPraHu3aluy repe KOTOPIMU HaM
HE00XOIMMO OTYUTHIBATHCS U IO MPOTPaMMaM U MO Ka4eCTBY OOYUYEHHS U JaXKe 3a
VMHJIMBH1yaJIbHbBIE TIJIAaHBI 110 AeTsAM. Kak jke Toraa roBOpuTh O NO3UTUBE UITU TIOJIJIEPIKKE

€CJIN CO BCEX CTOPOH AaBAT....

6. B akanemuueckoi JesITeIbHOCTH €CTh JONOJHUTENbHbIE 3aHATHS, U MBI IOMOT'aEM UM C
JIOMAITHEeW paboTol U CHOBA OOBsICHSIEM TeMbl. S mato UM onosiHuTeNnbHbIe 10 9acoB B
Hezemnto. Jla 3To TpyJAHO, TOTOMY YTO OHU MOTYT COOTBETCTBOBATh KapTHHKAaM, HO
TOBOPUTH OUYEHb TPYAHO AJis1 HUX. HO B HEKOTOPBIX MpenMeTax OHU MOT'YT MOKa3aTh CBOE
TBOPUYECTBO KaK YPOKHU UCKYCCTBA WM (PU3KYIbTYpHI. S 1enato Bce BO3SMOKHOE, U MHE HE
HYKHO, YTOOBI KTO-TO OBLI BOBJIEYEH B MOIO paboTy. S Mor Obl cka3aTh BaM, UTO OHU

JIeNa0T YCIEXU CTONBKO, CKOJIBKO MOTYT. C XOpOIIMM OTHOLIEHUEM YUUTENEeH JETH MOTYT
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nokasath pe3ysbrar?! Jla moxkanyi HeT, Jake €clid TaM y Bac JiBa npemnojaBarens Ha 20

genoBek. O Kakux MCTOAAaX MOXKCT UATHU peqb?

Appendix D

During observation notes

Attitude
T2 - gently speaks, loud voice, moves around
the class and kids, more open, patient

Skills and techniques (FA, feedback, climate,
rapport, differentiation, access to learning
equipment)

Cards, flashcards, songs, moving children in
class in the middle, pairing weaker and more
able,open to questions, assessment of tasks
orally, no criteria. No negative FB if some kids
could not do it

Children and their behaviour -

Loud, messing a bit, smiling, distracted easily,
hug the teacher, 3 ss only, complain that tired

Positioning in class - next to children, moving.
Kids are in a raw then pairs.

Group or pair work - mostly individual. Then
pair work and finally a group one

Assessment and evaluation - sets the aim of
the lesson. Then the task but does not say
how they will do it correctly. After completion
she says that only one could do it - others are
not commented

During observation notes 2

After the lesson

Attitude
T1 - strict, neutral, no
support to kids

Skills and techniques (FA,
feedback, climate, rapport,
differentiation, access to
learning equipment)

Lecturing, strict, no special
equipment used jut board
and desks and copybooks,
no FA, checking home task
as a class, dividing kids b
levels and raws

Children and their
behaviour -

Quite, only some ss speak
in class, raise hands, not

Positioning in class -
teacher in the center, in
front of kids, raws,
inclusive kids are in the
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used to pair work or group
work, feel the mood of the
teaher

back

Group or pair work - only
individual on all stages and
lessons

Assessment and evaluation
- sometimes asks others to
assess some kids to help
the teacher, checks with no
criteria just comments in
general, marks are
traditional from 2 to 5.
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