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FACULTY ATTITUDES TOWARD DISABILITY-INCLUSIVE
EDUCATION AT ONE NATIONAL UNIVERSITY IN KAZAKHSTAN
Abstract
With a continuous increase in the number of students with disabilities all over the globe, it
is crucially important to create a cohesive and supportive environment at universities.
Kazakhstan has made a step forward in implementing the principles of equality by ratifying
the United Nations (UN) Convention on the Rights of Persons with Disabilities, allocating
state grants for students with disabilities, and developing the concept of inclusive
education. However, the students with disabilities are still underrepresented at universities
despite the fact that Kazakhstan is experiencing the similar upward trend in the number of
disabled persons. This entails discussions about faculty attitudes, assessment, and
educational practices focusing on the provision of accommodations and facilities for
students with disabilities. The present study therefore aims to investigate faculty attitudes
toward disability-inclusive education at one national university in North Kazakhstan. Eight
faculty members from different departments participated in semi-structured interviews and
shared their views regarding the inclusion of students with disabilities into the
contemporary system of Kazakhstani higher education. Findings suggest that although the
faculty held a generally positive attitude towards students with various disabilities, they
expressed contrasting views when it came to the inclusion of students with mental health
and/or intellectual disabilities in their classes with female faculty members being more
supportive than their male colleagues. The study has also shown that faculty’s educational
background may have influenced their willingness to provide academic accommodations
for students with disabilities. In addition, the interviews disclosed insufficient awareness
about regulations, normative documents on inclusive education as well as the

accommodations needed for students with special needs. A deeper understanding of faculty
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beliefs and perceptions will inform the ways in which the policy makers can address the
issues that emerged from the study. The discussion and recommendations for further
inquiry and practice are provided.

Keywords: disability-inclusive education, higher education, diversity, faculty

attitude, Kazakhstan
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KA3AKCTAHIAYBI BIP MEMJIEKETTIK YHUBEPCUTET
OKBITYIIBLIAPBIHBIH, )KOFAPBI BIJIIM )KYHECTHE MYMKIH/IITT
HEKTEYJI ASBAMATTAP/bI EHI'I3YTE IEI'EH KO3KAPACHI
Axparna

OJeMIe MYMKIHJIIT] MEKTEY CTYACHTTEP CaHbI TYPAKThI OCIM KaTKAHIBIKTAaH, dKOFaphl
OKY OpBIHJIapbIHIA YHIECIM/II )KOHE KOJIAMIIBI OpTa KYPY 6T€ MaHbI3IbI OOJIBIT Ta0bLUIAbI.
Kazakcran Myrenextep Kykpikraps! Typansl bipikken ¥nrrap ¥iibiMbl KoHBEHIMSICHIH
parudukanusiay, THKIIO3UBTI OUTiM Oepy TYKBIPBIMIaMaChIH 93ipJey )KoHE epeKIe
KXKETTUTIKTEepl 0ap CTyJEHTTEp YIIiH MEMJICKETTIK IpaHTTap 06y apKbUIbI TEHJIIK
KaFUIachIH ICKe achIpy/a aliFa KaJiaM jkacajbl. Ajaiiia, oJieMHIH Oacka enjepiHeriaen
Kazakcrangarsl MYMKIHJIITT IIEKTEYJII CTYACHTTEP CAHBIHBIH ©CY YpIiCiHEe KapaMacTaH,
OJIAPJIBIH JKOFaphl OKY OPBIHIAPBIHA O1TiM alTy KOpCETKIMI aJli e TOMEH JieHTelae. by
OKBITYIIBUIAPIBIH MYTEICKTEpre apHaJIFaH jKaF1aiiap MeH MYMKIHIIKTEp/ KaMTaMachl3
eTyre JeTeH Ko3Kapachl, Oaranay jKoHe OKBITY SICTepi Typalibl MiKipTanac TyIbIpaibl.
Ocpinaitma, 6yt 3eprrey *kyMmbickl ContycTik Kaszakcranaarsl Oip YITTHIK YHUBEPCUTET
OKBITYILIBUIAPBIHBIH MHKJIFO3UBTI O1J1IM Oepyre JAereH Ko3KapachlH 3epTTeyre OarbITTallFaH.
Typuni paxkynapTeTTEepAlH Ceri3 OKBITYIIBUIAPHI XKapThUlail KYpbUIbIMIAHFaH Cyx0aTKa
KaTbIchll, KazakcTanaarsl )korapel OUTIM Oepy/iH 3aMaHayu )KyHeciHe epeKIle
KOKETTUTIKTEP1 O0ap CTYAEHTTEP Il €HT13y Typalibl ©3 onnapsiMeH Oeicti. KopbeIThiHIBLIAD
OOMBIHIIIA, OKBITYIIBIIAP MYMKIHJIIT] MIEKTEYI1 CTYyIEHTTEPre OH KO3Kapac TaHBITKAHMEH,
MICUXMKAJIBIK KOHE/HEMECE UHTEITIEKTYaJAbl MYTEAEKTIr 0ap CTyIeHTTEep/Il EHI13yre
KeJTeH e Kapama-Kapchl MiKip OUTIipAl. Oienep epiaepre KaparaHaa OHIan
CTYAEHTTEpAIH O1J1iM aybIH Ke0ipeK Koyaaabl. 3epTTey *KYMbIChI KOPCETKEHEH,
OKBITYIIBUIAP/IBIH AJIFaH OLTiMI OJIapbIH MYTEIEKTIr1 Oap CTyIEHTTEepre akaJ eMHUsIIbIK

KOJIAHJIBUIBIK KYpallJJapblH Oepyre JalbIHABIFbIHA ocep €Tyl bIKTUMai. COHbIMEH KaTtap,
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3epTTEy KYMBICHI OKBITYIIBIIAPIBIH HWHKIIO3UBTI O1TiM Oepyre KaTBICTHI epexerep,
KYXKaTTap, COHIai-aK epeKIIe KaKEeTTUTIKTEPl 6ap CTYyACHTTepre KEPEeKTi KOJMaIbUIBIKTap
Typaibl Oeiixabap 00ybl aHbIKTaNABI. OKBITYIIBUIAPABIH HAHBIMIAPhl MEH KO3KapacTapblH
TEPEHIPEK TYCIHY casicaTKepiep/i 3epTTey OapbIChIH/Ia aHBIKTAIFAH MOCEIeNIeP Il Ty
XKoJaapeiHaH xabapaap ereni. JKyMbIcTa KeHiHT1 3epTTey JKOHE TOKipruOe OoibIHIIAa
miKipTajgactap MEH YChIHBICTap KeNTipiiei.

Kinmmik ce30ep: epexie KaXeTTITiKTepl 0ap CTyACHTTEp/Ii eHTi3y, dKOFapbl OLTiM,

OPTYPILTIK, OKBITYIIBIIAPIBIH KO3Kapackl, Kazakcran
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OTHOIEHME NMPENNOJABATEJIENA OJTHOT'O HAITMOHAJIBHOI'O
YHUBEPCUTETA B KA3AXCTAHE K BKJITIOYEHUIO JINI
C O'PAHUYEHHBIMH BO3MOXHOCTAMHU B CUCTEMY BBICHIEI'O
OBPA3OBAHUA
AHHOTaNuA

[Ipu nOCTOSIHHOM pOCTE YKCIIa YYaAIIUXCS C OFPaHUYEHHBIMU BO3MOKHOCTSIMU BO BCEM
MUpE KpaliHe BaXKHO CO3/1aTh CIUIOYEHHYIO U MOJAECPKHUBAIOLIYIO CPELY B YHUBEPCUTETAX.
Kazaxcran cienan mar Brepes B peaau3aliy MPUHIIUIIOB PAaBEHCTBA ITyTeM paTH(QHUKAINN
KonBenuun Opranuzanun O6benuHeHHbix Hanunii o npaBax MHBaIUAOB, BbIIEICHUS
roCyAapCTBEHHBIX TPAHTOB ISl YUAIIUXCSI C 0COOBIMU MTOTPEOHOCTSIMU U Pa3pabOTKH
KOHIICTIIMY MHKJTIO3UBHOTO 00pa3oBanusi. TeM He MeHee, CTYIEHTHI C OTpaHHYCHHBIMH
BO3MOXKHOCTSIMU TO-IIPEKHEMY HEOIPEICTABICHbI B YHUBEPCUTETAX, HECMOTPS Ha TO,
yto Ka3zaxcraH UCHIBITHIBAET aHAJIOTUYHYIO TEHJEHIUIO POCTa YUCIIa CTYJEHTOB C
OTpaHUYEHHBIMU BO3MOKHOCTSMH. DTO BJIEYET 32 COOOH TMCKYCCHIO O MOIX0AaX, OIIEHKAX
1 o0pa30BaTeNbHBIX METOJAX MpenoaBaTesieii, OpUEHTUPOBAHHbBIX HA IIPEIOCTABICHUE
MPUCTIOCOOIEHUHM U BO3MOXKHOCTEH [Tl yHalUXcsl ¢ OTpaHUYEHHBIMUA BO3MOKHOCTSIMHU.
Taxum oOpa3om, HacTosIIEe HUCCIEI0BAaHUE HAPABICHO HA U3yUYE€HUE OTHOILICHUS
npenojaBaTesiell K MHKI03UBHOMY 00pa30BaHUIO B OJIHOM HAI[MOHAJIbHOM YHUBEPCUTETE
Cesepnoro Kazaxcrana. Bocemb npenojiaBateneii u3 pa3Hbix (akyJIbT€TOB y4aCTBOBAJIU B
MOJIyCTPYKTYPUPOBAaHHBIX UHTEPBHIO U MOAETIINCH CBOMMHU B3IJIAJaMHU Ha BKIIOUYEHHE
CTYZICHTOB C OCOOBIMHU HYX/aMH B COBPEMEHHYIO CUCTEMY BBICILIET0 0Opa30BaHMsI B
Kazaxcrane. BeIBobI TOKA3bIBAIOT, UTO, XOTS MPO(ECcCOPCKO-TPENoaaBaTeIbCKUi COCTaB
B II€JIOM MTO3UTUBHO OTHOCHJICS K YYaIIIUMCS C pa3IMyHbIMU (POPMAMU MHBAJIMIHOCTH, OHU
BBICKA3bIBAJIM MPOTUBOIOJIOKHBIE B3IJISI/IbI, KOT/Ia PEUb 1JIa O BKIIOYEHUH YUYaIIUXCs C

MICUXHYECKUMHU H/WIIN YMCTBCHHBIMU 3a00JIeBaHUSIMU B CBOU KJIaCChbl, IIPUYCM KCHINWHBI-
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npernojaBaTesy ObuTH OoJiee OJIaroCKIOHHBI, YeM HX KOJIJIETH MY>KCKOTO TOJIa.
HccnenoBanue Takke mMoKa3aso, 9To 00pa30BaHHe MPEroaaBaTeneii, BO3SMOXKHO, TTOBJIHSIO
Ha X TOTOBHOCTh MIPEIOCTABIISAThH aKaJeMHUSCKUE y100CTBA IS YIaIUXCsI C
OTrpaHUYEHHBIMUA BO3MOXKHOCTSIMHU. Kpome Toro, B X0/1€ OIPOCOB OBLIO BBISIBICHO
HEJ0CTAaTOYHOE WH(OPMUPOBAHHE O HOPMATUBHBIX aKTaX, IOKYMEHTaX 110 HHKIFO3UBHOMY
o0pa3oBaHMIo, a TAKXKE 00 yI00CTBaX, HEOOXOIUMBIX AJISI YUAIIUXCS C OCOOBIMU
noTpeOHoCcTAMU. boree rmy0okoe moHNMaHKe YOKICHUI U BOCIIPUATHI TIPEIo1aBaTesei
Oyzaet nHGOPMHUPOBATH MOJTUTHKOB O TOM, KaK MOKHO PEUIUTH MPOOIEMbI, BBISIBICHHBIC B
X0JIe ucclieoBanus. B paboTe nmpuBeacHBI 00CYKICHHE, a TAKKE PEKOMEH/TAIUN K
JATBHEUIITIM HCCIICIOBAHUSM U TIPAKTHKE.

Kniouesvie cnosa: BKIIOYCHHE CTYJEHTOB C 0COOBIMU HYXIaMH, BBICIIICE

oOpa3oBaHue, MHOrooOpasue, OTHOIICHUE Mperno/iaBareneii, Kazaxcran

Xi
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Chapter 1. Introduction
1.1 Problem Statement

It is commonly acknowledged that university is an institution that provides higher
education for all people regardless of their age, gender, or abilities. This is reflected in
different legislative documents both at national and international levels (UN, 2006; Law on
Education of the Republic of Kazakhstan, 2007; SPED, 2010). They highlight that abilities
do not deprive the students of an opportunity to obtain education of all levels. Doing so,
they serve as a cornerstone of inclusive education in any country.

The number of students with disabilities pursuing higher education is globally
increasing (Baker, Boland, & Nowik, 2012). For instance, in the United States, the number
of students with disabilities increased from 6.3% in 1992-1993 (National Center for
Education Statistics, 1996, p.212) to 11.1% in 2011-2012 (National Center for Education
Statistics, 2016, p.474). Similarly, the proportion of students with disabilities in UK
universities reached 11.3% in 2013-2014 compared to 3.6% 1994-1995 (Riddell, 2016,
p.8). These figures entail discussions about faculty attitudes, assessment, and educational
practices aimed to provide accommodations and facilities for the students with disabilities
(Leyser & Greenberger, 2008). Numerous studies explored faculty attitude towards the
students with physical, learning, and developmental disabilities (Abu-Hamour, 2013;
Gibbons, Cihak, Mynatt, & Wilhoit, 2015). Faculty attitude is found to be influential in
terms of the performance and experiences of students with disabilities at universities
(Klehm, 2014). It was also revealed that students are concerned with the faculty attitudes
and might disguise their disabilities (Baker, Boland, & Nowik, 2012) forfeiting thus proper
accommodations.

Kazakhstan has made a step forward in implementing the principles of equality by

ratifying the UN Convention on the Rights of Persons with Disabilities which ensures “that
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persons with disabilities are able to access general tertiary education.... without
discrimination and on an equal basis with others” (UN, 2006, art.24). Several legislative
documents have also been devised at a national level including the concept of inclusive
education, the law on education, and the state program of education development
highlighting the importance of promoting inclusive education in secondary as well as in
higher education. However, the statistics have shown a low participation rate among
students with disabilities in higher education institutions the total number of whom was
only 304 or 0.06% of the whole student population in 2015-2016 (MNE, 2016), despite the
set-aside state grants to help them financially (OECD, 2017). Although the students with
disabilities receive financial aid from the state that covers tuition fee and provides a
monthly stipend, they are still underrepresented in numerical terms. Perhaps, there exist
other factors that impede their participation and/or retention in higher education.
According to Getzel (2008), such factors as faculty awareness of students with disabilities,
teaching strategies, and support services available on campus are of immense importance
for the persistence of such students. Moreover, attitudes are tightly connected with actions,
and negative attitudes may lead to discriminatory behavior (Hunt & Hunt, as cited in Barr,
2013). However, little is known about the attitudes and beliefs of faculty toward inclusion
of students with disabilities in Kazakhstani universities. EXxisting literature on inclusive
education in Kazakhstan seems to focus more on school and pre-school environments than
higher education settings (Jadrina, 2007; Kalashnikova, Bobrova, Likhacheva, &
Imanbekov, 2013; Oralbekova, Arzymbetova, Begalieva, Ospanbekova, Mussabekova, &
Dauletova, 2016; Aubakirova, 2016 ). Nevertheless, it identified unpreparedness of
professionals to teach students with disabilities and prevailing negative stereotypes about

them (Denivarova & Abdresheva, 2015) and highlighted the importance of both theoretical
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and practical teacher training in successful implementation of the principles of inclusive
education (Zholtayeva, Stambekova, Alipbayeva, & Yerzhanova, 2013).

Because far too little attention has been paid to the issues of disability-inclusive
higher education, there remains a paucity of research on faculty attitudes toward students
with disabilities and it is not clear what factors influence those attitudes. Therefore, the
present study is important to shed a light on the attitudinal tendencies that abound among
university educators of Kazakhstan and provide a meticulous investigation of their
perspectives as the faculty attitudes have an impact not only on students but also on the
success of inclusive education in general.

1.2 Purpose of the Study

The purpose of this study is to explore the attitudes toward disability-inclusive
education for faculty at one national university in Kazakhstan. The study aims to provide
an in-depth analysis of the faculty perceptions regarding students with disabilities, their
capabilities to pursue degrees at universities, and faculty willingness to provide academic
accommodations for such students. This qualitative study will also examine how the
faculty gender, age, experience, background, or discipline influenced their responses.

1.3 Research Questions

The following questions guided the study:

1. What are the attitudes of faculty toward disability-inclusive education?
2. What are faculty beliefs with regard to providing accommodations for students with
disabilities?
3. What are the factors that influence faculty attitudes toward inclusion of the students
with disabilities into Kazakhstani higher education system?

The central thesis of this paper is that faculty from one national university in

Kazakhstan hold generally positive attitude toward students with disabilities. However,
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contrasting views were identified regarding the inclusion of students with intellectual
and/or mental disabilities into the contemporary system of higher education and the
provision of academic accommodations for students with disabilities in general. While
gender seems to influence faculty beliefs about students with intellectual and/or mental
disabilities, their educational background may have affected the way they perceived
academic accommodations. The study also argues that faculty lack knowledge of
disabilities, legislation, and accommodations, which will be further discussed in Chapter 4.
1.4 Significance and Contribution of the Study

The study offers some important insights into the prevailing tendency in the
attitudes of the faculty of one national university toward students with disabilities in
Kazakhstani higher education system. The findings of the study may be insightful for the
faculty as well as the university administrators. The latter can potentially benefit from
enhancing professional development among educators to better respond to the needs of the
students with disabilities. The participants themselves may discover certain areas for
improvement and later implement the changes in their teaching experiences.

A deeper understanding of faculty’s beliefs and perceptions will inform the ways in
which the policymakers can address the issues that will emerge from the study. It will
potentially disclose biases and stereotypes held by faculty that might hinder the
participation of the students with disabilities. Moreover, better appreciation and thorough
analysis of faculty attitudes will fill the existing literature gap in Kazakhstani higher
education in terms of inclusive education, which will facilitate further research on the
topic.

1.5 Defining Terms
Several terms will be frequently used throughout this dissertation. It is crucially

important to provide definitions for those terms because disability is a complex notion that
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is defined differently by different authors and organizations and therefore could be
interpreted in various ways (UIS, 2017). To avoid any possible confusion or
misunderstanding and align the terms with the existing legislation of the Republic of
Kazakhstan, the following definitions were extracted from the country’s laws. However,
they did not cover certain terms due to the different approach to disabilities classification
adopted in Kazakhstan. Those definitions, therefore, derive from the documents of United
Nations and World Health Organization, the major international organizations recognized
throughout the globe.

The term persons with special educational needs will be used to refer to the persons
who “experience constant or temporary difficulties in getting an education due to their
health, need special, basic education curricula and the curricula of additional education”
(Law on Education, 2007).

Within the Law on Education, the government of Kazakhstan defined inclusive
education as a “process that provides an equal access to education for all the learners
taking into account the special educational needs and individual abilities” (Law on
Education, 2007).

Persons with disabilities will concern “those who have long-term physical, mental,
intellectual or sensory impairments which in interaction with various barriers may hinder
their full and effective participation in society on an equal basis with others” (UN
Convention on the Rights of Persons with Disabilities”, 20006).

Some of the participants used the term invalid, which in the Law on Social
Protection of Disabled Persons (2005) is defined as “a person who has a health disorder
with a persistent disorganization of the body's functions, caused by illnesses, injuries
(wounds, traumas, contusions), their consequences, defects, which leads to the limitation of

vital activity and the need for his or her social protection”.
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According to the Law on Social and Medical Pedagogical Correctional Assistance
for Children with Disabilities (2002), physical disability refers to “persistent
developmental disorders and (or) malfunction of an organ (organs), requiring long-term
social, medical and correctional-pedagogical support”.

Mental disability is described as “a temporary or permanent defect in the
development and (or) malfunction of the human psyche, including: the consequences of
sensory disturbances; speech impairment; disturbance of the emotional-volitional sphere;
consequences of brain damage; mental development disorders, including mental
retardation; retardation of psychological development and related specific learning
difficulties” (Law on Social and Medical Pedagogical Correctional Assistance for Children
with Disabilities, 2002).

According to World Health Organization, intellectual disability means “a
significantly reduced ability to understand new or complex information and to learn and
apply new skills (impaired intelligence)” (“Definition: intellectual disability”, n.d.).

Finally, inclusive education is used to describe “a process that ensures equal access
to education for all students, taking into account special educational needs and individual
opportunities” (Law on Education, 2007).

1.6 Summary

This chapter presented the relevant background information and introduction to the
study. The following chapter will discuss existing literature on faculty attitudes toward
students with disabilities to obtain a comprehensive insight into the subject. Chapter 3 is
concerned with the methodology used for this study while the fourth section presents the
major findings of the research. Chapter 5 analyses and discusses the results of conducted

interviews in relation to the reviewed literature. The last section summarizes the findings in
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relation to the purpose of the study and research questions. Research implications and

limitations are discussed.
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Chapter 2. Literature review

This chapter aims to examine the literature on faculty attitudes toward students with
disabilities, their inclusion into the higher education system, faculty knowledge on
disabilities, legislation, and provision of necessary accommodations for students with
disabilities.

The review of the literature yielded five prominent themes relevant to the study.
First, general beliefs and attitudes toward the students with disabilities are discussed. The
second section focuses on faculty awareness of the disabilities, accommodations, and
legislation. Factors influencing the attitudes of the faculty are analyzed in the third section.
While the fourth section explores accommodations for students with disabilities, the last
section offers an insight into the impact of faculty attitudes and knowledge level.

A large body of research affirms that the success of students with disabilities in
academia and the progress in disability-inclusive higher education is in no small part
affected by faculty perspectives and beliefs related to students with disabilities (Baker,
Boland, & Nowik, 2012; Kraska, 2003). They influence different aspects of the educational
process, such as students’ learning outcomes, peer relationships, and classroom
interactions (Reynolds & Hitchcock, 2014). These interactions between faculty and
students with disabilities affect the successful educational experience of the latter (Abu-
Hamour, 2013). Negative attitudes, in turn, may serve as a barrier for students with
disabilities to attend colleges and universities (Duquette, 2000). In any case, identifying
these views will ultimately help to promote inclusive education.

2.1 Faculty Attitude towards Students with Special Needs

The number of students with disabilities enrolled in higher education has been

increasing (Getzel, 2008; Ostrowski 2016; Sniatecki, Perry, & Snell, 2015; Wolman,

Mccrink, Harris-Looby, & Rodriguez, 2004). Kazakhstani higher education institutions are
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also experiencing a similar trend. Such expansion can be explained by a number of factors
including promotion of inclusive education and legislation that aims to eliminate
discrimination on the basis of ability, economic factors, the advancement of technology,
and the emergence of support services on campuses (Leyser, Greenberger, Sharoni, &
Vogel, 2011). With this surge, faculty will encounter a necessity to expand their
knowledge of disabilities, devise instructional strategies to teach students with special
needs, and evaluate their attitudes toward these students (Murray, Wren, & Keys, 2008).
The attitudinal tendencies that abound among academic staff at universities are
seen as an essential aspect of the promotion of inclusive education (Costea-Barlutiu &
Rusu, 2015, p.573). Coupled with the growing enrollment rate of students with disabilities
this fact warrants the need to explore the prevailing attitudes held by faculty toward
students with disabilities across the globe. Due to a great variety of disabilities, higher
education institutions, and academic majors, the studies vary depending on faculty
specializations (Ashcroft & Lutfiyya, 2013; Leyser et al., 2011), and the type of disabilities
that students have (Abu-Hamour, 2013; Gibbons, Cihak, Mynatt, & Wilhoit, 2015; May,
2012; Vogel, Leyser, Wyland, & Brulle, 1999). In their attempts to reveal what faculty
thought and felt about including students with disabilities into the higher education system,
a number of researchers have identified generally positive attitudes among educators
(Bruder & Mogro-Wilson, 2010; Costea-Barlutiu & Rusu, 2015; Kraska, 2003; Murray et
al., 2008; Sniatecki, et al., 2015). For instance, 2937 students and faculty members from
one university in Connecticut, USA, involved in a survey developed by Bruder and Mogro-
Wilson (2010), reported to admire students with disabilities while Romanian professors
expressed a positive attitude toward students with disabilities regardless of their academic
ranks, gender, or previous contact with persons with disabilities (PWD) (Costea-Barlutiu &

Rusu, 2015). Moreover, the study identified a high level of availability and interest of
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faculty in special training, which demonstrates their motivation to promote inclusive
education at their home institution. Almost 97% of faculty (119 members) at one New
York university believed that students with physical disabilities can attain academic
success in higher education and compete in their institutions (Sniatecki et al, 2015).
Although the number tends to slightly decline when it comes to students with learning and
mental disabilities, the attitude could still be considered positive.

In contrast to positive results, much fewer studies have found negative attitudes
toward students with disabilities. The reason of prevalence of positive responses might be
social desirability when respondents answer in a way that is perceived to be right by
society and would not harm their careers. Negative attitude, however, does take place, and
it can be manifested in numerous ways. Although there is no universal indicator of the
negativeness of someone’s attitude, low expectations, negative stereotypes, or even
avoidance could serve as indicators of negative attitude. According to Scope report (Aiden
& McCarthy, 2014) on current attitudes toward disabled people in Britain, a large
proportion of the population evaluates persons with disabilities less capable than those
without disabilities. This indicates that the only thing hindering achievements for such
people is a disability. Perhaps this is why 85% of British see prejudice in attitudes toward
PWD. One should also bear in mind that students with disabilities themselves may
perceive certain attitude differently than those who hold it. For instance, they may not like
being admired by their non-disabled peers or professors (Bruder, & Mogro-Wilson, 2010).

In this light, of interest is the work of Dorsey and Guenther (2000) who
investigated faculty and students’ perceptions of students who stutter at two universities in
Minnesota, USA. Unlike the previous studies, their research made a comparison between
the attitude expressed toward the students who did stutter and those who did not to see

whether the professors and the other students had perceived stuttering and typical students
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differently. By adding such a control condition to their questionnaires, the researchers
aimed not only to identify any differences in the attitudes toward stuttering and non-
stuttering students but also to contrast the professors’ responses to those of college
students.

They were concerned that the faculty rated a hypothetical stuttering student more
negatively on personality traits than a hypothetical average student. Moreover, the
professors held a more negative attitude compared to that of students. Negative stereotypes
and little exposure to stuttering students are seen as reasons for such tendency. The
situation, therefore, could be improved through more extensive interaction with stuttering
students. However, when talking about faculty attitudes and perceptions one should bear in
mind that the faculty members themselves encounter challenges when working with
students with disabilities (Lombardi & Murray, 2011). It is important to identify these
hardships because by coping with them faculty will better interact with students with
disabilities, which in turn might affect their participation in postsecondary education
(Daniels, Panico, & Sudholt, 2011).

Existing research recognizes the importance of the attitudes exposed by faculty
members toward students with disabilities. Although a vast majority of previous studies
have reported generally positive attitude, negative stereotypes related to disabilities are still
present. However, what we know about faculty perceptions is largely based upon
quantitative studies, which is why the reviewed literature is somewhat restricted to give an
insight into faculty’s feelings, beliefs and underlying reasons for holding a particular view
on the topic.

2.2 Faculty Knowledge and Awareness
Knowledge of disabilities and necessary accommodations for students is essential

in education. In their study on faculty attitudes regarding students with learning disabilities
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in a large private university in the USA, Murray et al. (2008) have found that faculty
knowledge of learning disabilities had a positive correlation with what the authors called
Personal Action, which is providing accommodations for the students. That is, the more
knowledgeable the faculty is, the more accommodations they provided for their students
with disabilities. This is only one aspect of faculty knowledge. Sniatecki et al. (2015)
expanded the scope of faculty knowledge and included questions not directly related to the
academic lives of students with disabilities. The researchers asked the faculty members
from one American university about their reactions in cases of emergency. Many did not
know how to deal with such situations. Since the faculty is usually regarded as leaders
during emergencies, the researchers believe this issue should be addressed in order to
eliminate any chances of possible harm for students with disabilities. Thus, it can be seen
that faculty knowledge goes beyond the educational practices for students with disabilities
and concerns their wellbeing as well.

Many scholars have investigated faculty knowledge and awareness of the
legislation and institutional support for students with disabilities (Leyser & Greenberger,
2008; Sniatecki, et al., 2015; Vasek, 2005). Since higher education institutions vary
considerably in their level of creating and maintaining a supportive environment, disability
support services are also at different stages of development. For instance, faculty members
at one private four-year institution knew little about the services available for students
with disabilities at their institutions (Vasek, 2005) while the majority of faculty in a public
university in New York (72.3% of respondents) were aware of where to find internal
support at the institution (Sniatecki et al., 2015). Close cooperation with disability support
services functioning at universities may help both faculty and students with disabilities.
The former may find it beneficial to appeal to a service office to require special faculties

for classes, additional information on students’ medical conditions, or even the regulations
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that govern academic and extracurricular activities of students with disabilities (SWD)
within a university. Such services are also handy for students with disabilities themselves.
They may get help in developing their self-determination and self-management skills as
well as in career opportunities. Finally, disability support services are in power to raise
awareness among faculty and students without disabilities by running campaigns,
organizing roundtables, or conferences to share experience, which will be especially
helpful for novice practitioners in the field.

Misconceptions about accommodations, services available on campus, and
insufficient awareness of the legislation seem to be abundant in other studies, too (Kraska,
2003; Leyser, et al., 2011). Disability student services or support services are of immense
help in understanding the needs of students with disabilities and establishing a sturdy
relationship between the faculty and the office, which can only benefit the students
(Dowrick, Anderson, Heyer, & Acosta, 2005). However, solely providing necessary
information for faculty is not sufficient to change their attitudes; both sides should be
committed to a dialogue through which they can engage best practices to help students
with disabilities succeed (Jensen, McCrary, Krampe, & Cooper, 2004). Students with
disabilities also emphasized the importance of cooperation by support services and the
faculty as well. In her study on the experiences of Norwegian students with disabilities in
higher education, Brandt (2011) investigated how the students’ needs for adjustments were
met by faculty and support services. Several students involved in the research questioned
the effectiveness of the interaction of the two. Because of miscommunication between
faculty and the advisory service, one student encountered a time constraint during the final
examination. Having a disability support service is not sufficient unless it works in close
cooperation with faculty, students with disabilities, and students without disabilities as

well.
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The lack of knowledge on different aspects of inclusion foregrounded the need to
organize training for faculty members. The issue has been continuously raised by
researchers (Vasek 2005; Zhang, Landmark, Reber, Hsu, Kwok, & Benz, 2010). The
training can take online or face-to-face format. The form of delivery can also be diversified
to reach the outcomes by incorporating different types of group sessions, presentation of
materials in printed form, phone consultations, etc. (Morris, Leuenberger, & Aksamit,
1987). Close scrutiny of the literature reveals that professional development for faculty
members on the matters of inclusive education is extremely important. However, research
shows that not every professor is interested in enriching his or her knowledge regarding
disabilities. Wolanin & Steele (2004) assume that the faculty may welcome workshops led
by their colleagues instead of the office, as faculty may not always appreciate the
information provided by disability support services. Kraska (2003) further suggests that
the research focusing on the needs of the faculty to receive training should be conducted
first. The schedules, preferences, and their needs should be considered (Leyser, et al.,
2011). However, there remains a question of whether those who are willing to learn might
benefit more from the courses than those who are not and if the latter would benefit at all.

Fortunately, many faculty members reported they were willing to learn more about
disabilities believing that this would help them in providing accommodations for their
students (Murray et al., 2008), facilitate the process of integration and cope with
assignments (Leyser & Greenberger, 2008). Although the articles touch upon such
important aspect as training for faculty, a systematic understanding of how this training
may contribute to a change in attitude is lacking.

The effect of in-service training on faculty knowledge and attitudes was
investigated by another group of researchers in the USA (Morris, et al., 1987). According

to their findings, after having received the training, the faculty members increased their
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level of knowledge about learning disabilities. Although their attitude did not change after
the training, this fact implies that in-service training helps to maintain a positive attitude
towards SWD, which is also important because the attitude of those faculty members who
were not involved in the sessions deteriorated over time.

Hence, it can be observed that faculty knowledge regarding the issues of disability-
inclusive education has as much importance as their attitude. Moreover, they are found to
be interrelated for possessing more information about PWD may change faculty attitudes
to the better (Ibrahim and Herr, as cited in Rao, 2004). In addition, the literature suggests
that knowing the peculiarities of various disabilities and their manifestations will enable
faculty to adjust their curricula and make changes to their teaching strategies to better
respond to the needs of SWD. They will also be well-prepared to have such students in
their classrooms, which will give confidence both in communication and instruction.
Finally, some students may not self-disclose fearing negative attitudes exposed by their
peers or professors. The findings of the existing literature indicate that raising faculty
awareness of support services is very important in this regard for they may resort to
assistance in providing information about a particular student or disability to make the
inclusion of those students as smooth as possible
2.3 Factors Influencing Faculty Attitudes

Several factors have found to be influential in faculty attitudes toward students with
disabilities. Although they varied from study to study, type of students’ disabilities, faculty
knowledge about disabilities and gender appear to be the most frequently identified. Other
factors include faculty’s previous contact with PWD, teaching experience, academic rank,
and affiliation. The following section will discuss them in detail.

Faculty attitudes toward students with disabilities vary substantially. Even the

faculty within one institution may hold different views regarding students with disabilities.
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This can be attributed to certain personal characteristics (Murray et al., 2008). Researchers
from various institutions have investigated the correlation between faculty attitudes and
their personal characteristics. Although they have come to different results, such features
as gender, academic rank and discipline taught, school, and teaching experience could be
highlighted. For instance, in her study on faculty perceptions of SWD at one university in
the USA, Kraska (2003) tested how gender, age, teaching experience, academic unit, rank,
previous contact with a person with disabilities, and information level of faculty affected
their attitude toward SWD. Among all the variables, academic rank and unit were found to
be most influential on faculty attitudes. Similarly, Leyser, et al. (2011) investigated how
faculty attitudes, knowledge, and willingness to provide accommodations for SWD at
teacher training colleges in Israel changed over ten years. The study concluded that faculty
willingness to provide accommodation and their attitude was influenced by greater
interaction with PWD and faculty training.

In another study conducted in American university by Zhang, et al. (2010), the
researchers have found that personal beliefs had a pivotal influence on the faculty
willingness to provide students with disabilities with necessary accommodation. They also
indicate that these beliefs are in turn shaped by faculty knowledge of legislation and the
policies of the institution.

Studies that explored gender influence on faculty attitudes were not consistent.
While some did not find any statistically significant difference in the attitudes between
male and female professors, some, however, did. For instance, in their study conducted at
one private Midwestern university, Murray et al. (2008) revealed that female faculty
members were more willing to provide accommodations and to invite disclosure.
Interestingly, they had higher expectations for students’ performance, too. Female faculty

kept holding more a positive view than their male colleagues even after ten years in the
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longitudinal study by Leyser, et al. (2011). It is pertinent to note that the review has not
revealed any studies where men held more positive perceptions than women.

Academic affiliation is among the factors influencing faculty attitudes toward
students with disabilities and the willingness to provide them with necessary
accommodations. Murray et al. (2008) have revealed that the attitude of faculty working in
the major of Education for students with learning disabilities was very positive compared
to their colleagues in other departments. More positive attitudes toward provision of
accommodation for SWD were also identified in the College of Education at one research
university in the USA (Dallas, Sprong, & Upton, 2014). Contradictory results were found
in Kraska’s (2003) research in which the school of Education showed the least positive
view, which could be explained by a significant amount of stress that the faculty was going
through. This fact can also be understood if the peculiarities of the schools within that
institution are taken into account. The other two departments (School of Business and
College of Arts and Sciences) had always been more open to embracing the new ideas
because the changes usually offered beneficial prospects and scientific breakthroughs. As
for the faculty of the School of Education, they perceived the changes as “a loss of identity
that must be re-established through difficult tasks” (p.17). In addition, the School of
Education was aware of the deficit in equipment at most schools, which might have led to
thinking that students with disabilities will not be able to show proficiency in utilizing
technologies. Because it takes a considerable amount of time and resources to provide
training of technology use, the school may have shown the least positive attitude toward
inclusion of SWD and their accommodations. This, according to the researcher, cannot be
said about other schools for cutting-edge technology was an integral part of their daily
classes and was therefore much more available. It suggests that additional time and effort

needed to include SWD into a regular classroom and resistance to change may affect
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faculty willingness to provide accommaodations for those students. This, along with faculty
expertise in using technologies and support services is essential in promoting inclusive
education in higher education institutions (HEI) (Dallas, et al., 2014).

Academic rank seems to have a correlation with faculty willingness to provide
students with accommodations. Kraska (2003) has found a relationship between academic
rank and attitudes toward serving students with disabilities where professors had a less
positive attitude than instructors and adjunct faculty members. Similar results were later
found in the study by Murray et al. (2008). Instructors were more willing than faculty
holding associate degrees. Possessing such information might help administrators and
support service workers to specifically select the population for professional development
because as mentioned before the faculty have different levels of motivation and desire to
attend a special training.

A recent research study conducted by Dallas, et al. (2014) tested years of teaching
experience as a factor that influences faculty attitudes towards students with disabilities at
one Midwestern research university. Though inconsistent with the previous studies, the
findings demonstrate a relationship between teaching experience and faculty attitudes
toward students with disabilities where more experience was linked to a more positive
attitude.

Apart from faculty and school characteristics, there are factors related to students
with disabilities themselves. Type of disability is one of the most frequently tested
variables in determining attitudes towards the students. Researchers usually distinguish
physical disabilities, learning disabilities, and mental health disabilities. A study by
Sniatecki, et al. (2015) is a prominent example of this. Although generally, the faculty held
the view that students with disabilities can compete academically at a college, their

chances of succeeding were found to be dependent on the type of disability. As expected,
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faculty perceived the students with physical disabilities more positively than those with
learning disabilities, while the least positive attitude was expressed toward students with
mental health disabilities. Nearly 97% of respondents (119 faculty members) believed in
the success of students with physical disabilities at a college level. Those students with
learning and mental health disabilities were also considered able to succeed in their studies
(90.2% (112) and 82.9% (102) respectively). However, one should not forget that positive
attitude does not always imply great willingness to provide accommodations, which is
discussed in the next section.

The reviewed literature revealed several key factors that may influence faculty
attitudes toward students with disabilities. They include faculty gender, teaching
experience, personal beliefs, and academic rank as well as the school they worked in. The
type of disabilities that students have appear to be the most influential among other
characteristics of SWD. However, these factors seem to vary from institution to institution.
This fact could be explained by its historical background, location, strategies, or
technological equipment available. Despite these differences, what remains common is that
these factors can either improve or worsen the attitudes of faculty toward students with
disabilities as well as provision of accommodations. Therefore, it is important to examine
them carefully for they influence faculty attitudes, which in turn may impact students with
disabilities.

2.4 Accommodations for Students with Disabilities

According to the social model of disability, sometimes it is not a physical
impairment that makes a person disabled, but the society (Anastasiou & Kauffman, 2013).
This is where accommodation of the students’ needs plays a crucial role. Absence or lack
of necessary provisions makes them disabled. The faculty members are in the state of

making them able to obtain higher education by equipping the students with needed
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accommodations to facilitate their educational process, such as time extension, using tape
recorders or other assistive technologies, task differentiation and others.

Unfortunately, not all faculty members express a positive attitude towards
providing SWD with accommaodations. In their study on creating a favorable atmosphere
for students with disabilities enrolled in higher education, Beilke and Nina (1999) report
that students with various disabilities have encountered an indifferent attitude from their
professors, which led to lower motivation to study. Several researchers tried to find out
what was behind their unwillingness. Time constraint was one of the reasons why faculty
does not want to provide students with disabilities with necessary accommodations (Zhang,
et al., 2010). In another study, those faculty members who reported a high level of
resources constraint happened to be less willing to provide students with disabilities with
accommodations (Murray et al., 2008). Little willingness towards accommodation
provision is undoubtedly a problem, which could be solved at an institutional level by
providing resources and training for faculty.

Students with disabilities may call for various adjustments and assistive
technologies to realize their potential. They may as well need to take the exam in a
separate room (Cai & Richdale, 2016). Though different in nature, many disabilities make
students need more time to complete the tasks than their non-disabled counterparts (Cai &
Richdale, 2016; Ostrowski, 2016). Some of the accommodations are considered minor as
giving extra time, using assistive technology, whereas altering the format of examinations
or assignments is believed to be major adjustments. Although faculty expresses willingness
to provide minor accommodations, when it comes to more considerable ones, such as
examination adjustments, faculty tend to be reluctant to meet the students’ needs (Murray
et al., 2008; Vasek, 2005). Vasek (2005) designed a survey on the provision of

accommodations for students with disabilities at one American private 4-year institution.
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The majority of faculty from reported unwillingness to make adjustments to the
examinations. They believed altering the requirements for a specific group of students
might create inequity toward the rest. The findings are consistent with other studies where
some professors thought that accommodation provision of the students with disabilities
may cause unfairness with respect to the students without disabilities thus imperiling
academic integrity (Leyser et al., 2011; Sniateki et al.,2015).

On the contrary, the study of faculty attitudes toward students with disabilities and
accommodations at two universities in the USA and Mexico showed the reverse results
(Wolman, Mccrink, Harris-Looby, & Rodriguez, 2004). Despite faculty from both
countries expressing willingness to provide accommodations, American faculty seemed
more open to doing so. The numbers were explained by the fact that the USA has a longer
history in promoting inclusive education than Mexico. Consequently, their faculty
members must have had more exposure to students with disabilities, which led to a more
positive attitude towards accommodations. Interestingly, faculty was more inclined to
provide accommodations for students with learning disabilities than those with emotional
or physical impairments. Training is especially important when it comes to students who
have learning disabilities and consequently need more adjustments than their non-disabled
peers. However, there is an issue of disability disclosure for learning disabilities are
considered hidden so that faculty cannot always know whether a student needs additional
help from them (Morris, et al., 1987).

As can be observed, faculty willingness to make accommaodations for SWD may
depend on different factors. Some put forward the idea of unfairness toward non-disabled
students in the class while the others were simply unfamiliar with necessary
accommodations and because of little awareness deprived students of assistive

technologies needed for their studies. The reviewed literature suggests that faculty
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knowledge on and willingness to provide SWD with appropriate accommodations is
interrelated with their attitudes toward the latter. Moreover, knowing what type of
accommodations is necessary for SWD, how to access them, what disability support
services are available at universities may help faculty to promote inclusive culture, which
will eventually change attitudes.
2.5 Impacts of the Faculty Attitudes

The positive attitude of faculty toward students with disabilities and their inclusion
in the higher education system is undoubtedly one of the major factors influencing
students’ motivation, success, and retention. In this respect, Worley (2000) has identified
four types of instructors in relation to students with disabilities: those who avoided, those
who supported, those who discriminated, and those who protected them (as cited in
Daniels et al., 2011). Undoubtedly, the role of faculty cannot be overstated especially
given the fact that they can express such a wide variety of attitudes toward students with
disabilities. It is faculty who have the most influence on the educational experiences of
students with disabilities in higher education settings (Lombardi & Murray, 2011). Faculty
attitudes expressed toward students with disabilities impact them in many ways. It
embraces all aspects of tertiary education including transition from high school, their
motivation, academic performance, retention, and finally graduation. For instance, the way
students adapt to college life is affected by faculty attitudes (Norton, 1997, p.59). Adapting
to a completely new academic environment per se represents a challenge for any school-
leaver. For students with disabilities, however, this difficulty is further complicated by
managing their accommodations (Getzel, 2008). This transition from a high school to
postsecondary education environment seems especially arduous for students with autism
spectrum disorder whose enrollment rate accounts for only 34.7% (Shattuck, Narendorf,

Cooper, Sterzing, Wagner, & Taylor, 2012, p.1046).
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Academic support in terms of adjustments, flexibility, and support helped a student
with autism spectrum disorder to reduce stress significantly (Cai & Richdale, 2016). It is
crucially important to maintain mental health of students. One parent from the
abovementioned study reported that his child was so anxious about not aligning with the
course requirements that “he was stressing out majorly, going suicidal” (p.37). This can be
achieved by mutual effort of the faculty and the support services with the former being
responsible for providing necessary academic adjustments. The support services
complement it by serving as a bridge that connects the students with disabilities with the
academic and administrative units. Thus, creating robust cooperation of different units of a
university will help students with disabilities to learn about access and effective use
accommodations, which might differ from those used in secondary education.

This collaboration can go beyond the scope of higher education by establishing
connections with the school system, making thus an attempt to make the process of
transiting less disquieting and painful (Grigal & Hart, 2012). Despite the authors aiming
their attention specifically at students with intellectual disabilities, it is critical for any
young person to feel as prepared as possible for a new environment.

Researchers agree with the fact that faculty perceptions have an impact on the
students’ academic standing (Wolman, et al., 2004; Reynolds & Hitchcock, 2014; Kraska,
2003). Faculty expectations have the power either to multiply the opportunities of studying
in a higher education institution or on the contrary confine the benefits offered by
postsecondary education (Grigal & Hart, 2012).

In addition, faculty can affect the persistence and retention rate of students with
disabilities in higher education institutions through self-awareness activities, establishing
robust interaction with the faculty as well as their peers, interviews, and summer camps

aiming to yield a smooth transition from school to college environment (Yuen &
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Shaughnessy, 2001). Similar activities were found effective in another study Getzel (2008)
who investigated the retention of students with disabilities. These services, she avers, have
to be an integral part of the educational experience of the students with disabilities for they
increase their independence and will assist not only in higher education but also later on
during their work lives. Dorsey and Guenther (2000) point out the influence of faculty
perceptions on the career opportunities of students who stutter.

Thus, the literature related to faculty perceptions leaves no doubt that the attitude
educators express towards their students and the inclusion itself might contribute
significantly to the success of inclusive education.

2.6 Development of Inclusive Education in the Soviet and post-Soviet Periods

Segregation of students with disabilities was a quite common phenomenon
throughout the world, with the first special school for children with disabilities dating back
to 1578 (Zhubakova & Baymenova, 2015). Educational settings for students with hearing
and then visual impairments started to spring all over Europe since then. By the beginning
of Socialist Revolution in 1917, numerous educational settings, such as help schools,
shelters, and medical-educational establishments had been operating in Soviet countries for
children with various disabilities including intellectual retardation (Boryakova, 2008). The
revolution brought equal rights to students with disabilities, which made the state to take
actions in forms of providing pensions, medical and social assistance. However, those
equal rights did not entail equal opportunities for the students. They were still getting
education in special “closed” settings, such as boarding schools. The goal of special
education at that period was announced as “preparation to socially useful labor activity
through school and labor” (Boryakova, 2008, p.10). Moreover, in its attempt to supervise
special education completely, the state segregated students of those institutions from the

church, charity, and more importantly, their peers and family. Because of this isolation,
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people believed that there were no persons with disabilities for they were deprived of the
exposure to such persons on the streets (Zhubakova & Baymenova, 2015). This ended the
second period of development of the national system of special education, which admitted
the possibility to educate at least some proportion of students with disabilities (Malofeyev,
2000). It is only after 1927 that three types of disabilities (hearing, visual, and intellectual)
started to be distinguished under the influence of legislation, namely the Decree of the
Council of People's Commissars of the Russian Soviet Federated Socialist Republic "On
institutions for deaf-mute, blind and mentally retarded children and adolescents” of
23.11.1926 (Kozyryova, 2015). This goes hand in hand with the third period, which is
characterized by the creation of special programs for students with visual, hearing, and
intellectual disabilities, and lasts for eight more years. Although the fourth and perhaps the
most important stage peaked earlier (the beginning of the XX century-1970s) in Western
Europe due to the rapid development of legislation and structural changes in the system of
special education there, Soviet system realized the necessity to educate students with
various disabilities only two decades after the Europeans (Malofeyev, 2000). Nevertheless,
there appeared new settings to accommodate students with disabilities, the Law "On Public
Education” (1974) led to the adoption of new categories of disabilities apart from the
previously accepted three. Thus, the number of types of special schools rose from three to
eight, which enabled to enroll 575000 students with disabilities by 1990s (Kozyryova,
2015). However, the absence of state standards for children with disabilities led to the
creation of a new category of uneducable children with severe intellectual disabilities, who
were deprived of education. The turning point in the development of inclusive education is
the fifth period of the evolution of special education when special schools were seen as
segregating and discriminatory, which is why started to close, and starting from 1970s new

terms as inclusion, integration, and mainstreaming were introduced to the world
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(YYarskaya-Smirnova & Loshakova, 2003). The Soviet special education system, however,
embraced this new concept of integration only after the collapse of the Soviet Union,
which brought changes into the educational system of a new government. Thus, it can be
observed that Soviet system replicated that of European with a certain delay and was
influenced by the regime and legislation that guided that development. Undoubtedly, there
were both advantages and disadvantages of that system. On the bright side, because the
state bore all the responsibility for children with disabilities, it relieved the financial burden
from the families (Korkunov, Nigayev, Reynolds, & Lerner, as cited in Alehina, Cote,
Howell, Jones, & Pierson, 2014). The state initiatives enabled to educate a large number of
students with disabilities who had been previously neglected and historically
underrepresented. On the other hand, children were divided into educable and uneducable,
the schools experienced the shortage in specialists able to work with students with
disabilities, the legislation did not govern all types of disabilities, which made it impossible
for students with certain types of disabilities to go to school (Boryakova, 2008). To
compare, the number of types of special schools reached 20 in Europe, while the highest
index for the Soviet Union was eight (Malofeyev, 2000). Such system with its benefits and
drawbacks defined in large part the further development of inclusive education in
Kazakhstan. To address one of the drawbacks related to legislation, after gaining
independence, Kazakhstan has created a solid basis to warrant education for all children by
stating this right in the Constitution, the laws “On Education” (1999) and “On the rights of
child in the Republic of Kazakhstan” (2002) and signing the “Dakar Framework of
Actions” in 2000 (Jadrina, 2007). Implementation of inclusive education itself started in
2011 (Zhubakova & Baymenova, 2015). The government set an objective to increase the
proportion of inclusive schools from 10% to 70% by 2020, enabling thus 50% of all

children with disabilities to be educated in mainstream schools (SPED, 2010). Apparently,
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until the index comes closer to 100% students with certain disabilities will be educated
either at home or in special correctional schools, left from the Soviet times. The imprints of
Soviet legacy can also be traced in the language use. For instance, in 1990 children with
disabilities were typically labeled as children with defects (Boryakova, 2008). Perhaps
because of this, “Defectology” still exists as a major at universities in Kazakhstan.
Students can obtain a bachelor, master, and even doctoral degree in Defectology at 17
higher education institutions of Kazakhstan (“The list of HEIs in Kazakhstan”, 2014).
Nevertheless, it should be noted that a huge progress has been made since 1991, when
Kazakhstan had to create its own national system of inclusive education. Kazakhstan
managed to address the major issues of the Soviet period concerning legislation, facilities,
and inclusive schools. However, even more work is yet to be done, especially in the field
higher education, which seems to be disregarded both in Soviet and post-Soviet periods.
Systematic introduction of inclusive practices and creating special accommodations in
HEIs may help to tackle the problem of low participation rate of students with disabilities
and raise awareness among practitioners.
2.7 Summary

The population of students having disabilities is ubiquitously growing in
postsecondary education. With this increase in the number of enroliment, faculty members
will face the necessity to work with students with various impairments and accommodate
their needs. Literature relating to inclusive higher education leaves no one in any doubt
that they have to be aware of the nature of disabilities, necessary adjustments, and surely
legislation at institutional and national levels. Numerous educationalists have highlighted
the importance of professional development programs and training for the faculty in raising
their knowledge level of disabilities, legislation, and provision of accommaodations for the

students with disabilities (Murray et al., 2008). Literature suggests that improving faculty
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awareness on the issues of disability at universities may affect their willingness to provide
accommodations, their attitude toward SWD, and the experience of SWD in higher
education in general.

While the reviewed literature covers institutions from a wide range of countries, the
issues of disability-inclusive higher education in Kazakhstan has not been treated in much
detail. Much less is known about faculty attitude toward inclusion of students with
disabilities in Kazakhstani universities, which was one of the rationales for the present

study.
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Chapter 3. Methodology

The chapter is concerned with the methodology used for the present study. It begins
by introducing the rationale for the choice of research design and the sampling strategies
employed to better expose the issue. It will then go on to the data collection procedures
followed by the analysis of those data. Finally, necessary ethical considerations are
discussed in order to provide a comprehensive insight into the methodological aspect of the
research.
3.1 Research Design

The purpose of the study was to explore faculty attitudes toward students with
disabilities at one national university in Kazakhstan. To do this, the qualitative research
design was chosen for qualitative inquiries are “best at contributing to a greater
understanding of perceptions, attitudes, and processes” (Glesne, 2011, p.39). It gives
participants an opportunity to reflect on their experience, share thoughts, and articulate
concerns on the issue in question. Such approach enables a researcher to get a rich insight
of a phenomenon (Creswell, 2012), which is crucial in understanding people’s beliefs and
viewpoints. Owing to the exploratory and interpretative nature of the present research,
face-to-face interviews best suited the aims of the paper. By employing qualitative research
design, | had a chance to obtain extensive data on the attitudinal tendencies among faculty
members.
3.2 Research Site

The study aimed to analyze how faculty of one national university in North
Kazakhstan region perceived students with disabilities and their inclusion into the current
system of Kazakhstani higher education. This investigation, therefore, took the form of a
case study and because the research focused on faculty beliefs and perceptions, participants

themselves represented the case. According to Lewis and McNaughton Nicholls (2014),
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we employ case study approach for “exploration of multiple perspectives which are rooted
in a specific context” (p.66). While multiple perspectives were obtained by interviews with
faculty, one national university in North Kazakhstan region served as a context for the
present study.

The research involved semi-structured interviews with the faculty members from
one national university in Kazakhstan. One of the research questions concerns the factors
influencing faculty attitudes and perceptions. Since this university has a wide range of
schools and departments, it enabled to recruit participants specializing in both hard and soft
sciences. The choice of the university could also be attributed to the fact that national
universities enjoy more financial support from the government and thus can accommodate
a larger number of students with disabilities. With the assumption that the university
faculty is therefore expected to be more familiar with teaching students with special needs
and give valuable insight into the topic, the university was selected as the main site for the
study.

3.3 Participants

The study aimed to explore faculty attitudes toward disability-inclusive education at
one national university in North Kazakhstan. Purposeful sampling was employed to select
participants to obtain “illuminative” cases and have a rich insight into the phenomenon
under investigation (Patton, 2002, p.45). Moreover, such strategy enables to select
participants based on certain criteria relevant to the research questions (Mason, 2002).
Because the purpose of this study was to explore faculty attitudes at one national
university, the first selection criterion for participants was to have a teaching position in
that particular institution. Since one of the research questions concerns the factors affecting
faculty attitudes toward disability-inclusive higher education the relevant literature was

reviewed. It revealed that such factors as faculty gender, academic rank, and the school in
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which they work have an impact on their attitudes toward inclusion of students with
disabilities and their willingness to provide those students with necessary accommodations
(Daniels, et al., 2011; Kraska, 2003; Murray et al., 2008). Therefore, in order to answer the
third research question, it was important to recruit faculty from both hard sciences and soft
sciences departments for they may express contrasting views on inclusive education due to
the peculiarities of the disciplines. It is commonly believed that hard sciences require more
intellectual workload and are, therefore, expected to be more challenging for students with
certain disabilities. Faculty from social sciences, in turn, may express more positive
attitude because the issues of disabilities are in scope of many social disciplines, such as
education, psychology, and law. Gender was another criterion for selecting participants. To
be more precise, equal number of female and male participants had to take part in the study
to avoid gender imbalance and to be able to contrast attitudes of female faculty to those of
males in order to identify any possible differences in their responses.

Because the initial approach to the participants was somewhat problematic owing to
the restricted access to them, several gatekeepers played a decisive role in contacting
potential participants. Assistance of gatekeepers could be justified by their “closer
relationship with and knowledge of the participants” (Webster, Lewis, & Brown, 2014,
p.90). Initially, 16 faculty members were invited to participate in the interviews. However,
only eight responded positively and were then interviewed individually (see Table 1).
Thus, eight participants: two male and two female faculty from each social sciences
(economics, linguistics, law, psychology) and hard sciences (architecture, computer

sciences, physics, mathematics) departments participated in the present research.
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Table 1

Participants' characteristics

Ne | Pseudonym Discipline Gender Age Previous Years of
experience in | experience
teaching SWD

1 | Participant 1 Math Female 56 + 29

2 | Participant 2 | Architecture Female 26 + 1.5

3 | Participant 3 Computer Male 30 - 7

Sciences

4 | Participant4 | Economics Male 29 + 4

5 | Participant5 | Psychology Female 29 - 3

6 | Participant 6 Physics Female 35 + 8

7 | Participant 7 | Linguistics Male 30 - 6

8 | Participant 8 Law Male 47 - 9

The age of participants ranged between 26 and 56, with the majority being in their
thirties. All the participants except Participant 1 had a work experience of less than 10
years, which indicates that the respondents were mostly at the beginning of their careers.
Following the sampling criteria, four male and four female faculty members were recruited
for the study. Half of the participants have had an experience in teaching students with
disabilities although in different contexts. While Participant 1, Participant 2, and
Participant 4 have worked directly with university students with disabilities, Participant 6
has taught a schoolchild with Infantile Cerebral Palsy (ICP) during her student life. In
addition, none of the participants held a Ph.D. or any equivalent degree. One was,
however, in the first year of his Ph.D. program (Participant 4) and the other (Participant 7)

was applying for a doctoral scholarship at the time of conducting the present research.
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3.4 Data Collection Procedures

The study took a qualitative approach, with data being collected by means of face-
to-face interviews. This method of data collection helps to see the things from the
participants’ viewpoint, as Patton puts it, “We interview to find out what is in and on
someone else’s mind, to gather their stories” (Patton, 2002, p. 341). Because each
participant represented different departments and age groups the researcher developed
open-ended semi-structured interviews that would enable to respond “to the emerging
worldview of the respondent and to new ideas on the topic” (Merriam & Tisdell, 2016,
p.111). Flexibility in questions was especially important when asking participants to reflect
on their feelings and personal experience. Thus, knowing that some questions could evoke
hurtful memories or be irrelevant in certain cases, the researcher conducted semi-structured
interviews that allowed obtaining unique stories and viewpoints of the participants.

As outlined by Creswell (2014), data collection for the study started by the site and
participants’ selection. Next, I decided upon the data needed to investigate the topic. Along
with selecting appropriate instruments and materials to collect those data, the field issues
and ethical considerations were scrutinized. After having received an approval from
NUGSE research ethics committee, | proceeded to collect data for the present study.

To facilitate the process of the participants’ recruitment I contacted professors and
friends from the university who acted as gatekeepers for the study. Being insiders, they
were able to locate faculty who met the selection criteria, who then received an
introductory letter outlining the purpose of the research, its significance along with the
benefits it may bring. Possible risks related to the research, confidentiality issues and
duration of the interviews were also mentioned. The faculty was informed that their
participation was solely voluntary and they had a right to withdraw at any stage of the

research. The data collection commenced in January and lasted for two months.
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Every interview was scheduled beforehand and each participant was interviewed
individually at the venue and in the language most convenient for them. The duration of
the interviews varied from 24 to 56 minutes. The researcher asked for permission to audio
record the interviews and take notes to refer to them later when coding and analyzing the
findings. Upon completion of the interviews, the researcher thanked the participants for
their immense contribution to the study. In a few days, they received the transcription to
ensure validity, eliminate any misconceptions and ask for clarifications.

3.5 Instruments and Materials

As an instrument of data collection, the researcher devised two interview protocols
in English and Russian (see Appendices A and B) that contained demographic information,
such as participants’ gender, age, department, the position of participants as well as the day
and duration of the interview. It, therefore, included demographic questions on the
participants’ gender, age, years of experience, and their professional background. Such
questions were also important because it was the first time | ever met the participants, and
as a researcher, | tried to design a smooth transition to the main questions, focused on
faculty attitudes and beliefs about persons with disabilities and their inclusion into the
system of higher education.

In order to audio record the conversations, | used my mobile phone. Member
checking took place after the interviews to enable the participants to complement or
specify certain points. In addition, it increased the trust between the participants and the
researcher, which is crucially important in conducting interviews.

3.6 Data Analysis

Careful examination of the data collected identified around 20 categories with

regard to faculty attitude toward persons with disabilities, special facilities, and disability-

inclusive education at the university. They emerged from a line-by-line coding that was
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employed to avoid predefined themes and eliminate bias (see Appendices C and D). It thus
let the data speak. The researcher then grouped the categories into bigger themes that
enabled to show how these patterns might alter with different participants, time periods,
and settings (Glesne, 2001, p.187).

In a qualitative study, data collection and analysis happen at the same time
(Creswell, 2014). Therefore, | was analyzing the data from the very first interview because
I had read other researchers’ works and was able to see the concurrence or controversy
with the previous research done in the field. Moreover, as the interviews proceeded, |
could see the major overlapping aspects of the participants’ responses, which assisted in
thematic coding. By exploring the data through multiple reading, the themes and categories
were analyzed in a more extensive way.

3.7 Ethical Considerations

As a researcher, | followed the ethical standards throughout the study. First, | did
not commence data collection unless | got an approval from Nazarbayev University. Since
disability is considered a sensitive topic, the participants were told that they did not have to
reveal the names or any other details that could identify the students with disabilities to
preserve anonymity. The names of the participants and the institution remained
confidential throughout the study. The participants’ names were substituted with codes,
and the name of the institution was not revealed at any stage of the research. All the
interviews were audio recorded with the permission of the participants and stored
electronically on the phone and the laptop protected with a password. The interview notes,
consent forms, and other hard-copy documents were kept in a securely locked drawer. The
recordings will be deleted upon the thesis completion. Only the researcher and the research

supervisor have an access to the data.
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All the potential risks and inconveniences that might arise from the participation
were explained both orally and in a written form in the informed consent (see Appendices
E and F). It is essential that the participants comprehend the purpose, duration, and
methods of the research, their role and contribution in it, the costs and benefits associated
with their involvement in the study. Therefore, | ensured that the language in the consent
form did not cause any confusion or ambiguity and was used at an appropriate reading
level of the participants.

Participation in the study was solely voluntary and free from any form of coercion.
The participants were given sufficient time to decide whether to be interviewed. They were
also at liberty to choose a setting for they might feel discomfort or pressure when
surrounded by their colleagues or students who might overhear the conversation within the
university. Following the rules of the informed consent, every participant was informed
that he or she had a right to withdraw at any point of the research or to refuse to answer
specific questions during the interviews without penalty. Finally, no incentives were
provided for the participation in order to exclude the elements of influence from the
researcher.

3.8 Summary

The chapter presents the methodology opted for the research and provides a
rationale for the choice. Since the topic under scrutiny aims to explore faculty attitudes
towards students with disabilities, the qualitative research design was employed to answer
the research questions and thus achieve the objectives of the study. Data for this study were
collected using face-to-face semi-structured interviews. To do this, purposive sampling
was taken as a basis when choosing participants. Eight faculty members from different
departments were promoted to take part in the study. They were interviewed individually at

the preferred location to avoid any discomfort pertaining to the presence of their colleagues
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and students at their workplaces. Ethical considerations were carefully examined and
followed by the researcher throughout the whole period of research. The informed consent
was devised in accordance with the standards. Hence, the chosen approach coupled with a
careful use of textbooks helped me conduct a sound and significant research. Although
there exist certain limitations related to the sample size and the self-reported nature of the

interviews, the chosen design best served to the needs of the research.
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Chapter 4. Findings

The findings are derived from the interview responses of eight faculty members
from eight different departments at one national university in Kazakhstan. Analysis of the
data collected has identified three major themes related to faculty beliefs and perceptions
of students with disabilities, their willingness to provide students with special
accommodations, and the information they possess in terms of teaching students with
disabilities, special facilities, legislation, or issues of inclusive education at their
institution. This chapter aims to present the description and interpretation of these
categories and is therefore divided into three sections. The first section dwells on the
faculty attitudes toward persons with disabilities and their inclusion into the system of
higher education. Faculty views regarding provision of accommodations for students with
special needs are discussed in the second section while the last section focuses on faculty
awareness of disability-inclusive education and effective strategies for teaching students
with disabilities. Associated subthemes and participants’ quotes are provided to enhance
understanding of the issue in question.
4.1 Faculty Attitudes toward Disability-Inclusive Education

This section gives an insight into faculty perceptions and beliefs pertaining to
persons with various disabilities, their inclusion into the contemporary system of higher
education in Kazakhstan, and the willingness to and challenges of teaching students with
disabilities in higher education institutions. Overall, all the participants regardless of their
gender, age, experience, or discipline agreed with the importance and necessity to provide
study opportunities for students with disabilities in HEIs. However, their opinions on the
procedures, principles, and challenges of promoting disability-inclusive education varied
substantially. For instance, some faculty believed it was essential to adapt one’s teaching

strategies to meet students’ needs, the others put forward the idea of equal treatment with
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no inclinations from the standards. The subthemes below will provide a deeper analysis of
such differences in faculty judgments.

4.1.1 Faculty attitudes toward persons with disabilities. To understand how
faculty perceives disability-inclusive education it is critical to investigate their attitude
toward persons with disabilities in general. Therefore, the participants were asked to
elaborate on their previous contact with PWD. Overall, the participants felt a wide range of
emotions from fear to pity depending on the type of disability. As a rule, they were
somewhat afraid to be around persons with mental health conditions and pitied those with
obvious physical disabilities.

Faculty’s feeling sad or sorry for PWD can be attributed to restricted facilities that
do not meet various needs of the latter: “Errr I don’t know I start pitying them because they
can’t move around, overall restricted, they always need help” (Participant 2). It seems that
the participants feel sorry not only because PWD somehow differ from them, but also
because they have to ask for help. Perhaps, if there were special facilities in the buildings
or on the street, PWD would not attract attention and consequently, the others would not
see them as disabled. This goes hand in hand with the social model of disability, which
claims that it is not a disability that makes a person handicapped, but society that fails to
accommodate his or her needs (Anastasiou & Kauffman, 2013). It is not surprising that
every participant mentioned the lack of appropriate facilities as issues of inclusivity in
Kazakhstan have recently received pervasive attention from both the government and
society. However, this induced divergent sentiments in the participants. While Participant 2
admitted having felt pity vis-a-vis persons with disabilities, Participant 5, on the other
hand, was quite adamant to say that “pity is not the best manifestation of empathy”. She
noted that demonstration of pity makes people with disabilities feel separated and even

more excluded. Putting herself in the position of PWD she continued, “I would not like
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professors to pity me. . . . [ would like to be treated like any other student in the class”.
Despite opposing views on pity, both participants reported being afraid of persons with
intellectual or mental disabilities both in childhood and in adult life. This was explained by
the unexpected behavior of people with such conditions:

To be honest, [ am afraid of them because I don’t know maybe at some point they

will hurt me errr they are errrr inadequate we can say to some extent, they can be

inadequate and you never know how to respond to their questions, errr what if you

just stand like that, answer and will be punched in the head for no reason, it

happens. (Participant 2)

The response raises an important issue of little awareness of how to interact with
PWD. Sometimes it may cause discomfort and confusion as in the case of Participant 5: “I
met people with strabismus, | consider it as some sort of deviation because sometimes you
feel discomfort around them for you want to focus on their sight, but you can’t focus on a
definite eye roughly speaking”. However, there are situations when it goes beyond simple
confusion and causes fear, as with Participant 2. She thinks that “wrong” answers may
somehow cause inadequate behavior of a person with an intellectual or mental disorder and
thus, put her in danger. Such fear of getting hurt or somehow offended by people with
mental conditions may influence faculty attitude toward disability-inclusive education.
They may feel reluctant to have such students in the class; they may as well face
difficulties in communication. Hence, necessity in raising awareness among faculty
members is undeniable and will be explored in a greater depth later in the chapter.

4.1.1.1 The influence of participants’ background on their attitudes toward PWD.
The interviews revealed that participants’ personal experience and background may
influence their attitudes toward PWD. For instance, Participant 1 transformed her pity into
respect after she had gone through a serious illness. In the face of tough times, she herself

underwent hardships and challenges that people with disabilities encounter on a daily

basis. Therefore, she was convinced that persons with disabilities were brave and deserved
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to be treated in a more respectful way for their courage. As the participant puts it, “I think
that, on the contrary, we should envy them, their willpower. . . .I respect that they struggle.
. .they don’t complain, and it is great”. After having withstood a severe malady, the
participant must have understood how challenging it is to live with a disability both
physically and emotionally, which must have shifted her previous paradigms. Therefore,
she no longer pitied PWD, but she felt a great deal of respect toward their bravery and
optimism.

From the responses, one can grasp the general perception that oftentimes pity
implies superiority and is therefore regarded as something more negative than positive.
Perhaps this is the reason why all the participants who reported to feel pity toward PWD
hesitated to answer the question “What do you feel when you meet PWD?” It seems they
realized that by feeling sorry for people with disabilities they made the latter feel
somewhat unfortunate. Therefore, long pauses after the questions related to participants’
feelings toward PWD took place quite often.

Nevertheless, there were participants who held an opposite view. For instance,
Participant 3, who reflected on the influence of Soviet legacy on our mentality reproved
that tendency to believe that different means worse. To support his argument, he provided
an example of Nick Vujicic, a famous writer and motivational speaker, who managed to
overcome the hardships related to his body conditions. Similarly, Participant 6 referred to
Stephen Hawking and his enormous contribution to science, concluding that “diagnosis
does not determine one’s intelligence”. Analysis of the participants’ responses revealed
that their attitude toward PWD had little to do with the gender or disciplines they taught,
but more with their education. To illustrate, Participants 3 who obtained western education
and 6 who is now getting a master’s degree from another western institution, were the ones

who reported expressing equal attitude with no emphasis on disabilities, which echoes with
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the responses of Participant 5, who had worked in a campus of a foreign university. Not
only did they put forward the idea of equal treatment, but also raised an important question
of employment. Participant 6, for instance, was concerned about the absence of the link
between student and employer. She then highlighted the need to inform the employers
saying, “This particular graduate with this or that diploma, with whatever disability is
capable to do this kind of job”. This way, she believes PWD will be more eager to obtain
higher education because for now, they are reluctant to do so owing to the low demand in
the labor market. Perhaps, this concern was articulated because the participant was getting
a degree in business administration, which largely deals with employment. Participants 3
and Participant 5 shared similar perspectives on the employability of PWD. They both
agreed that it is better to focus on one’s capabilities than disabilities. Thus, findings
suggest that those faculty members who obtained their degree from or worked for western
universities were more concerned with the issues of equity and employment. As discussed
in Chapter 2, inclusive practices and principles in the Western world have been developing
from 1970s while the Soviet system lagged more than 20 years behind in promoting equal
opportunities for PWD. Thus, a longer history of inclusivity may have given the
participants more exposure to such fair and non-discriminatory attitude, which was then
reflected in their own responses.

Hence, although no negative judgments toward PWD were identified from data
analysis, the participants felt differently when interacting with PWD. While some felt pity
or confusion around PWD, the others believed that they should be treated as any other
person with no emphasis on their abilities. These differences seem to relate to personal
experience or exposure to an inclusive culture that participants gained through getting

education in the West, where inclusivity is part and parcel of everyday life. Findings
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suggest that raising faculty awareness of the needs of PWD may cultivate tolerance and
induce them to promote genuine equity at their workplace.

4.1.2 Faculty attitudes toward inclusion of PWD into higher education. All the
participants expressed a generally positive attitude toward inclusion of students with
disabilities (SWD) into a classroom along with their non-disabled peers. However, specific
questions on the opportunities for SWD to specialize in particular disciplines split the
participants into two groups, with one believing in students’ success in any specialty, and
the other holding “realistic” view. Moreover, the data suggest that study opportunities for
students with intellectual or mental disabilities are perceived differently by male and
female faculty members. While female participants accepted the idea of inclusive
education for students with intellectual or mental disabilities, male faculty members
believed it was problematic or even impossible for students with such disabilities to pursue
higher education because it requires certain level of intellectual work that such students
cannot demonstrate. Participants also suggested there should be either another form of
education or special universities for them. As it can be seen, although the participants
supported the idea of disability-inclusive higher education, their responses demonstrate
that it can only be available under certain conditions. Inclusion thus appears to be hindered
due to medical diagnoses of the students.

The participants were unanimous in affirming that Kazakhstani universities
including the university they worked at were not ready to enroll students with disabilities
due to several factors, including lack of special facilities and equipment to meet students’
needs and the low level of faculty knowledge in the field of inclusive education and
teaching practices. All the participants accentuated that lack of university facilities hinders
students from participation in higher education, but only few noticed another issue that

supervenes from that deficit. Because of inability to do tasks, SWD will need to constantly
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resort to the help of their group mates or other people at the university to move around or
even find the right classroom or building. The latter can be especially challenging for some
students. For instance, this is how Participant 2 reflects on the experiences of a deaf and
mute student from her department: “He had some questions, say he doesn’t understand
some things, how to get somewhere, yes, his group mates helped him”. Therefore, special
facilities, such as wall signs, or a specially assigned sign language translator would be of
great help to students with similar conditions. External assistance is also required when it
comes to doing homework. As Participant 5 mentioned: “Say in order to understand the
material a blind person has to reread it, digest and write, maybe his brother or sister or
some group mates will help him”. This suggests that success of a SWD at university is
rather complex and calls for a mutual effort of students, family, peers, faculty, and the
university leadership as well.

It should be noted here that the majority of participants hesitated when it came to
terminology. It seemed that they did not know what word or phrase to use in order not to
hurt anyone’s feelings. However, Participant 8, despite he specializes in law, kept calling a
student with a disability disabled girl or simply invalid putting thus her abilities before her
personality. Utilization of the term down as a description instead of saying a student with
Down syndrome leads to thinking that the participant defines a student by his or her
medical conditions. The same could be said about Participant 1 who seemed to get tired of
repeating students with disabilities every time she referred to them and switched to a
shorter term invalid, which obviously sounds rude and may insult a person with
disabilities. Notably, both participants have had their education in the Soviet period, when
people had an extremely limited exposure to PWD because the latter were separated from
society in remote establishments such as boarding schools. This fact may have influenced

their perception of such students as “aliens” different from the rest and their language use



FACULTY ATTITUDES TOWARD INCLUSIVE EDUCATION 45

as well. Seeing a person behind those syndromes, diseases, and impairments is one of the
most important aspects of disability-inclusive education, and therefore, needs to be
addressed continuously.

4.1.2.1 Teaching students with intellectual or mental disabilities. All the
participants agreed that teaching students with intellectual or mental disabilities were more
challenging for both faculty and students themselves. However, not every participant felt
the same when it came to including these students in the classroom. Male part of the
participants generally believed that students with mental or intellectual disabilities cannot
pursue higher education at a mainstream university with some thinking it was impossible
(Participant 3 and 8) and the others labeling it as problematic (Participant 4 and 8). What
was common is that male faculty members considered students with intellectual or mental
disabilities should be involved in different kinds of activities taking into account their
abilities. For instance, Participant 3 suggests that these students could learn to achieve the
possible highest level of education in order to find “of course not a high-paid job... .but
work as a cashier in some stores”. Participant 8 believes students with intellectual or
mental disabilities can obtain higher education only in special institutions designed to
accommodate such students only. It is worth noting that this refers to students with
intellectual or mental disabilities only. With regard to students with hearing or visual
impairments, 3 out of 4 participants (except for Participant 8) were keen to teach such
students. This suggests that male participants believe that we should include only those
students who are capable to complete their program. Since visual and hearing impairments
usually do not inhibit students’ intellectual development, they seem to be considered
“capable” to obtain higher education. Participant 8, in turn, argued that he had not
possessed enough competences in special education and that students with disabilities

other than obvious physical ones should be taught in a separate university. Although his
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male colleagues agreed that teaching students with visual and hearing impairments
required additional expertise and knowledge, they were eager to adapt to the needs of
students even if it meant an extra amount of work. The difference in opinions on the matter
may have differed because Participant 8 was the only male participant that did not speak
English, and was therefore deprived of an opportunity to familiarize himself with
progressive scientific literature in the language. To quote his own words: “If we read the
materials in English, our attitude will change completely because their [western] attitudes
do differ from ours”.

Their female counterparts, on the other hand, held an opposite view. According to
them, appropriate teaching strategies and techniques complemented with necessary
facilities can potentially help students with intellectual or mental disabilities obtain higher
education. As we can see, the attitude towards these students has little to do with the
participants’ specialties but more with a gender. It could be assumed that female faculty
members are more emotionally attached to students and willing to try to teach them
whereas male professors are guided more by logic than emotions.

Nonetheless, all the participants agreed with the importance and influence of the
faculty attitude on the achievements of SWD. They said there was a positive correlation
between the attitude and success of SWD. The negative attitude, on the contrary, leads to
demoralization devastation and even unwillingness to live (Participant 6).

4.2 Faculty Perceptions toward Accommodations for Students with Disabilities

The section explores faculty beliefs pertaining to various accommodations for
students with disabilities that are necessary for them to cope with their higher education
studies. It also compares how faculty members provide or would provide SWD with
physical and/or academic accommodations. All the participants, regardless of their

experience, age, and departments agreed on the fact that most universities do not equip
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students with physical facilities. However, they shared contrasting views about academic
accommodations appealing to different reasons, which will be discussed further in the
section.

4.2.1 Faculty concerns regarding physical accommodations for SWD. Many
stated there were no lifts, ramps, special washrooms, desks, handles, books, and materials
for students with disabilities. Moreover, even before starting a university program, the
entry exam, known as Unified National Test (UNT), does not take into account the diverse
population of school-leavers. Participant 8 recalled his experience when a promising
enrollee, who was in a wheelchair was taking the exam at the university. She needed a
special adjustable desk so that she could place her arms and hands in the right posture
during the test. Unfortunately, because university failed to provide her with necessary
accommodation at the UNT, she was not able to succeed in the test and more importantly,
was severely depressed afterward. As it can be seen, providing facilities for students with
special needs may as well affect their psychological health, not to mention their physical
well-being.

Another important issue identified through interviews was unpreparedness of
dormitories to admit students with disabilities. To be specific, according to Participant 2,
they do not provide facilities that would meet even their basic needs, such as special
bathrooms. This makes it difficult, if not impossible, to accommodate SWD in the
dormitories. Participant 3 saw only one solution to the existing problem:

If they [SWD] get lucky and have wealthy parents, they will send them abroad

where all of this is taken into account, but if a person was born in a middle-class

family, the only chance for him is to win a scholarship to study overseas.

Surely, special facilities require a considerable amount of budget. Interestingly, to
the question “Who should bear such financial burden?”, the majority answered that the

government is responsible for providing accommodations for students with disabilities,
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helping everyone to get higher education, hiring professionals in the field of special
education, and even creating a new university for those having intellectual and mental
disabilities. In general, the participants seem to rely heavily on the governmental support.
Participant 6, for instance, believed that the government should go even further and assist
in the employment procedures following the graduation. She argues that so far there is no
link between the graduates and the employers, which hinders successful transition to the
labor market for the former, especially when it comes to students with disabilities most of
whom think “Okay, | will graduate, but who is going to hire me? If you don’t have
connections, everybody thinks that diploma will just lie, and nobody will need it, and the
money is wasted” (Participant 6). Thus, according to Participant 6, the government, as a
powerful institute, has a capacity to change these well-established stereotypes regarding
SWD and their employability. Similarly, when listing the factors of Nick Vujicic’s success,
the Participant 3 placed opportunities of his country on the same level as parental love.
Such tendency to shift responsibility for one’s education to the government prevails in the
responses. This may be the echoes of the Soviet times for as discussed in Chapter 2, the
government acted as the main source of funding. Nevertheless, it is hard to deny the
importance of a country’s prosperity in the system of higher education, and the case of
Kazakhstan is not an exception.

Interesting findings were noted with regard to physical accommodations for people
with disabilities in general. The analysis of the interviews has revealed that the participants
were more concerned about public facilities rather than university accommodations. They
mentioned the lack or absence of necessary accommodations on the streets, in public
transport, and even government agencies. It seemed that they wanted to show the

importance of such facilities in quotidian life, not only at university. After all, students
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have to commute, appeal to public services, or participate in other extracurricular
activities. In her attempt to raise this problem, Participant 1 said:

All the stores, schools, different settlements, offices that we created, we created

them for ourselves, namely for two legs, two arms, two eyes, for those who can

speak, who can reach out and open the doors, but why don’t we create such
conveniences for invalids?

To some extent, the participant opposed PWD with us referring to physically
healthy people. In addition, she preferred using the word invalid instead of more ethical
terms. Her language use thus highlights an apparent segregation between people with and
without disabilities. Perhaps, such disparity is so conspicuous because of the
abovementioned ill accommodation. It is not society that is adapting to PWD, but PWD
who are adapting to society. This makes people with disabilities resort to the help of
others even for simple tasks. As a rule, PWD then feel reluctant to leave their houses.
Consequently, little exposure to people with disabilities gives them an image of, as
Participant 1 commented, “aliens in a wheelchair”. It can thus be assumed that providing
facilities for PWD may break this vicious circle, change the attitudes and help to finally
transfer from integration to inclusion.

All the participants were unanimous in their opinion that physical facilities are still
not in place, which may deprive SWD of participation in higher education. Moreover,
students face obstacles outside the university as well. Even if the situation changes within
institutions, the participation rate among SWD is likely to remain low unless concrete
measures are taken with regard to facilities in other public establishments.

4.2.2 Faculty attitudes toward provision of academic accommodations for SWD.
While there was no dispute concerning the importance and necessity of physical facilities
for students with disabilities, the participants fell into two groups when it came to

academic accommodations. The first group, which included the two most mature

participants (Participant 1 and Participant 8) were convinced that providing academic
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accommodations for students with disabilities would diminish their abilities. They were
therefore against task differentiation or exam alterations. Moreover, the participants did not
express any desire to change their teaching strategies. Participant 1 even refused to give
time extension for SWD. As she said:

Time should be common, it means that we already admit that he is “miserable” and

that he cannot adapt, we shouldn’t at all, we shouldn’t segregate, we shouldn’t the

only thing we should make a good entrance for “wheelchair men” so that they

could come in. (Participant 1)

The participant’s response indicates that she does not want SWD to stand out from
the rest of the group because of these accommodations. She believes providing those
facilities accentuate that he or she is “not like us” and may, therefore, hurt students’
feelings. In contrast to this, Participant 8 said he would consider giving extra time for
SWD; however, it would only be applicable to students without any intellectual or mental
conditions. Therefore, for students with physical disabilities, even the smallest changes in
the exam procedures were non-negotiable. To quote his words,

If he is able to get education despite he has a disability, if he wants to get education,

it is he who wants to get education on an equal basis, to socialize, let him do so, |

mean it is not right to emphasize his disability.

The two participants represented two genders and two different departments. Given
that the participants were the only ones to have obtained higher education in the Soviet
period, it may be assumed that common historical background, not their gender or
academic unit, influenced their attitude toward academic accommodations. Because
students used to be equalized at that period, different conditions for different types of
students may have been unacceptable. This, in turn, may have shaped the way the
participants regarded academic accommodations for SWD. Interviews with senior faculty
members have also revealed that they were not familiar with academic accommodations

per se, which is why the definition of the term and examples were needed. However, even

after the clarifications, they both insisted on the negative influence of special conditions for
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SWD believing that this would only highlight their inability to do tasks on a par with their
classmates. Nevertheless, the participants were very much concerned about basic facilities,
such as ramps, desks, or handles perhaps because they only taught students with ICP and
tended to consider physical accommodations rather than academic ones. Therefore, the
answers boiled down to providing special equipment to facilitate students’ commuting,
taking books from the library, or moving in the classroom. Again, this could be attributed
to the fact that a very small number of students with disabilities are studying at university
as reported by the participants. Because of the lack of experience in the interaction with
SWD, faculty members may have responded thinking only of the students they taught, who
were having exclusively physical disabilities.

On the contrary, the second group, which happened to represent the younger
generation of faculty members have had more experience in teaching or interacting with
students with various disabilities. They appear to be more willing to support their students
with necessary academic accommodations, such as giving breaks, extending deadlines, or
differentiating tasks, and even helping with further employment. Studying in post-Soviet
period, when Kazakhstan had addressed the previous drawbacks of the Soviet system, the
younger participants must have been exposed to a greater amount of information on PWD
as well as social campaigns promoting equity. They must have witnessed that very wave of
inclusion that stroke Europe much earlier. Such acknowledgment of diversity seems to
play a significant role in faculty beliefs toward academic accommodations for SWD.

According to the responses, younger educators were more likely to extend the
deadlines for students who may face certain difficulties in doing their homework or
preparing class projects. Among all possible academic accommodations, this was the most

frequently mentioned and marked as important. Admitting that time pressure could be hard

51



FACULTY ATTITUDES TOWARD INCLUSIVE EDUCATION 52

for any student, Participant 5 thinks it is necessary to allow SWD later submissions. As she
puts it,

I would give pampering in terms of deadlines, say to deaf and mute or blind

students | would give more time so that he or she could simply be helped by people

from the outside, to prepare necessary materials that need to be handed in.

Such “pampering” was argued by Participant 3, who believed that SWD may start
“using their status” and “play on sympathy” to get regular deadline extensions. Instead, he
would prepare them for the life after university:

They should take responsibility, later at workplaces, nobody will give them a slack

because he is invalid or had no time to do tasks because we must get them ready to

face real life, but they should understand that we do care for them, too.

To show this care, the participant offers other academic accommodations that
would help students succeed in their studies. For instance, deaf and mute students would
take advantage from his lecturers for they would be accompanied with subtitles to enable
students to sit in a classroom and enjoy all the benefits of higher education to the same
extent as their non-disabled peers. Probably, for the same reason, he would not only record
audio lectures for students with visual impairments but also devote his time for extra
classes for such students to catch up on the materials. Perhaps influenced by his
educational background in one of the UK university that admitted SWD, the participant
was very considerate in assuming that students may understand more things in silence, and
therefore proposed to dedicate special days and hours to receive such students and answer
their questions that they may not have asked during the lessons.

As can be seen, the second group was eager to provide necessary academic
accommodations for SWD. This may be explained by a frequent contact with PWD, which
led to a more tolerant attitude. However, the responses indicate that provision of academic

accommodations would depend on the types of disabilities. For instance, Participant 2

found it unethical to ask students in a wheelchair to go to a construction site and take
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measurements. Instead, she would give them a readymade drawing so that they could work
under easier conditions. Thus, the participants’ idea of task facilitation was caused by
ethical considerations. The other participants, however, did not share the same thought on
the matter. Participant 1, for instance, was assured that distinguishing SWD in front of the
class would be equivalent to insulting them while Participant 3 believed it was unfair
towards their non-disabled peers who would complain against such special treatment.
According to the participant, different tasks would contradict the very idea of inclusive
education, which aims to give equal opportunities to everyone. One should bear in mind
that the participants spoke of hypothetical situations. The only faculty who shared his real
experience in providing academic accommodations for SWD was Participant 4. When
working with students with visual impairments he had to pick only those materials that
were accessible for blind students, which obviously shrank the number of available
resources. Along with this, he tried not to overload students with written work focusing
mainly on their presentation skills. In addition, the participant initiated group works both
encouraging classroom interaction and adapting his teaching practices to the diverse
student population. The latter is very important for providing academic accommodations
goes hand in hand with changes in one’s teaching methodology. This was emphasized by
Participant 2 who highlighted pedagogical tact, ethics, and skills in working with students
with special needs. Admitting that she does not possess enough competences in special
education, she then adds:
I would probably familiarize myself with pedagogy, how to conduct classes for
such students, | would consider methodology and cases. Then, of course, we have
to take into account psychological factor, that there are peculiarities, how to treat
them, how to talk to them, how to lead classes, this is very important, and | guess
motivate them. | mean spend more time with such students rather than the others

because...students with disabilities may have some complexes or difficulties with
understanding in general.
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As it can be seen, the participants had different perspectives on how to support
SWD. While some prioritized psychological compound of inclusion, the others accentuated
the role of flexibility. Their willingness to provide SWD with academic accommodations
seems to be linked to participants’ educational background and not to their experience or
disciplines taught. However, despite the different characteristics, all the participants agreed
that it is possible to find ways to teach students with various disabilities as long as there is
a desire to do so from both the faculty and students themselves.

4.3 Faculty Awareness of the Issues of Inclusive Education

The lack of knowledge in the practices of inclusive education both at their home
university and nationwide was repeatedly reported by the participants. Little awareness
was also manifested in the participants’ responses. To illustrate, Participant 5 firmly
believed there were no SWD at her university while Participant 2 and 4 reported having
deaf and mute and blind students graduated from university. Given that this happened
while Participant 5 was working at the university, the finding suggests that the issues of
disability-inclusive education are not illuminated or discussed within the university.
Surely, Participant 5 may not have seen SWD from other departments. However, there
should be interactive sessions across the university to discuss the current state of inclusive
education as well as its future directions. This would encourage knowledge exchange,
which in turn, can benefit both faculty and certainly SWD.

Contrary to the assumption that little awareness necessitates the introduction of
special training, not all the participants felt it was necessary. To the question “Is there a
need to raise awareness on the principles or medical aspects of inclusive education among
faculty members?” Participant 8 responded that it was needed for those faculty members
who wanted to teach SWD because otherwise, it was not “profitable”, however, the

participant did not specify whether the profit referred to students, university, or the faculty.
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While willingness was the main factor for Participant 8, experience played a dominant role
in deciding who gets to teach SWD according to Participant 6. She made a point that only
experienced teachers should be allowed to work with SWD. It seems that knowledge and
expertise in disability-inclusive education can only complement the existing experience of
a teacher. Of interest is the fact that the participant puts these two competencies working
with students in general and working with SWD in this exact order. First, faculty should be
able to teach a mainstream group and only then engage in courses on inclusivity to add to
that knowledge. It should be noted here that the participant had a 3-year experience in
tutoring a student with ICP and knew firsthand how arduous it can get at times. What
remains unclear is who will teach SWD if senior faculty members refuse to do so and their
younger counterparts are not allowed.

Nevertheless, the majority of participants felt necessity in raising awareness not
only of the faculty but general public on the whole. According to Participant 5, such
campaigns should convey a message that persons with disabilities are entitled to the same
benefits and opportunities as physically and mentally healthy people. This task to inform
the population about inclusivity should not rest solely on the shoulders of universities:

“It should be discussed within universities or schools, it should be discussed everywhere, I
mean in hard copies, it should be written in the laws, what rights or benefits they have”.
The fact the participant thinks there is no law on the rights of PWD although Kazakhstan
has enacted both international and state documents regulating their rights, illustrates that
existing information may not reach the practitioners. Raising faculty awareness is therefore
essential to promote inclusive culture. Particular attention is devoted to social media in
informing the population. However, Participant 1 believes the social media is not
concerned about PWD as it did in Soviet times. There used to be more social campaign

regarding equal treatment, something that she called “upbringing of society”. Because we
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are not exposed to such information or even PWD on the streets, today people react to
them as ““aliens in a wheelchair”.

Most participants regardless of the departments they belonged to raised a concern
about the lack of training for faculty members. Such sessions would benefit them in many
ways from learning to communicate with SWD to changing the teaching strategies to meet
the students’ needs. The findings suggest that several participants were even afraid to
unintentionally harm students by saying or doing something wrong. As one of them
reflected on one student she had to once teach: “I didn’t know how to talk to him, maybe I
said something redundant, perhaps he will perceive it in a wrong way, get offended, harm
himself or the others, I don’t know how to work with such kids”. Obviously, the participant
could get a lot from the courses in terms of communication strategies. They may seem
negligible in a bigger context of inclusivity in higher education. However, being
responsive and sensitive even to the mood of SWD may help to build the right tone,
communication and consequently to conduct a good lesson. This was well-illustrated by
Participant 3:

Their mornings can start very badly, right? He wakes up and thinks for example

that everybody can walk, why I can’t? Everybody has a couple, why I don’t? And

here if he is in a bad mood, a teacher should react, he should find out the
reason....he should talk to him, ask what happened, say “let me help you”. We
should understand that....such people are more inclined to mood swings.

Along with psychological training, it is crucially important to enrich faculty’s
knowledge of inclusive teaching strategies and techniques. Being morally prepared may
not be sufficient when it comes to actual teaching in a classroom. In this regard, knowledge
sharing may help to master teaching SWD. To do this, Participant 4 proposed to organize

sessions of “pedagogical excellence”, during which invited professionals could come and

share their experience.
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It is remarkable that participants had a quite precise conception of how these
training sessions should be organized. Participant 5 recommends starting with “moral
preparation” of students and faculty, which includes roundtables and reading special
literature on the topic. If the proposal of Participant 5 is quite understandable for she
specializes in psychology, interesting was the response of Participant 3, who taught
computer sciences. The discipline thus seem to play a negligible role in faculty preferences
regarding special training. Participant 3 paid attention to a psychological aspect of teacher-
student interaction, with the former being equated with a second parent:

Not only should we raise awareness among faculty members, but also there is a

need to raise the level of knowledge itself, | mean a teacher is a psychologist, he

should understand that he works with a different contingent.... he should be the
kind of person to whom this particular student should come and tell, to see a friend
in him, not an overseer; on the other hand, this very student, he should respect and
be afraid of him, this teacher, because if he doesn’t cope with his studies, the
teacher will put an F and there will be no pampering.

Interestingly, the more eager was the participant to learn about disabilities,
legislation, teaching SWD the stronger they believed that special training should be
obligatory. However, many participants suggested the courses were relatively short,
ongoing so that any faculty member can join at any time, voluntarily. The voluntary basis
for such courses raises a question. Who will teach a SWD if no one wants to take the
courses? What if at the end there are not any faculty members who know how to work with
SWD?

4.4 Summary

The interviews revealed two important flaws in pedagogical specialties taught at
Kazakhstani universities. Because “Special education” discipline is not included in the
curriculum of pedagogical faculties, the graduates like Participant 2, are not aware of its
strategies, principles, and practices. Consequently, those faculty members who faced

students with disabilities had to use a case-by-case approach, without prior knowledge and

therefore learned as they proceeded. On the bright side, such method may have benefited
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SWD because faculty members would be unbiased and eager to learn from the students
themselves. However, in most situations, faculty members would simply refuse to teach
such students referring to the absence of special qualifications. For Participant 8 this was
even the reason not to admit students with intellectual disabilities to a mainstream
university because professors are not prepared to teach such students and that he himself
did not possess knowledge in this field. He was also afraid that if faculty members fail to
understand them (SWD) psychologically, students may get hurt. Noticeably, Participant 8
was not alone in his fear of doing harm to SWD. Participant 3 felt that if we did not adjust
curriculum to the needs of a student with intellectual or mental disabilities if we “torture
him by offering a program that he will never be able to adopt”, he will get worse. Perhaps,
knowing essentials of special education, such as medical characteristics, legislation,
facilities, and accommodations, would have influenced the participants’ way of thinking
and they would no longer be afraid to include students with intellectual or mental
disabilities in a regular classroom. It may also help to avoid confusion, discomfort and
achieve better academic results.

Second, government standards do not enable universities to include special
education in a curriculum of pedagogical specialties. Moreover, because of this, the faculty
has their hands tied. They cannot skip the themes that are set by the ministry of education.

What emerges from the abovementioned two facts is that disability-inclusive higher
education seemed to be perceived as a goal itself but not as a natural phenomenon as in any
higher education institution. To illustrate, participants 6 and 8 noted that the universities
are struggling with other important issues, such as the lack of materials in the Kazakh
language, poor facilities, and transition to a 12-year schooling, which puts promoting
disability-inclusive education in a position of second-tier problems. Disability-inclusive

education was seen as a separate direction that cannot be developed along with other
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ongoing issues. The hope that “Perhaps it will be in the future” expressed by Participant 8
illustrates that disability-inclusive education in Kazakhstani universities is still in its
infancy. Perhaps this is the reason why accommodations are evaluated as pampering,
students in wheelchairs as “aliens”, and regulating all of the issues are assigned to

students’ “second parents”, faculty.
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Chapter 5. Discussion

The study aimed to investigate the faculty attitudes toward disability-inclusive
higher education at one national university in Kazakhstan. Overall, eight faculty members
from different departments were interviewed. The analysis of those interviews revealed
that all the participants were unanimous in their belief that disability-inclusive education
should be promoted at all universities. They also shared a common value pertaining to the
issues of access and equity emphasizing that higher education must be accessible for all
regarding a person’s abilities. In addition, participants held a positive attitude toward
provision of physical accommodations for students with disabilities and expressed a strong
interest in special training for faculty on disability-inclusive education. However,
participants’ responses to more specific questions differed according to their
characteristics, such as gender, age, and background. For instance, gender seemed to
determine whether a participant believed in the success of students with intellectual or
mental disabilities in higher education, with women being more supportive of such
students. As for educational background, the eldest faculty members, whose education
peaked at the Soviet times, tended to refuse to provide academic accommodations for
SWD, believing it would only highlight their disabilities. This section analyzes these
findings in light of previous studies, identifies major implications and gives
recommendations for further research.
5.1 Faculty Attitude towards Students with Disabilities

Most of the literature on faculty attitudes toward students with disabilities
demonstrate that educators tend to regard students with physical disabilities more
favorably rather than those with learning or mental disabilities. For instance, the study
conducted by Sniatecki, et al. (2015) in the United States, identified the most positive

attitude towards students with physical disabilities and the most negative attitude towards
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students with mental health disabilities. Such tendency goes beyond general attitude and is
kept in participants’ further responses regarding the success of SWD in college and their
academic competitiveness. The researchers thus came to conclusion that students with
mental health disabilities may encounter difficulties in interpersonal communication with
their professors and therefore need additional support.

My findings are consistent with those of prior literature with regard to changes in
attitudes based on disability type. It should be mentioned that the participants tended to
combine students with mental disabilities with those of having intellectual or learning
disabilities. With this in mind, students with physical disabilities were exposed to generally
positive attitudes from both male and female faculty while students with mental and/or
intellectual conditions could only expect it from female professors. These attitudinal
tendencies are seen in their responses to possibilities of SWD to obtain higher education.
Despite three out of four female participants taught hard subjects, they were more
supportive with regard to the idea of including students with mental and/or intellectual
disabilities into the contemporary system of Kazakhstani higher education and believed
that with the appropriate methodology and sound approach it was possible for such
students to pursue education at university. On the contrary, although their male colleagues
taught mainly soft subjects, having students with intellectual and/or mental disabilities in
their classes was seen unrealistic for them. According to their responses, such students
should either be taught in a separate university with specially trained educators or choose
another type of educational settlement aligned with their capabilities. Hence, the present
study extends previous findings on negative attitudes toward certain types of disabilities in

relation to gender.
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5.2 Faculty Willingness to Provide Accommaodations for SWD

The question about the provision of academic accommodations for SWD split the
faculty from the present study into two groups. It seems the older the faculty, the less
willing they are to accommodate SWD with necessary adjustments. The difference found
between younger and elder faculty members may account for exposure to SWD and their
background which seem to be interrelated. The student life of senior faculty passed in
Soviet times, when inclusive education was not developed enough to enable SWD to enroll
in mainstream institutions. Chances are they did not have classmates with disabilities as
they got older. This is where educational and historical background connects to exposure.
Coupled with the communism philosophy that tended to equalize society even in terms of
accommodations, this may have influenced how these faculty members see inclusive
education in today’s reality. As a result, two of the eldest participants were least willing to
provide academic accommodations for SWD. It is apparent from their responses that
changing conditions for a particular group of students would be equal to diminishing their
abilities and admitting that they are not capable to perform tasks. They believed everything
should be equal: tasks, rooms, and even the conditions. Therefore, they refused to adjust
examinations or regular assignments for their students. It should be noted, however, that
the responses only apply to students with obvious physical disabilities. One reason for such
cut down could be a limited exposure to students with intellectual or mental disabilities.
The other lies in the fact that some participants did not believe in the success of students
with such disabilities in higher education and therefore did not consider them as their
hypothetical students. Existing literature on faculty willingness to provide academic
accommodations for SWD explained differences in attitude not in relation to the age of
faculty, but to the nature of the very accommaodations. To be specific, faculty members

were more eager to provide minor accommodations rather than major ones for students
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with learning disabilities at American universities (Murray et al., 2008; Vogel, et al.,
1999). There was a case when a university even questioned the realness of a diagnosis and
refused to acknowledge that a student did have a disability (Jensen, et al., 2004).
Obviously, the students did not receive accommodations he or she requested. As can be
seen, participants from the present study did not distinguish between the types of
accommodations, neither were they skeptical about the verity of reported disabilities. No
matter whether it was assignments reduction or task differentiation, senior faculty members
were unwilling to provide such accommodation for SWD. While their main argument was
that it would only remind students of their disability, their American colleagues refused to
make changes in the academic program either because it could jeopardize the quality of
education or because they wanted to assert the right of the institution to recognize learning
disabilities. Hence, the findings of the present study are partially consistent with the
literature in a way that not all the faculty members are supportive of the provision of
academic accommodations owing to certain factors. The findings of the present research
extend those of the prior literature by identifying the educational background of
participants as a determinant factor in their willingness to accommodate SWD
academically. They are unique in a way that they look at the influence of the Soviet times.
Analyzing the development of inclusive education at that period helped to identify
different perspectives of the participants through the lenses of Soviet legacy, which turned
out to be influential through decades.

While senior faculty members refused to alter examinations for SWD referring to
the issues of equality and attitudes, some of their younger colleagues appealed to
unfairness toward other students in the class who may speak out against such “special
treatment”. Similar results were found by Sniateki et al. (2015) and Leyser et al. (2011),

who investigated faculty attitudes toward college students with disabilities. In their studies,

63



FACULTY ATTITUDES TOWARD INCLUSIVE EDUCATION

participants from American and Israeli universities were concerned about the fairness of
such adjustments toward students without any disabilities. As in the present study, the
faculty felt somewhat uncertain. On one hand, they understood that students with
disabilities might face difficulties in completing the tasks. On the other hand, since
everyone had equal study opportunities, no one should get easier conditions. The findings
of the current study are therefore corroborated by the data from the existing research.

5.3 Faculty Knowledge and Awareness about Disability-Inclusive Education Practices

The vast majority of participants strongly believed that faculty awareness on the
issues of disability-inclusive education should be raised ubiquitously. Although they had
different perspectives on how to do this, they all agreed to the fact that it is crucially
important for a faculty member to be aware of the legislation, teaching and communication
strategies, and even characteristic of various disabilities. However, as in the study
conducted by Costea-Barlutiu & Rusu, 2015, fewer expressed a willingness to take part in
such courses. The reasons could be a heavy workload and other responsibilities apart from
teaching. Faculty may also think that they will not teach SWD and therefore do not need to
spend time on getting knowledge they may never use.

Several studies show the practical effectiveness of a faculty training program on
inclusive education practices. Of interest is the study conducted by Morifia and Carballo
(2017) at one university in Spain, which aimed to design and then evaluate a program for
raising faculty awareness on the needs of SWD. The results indicate that not only did
faculty raise their awareness on regulations that governed inclusive education at their
institution, but they also learned how to modify their curriculum and syllabi to adjust them
to the needs of SWD. Moreover, upon completion, the faculty reported having felt more
confident, flexible and committed. Participation in such courses made them reevaluate

their teaching practices, which in turn led to positive changes that benefitted both SWD
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and their non-disabled classmates. Because no participant of the present study reported
having special training courses at their home university, they could only predict what they
would gain from participation in such sessions. Therefore, my data present no evidence to
support the findings of Morifa and Carballo (2017). However, the faculty respondents
from my research assumed they would become not only better professionals able to tear
down the negative attitudes of people, but also better people by cultivating such traits of
character as responsiveness and tolerance. Additionally, the participants believed they
would learn how to communicate effectively with SWD, which seems to be one of the
areas that needed improvement. Although the present study did not aim to evaluate the
outcomes of faculty training programs, the literature suggests they contribute to the
improvement of faculty attitudes, communication strategies, and responsiveness to the
needs of SWD (Morifia & Carballo, 2017; Davies, Schelly, & Spooner, 2013; Murray,
Lombardi, & Wren, 2011) just as envisioned by participants of the present study.
5.4 Limitations

The study has several limitations, which have to be acknowledged. First, the
participants were drawn from one university in Kazakhstan. In addition, only eight faculty
members were interviewed for this research. Due to a small sample, this study is unable to
encompass the situation in the entire country. Further investigation in other institutions is
recommended to have more comprehensive data. Another limitation of the current study is
that the findings rely solely on the self-report interviews with the faculty. Therefore, the
views and practices of the interviewees cannot be verified. It implies that some faculty may

have given socially desirable or more politically correct answers.
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Chapter 6. Conclusion

The purpose of the present study was to explore the attitudes toward disability-
inclusive education for faculty at one national university in Kazakhstan. The following
questions were posed to guide the study:

1. What are the attitudes of faculty toward disability-inclusive education?

2. What are faculty beliefs with regard to providing accommodations for students with
disabilities?

3. What are the factors that influence faculty attitudes toward inclusion of the students
with disabilities into Kazakhstani higher education system?

This chapter answers these questions by summarizing the key findings and provides
implications for main stakeholders as well as recommendations and directions for future
research.

Analysis of the interviews revealed that although all faculty members had a positive
attitude toward SWD, they had different opinions about inclusion of students with
intellectual and/or mental disabilities into the classroom with female faculty being more
supportive than their male colleagues. Most faculty expressed willingness to provide
academic accommodations for SWD regardless of their gender. However, two senior
faculty members believed it was unfair toward the rest of the group and were therefore
against special accommodations. As for the factors, this study has not found any difference
across disciplines while type of disability, participants’ gender and educational background
seem to be most influential in faculty attitudes and willingness.

There was no attempt in this study to identify the challenges encountered by
faculty while teaching SWD, which merits more research. Literature review shows that
researchers seem to be more concerned about the experiences of SWD, which is why the

faculty voices may remain unheard. Conducting surveys or interviews among faculty will
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provide input about their needs, interests, and preferences regarding inclusive education.
They may also require certain services or additional information to provide
accommodations. By addressing the hardships that educators go through on a daily basis,
universities may find areas to be improved, enhance teaching, and consequently further
develop disability-inclusive higher education.

In addition, exploring faculty attitudes toward disability-inclusive education at
other higher education institutions would be an interesting avenue for future research. Such
investigation would expand the current literature on Kazakhstani higher education system,
which is relatively restricted. Moreover, studies in other educational establishments would
help to obtain abundant and more comprehensive data that would be of great importance
for policymakers and institutions themselves in addressing the issues of inclusivity.

The study informs the policy makers of faculty’s of necessity to raise awareness
about disabilities, legislation and inclusive education in general. University leadership can
benefit from providing training for faculty, which will contribute to promoting inclusive
culture at the institution. Faculty may find it beneficial to reflect on their own teaching
strategies and appreciate their enormous influence on educational experience of students
with disabilities. By understanding this, faculty may want to introduce changes in their
practice to better respond to students’ needs of which they may have been unaware before.
High awareness of disability issues, more positive and tolerant attitude may contribute to
the increase in the number of students with disabilities enrolling higher education
institutions. The latter will thus have more study opportunities and consequently, more
perspectives for the future. Finally, the study will contribute to the expansion of research
field on disability-inclusive higher education in Kazakhstan.

As the number of students with disabilities enrolling in higher education is growing

and transforming student cohorts, universities can no longer adhere to traditional ways of
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teaching and apply the same teaching methods to different students. The changing
landscape of higher education thus urges universities to rethink their strategies, regulations,
and perhaps policies. They also need more “carers” and fewer “avoiders” among the
faculty for disability-inclusive education is not a direction on the agenda for the years to
come; it is already happening and calling for actions. It is a university that has the power to
change attitudes, raise awareness, create a favorable environment that will embrace

diversity and truly promote education for all.
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Appendix A
Interview Protocol

Faculty attitudes toward disability-inclusive education at one national university in
Kazakhstan

Time of interview:

Date:

Place:

Interviewer:

Interviewee:

Gender:

Rank:

Years of experience:
Position of interviewee:
Academic affiliation:
Duration:

-Description of the research
-Signing the consent form
-Testing a phone recorder

Questions:

1. Could you please briefly tell about yourself?
2. What subject do you teach?
For how long?
3. Have you ever had an experience of teaching students with disabilities?
If yes,
What kinds of disability did the student(s) have?
4. Have you had a previous contact with persons with disabilities outside the university?
If yes,
How do you feel when you see/talk to/help the persons with disabilities?
What do you think about disability-inclusive education?
6. What is your view regarding the current situation at universities? Is disability-inclusive
higher education developed enough to enroll the students with special needs?
How do you think universities can promote inclusive education?
8. What do you think of the challenges that the students with physical/mental/intellectual
disabilities face?
Can these disabilities deprive the students from getting higher education?
In what way?
9. Do you think the students with disabilities can perform well in their studies?
What about your subject? Is it more or less difficult for the students with disabilities to
learn it?
Why?
10. To what extent do you think the faculty attitude may affect the performance of the
students with disabilities?
11. With what accommodations have you provided/would you provide the students with
disabilities?
Do you think it is fair towards the other students in the class?

o

~
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12. Do you believe that accommodating the students with disabilities will help them better
cope with the challenges they face?
How?
13. Do you feel there is a necessity to raise awareness among the faculty about the
disability-inclusive education?
How could this be achieved?
14. Are you personally willing to acquire more knowledge on teaching the students with
disabilities?
How do you think it will influence your professional life?
15. If there were professional development sessions on the disability-inclusive education,
would you take part in them?
Thank you for participation in the interview.
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Appendix B
[Iporokon NHTEpBHIO

OTHoIIEHHUE MPETIoAaBaTeliei OHOTO HAIMOHAIBHOTO YHHBepcuTeTa B Kazaxcrane
K BKJIFOUEHUIO JIUI] ¢ OTPAaHUYEHHBIMH BO3MOXXHOCTSIMU B CUCTEMY BBICILIETO
oOpazoBaHHs

Bpewms untepBbio:
Mara:

Bpews:

WHuTepBbroep:
VYyacTHUK:

[To:

JIOMKHOCT®.

OnbIT paOoTHI:
Crenens:
AKazieMu4ecKoe HanpaJieHUE (MpeaMeT):
[Ipo10mKUTENBHOCTD:

Bonpocsl
1. Pacckaxure nmoxaiyicta HEMHOTO O cebe

2. Kakoii nmpeamer BbI Beete?
Kaxk nonro?

3. EcTb 11 y Bac OmbIT MpenojaBaHus CTYACHTaM ¢ 0COOBIMU HYKIaMH?
Ecan na,
Kakwue pacctpoiicTBa ObLITH y CTYEHTOB?

4. BcTymnany v Bbl KOTAAa-THM00 B KOHTAKT C JIOABMH C OTPAHHYEHHBIMH BO3MOXHOCTSMU
BHE yHUBEpcUTeTa?

Ecau na,

UYto BBI 4yBCTBYETE, KOT/Ia BUIUTE/TOBOPUTE/TIOMOTAETE JIOSIM C OTPAaHUYEHHBIMHU
BO3MOKHOCTSIMU?

5. Yro BbI TymMaeTe 00 MHKIFO3UBHOM 00pa30BaHUM?

6. KakoBo Bamie MHEHHE KacaTebHO TEKYIIEH CUTYaI[Mi B YHUBEPCUTETax? | OTOBBI Jin
BY3bl IPUHATH CTYJICHTOB C OCOOBIMH HYKIaMU?

7. Kaxk mo BallieMy MOKHO Pa3BUTb MHKIIFO3UBHOC 06pa30BaHI/IC?

8. C KaKMMH TPYTHOCTSAMH CTAITKHUBAIOTCSI/MOTYT CTOJKHYTHCS CTY/ICHTBI C
bu3rmuecKUMU/MEHTATBHBIMUA/MHTEIUICKTYaIbHBIMU paccTpoiicTBaMu? MOryT Ji 3TH
paccTpoiicTBa MOMeIIaTh CTYJASHTaM MOJIYIUTh BhIcIiee oOpa3oBanue? Kakum
obpazom?
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10.

11.

12.

13.

MoryT 71 1o BameMy CTYACHTBI C OTPaHHYEHHBIMH BO3MOKHOCTSIMU TIPEYCIICBATh B
yuebe? A mo Bamemy npeamety? OH JTaeTcs Jierde Wi CII0KHEE TAaKUM CTYJACHTaM?
[Touemy?

Kax BEI AyMacTe, BIIUMACT JIU OTHOIICHUE HpeHOI[aBaTeHefI K CTyA€HTaM C
OrpaHU4YCHHBIMH BO3MOKHOCTSMU Ha YCIICXU HOCJIGI[HI/IX?

Kaxkue ycioBus Bbl Obl cO3/1ai11/c0O3/1aBIN ISl O0YYEHUS CTYACHTOB C
OTpaHUYEHHBIMU BO3MOKHOCTSIMU? (BBIACIATH JOMOJIHUTEIBHOE BPEeMs, Kilacc,
3alUCHIBATh ayJIMO JJIs HE3PSIUUX CTYJIEHTOB, UCIIOJIb30BAaTh BU3YyaJbHbBIC MAaTEPUAIIbI
JUISI TITyXOHEMBIX U T.1I.

[TomMoOsKeT 71 3TO CTYyACHTaM CIPaBUThCS ¢ TpyAHOCTIMU? Kakum obpazom?

Cunraete au BbI, UYTO €CTh HGO6XO,I[I/IMOCTB IOBBIIIATH

OCBEJIOMJICHHOCTH/MH(OPMHUPOBAHHOCTD CPE/IH MPEIogaBaTelicii 00 HHKIFO3UBHOM
o0pazoBanuu? (BKJII0Yast 3aKOHBI, By30BCKHE HOPMATHBHO-IIPABOBBIC JOKYMEHTHI,
BHYTPEHHHUE MPaBUIa, MEIUIIMHCKUE TIOKa3aHus U T.1.) Kak 3Toro MoKHO J0CTHYL?

14.

Xotenu Obl BBl 000TaTUTh CBOU 3HaHUS B chepe 0OydeHHS CTYIEHTOB C

OTPaHUYCHHBIMU BO3MOXHOCTSIMHU? Kak 10 BalieMy 3TO MOBJIHSET Ha Bally
PO ECCHOHAIIBHYIO KU3HB?

15.

Ecnu 651 IpOBOAMIUCH CIELMATIBHBIE KYPChI 10 MHKIIIO3UBHOMY 00pa30BaHUIO JIJIs

npenoz[aBaTeneﬁ, IIPpUHAIIN OBl BBI y‘IaCTI/Ie?

Criacu00 3a yuyacTue B MUHTEPBBIO!
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Appendix C
Coding Sample
Time | Person Transcript Axial coding | Thematic
stamp | speaking coding
22:33 | U: Ecnu Obl y Bac ObLIM Takue CTYACHTHI, U OISITH ¥Ke
ecii OHH Oy/yT Yy Bac, Kakue BBl TOTOBHI CO3/1aTh
JUIsL HUX ycloBuUsi? MoxkeTe Taxe 1Mo KaTeropusiM
pazouTh
22:43 |V Homyctum, eciu Ob1 ObLT OBI CIIETION CTYAEHT, s Ob1 | Special ACCOM
€My 3alKChIBaj Obl AyAUONEKINH CaM, TO €CTh S accommodatio | ODATIO
OBl OPraHMU30Ba CalT, Ja KaKOW-HUOYIb, ns NS
JIOIYCTUM €CITH ObI MOW YHHBEPCHUTET HE UME. ..
HY HE MOXKET TaKoe JIeJaTh, s Obl... 51 Obl
3aMuChIBall OBl AyAHOIEKIINY, 9TOOBI OH OBI KaKk
OBI... CIyIlIaJl, TOTOMY YTO Y HUX O4Y€Hb Pa3BUT
CJIyX XOPOIIIO U KaK ObI OH OBl MoTyJan Obl
“H(OPMAITHIO OT MOUX YCT, 51 OBl eMy OOBSICHSII, TO
€CTb 51 ObI C HUM MPOBOJMII OBI KaKHE-TO
(baxynbTaTUBHBIC 3aHATHS ek Obl OH He monuman | Additional ACCOM
Obl1, 11a, TO ecTh, HO 3TO ObLTO OBI Office hours y classes ODATIO
MEHS, TO €CTh Y MEHsI ceityac Toxe ecth Office NS
hours. JIroau npuxoAsaT HOIY4aeTcs, HO 5 ObI C
HUM Obl HHIMBUAYAJIBHO ClIeNall Obl, TO €CTh
cKasaJ Obl I HErO JEHb OBl BBIAEIINI, YTO Individual ACCOM
MMEHHO OH MOT IIPUXOJIUTh B 3TOT JICHb KaK Obl U classes ODATIO
CIIpaIIMBaJl KAKKE-TO BOIIPOCHI, IOTOMY YTO HY B NS
TUIIMHE €My OBUIO OFI Jierde MOHATH OOJIbIIe
BOIIPOCOB, J1a? OOJIbIIIE TEM MOKHO OBLITO O
NOHATH. /17151 TeX, KTO HE XOIUT TOJTy4aeTcs, Hy 5
OblI, BO-TIEPBBIX ObI cTaBMJI ObI CBOM mapkl B Takux | Physical ACCOM
JIEKIHSIX, TJIE €CTh 00opymoBanue moaydaercs mis | facilitates ODATIO
TaKHUX CTYICHTOB, BOT I OBI AOITyCTUM OOJIbIIIE NS
3a/1aBall Obl 3a1aHAM OHJIAMH, YTOOKI OHU ciaBayii | Task ACCOM
OHJIAliH, a He pacrevaTbiBain, He npuHocwan Mue | differentiation | ODATIO
TaM Ha 3TOT Kak ero... Ha hard copy moxy4aercs, NS
MOTOMY YTO II[ac y Hac Bce Tam Ha hard copy
MPUHOCSAT, U 9TO HENPABHJIBHO, S CYUTA0. 51 ObI
co371aJ1 ObI TAKYIO CUCTEMY, YTOOBI OHH CHIIS Y
ce0s1 B OOIIEKUTHH T100 JOMa OHHA MOTJIH OBl
MOJTy4aeTcsl OTIPABUTh OHJIAKMH TH Bemy. Bot mis
TEX K€ TUIYXOHEMBIX, 51 OBbI CO371aBajl OBl JIOITyCTHM
JIEKIIAU C CyOTUTPaMU TOTYYaeTCs, TO €CTh OHH Different ACCOM
quTaaM Obl U MOJTy4ain Obl BO3MOXHOCTh, TO ecTh | format for ODATIO
eciu Obl Hy)KHa ObLjIa... €ClIi Obl HYXeH ObLI lectures NS

COIIPOBOXKIAIOIIUI, COMPOBOXKIAIOIINI MOT OBI 03
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Mpo0JIeM HaXOOUTCS Ha MOUX JIGKIHUSAX U TaKKe
TO’E TIOTy4aTh 00pa3oBaHne, Hy KaK Obl
OecrutatHo. U 51 B mpuHIMIIe, st ObI Kak ObI TOJIBKO
0611 Ob1 3a. U eciin © Takue JIt01 MOSIBUIIACH Y
MEHS B JICKIIMOHKE, OHU OBI TTOTyYMIIHA OBl BCE
CTONPOLICHTHBIEC 3HAHHS, TO €CTh s ObI cleal Bce
BO3MOJXKHOE, YTOOBI X 00y4YEHHE CIeNaTh Jierde y
HAac, ¥ s1 OBl IOMOTraj B JajJbHEHIIEM C
HaXOKICHUEM PabOThI, BOT €CIH OBl OH peajbHO
OB KaKk ObI OY€Hb OBLT XOPOIINHA CTYIEHT,
cTapaJicsi Obl, st Obl Kak ObI TOMOTall ObI eMy HalTH
IIOTOM CBOIO paboTy. FIM noTOMy 4TO OYEHb
CJIO’KHO HaWTH padoTy MOCIEe OKOHYAHHS
yHuBepcuTeTa. HaM... HaM CI105KHO HAUTU
MIOJTy4aeTCsl 310POBBIM JIOISIM, [1a, HO TAKUM €Il
CIIOJKHEE, BOT.

Access

Help with
further
employment

ACCOM
ODATIO
NS

ATTITU
DES
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Appendix D

Coding and themes
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ATTITUDES

ACCOMODATIONS

INCLUSION

Mentality

Entrance exams

Benefits of inclusive education

Psychological help from faculty

Infrastructure

Changes in teaching strategies

Assessment Classroom facilities Problem with educational
standards
Feeling pity Inconvenient location of Issues of further employment

classrooms

Feeling discomfort around SWD

Lack of library resources for

SWD

Need in special training

Special treatment

Inconvenient timetable

Distant education

opportunities

Peer attitudes

Homework adaptation

Introducing ‘Special

education’ discipline

Bullying

Breaks during classes

Need to involve mass media to

raise awareness

Communication problems

Deadline extension for SWD

Lack of specialists

Soviet mentality

Old buildings

VET for SWD

Psychological help

Poor transport system

Incentives for faculty

Unwillingness to teach SWD

Government subsidies

Exclusion from society

Need to raise awareness in

legislation

Discrimination

Unreadiness of KZ

Language influence

Disabilities and HE
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Appendix E
Informed consent form

Faculty attitudes toward disability-inclusive education at one national university in
Kazakhstan

DESCRIPTION: You are invited to participate in a research study on faculty
attitudes toward disability-inclusive education in Kazakhstan. The purpose of this study is
to investigate how faculty perceive students with various disabilities and their inclusion
into the system of Kazakhstani higher education. If you decide to join the study, you will
be asked to take part in a face-to-face interview lasting from 30 to 60 minutes. The
interview will be audio recorded with your permission. Your name and any other details
that can identify your personality will not be revealed. The name of the institution will also
be coded and used for research purposes only. The audio recording will be destroyed upon
the completion of the research. If you do not give your consent to be recorded, the
researcher will only take notes, which will be kept in a secure locked drawer along with the
other hard-copy documents related to the research. Only the researcher and the research
supervisor will have an access to the data. All the obtained and produced research
documents will be destroyed within two years after the completion of NUGSE Masters
Program.

TIME INVOLVEMENT: Your overall participation will take no more than 60
minutes.

RISKS AND BENEFITS: This research does not entail any physical, economic,
or social harm. The data will not be revealed to your employer or colleagues. In order to
eliminate the possible pressure, the interviews will be held at a place convenient for you.
When responding to the questions, you may have to recall your experiences teaching
students with disabilities. This may evoke painful memories and cause certain discomfort.
You are at liberty not to answer particular questions. Note also that your decision whether
or not to participate in this study will not affect your reputation or employment status.

It is reasonable to expect that this study will be beneficial for the stakeholders.
You may reflect on your own teaching methods and strategies along with the experiences
in teaching students with disabilities. The university administrators can potentially benefit
from enhancing professional development among educators to better respond to the needs
of the students with disabilities. The study will shed a light on the issue of disability-
inclusive higher education and enrich the literature on the topic, which will facilitate
further research.

PARTICIPANT’S RIGHTS: If you have read this form and have decided to
participate in this project, please understand your participation is solely 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 may be presented at scientific or professional meetings or published in
scientific journals.
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CONTACT INFORMATION:

Questions: If you have any questions, concerns or complaints about this research,
its procedures, risks and benefits, contact the Master’s Thesis Supervisor for this student
work, Dilrabo Jonbekova, dilrabo.jonbekova@nu.edu.kz, or the principal investigator,
Aigerim Shaikheslyamova aigerim.shaikheslyamova@nu.edu.kz, +77470311312.

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
speak to someone independent of the research team at +7 7172 709359. You can also write
an email to the NUGSE Research Committee 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, | 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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Appendix F
O®OPMA UTHOOPMALIMUOHHOI'O COTJIACUA

OTHOIIICHKE MTPEToJaBaTelicii 0THOr0 HAI[MOHAJIBHOTO YHHBEepcHTeTa B Kasaxcrane
K BKJTFOUCHHIO JIUI] C OTPAHUYCHHBIMH BO3MOXKHOCTSIMU B CHCTEMY BBICIIIETO
oOpa3oBaHUs

OIIUCAHME: Byl npuriameHsl NpUHITH YIaCTHE B UCCIICI0BATEILCKOM padoTe
Ha TeMY OTHOILICHHS MPEToiaBaTeNieil K MHKIIO3UBHOMY BBICIIEMY 00pa30BaHUIO B
Kazaxcrane. Llenb 3T0# paboTHI BBISICHUTD, KaK IPENOaBaTeIl BOCIIPUHIMAIOT
CTYJEHTOB C PAa3JIMYHBIMU OTPAaHUYEHHBIMH BO3MOXKHOCTSIMU U BKJIIOYEHHUE UX B CUCTEMY
BeIcuiero oOpa3oBanust Kazaxcrana. Ecnu BBl cornmacurech NpucOeIMHUTHCA K
HCCJIETIOBAHMIO, MBI IIOMIPOCUM BacC MPUHATH y4aCTHE B UHTEPBBIO MPOAOIKUTEIHHOCTHIO
ot 30 1o 60 munyT. IHTEpBHIO OyIET 3aMMcaHo Ha AUKTO(OH C BaIlIero MO3BOJICHUS.
Barie umst 1 1r00bIe Apyrye JaHHbBIE, KOTOPbIE MOTYT HIEHTU(UIIMPOBATDH Ballly JTUYHOCTD,
He OyayT packpsIThl. Ha3BaHue yupexaeHus Takxke OyaeT KogupoBaThCs, U
HCII0JIb30BAThCS TOJIBKO B UCCIIEA0BATENbCKUX LIEIAX. 3aKUCh 3ByKa Oy/IeT YHUUTOXKEHA
110 3aBEpPILIEHUH Hccie0BaHus. Eciu Bl HE 1aeTe CBOE COrjlache Ha 3aIluch,
HCCIIeIOBAaTENb Oy/IeT IeNaTh TOIBKO 3aMETKH, KOTOPbIe OYIyT XPaHUTHCS B 3aIIUIIIEHHOM
3aKpBITOM SILIUKE BMECTE C IPYTMMH OyMa)KHBIMH JOKYMEHTaMU, CBSI3aHHBIMHU C
uccienoBanreM. ToIbKO HCCeA0BaTeNb U HAYUYHbII pyKOBOIUTENb OYIyT UMETh AOCTYI K
JTaHHBIM. Bce nmoayyeHHbIe U OATrOTOBIEHHBIE UCCIIEIOBATENIbCKIE TOKYMEHTHI OyIyT
YHHUTOKEHBI B TEYCHHE JIBYX JIET MOCIe 3aBepIiieHust Maructepckoit mporpammsl NUGSE
(Boicmas IIkomna O6pazoBanus HazapbaeB YHuBepcurera).

BPEMSI YYACTHUSA: Bame yuactue notpeOyet He O6onee 60 MUHYT.

PUCKHU U NTIPEUMYUIECTBA: D10 uccinenoBanue He BIEYET 3a CO00
HUKAKOro (pU3MUECKOro, 3KOHOMUYECKOI0 WM COIIMAIbHOTO Bpeaa. [laHHbie He OynyT
PAacCKpBITHI BallieMy paboToaTeNo Uin KoyieraM. YToObl yCTpaHUTh BO3MOYKHOE
JlaBJIEHUE, UHTEPBBIO OYAYT MIPOBOIUTHCS B y100HOM 715 Bac MecTe. OTBeuas Ha
BOIIPOCHI, BO3MOXHO, BaM MIPUJETCS BCHOMHUTb CBOM OMBIT 00YUEHUS CTYJIEHTOB C
OTPaHUYEHHBIMU BO3MOXHOCTSIMHU. DTO MOKET BBI3BaTh O0JIE3HEHHBIE BOCTIOMUHAHUS U
BbI3BaTh ONpeE/ETICHHBIN AuckoMopT. Bl BipaBe He 0TBEYaTh Ha ONpPE/IEICHHbIE
Bomnpockl. Taxxe oOpaTuTe BHUMaHKE, UTO Ballle PELIeHne 00 Y4acTUH UM OTKa3e OT
y4acTusi B 3TOM UCCIIEZJOBAaHUU, HE TIOBIUSAET HA Ballly PEMyTallI0 WK CTaTyC 3aHATOCTH.

Pa3ymMHO 0%uaath, 4TO 3TO Hccae0BaHuE OyAET MOJIE3HBIM /IS JIULL,
BOBJICUEHHBIX B 00pa30BaTeIbHbIN Mpolecc. Tak, BBl CMOXKETE MOPa3MBIIIATH O CBOUX
COOCTBEHHBIX METOJaX 00y4YEHHUS U CTPATETrUsIX, a TAKKe 00 OIbITE 00YUEHUSI CTYIEHTOB C
OTPaHUYEHHBIMH BO3MOKHOCTSAMH. AIMUHUCTPATOPbl YHUBEPCUTETA MOT'YT U3BII€Ub
BBITOJTy U3 TIOBBIIIEHUS MTPO(HECCHOHATILHOTO PA3BUTHA CPEH MperoiaBaTesnei, 4Toobl
Jy4llle pearupoBaTh Ha MOTPEOHOCTH yYaIlUXCsl ¢ OTPaHUYEHHBIMU BO3MOXXHOCTAMU. B
UCCIIEIOBaHUU OY/IET OCBEIIEH BONPOC O BKIIOYEHUH CTY/IEHTOB C OTpPaHMYCHHBIMU
BO3MOXKHOCTSIMH B BbICIIIEe 00pa3oBaHue, U 000raTUT JIUTEPATypy IO ITOU TEME, YTO
OyzeT crnocoOCTBOBATH JATLHEHIITUM UCCIICIOBAHUSIM.
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ITPABA YYACTHHMKOB: Ecnu Bsl npounTanu nanHyio ¢GopMy U peIinim
IMPUHATDb Y4aCTHC B JaHHOM UCCJICAOBAHNH, Br1 JOJDKHBI IOHUMATh, YTO Bamie ydacTtue
SBIISIETCS JOOPOBOJIBHBIM U 4TO Y Bac ecTh mpaBo 0T03BaTh CBOE COriacue WM
NMPEeKPATUTh yYacTue B J11000e BpeMsi 0e3 TpagHbIX CAHKIMIA 1 0e3 moTepu
COIIMAJILHOIO0 NMaKeTa, KOTOpPbIH BaM npenocraBisiim. B kauecTBe anbTepHATUBBI
MO’KHO HE y4acTBOBaTh B HcclieioBaHuU. Taxxke Bbl mmeere rpaBo He OTBeUaTh Ha Kakue-
1160 BOmpockl. Pe3ynpTaThl JAHHOTO UCCIIEJOBAHUS MOTYT OBbITh NPEACTABICHBI WU
OIyOJIMKOBaHBI B HAYYHBIX W IPOPECCHOHATBHBIX LEIAX.

KOHTAKTHASA UHO®OPMALUA:

Bonpocwi: Eciu 'y Bac ecTh BOIpOCHI, 3aMeYaHus WIH KAIOOBI TI0 TTOBOJTY TAHHOTO
HCCIICOOBaHUs, TPOLUCAYPHLI €I0 IPOBCACHUA, pPUCKOB U IMIPCUMYIICCTB, Br1r MmoxxeTte
CBSI3aThCSI C HAYYHBIM PYKOBOJUTENEM HccienaoBarens, Junbpado J>xoHOEKOBOH,
dilrabo.jonbekova@nu.edu.kz

WM ¢ uccienoparenem, Aiirepum lllalixecnsaMoBO, UCMONB3YS ClIEAYIOIINE
nanneie: aigerim.shaikheslyamova@nu.edu.kz, +77470311312.

He3zasucumpie konmaxkmur: Ecnu Bol He y0BIETBOPEHBI IPOBEICHUEM TaHHOTO
HCCIIEIOBaHMsl, €ciiM y Bac BO3HUKIIM Kakue-1100 npo0semsl, kajao0bl UM BONIPOCkl, Bbl
Moskere cBsizatbes ¢ Komurerom Mcenenosannii Beicieit lkonast O6pazoBanus
Hazap6aes YHuBepcurera o renedony +7 7172 70 93 59 unu oTnpaBUTh MUCEMO HA
JIEKTPOHHBIN azipec gse researchcommittee@nu.edu.kz

[Toxxanyiicta, moAnNMIIKNTE AaHHYIO (opMy, ecnu Bbl corimacHel y4acTBOBaTh B
UCCJICTOBaHHH.

* S BHUMATENBHO U3YYHII IPEJICTABICHHYIO HH(POPMAIHUIO;

* MHe TmpenocTaBWIM TMOJHYI0 HMHPOPMAIMIO O TMeIiAX U TMPOoIeaype
WCCJICIOBAHMS;

* 4 monmMaro, kak OyayT MCIOJB30BaHBI COOpaHHBIC JTaHHBIC, W YTO JOCTYH K
0001 KoH(pUIeHIIMAaTEHON HHGOpMAIMK OYAYT UMETh TOJIBKO UCCIIEI0BATEIH;

* S monmmaro, 4yTo BIpaBe B JIOOOH MOMEHT OTKa3aTbCs OT y4acTHS B JaHHOM
UCCIIeIOBaHUH 03 00BSCHEHUS MPUYHH;

* C MOJIHBIM OCO3HAHHEM BCETO BBILIEU3TI0KEHHOTO 51 COTJIAaCeH MPUHATH ydacTue
B UCCJICIOBAaHHUH 110 COOCTBEHHOM BOJIE.

IToamnuce: Jara:

JlonoJIHUTE/IbHASL KONUA JITOH MNOJANUCAHHOW M JAaTHPOBAHHOH (OPMBI
corjiacusi npeJaHasHa4YeHa 1Jid Bac

Corunacno 3akony PecnmyOnuxku Kazaxcran, aumo B Bo3pacte n0 18 uer
cuntaercsd pedenkoM. Kakagomy y4yacTHHKY, HOnajammeMy B 3Ty KaTeropuio,
N0JIZKHA OBITH MpenocraBjieHa dopma corsiacusi poauTeieil, 1 OHa OyaeT NMOANMCAHA,
no KpaiiHeil Mepe, OJHMM U3 ero pojaurteseid (poaurtesieil) WiIH omekyHa (OB).






