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Abstract
Exploring Secondary School Teachers’ Attitudes Toward Inclusive Education in the
Zhambyl Region in Kazakhstan
The study explored secondary school teachers’ attitudes toward inclusive education in the
Zhambyl region, Kazakhstan. In this study, the research was conducted within a pragmatic
paradigm to understand how the environment, expertise, and methods impact how these
factors influence secondary school teachers’ attitudes toward inclusive education. Three
crucial questions were investigated: how teachers conceptualized inclusive education,
which teacher-related factors influenced their attitudes toward inclusive education, and
how secondary school teachers’ attitudes could be improved. For this purpose, sequential
mixed-method research was employed. First, the quantitative data was gathered via an
online survey; then, the qualitative data was collected via one-on-one interviews.
Nonprobability sampling, particularly snowball sampling, was used to reach the target
population of 104 respondents for the survey and five respondents for the Interviews. In
building the conceptual framework, literature on factors influencing positive and negative
attitudes of teachers was reviewed at international, regional, and local levels. Later, the
results obtained were discussed in terms of the conceptual framework. The significant
findings revealed that respondents are optimistic about inclusive education. However, in
practice, they need help to accommodate all students in their classrooms. Some factors
influence teachers’ attitudes toward IE (teacher-related factors, the medical concept of
inclusion, and a lack of self-efficacy). In order to support teachers, teacher training and
collaborative culture should be established, as well as the provision of necessary
equipment and resources. The study will help educators cover the education gaps and
ensure every student’s success during the educational process.

Keywords: inclusive education, attitudes, secondary school teachers.
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AHaaTmna
Ka3zakcranubig 2KamOb11 00JIbICBIHAAFBI OPTA MEKTeNl MYFaliM/IepPiHiH HHKJIIO3UBTI
0is1iMre KaTbIHACBHIH 3epjeJiey

3eptrey xymbichl Kazakcran, XKamMObI1 00IBICEIHIAFEI OpTa MEKTE MYFaTIMICPIHIH
WHKITIO3WBTI OLTIMIe Ke3Kapackl 3epTTeNi. byl 3epTTeyae Kopiiaran opTa, TOxXipuoe
XKOHE 9IicTep OWI (hakTOpIapAbIH OpTa MEKTEN MYFaliMACPIHIH UHKIIIO3UBT1 OLTIMIe
JIeTeH Ke3KapachlHa Kajlall 9cep €TETIHIH TYCIHY YIUIIH MparMaTuKalbIK napagurma
asIChIHJIA 3epTTEeY KYPri3uial. YII MaHbI3[bl CypaK OaclIbUIBIKKA albIH/bl: MYFaIIMIED
WHKJTFO3UBTI OUTIM Oepy Il Kajlail TY>KBIPBIMIAN IbI, MYFaTIMIEPTe KaThICTHI KaHaai
(bakTopnap onapAblH MHKIIO3UBTI OUTIMIe IereH Ke3KapachlHa 9cep eTelll )KoHEe opTa
MEKTEN MYFaIIMICPIHIH KO3KapachlH Kajlai xakcapTyra 0osanel. OCkl MaKcaTTa apajac
OMIICTIEH JOMEKT1 3epTTey KOJMAAHBUIIBI. AJIBIMEH CaHJbIK IEPEKTEep OHJIAlH cayaliHaMa
apKbLIIbl KUHAJIIBI; COJIaH KEeWIH camalibl IepeKTep xKeKe cyX0aT apKblIbl dKUHAJIBI.
Cayannamara Katbicy yiriH 104 pecrioHIEeHTTEH XKoHE cyx0aTKa 6ec peClioHACHTTEH
TYPaThIH )KYMBIC TOOBIH KAMTY YIIIiH BIKTUMAJIJIBIFBI KOK “Snowball sampling” Tocini
naiganaspuiAbl. TYKBIphIMIaMaNbIK HET13 peTiHAe MyFalliMAEPAIH XalbIKapalbK,
alMaKTBIK JKOHE JKEPIUTIKT1 IEHrelIepaeri OH KOHE TepiC Ko3KapacTapbiHa dcep €TeTiH
dakTopnap Typaybl on1e0ueTTep TangaHibl. MaHbI3Abl HOTHXKEJEP PECIIOHACHTTEPIIH,
WHKJIFO3UBTI OUTIMI'€ ONITUMUCTIK KO3KapacleH Kapal ThIHBIH KOpceTTi. Anaia, ic )Ky3iHae
oJiap OapibIK OKYIIBUIAPbI ©3 CHIHBIITAPbIHA OPHANACTHIPY YIIIH KOMEKKE MYKTaX.
Myranimepre KaTbICThI (hakTopiap, MEAUIIMHATIBIK WHKITIO3HS TY)KBIPHIMIAMACHI JKOHE
©31HJIIK THIMJIUTIKTIH 00JIMaybl MyFalliMAEp/1iH MHKIIIO3UBTI O11IMIe KaThIHAChIHA ocep
eTeni. MyraniMiepre Koijiay Kopcery YIIiH MyFaliMIep IiH KOCiOu TalbIHIBIFbBI MEH
BIHTBIMAKTACTBIK MOJICHUETIH YIHBIMIACTBIPHII, OJIAP/Ibl KAYKETTI )KaOABIKTAPMEH JKOHE

pecypcTapMeH KaMTaMachl3 €Ty KaXeT. 3epTTey HOTHxkKelepl MyFanimaepre 6iiaim Oepyaeri



OJIKBUIBIKTAP/IBIH OPHBIH TOJITHIPYFa JKOHE 3P OKYLIBIHBIH OKY IPOIIECIH/IE )KETICTIKKE
KeTyiHe KOMEKTeCe/l.

Tytiinoi co30ep. MHKIIIO3UBTI OUTIM Oepy, KOHABIPFBLIAP, OPTa MEKTEIT MYFaTIMIEDI.



AHHOTAHUSA
N3yuyenne oTHOIIEHUS YUHMTeJIeH IIKOJ CPeIHero 36eHa K MHKJIIO3UBHOMY
oOpa3zoBanuio B JKamoblickoii o0acTu, Kazaxcran
B nanHoii paboTe U3y4anoch OTHOILIEHUE YUUTENEH 1IKOI CPEIHEro 3BeHa K
MHKITIO3UBHOMY 00pa3oBanuto B JKamObUIcKoi obnactu, Kazaxcran. MccnenoBanue
MIPOBOJIMJIOCH B paMKax MparMaTHuecKoil mapagurMbl, YTOObI HOHSTh, KAK OKpYXKaromiast
cpelia, OIBIT U METO/Ibl BIUSIOT Ha TO, KaK JaHHbIE ()aKTOPbI BIUSIOT Ha OTHOIIIEHHE
yuuTeNeN MIKOJ CPEJHEro 3Be€Ha K MHKIIIO3UBHOMY 0Opa3oBaHHI0. bblio nccienoBaHo tpu
BAYKHEHIINX BOIMPOCA: KaK YUUTENS KOHIENTYaIU3UPYIOT HHKIIO3UBHOE 00pa30BaHuUE,
Kakue (paKTophl, CBA3aHHbBIE C YUUTEISIMH, BIUSAIOT HA X OTHOIIEHHUE K MHKJIIO3UBHOMY
00pa30BaHUIO U KaK MOKHO YJIyUIITUTh OTHOIIICHHWE YUUTEIEH CpeIHen mKoJbl. [{s aToi
ey ObLIO UCIIOJIB30BAHO TOCTIEI0BATENbHBIN MMOAX0]T CMEIIaHHOTO MeToa. CHavana
KOJIMYECTBEHHBIEC JaHHbIE ObUTH COOpaHbI C MOMOIIBI0 OHJIAWH-0TIPOCa; 3aTEM
KauecTBEHHbIE JaHHbIE ObUIH COOpaHbI C TOMOIIBIO T€T-a-T€T UHTEPBbIO. UTOOBI OXBATUThH
ueneByro rpynny u3 104 pecrioHIeHTOB AJIs ONpoca U MSATH PECHOHIECHTOB U1 HHTEPBBIO,
MCII0JIb30BaJIaCh TaK Ha3bIBaeMas Hepenpe3eHTaTUBHAs BHIOOPKA, B YACTHOCTH BBHIOOPKA
"cHexxHoro koma". I1pu pa3paboTke KOHIIENTYaIbHOW OCHOBBI OblJIa TPOaHATU3UPOBAHA
muTepatypa o (pakropax, BIUSIOMIMX HAa MO3UTUBHOE U HEraTUBHOE OTHOIIEHUE YUUTEIeH
Ha MEXJIyHapOJIHOM, PErHOHAIIBHOM M MECTHOM YpOBHsX. [l03ke monmydeHHbIe
pe3ynbTaThl ObLITU MPOAaHAIM3UPOBAHBI B PAMKAX JIaHHOM KOHIIETITYaJIbHOM OCHOBBI.
OcHOBHBIE PE3YyNbTATHI IOKA3AJIH, YTO PECIIOHIECHTHI MTOJIOKUTEIBHO OTHOCATCS K
WHKITIO3UBHOMY 00pa3zoBanuio. OTHAKO HA MPaKTUKE UM HYKHA MIOMOIIb, YTOObI
3aJIeiCTBOBATh BCEX yYalllUXCsl B CBOMX Kiaccax. HekoTopbie pakTophl BIUSIOT HA
OTHOIICHHE yUUTeNel K MHKIIO3UBHOMY 00pa30BaHUIO (Takue Kak (PaKTOPbI, KACAIOIIUXCS

y‘IHTCJ’ICfI, MCIUIHUHCKAsA KOHICIIINA MTOHNUMaHNA NHKIIFO3UU U OTCYTCTBUC YYBCTBA



Xi

CaMoJI0OCTaTOYHOCTH ). JIJIsl OKa3aHUs IOICPKKH YIUTEIISIM CIIeTyeT OpPraHu30BaTh
podecCHOHANBHYIO MMOATOTOBKY YUUTENCH U COTPYTHHUYECTBO, a TAK)KE 00ECTICUUTh UX
HE0OX0IMMBIM 000PYIOBaHHEM U pecypcamu. VccienoBanne MOMOXKET YUUTEISIM
BOCIIOJTHUTH TIPOOEIIB B 00pa30BaHUM M 00ECIIEYUTh YCIIEX KaXJI0T0 YJallerocs B
y4eOHOM TIpo1iecce.

KiroueBble ¢JI0Ba: HHKITIO3UBHOE 00pa30BaHUE, OTHOMICHHUE, YUUTEIS IKOJ CPEIHETO

3BCHA.
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1. Chapter 1 Introduction

This thesis explores secondary school teachers’ attitudes toward inclusive education
(IE) in the Zhamby! region in Kazakhstan. Firstly, this chapter presents the background of
the study and the problem statement. Then the chapter poses the purpose of the study,
followed by the main research question, the sub-questions, and the objectives. Eventually,
the significance of the inquiry, its definitions of central concepts, and a thesis outline are
introduced.
1.1  Background of the Study

Nations worldwide have militated against inequality, gradually shifting from
segregation to inclusion. In 1989, this journey started with the UN Convention on the
Rights of the Child. The document ensures the rights of every child. Then it was followed
by the UN Declaration on the Rights of Disabled Persons in 1993, guaranteeing fair
treatment for disabled persons. Nevertheless, according to UNESCO (1994), all children
are exposed to risk. Hence, there is an urgency to prevent the critical situation and provide
justice in the classroom. As a result, in 2000, The Dakar Framework for Action introduced
the concept of Education for All, which gave special-needs children educational
development and social experience (UNESCO, 2000). Subsequently, Kazakhstan has
determined its way toward inclusive education. There is a joint effort of different ministries
regulating the transition to IE at the legislative level, such as Rights of the Child, Law on
Education, Law on Architectural, Town-planning and Construction Activity, Law on
Social and Medical Pedagogical Correctional Assistance for Children with Disabilities, and
Law on Social Protection of Disabled Persons, enacted in 2002, 2007, 2002, 2001 and
2005 respectively. These activities were followed by the establishment of State Programs

for Education and Science Development in 2010, 2011, and 2019.
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Nevertheless, Global Education Monitoring Report (UNESCO, UNICEF, the
World Bank, and OECD, 2021) states that ministries’ attempts are insufficient and are yet
to be progressed. According to the National Report (Information-analytical Center of the
Ministry of Education and Science of the Republic of Kazakhstan, 2021), activities are
planned to enhance inclusive education in Kazakhstan. However, it is stated that 74.9% of
mainstream schools created settings for special educational needs children, mainly
including elevators, ramps, special equipment in sanity rooms, handrails, and desks
(Information-analytical Center of the Ministry of Education and Science of the Republic of
Kazakhstan, 2021). These activities lead to the issue of understanding inclusive education.
IE is a process that needs constant development, not to be outdated.

There is a need for more clarity in providing definitions of inclusive education in
Kazakhstan. While the National Centre for Research and Practice of Correctional
Pedagogy (n.d.) states that inclusive education involves disabled children, refugees,
children from rural areas, kandas ((previously oralmans) — returnees to the motherland), -
or children from impoverished families, the Law on Education of Kazakhstan states that
inclusive education is a process in which all students with special educational needs and
individual potential have equal access to education (Kazakhstan, 2007, art. 21-7). The
same document reveals the concept of persons with special educational needs — children
who undergo permanent or temporary hindrances to acquiring an appropriate level of
education and co-curricular education. Moreover, it is stated that special educational
conditions include services (medical, social, psychological, and pedagogical), equipment, a
safe environment, individual programs, and correctional-developing programs. When these
requirements are not fulfilled, students with special educational needs and disabilities
cannot obtain the educational program (Kazakhstan, 2007, art. 21-7). However, this

interpretation does not fully respond to the international Dakar Framework regarding
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social, cultural, ethnic, and economic diversity (Passeka & Somerton, 2022). That is why
inclusiveness in Kazakhstan is mainly understood as “special education or defectology”
(Makoelle, 2020a, p.3). The term defectology appeared in the era of Vygotsky (20th
century) and was seen as a medical model and was defined as “the study of defects,” which
means that a physical or mental disease required correction in particular institutions by
defectologists (Kozulin & Ginds, 2007, p.333). Since then, the term defectology has
remained in Kazakhstan, but nowadays, it refers to medical and social models (Passeka &
Somerton, 2022). In order to be included in mainstream schools, students with special
educational needs are supported by defectologists (Makoelle, 2020a). Thus, the whole
approach is based on eradicating barriers by correcting defects among students.
1.2 Problem Statement

New amendments in the Law of the Republic of Kazakhstan on Inclusive Education
aim to support the inclusive education sector (Kazakhstan, 2007, art. 21-7) as the situation
in Kazakhstani classrooms could be more optimistic. Even though government encourages
those who are impoverished, from the countryside, or with impairments to enter
educational institutions (UNESCO, UNICEF, the World Bank, and OECD, 2021) a
minority of students with special educational needs are enrolled in educational institutions
(in Kazakhstan, only 36 114 SEN out of 100 722) (Information-analytical Center, 2020).
The situation could be explained by schools acting based on psychological-medical-
pedagogical counseling (PMPC) advice, as Kazakhstan still relies on the medical model to
find if a person is acceptable for education (UNESCO, UNICEF, the World Bank, and
OECD, 2021). The researchers have noticed a void in student enrollment regarding
inclusion in mainstream schools of the Zhambyl region. In the Zhamby! region, 1817 out
of 4605 students with special education needs are enrolled in secondary educational

institutions (Information-analytical Center, 2020).
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Consequently, the researchers wonder whether this might be connected to the
teachers’ attitudes.

Teachers’ attitudes toward inclusive education in school might be vital in providing
equal opportunities for all. Little research has been done in Kazakhstan on teachers’
attitudes toward IE. For example, the study has investigated how urban and rural teachers
in the Pavlodar region mainstream schools see inclusion (Agavelyan et al., 2020). It is
highlighted the importance of various factors related to teachers, such as gender, age
category, background, level of education, and subject taught, as it might impact teachers’
attitudes toward children with special educational needs and their school attendance. It has
demonstrated a neutral attitude to inclusion (Agavelyan et al., 2020). A similar study has
been managed by Sagandykova (2021) during her study in the Akmola region in
Kazakhstan. According to Sagandykova, gender does not influence teachers’ attitudes but
teaching experience. While northern Kazakhstani educators’ perception of IE is positive, if
teachers get appropriate inclusive training (Sagandykova, 2020), mainstream teachers in
Almaty city expressed a neutral or rather hostile attitude toward inclusion (Yussupova &
Issabayev, 2021). Therefore, teachers’ attitudes on inclusive education in Kazakhstan have
been researched only in the Pavlodar, Akmola, and Almaty regions, thus creating a void in
studying teachers’ attitudes toward inclusive education in the Zhambyl region and its
barriers (if any).

1.3 Purpose of the Study

The purpose of the study is to explore secondary school teachers’ attitudes toward
inclusive education in the Zhambyl region in Kazakhstan. The research aims to focus on
how secondary school teachers conceptualize inclusive education, teacher-related factors,
and possible improvement of teachers’ attitudes. As a result, the following questions have

been developed.
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1.4  Research Questions
1.4.1 Main Question:
What are secondary school teachers’ attitudes toward inclusive education in the
Zhambyl region?
1.4.2 Sub-questions:
The following sub-questions have been posed:
1) Which factors related to teachers impact the teachers’ attitudes toward IE?
2) How do teachers conceptualize inclusive education?
3) How can teachers’ attitudes toward inclusive education (if necessary) be improved?
1.4.3 Objectives:
The following objectives have been posed:
1) To establish if a relationship exists between teacher-related factors and their attitudes
toward IE among teachers in the Zhambyl region in Kazakhstan.
2) To explore teachers’ conception of inclusive education.
3) To make recommendations about improving teachers’ attitudes toward inclusive
education (if necessary).
1.5  Significance of the Study
Exploring teachers’ attitudes is important for future researchers as it helps
understand the topic. The findings revealed secondary school teachers’ attitudes toward
inclusive education in the Zhambyl region in Kazakhstan. These results are expected to
help understand how teachers’ attitudes toward IE could affect the inclusion of all students
in the classrooms so that every student feels safe and valued. Teachers might develop
professionally, studying new ways and techniques and developing emotional intelligence.
Moreover, teachers could facilitate a shift in Kazakhstan’s educational field, focusing on

all students’ capabilities so that no one is missing out.
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1.6 Definitions of Main Concepts

Throughout this thesis, several definitions are used. First, the term inclusive
education ensures “equal access to education for all children” by applying a methodology,
which can help create a teaching style, curriculum, and assessment suitable for everyone,
including children with special educational needs (Slee, 2019, p.9), identify barriers toward
implementing inclusive policy, and eliminate them (Azorin & Ainscow, 2018). In this
thesis, inclusive education and inclusion are used interchangeably to mean inclusive
education. Moreover, in this thesis, the abbreviation IE refers to inclusive education and
SEN to students with special educational needs (students who endure barriers to getting an
education (Kazakhstan, 2007, art. 21-7)). Next, the term teachers is defined. Generally,
according to Collins Online Dictionary (n.d., para. 1), a teacher is “a person who teaches,
usually as a job at a school or similar institution.” However, this thesis uses the definition
of a secondary school teacher, which is determined as “a person who teaches at a
secondary school” (Collins Online Dictionary, n.d., para. 1). In turn, a secondary school
refers to “a school for pupils between the ages of 11 or 12 and 17 or 18 (Collins Online
Dictionary, n.d., para.1). Another term used in the thesis defines teachers’ attitudes.
Teachers’ attitudes focus on teachers’ behavior affected by social standards (Fend, 2008,
as cited in Hutzler et al., 2019).
1.7  Chapter Outline

The thesis provides the research results on secondary school teachers’ attitudes
toward inclusive education in the Zhambyl region in Kazakhstan. This thesis is composed
of six chapters. Chapter One provides a comprehensive introduction to the study. The
literature review with the conceptual framework is discussed in Chapter Two. Chapter
Three of the thesis provides the study’s research methodology, including the research

paradigm, research approach, research design, data collection procedure, data analysis
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approach, and rigor of the inquiry. Results from data analysis are covered in Chapter Four,
followed by the discussions of the findings in Chapter Five. Conclusions,

recommendations, limitations, and areas for further research are presented in Chapter Six.
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2. Chapter 2 Literature Review

2.1  Introduction

The chapter aims to introduce the literature review that explored secondary school
teachers’ attitudes toward inclusive education in the Zhambyl region. This section is
subdivided into five. First, it provides background information on the concepts of inclusive
education and attitudes and teachers’ attitudes. Next, the chapter discusses the conceptual
framework, which is the fundamental aspect of the thesis. Teacher-related factors
influencing teachers’ attitudes toward inclusive education from international perspectives,
regional and local ones are also indicated. The last part highlights a short outline of the
chapter.
2.2 Conceptualizing Inclusive Education

A considerable amount of literature has been published on inclusive education.
These studies emphasize children’s rights, strengthened by the Salamanca Statement and
Framework for Action on Special Needs Education, which sees inclusive education as a
process, values every child’s uniqueness, and responds to everyone’s needs (UNESCO,
1994). From that point, in the global arena, inclusive education is oriented toward
eradicating injustice and discrimination (Hernandez-Torrano et al., 2020), promoting
democracy, global citizenship, and lifelong learning for all (Haug, 2017). However, due to
the vast notions declared in the Salamanca Statement, the concept of IE is perceived in
various ways (Hernandez-Torrano et al., 2020). First, inclusive education is usually
associated with education for students with special educational needs who require extra
assistance (Somerton et al., 2020) and children with disabilities (Schuelka, 2018). Haug
(2017) stated that this idea belongs to the narrow definition, which appeared to replace
integration in the educational system. Inclusion features are related to the work with

children with disabilities and marginalized groups and focus only on special needs
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education, which does not erase problems with discrimination. Such narrowing of the
problem leads to labeling students, which, in turn, results in poor self-esteem, which poses
a danger to students’ behavior, mood, and academic performance (Lauchlan & Boyle,
2020). As reported by UNESCO, this puts all diverse children in danger (UNESCO, 2000,
as cited in Haug, 2017). The international concept of Education for All has been introduced
to prevent the crisis and bring classroom equity. It has been done by accommodating the
diverse needs of students who may relate not only to children with disabilities but also to
various vulnerable groups such as refugees, migrants, or street children, which brings us to
the broader concept. Consequently, inclusive education is defined as education for all
children regardless of age, gender, ethnic origin, abilities, giftedness, and disabilities
(Mahat, 2008). It means that inclusion is the opportunity to be oneself, to be valued and
respected, to be accepted by both teachers and classmates, to be a part of a community, to
be happy, and to communicate with peers (Goodall, 2020).

According to Makoelle and Burmistrova (2021), inclusive education is where
teachers meet every student’s needs to address barriers to learners’ performance. In other
words, inclusive education is fruitful praxis that engages every learner (Rapp & Granados,
2021). Numerous obstacles could hinder the implementation of inclusive education:
gender, material prosperity, social status, language, or cultural background. For this reason,
inclusive education would be regarded as a process where curricula, quality teaching
techniques and approaches, and assessments are altered (Makoelle & Burmistrova, 2021).
Generally, the perception of inclusive education depends on state and regional levels.
Although Kazakhstan, for example, ensures the right to education for all students with
special educational needs bringing equal access to learning (Rollan & Somerton, 2021), the
school system, which is now provided, often features inclusive education as integration

(Helmer et al., 2020). This phenomenon could be stemmed from the fact that Kazakhstan
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inherited a segregated society model, which is currently being reconstructed. Thus, some
educational institutions in Kazakhstan maintain life-long learning and promote equity in
their classrooms using differentiation and individual approaches by critically reflecting and
evaluating their praxis (Makoelle, 2020).

Considering that research is conducted in the southern region of Kazakhstan (the
Zhambyl region), there is a synthesis of concepts of inclusive education. In this context,
inclusive education depicts two definitions. First, inclusive education is “an educational
methodology” directed at all children (including children with special educational needs)
(Slee, 2019, p.9). Teachers should adopt and use techniques and approaches regarding
individual needs, assessment, and curriculum so that everyone can succeed. Secondly,
inclusive education is a continual process aimed at determining and eradicating obstacles
toward inclusive education (Azorin & Ainscow, 2018), as the fundamentals of inclusive
education are justice, equality, and equity.

2.3 Defining the Concept of Attitude and Teachers’ Attitudes

In order to explore teachers’ attitudes toward inclusive education, the term attitude
is to be defined. Before focusing on the attitude concept in the educational sector, it is
crucial to have a broad concept. Allport proposed the definition of attitude in 1935, which
stated that acquired through experience, a psychological state of readiness affects an
individual’s reaction to everything he is involved with (as cited in Jain, 2014). That notion
was supposed to show the ability to behave in return for actions. According to Cambridge
Online Dictionary (n.d., para. 1), attitude is “a feeling or opinion about something or
someone or a way of behaving caused by this.” In this sense, this definition shows that a
person’s demeanor reflects one’s beliefs, demonstrating how biased attitude is and its
significant role in estimation, as attitude is influenced by either spontaneous feelings or

deliberate evaluation (Cate et al., 2018).
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More specifically, Fend (2008) stated that teachers’ attitudes are “guiding actions,”
concentrating on teachers’ demeanor (as cited in Hutzler et al., 2019, p.251), which is
influenced by society and its norms and might be adopted as personal norms as well. Given
everything mentioned, one may suppose that attitude plays a crucial role as teachers may
build prejudice toward students, which also influences learning.

2.4  Conceptual Framework

The conceptual framework (combining three perspectives: international, regional,
and local) is built on teachers’ attitudes which might be positive and negative. One of the
aspects is that teachers’ general attitudes toward IE are positive until they get real
experience with students with emotional, behavioral, and learning difficulties in their
classrooms (Jury et al., 2021). Yussupova and Issabayev (2021) also expressed the idea
that teachers hold favorable views toward inclusive education, yet, when it comes to actual
practice, they do not maintain IE. Agavelyan et al. (2020) said that attitude toward IE is
positive until teachers face work with students with disabilities. Avramidis and Norwich
(2002) stated that teachers’ attitudes toward inclusion are generally positive while
specifying that inclusion (working with SEN) varies from neutral to negative. This
phenomenon could be justified because teachers hold their personal beliefs and prejudice
toward certain types of impairments. It can include both religious aspects and historical
aspects. A fascinating example of Bhutan is that a positive attitude is stipulated by
religious belief, thinking that working with SEN adds points to karma (Dorji et al., 2021).
This fact affirms that a system of beliefs enacts the formation of attitudes (Sharma et al.,
2014).

In contrast, teachers in Ghana consider any form of disability as a “form of
punishment and curses from the gods for sins committed by the person with the disability

or arelative” (Butakor et al., 2020, p. 1247). This belief in divinity affects teachers’
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negative attitudes toward inclusion. Similarly, “teachers in Uzbekistan generally hold a
negative attitude toward SEN” (Nam, 2021, p. 174), which is explained by the post-soviet
legacy and its legacy in special education institutions (larskaia-Smirnova & Goriainova,
2021; Nam, 2021). Another example is that teachers see autism spectrum disorder as the
most difficult to deal with, followed by cognitive disorder. At the same time, they detect
students with motor impairment as a less problematic group (Jury et al., 2021). Such
stereotypical attitudes make a certain group of students (e.g., students with autism
spectrum disorder) excluded from mainstream schools, as teaching learners with more
severe disabilities precipitates more work than those with mild impairments (Saloviita,
2019). It means that teachers ought to modify their teaching strategy, which produces an
additional workload for teachers. It includes spending more time on preparing and
accommodating curriculum, lesson plans, and assessments, which, in turn, may lead to a
negative attitude toward inclusive education (Monteiro et al., 2018). Nevertheless, these
attitudes might change if teachers gain confidence in dealing with students with special
needs (Avramidis & Norwich, 2002). It is confirmed by Oralkanova (2014), who reported
a lack of confidence among teachers who work in the inclusive education field (as cited in
Orynbassarova, 2017). If teachers’ competence to implement inclusive education is at a
low level, it is to say that there may be a lack of practice/experience or a lack of
knowledge. Alshimbayeva (2016) reported that the problem of expertise in theoretical,
methodological, and practical fields also exists among teachers (as cited in Orynbassarova,
2017). Thus, it can be said that confidence in how to deal with SEN enacts forming
attitudes toward IE, while the absence of a compulsory academic course in the Kazakhstani
tertiary educational system and poor teacher training impact teachers’ belief in themselves
in @ more negative way (Orynbassarova, 2017). The negative attitude toward IE is also

maintained by educators’ knowledge gap regarding inclusion and the lack of professional
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development needed to work with students with special needs (Orynbassarova, 2017;
Rollan, 2021; Yussupova & Issabayev, 2021).). The fear of teaching SEN comes from the
lack of knowledge. Firstly, it is necessary to identify the students’ specialties to alter
teaching materials. Furthermore, adapting the necessary teaching resources requires
knowledge and skills in inclusive education. Cooc (2019) reported that “training related to
specific disabilities and providing appropriate accommodations” is essential for teachers’
positive attitudes (p.29). Thus, teachers with further knowledge may set a suitable
environment for their students considering learning diversity. Hence, professional
development (PD) might be acquired through formal and informal training (Cooc, 2019).
Formal training is provided through courses and workshops, while informal — through
collaboration. Collaboration among school teachers is essential for catering to children
with disabilities. Sharing concerns and practices enables teachers to understand better how
to handle SEN in educational settings so that they will succeed. In addition, collaboration
helps to reflect on the perception of inclusion and how IE is practiced (Makoelle, 2014). It
is stated that the collaboration process leads to a change that might show positive attitudes
toward IE. That is why collaboration among educators may aid in understanding that they
are not the only ones who feel the same way. Furthermore, for inclusive education to
thrive, teachers must use the inclusive methodology in practice (Jenson, 2018). By
inclusive methodology, we mean that teachers use a learner-centered approach, be flexible
and responsive to students’ needs, and adjust resources to succeed in the classroom
(Kaplan & Lewis, 2013). So, PD impacts teachers’ attitudes more positively, increasing the
confidence level and resulting in a high self-efficacy level among teachers (Saloviita,
2020; Urton et al., 2014; Yada et al., 2018). Such interaction helps utilize inequality, as
self-efficacy is a “strong positive belief that people have the capacity and skills to achieve

goals” (Harris, n.d., para 8). In addition, teachers’ attitudes are influenced by the under-
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equipment of schools. It means that teachers do not have access to the necessary resources,
such as transport, school facilities, and classroom tools, to accommodate students with
disabilities despite their initial positive attitudes toward inclusion (Sharma et al., 2018).
Moreover, the lack of adequate size staff is one of the most common factors in inclusive
education, as teachers cannot cover all students’ needs (Ghouri et al., 2010). It means there
are insufficient special teachers, consultants, or medical staff in mainstream schools.
Finally, Agavelyan et al. (2020) stated that teachers’ background is essential in identifying
attitudes toward IE. In their research, due to patience, teachers from the countryside have
more positive views toward IE than their urban counterparts (Agavelyan et al., 2020).

It can be concluded that all the factors mentioned above influence the formation of
teachers’ attitudes either positively or negatively.
2.5  Teacher-Related Factors Influencing Teachers’ Attitudes Toward Inclusive

Education

Various factors that might influence teachers’ attitudes are needed to explore, as
teachers play an essential role in altering the perception of inclusive education. Attitudes,
in turn, may be affected by internal or external factors called teacher-related factors
(Jenson, 2018). Many published studies (Avramamidis & Norwich, 2002; Engelbrecht et
al., 2015; Forlin & Chambers, 2011) describe common teacher-related factors: gender, age,
experience, teaching subject, and educational background (as cited in Sandhu, 2017). Thus,
this subsection considers teacher-related factors from international, regional, and local
perspectives.
2.5.1 International Perspective

In order to describe teacher-related factors influencing teachers’ attitudes toward

inclusive education, research from the following countries, Australia, Slovenia, Finland,
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and Ghana, has been considered. The countries have been chosen because they have
expertise in IE.

Generally, according to Avramamidis et al. (2000), female teachers express more
positivity toward inclusion rather than males, while, according to Ahmmed et al. (2014),
younger professionals are inconsiderably more optimistic than older ones (as cited in
Saloviita, 2020). Research conducted in Ghana by Butakor et al. (2020) confirmed the
theory of Avramamidis et al. (2000) and Saloviita (2020) that men and older teachers hold
pessimistic attitudes toward IE, which could be explained by the fact that women generally
possess the maternal drive and the elderly experience a shortage of practice or experience.
However, Saloviita (2020) stated that in Finland, teachers’ attitudes toward inclusive
education have not been affected by teacher-related factors such as gender and age, even
though female teachers, as well as a young generation of teachers, are somewhat more
positive toward inclusion than males and older ones. It could be explained that inclusion is
a recent development, and novice teachers have had the course regarding inclusive
education as a part of their programs (Yada et al., 2018). Moreover, it is stated that
experience does impact Australian teachers’ attitudes. The more teacher practice, the less
positive attitudes they hold, which is explained by a clear understanding of what awaits
them in the future (Costello & Boyle, 2013). However, it has been reported that even
though teachers in Slovenia have had an experience, their attitudes turned more negative
after that (Stemberger & Kiswarday, 2017). It proves that experience is one factor that
influences teachers’ attitudes.

According to the authors, Stemberger and Kiswarday (2017), there is an exigence to
encourage and empower teachers who first work with SEN to accommodate it successfully
and painlessly. Moreover, a significant discrepancy in teachers’ attitudes toward IE in

Finland lies in the taught area. For example, special-education teachers are into inclusion,
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while the classroom and subject teachers prefer focusing on their area of teaching
(Saloviita, 2020).

The most common factors influencing teachers’ attitudes at the international level
are gender, age, experience, and teaching subject. Females and special educators are more
favorable than their male counterparts and subject teachers. Also, the more teachers
experience, the less optimistic they are toward inclusion. Unfortunately, the information
about educational background has not been found at the international level.

2.5.2 Regional Perspective

This subchapter discusses teacher-related factors that can impact teachers’ attitudes
toward inclusion from a regional perspective. Such countries as Turkey, Pakistan,
Kyrgyzstan, and Bhutan are considered as they are located in Asia. Turkey is included in
this part of the thesis as a significant territory in Western Asia.

In Pakistan, the research shows that gender is one of the factors in the Pakistani
context toward “efficacy beliefs towards inclusion” (Sharma et al., 2014, p.11). Men are
more positive rather than women. A similar pattern has been revealed in Bhutan, where
gender influences teachers’ attitudes toward inclusion. Dortji et al. (2021) have found that
men favor IE more than females. This idea is supported by Rakap and Kaczmarek (2010),
who also stated that Turkish male teachers have somewhat more positive attitudes toward
IE. It might be explained by the fact that many women work with SEN rather than males
and know what to expect from this field (Dorji et al., 2021).

Moreover, in Turkey, positive attitudes toward inclusion have been held by both the
least experienced and the most experienced educators, which leads to the fact that the more
experience educators have, the more positive views toward IE they have (Rakap &
Kaczmarek, 2010). They also stated that middle-aged teachers hold negative views

compared with the previous age groups, as novice teachers have been specially trained at
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educational institutions while older ones have more experience working with students. It is
a pity that more information should be given regarding teacher-related factors in
Kyrgyzstan. Nevertheless, it is noted that various levels of education do not impact
teachers’ attitudes, as teachers with different educational backgrounds know little about
inclusion, leading to negative attitudes (Chzhen, 2016).

Thus, at the regional level, men hold more positive attitudes toward inclusive
education. Also, younger and older educators favor inclusion more than middle-aged
teachers. In turn, more experience among teachers leads to more positive views. It does not
matter what level of education teachers have, as it is negative due to the need for more
awareness about inclusion. Information regarding the taught subject has yet to be found.
2.5.3 Local Perspective

This subsection concentrates on teacher-related factors in different regions in
Kazakhstan. Inclusive education is relatively new in the republic, so few resources must be
available.

Interestingly, in the research held in the Pavlodar region, it has been revealed that gender is
one of the components forming attitudes. According to Agavelyan et al. (2020), men are
more favorable than women, which is explained by the fact that men are primarily teachers
of physical education concerned with children’s well-being. In contrast, in the Akmola
region in North Kazakhstan, Sagandykova (2020) stated that gender does not influence
teachers’ attitudes toward inclusion. The factors, which influence it, are age and
experience. The older teachers (over 55) have more positive attitudes toward IE. It can be
explained that the older teachers are, the more experienced they are. That is why educators
with experience are more favorable toward IE.

Conversely, in Astana city (Nur-Sultan city as cited in Bukayeva, 2020), age and

working experience do not play a role in identifying factors affecting attitudes toward IE,
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which means that despite their age category and experience, teachers hold favorable views
toward inclusion (Bukayeva, 2020). Moreover, according to Yussupova and Issabayev
(2021), subject teachers express negative attitudes as they are afraid that “non-SEN
children may be left without attention and not acquire the necessary skills” (p.83). Special
education teachers hold the same view as mainstream schools are understaffed and
underequipped (Makhmudayeva, 2016).

Generally, in Kazakhstan, such factors as age, gender, and experience are
controversial as they might and might not influence teachers’ attitudes. Although there is
no difference in what subject educators teach, subject teachers express negative attitudes
toward inclusive education as well as special education teachers. Literature about teachers’
educational levels has not been located.

2.6 Conclusion

The chapter has outlined the relevant literature studied for the researcher’s thesis.
First, the concept of inclusive education has been provided. After that, the terms “attitude”
and “teachers’ attitudes” are defined. The following subsection of the chapter has
highlighted the conceptual framework adopted in the thesis, which includes international,
regional, and local perspectives. The last part has been dedicated to the factors influencing
teachers’ attitudes toward IE. The factors have also been described from international,

regional, and local perspectives.
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3. Chapter 3 Research Methodology

3.1 Introduction

The chapter aims to introduce the research methodology used to explore secondary
school teachers’ attitudes toward inclusive education in the Zhambyl region in Kazakhstan.
First, the chapter gives background information on the research paradigm. Then, this
chapter discusses the specific methods by which the research approach and design have
been conducted. The chapter further highlights the data collection procedure followed by
data analysis. Finally, such issues as trustworthiness, reliability, and validity are covered in
the chapter.
3.2  Research Paradigm

In this study, pragmatism was adopted as a research paradigm. Pragmatism is about
how to solve problems practically and sensibly, not how to focus on theory (Oxford Online
Dictionary, n.d.). Its underlying assumption is that experience is the foundation for
knowledge (Kaushik & Walsh, 2019). The central idea of this paradigm centers around
tackling real problems in reality while using integrated methods. In this study, pragmatism
helped to explore teachers’ backgrounds, knowledge, and practice regarding inclusive
education. This paradigm aided in discussing teachers’ experiences and how they affected
teachers’ attitudes toward inclusive education.
3.3  Research Approach

A research approach is a process that indicates steps to conduct research (Creswell,
2014). First, the research method was chosen. The research design incorporated a
sequential explanatory mixed methods design, resulting in a two-phase project (Creswell,
2014). This approach was suitable for the study as the initial quantitative data collection
method included diverse participants. In contrast, the qualitative interview-based study

aided in interpreting and describing quantitative data (Creswell, 2014). The first phase of
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the sequential explanatory mixed methods design collected quantitative data, followed by
the second, which employed a qualitative approach. It means that quantitative data was
first collected to explore teachers’ general attitudes toward inclusive education and
teacher-related factors to see the pattern. Next, the qualitative phase identified teachers’
attitudes toward inclusive education in the Zhambyl region and how teachers’ attitudes
toward inclusive education (if necessary) could be improved.
3.4  Research Instruments

This study used two main instruments: a survey and an interview. A survey is a
numeric inquiry of attitudes conducted by asking people questions (Cambridge Online
Dictionary, n.d.). Conversely, a one-on-one interview is a direct talk in which the
researcher asks questions about the topic (Cambridge Online Dictionary, n.d.). While a
survey was used for the quantitative analysis, one-on-one interviews were employed for
the qualitative analysis. In the first part of the research, the QUALTRIX survey was
designed in Kazakh, Russian, and English to include the whole population. The survey
consisted of three parts. The first part presented information about the researcher, the topic,
and the aim of the study. It also contained a consent form guaranteeing the anonymity of
the responses, allowing participants to decide whether to participate in the survey. If they
gave their consent to participate, they moved to the second section of the survey, which
consisted of multiple-choice questions of a demographic nature. It embraced general
information about the participants without indicating their names, such as gender, age
range, qualification, and background information. The last part of the survey consisted of a
six-point Likert Scale questionnaire of eighteen items. The Likert Scale was chosen as the
respondents could show “a degree of agreement and disagreement with a variety of
statements about some attitudes,” which was the aim of the study (Taherdoost, 2019, p.3).

This questionnaire was modified to the context of the research settings and used
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Multidimensional Attitudes Toward Inclusive Education Scale (MATIES) (Mahat, 2008).
MATIES consisted of eighteen questions. The researcher chose this scale to see a complete
picture of teachers’ attitudes toward inclusive education.

Each question was measured using a six-point Likert-type scale categorizing as the
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following: “strongly agree,” “agree,” “somewhat agree,
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somewhat disagree,” “disagree,”
and “strongly disagree” (Mahat, 2008). MATIES survey was originally in English; that is
why the survey was translated into Kazakh and Russian. The scale has not been commonly
used among educators. Only several of them (Mahat, 2008; Noreen et al., 2019; Pennock,
2021) have adopted the scale in their inquiries. That is why the author, Mahat (2008),
permitted using the MATIE scale (See Appendix 1). According to Mahat (2008), the
MATIES has been created to fully measure affective, cognitive, and behavioral aspects of
teachers’ attitudes toward inclusive education, addressing such issues as curriculum, social
and physical aspects. The scale helps better understand the teachers’ attitudes toward IE. In
the second part of the study, qualitative data was gathered via one-on-one interviews. The
interviews were conducted in two languages: Russian and English. The nature of the
interviews was semi-structural, as the author asked respondents to clarify or specify some
information. The interviews took 30 — 40 minutes to conduct in an environment
comfortable for the respondents. Participation in interviews was rewarded with a bar of
chocolate and a cup of coffee/tea for the interviews due to the low budget of the researcher.
The qualitative period of the study was used to gain a thorough understanding of the
quantitative findings, detect teachers’ attitudes toward inclusive education, conceptualize
it, and make recommendations about how teachers’ attitudes toward inclusive education
could be improved. In general, the usage of all data collection instruments guaranteed

anonymity.
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3.5  Data collection procedure

Before collecting data, several types of permissions were gathered (Creswell,
2014). First, the researcher completed The Collaborative Intuitional Training Initiative
(CITI) Program Certificate in order to be able to conduct the study with human beings.
Next, the researcher got ethics confirmation from the Nazarbayev University Research
Ethics Committee of the School of Education.

After that, the researcher started the procedure of data collection. For the
quantitative part of the study, nonprobability sampling was employed as the researcher
wanted to conduct a voluntary study investigating a large group of secondary school
teachers (Creswell, 2014). Namely, snowball sampling was chosen as it was difficult for
the researcher to reach the target population (secondary school teachers in the Zhambyl
region). The researcher developed the QUALTRIX survey, then sent a link via
“WhatsApp” messenger and Instagram social media to the teachers in the Zhambyl region
that the researcher knew in terms of scope (the researcher is an acting secondary school
teacher). It happened to cover the city and rural secondary school teachers. Afterward, the
researcher asked acquaintances to distribute the link among their colleagues. The
researcher monitored the number of responses in the QUALRIX platform until the
minimum sample size (100 people) was reached (Louangrath, 2017). Generally, it took
around three weeks to reach 117 responses. Then, the researcher closed the survey forms in
the QUALRIX platform and exported the data in .sav format. This format was chosen as
the author used International Business Machines Statistical Package for the Social Sciences
(IBM SPSS Statistics) (version 29) tool for further analysis. The SPSS analysis package
was employed for two reasons. The first one was that, according to Muijs (2004), SPSS is
the program commonly used among educators containing all necessary tools for the

analysis. Secondly, the researcher was familiar with the usage of the program as a part of
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the educational plan. The next step was combining the data from Kazakh and Russian into
English. Then, the input was transferred into the IBM SPSS Statistics and coded. From that
point, the analysis of the data started.

Regarding the qualitative study, snowball sampling was applied to access subjects
with the target characteristics (secondary school teachers). This sampling was suitable as
the researcher recruited participants among the researcher’s acquaintances (Naderifar et al.,
2017). To conduct the qualitative phase of the study, the researcher sent the known
teachers a recruitment flyer explaining the study’s nature and calling to participate in the
interview and asked them to distribute it among their colleagues. The message was sent via
“WhatsApp” messenger and Instagram social media. Five volunteers who responded to the
message were hired. Afterward, the researcher set a suitable time and place for each
respondent. It took around a month to conduct interviews due to the busy schedule of
teachers (the end of December, which was the end of the term). Before interviews, the
consent forms were distributed, and respondents signed them, confirming that the
interviewees understood that they could withdraw from participation in the research at any
time, and the researcher guaranteed anonymity. Interviews were recorded on the mobile
phone of the researcher, which had a password. Later, the recordings were transcribed both
manually (Russian language) and with the help of the online tool Descript (English
language).

3.6  Data analysis

After collecting data, data analysis was followed according to two phases of the
research method. The first part of the research was quantitative, which attempted to
partially answer the main question of what secondary school teachers’ attitudes toward
inclusive education in the Zhambyl region were, and the first sub-question of which

teacher-related factors influenced the teachers’ attitudes toward IE. That is why the
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following hypotheses were posed regarding the first sub-question. The null hypothesis
stated that there was no relationship between teacher-related factors and their attitudes
toward IE among teachers in the Zhambyl region in Kazakhstan. The alternative
hypothesis said that teacher-related factors influenced teachers’ attitudes toward IE in the
Zhambyl region in Kazakhstan.

Ho= There was no relationship between teachers’ attitudes toward IE and their gender.

H1 = There was a relationship between teachers’ attitudes toward IE and their gender.

Ho = There was no relationship between teachers’ attitudes toward IE and their age.

H1 = There was a relationship between teachers’ attitudes toward IE and their age.

Ho = There was no relationship between teachers’ attitudes toward IE and the subject they
taught.
Hi1 = There was a relationship between teachers’ attitudes toward IE and the subject they

taught.

Ho = There was no relationship between teachers’ attitudes toward IE and their work
experience.
H1 = There was a relationship between teachers’ attitudes toward IE and their work

experience.

Ho = There was no relationship between teachers’ attitudes toward IE and their educational
level.
Hi = There was a relationship between teachers’ attitudes toward IE and their educational

level.
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The study had dependent variables (teachers’ attitudes toward IE) and independent
ones (teacher-related factors such as gender, subject, and educational background).
Quantitative data was analyzed through IBM Statistical Package for the Social Sciences
(SPSS) software, using coding. Firstly, the demographic results were analyzed. After that,
descriptive statistics with a frequency distribution were applied to explore secondary
school teachers’ attitudes toward IE. The next step was to test the hypothesis and compare
the means of dependent variables between the two groups. For this purpose, a series of
crosstabulations, including chi-square tests, were implemented (Muijs, 2004).

The second part of the research was qualitative in the form of interviews. This type of
research was used mainly to determine how teachers conceptualize inclusive education and
how teachers’ attitudes toward inclusive education (if necessary) can be improved. While
interviewing, all the respondents were accredited with pseudonyms to ensure anonymity.
The qualitative data were recorded, transcribed, cleaned, and then stored on the
researcher’s laptop, secured by a password. After that, the researcher started a cycle of
inductive coding. This type of coding is where the researcher manually studies the
collected data to develop codes (Chandra & Shang, 2019). The process of coding was
cyclical, consisting of four cycles. As the first step of coding, in vivo coding was used “to
maintain the participants’ language” (Leavy, 2017, p.151). It was done so that the
uniqueness of their ideas remained. While coding, the researcher made notes using the
color-coding technique. After that, the researcher employed first-order coding, where the
codes were closely revised and merged into broader themes adopting the typing-in-margins
technique. The next step was to group similar codes. After this coding round, five themes
emerged in the form of an extended collocation and a whole sentence with a larger

meaning (Creswell, 2014). During this work, the researcher created memo writing as a
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bridge between coding and interpretation (Leavy, 2017). When the process was over, the
researcher was ready to interpret and analyze the input.

Both types of data helped respond to both the main and sub-questions of this study,
aiming to explore secondary school teachers’ attitudes toward IE in the Zhambyl region in
Kazakhstan.

3.7 Trustworthiness, Reliability, and Validity

Rigor has been one of the main components of the study. As the thesis adopted a
mixed method design, trustworthiness, reliability, and validity were indicated. One of the
points for trustworthiness has been “between-method triangulation” (Fusch et al., 2018,
p.24). Implementing both methods justified discovered data and gave a broader
understanding of the research topic. Moreover, the instrument used in the research needed
to be validated. The study adopted the Multidimensional Attitudes Toward Inclusive
Education Scale (MATIES). According to the author of the MATIE scale, Mahat (2008),
the Cronbach scale coefficient has varied between 0.77 (cognitive aspect), 0.78 (affective),
and 0.91 (behavioral), which has considered reliable and valid, as the average Cronbach
score has been 0.70. One-on-one interviews were conducted in a comfortable area for
respondents without peripheral distractions, thus ensuring confidentiality. During
interviews, the researcher recorded the procedure and made related notes for further
thorough analysis. The transcripts of the interviews were returned to the respective
respondents for validation. The member-checking technique was applied to the qualitative
part of the study.

3.8  Conclusion

The chapter has discussed the methodology and subsequent actions implemented to

explore secondary school teachers’ attitudes toward IE. First, the research paradigm has

been stated. Then, the chapter provides information about the study’s qualitative and
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quantitative methods. Next, the chapter discusses the research procedure, indicating the
viable population and the chosen tools for the study. After that, the chapter describes how
the data is analyzed, followed by a paragraph about the research’s trustworthiness,

reliability, and validity. In the next chapter, findings from the research will be discussed.
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4. Chapter 4 Results
4.1  Introduction

The chapter presents the data collected during the explanatory mixed-method
design study to explore secondary school teachers’ attitudes toward inclusive education in
the Zhambyl region in Kazakhstan and its analysis. This chapter comprises four main sub-
chapters covering the study’s quantitative and qualitative results. The first sub-section is
demographic results, followed by descriptive statistics of secondary school teachers’
attitudes toward inclusive education in the Zhambyl region, Kazakhstan. Then, the results
obtained from the analysis of the MATIE Scale via a series of crosstabulations, including
chi-square tests, answer one of the subsidiary questions about which teacher-related factors
influence the teachers’ attitudes toward IE. After that, the results collected from the
qualitative part (semi-structural interviews) are presented. This sub-section reports
teachers’ conception of inclusive education and recommendations for improving teachers’
attitudes toward inclusive education. Finally, a summary of the main results is given.

The quantitative research method was employed as the first part of the study. Data
was gathered through the online survey using snowball sampling. Overall, 117 secondary
school teachers got the survey. 13 responses out of 117 were eliminated since six
participants did not consent to participate, and the other seven completed only the
demographic part (part 1). The rest 104 respondents completely accomplished the survey.
Thus, the response rate constituted 89%. Five teachers participated in semi-structural
interviews for the next part of the qualitative research. During recruitment, they expressed
willingness to participate in further study.

4.2  Demographic Results
One hundred four secondary school teachers of art (2.9%), music (1.9%), Physical

Education (PE) (8.7%), Computer Science (4.8%), science (biology (3.8%), chemistry
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(1.9%), and physics/robotics (6.7%), mathematics (11.5%), and languages (Kazakh,
Russian, and English with 3.8%, 11.5%, and 42.3% respectively) gave complete responses
for the survey. The results of the demographic characteristics of the respondents are shown
in Table 1.

Table 1

Demographic Characteristics of Respondents

Grouping variables N %
Gender Female 71 68.3%
Male 33 31.7%
Age Category Below 25 40 38.5%
26-39 years 47 45.2%
40-57 years 13 12.5%
Over 57 years 4 3.8%
Taught Subject Art 3 2.9%
Biology 4 3.8%
Chemistry 2 1.9%
Computer Science 5 4.8%
English language 44 42.3%
Kazakh language/Kazakh literature 4 3.8%
Mathematics 12 11.5%
Music 2 1.9%
Physical Education 9 8.7%
Physics/ Robotics 7 6.7%
Russian language/Russian literature 12 11.5%

Years of 0-2 years 14 13.5%
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Experience 3-5 years 21 20.2%
6-10 years 30 28.9%
11-15 years 20 19.2%
16-20 years 12 11.5%
21+ years 7 6.7%

Level of Bachelor’s Degree 52 50 %

Education Master’s Degree 34 32.7%
Specialist Degree 17 16.3%
Doctor’s Degree 1 1%

Table 1 shows that more females (n=71) than males (n=33) participated in the
survey. The gathered data is similar to the World Bank Study statistics. It is stated that in
secondary education in Kazakhstan, there are more female teachers (76%) than male
teachers (24%) (World Bank, 2020).

Most respondents (45.2%, n=47) comprised 26-39-year-old teachers, while only
four belonged to the category over 57 years (3.8%). Over one-third of the population
(38.5%, n=40) constituted the youngest age category (below 25). The remaining 12.5%
reported about the respondents aged 40 to 57 (n=13). Thus, the data gathered during the
survey correlates to the statistics in Kazakhstani schools, where a significant part of
teachers belong to the 30 — 49 age category, and the percentage of teachers over 50 years
old has decreased by 2.5% (National Report, 2022).

Regarding the years of experience, over a third of respondents (n=35) were novice
teachers having 0-2 years of experience (n=14) and 3-5 years (n=21), with 13.5% and
20.2%, respectively. The proportion of secondary school teachers with experience from 6

to 10 years old was 28.9% (n=30), followed by 11-15-year-old experience (19.2%, n=20).
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Twelve teachers reported that their experience constituted 16 to 20 years (11.5%), while
6.7% (n=7) had more than 21 years of teaching practice. The National Report (2022) states
that the percentage of teachers having 6-10 years of experience is similar (28%) to our
findings, as well as the ratio of young specialists with 0-5 years of practice (32.5%).

It is evident from Table 1 that only one respondent held a doctoral degree (1%),
while half of the population indicated a bachelor’s degree (n=52), which was the highest
level of education among participants, followed by the holders of master’s degree (32.7%,
n=34). Seventeen respondents indicated that they had a specialist degree (16.3%, n=17).
According to the National Report (2022), over a quarter of teachers in Kazakhstan has a
master’s degree (37.9%).

4.3  Descriptive Statistics of Secondary School Teachers’ Attitudes Toward IE

To explore secondary school teachers’ attitudes toward inclusive education MATIE
Scale, consisting of 18 items, was partially modified to fit the context of the research area.
MATIE Scale is a Likert-type scale comprising six points without a neutral response. The
nature of the items implies a reverse response continuum starting from positive to negative
(1 — Strongly Agree; 2 — Agree; 3 — Somewhat Agree; 4 — Somewhat Disagree; 5 —
Disagree; 6 — Strongly Disagree) (Mahat, 2008). Furthermore, Mahat (2008) reported that
some items in the scale were reversed (1, 3, 4, 13, 14, 15, 16, 17, and 18) to reduce
response bias. For this reason, reverse coding was not done. In the researcher’s context
setting, Cronbach’s alpha (a) was applied to test the scale’s reliability. The test measured
the internal consistency of 18 items which compiled a = .89 (0.71 for the cognitive aspect,
0.88 for affective, and 0.80 for behavioral). The scale was found reliable since the rule of
thumb by Muijs (2004a) stated that « > 0.70 is acceptable.

After that, descriptive statistics analysis was employed to identify secondary school

teachers’ attitudes toward IE. Eighteen items in the form of a Likert-scale survey building
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secondary school teachers’ attitudes (adjusted MATIES) were studied, where 1 — Strongly

Agree and 6 — Strongly Disagree. Thus, the Likert scale was considered as interval one,

providing the following range: 1.00 - 1.82 for a strong agreement, 1.83 —2.66 for an

agreement, 2.67— 3.50 for an agreement at some extent, while from 3.51 to 4.32 meant

disagree at some extent, from 4.33 to 5.16 meant disagree, and from 5.17 to 6.00 strongly

disagree. The results are tabulated below in Table 2 regarding mean and standard

deviation.

Table 2

Descriptive Statistics of Items Characterizing Secondary School Teachers’ Attitudes

Toward IE

Items characterizing teachers attitudes toward IE Mean Std. Deviation
1. | believe that an inclusive school is one that permits 2.68 1.28
academic progression of all students regardless of their
ability.
2. | believe that students with a disability should be taught in  3.47 1.34
special education schools.
3. | believe that inclusion facilitates socially appropriate 3.15 1.31
behaviour amongst all students.
4. | believe that any student can learn in the regular 3.03 1.44
curriculum of the school if the curriculum is adapted to meet
their individual needs.
5. | believe that students with a disability should be 3.93 1.53

segregated because it is too expensive to modify the physical

environment of the school.



6. | believe that low-performing students should leave the
school so that they do not experience rejection in the regular
school.

7. 1 get frustrated when | have difficulty communicating with
students with problem behaviour.

8. | get upset when less-abled students cannot keep up with
the day-to-day curriculum in my classroom.

9. I get irritated when I cannot understand students’
behaviour.

10. I am uncomfortable including more-abled students in a
regular classroom with less-abled students.

11. I am disconcerted that gifted students are included in the
regular classroom.

12. | get frustrated when | have to adapt the curriculum to
meet the individual needs of all students.

13. I am willing to encourage ALL students to participate in
all activities in the regular classroom.

14. I am willing to adapt the curriculum to meet the
individual needs of all students regardless of their ability.
15. I am willing to include students with a deviant behavior in
the regular classroom with the necessary support.

16. | am willing to modify the physical environment to

include students with a disability in the regular classroom.

4.10

3.37

3.42

3.64

3.80

3.93

3.87

3.12

3.36

5.30

5.47

1.49

1.60

1.61

1.71

1.57

1.48

1.42

1.60

1.59

72

.65

49
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17. 1 am willing to adapt my communication techniques to 3.16 1.64
ensure that all students with an emotional and behavioural

disorder can be successfully included in the regular

classroom.

18. I am willing to adapt the formative assessment of 3.41 1.65
individual students in order for inclusive education to take

place.

Note: 1 — Strongly Agree; 2 — Agree; 3 — Somewhat Agree; 4 — Somewhat Disagree; 5 —
Disagree; 6 — Strongly Disagree

It is seen from Table 2 that none of the population expressed agreement or strong
agreement with the provided items. Nevertheless, secondary school teachers expressed to
some extent positive attitudes toward inclusive education on most of the questions in the
survey: “I believe that an inclusive school is one that permits academic progression of all
students regardless of their ability” (M = 2.68, SD = 1.28), “I believe that any student can
learn in the regular curriculum of the school if the curriculum is adapted to meet their
individual needs” (M = 3.03, SD = 1.44), “T am willing to encourage ALL students to
participate in all activities in the regular classroom” (M = 3.12, SD = 1.60), “I believe that
inclusion facilitates socially appropriate behaviour amongst all students” (M = 3.15, SD =
1.31), “I am willing to adapt my communication techniques to ensure that all students with
an emotional and behavioural disorder can be successfully included in the regular
classroom (M = 3.16, SD = 1.64), “I am willing to adapt the curriculum to meet the
individual needs of all students regardless of their ability” (M = 3.36, SD = 1.59), “T am
willing to adapt the formative assessment of individual students in order for inclusive
education to take place” (M = 3.41, SD = 1.65), and “I get upset when less-abled students

cannot keep up with the day-to-day curriculum in my classroom” (M = 3.42, SD = 1.61).
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In addition, teachers did not agree to the following statements: “I get irritated when I
cannot understand students’ behavior” (M = 3.64, SD = 1.71), “I am uncomfortable
including more-abled students in a regular classroom with less-abled students” (M = 3.80,
SD = 1.57), and “I get frustrated when I have to adapt the curriculum to meet the
individual needs of all students” (M = 3.87, SD = 1.42), proving rather positive attitudes
toward IE. It is noticeable that responses for such items as “I am disconcerted that gifted
students are included in the regular classroom” and “I believe that students with a disability
should be segregated because it is too expensive to modify the physical environment of the
school” gained more disagree responses. (M = 3.93, SD = 1.48 and M = 3.93, SD = 1.53,
respectively) thus presenting moderately positive attitudes toward IE. Interestingly, many
teachers disagreed that low-performing students should leave school, so they do not
experience rejection in the regular school (M = 4.10, SD = 1.49), revealing relatively
positive attitudes toward IE.

However, a considerable number of respondents (M = 5.47, SD = .653 and M =
5.30, SD =.72) indicated strong disagreement toward the following items: “I am willing to
include students with a deviant behavior in the regular classroom with the necessary
support” and “I am willing to modify the physical environment to include students with a
disability in the regular classroom,” respectively. Another part of the participants admitted
that they got frustrated when they had difficulty communicating with students with
problem behavior (M = 3.37, SD = 1.60), indicating negative attitudes. Moreover, some
teachers partially agreed that students with a disability should be taught in special
education schools (M = 3.47, SD = 1.34).

Thus, most secondary school teachers’ attitudes toward IE could be somewhat

favorable.



52

4.4  Teacher-Related Factors Influencing the Teachers’ Attitudes Toward IE.

A series of crosstabulations, including chi-square tests, were applied to define the
relationship between secondary school teachers’ attitudes toward IE and teacher-related
factors. There are five teacher-related factors such as gender, age category, years of
experience, subject taught, and level of education. Before the tests, the overall mean of the
Likert scale was calculated. Then, this scale variable was recoded into a nominal one to
answer the sub-question about teacher-related factors influencing secondary school
teachers’ attitudes toward IE, where 1.00 — 3.50 referred to a positive attitude and 3.51 and
higher — to a negative one. After these activities, the hypothesis of whether there was a
relationship between teachers’ attitudes toward IE and their gender was first tested. The
relationship between these variables was significant, X? (1, N = 104) = 7.38, p = .007. The
value of the phi-coefficient was .27 (<.30), which showed a modest effect size. Since the p-
value was less than the alpha level (p < 0.5), we rejected the null hypothesis. Thus, males
were more likely to express negative attitudes toward inclusive education than females,
while women’s responses were almost equally distributed between positive and negative
attitudes (see Table 3).

Table 3

Secondary School Teachers’ Attitudes and Gender Crosstabulation

Gender
Female Male Total
N % N % N %
Attitudes Positive 35 49,3% 7 21,2% 42 40,4%
Negative 36 50,7% 26 78,8% 62 59,6%
Total 71 100,0% 33 100,0% 104 100,0%
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Then, the chi-square test was performed to determine whether there was a
relationship between teachers’ attitudes toward IE and their age. The proportions varied
modestly (phi-coefficient = .30) by age category, X?(3, N = 104) = 9.55, p =.023. It is
seen from table 4 that most teachers at the age of 26 — 39 years expressed a negative
attitude toward inclusive education (74.5%), while teachers aged 40 — 57 and over 57
showed a positive attitude with 61.5% and 75%, respectively. The most interesting finding
was that teachers under 25 revealed equal attitudes toward IE: 47.5% for a positive attitude
and 52.5% for a negative one.

Table 4

Secondary School Teachers’ Attitudes and Age Crosstabulation

Age Category
Below 25 26-39 years | 40-57 years | Over 57 years
Total
N % N % N % N % N %

Positive 23 489% (8 20,0% |8 61,5% |3 75,0% (42 40,4%
Negative 24 51,1% (32 80,0% |5 385% |1 25,0% (62 59,6%

Total 47 100,0% |40 100,0% |13 100,0% |4 100,0% (104  100,0%

The next step was to check the hypothesis regarding teachers’ attitudes and taught
subjects. Various subjects were categorized into three categories based on their nature
(Languages, Science, and the Arts (music, art, and PE). The analysis revealed a modest
discrepancy (phi-coefficient = .45) in responses among secondary school teachers in terms
of taught subject X2 (2), N = 104) = 20.81, p = .001. While most language teachers
responded positively (56.7%), the Arts teachers presented mainly negatively (57.1%).
Moreover, it can be noted that science teachers showed strongly negative attitudes toward

inclusive education (93.3%) (See Table 5).
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Table 5

Secondary School Teachers’ Attitudes and Taught Subject Crosstabulation

Taught Subject
Languages Science The Arts Total
N % N % N % N %
Positive 34 56,7% 2 6,7% 6 42,9% 42  40,4%
Negative 26 43,3% 28 93,3% 8 57,1% 62 59,6%
Total 60 100,0% 30 100,0% |14 100,0% |104 100,0%

After that, the crosstabulation analysis with a chi-square test was conducted. It was
shown that there was a modest significance phi — coefficient (= .39) between teachers’
attitudes toward IE and their work experience, X? (5, N = 104) = 15.44, p = .009. From
Table 6, it can be seen that novice teachers with no more than 2-year experience were
positive toward inclusive education (64.3%), as well as experienced teachers with more
than 16 years old practice (58.3% (16-20 years) and 57.1% (over 21-year experience)).
However, those who had teachers’ practice starting with 3 - 5to 6 - 10 years indicated
negative attitudes toward IE, 90.5% and 66.7%, respectively. The most appealing fact was
that teachers with 11 — 15 - years of experience partially agreed with 1E (50%).

Table 6

Secondary School Teachers’ Attitudes and Work Experience Crosstabulation

Years of Experience

6-10 11-15 16-20

0-2 years | 3-5 years years years years 21+ years |Total

N % [N % | N %[N % | N % N %[N %
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Positi 9 643 |2 95 |10 33,3 |10 50,0 |7 583 (4 57,1 |42 404
ve
Nega 5 357 (19 90,5(20 66,7 |10 50,0 [5 41,7 |3 429 |62 59,6
tive

Total 14 100 (21 100 (30 100 (20 100 |12 100 |7 100 (104 100

The final chi-square test was done to check if there was a significance between
teachers’ attitudes and their level of education. It was revealed that there was no significant
relationship between these variables, X? = (3, N = 104) = 2.34, p = .505. It meant that the
level of education did not influence teachers’ attitudes.

Thus, regarding the first four teacher-related factors (gender, age, taught subject,
and years of experience), we rejected the null hypothesis as the p-value was less than the
alpha level (p < 0.5). Nevertheless, we failed to reject the null hypothesis testing the
relationship between teachers’ attitudes and their level of education. In other words, almost
all teacher-related factors did influence teachers’ attitudes toward IE except educational
level.

45  The Results of the Interviews

When the quantitative data analysis was finished, the researcher turned to the
second part of the study — quantitative data analysis. The researcher, using snowball
sampling, recruited five teachers from different schools in the Zhambyl region who desired
to participate in the semi-structural interviews. It appeared that four females and one male
participated in the interviews. It should be noted that four respondents were English
teachers from different schools in the Zhambyl region, while Respondent 5 was a music
teacher in the same region. From Table 7, it could be seen that the respondents belonged to

similar age categories but had different levels of education.
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Interview Respondents’ Demographic Data
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Respondent | Respondent | Respondent | Respondent | Respondent

1 2 3 4 5
Gender Female Female Female Female Male
Age 29y.0 33y.o0. 38 y.0. 39 y.0. 34y.0.
Taught English English English English Music
Subject
Level of  Bachelor’s Master’s Master’s Specialist’s Bachelor’s
Education degree degree degree degree degree

The qualitative part of the study was conducted to explore teachers’ conceptions of

inclusive education and to make recommendations for improving teachers’ attitudes toward
inclusive education. For that purpose, the researcher categorized the coded data into five
main themes, which could help reach the study’s aims. The first theme was The Concept of
IE; the second one was how Respondents Define Students; the third theme — Methods
Employed by Teachers; and the fourth theme — Factors Affecting Attitudes to IE, were
used to provide the complete picture of the concept of IE. The fifth one, Recommendations
About How Teachers’ Attitudes Toward IE Can Be Improved, was derived.
4.5.1 The Concept of Inclusive Education

Three Respondents identified inclusive education employing a medical approach to
inclusiveness focusing on their disabilities. Respondent 1 claimed that “inclusion is an
extensive term in its understanding, including a vast number of cases or issues that
belonged to the physical needs of learners and finishing with mental treatment for them.”

Respondents 4 and 5 suggested a similar definition identifying IE as “a way of teaching
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when different impairments, disorders, and learning abilities were accepted and taken into
consideration” and “it [IE] was a job with disabled children: normal healthy students and
disabled students in one classroom and a teacher worked with all of them,” respectively.
However, two Respondents initially understood IE as “having an opportunity, an equal
opportunity for all students” (Respondent 2) and “education for all, whatever gender,
nationality, social status, and physical and mental abilities” (Respondent 3), thus,
employing the UNESCO model of IE. Despite the knowledge of the global definition of
inclusiveness, Respondents 2 and 3 narrowed their responses to the medical model in the
process of explanation. Respondent 2 clarified that inclusive education covered “equal
opportunity for all students even for those who were disabled, who could not see, who
could not move, who could not hear,” while Respondent 3 pointed out that inclusion was
“a chance for disabled students to develop their strengths, normally communicate with
different children, and adapt to real-life conditions.” So, all respondents proposed that
inclusive education was based on disabilities and endeavors with disabled students, even
though some Respondents (2 and 3) were aware of the universal concept of IE.
4.5.2 How Respondents Define Students

To extend the Respondents’ understanding of the concept of IE, the researcher
determined the theme of the Respondents’ definition of students. Respondents 1, 3, and 4
established common of characterizing students, such as health conditions and academic
performance. Respondents 1 and 3 labeled students based on their academic performance
as “more abled students (“otlichnik” (A level student or outstanding student)), less abled
students (“troechnik” (C level student or low-performing student)), and those who are in
the middle (“udarnik” (B level student)).” While Respondent 1 mentioned mental

retardation (“Those students who were not very fast in their psychological roles or students
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who had some health issues.”), Respondent 3 reported “issues with eyesight or hearing.” In
addition, Respondent 1 mentioned:

If they [students] have deviant behavior and who are not very fast in their

psychological roles or students who have some health issues: psychological or

mental, these guys should not study with those who are able, like normal, ordinary
students.

Respondent 4 revealed that “only those [students] who met these [clear medical
reference and high level of academic performance] requirements should be enrolled in
educational institutions.” Nevertheless, Respondent 2 followed the global definition but
proposed that students with severe illnesses study at special schools for their benefit:

We will never have the same students, the best or the worst students in terms of

knowledge. Most of them [SEN] can be taught in the mainstream classroom. But

some disabilities require special needs, like a special staff. So, some of them must
be taught in special organizations because of specific illnesses.

Respondent 5 had a similar idea: “all students were different; all students could not
be the same and not be good at everything.” The most exciting idea of Respondent 5 was
that “students should be happy at school.” Thus, most Respondents evaluated students
from the point of health, and academic performance, except Respondent 5 emphasized the
idea of all students’ happiness.

4.5.3 Methods Employed by Teachers

All teachers were asked questions regarding the methods used in their lessons
which they regarded as inclusive. All Respondents reported differentiation of various
types. For example, Respondent 1 used “challenging exercises so they [students] can
perceive double content and it would not be boring for them [students] to study with the
other guys,” as well as Respondents 3 and 4 during the differentiation process of “mostly
addressed more able students” and “gave various interesting tasks,” respectively.

Moreover, Respondent 4 involved a parent in drawing attention “to his [student’s] health.”

Respondent 2 used differentiation “to pair out less abled students with more abled ones.”
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In addition, the very same Respondent employed scaffolding “to explain the same
contents” and adjusted formative assessment. Respondent 2 noted, “In terms of outcomes,
some students might prepare a presentation, write a short paragraph, or draw a picture. And
this is one of the ways of differentiation”. Respondent 5 adopted differentiation on
interests, “giving students the freedom to choose their favorite genre/music and tasks that
were enjoyable for them to fulfill.” Furthermore, Respondent 5 posed as a caring figure,
“listening to them [students], their problems, and concerns. | heard every student and
helped them to figure them [problems/concerns] out”. One of the most interesting
revelations was that Respondent 5 “did not follow standardized summative assessments for
the unit (SAU) in various forms which could be exciting for them to fulfill.”

Thus, all respondents used differentiation but of various types. Respondents 2 and 3
had their focal points on more able students and Respondents 4 and 5 used engaging tasks
to attract students’ attention. Respondent 4 involved a parent, while Respondent 5 took the
psychologist role. Also, Respondent 5, as a teacher of a minor subject, developed SAU
based on interests and abilities.

4.5.4 Factors Affecting Attitudes to I1E

Four out of five teachers mentioned the lack of knowledge and the lack of training for
teachers as factors affecting the implementation of inclusive education. Respondent 1 did
not know “how to act in case of emergency and how to treat them [SEN] correctly.” The
same teacher stated:

When teachers know, they could pick up the right words, and the right tone of

their speaking so there could not be a trigger to evoke the disease or make them

burst. As a teacher, | have a fear of not fulfilling my mission to teach students.

Also, it [IE] is never discussed openly at school or university.

Respondent 4 revealed the exact information of “little information about inclusive

education, where administration only talked about it but did not explain what it was as all

the students were expected to have results above standard.” Respondents 3 and 5 admitted
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that they did not know what it was. While respondent 5 stated that he had not heard about
IE and thought that it was a job with disabled students (“I literally did not know how to
work with them [students with disabilities], how to react if students had some issues in the
lesson.”), Respondent 2 did not understand how it worked and the benefits all the
participants had. Also, Respondent 2 stated there was no training for teachers who could
“become eager to work with all students.” Another hindrance to implementing 1E
mentioned by most teachers was a lack of school equipment. Respondent 2 stressed that
“they did not have equipment and opportunities for inclusive education and classrooms
were not equipped with desks designed for handicapped students,” as well as Respondent
3. Respondent 4 noticed “there was enough equipment and staff to teach students with
disabilities, which would be difficult to cover their special needs.” Also, Respondent 5
noted the lack of facilities as follows:
Generally, the school is not equipped well (no ramps, lifts, or special equipment
for a wheelchair). Also, we do not have good equipment to listen to songs/music
in the lesson. | have to bring my own speakers every time | have classes and need
to listen to something. Smart boards are only in several classrooms, which are
usually visited by a committee, so it makes it enable to watch a musical or video
clip. A medical office is not equipped as well.
Respondent 5 also referred to the lack of special teachers, consultants, and special
medical staff as a barrier to IE.

Moreover, three out of five teachers suggested that the curricula were not designed for
teaching students with special needs (Respondents 2, 4, and 5). Respondent 4 stated, "there
were no exact topics or units in the curriculum to help learners with disabilities or
impairments to feel accepted in their community.” It is noted that the curricula were
standardized, and everyone should have had similar outcomes (Respondent 5). 80% of

respondents suggested that particular prejudice could be a barrier to implementing

inclusive education (Respondents 2, 3, 4, and 5). Respondent 2 stated that:
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Teachers, students, and parents were not open-minded. They [students] might laugh
at these children [SEN] and children might be cruel toward each other. There could
be bullying among children toward those children [students with disabilities].
Teachers might ignore them [students with disabilities].

Respondent 4 expressed a similar concern: “teachers and students with their parents
could look down at children with disabilities, they could be bullied, or they could be left
aside even being in the same classroom.” Respondent 3 added that there was a worry that
such attitudes could “make these kids [students with disabilities] feel worse than if they
studied at special institutions, to make them feel different in a negative connotation.”
Respondent 5 also reckoned as follows:

Inclusive education might be criticized by a general audience and parents of healthy

students might be against the fact that their children studied in the same classroom

as disabled ones. Also, invalids (handicapped people) might be bullied by healthy
students.

Students themselves might become factors affecting teachers’ attitudes toward IE.
Thus, Respondent 1 argued that “students who were mentally unhealthy could distract
normal students from studying or threaten their well-being and successful development
inside the school.” Respondent 4 agreed with the former and included, “they [SEN] could
affect the atmosphere in the classroom and cause extra stress in case they had different
problems with health, such as convulsive syndrome.” Moreover, there was a concern by
Respondent 3 as follows:

We should include [into factors affecting teachers’ attitudes to IE] unwillingness of
more able students to study together with disabled learners, bullying and other types
of pressure, the additional workload for teachers, higher level of stress, consequently,
lower level of teaching and academic results.

Apart from the extra workload for teachers, Respondent 4 noticed that such work
was time- and energy-consuming and required much patience, which “is impossible for
many educators.”

Such attitudes might arise from a society’s fixed mindset (Respondents 3, 4, and 5).

Respondents presented that society was not ready for inclusive education (“their minds and
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their mentality should fit the changes” (Respondent 2)). As Respondent 5 mentioned,
“people resisted changes.” Also, the region itself posed a barrier as it was not ready to host
people with special needs (“When the region was ready, we could start talking about
inclusive education’) (Respondent 3). So, there were main factors affecting teachers’
attitudes toward IE that teachers mentioned, such as a lack of knowledge, a lack of
training, the mentality of the society, and not equipped schools, which could be not only
suitable for students with disabilities but also for all students (supplying with boards,
smartboards, and speakers).
4.5.5 Recommendations About How Teachers’ Attitudes Toward IE Can Be Improved
Teachers gave recommendations to improve attitudes toward IE. All Respondents
suggested organizing teachers’ training programs. First, all respondents suggested that for
all teachers, it should be explained in detail what inclusive education was. There was a
stereotypical impression regarding working with disabled students (Respondent 1). While
Respondent 2 suggested “focusing more on research: reading articles, handbooks, or
guidelines about that [IE], learning about methodology regarding inclusive education” and
participating in “programs, seminars, or workshops,” Respondent 3 offered to organize “a
compulsory teaching program at higher institutions so that it could give future teachers an
insight into what inclusive education was.” Respondent 4, like Respondent 2, indicated the
need to participate in courses or seminars about inclusive education and methods. Also,
Respondent 4 proposed to have “real examples of how to implement inclusion.”
Moreover, Respondent 1 indicated the importance of getting medical training (first-aid
treatment), methodological recommendations, and practical tips:
Teachers should be trained in case of emergency. Teachers should be aware of how
to help these students [students with disabilities] if they have attacks like a heart
attack or panic attack. So, I think that teachers who are working with the SEN

students should be trained specifically in very narrow fields so they can help in case
of emergency. If | were trained, if | were aware, there would be no problem
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teaching them. Also, some methodological recommendations and practical tips
should be given.

Respondent 5 agreed with Respondent 1 about the necessity of general medical
training and methods for inclusive education. One of the most interesting suggestions was
made by Respondent 5 to revise the standardized educational system so that there were
different expected outcomes. Another recommendation was proposed by Respondent 3,
which was to set up mental check-ups for teachers to see whether teachers were mentally
suitable. Respondent 2 was the one who offered the most ideas. It is proposed to develop
teachers’ flexibility by allowing students to use various ways to acquire knowledge:

Teachers should be more resilient, and they need to try to meet all students’ needs.

And we know that specifically less abled students need support from the teachers.

But sometimes less abled students are more inspired and motivated by their peers

and they can learn more from their peers than from their teachers. It means that we,

teachers, need to give students opportunities to learn in various ways.

Another significant suggestion was discussing with other teachers and sharing their
inclusiveness knowledge. Thus, collaboration might help to understand what IE is and how
to apply it. Consequently, collaboration would lead to increased “awareness of those
children [SEN] among parents and citizens of Kazakhstan towards inclusive education,” as
Respondent 2 reported. Furthermore, there should be parents’ involvement together with
the work with psychologists:

Parents need to build a good relationship with the school community as they know

more about their children, about their needs. They should be involved in

participating in the lessons and giving extra information about children’s health,
they might consult with specialists regarding their health. For example,
psychologists. They might help teachers how to communicate with that kind of
student [SEN] so that teachers understand what kind of activities should be used.

Thus, the principal teachers’ recommendations were training of various types, a

collaboration between teachers, teachers and parents, and parents and society, as well as

revising the standardization of the educational process.
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Overall, the results of the qualitative phase of the study showed that teachers
mostly conceptualized IE as working with students with disabilities (medical
approach), which could pose difficulties both for teachers (extra workload) and for
students (bullying, labeling, and pressure). Regarding recommendations, teachers
offered to organize training and collaboration to overcome their fears.

To conclude, a combination of the quantitative and qualitative phases of the
study revealed that teachers at first were positive (survey results) toward inclusion
until they reflected on their practices and defined students (interview results).
Secondary school teachers needed more time to be ready to be a part of inclusive
education. It was stated that students with severe disabilities should study at special
schools. They also indicated the factors affecting teachers’ attitudes toward
inclusive education and what could be done to improve them. Hence, it could be
concluded that teachers were favorable toward the idea of inclusive education,
while in practice, there were not willing to do it.
4.6  Conclusion

Chapter four indicates the data collection results (online survey and semi-structural
interviews). The main research questions, as well as sub-questions, have been responded

to. The discussion of these results is introduced in the next chapter.
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5. Chapter 5 Discussions

5.1 Introduction

This chapter discusses the results provided in the previous chapter. First, the
purpose of the study and the research questions are restated, followed by a summary of the
results. Then, a discussion of the results is presented. Every finding is illustrated
concerning the observed literature and research questions. Finally, the summary of this
chapter is stated.
5.2  Re-stating the Purpose of the Study in Relation to Research Questions

This research explored secondary school teachers’ attitudes toward inclusive
education in the Zhambyl region, Kazakhstan. To do that, it was necessary to identify
which teacher-related factors influenced the teachers’ attitudes toward IE as well as
how teachers conceptualized inclusive education, and how teachers’ attitudes toward
inclusive education could be improved.
5.3  Summary of the Results

A combination of quantitative and qualitative results shows that respondents
initially are more favorable toward inclusive education during the survey than during in-
depth interviews. Thus, teachers possess positive attitudes toward the idea of inclusion
while, in practice, they are not ready to support students with special needs in their
classrooms (some should be segregated in special schools), indicating factors affecting
attitudes toward IE. Until they are erased, teachers are cautious toward IE. Moreover, there
are three key findings related to the sub-questions and a mixture of the quantitative and
qualitative stages of the study. First, it is revealed that teacher-related factors such as age,
gender, years of experience, and the taught subject impact teachers’ attitudes (apart from

the level of education). The second finding demonstrates that secondary school teachers
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conceptualize inclusive education regarding impairments and disabilities. Third, there are
recommendations given to improve teachers’ attitudes.
5.4  Discussion of the Results

The discussion of the results is arranged in the following way. Qualitative findings
about factors affecting teachers’ attitudes toward IE are considered in connection to the
conceptual framework. After that, the quantitative findings regarding teacher-related
factors influencing teachers’ attitudes are stated. The next sub-chapter is built on the
qualitative data regarding the concept of inclusive education, followed by
recommendations given by teachers to improve attitudes toward IE.
5.4.1 Discussion of Conceptual Framework

The conceptual framework is connected to this study’s main question, which is
what secondary school teachers’ attitudes toward inclusive education in the Zhambyl
region are. This subchapter employs finding from both quantitative (Descriptive Statistics
of Secondary School Teachers’ Attitudes Toward IE) and qualitative parts of the study
(Factors Affecting Attitudes to IE Theme). The first finding is that most respondents hold
positive views toward inclusive education. However, teachers are not ready to implement it
in their classrooms, and they rather separate some students into special organizations. This
result represents the statement of Yussupova and Issabayev (2021) that “even though most
of the teachers responded positively about their viewpoint, they did not show their support
for including all students with SEN into mainstream schools” (p.82) and, as a result,
students with disabilities ought to be selected paying attention to their disabilities and
capabilities to study. It is also consistent with the results of Agavelyan et al. (2020), who
stated that despite positive attitudes, teachers are “critical of the idea of inclusion” (p.16),
especially regarding developing an individual curriculum and working with students with

severe disorders. The finding further supports this idea that curricula are not designed for
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the work with SEN. This finding also reveals that teachers in the Zhamby! region are
unwilling to have an extra workload, as it is time and energy—consuming. Such beliefs lead
to a negative attitude toward IE (Monteiro et al., 2018). This might be explained by the
idea that teachers generally express positive attitudes toward IE until they are involved in
real-life communication with SEN (Avramidis & Norwich, 2002; Jury et al., 2021). The
finding reports that teachers are unaware of how to deal with students with special needs
and what benefits inclusion might bring. It aligns with the statement of Avramidis and
Norwich (2002) that teachers should be certain about how to cover special needs.
Teachers’ views might be affected by factors revealed during the study. First, the research
shows that prejudice, which arises from a mentality or fixed mindset, neglects students
with disabilities. This result demonstrates research that stereotypes cause exclusion for
students with disabilities (Butakor et al., 2020; Nam, 2021; Saloviita, 2019). In contrast,
Sharma et al. (2014) and Dorji et al. (2021) presented that teachers’ beliefs lead to positive
attitudes toward SEN. Furthermore, one more finding indicates that the region [the
Zhambyl region] is not ready to accommodate inclusion. Even though there is no direct
literature stating the unpreparedness of the site, Agavelyan et al. (2020) stated that
teachers’ backgrounds are important when indicating attitudes toward IE. It can be
explained that the Zhambyl region consists of cities and villages. While teachers from rural
areas have more positive attitudes, urban citizens are more negative (Agavelyan et al.,
2020). Next, it is interesting that all teachers indicate a lack of knowledge and a lack of
training as the main factors toward negative attitudes (Cooc, 2019; Orynbassarova, 2017;
Rollan, 2021; Yussupova & Issabayev, 2021). Our findings highlight that it should be
general knowledge about inclusion and the type of disability and related professional
development, including workshops, courses, and seminars. It is stated that collaboration

(an informal form of professional development) might influence the positive attitude
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toward IE (Cooc, 2019; Makoelle, 2014). However, our finding reveals a lack of
collaboration among teachers and other stakeholders. The interpretation of this finding is
that through collaboration, teachers share their fears and concerns regarding inclusive
education as well as share methods they use to teach students with special needs, which, in
turn, affects teachers’ attitudes in a more positive way, which is linked to the statement of
Makoelle (2014) that collaboration alters the perception of IE into a more positive way.
Also, we obtain evidence that teachers partially imply inclusive methodology in their
classroom using scaffolding, different types of differentiation, and alterations of formative
and summative assessments for the unit. This applies to the literature of Jenson (2018) and
Kaplan and Lewis (2013), which states that teachers’ attitudes depend on their ability to
accommodate teaching materials for students’ needs. Another factor affecting attitudes
revealed during the study is a lack of equipment, not only specialized but also classroom
tools such as boards and speakers. It aligns with the statement of Sharma et.al (2018) that
the absence of basic equipment influences teachers’ positive attitudes toward SEN.
Moreover, during the study, it has been admitted that a lack of staff represented not only by
special teachers and consultants but also by medical staff hinders a positive attitude toward
IE. Ghouri et al. (2010) pointed out that without a proper size of staff, it is impossible to
respond to students’ needs which leads to a negative attitude toward inclusion.

Generally, teachers in the Zhambyl region hold positive attitudes toward inclusive
education until they think in-depth about its implementation. It means there are factors,
such as teachers’ personal beliefs and prejudice, area of living, a lack of knowledge and
training, a lack of equipment and staff, and standardized curricula, which affect teachers’
attitudes toward IE. If these factors are covered, teachers gain more confidence and favor
inclusive education. Confidence leads to self-efficacy, which means having positive beliefs

(Harris, n.d.; Saloviita, 2020; Urton et al., 2014; Yada et al., 2018).
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5.4.2 Discussion of Teacher-related Factors Affecting Teachers’ Attitudes

This subsection discusses the results regarding teacher-related factors influencing
teachers’ attitudes which is the answer to the first subsidiary question in the study with the
same name. This subchapter uses data from the quantitative stage of the study (Teacher-
related factors influencing the teachers’ attitudes toward IE). The first teacher-related
factor is gender. The study reveals that male teachers hold negative views toward
inclusion. These findings have been revealed while conducting the quantitative part of the
study during a series of crosstabulations, including chi-square tests.

Regarding female teachers’ attitudes, it is revealed that women maintain both
positive and negative attitudes in parity. This finding aligns with the results of Ahmmed et
al. (2014) (as cited in Saloviita, 2020), Avramamidis et al. (2000), and Butakor et al.
(2020) who state that men do not have a natural impulse for caring, while women do.
However, in Western Asia, men are more favorable toward inclusive education than
women (Agavelyan et al., 2020; Dorji et al., 2021; Rakap & Kaczmarek, 2010; Sharma et
al., 2014). While Dorji et al. (2021) mentioned that in these countries, teachers are
primarily women and men do not know what it is like working with students with special
needs, Agavelyan et al. (2020) commented that in Kazakhstan, male teachers are PE
teachers who care about students’ welfare. Moreover, there is an opinion that gender does
not affect teachers’ attitudes toward inclusive education (Sagandykova, 2020; Saloviita,
2020).

The next factor relating to teachers is age. In this thesis, the author has divided age
categories from the chapter Results into three categories: young teachers (under 25),
middle-aged teachers (26 — 39 years old), and older teachers (40 +). The result shows that
young teachers are almost equally positive and negative toward inclusive education. This

finding partially correlates with Saloviita’s report (2020), where young educators are
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somewhat positive toward IE. Yada et al. (2018) explained that inclusion is a new branch
of education. The course is incorporated into their curriculum, while Stemberger and
Kiswarday (2017) stated that young teachers need positive reinforcement for positive
attitudes. If there is no encouragement, attitudes turn negative. It is also partially consistent
with Ahmmed et al.’s (2014) finding that younger professionals hold positive views (as
cited in Saloviita, 2020).

Moreover, it is found that older teachers hold positive attitudes toward inclusive
education. This finding is confirmed by Sagandykova’s (2020) result, which stated that
older teachers have had more practice than the younger generation. However, several
scientists (Avramamidis et al., 2000; Butakor et al., 2020; Saloviita, 2020) claimed that
older teachers have negative attitudes toward IE due to their lack of experience. Regarding
middle-aged teachers, the finding uncovers that this category of educators holds negative
attitudes toward IE. Rakap and Kaczmarek (2010) mentioned this result, explaining that
young teachers are newly trained, and older teachers have more practice. Another research
admits there is no correlation between age and its effect on teachers’ attitudes. Bukayeva
(2020) stated that educators have positive views despite their age.

The third factor relates to the subject that teachers teach. It is stated that teachers’
attitudes depend on the subject they lecture on. This finding shows that language teachers
(Kazakh, Russian, and English) hold positive attitudes, while the Arts and science teachers
express negative ones toward inclusive education. This result aligns with the ideas of
Saloviita (2020), who claim that attitudes differ depending on the taught subjects.
However, the same author revealed that subject teachers want to concentrate only on their
subjects, thus showing negative attitudes. The finding is supported by Yussupova and
Issabayev (2021), reporting that students with special educational needs are deprived of

teachers’ attention and do not memorize the necessary content.
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Moreover, Saloviita (2020) mentioned that special educators show positive
attitudes. However, Makhmudayeva (2016) opposed this idea, stating that mainstream
schools lack equipment and staff. Unfortunately, no special education teachers conducted
the survey, so no relevant information exists. However, such factors as under-equipment
and understaffing have been mentioned by respondents and considered in a discussion of
the conceptual framework subchapter.

Another factor associated with teachers is working experience. In order to compare
the findings with relevant literature, the author organizes the results as follows: the least
experience is regarded from 0 — 2 years, average experience varies from 3 to 13 years, and
the most experience — over 14 years. The finding reveals that both the least experienced
and the most experienced teachers hold positive attitudes toward inclusive education. This
result correlates with the ideas of Rakap and Kaczmarek (2010) and Sagandykova (2020),
who claimed that teachers with no experience have been recently trained at educational
institutions, while the most experienced ones have gained enough practice and experience
to work with students. However, this idea is contradicted, describing that the more
experienced teachers become, the less favorable their attitudes may turn as teachers realize
the hard work they need to fulfill (Costello & Boyle, 2013; Stemberger & Kiswarday,
2017).

Furthermore, the finding shows that teachers with a medium amount of experience
express mainly negative attitudes, which can be connected to the finding by Rakap and
Kaczmarek (2010). They stated that teachers with average experience do not have fresh
knowledge as novice teachers (they might not get knowledge regarding IE) and need more
expertise. Another point of view states that experience does not affect teachers’ attitudes,

as educators hold positive views despite their experience (Bukayeva, 2020).
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Finally, the level of education is the last factor relating to teachers. The finding
indicates that the level of education does not affect teachers’ attitudes. It correlates to
Chzhen’s (2016) statement, which reported that despite educational background, teachers
lack knowledge about inclusive education. This ignorance leads to negative attitudes. Any
other relevant literature to support the finding has not been detected.

It can be concluded that gender is a factor that fluctuates depending on the
demographic data of the area, country, or region. In the Zhambyl region, more female
secondary education teachers than their male counterparts (World Bank, 2020). Thus,
gender is not a reliable factor that affects teachers’ attitudes. In addition, the educational
background does not influence teachers’ attitudes. However, the taught subject is vital in
building teachers’ attitudes. It might be explained that language teachers may vary their
techniques in teaching students with special needs, while science subjects require precision
and rigor, and the Arts teachers might be concerned with maintaining safety measures in
the classroom with students with special needs. Also, it can be noted that special educators
favor inclusion as they are experts in their fields. The only thing that might fear them is not
having appropriate facilities and a team.

Moreover, accompanying age category factors (university training and practice)
affect teachers’ attitudes. Thus, age is a factor that influences teachers’ attitudes.
Regarding teachers’ experience, the more experienced educators get, the more
knowledgeable they become, which results in positive attitudes. Educators with little
experience hold positive views due to the education they get and the enthusiasm they have
to work with students. Educators with average experience are against inclusion as they are

under-educated and under-experienced.
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5.4.3 Discussion of the Concept of Inclusive Education

This subchapter responds to the second subsidiary question of how teachers
conceptualize inclusive education. This subchapter will include a discussion of the findings
of the qualitative part of the study concerning the literature. Three themes derived from the
qualitative study (The Concept of Inclusive Education, How Respondents Define Students,
and Methods Employed by Teachers) are used to conceptualize inclusive education.
The first finding is that the concept of inclusive education is extensive. Hernandez-Torrano
et al. (2020) supported the idea that inclusive education is comprehended in various ways.
The finding obtained during the study reveals that inclusive education is defined as
problems connected to physical and mental health. It means that inclusion is seen in
working with disabled students and students with various impairments, disorders, and
learning abilities in one environment. This statement is aligned with the narrow definition
of inclusive education, which is to work with students with disabilities who need extra care
and vulnerable students (Haug, 2017; Schuelka, 2018; Somerton et al., 2020). Also, Haug
(2017) and Helmer et al. (2020) mentioned that such work looks like integration (which is
usually perceived as inclusion). At the same time, the finding reveals not only narrowing
the definition and labeling by disabilities but also giving students labels based on their
learning abilities. This result correlates with the finding by Lauchlan and Boyle (2020),
stating that labeling is the reason for low self-esteem which negatively affects students’
demeanor and study achievements. However, two respondents out of five referred to the
global concept of IE, which includes equal opportunities, focus on strength, modifications
for success, and adaptations for real-life learning. This finding is partially aligned with the
international concept of inclusion, which includes education for all despite their gender,

age, abilities, disabilities, ethnicity, and giftedness, aimed to eliminate barriers (Azorin &
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Ainscow, 2018; Mahat, 2008; Rollan & Somerton, 2021; UNESCO, 1994; UNESCO,
2000).

Another finding shows that inclusion means valuing diversity and assuring
students’ happiness in mainstream schools. This idea moderately relates to Goodall’s
statement that it is necessary for students to be unique, valued, and happy (Goodall, 2020).
It means that teachers try to cover students’ needs, thus, eliminating hindrances to
students’ achievements (Makoelle & Burmistrova, 2021). To do that, teachers see inclusive
education as implementing various approaches, such as differentiation, challenging and
exciting tasks, scaffolding, and alterations of summative assessments in the classroom.
While Rapp and Granados (2021) confirmed that IE is an exercise that includes every
learner in the process of education, Makoelle and Burmistrova (2021) partly supported the
finding stating that inclusion is a process including not only SAU adaptations but also
curricula and teaching methods. Also, Makoelle (2020b) claimed that differentiation and
individual approaches build equity in the classroom. Another finding reveals that inclusive
education is an individual approach to responding to students’ needs. Respondents involve
parents and take the role of psychologists to understand their students better and try to help
them succeed. This finding relates to Slee’s (2019) statement that IE is an educational
methodology that helps respond to all students’ needs.

Considering everything, we can conclude that inclusive education in the Zhambyl
region mostly correlates with disabilities, disorders, impairments, and labels, which refers
to the medical model of inclusion (UNESCO, UNICEF, the World Bank, and OECD,
2021). However, in practice, teachers see inclusive education as a methodology applying
various techniques and individual approaches to respond to students’ needs, including all

students in educational barriers, and make them feel happy at school.
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5.4.4 Discussion of Recommendations for Improving Teachers’ Attitudes Toward

Inclusive Education

This subchapter responds to the third subsidiary question of improving teachers’
attitudes toward inclusive education. It discusses recommendations for improving teachers’
attitudes toward inclusive education in relation to the literature. The theme
(Recommendations for Improving Teachers’ Attitudes Toward Inclusive Education) is
derived from the data from the qualitative part of the study.

The main finding shows the necessity of diverse training programs. First, teachers
recommend implementing obligatory teaching programs at universities so young educators
can work with students with special needs. Orynbassarova (2017) reported that teachers
hold negative attitudes toward inclusive education due to the deficiency of such programs.
Moreover, educators state the need to have PD courses and medical training to know how
to deal with SEN. This idea aligns with Orynbassarova’s (2017) statement that a low level
of teacher training also leads to negative attitudes toward inclusion. Cooc (2019) added
that awareness of specific disabilities teaches educators how to adjust materials for their
students’ needs.

Regarding professional development, several scientists noted that it develops self-
efficacy, which is crucial for implementing inclusive education (Saloviita, 2020; Urton et
al., 2014; Yada et al., 2018). The next recommendation is to collaborate. The finding
reveals a need for collaboration between teachers and parents, psychologists, and the area’s
general population. Such interactions allow knowing more about inclusion, various
specialties of SEN, and health issues, which help to accommodate learning materials and
find necessary approaches. Makoelle (2014) confirmed that collaboration leads to deep
analysis of own practice and reinterpretation of inclusive education. Finally, revision of the

standardized program is recommended. Even though educators try to respond to students’
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needs by accommodating materials and approaches, the educational system is standardized
and expects the same outcomes from every student. This aligns with the ideas of Slee
(2019) and Makoelle (2020a), who mentioned the necessity of individual adjustment of
programs and individual approaches. It can be understood that there is an urgency to
accommodate educational programs to the needs of students.

Thus, three main recommendations are teacher training, collaboration, and the
opportunity to adjust the educational program. As a result, teachers learn and implement
techniques and methods necessary for inclusive education to bloom.

55  Conclusion

This chapter contains the speculations of the findings regarding the literature. The

subchapters are built to answer the main and subsidiary questions. The next chapter will

contain a conclusion, limitations, and recommendations for further study.
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6. Chapter 6 Conclusions

6.1 Introduction

Chapter 6 of this thesis outlines the study, starting with a restatement of the purpose
and objectives. This is followed by a summary of significant findings, which leads to an
exploration of recommendations and limitations. Ultimately, future research directions are
mentioned to explore further areas of interest.
6.2  Restating the Purpose of the Study and its Objectives

The study aimed to explore secondary school teachers’ attitudes toward inclusive
education in the Zhambyl region. For that purpose, two-phase research was carried out
among secondary school teachers of the Zhambyl region. In the first stage, we identified
teachers’ general attitudes toward inclusive education and the impact of factors related to
teachers on it. After that, in the second stage, the concept of inclusive education was
established, followed by recommendations to improve teachers’ attitudes toward inclusive
education. The gathered information addresses the central question of exploring secondary
school teachers’ attitudes.
6.3  Summary of the Major Findings

In the Zhambyl region, secondary school teachers initially hold positive attitudes
toward inclusive education. However, this positivity can be weakened by various factors
related to their personal beliefs, lack of knowledge, and training, inappropriate resources,
and standardized curricula. However, when these challenges are addressed, teachers gain
confidence and become more favorable toward inclusive education. The increase in self-
efficacy, characterized as teachers’ beliefs in their abilities to cover all students’ needs, can
be connected to attitude alteration. This self-efficacy can help teachers overcome initial

doubts or fears and fully embrace inclusive education.
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Moreover, gender does not seem to impact teachers’ attitudes significantly since
there are more female secondary education teachers than males. Additionally, the
educational background does not impact teachers’ attitudes, but the subject they teach
plays an essential role. For instance, language teachers may use different techniques to
teach students with special needs than science teachers who require precision and rigor.
Furthermore, special educators are more likely to favor inclusion because they are experts
in their field, and what worries them is the lack of proper facilities and support. Age is
another factor that influences teachers’ attitudes toward inclusive education. More
experienced teachers tend to have a more positive attitude towards inclusive education
since they have gained more knowledge and skills. In contrast, educators with little
experience hold positive views because of their enthusiasm and the education they receive.
However, teachers with average experience may be against inclusive education because
they need more training and experience to handle students with diverse needs effectively. It
is interesting to note that there needs to be more consistency between inclusive education
conceptual understanding in the Zhamby! region and its practical implementation.

Inclusive education has long been approached from a medical perspective, where
disabilities, disorders, and impairments are categorized first before addressing individual
students’ needs. However, educators are now implementing a more practical and inclusive
approach to accommodate all students regardless of their labels or diagnostic categories.
This progressive shift aligns with the recent push for greater emphasis on creating socially
responsive learning environments.

The shift towards a social model of inclusion finds expression in the individualized
approaches teachers in the Zhambyl region implements in their practice. Teachers
recommend teacher training, collaboration, and flexibility to adjust educational programs

to promote inclusive education. Providing educators with relevant skills and knowledge to
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support diverse learners through training on teaching strategies, accommodations, and
modifications would enhance their ability to respond to different needs. Facilitating sharing
of knowledge and resources amongst educators is critical in supporting an inclusive model.
Fostering a collaborative environment among educators, parents, community members, and
psychologists is an essential aspect of ensuring that diverse learners thrive in academic
settings. Sharing ideas and practices during regular meetings can gain valuable knowledge
regarding best practices catered toward individualized learning strategies. Adjustment of
the educational program could be essential to ensure that the needs of diverse learners are
met. This could include adapting the curriculum, providing additional support, or offering
alternative methods of summative assessments to ensure that all students have the
opportunity to succeed.
6.4  Recommendations

There are several recommendations based on the conclusions drawn from the study,
which are intended for policymakers and school leaders in the Zhambyl region.
The first recommendation for school administration is to promote collaboration at schools.
Collaboration between teachers, administration, legal guardians/parents, and other
stakeholders can help to create a supportive and inclusive environment. This can involve
regular meetings or professional development opportunities where teachers can share their
experiences and learn from each another. Another recommendation is to organize teacher
training. Providing teachers with training on inclusive education strategies and techniques
can help them develop the skills and knowledge needed to effectively support diverse
learners in their classrooms.

Regarding recommendations for policymakers, it is necessary to grant access to
resources. Ensuring schools access the necessary resources and support can create a more

inclusive learning environment. This can include technology, equipment, and additional
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staff, such as special education teachers. Furthermore, there is a need to revise the
standardized curriculum. This can include adapting the curriculum to meet individual
learning styles, providing alternative assessment methods, and offering additional support.
Providing flexibility in the curriculum can help accommodate the diverse learning needs of
students.

An inclusive learning environment that meets the requirements of every student can
be created with the help of policymakers and administrators implementing these
recommendations.

6.5  Limitations

There are several limitations existed within this study that should be considered.
First, the researchers used a small sample size in both study phases. However, it is essential
to note that time has limited the ability to include a larger sample. While 104 teachers are
allowable, it may only represent some secondary school teachers in the Zhambyl region,
which could impact the generalizability of the findings. Moreover, primarily English
teachers were interviewed during the second phase of the research (interviews). The
findings may not generalize to teachers of other subjects. English teachers hold different
perspectives and experiences than those teaching other subjects, which could limit the
findings. Additionally, the study did not explore the perspectives of special education
teachers, who may have provided valuable insights into the challenges and opportunities
for inclusive education in the Zhambyl region.

6.6  Areas for Future Research

Further research in inclusive education in the Zhambyl region should consider the
study’s limitations. First, a larger sample size with an expanded range of participants,
including students, parents, and special education teachers, would provide a deeper

understanding of potential challenges and opportunities to promote inclusive education in
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Kazakhstan. Increasing sample sizes could also increase the reliability and generalizability
of results. It is essential to comprehend educators’ perspectives about inclusive educational
practices for creating an inclusive society. Cultural influences play a significant role in
making individuals who they are, particularly when forming and implementing opinions
about such topics as inclusion in schools. Therefore, further analysis should investigate
how cultural aspects affect educators’ thoughts and behaviors related to inclusive
education.
6.7  Conclusion

The sixth chapter summarizes the findings and discussion chapters while
acknowledging limitations. As a result, recommendations for the stakeholders and areas for
further study have been stated.

Overall, the study provides data on teachers’ attitudes toward inclusive education in
the Zhambyl region, emphasizing the importance of addressing factors that impact
inclusive education practices. The study aims to improve students’ opportunities for

success and development within a more inclusive education system and society.
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Appendices
Appendix A

Multidimensional Attitudes Toward Inclusive Education Instrument Permission

Research topic: Exploring secondary school teachers’ attitudes toward inclusive education
in the Zhambyl region in Kazakhstan

This questionnaire is based on the Multidimensional Attitudes toward
Inclusive Education Scale (MATIES) (Mahat, 2008). The permission has been granted
from Marian Mahat via personal email. Please see below the screen of the given

permission.

. Dina Urazbekova <dina urazbekova@nu edu kz> Sep 6, 2022, 949 AM “
& o marian.mahat -

Dear Dr. Mahat,

1 am Dina Urazbekova, 2nd-year Msc student at Nazarbayev University, Kazakhstan. | am wriling a thesis on the topic of teachers' atitudes toward Inclusive Education at inteflectual school (Secondary and High School). | belleve that the Multidimensional Atttudes Toward Inclusive Education (MATIE) Scale
would be useful in my research. That is why | am asking for permission to use the MATIE Scale in my study.

Thank you in advance for your assistance

Sincerely,

Dina Urazbekova | 2nd year

| Graduate Student

| Educational Leadership

| Graduate School of Education

| Nazarbayev University

: 477017536556

urazbekova@nu.edukz
| Website: nu edu kz

Follow NU:

CONFIDENTIALITY NOTICE
This e-mail message and all attached files are intended only for the person to whom it is addressed and may contain information protected by law, and any confidential information. If this e-mail message was sent to the wrong ‘we warn that any this e-mail
message and attached files is strictly prohibited. If you are not the intended recipient, please destroy all copies of the original message from your computer.

e Marian Mahat Sep 6, 2
tome -
Dear Dina.
Thanks for your email.
The MATIES survey has been revised for a preschool context (MATPIES), which has been validated in Germany. This may be useful in your study. The MATIES survey s also being revised and updated, so hopetuly there will be an updated version in 202223,
1 am attaching a copy of the original scales (information about scoring discussed within) and journal papers on the development of both scales (information about its psychometric properties discussed within).
There are no specific stipulation regarding the use of the tools. All | ask is that they are appropriately referenced in any publication arising from its use.
Mahat, M. (2008). The development of a psychometrically-sound Instrument to measure teachers’ multdimensional attitudes toward inclusive education. International Journal of Special Education, 23(1), 82:92.
Lohmann, A, Wiedebusch, S., Hensen, G. & Mahat, M. (2016) Multidimensional Atitudes toward Preschool Inclusive Education Scale (MATPIES) - ein Instrument zur Erhebung der Einstellung frahpadagogischer Fachkrafte zu Inklusiver Bikdung. Frihe Bildung, (2016)5, 198-205,
Best wishes for your research project. | look forward to receive a copy of the results

Best regards,
Marian

”

Dr Marian Mahat | Senior Research Fellow in Learning Environments
Series Editor Linking Theory and Practice in Leaming Environments
Series Editor Surviving and Theiving In Academia
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Appendix B

Recruitment Flyer For Survey

Dear Teachers,

My name is Dina Urazbekova, and I'm a graduate student of Nazarbayev University
Graduate School of Education in Astana. As part of my Master's degree, | am researching
secondary school teachers' attitudes toward inclusive education in the Zhamby!l region in
Kazakhstan.

This message is an invitation to participate in a quantitative survey of two-phase
research on teachers' attitudes toward inclusive education. I've attached an informed
consent form to this email. It's essential that you know what you're getting into when you
take part in research! It's available in Kazakh, Russian, and English so that you can read it
in the language you understand best. You can ask me questions if you'd like to get some
answers about the research in your preferred language.

You will spend approximately 20 minutes responding. Your answers will be
confidential and will not be published or shared. All data collected will only be used for
my master's thesis.

If you agree to help, please follow the link below to enter the survey.

Thank you for your time and contribution.

Best Regards,

Dina Urazbekova,
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Appendix C

Survey Protocol
Research topic: Exploring secondary school teachers’ attitudes toward inclusive education
in the Zhambyl region in Kazakhstan.

You are invited to participate in a research study exploring secondary school
teachers’ attitudes toward inclusive education in the Zhambyl region in Kazakhstan.

The first phase of the research will require you to fill in the survey questions. The
survey questions will be in two sections. The first section aims to identify teacher-related
factors which influence secondary school teachers’ attitudes toward inclusive education.
The second section will focus on teachers’ attitudes toward inclusive education.

This study does not impose any risks on your health, reputation, and employment.
Anonymity will be provided, and all participants’ names will not be identified during the
survey.

Dear Survey Participant,

| am an MSc student at Nazarbayev University Graduate School of Education. This
survey is part of my master's program where I am exploring secondary school teachers’
attitudes toward inclusive education in the Zhambyl region in Kazakhstan.

You are invited to complete the following survey. Your answers will be confidential
and will not be published or shared. All data collected will only be used for the purpose of
my master's thesis. The approximate time is 20 minutes. If you agree to help, please click
on the “Yes” button below to enter the survey. Thank you for your help.

o Yes

o No



Section 1
This part of the survey regards teacher-related factors which influence the teachers’
attitudes toward inclusive education.
Question 1
Indicate your gender
o Male
o Female
Question 2
Age category
o Below 25 years
o 26-39 years
o 40-57 years
o Over 57 years
Question 3
Taught subject
o Kazakh language
o Russian language
o English language
o Mathematics
o Physics/ Robotics
o Computer Science
o Biology
o Chemistry
o Art

o Physical Education
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o Curators
Question 4
Work experience

o 0-2years

o 3-b5years

o 6-10 years

o 11-15 years

o 16-20 years

o 21+ years
Question 5
Highest level of education completed:

o Bachelor Degree

o Specialist Degree

o Master Degree

o Doctoral Degree (Doctor of Science or Ph.D)

o Other, please specify
Section 2
This part of the survey contains statements to measure teachers’ attitudes toward inclusive
education. Inclusive education is defined as education for ALL children regardless their
age, gender, ethnic origin, abilities, giftedness, and disabilities.
Please complete all items of the questionnaire. There are no right or wrong answers. The
best answers are those that reflect your true feelings about each statement. Thank you for
your time.
After reading each statement, please click the most appropriate response that reflects

your personal opinion.
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1 2 3 4 ) 6

Strongly Agree | Somewhat Somewhat Disagree | Strongly

Agree Agree Disagree Disagree

1. | believe that an inclusive school is one that permits 1 ]2 4 |5 |6
academic progression of all students regardless of their
ability.

2. | believe that students with a disability should be taught |1 |2 4 |5 |6
in special education schools.

3. | believe that inclusion facilitates socially appropriate 1 ]2 4 |5 |6
behaviour amongst all students.

4. | believe that any student can learn in the regular 1 ]2 4 |5 |6
curriculum of the school if the curriculum is adapted to
meet their individual needs.

5. | believe that students with a disability should be 1 ]2 4 |5 |6
segregated because it is too expensive to modify the
physical environment of the school.

6. | believe that low-performing students should leavethe |1 |2 4 |5 |6
school so that they do not experience rejection in the
regular school.

7. | get frustrated when | have difficulty communicating 1 ]2 4 |5 |6
with students with problem behaviour.

8 I get upset when less-abled students cannot keep up with | 1 | 2 4 |5 |6
the day-to-day curriculum in my classroom.
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I get irritated when I am unable to understand students’

behaviour.

10.

| am uncomfortable including more-abled students in a

regular classroom with less-abled students.

11.

| am disconcerted that gifted students are included in the

regular classroom.

12.

| get frustrated when | have to adapt the curriculum to

meet the individual needs of all students.

13.

I am willing to encourage ALL students to participate in

all activities in the regular classroom.

14.

I am willing to adapt the curriculum to meet the
individual needs of all students regardless of their

ability.

15

I am willing to include students with a deviant behavior

in the regular classroom with the necessary support.

16

I am willing to modify the physical environment to
include students with a disability in the regular

classroom.

17.

I am willing to adapt my communication techniques to
ensure that all students with an emotional and
behavioural disorder can be successfully included in the

regular classroom.

18.

I am willing to adapt the formative assessment of
individual students in order for inclusive education to

take place.
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Appendix D
Recruitment Flyer for Interview
Dear Teachers!

My name is Dina Urazbekova, and I'm a graduate student of Nazarbayev University
Graduate School of Education in Astana. As part of my Master's degree, | am researching
the teachers' attitudes toward inclusive education in the Zhamby! region in Kazakhstan.

I'm interested in how teachers conceptualize inclusive education and how teachers'
attitudes toward inclusive education (if necessary) can be improved. If you're reading this,
you're a secondary school teacher in the Zhambyl region, and I'd like to talk to you!

If you agree to contribute to a diverse and contemporary understanding of inclusive
education at our school, please let's communicate further!

This message is an invitation to participate in a qualitative interview with me as
part of two-phase research on teachers' attitudes toward inclusive education. I've attached
an informed consent form to this email. It's essential that you know what you're getting
into when you take part in research! It's available in Kazakh, Russian, and English so that
you can read it in the language you understand best. You can ask me questions if you'd like
to get some answers about the research in your preferred language.

If you agree to participate, please respond to this message. We'll work out a time,
date, and location for your interview, which will be face-to-face at a place of your
convenience. You will be given a cup of coffee or tea as a token of appreciation for your
participation.

I hope you respond because I'm looking forward to learning from you.

Best Regards,

Dina Urazbekova
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Appendix E
Informed Consent Form for Interviews
Research topic: Exploring secondary school teachers’ attitudes toward inclusive education
in the Zhambyl region in Kazakhstan
Description: You are invited to participate in a research study exploring secondary school
teachers’ attitudes toward inclusive education in the Zhambyl region in Kazakhstan

The interview will focus on exploring secondary school teachers’ attitudes toward
inclusive education in the Zhambyl region in Kazakhstan. This study does not impose any
risks on your health, reputation and employment. Anonymity will be provided, and all
participants’ names will not be identified during the study.

You will be asked to answer some interview questions. The conversation is going
to be audio recorded with your permission. The decision to participate in this study is
entirely voluntary. You may refuse to take part in the study at any time. You have the right
not to answer some questions that make you feel uncomfortable or withdraw completely
from the interview at any point during the process. You have the right to request not to use
any of your interview material during this study.

Time involvement: Your participation in interview will take approximately 40 - 60
minutes

Risks and benefits: There is a minimal risk of the study as there is a guarantee of
anonymity. The benefit for you in the study is that you will have an opportunity to reflect
on your teaching practice regarding inclusive education and give a general pattern of
inclusive education at your workplace. Moreover, the results of the future study will be
beneficial for future researchers inquiring inclusive education

Participant’s rights: If you have read this form and have decided to participate in this

project, please understand your participation is voluntary and you have the right to
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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.
Contact information:

Questions: If you have any questions, concerns or complaints about this research, its
procedures, risks and benefits, contact me or my Master’s Thesis Supervisor for this
student work:

a researcher: a MSc Education Leadership program student, Dina Urazbekova,

dina.urazbekova@nu.edu.kz

a research advisor: Vice Dean for Research, Nazarbayev University Graduate School of

Education, tsediso.makoelle@nu.edu.kz

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

gse researchcommittee@nu.edu.kz

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

« | have carefully read the information provided;

« | have been given full information regarding the purpose and procedures of the
study;

« | 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;

* |l understand that | am free to withdraw from the study at any time without giving a

reason;


mailto:dina.urazbekova@nu.edu.kz
mailto:tsediso.makoelle@nu.edu.kz
mailto:gse_researchcommittee@nu.edu.kz
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»  With full knowledge of all foregoing, | agree, of my own free will, to participate in
this study.

Signature: Date:
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Cyx0art Aayra Keaicim [Iaparsi
3epTTey TaKkbIpbIObI: KazakcTanHbH XKaMOBUT 00IBICHIHIAFBI OPTA MEKTETT
MYFaliMAEPiHiH UHKIIIO3UBTI OLTIMIe KaTBIHACKIH 3epAeiey
Cunarrama: Cizni Kazakcranusiy XKaMObI1 00IBICBIHAAFBI OPTa MEKTEN MYFaTIMACPiHIH
WHKITIO3UBTI OLTIMIe KaThIHACHIH 3ep/Ieiieyre KaThICyFa IaKbIpaMbl3.

Cyx6at Kazakcrangars! JKamObu1 00JIbICEIHIAFBI OPTa MEKTEN MYFaAIIMAEPIIH
WMHKJIFO3UBTI OUTIM Oepyre JIereH Ko3KapachlH 3epTTeyre apHanaasl. byi 3epTTey ci3niH
JICHCAYJBIFbIHBI3FA, OC/IENIHI3Te KOHE )KYMBICHIHBI3FA CIIKaH/1all Kayill TOHAIpMEnl.
AHOHUMJIUTIK KAMTaMachl3 €TUIE/1 )KOHE 3epTTey OapbIChIHIa OapIIbIK KaThICYIIBLIAP IbIH
aTBI-’KOHI aHBIKTAIMANIBI.

Ci3aen cyx0OaTTacy cypakTapblHa XKayan O0epy cypanabl. OHTIMe Ci371H
PYKCaTBIHBI30€H ayIno ka3bliaabl. bys 3epTreyre KaTblcy Typajbl HIEIIIM TOJIBIFRIMEH
epikTi. Ci3 Ke3 KeJITreH yaKbITTa 3epTTeyre KaTbicyaan 0ac Tapta ajmacki3. Ci3 mpomecTin
Ke3 KeJITeH HYKTECIH/IE Ci3/11 bBIHFalChI3 CE31HETIH KeOip cypakTapra skayar oepmeyre
HeMece cyxOaTTaH TOJBIFBIMEH 0ac TapTyFa KYKbIFBIHBI3 0ap. Ockl 3epTTey OapbichIHaa
cyx0aT MaTepHUaIbIHbI3/IbI MTaliJanaHOay/abl cCypayFa KYKbIFBIHBI3 Oap.

YakpITThl KamTy: Ci3fiH cyx0aTKa KaTbICybIHBI3 miaMaMeH 40-60 MUHYTTBHI ajaapl
Tayekesaep MeH apTHIKIbLIBIKTAP: 3epTTEYAIH MUHUMAIABI TOyeKeni 0ap, oiTKeH1
AHOHMUM/IUTIKKE KeNUIAiK O6ap. 3epTreyaiH ci3 YIIiH naiackl — MHKJIIO3UBTI OU1iM O6epy
OOMBIHIIIA TIeIarOTUKAJIBIK TOKIPUOCHI3 Typalibl Ol €JIETIHEH OTKIZY KOHE KYMBIC
OPHBIHBI3/Ia MHKITFO3UBTI OUTIM Oepy/liH >KajMbl YATICIH Oepy MYMKIHJITHE ue 00J1achl3.
ConbIMeH Kartap, O0JaIIaK 3epTTey HOTHKeNepi MHKIIIO3UBTI OLTIMI€ YMTBUIATBIH OojalaKk
3epTTeyIIep YIIiH TUIM/I O0TIMaK.

KatbicymbIHBIH KYKBIKTapbI: Erep ci3 0Chl HBICAH b OKBII IIBIKKAH O0JICAHBI3 KOHE

OChlI yk00ara KaThICyFa HIeNIiM KaOblI1acaHbl3, Ci3/1iH KaThICYbIHBI3 €PIKTI €KEeHIH TYCIHIHI3
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KOHE Ci3 Ke3 KEJITeH YaKbITTa aibIIIIYJIChI3 HEMece KEHUTAIKTEPCi3 63 KelliciMiHI3AeH Oac
TapTyFa HEMece KaThICY/Ibl TOKTAaTyFa KYKbUIBICHI3. KYKBIFBI Oap. banama - kateicniay. Ci3
Oenrini Oip cypakrapra xayan OepyJieH 06ac TapTyFra KYKbUIBICHI3. By 3epTrey iy
HOTHOKEIIEPi FRUIBIMH HEMECe KOCIOM KUHATBICTAp/Aa YCHIHBUTYBI HEMECE FhUTBIMHE
KypHAIIAp/a )KapUsIIaHYbl MYMKIH.

Baiinianbic aknaparbl:

Cypaxmap. Erep ci3zie 0Cbl 3epTTeyre, OHBIH MPOIeIypalapbiHa, TOYEKEIACPIHE KOHE
apTHIKITBLUTBIKTAPBIHA KATHICTHI CYPaKTapBIHbI3, aJlaHIayIITBLUTBIFEIHBI3 HEMECe
LIaFbIMIAPBIHBI3 00JICa, MaFaH HEMECE OChI CTYJCHTTIK )KYMbIC OOMBIHIIIA MAarUCTPIIIK
JUCCEPTAIIHS )KETEKITICIHE Xa0apIachIHbI3!

FBLIBIMM KbI3MeTKep: biiiM 6epy KemdacuIblUIbIFbl caJachlHIaFbl MAruCTp: HHKITIO3UBTI
OitiM Oepy OarmapiamMachIHBIH MarucTp CTyIeHTI, Ypa3oekosa JluHa,
dina.urazbekova@nu.edu.kz

FBUIBIMU KeHeclni: Hazap6aeB YHusepcurertinia JKorapsl OUTIM MEKTEO1HIH FHUIBIMHU
KYMBICTap KOHIHAET1 AeKaH opbeiHOacapsl, Tcearco Makoase,
tsediso.makoelle@nu.edu.kz

Tayenciz bauinanvic: Erep ci3 ochl 3epTTeyAiH Kajdal Kypri3ilyiHe KaHaraTTaHOacaHbI3
HeMece ci3zie KaHai 1a Oip anaHIaylbUIbIK, IIaFbIM HEMECE 3epTTey HEMECE KAThICYIIbI
peTiHge Ci3/iH KYKBIKTapbIHbI3 OO#bIHIIA x)aimbl cypakTap 6osica, NUGSE FreutbiMu

Komurerine gse_researchcommittee@nu.edu.kz caiiteina xabapiaachbIHbI3.

Ocpl 3epTTeyre KaThIiCyFa KeiCCEeH13, KeNCIMIHI3Te KOJ KOMBIHBI3.
e bepinren akmaparTbl MYKHUST OKBIM IIBIKTHIM;
e MaraH 3epTTey/IiH MaKcaTTapbl MEH MpoLeaypalapbl Typallbl TOJBIK aKmapaT

oepini;


mailto:gse_researchcommittee@nu.edu.kz

Kosr:
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JKunanran aepexrep Kajiail naijanaHbUIaThIHABIFBIH KOHE KE3-KEJINeH KYIHUs
aKIapaTThl TEK 3ePTTEYIIIre KOJ KeTiM i O0TaTHIHBIH TYCIHEMIH;

3epTTeyneH Ke3-KeNreH yakpITTa ceden 6epmecTeH 6ac TapTyra 00JIaThIHBIMIBI
TYCIHEMIH;

Xorapeina alThUTFaHIAPABI TYCIHE OTBHIPHII, MEH 63 €PKIMEH OCHI 3epTTeyre

KaTBICYFa KEJTICEeMIH.

KYHI:
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®opma Undopmuposannoro Corsnacus 11 UHTepBbI0

Tema uccienoBanus: 3yueHre OTHOLICHUS YUYUTENIEH KO CPEAHETO 3BEHA K
WHKITIO3UBHOMY 00pa3oBanuio B JKaMmObuIcKOH 00nactu, Kazaxcran
Omnucanue: Bam npennaraercs NpuHATH yyacThe B M3ydeHre OTHOIIEHUS yYUTENEH KO
CpeIHETo 3BeHA K MHKII03UBHOMY 00pa3oBanuio B KaMmObuIcKO# oOnmactu, KasaxcraH.
WNuTepBpio Oyaer nocssuieHo M3yueHne OTHOIIEHUS yUUTeNel KOJ CPETHETO 3BEHA K
MHKITI03UBHOMY 0Opa3zoBanuio B XKamOblicko# obnactu, Kazaxcran. JlanHoe
HCCIIEIOBAaHUE HE HECET HUKAKUX PUCKOB JJIS BAIIEro 3/10pOBbs, PEIyTaluu U padoTe.
Bam Oyner oGecrieueHa aHOHUMHOCTb, U UMEHA BCEX YYaCTHHUKOB HE OyAyT
HCII0JIb30BAThCS BO BPEMsI CCIIEI0OBAHUSI.

Bac monpocsT 0TBETUTh Ha HECKOJIBKO BOIIPOCOB BO BpeMsi HHTEPBbIO. Pasrosop
OyzeT 3amucaH Ha ayJio ¢ Balllero paszpemeHus. Pemenue o0 ydacTuu B 3ToM
UCCIIEZIOBAaHUM SBIISICTCS MOJHOCTBIO 10OPOBOJIbHBIM. BBl MOXeTe 0TKa3aThCs OT y4acTHsI
B HCCIIEIOBaHUH B J11000€ BpeMsl. Bbl nmeeTe mpaBo He OTBEYATh HA HEKOTOPbIE BOIPOCHI,
KOTOpBIE 3aCTaBJISIOT BAC YyBCTBOBATh ce0s1 HEKOM(MOPTHO, UM MOJHOCTHIO OTKA3aThCS OT
MHTEPBBIO B J1I000H MOMEHT ero nposeseHus. Bol nMeere npaBo notpeboBaTh He
UCIOJb30BATh KaKUe-IM00 MaTepHabl Balllero HHTEPBBIO BO BPEMsI 3TOI'0 UCCIIEIOBaHMSL.
Bpems yuyacTus: Bamie yyactre B MHTEpBBIO 3aiimMeT npuMepHo 40-60 MUHYT.
Puckn n npenmymecrBa: Puck nccineroBanus MUHMMAJIEH, TaK KaK y4aCTHUKaM
rapaHTUPYeTCs aHOHUMHOCTD. [[perMyIecTBO UCCIEN0BaHNs 3aKIIIOUAETCS B TOM, YTO Y
Bac OyJ1eT BO3MOXKHOCTb OPa3MbIIUIATh HaJl CBOSH Mearoruueckoi MpakTUKON B
OTHOILIEHUH MHKJIIO3UBHOTO 00pa30BaHUs U 1aTh 001I[ee MOHITHE HHKIIFO3UBHOTO
oOpa3oBaHus Ha BalleM pabouyeM mecte. bosee Toro, pe3ynpTarsl OyTyniero
UCCIIeIoBaHus OyayT MOJIEe3HBI OyyIIMM UCCIIE0BATENSM, H3Y4alOIUM UHKIIIO3UBHOE

oOpa3oBaHHe.
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IIpaBa yyacTHHMKA: €CJIM BBl IIPOYUTAIH ATy (OPMY M PEIIMIN YIaCTBOBATh B 3TOM
MIPOEKTE, OKATYHCTa, MOUMUTE, YTO BaIlle YU4aCTHE SIBISICTCS TOOPOBOIBHBIM, H BBI
HMMeEeTe TMPaBO 0TO3BATH CBOC COTJIACHE WIIH IMPEKPATUTH YUACTHE B JIFOOOE BPEMSL.
AJNbTEpHATUBOM SBJISIETCS HE yyacTre. Bbl uMeeTe mpaBo 0TKa3aTbCsl OTBEYATh HA
OTpeieJICHHBIE BOMPOCHL. Pe3ynbTaThl 3TOTO MCCIEA0BaHUS MOTYT OBITh ITPE/ICTABIICHBI Ha
Hay4HBIX WX NMPO(EeCcCHOHATBHBIX BCTPEYaX MM OIMYOJMKOBAHBI B HAYUHBIX KypHaIax.
KonrTakTHast uHpopmanus:

Bomnpocei: ecnu y Bac ecTh Kakue-JIn00 BOIPOCHI, OTIACEHUS WIIH KaJIOObI 110 TIOBOTY
JTAHHOTO MCCJIEI0OBAHMS, €TO MPOIEAYPHI, PUCKOB U MMPEUMYILIECTB, CBSHKUTECH CO MHON
WM MOWIM HayYHBIM PYKOBOJUTEIEM JAHHOW MaruCTEPCKON pabOTHI:

HCCJIeI0BAaTENb: CTYJEHTKA MPOTPaMMbl MaruCTpaTyphl B 00JIaCTH yIpaBIEeHUS
o0pa3zoBaHHEM: HHKITIO3UBHOE 00pazoBanue, YpazoekoBa JuHa,
dina.urazbekova@nu.edu.kz

HAYYHBI PYKOBOAUTE/b: 3aMECTUTEIb JE€KaHa [0 HAYYHO-UCCIIEI0BATEIbCKUM
BOIIPOCaM, aCCOLMUPOBaHHBIN Mpodeccop o HaydyHO# paboTe Briciiei mKobl
obpaszoBanus Hazapbaes YuuBepcureta, Tceauco Makoaie, tsediso.makoelle@nu.edu.kz
He3aBucumoe KOHTAKTHOE JIMIO: €CJIM BaC HE YCTPAUBAET TO, KaK IMIPOBOJUTCS 3TO
UCCIIeIOBAaHUE, UITH €CITH Y BaC €CTh Kakue-JIn0o OmaceHus, Kano0bl Ui 0OII1e BOIIPOCHI
00 uccleI0OBaHUY WU BAIlIMX MPaBaxX B KAUeCTBE YYACTHHUKA, CBSHKUTECH C

UccnenoBarensckuMm komuteroM NUGSE o gse researchcommittee@nu.edu.kz

[Toxany¥iicTa, HOAMUILIUATE 3TO COTJIACHE, €CIIU BbI COIVIACHBI YYaCTBOBATh B JAHHOM
HCCIEI0BaHNH.

e S BHUMATENBHO MPOYUTAI MIPEIOCTABICHHYIO HH(OPMAIIHIO;

e Mue OblTa peoCTaBJICHA MOJIHAS HH(GOPMAIIKS O LEH U MPOIEAypax

HNCCICIOBaHMA,


mailto:gse_researchcommittee@nu.edu.kz
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e ] noHumaro, kak OyJyT HCIIOJIBb30BaTHCSI COOpaHHBIC JaHHBIC, H YTO JII00As
KoH(UAeHManbHast nH(popMaus Oy/IeT BUIHA TOJBKO UCCIEI0BATEISAM U He
OyZeT pacKpbITa HHUKOMY JIPYyrOMY;

e ] moHMMAIO, YTO MOTY OTKa3aThCS OT YUacCTHsI B HCCIIEIOBAHUH B JII000€E Bpems 0e3
00BsICHEHUS IPUYNH;

e C moJHBIM TOHUMAaHUEM BCETO BBIIIEH3II0KEHHOTO, 51 COTIIACEH, 10 COOCTBEHHOMY
KeJIAaHWIO, TPUHATH YYACTHE B TOM HCCIIEJOBAHUH.

JlaTa moanucanus: IToanuce:
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Appendix F

Interview protocol
Research title: Exploring secondary school teachers’ attitudes toward inclusive education
in the Zhambyl region in Kazakhstan.
Time of interview:
Date:
Place:
Interviewee:
Mode: face-to-face interview
Dear Participant,
I would like to thank you for your participation in the interview, which is a part of my
master programme. | believe your contribution will be valuable to this research. The goal
of this study is to explore teachers’ attitudes toward inclusive education at one selective
school in the Zhambyl region in Kazakhstan. Confidentiality of responses will be
guaranteed, and no names will be indicated during the study. The interview will be audio
recorded with your permission and stored in a password protected computer. It will be
transcribed and at which time your real name will be replaced with a pseudonym. The
interview will take approximately 40 — 60 minutes. Before we start, | would like you to
read the consent form one more time and sign it.
Interview questions:
1. How old are you?
2. What subject do you teach?
3. How long have you been teaching?
4. What is your work experience at Nazarbayev Intellectual Schools?

5. How do you understand inclusive education?
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6. How do you think if Nazarbayev Intellectual Schools are inclusive?

7. Do you think that less abled students should be excluded from Nazarbayev Intellectual
Schools?

8. Can you say that your teaching practice is inclusive?

9. To what extent it is important for teachers to be inclusive?

10. Have you ever had students with disabilities in your classroom? If yes, describe your
experience.

11. Do you think that children with disabilities should be taught at special institutions?
12. Can you share your fears (if any) regarding teaching children with disabilities?

13. Is there any support from the administration regarding inclusive education at school?
14. How can teachers’ attitudes toward inclusive education (if necessary) be improved?
Note: since the interview format is semi-structured, some follow-up questions may be
asked during the interview to receive in-depth answers

Thank the participant for the interview.
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