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Abstract

Kazakhstan is currently in the process of actively developing inclusive education in
educational organizations. As part of any educational reform, the concept and practices of
leadership are crucial. However, the concept of leadership is understood in varying ways, and
there is no one fixed definition. The present study examines leadership experiences from the
perspective of middle manager leaders in Nazarbayev Intellectual Schools (NIS) and
Kazakhstani secondary schools.

The present study is qualitative in approach, utilizing a phenomenological research
design. In total, six participants were recruited for this research and were involved in face-to-
face semi-structured interviews. The interview questions explored their understanding of the
concept of leadership and leadership for inclusion and their experiences in implementing
inclusive policies and practices.

The findings of this study show that some teachers have a traditional understanding
of leadership concepts, with most participants believing that leadership is positional. In most
cases, participants indicated that implementing inclusive education policies and practices in
schools needs to be realized. These findings indicate that middle manager teachers of
Kazakhstani mainstream and NIS schools need more access to courses or training on
leadership and inclusive education to expand their understanding and find an opportunity to
implement policy, practice, and culture of inclusive education in schools.

Keywords: inclusive education, leadership, leadership for inclusion, teachers, Kazakhstan
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Anaarna

Kaszipri yakeitTa Kazakcran OutiM Oepy yilbIMIapbIHIa HHKIFO3UBTI O11iM Oepy
Oenceni namMbITy niporecinae. Kes kenren 6imim 0epy pedopmMachIHBIH 06J1ir1 peTiHae
KOIIOACIIBIIBIK TYXKBIPHIMIAMACHl MEH TOKIpHOECi 6Te MaHbI3Ibl. AJaiia KenOacIbLUIbIK
YFBIMBI Op TYPJIi TYCIHIJIE A1 )koHE OIphIHFal TYPAKThI aHBIKTaMa JKOK. OChI 3epTTEY KYMBICHI
Hazap06aeB 3ustkepiik mekrenrtepinaeri (H3M) skoHe Ka3akCTaHIbIK OpTa MEKTEITePIHIET]
opTa OybIH OacIIbLIAPBIHBIH KO3Kapachl OOMBIHIIIA KOIIOACIITBIIBIK TOXIPHOESCIH

KapacCTbIpaabl.

byt 3eprrey (heHOMEHOIOTHSUTBIK 3epTTEY MU3aiHBIH KOJIJAAHBII, Carajibl TICLT
OolibIHIIA KacayFaH. byJt 3epTTeyre OapIbIFbl alThl KATBICYIIBI TAPTHUIIBI, OJIap KEKE
YKapThlIai KYpbUIBIMIBI CyX0aTTapra KaTblcThl. CyX0aT CypaKTapbl OJIapablH HHKIIFO3UBTLIIK
MY/AJeC] YIIIH KeIOacIbUIbIK EH KOIIOACIIBUIBIK TYKBIPBIMIAMACHIH TYCIHYIHE, COHIal-aK

WHKITIO3HB casicaT MeH TOKIPUOEHI Ky3ere achlpyaarbl TOKIpHOeciHe KaThICThI OOJIbI.

Ocpsl 3epTTeyAiH HOTHXKENEPl KOPCEeTKEeHIeH, Keilbip MyFaniM/Iep KoudoacuIbUTbIK
YFBIMJIAPIH JOCTYPIIl TYPAE TYCIHEA1, KaThICYIIbIIAPAbIH KO KOIOacIIbIIbIKThI
MO3ULMSIIBIK JeT caHai 1. Kern skaraiina KaTeiCyliblIap MEKTENTEp/Ie HHKIIO3UBTI O1TiM
Oepy casicaTbl MEH TOKIpUOECIH eHT13y KaKETTIIITH aTan oTTi. by HoTkenep
Ka3aKCTaHIbIK JKajmbl Ou1iM OepeTid Mektentep MeH H3M opta OyblH MyFanimaepine
©3/IepiHiH TYCIHIT1H KEHEHTY jKoHEe MEeKTeNnTepAe MHKIIO3UBTI OL1iM Oepy casicaThblH,
MIPAKTUKACKIH ’KOHE MOJICHHETIH €HT13y MYMKIH/ITH Taly YIIiH KeIIOaCcIIbIIBIK XKOHE
MHKJIIO3UBTI O11iM Oepy KypcTapblHa HEeMece TPEHUHITepre KoOipeK KOMKETIMAUTIK KaXKeT

eKEHIH KepceTesi.

Tyitin co30ep: VHKIIO3UBTI OL1iM Oepy, KOIOACIIBUIBIK, UHKITIO3US YIIIIH KOIIOACIIBIIBIK,

Mmyranimaep, Kazakcran
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AHHOTaNuA

B Hacrosiee Bpemst Kazaxctan HaxouTCsl B IPOLIECCE aKTUBHOTO Pa3BUTHS
MHKJIFO3UBHOTO 00pa30BaHMsl B 00pa30BaTebHBIX opranu3anusiax. Kak yacte mo0oii
pedopmbl 00pa3zoBaHUs, KOHLIEIIHS U MPAKTUKA JIMACPCTBA UMEIOT pPelaroliee 3HaueHue.
OnHaKo MOHSATHE JIUJEPCTBA TOHUMAETCS MO-Pa3HOMY, H €AMHOTO (PUKCHUPOBAHHOTO
OIIpeZieNICHUs HE CYIECTBYET. B HacTosIIeM UcClieJOBaHUH PACCMATPUBAETCS OIIBIT
JUIEPCTBA C TOYKU 3PEHUS PYKOBOAMTENEH CpeaHero 3BeHa B Ha3zapOaeB HHTEIIEKTyalIbHBIX
mkosiax (HUII) n KazaxcraHckux cpelHuX LIKOJax.

Hacrosiee nccnenoBanue SBISETCS KAYECTBEHHBIM 10 TIOJXO/Y, UCIIOIb3YIOIIUM
(hEeHOMEHOIOTMYECKHIA TU3aiH MCClie0BaHus. B 001l CI0)KHOCTH TSI TOTO
UcclieIoBaHusl ObIJI0 HAOpaHO MIECTh YYaCTHUKOB, KOTOPBIE OBUIN BOBJICUYEHBI B JIMYHBIE
I0J1y CTPYKTYPUPOBaHHBIE HHTEPBbIO. BONpoCk! 171 MHTEPBHIO Kacaluch UX MOHUMAHUS
KOHULEMNIMH JIAEPCTBA U PYKOBOJCTBA B MHTEPECaX MHKIIIO3UBHOCTH, a TAK)KE UX OIBITA B
peayin3aly HHKIJIIO3UBHOU MOJIMTUKU U TIPAKTUKH.

Pe3ynbTathl 3T0T0 MCCIEA0BAaHUS TOKA3bIBAIOT, YTO HEKOTOPHIE YUUTENS
IIPUEP>KUBAIOTCS TPAAULIMOHHOTO TOHUMAaHNsl KOHLENIUH JIMJEPCTBA, IPU 3TOM
OOJIBIIMHCTBO YYaCTHUKOB CUUTAIOT, YTO JIUAEPCTBO HOCUT MO3ULIMOHHBIN XapakTep. B
OOJIBIIMHCTBE CITy4aeB YYaCTHUKH YKa3ald Ha HEOOXOJUMOCTb BHEAPEHHSI MOJIUTHUKU U
MPAKTUKH MHKITIO3UBHOT'O 00pa30BaHMs B HIKOJaX. DT pe3ybTaThl YKa3bIBAIOT HA TO, UTO
YUUTEIISIM CPEJIHET0 3B€Ha Ka3aXCTaHCKUX 0011eo0pa3oBarenbHbIX mkoa u HAILL
HE00X0AUM OOJIBIINKA JOCTYH K KypcaM U TPEHUHIaM IO JIMJIEPCTBY U HHKIIIO3UBHOMY
00pa30BaHMIO, YTOOBI PAaCIIUPUTH CBOE IOHUMAHKUE U HAWTH BO3MOKHOCTh BHEJIPSTh
MOJUTUKY, IPAKTUKY U KYJIbTYPY UHKIIO3UBHOTO 00pa30BaHuUs B ILIKOJIAX.

Knrwoueswvie cnosa: MHKIIIO3UBHOE 00pa3oBaHueE, TUAEPCTBO, JTUIEPCTBO I HHKIIIO3UH,

YUYUTCIIA, Kazaxcran
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1. Chapter One. Introduction
1.1 The Concept of Leadership

Leadership and the concept of leadership are defined as 'the action of leading a group of
people or an organization; 'the state or position of being a leader (The New Oxford
Dictionary of English, 2001). Gardner (1990) defines leadership as 'the persuasion process or
example by which an individual (or leadership team) induces a group to pursue objectives
held by the leader and their followers (p. 1). Bass and Stogdill (1990) define leadership as 'an
interaction between two or more members of a group that often involves a structuring or
restructuring of the situation and the perceptions and expectations of members'. These
definitions highlight the variability of definitions of leadership, which can also be
conceptualized as a position or person that interacts with people and leads them to achieve
the institution's goals.

In educational contexts, leadership is considered essential. According to Wasserberg
(1999), the primary responsibility of any leader is to bring people together based on
important shared principles. In addition, Day et al. (2001) state that the term "a good leader' is
the identification of definite sets of values for operating the moral goals of the school. So,
educational context brings more shared values and effort to achieve academic goals.
Leadership in the educational context is also connected with school improvement; as Beare et
al. (2018) state, one of the critical characteristics of an outstanding school is exceptional
leadership. However, according to Bush (2008), not all research studies support the idea of
relevance between the academic performance of students and effective leadership. This
position is supported by Hallinger and Heck (1998), who argue that the impact of school
leadership varies from around 3-5 percent on students' academic achievement. So, leadership
in an educational context is more than just leading and interacting with people; according to
the authors mentioned above, it is more about values and influence.

1.2 Definitions of Inclusive Education and Barriers in its Implementation
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Inclusive education is understood differently by different people and sources as an
example that may serve the definition that states inclusive education involves strengthening
the ability of the education system to create a welcoming environment and provide access to
learning opportunities for all students (UNESCO, 2017, p. 7).

Inclusive education requires welcoming diversity in the classroom (UNESCO, 2001).
As is stated in Proposition 1 in a book by Mitchell (2005):

Inclusive education extends beyond special needs arising from disabilities and

considers other sources of disadvantage and marginalization, such as gender,

poverty, language, ethnicity, and geographic isolation. The complex interrelationships

among these factors and their interactions with a disability must also be a focus

of attention. (pp. 1-2)

Further discussion of this notion brings to the other understanding and interpretation of
inclusive education (Sayed et al., 2003):

Educational inclusion requires careful consideration of every aspect of schooling and

the social context in which it finds itself. Innovative approaches to educational

inclusion will need to address the issues at the macro, micro, personal, and
interpersonal levels and recognize and engage with the political implications of
working at these levels. Connections between school and community cultures must be

drawn, as well as between educational and community programs of inclusion. (p. 245)

Several sources emphasize the necessity of considering the diversity among students
and avoiding a narrow and fixed mindset about inclusive education (Urdan &
Bruchmann,2018; Paisley et al., 2014; Laham, 2009). Also, it is evident from these that
diversity in definitions of inclusive education brings some misunderstanding or

misinterpreting of the idea that might be obstacles to appropriate implementation in practice.

15
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According to the Salamanca Statement (UNESCO, 1994), the school should serve as a
tool to exclude attitudes of discrimination and, as a result, build an inclusive society where
everyone can get an equal education. Implementing inclusive education can be more
challenging than understanding or accepting. For example, Ainscow and Sandill (2010) state
in their article that there still needs to be some clarification about implementing inclusive
education globally. This confusion comes from economic differences among countries, which
is one of the reasons why policy and practice differ in different countries. Implementing
procedures in preparation for a leader of an inclusive school might be way more difficult, as
the leader should care about diversity among students and the diversity of staff in schools.
Another factor that might impact the success of implementing inclusive policy in school
systems is the school's resources and how to apply them effectively. It is common in schools
in many contexts to have all appropriate resources, such as elevators, ramps, and small
classrooms, but the staff is only sometimes ready to welcome diverse students and cover their
needs. As Bellamy (1999) mentioned, the development of inclusive forms of education is
questionable due to economic issues. There are still some developing countries where
children never attend school, and the same situation may happen in some rural areas where
children only have access to essential educational resources. In this case, the child with
special educational needs will stay beyond the educational process and be isolated from
society. Even if parents provide home schooling for the child, social skills must still be fully
developed (Mukashev & Somerton, 2023). So, according to the ideas mentioned above and
thoughts for implementing inclusive forms of education, we should consider many issues that
should have been solved before. In this case, a leader should be ready to handle several
obstacles and make context-appropriate decisions with the staff and other stakeholders.

1.3 Leadership for Inclusion

16
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Some academics say that leadership for inclusion is a shared leadership model where
the headteacher is the leader of leaders; simultaneously, the process should involve teachers
and students (Harris, 2007; Fullan, 2001; Riehl, 2000). A hierarchical leadership model
becomes less productive and requires sharing values, responsibilities, and hopes. (Kugelmass
& Ainscow, 2004). According to Kugelmass and Ainscow (2004), in their comparative
analysis of three “inclusive” schools, there are different approaches to reaching the leadership
model for inclusion. They defined several features of ‘positional” and ‘functional’ leaders and
their roles. Positional leadership in the given cases helped stay closer to teachers and solve
day-to-day issues more effectively, rather than functional leadership, where external issues
were solved easier than internal ones. In summary, all given features and roles bring the idea
that culture and commitment to inclusive education principles by positional and functional
leaders in schools are possible through the collaboration of teachers and the authentic
participation of students.

As mentioned before by Wasserberg (1999), the initial role of a leader is connecting
people who share common values. Spillane et al. (2001) state that in inclusive education
conditions, the role of the principal and other leaders becomes less critical as the process
requires implementing leadership practices that may also relate to other staff members.
Leadership for inclusion may successfully operate by implementing a shared or distributed
leadership model.

Robinson and Timperley (2007) define five dimensions of leadership that are about
providing leadership direction, making sure that strategy for work aligns with the goal and
daily practices, creating a school community that is interested in student’s success and
improvement, encouraging school teams to solve the problems, and providing the school staff

with appropriate tools for achieving the goals. Therefore, each dimension described above

17
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contains the elements of leadership for inclusion and brings to creating a stronger inclusive
school system.

After examining the literature, it is evident that the context plays a significant role in
defining the role of leadership for inclusion. According to Amangeldiyeva (2021), the
leadership of teachers and distributed leadership may benefit more from implementing
inclusive practices rather than a sole reliance upon the principal’s leadership. This might be
caused by the changing school environment when it becomes more diverse. The variety of
diversity introduced in schools in many respects necessitates sharing responsibilities among
the actors and managing the process more efficiently (Amangaliyeva, 2021).

1.4 Inclusive Education in Kazakhstani Context

Kazakhstan gained independence in 1991 and is the ninth-largest country in the world
by the land surface. The government has declared itself a democratic, secular, legal, and
unitary state with a presidential form of governing (Encyclopedia Britannica, 2022).). Being
an independent country, Kazakhstan has taken steps toward forming an educated nation
through several laws and state programs. Kazakhstan is a signatory to the Salamanca
Statement (UNESCO, 1994), The UN Convention on Rights of Persons with Disability
(CPRD, 2006), and The Convention against Discrimination in Education (UNESCO, 1961).
These agreements were some of the initial steps in accepting the concept of inclusive
education in the country. Article 30 of the Constitution of the Republic of Kazakhstan
(Constitution, 1995) states, "Citizens shall be guaranteed free secondary education in state
educational establishments. Secondary education shall be obligatory.” To provide citizens
with secondary education, there are about 7,550 schools with 3,6 million students in
Kazakhstan nowadays (Ministry of Education and Sciences [MoES], 2022). Secondary

education in Kazakhstan is divided into several levels according to children's ages and the

18
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programs they are taught. Article 1 of the Law of Kazakhstan on Education (2007)
expresses the following:

"Special conditions for obtaining education - conditions that include educational, as

well as special, individually developing and correctional-developing programs and

teaching methods, technical, educational and other means, living environment,
psychological and pedagogical support, medical, social and other services, without
which it will be impossible to master educational programs by persons (children) with
special educational needs, as well as children with disabilities."

In support of the two previous documents, the Ministry of Education of the Republic of
Kazakhstan (2010) developed a State Program of Education Development (SPED) to improve
the quality of education in Kazakhstan from 2011-2020. According to the SPED for 2011-
2020, the primary educational goal is shifting to 12-year schooling by covering all children,
including improving and developing inclusive education.

As an example of the implementation of inclusive policy, there is some data: in 2017,
60,006 children with special educational needs (SEN) attended secondary schools, and in
2018 — 61,336. According to the National Educational Database (n.d.), there are conditions
for inclusive education now: in 20% (1232 out of 6159) kindergartens; in 60% (4,207 out of
7,014 schools) of secondary schools; in 30% of educational institutions of technical and
vocational education (in 250 out of 821 colleges). By the end of 2019, according to the
Ministry of Education and Science, 30% of kindergartens, 70% of schools, and 40% of
colleges will be adapted for inclusive education (the National Educational Database, n.d.).
However, as was mentioned before, there is a threat that the initiatives may be too ambitious,
and actual practice could be far from the paper version model. Factors such as lack of
financial support, bureaucracy, and low professional development of teachers may influence

the successful implementation of inclusive education policies.

19
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Regarding school readiness to adopt inclusive education in Kazakhstan, it is essential
to highlight the contribution of the network of Nazarbayev Intellectual Schools. The network
of intellectual schools was created by the initiative of the First President of the Republic of
Kazakhstan — Nursultan Nazarbayev. On January 19, 2011, the Law of the Republic of
Kazakhstan on the Status of Nazarbayev Intellectual Schools (NIS) defined the status of these
schools. Currently, there are 20 NIS across each region of the country. They have the
following mission:

"Increase Kazakhstan's intellectual capacity by integrating the best national and

international practices and significant scientific achievements in the field of school

education™ NIS (2018).

Like any developing country in the world, Kazakhstan has taken some crucial actions to
implement inclusive education in the country's schools to provide all children with equal
conditions and opportunities for education. NIS schools were the first place where the State
Program of Education Development for 2011-2020 (SPED) was implemented and thus is
tasked to share the experience among other secondary schools by organizing different
seminars and workshops. However, to what degree current reforms about inclusive education
are understood and thus transmitted via professional development programs to mainstream
schools still needs to be determined.

1.5 Problem Statement

The term leadership has many variations and is understood in various ways. So too, is
the concept of inclusive education. (Makoelle, 2020). As middle managers in schools are
identified as one of the leadership levels within a school, these teachers/leaders play an
essential role in the education process. They can be instrumental in their role in supporting

the development of inclusive schools in Kazakhstan.

1.6 Research Problem
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Middle managers and teachers/leaders are involved in administrative actions. They are
actively involved in the process of teachers' development and some strategic activities that
directly influence the development and improvement of a school system (Bennett et al., 2007;
De Nobile & Ridden, 2014; Fleming, 2014). Therefore, their role is essential, especially when
it comes to the implementation of changes or reforms. According to some resources,
leadership in middle management positions needs to be more researched than senior
management leadership, including head teachers and principals (Cranston, 2006; Dinham,
2016). This is the case in Kazakhstan, where the concept of leadership in post-Soviet contexts
differs from Western countries, as leadership in schools is typically seen as the position of
principal (Amangeldiyeva, 2021).

1.7 Purpose of the Study

This research study explores middle managers' attitudes toward leadership and their
experiences implementing inclusive education reforms in Kazakhstani mainstream and NIS
schools. This issue is vital because middle managers are not traditionally known as leaders by
stakeholders of the educational process in post-Soviet contexts (Frost et al., 2014; Ibrayeva,
2021). However, their significance in educational reforms may be underestimated, resulting
in a need for more appropriate implementation of inclusive education policies in schools.

1.8 Research Questions

For the purpose of the study, two main research questions are presented below. The
first question concerns leadership and middle managers’ experiences in leading for inclusion
and developing inclusive schools and classrooms, and the second concerns policies, practices,
and challenges.

1. How do middle managers in Kazakhstani secondary schools understand the concept
of leadership?

a. What way do they lead for inclusion or lead to develop inclusive schools or

classrooms?
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2.  What knowledge do middle managers in secondary schools have of inclusive school
policies?
a. What are the kinds of practices do they believe are important for developing an
inclusive school?
b. What do they feel are some of the opportunities in developing an inclusive school
culture in Kazakhstan?

1.9 Significance of the Study

The importance of the present study concerns the success of educational reforms in
Kazakhstani schools, specifically inclusive education. This is important as Kazakhstan is a
signatory to several international agreements and has implemented several state programs of
education designed to set goals in reforming schools to become ‘inclusive.” The results and
findings of this research can provide insight into current thinking around leadership and, in
particular, leadership for inclusion from the perspective of teachers/leaders in the position of
middle managers and how they view their contribution to implementing inclusive education.

1.10 Summary

This chapter provided an overview of the topic of leadership and indicated the research
purpose and questions relevant to the remaining chapters. Chapter 2 reviews the relevant
literature on the main concepts and theories related to the research topic and juxtaposes
various interpretations of equity regarding their contexts. An overview of the methodology
and employed research design can be found in the following chapter. This chapter also details
the choice of the study location and its participants. Chapter 4 includes findings from the
conducted research, the analysis of which is presented and scrutinized in Chapter 5. Chapter 6
draws a conclusion and proposes relevant recommendations for future investigation by

referring to the research aims and summing up the obtained data.
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2. Chapter Two. Literature Review
2.1 Introduction

This chapter presents a literature review on leadership and inclusive education. Firstly, it
presents research related to the chosen theoretical framework. Following this is leadership in
education and its models and the importance of leadership in middle management educational
contexts.

Key concepts

1. A theoretical framework is discussed based on previous studies.

2. A clear explanation of leadership in education will be given to clarify the initial
point of the study.

3. Then the importance of context is highlighted by drawing attention to the
significance, the suggested sets, and ways of connecting the context and
leadership in education.

4. There is a shift toward leadership theories and educational management, as most
authors indicate that ‘educational leadership’ and ‘educational management are
similar.

5. After identifying some leadership theories, a part related to leadership for
inclusion defines its critical aspects. Middle management leadership is a valuable
chunk of the chapter as it digs into the subject of the study.

6. The importance of teachers’ leadership is revealed through leadership for learning,
who are also the representatives of middle management leaders.

2.2 Theoretical Framework

Creswell and Creswell (2017) state, “The theoretical framework provides the
foundation from which all knowledge is constructed for a study. It serves as the map or
blueprint that will guide the researcher in collecting and analyzing data” (p.91). It serves as

the structure and support for the rationale for the study, the problem statement, the purpose,
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the significance, and the research questions. The theoretical framework provides a grounding
base, or an anchor, for the literature review and, most importantly, the methods and analysis
(Fink, 2019, p. 77). Since the primary purpose of the study is to explore the phenomenon of
inclusive education among middle management teachers/leaders, the Index for Inclusion has
been chosen as it allows one to construct a more detailed and practical view of principles of
inclusion (Booth & Ainscow, 2002), through dimensions of culture, policy, and practice.
Booth and Ainscow (2002) explain that the Index for Inclusion was designed to
promote the development of a collaborative school culture and clarify school improvement
goals and responsibilities. The Index for Inclusion is a resource that aims to support the
development of an inclusive environment and help make any setting more inclusive through
specially designed materials (Booth & Ainscow, 2002). This practical document encourages
young people to participate in playing and learning based on their own experience through
collaboration and creating a more inclusive setting. As a framework, it includes clear
instructions and recommendations for implementing it in practice. According to Booth and
Ainscow (2002), the Index consists of four main elements as critical concepts that encourage
thinking and discussing the development of inclusivity; a planning framework that helps to
structure the ways of reviewing and development; review materials that also support the
eager to do a detailed review to indicate priorities; and the last element of Index is an
inclusive process that ensures the process to be fully inclusive at all aspects. These
fundamental elements show how to create an inclusive environment and reach the goal of
including every child. The Index for Inclusion is presented through three dimensions that
fully indicate the successful implementation of inclusive education policies and practices
(Booth & Ainscow, 2002). These dimensions are helpful for education leadership, especially
for middle management leaders, as they connect senior leadership groups and teaching staff.

As the process goes through the following dimensions like creating inclusive cultures,
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producing inclusive policies, and evolving inclusive practices (Booth & Ainscow, 2002), they
relate to all levels of school governance, policymakers, and teaching staff who are the
practitioners in places who implement inclusive policies in practice.

Figure 1

The Three Dimensions of the Index for Inclusion

figure 4
The three dimensions & A
of the Index ,

creating inclusive CULTURES

Note. The three dimensions of the Index from Booth and Ainscow (2002) in Index for
Inclusion: developing play, learning and participation in early years and conditions

Booth and Ainscow (2002) explain that creating an inclusive culture at school starts
with discussion and deciding what is valuable for all members of the educational process.
This process should not only go from the top-down but also from the bottom — children and
teachers who interact daily and somehow create the culture. Creating inclusive culture means
interacting with all stakeholders, including parents, practitioners, and children. Through such
interaction, it is possible to see the areas where children or other stakeholders need support.

Based on an inclusive culture, Booth and Ainscow (2002) propose that it is possible to
create inclusive policies that will work and benefit academic performance and the general
well-being of students and staff. The dimension of producing inclusive policies relates not
only to children placed in a definite setting but also to the practitioners who are treated fairly

and have opportunities for professional development to work with diverse students. It is also
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about the physical environment the school creates to provide equal access to resources by all
people.

Implementing policies in practice is also related to all levels of school management. It
starts with the senior leadership group, which delivers its vision to middle management
leaders, and the teaching staff is the final point of reflecting their vision in practice. The
dimension of evolving inclusive practices is about activities organized by treating all children
equally and avoiding stereotyping. With the help of teachers and the support of leadership
groups, children should be involved in these practices by sharing their knowledge and
experience. (Booth & Ainscow, 2002).

However, the success of the process depends on the relationships set between the
school management members and the stakeholders. Trust and transparency are necessary to
create favorable conditions for children's benefit (Booth & Ainscow, 2002).

2.3 Leadership in Education

According to Daniels et al. (2019), there is no single definition of leadership in
education; different scholars suggest different definitions. For example, Bush and Glover
define it as follows:

Leadership can be understood as a process of influence based on clear values and
beliefs, leading to a 'vision' for the school. The vision is articulated by leaders who seek to
gain the commitment of staff and stakeholders to the dream of a better future for the school,
its students, and stakeholders. (Bush & Glover, 2003, p. 31).

At the same time, Connolly et al. (2019) suggest the definition that states that education
leadership is the act of influencing rather than taking responsibility for the action itself. The
influence would require the authority that may have come from the different hierarchical
structures. In support of the definitions mentioned above of educational leadership, Cuban

(1998, p.193) offers that education leadership requires the ability to motivate people to
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achieve specific goals; it urges them to take initiatives and related risks. Summarizing the
definitions provided above, education leadership may serve as a driving force by motivating
and inspiring people to act to achieve the goals the institution has set for the development of
the educational process. However, a variety of definitions leaves space for creating your
definition based on the organization's experience, context, and values.

2.4 The Relevance of Context in Leadership for Education

The educational context is essential when we speak about any process in education as it
makes it different even for one country but under a different context. Clarke and O'Donoghue
(2017) state that leadership theories and context are essential in improving schools. They also
indicate the context and educational leadership or school leadership in four interconnected
ways - meaning of context, matters of context, specific context, and diverse context.

The authors discuss the 'meaning of context' and highlight four contexts that might
impact understanding school leadership. They are — situated in professional, external, and
material contexts. These criteria are critical as they explain outcomes when we see different
influences or implementation of educational policies. For example, ‘professional context'
draws readers' attention from head teachers to departments and teachers who may have
commitments and experience that, in the same way, would influence the process of leading a
school. The question of loyalty is also crucial as it shows people's readiness to take
responsibility for their actions. So, this criterion explains that the teachers are also the ones
who may operate as autonomous bodies in some other cases; even individually, teachers may
do the same things.

The context will impact the education process, which may be reflected in some cases
related to the curriculum and psychological recommendations about human nature (Clarke &
O'Donoghue, 2017). For instance, in attempting to implement the best practices of other

countries, there is a threat that it may not work as it does not fit the local context even in the
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scope of one country. The same thing may happen with leadership in education, and some
models may appear inappropriate for a particular place or country when adopting them. To be
sure which leadership model would be more appropriate in the given context, extensive
population studies should be recommended to show more actual situations or pictures of
people’s beliefs about leadership itself (Bridges, 2008).

Because context influences educational leadership, it is essential to indicate that
leadership in diverse settings is among the most challenging. It may include diverse students
in the school or diverse staff that are led. Even being one of the most challenging roles,
leadership in education in a diverse context may benefit. It is an excellent opportunity to
apply diversity to make schoolwork more successful and share the experience of using the
contribution of all members of a diverse society.

2.5 Educational Management and Leadership Theories

Mentioning educational leadership requires the clarification of another notion which is
also frequent in literature and known as educational management. According to Shaturaev
and Bekimbetova (2021), these two notions (educational leadership and educational
management) are often seen as the same. It is crucial to distinguish them from each other to
provide a clear definition and highlight their functions in the educational process. Educational
management is about delegating and organizing the process in an educational institution with
the amount of responsibility for that (Shaturaev & Bekimbetova, 2021). Educational
leadership is mostly about inspiring the people a person is leading, and it is only sometimes
about the responsibility you take for that (Shaturaev & Bekimbetova, 2021). These two
notions bring us to another notion known as ‘educational responsibility." The notion is wide
enough as it relates not only to the leaders who are the head teachers or principals of schools
but also to teachers who may influence the educational process. This leads us to professional

responsibility as teachers act like professional practitioners. They implement their experience
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in practice to improve the school and meet the expectations of school management and
society. That is why it is significant to move from ‘teachers as professionals' to 'teachers as
leaders." For this change, teachers should understand their role at school and accept their
teaching practice as a field for changing the process, even if it starts from the classroom.
Being a practitioner, a teacher knows the process from the inside and sees all possible
variations of program implementation.

It is relevant to mention different theories on leadership in education as they give us a
complete understanding of which one could be more suitable to implement in a particular
context. According to Bush and Glover (2014), these are instructional leadership, situational,
transformational, and distributed leadership. The transformational leadership model is
considered the most fitting to our century's reality (Bush & Glover, 2014). This leadership
model differs from the instructional one, where we can see the hierarchy that requires giving
orders and their completion. However, the transformational model has its threats in
implementation; as Bush and Glover (2014) warn, it is mainly about the values, and there is
no sure whose values the leaders follow in transforming the educational process.

The leadership models are centered around one person who might not be as successful
as expected. According to Leithwood et al. (2008), collegial leadership forms, such as
distributed ones, are more effective if discussing students' academic performance or
achievements. One of the factors of its effectiveness is the readiness of leaders to share their
responsibility with others, especially with teachers and heads of departments. If the leader
understands the benefits of distributed leadership and some drawbacks of solo leadership, that
will benefit the educational process greatly. Teacher leadership is represented as a part of
distributed leadership in some literature. As Muijs and Harris (2007, p. 961) state, teacher
leadership is characterized by grouping teachers to empower them to contribute to school

improvement. It is generally impossible to imagine educational leadership apart from teacher
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leadership, as they are the key stakeholders. Implementing teacher leadership by assigning
definite roles or organizing research groups is possible.

An example would be collaborating with several teachers in groups at a NIS school
according to the subject they teach or their research interests. Most teachers at such schools
conduct Lesson studies or Action Research on the topics that bother them during the
academic year, and the research findings are more practical for their colleagues in the future.
However, these research groups sometimes need to work more appropriately. Teachers
usually have a lot of paperwork and other duties that do not leave spare time for conducting
research. As a result, the study is not conducted correctly and does not have significant
consequences that may positively influence the educational process.

2.6 Leadership for Inclusion

When discussing leadership for inclusion, it is essential to mention a comparative
analysis held among three 'inclusive' schools of the United Kingdom, the United States, and
Portugal (Kugelmass, 2003). The research was longitudinal and collected over three years,
using participant-observer approaches such as observations, interviews, and document
analysis—the paper aimed to provide an analysis that will be primarily relevant to
practitioners and benefit theoretically.

The research explores differences in perspectives, context, and meaning of the
participants. At all three schools, the positional leaders demonstrated collaborative practices
in their day-to-day interactions with staff. They also created formal and informal
collaboration opportunities for staff members (Kugelmass, 2003).

Shelden et al. (2010) explored the trust issues between school principals and mothers of
children with SEN. A collective case study method was used to explore the phenomenon of
trust among 16 mothers of children with SEN from eight school districts in the USA (Shelden

et al., 2010). The findings showed that personal attributes like approachability and
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accessibility affected the trustworthiness of school leaders; another factor that influenced the
trust of mothers was the matrix of leadership trustworthiness by Tschannen-Moran (2014),
including five leadership functions like-visioning, coaching, managing, and meditating.
Almost all these functions were found in the leaders of schools that participated in the
research study.

According to Wenger (1998), the concept of a "community of practice™ suggests a
successful way of implementing policies through discussion between colleagues. This
process of analysis of policies will make possible the implementation of it within a school. It
is possible to let everyone understand and appropriately use the policy in practice by
explaining and discussing it. One more effective way of practical policy implementation is
shared experience among colleagues. Sometimes practitioners do what they do without
dedicating time to pausing and thinking about the work they complete (Ainscow & Sandill,
2010). This practice is also helpful for having a shared vision of goals the school or
department sets. According to Hiebert et al. (2002), teachers must attend the lessons and see
their colleagues at work developing training. Through such activity, one can reflect on one's
practice and define what might be done. Considering the process of practical implementation
in the given way, the role of a leader also changes and requires one to be flexible, adaptive,
and ready to share the responsibilities with teachers who are implementing and bringing the
idea into action.

For inclusive policies, except for a leader and a teaching staff, there is the need for so-
called 'organizational conditions." Ainscow (1999) suggests 'organizational conditions' that
usually consist of collaborative planning, involvement of students and staff, and distributed
leadership to promote collaboration and produce conditions for diversity. The diversity here
includes many things, from children with behavioral problems to those who are over or

underachieving and those with different backgrounds (Ainscow & Sandill, 2010).
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The way of organizing the working process of a leader may differ from the way others
could approach the working process. According to Johnson and Johnson (1987), the leader
may choose one of three ways of structuring the working relationships of a staff. They are
competitive — where teachers work against each other; individualistic — where a teacher
works alone to achieve the goal; and cooperative - where teachers coordinate their work to
achieve the shared goals. Analyzing the given ways, the authors suggest choosing the path of
cooperation and building the team. In diverse conditions, cooperation is the best way to use
the experience of every member of staff for better implementation of the policy. However,
there may appear to be a threat of misunderstanding or a conflict of interest among teachers.
That may cause long discussions before making decisions and delay some processes that are
urgent to take and complete.

School leadership may need help implementing inclusive practices, especially in
diverse schools. In this case, Riehl (2000) points to the necessity of completing three types of

tasks by school leaders:

° Promotion of new meaning of diversity
° Development of inclusive practices among schools
° Establishment of links between schools and communities

The suggested types of tasks are relevant to inclusion and reflect the aspects crucial for
developing inclusive schools. Nevertheless, it would be difficult for school leaders to keep a
balance in handling the given areas and manage the process alone. That is why the question
of shared responsibility is still urgent and crucial for school leaders to achieve their goals.

2.7 Middle Management Leadership

The term' middle leadership' has many definitions, reflecting its role in the school-
leading process. Most authors place middle leaders between senior leaders and other teaching

staff (Busher et al., 2007; Dinham, 2016; Fleming, 2014; Gurr & Drysdale, 2013; Wise &
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Bennett, 2003); others identify them as teachers who may influence another teacher, for
example, if there is a novice teacher who needs guidance and helps from colleagues
(Danielson, 2006); the third defines them as coordinators and heads of departments who
closely work and influence teaching staff (Dinham, 2007). So, concluding the authors' ideas
mentioned above, middle leadership is primarily teachers who are not assigned to a position
but have some responsibility in leading and influencing the staff and the educational process.
Another more suitable definition for middle leadership is the position carried by a teacher
between the senior leaders and other teaching staff - a head of the department. In schools, the
heads of departments are crucial as they represent the department's interests and deliver
senior leaders' orders to the teaching staff. They are like a bridge that connects these two
points and coordinates the appropriate operation of the educational process at school.
According to Nobile (2018), taking one middle leadership model that will suit all schools is
difficult. As was discussed earlier, everything depends on the context, the environment, and
the individual characteristics of the leader. In the same article (Nobile, 2018), the author
represents the shift from 'middle managers' to 'middle leaders." It seems different for the
author; however, as was shown earlier, there still needs to be a better understanding of the
difference between these two notions among scholars. In this case, it is impossible to separate
management from leadership, as they operate together.

According to Nobile (2018), some other factors may influence the effectiveness of
middle leadership at school. They are — supported by the principal, culture of the
system/school, professional development, enthusiasm/drive, knowledge of curriculum,
pedagogy, and assessment. All listed factors may equally impact middle leadership's
completion of their tasks. The support from the principal is significant for middle leadership
as they are presented as ones who connect senior leadership and teaching staff. Crowther and

Boyne (2016) state that teacher leaders managed to run school improvement after
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encouragement from the school principal. It means that how senior leadership builds their
cooperation with members of middle leadership influences the progress of the educational
process and student achievement. However, middle leadership's passion is more important as
it is common now to have professional burnout, which indicates a lack of enthusiasm for
work. That also may appear as an indicator of a lack of principal support.

While completing the work and responsibilities, middle leadership may have one of six
roles: student-centered, administrative, organizational, supervisory, staff development, and
strategic (Nobile, 2018). Mostly they combine some of them as it is only possible to meet the
one with other roles. Middle managers usually complete multiple tasks that require that
combination. The combination of the given roles usually reflects the educational
organization's goals and strategic plan. The successful combination of roles may depend on
the personal traits of middle leaders and success. For this reason, middle leaders should be
flexible to changes happening in the process and able to adapt to a new combination
regarding the situation.

The influence of socioeconomic context is crucial for the work of teachers and middle
leaders who manage and lead the educational process. This context may include ethnic
diversity, background diversity, and socioeconomic status of a student that impacts their
academic achievement. As Busher et al. (2007) state in their article, these factors may cause a
range of challenges for teachers and middle leaders to tackle.

Bennett et al. (2007) state three critical issues in the literature relating to tensions in the
middle leader's role. They are connected to collegiality, professionality, and expertise.
Collegiality is usually understood as something happening among teachers when all team
members discuss everything relating to the educational process. However, this process may
negatively influence the middle leaders as they are placed between senior leaders and

teaching staff. Also, the senior leaders may accept collegiality in definite departments as an
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act of separation from them and leading concrete policy. Collegiality would benefit the
educational process as it helps all staff members have a shared vision of the policy they
implement for school improvement. Professionality is also one of the critical factors of
tension that teachers and middle leaders may face.

According to Bennett et al. (2007), professionality is when a teacher's professionalism
is in the institutional practice and is valued equally by all organization members. This notion
comes together with monitoring and peer judgment, as they are the tools for identifying a
teacher's professionalism level. Most teachers avoid being monitored by peer teachers and
heads of departments as they feel that the people who come to the classroom have the only
aim — to find a failure. The authors (Bennett et al., 2007) believe that the middle leader must
resolve this tension; however, another opinion is about monitoring the teacher's
professionalism without interference. It is possible to tackle this by monitoring students'
academic performance (Wise, 2001); the evaluation of department performance is also
acceptable (Glover et al., 1998); and the results of examinations are also one of the ways of
monitoring teacher's professionalism at all (Bennett & Marr, 2003; Ribbins, 2003). These
results may seem too general, but they are credible about the effectiveness of teachers'
methods as professionals. Another tension that is also possible to happen is the authority and
expertise of middle leaders. It is believed that middle leaders should be assigned to the
position according to their teaching experience, providing appropriate authority for
colleagues. However, Bennett et al. (2007) state that it is not necessary to be the best teacher
in the department to be assigned as a head of a department; it is more crucial to focus on
modeling good practices that will improve students' performance and show teachers'
professionalism. Finally, the authors believe that for middle managers, it is more important to
be the ones who protect the interests of the department rather than to contribute to school

culture and collegiality. Considering the tensions mentioned above, it is essential to
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remember that there is always a human factor that may influence the way of organizing the
educational process and the results of students' academic performance. It would be better to
have a more individualized approach when choosing the model of a middle leader and a
person ready to commit and dedicate to the position.

2.8 Leadership for Learning

The concept of leadership for learning is relevant to inclusive education because even
being a globally accepted phenomenon, inclusive education still faces some resistance from
practitioners. To weaken this resistance, it is necessary to develop a culture of leading
learning (Mieghem et al., 2020). However, as Ajzen (1991) states, if there is an intention to
include students with SEN in the classroom by school members, there is a high chance of
reaching this intention. Fitzgerald and Gunter (2006) state that for developing leadership for
learning, it is important to emphasize extrinsic and intrinsic factors that may influence
students and teachers and create a vision of a leader of learning.

The middle leadership is required to be in touch not only with the senior leadership
team but also with the staff whom they supervise. According to a qualitative research project
by Fitzgerald and Gunter (2006), there were valuable links between middle leadership and
learning. As a result of the findings of this study, there are some key factors of leadership for
learning (Fitzgerald & Gunter, 2006). It is possible to fit these factors into the environment of
an inclusive school. They reflect the following:

- Leading learning occurs at all levels in a school

- A high level of trust, autonomy, and respect for teachers' professionalism is integral to
the leadership of learning in schools

- Leading teachers and leading learning require time, resources, and opportunities to

build relationships and a professional learning community
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- An ethic of care and a school culture that recognizes and values the contribution of all
individuals is important

- A culture of learning and achievement is possible in a highly supportive and
challenging environment that places high expectations on teachers and students

- Teachers should be encouraged to take risks and engage in innovative practices in
their classrooms and the leadership of their colleagues (Fitzgerald & Gunter, 2006, p.6).

Most points highlighted here have been discussed earlier and are relevant to successful
learning and student achievement. However, drawing attention to the ethics of care and
school culture is more important. These things usually build a healthy environment at school
and make it possible to teach and learn to feel fully included. Fitzgerald and Gunter (2006)
believe that the ethic of care is most beneficial for middle leaders as it strengthens the trust
between them and the teaching staff. One more crucial thing here is feeling encouraged by
colleagues and the leadership team while implementing the practices in the classroom that
will bring innovation and success to the educational process. That factor can also apply to a
school with diverse students and benefits as much. An example of teachers open to classroom
innovations is NIS teachers and the Subject Programs they work with. There is such a
practice of working with the Program — all resources and activities suggested in it are not
obligatory, and teachers have the freedom to choose the materials according to the needs and
peculiarities of the students they teach. That is an excellent opportunity to show
professionalism, be up-to-date, and deliver relevant information. That is the leadership for
learning where teachers and middle leaders feel they contributed to the scope of one
department. Also, there is such a practice in NIS schools of providing feedback to the
Program at the end of the academic year. Subject teachers usually do it after discussing them

in department meetings. So, it is possible to see the influence of teachers' feedback on
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changing some topics or approaches suggested in the Program. This notion makes teachers
feel they contributed to the educational process and be confident in their professionalism.

2.9 Summary

This chapter provided the literature review of articles and studies from various sources
for exploring the concept of leadership in education as a general notion, then narrowed it to
middle management leadership by providing the evident analysis of some papers. It also
draws attention to the theoretical framework chosen to analyze and discuss the study's
subject. Furthermore, the chapter investigates the attitudes of middle management leaders
toward their place and role in the school system. It was identified that middle management
leaders need help with completing their work due to the amount of responsibility they have.
These obstacles are mostly connected to the issues of managing the educational process and
setting the appropriate environment for the successful implementation of inclusive education
policies. Finally, it concludes by reviewing some literature on teacher leadership which
determines themselves as members of middle management leadership.

The following chapter will introduce and justify the methodology implemented for
collecting data to answer the research questions listed below:

1. How do middle managers in Kazakhstani secondary schools understand the concept
of leadership?

a. What way do they lead for inclusion or lead to develop inclusive schools or

classrooms?

2.  What knowledge do middle managers in secondary schools have of inclusive school
policies?

a. What are the kinds of practices do they believe are important for developing an
inclusive school culture?

b. What do they feel are some of the opportunities in developing an inclusive school
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3. Chapter Three. Methodology
3.1 Introduction

This chapter provides background and justification for the methodological approach
employed for this study. It contains a detailed description of the sampling process, the
research site where the research was conducted, the data collection instruments in detail, and
the data analysis process. Included is a discussion of the ethical considerations that guide and
frame the actions and expectations required from the researcher.

3.2 Research Design

The qualitative research study is characterized by exploring an issue, where a few
individuals are typically involved in developing a detailed comprehension of a central idea
(Creswell, 2014). Considering the chosen topic for the research study, several
methodological frameworks could be employed, such as case study, grounded theory,
ethnography, action research, narrative inquiry, mixed methods, and phenomenology. The
choice of a solid framework depends on the paradigm of the research study. The key
philosophical paradigms in research methods are ontological and epistemological
assumptions, defining the flow of the research study. According to Ormston et al. (2014),
constructionism is an ontological view that defines the comprehension of the world as rooted
in our "understanding," which develops from reflecting on events rather than solely from our
direct lived experiences. Following this, the epistemological lens is thus interpretivism as
knowledge is understood to be produced by exploring and understanding the social world of
the people being studied (Ormston et al., 2014).

Phenomenological design requires understanding the essence of human experience and
how people experience the world rather than simply what the world is objectively like. In

this instance, phenomenology was deemed the most suitable as the research questions are

40



41

concerned primarily with the experiences of those in middle management positions (van
Manen, 2014).

A phenomenological research design is best suited to study human experience that is
effective, emotional, and even intense (Finlay, 2011). It focuses on participants' experiences
and the process of transformation from experiencing something into consciousness (Merriam
& Tisdell, 2015). The present study will focus on middle managers' experiences
implementing inclusive education policies and how they understand the concept and the
process. As a phenomenological study concentrates on the significance of an experience, it is
vital to demonstrate the process of building complex meanings out of simple units of
participants' direct experience (Merriam, 2002). The participants' personal opinions and
experiences will help construct the phenomenon of inclusive education among middle
managers. This will occur in the data collection process as the participants and researcher
come to a mutual understanding of the meaning and significance of the participants'
experiences (Creswell, 2012).

3.3 Research Site

As the participants are drawn from one NIS school (in which the researcher currently
works) and two mainstream schools, interviews with all middle manager teachers/leaders
from NIS and mainstream schools were conducted in the private office of the researcher.
Staff from the mainstream schools were already familiar with the research site and were
comfortable participating in the private office of the researcher.

3.4 Sampling

Since this research is focused on a specific group of people who represent the school
management system, purposeful sampling was chosen as the most suitable sampling method.

It allows for gathering information logically and in-depth, and also it allows for learning the
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issue by following the purpose of the research study (Patton, 2014). This study selected
participants according to their work experience and position in the given schools. This
approach provided information about their perception, and the researcher could examine the
dimensions of their experience to know their viewpoint and assumptions (Merriam & Tisdell,
2015). According to Patton (2015), purposeful sampling allows the researcher to select what
is typical, average, or expected. Patton (2015) suggests specifying a minimum sample size
"based on expected reasonable coverage of the phenomenon given the purpose of the study"
(p. 314). The research methods literature suggests that 6-20 is a fair number of participants
for a phenomenological study (Ellis, 2016). Therefore, the present study aimed to recruit at
least six participants to meet a basic level of data saturation.

Teachers from NIS school were chosen for several reasons. The school's structure of
managing the school is strictly divided and well-arranged. The managing structure of the NIS
system has provided a chance for middle management leaders to shape their understanding of
the concept of inclusive education. Although this research was not intended to be
comparative, the choice of participants from mainstream schools would indicate if there
could be differences or similarities in the understanding of middle management leaders from
different sites of a similar field toward the concept of leadership and inclusive education. The
mainstream schools have other conditions in providing educational processes and may need a
solid understanding of inclusive education. The choice of these sites depended on their
accessibility for the researcher in terms of geographical location.

To recruit participants, the researcher appointed meetings with school principals of
each school to explain the purpose of the research study and provide all necessary

information about the data collection procedure. Emails were sent to middle manager

42



43

teachers/leaders in the schools that provided consent. The emails were in three languages and
explained the aim and purpose of the study and the participatory details as per institutional
research ethics approval (see Appendix A). After approval was given, the researcher could
proceed with recruiting participants (see Appendix B). Interested participants could contact
the research and meet to discuss any questions about the study or participation.

3.5 Instruments

As the research study is qualitative and the research design is phenomenological, one of
the most common methods for data collection is interviews (Creswell, 2002). Several
variations of interviews can be used while conducting the qualitative research study. They
differ from each other in their structure and format. One-on-one interviewing is a standard
method for collecting data in qualitative research studies. According to Creswell and
Creswell (2017), one-on-one interviews are "ideal for in-depth exploration of a phenomenon
and allow the researcher to understand the participants' perspectives™ (p. 183). One-on-one
interviews are also more convenient in that they can be scheduled at a convenient time and
place for both the researcher and the participant, and they allow the researcher to focus on the
individual experiences and perspectives of each participant (Creswell & Creswell, 2017).
They are highly structured/standardized, semi-structured, and unstructured/informal
(Merriam & Tisdell, 2015). In this instance, semi-structured interviews were selected as the
primary tool of the study (Creswell, 2012). This type of interview allows the researcher to be
more flexible with questions and respond to the situation.

The interview questions were drawn from the conceptual framework and the findings of
previous research studies (see Appendix B). For example, "What is your understanding of

inclusive settings created for students at school?" and "Does the school encourage students'
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work collaboration as well as their contribution?" are drawn from the Index for Inclusion and
relate to the domain of Creating Inclusive Culture (Booth & Ainscow, 2002, p. 47). Other
questions, such as "Do teachers have equal opportunities to participate in the school
management process?" and "Are you encouraged to take responsibility for implementing
innovative methods in teaching practice and lead your colleagues?” come from the findings
of the research of Leadership for Learning. Fitzgerald and Gunter (2006) argue that
"leadership for learning needs to have a strong focus on teaching and learning, with a clear
vision of what good teaching and learning looks like and an emphasis on extrinsic and
intrinsic factors that may influence students and teachers” (p. 192).

The instrument was produced in Russian, Kazakh, and English. There were ten
questions in total on the interview protocol (see Appendix B). The protocol was designed to
take at most 45-60 minutes for each interview.

3.6 Data Collection

The researcher began data collection after ethical approval from NU GSE Research
Committee was provided. After receiving the approval from the school principals (see
Appendix B), a time and place were determined and agreed upon with participants who had
approached the research and were interested in participation. The place for interviewing the
participants was chosen beforehand and located in the researcher's workplace. For those who
worked in the same organization as the researcher, it was convenient and easy to approach, as
they had a considerable workload. For those who worked in a mainstream school, another
location was suggested as they had difficulties reaching the place chosen. Both places were
chosen to provide a private and confidential atmosphere for participants and a researcher. The
place where the researcher started the interview with participants one-on-one had several

chairs and a table. When the participant came to the interview, the researcher offered the
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participant a comfortable seat in the office and some water or tea. The researcher gave
complete information about the purpose of the study, the opportunity to contribute by
participating in the interview, and the confidentiality process. Confidentiality was observed
by assigning numbers instead of names of participants to each data file. At the beginning of
the interview, the researcher read through the information and consent form concerning
participation in the research and asked the participant if they had any questions before
beginning. The researcher asked permission from the participant to record the interview and
ensured that the recording would be coded and kept in a convenient place to provide safety.
During the interviews, the researcher recorded the interviews on a smartphone. After each
interview, the recordings were uploaded to the researcher's laptop and kept in a password-
coded folder.

The researcher started the interview by asking some general questions about work
experience and so on. Further, | asked the open-ended questions one by one, and according to
the interview protocol, the sequence of questions remained the same. The researcher had an
opportunity to take summary notes for further analysis of the answers. During the interview,
the researcher monitored the non-verbal behavior of the participant and asked additional
questions for clarification. As soon as the participant answered all questions, the researcher
expressed gratitude for the participant's contribution to the research study.

To ensure the safety of research data, the researcher kept copies of interview recordings
in an external hard drive coded by a password. All data would be kept for three years after the
completion of the research.

3.7 Data Analysis

Creswell (2012) explains that for qualitative analysis, inductive approaches are suitable
to go from detailed data to broader themes. The process of data analysis is divided into

several steps. First, the researcher transcribed the recordings using different tools or
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completed it manually (see Appendix C). All names in the interview had already been
replaced by numbers. As an example, the participants were numbered as Participant 1, 2 and
so on. It was recommended to avoid interjections and pauses while transcribing the audio
from interviews as only words should serve as the medium of meaning (Miles et al., 2014).

Second, the transcribed interviews were divided into several categories according to the
key words or ideas they represented. During the process of transcribing the interviews the
researcher highlighted the words or sentences that brought definite meaning to the study with
colored pens. Saldana et al. (2013) suggested implementing the coding for deeper reflection
and for structuring the parts of transcribed audios. The coding process helped the researcher
to categorize similar parts of the interview. Finally, the transcribed interviews were translated
back to English to analyze and describe the findings. As soon as the researcher finished the
process of transcribing, the audio recording of the interview was deleted. The summary notes
that were taken by the researcher during the interview were used as part of this analysis to
contribute to a larger picture.

3.8 Ethical Consideration

The researcher completed CITI training and followed the principles of conducting
ethical research with human subjects. As this research involved persons over the age of 18
years and concerned with details about their experiences and activity in working with other
stakeholders in inclusive education, participation in the study was considered to be no more
than minimal risk. The researcher took all possible steps to ensure that the guidelines for the
ethical conduct of research with human subjects were adhered to. That included providing
informed consent and data collection in a language understandable to each participant and
ensuring that participants were aware of the risks and benefits of participating in the research.
It was important that participants were aware of their rights, including voluntary

participation, and that they could withdraw from the research at any time. That included
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during the interview or even withdrawing their data from the research at any time. The
researcher did all possible to maintain confidentiality through the assignment of numbers at
the beginning of each interview, ensure the secure storage of electronic and hard copy data,
and destroy any electronic record of the interviews after transcription and translation had
taken place, as detailed in the data collection process (see section 3.6).

3.9 Summary

Thus, data collection methods were carefully planned and selected to avoid any
possible limitations of the research methodology as bias and subjectivity of the researcher.
The results of the investigation are described in the following chapter. The information is
organized by the chronological order of the instruments of data collection used, besides the
moments when the findings contradict or disprove each other. The following chapter will

present the findings from the analysis of data.
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4. Chapter Four. Findings
4.1 Introduction

The following chapter presents the results of the research after conducting six
interviews. From the process of analysis emerged the following topics: concepts of
leadership, attitudes towards children with SEN (students, teachers, and parents), policy in
the sphere of inclusive education, and the role of a teacher who works with children with
SEN.

4.2 Perceptions of Leadership and Leadership Characteristics

Participants’ understanding of leadership and the characteristics of leaders differed
according to the experience of each of the participants. Most participants explained that they
believed leadership is positional; an authority assigns it and carries a burden of responsibility.
Most interview participants indicated they believe the key characteristics of a leader as being
honest, active, and sociable. Participants mentioned the importance for leaders to have the
ability to make the right decisions; for example, Participant 2 stated: “A person who knows
how to listen, to make adequate decisions, to weigh all the pros and cons and take on the most

acceptable side.”

Most participants said they did not see significant differences between the leaders in
representative educational institutions and those working in an inclusive environment.
However, two participants indicated that they saw leadership for inclusion as more about
shared responsibility and/or higher degrees of collaboration: “I consider that the leader who
works in inclusive society or school should manage the issues directed to erase the
differences rather than create them,” (P 3) and “leadership in inclusion is a notion when the
most experienced teacher helps with a methodology for younger one and vice versa the less
experienced in teaching may be more skillful in terms of using technologies. It can be a

mutual help.” (P 5)
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One of the participants disagreed with the idea that shared leadership is possible and
said there is no way that leadership for inclusion may exist. According to Participant 3, words
are only manipulated when we use the terms teachers or middle management leaders who
influence each other. For example: “leader is a leader, that is, one going ahead is the one who
leads by the very word of his definitions does not mean collectivity. There is no leadership if

there is a collectivity; they are friends.”

4.3 The Attitude Towards Children with Special Educational Needs

There were several topics that participants discussed related to children with SEN.
After analysis, the topics were grouped into categories: the attitudes of parents, teachers, and

children.

4.3.1 Parents’ Attitudes Towards Students with SEN

Participants reported that parents' attitudes towards children with SEN could vary from
highly negative to neutral. They explained that this depended on whether a parent's child was
placed in a classroom with another student with SEN. According to the words of Participant
1, there is a negative attitude from parents toward "healthy" students when there are one or
several students with SEN in the classroom. This attitude was centered on equity concerning
students (their child) without SEN and related to perceptions of the additional time students
with SEN require from a teacher in a regular classroom. As an example, Participant 1 said:
"parents think that when there are children with SEN in the classroom, their child will get less
attention from the teacher and will feel excluded"; Participant 2 stated the following: "When
parents know that there is a child with SEN in the classroom, they would require the equal

potion of attention from the teacher."

4.3.2 Teachers’ Attitudes Towards Students with SEN
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The data indicated that participants believed that other teachers' attitudes toward
students with SEN were more negative than parents' attitudes toward students with SEN.
Almost all participants are practitioners and currently work at schools with diverse students.
Five out of six interviewees confirmed they would not be happy working in the classroom
with children with SEN. For instance, Participant 4 claimed: "Working with such children is
very difficult in the sense that they, firstly, are in a small class, and when a small class, they
are interested, they cannot compete with others, they feel that they are different and being a
teacher in such a class is challenging." Conversely, participant 2 agreed that working with
such children has nothing to worry about. He stated: "You are standing on the attitude of
others; they are sharpened for this purpose, they have a different load, but a load of children
is different.” He believed everything starts with teachers willing to contribute and be part of

an inclusive society.

4.3.3 Students’ Attitudes Towards Students with SEN

Students' attitudes toward children with SEN sometimes differ from parents or teachers.
Half of the participants in this study believed that the student's attitudes were more negative
than positive. However, there are still some points that may be aligned. For example,
Participant 3 said, "Some students claim that | work more with children with SEN during the

lesson,"” and "Other students notice that I give them differentiated tasks and ask about it."

One participant with a long career experience in education mentioned that children's
attitude towards SEN children is favorable compared to their parents or grandparents.
Participant 4 said: "Some children are more conscious about the inclusion in society rather
than others," "They read more, and with the development of social media, it becomes easier
to share and gain information,” "During whole class discussion, they talked about cases when

their adult relatives pointed fingers when they see the person with a disability."
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4.4 Policy in the Sphere of Inclusive Education

All interview participants stated that inclusive education implementation starts from the
policy as a core document that states all rules and conditions for it. At the same time, some
participants believed that the policy needed to be more transparent for teachers who work
with children with SEN. Half of the participants explained that society's mentality might
negatively influence the successful implementation of inclusive education. That takes its
roots from the fear of parents of children with SEN about the level of support their children

may not get attending mainstream school (Human Rights Watch [HRW], 2019).

According to Participant 2, the mentality of society is related to the notion of disability
as a medical model and deficit based (Makoelle, 2020), making creating an inclusive society
more difficult. Two participants out of six stated that the policy is too artificial. Participant 5
said: "people who create the policy do not know what is happening in the schools, especially
local or rural schools," Participant 4 claims: "teachers are too busy to read and fully

implement policy; it should be written in a more practical way aiming to help teachers."

Participant 2, who has experience working in different educational institutions and
higher educational institutions, highlighted positive changes in the policy of inclusive
education. For example, he states: "There is such a course in HEI that is obligatory for all

cohorts, and it is about inclusive education basics."

45 The Role of a Teacher who Works with Children with SEN

All participants stated that the teacher is a key figure in the educational process, and the
interviewees themselves worked at school. Almost all went on to explain that they believe the
teacher is the one who can create an inclusive environment in the classroom and, as a result,
in the whole school itself. Participant 1 indicated that: “a teacher is the one who makes the
mood in the classroom” and “the teachers are the agents of any changes in the classroom and

the society.” Participant 3 said that: “from teachers’ status and his role, there may or may not
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happen changes in the policy,” “teacher can influence not only the students but also

colleagues.”

4.6 Summary

Chapter four has reported the results of data analysis concerning the issue of inclusive
education practices in schools and teachers and middle management leaders' understanding.
The respondents explained their understanding and perspectives on the phenomenon,
supporting the idea of equity in education; however, they indicated some issues related to the
difference in policy and practice. In general, participants identified the lack of knowledge
about the topic, a lack of training in the area, and other barriers they face, such as workload
and parental involvement, as factors that affect the successful implementation of inclusion in
their school. Some participants were completely unsupportive in class and later went so far as
to express that they had very few hopes for the future of the children with additional
educational needs in mainstream educational contexts. Meanwhile, some others believe that
teachers can initiate change through their small actions, which inevitably lead to progress that
is subsequently reflected in the personal stories of the children in their school. More broadly,
these findings suggest that participants see leadership as more about influencing rather than

responsibility (Connolly et al., 2019).

The following chapter will discuss and align the study's findings with research
questions. The data collection results will be analyzed through a theoretical framework in the
range of four themes connected with leadership perception, attitudes/culture, policy

implementation, and practices.
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5. Chapter Five. Discussion
5.1 Introduction

This study aimed to understand perceptions and experiences of leadership for inclusion
among middle management teachers/leaders in Kazakhstani schools. This chapter will
discuss the study's findings and answer the research questions posed in Chapter One. As
presented in the previous chapter, there are four main findings. The first concerns leadership
and its characteristics, the second is attitudes towards children with SEN, the third is
knowledge concerning policy and policy implementation, and finally, the practices of
teachers who work with children with SEN. These study findings will be discussed and
aligned with the research questions and a theoretical framework at the paper's beginning.

5.2 RQ 1 How do Middle Managers in Kazakhstani Secondary Schools Understand
the Concept of Leadership?

As per the aim of the present study, it was essential to understand how participants
view the concept of leadership. Literature on leadership shows that there is no fixed
definition of leadership. According to Clarke and O'Donoghue (2017), leadership concepts
may differ in different contexts. As a result, the findings show that almost all participants
have various definitions of leadership. Some participants viewed leadership as positional or
based on a person's position. Alternatively, people may have characteristics that make them
good at leading people or influencing others. Also, some may be more naturally motivated to
take on leadership positions than others. For example, Connolly et al. (2019) stated that
leadership is mostly about influencing rather than taking responsibility for something.

The reason for these varied perspectives may be based on the variety of experiences the
participants have had and the context (Clarke & O'Donoghue, 2017). Some participants had
previously held leadership positions; others had never positioned themselves as leaders.
These findings indicate that leadership may need to be more commonly or explicitly

addressed in teacher training or professional development. It may benefit higher education
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and pedagogical institutions in Kazakhstan to include leadership concepts within the teacher
training curriculum. In this way, teachers who become appointed to leadership positions have
some understanding of the various dimensions of leading in educational contexts, and there is
consistency in the understanding of critical concepts concerning leadership through
mainstream educational contexts.

There needed to be a consistent idea concerning leadership for inclusion. Results
indicate that several participants felt no difference between leadership in general and
leadership for inclusion. Additionally, the phenomenon of inclusive education may not be
formed entirely because of a lack of information or the absence of the whole idea. However,
some participants did have a theoretical background in inclusion and inclusive education, and
it supported them in constructing a broader and more encompassing definition of leadership
in general. For example, they saw leadership for inclusion as a model where teachers assist
each other regarding the experience; they must make the student environment more
favorable. Other participants could have a very narrow understanding of inclusion, meaning a
limited understanding of leadership for inclusion. This can be problematic, particularly when
attempting to implement or create the conditions for an inclusive school or system. Given
these results, the definition or understanding of leadership for inclusion and leadership at all
may lead to misunderstanding of its role and, as a result, its holders' wrong completion of
responsibilities. As mentioned before, the concept of leadership is mainly accepted as
positional and belonging to a definite number of people. However, according to Qanay et al.
(2019), developing teachers' leadership will extend teachers' professionalism, especially if
they are involved in changing the educational sphere by participating in the process as
leaders. In addition, Booth and Ainscow (2002) explain that to create an inclusive culture,
people need to have a standard or shared understanding of the notion, which will benefit in

both directions, improving teachers' practice and the process of creating an inclusive
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environment. To better understand leadership concepts in the school community, it will be
better to practice different leadership models for school community members to shape their
understanding of the concept via practice and experience.

Even though the literature indicates that the distributed leadership model is appropriate
for contemporary educational contexts (Leithwood et al., 2008), the findings indicate that this
is not a commonly understood concept. In one instance, Participant 1 was firm in his position
when he stated that no such notion as shared leadership and fact influencing each other might
have only one side's interest. However, some participants agreed that leadership is better
implemented when shared or distributed. Such kind of answers was mostly from ones who
experienced leadership positions as a head of the department. For them, the burden of
leadership positions at the beginning was more difficult than distributing the responsibilities
among staff. According to participants' responses, there are differences in implementing
leadership models in NIS and other mainstream schools in Kazakhstan. From participants of
NIS schools, the distributed leadership model emerged as applicable. This may be due to the
structure of these schools, as there are several positions in which teachers can contribute and
implement leadership strategies. For example, the participants from NIS had experience
holding leadership positions as head of the department, and another half were involved in
different projects that allowed them to lead the process without having any assigned position.
That shows that the practice of experiencing leadership will benefit the educational process in
any educational institution. In that case, the primary role of NIS schools in sharing its
practice with other mainstream schools may bring results by encouraging teachers to
participate actively in the educational process through a non-positional approach (Qanay et
al., 2019).

5.3 RQ la What Way do Middle Managers Lead for Inclusion?
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As the concept of leadership was defined in the previous question, it was appropriate to
touch on creating inclusive schools, as leaders mainly do it. According to participants'
answers at a NIS school, creating inclusive schools is on its way, and it needs time and
dedication. In addition, they believed that the whole school community is participating and
contributing to the process. These findings align with Harris' (2007) "Distributed leadership:
Conceptual confusion and empirical reticence” concerning distributed leadership models. On
the contrary, results from the participants from mainstream schools indicate they still need to
be convinced about the success of creating fully inclusive schools for several reasons.

Several participants from mainstream schools mentioned that society's perception of
inclusion would hinder the development of inclusive schools. They believed that not all
parents would agree to place a child in the same classroom as a child with SEN. This is
similar to research by Paseka and Schwab (2020), who found the dimension where the
parents' attitude is different depending on the type of disability. As emerged from the data,
parents' attitudes toward students with SEN were mostly negative. These perceptions need to
be addressed at a higher level within educational contexts if progress toward implementing
inclusive schools is to be realized. Developing an inclusive culture will require the
collaboration of many stakeholders (Booth & Ainscow, 2002). Leadership for inclusion will
face many challenges unless parents as stakeholders can be involved in the process and
understand that provisions can be made to ensure all students receive an equitable education.
It reflects that one of the tasks leaders should do is establish a connection between schools
and communities (Riehl, 2000).

Several participants shared their concerns about school equipment and class size, which
are crucial in providing appropriate conditions for creating inclusive schools and classes.
According to Avramidis and Norwich (2020), the lack of appropriate equipment, large class

sizes, and inadequate training of teachers will result in poor implementation of inclusion
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strategies. It will lower the quality of education. For developing inclusive classrooms, it is not
enough to construct a shared understanding of what inclusion is; it is also essential to provide
appropriate conditions for thriving the process, according to DeMathews et al. (2021)
creation of an effective inclusive school centered in leadership that is focused on improving
schools, improving the collaboration between general and special education services, and
placing emphasis on monitoring interventions and the results of student achievement.

5.4 RQ2 What Knowledge do Middle Managers in Secondary School Have of Inclusive

School Policies?

The theme that connects with RQ?2 is the level of knowledge participants have an about
inclusive policy and its implementation in practice. There are different opinions about the
policy implementation process in the study's findings.

The perception of inclusive education in Kazakhstani schools appears to have been
significantly shaped by previous educational approaches in the former USSR. These
approaches involved segregating and providing specialized education to children with
disabilities in dedicated educational institutions known as "correctional” settings (Makoelle,
2020). This finding is supported by Rollan and Somerton (2021) in their research about civil
society activism, where the separation of children with disabilities took place in correctional
institutions as a matter of Soviet legacy influence. Several participants mentioned the
challenges relating to negative beliefs concerning children with SEN, which can be the reason
for the less dynamic progress of the policy in practice. It might be caused by the influence of
the post-Soviet legacy, where diversity was accepted only as a matter of disability. The
medical model of disability does not allow people to accept diversity properly (Lapham &
Rouse, 2013).

Implementing a new policy requires changes in the country's educational system.

However, it may meet several barriers on its way. According to Makoelle (2020), such things
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as teachers' unpreparedness, curriculum change, and the lack of clarity in policy make its
implementation more complex and longer.

These challenges may be resolved by allowing middle management leaders to
participate in discussions relating to the policy changes that will bring changes in the
educational system. Some participants suggested giving more freedom to middle
management leaders as they are the ones who connect policy with practice.

Another group of participants was more optimistic about the policy in the sphere of
inclusive education as they mentioned some practical steps the government took. According
to Participant 2, there are courses about inclusive education in university programs that
prepare future specialists who will work at schools and create an inclusive culture by
implementing inclusive policy. This may have some threats like the quality of these courses,
the scientific level of teachers who teach the courses, and the literature used there. According
to Mnazhatdinova's (2021) findings, almost half of the participants admitted that there are
some barriers to training pre-service teachers, like insufficient teachers to address diverse
needs.

Another step taken by state institutions is creating welcoming conditions in schools for
students with SEN. By these conditions, it is understood the following: ramps, elevators, and
so on. The example of NIS schools is one of the best ones as they not only provide primary
conditions for children with disabilities but also have qualified teachers and supporting staff
like psychologists and medical workers. According to participants' responses, they have never
met a child with a severe disability in such schools. The reason may be the examination
requirements students meet when they apply there.

However, considering the beliefs mentioned above, it is inevitable that one will always
stop another until there is appropriate work and effort to construct a more inclusive society

and environment for all.
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5.5 RQ 2a. What are the Kinds of Practices Middle Managers Believe are Important

for Developing an Inclusive Culture?

For developing inclusive schools, it is necessary to understand what such culture means
for all stakeholders of the educational process. Booth and Ainscow (2002), in Index for
Inclusion, state the following:

This dimension is about creating a secure, accepting, collaborating, and stimulating
community where everyone is valued. Shared inclusive values are developed and conveyed to
all new practitioners, children, management committees/governors, and parents/carers. The
principles and values in inclusive cultures guide decisions about policies and moment-to-
moment practice so that development becomes a continuous process. (p.8)

According to Booth and Ainscow (2002), creating an inclusive culture at school or
classroom should be an ongoing process. It requires the involvement of all stakeholders and
especially teachers who spend most of their time at school with children. The participation
and attitudes of other stakeholders like teachers, parents, and children are also crucial. The
following findings are broken down into factors that provide insight into the practices that
middle managers believe are essential to developing an inclusive school culture.

5.5.1 A role of a teacher who works with children with SEN

According to several participants' responses, a teacher's role in working with children is
colossal, especially if it concerns the ones who need special attention. Again and again,
participants state that teachers may influence not only other teachers but also children, so the
role of teachers and the opinion of most participants is underestimated.

These findings highlight that the situation in each school relating to the teacher's role in
creating an inclusive culture is different, and many factors may cause such variety. At first
sight, a teacher may be seen only as a person who gives knowledge, but a teacher is the one

who creates the environment of inclusive learning and culture.
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As the data collection was set in different locations, one of the factors influencing the
teachers' role depends on the place. For example, teachers in NIS schools have more freedom
to lead the educational process in the classroom and take the initiative to contribute to a
program change and research. At the same time, the teachers at other mainstream schools
have less passion for creating an inclusive environment, as there is a belief that actions may
be taken only by leaders in the position. It shows that they do not see themselves as leaders
and agents of change.

Another reason for the difference may be the education system in mainstream and NIS
schools. Local educational departments are primarily centralized, and it does not give
opportunities for freedom; thus, teachers implement the programs as they are presented to
them by departments. NIS schools mainly serve as an experimental field that is supported not
only by the government but also by international organizations like Cambridge.

Global studies support that effective educational systems empower teachers to
participate in decision-making, leading to a collaborative and professional environment. Such
an environment boosts job satisfaction and increases the perception of the teaching profession
as a valued and respected profession within society (Qanay et al., 2021). As a result, if the
profession of a teacher is appropriately valued and teachers are given more freedom to
participate in decision-making, it will allow teachers to lead.

5.5.2 Attitudes Towards Children with SEN

The findings section divided attitudes into several sub-topics, like parents' attitudes,
teachers' attitudes, and students' attitudes toward children with SEN. Mentioning parents'
attitudes is vital to note that participants had different responses. These responses varied from
negative to neutral, depending on the situation in the classroom with children with SEN.

It happens because of the lack of inclusive culture in society, schools, and classrooms.

Some participants from mainstream schools mentioned that the parents of children with SEN
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might not want to reveal the disability of a child as it may bring additional attention from
teachers or classmates. Other groups of parents who do not have such children with SEN
partly agree to place their child in one classroom with a child with SEN. Some of them
understand that it is possible to study together in one classroom, although there is a threat in
their opinion that other children with SEN will take more time and dedication from teachers
than their child. This aligns with the literature that says that parents' attitude depends on the
type of disability a child has, and it may influence the level of tolerance (Paseka & Schwab,
2020).

Most teachers who participated in interviews also have negative attitudes towards
children with SEN. They feel a burden of responsibility and lack professional knowledge in
working with such children. According to one participant's response, she would work in a
regular class rather than in a classroom with a child with SEN. One participant shared the
experience of working in such a classroom, and as a result, the teacher was left alone in this
situation. It shows again the school staff's preparedness level and resources for such a
process. According to Paseka and Schwab (2020), a teacher's attitude would also vary
according to the type of disorder and least welcoming disability connected to the learning
disorders.

As a child interacts and communicates with other children in the classroom and school,
it is essential to mention that children are more tolerant of each other than adults. One
participant described a situation during the lesson when they discussed the topic of equality
among people, and most students showed tolerance and understanding.

For forming an inclusive culture in school and classrooms, it is vital to collaborate and
support the initiative no matter what role you have now. It will be essential to build such an
interaction between stakeholders to let them know the questions of inclusion closely and

understand the importance of creating an inclusive culture at school and in the classroom.
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5.6 RQ 2b. What do They Feel are Some of the Opportunities in Developing an

Inclusive School Culture in Kazakhstan?

Any process of educational reform will influence society in the long term. There may
also be benefits and drawbacks, and the focus of this research question was to find out from
participants what they felt were the opportunities. All participants believe there are many
benefits to creating or developing inclusive school culture. As all participants are
practitioners, they see the process from the inside and are the first to meet the changes. Even
if they had doubts about the success of inclusive education, they believed that with culture
would come acceptance. Some participants see the opportunities in developing inclusive
school culture as it would ease the work of teachers with children with SEN as the
environment at school and classroom would be more welcoming.

By developing inclusive school culture, it is possible to change the attitude of the whole
society, as school is the model of community which forms opinions and attitudes. To promote
and celebrate individuality within a school, the principal must create a shared vision among
stakeholders that emphasizes group processes and encourages problem-solving. This
approach allows for leadership functions to be distributed among staff members rather than
limited to a few individuals responsible for everything. It requires a shift in perspective where
leadership is viewed as a collaborative effort rather than the sole responsibility of a select few
(Ainscow, 2001).

5.7 Theoretical Framework

The theoretical framework chosen for the study was the Index for Inclusion. The Index
provided a lens through which to view the culture, policy, and practice dimensions of creating
inclusive schools, of which leadership is an important dimension. The themes that emerged
because of the interviews aligned with the Index for Inclusion with the addition of the

leadership dimension for this study. Most participants in the present study had direct
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experience working with children with SEN. Some participants had leading positions when
facing challenges in creating an inclusive environment and were in the positions of middle
managers; such a position in society needs to be accepted seriously. Indicators such as “How
to live together” are essential questions for those in leadership to reflect upon when creating a
more inclusive school experience for children with disabilities. So are the practices and an

understanding of the policies required to guide the process.

As Index for Inclusion (Booth & Ainscow, 2002) was used as a base for the given
study, the findings were discussed through the lens of this theoretical framework. Index for
Inclusion consists of three dimensions, and interview questions was designed based on them.
As Index for Inclusion serves as a tool for making schools and other organizations more
inclusive, it was used to define the level of middle managers in creating more inclusive

cultures through inclusive policies and practices.

The policy dimension revealed a variety of findings that mainly reflected the situation
in the schools. There is a solid belief that there are steps that the government should take to
include courses on Inclusive education in universities. However, there is a need for in-service

teachers to have more suitable courses for professional development.

The practice dimension showed the necessity of developing leadership in schools no
matter the teacher's position. Through this step, it is possible to take some actions in
implementing the policies and making significant changes in the educational system to

include all children.

The culture dimension is the one that has lots of controversial answers and opinions.
The tendency to accept the culture as a part of mentality may negatively influence the process
of creating an inclusive culture in the classroom and the school. Stakeholders' attitudes are

also crucial in creating inclusive culture; adults' attitudes are sometimes more harmful than
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students. Some participants were concerned about the negative attitudes of teachers. It is
possible to resolve this by organizing appropriate events and courses to increase people's

awareness about inclusive education.

5.8 Summary

In summary, the role of the teacher emerged as the key theme that highlighted a
connection with all other themes, as it is entwined with the culture, policy, and practices that
apply to each school context. Someone creates culture, and the policy is understood and
implemented by someone, and this someone is a teacher. Thus, the concept of the teacher as a
leader is essential and shows that experiencing leadership will benefit the educational process
in any educational institution. This is especially important in influencing positive attitudes
toward inclusive education that contribute to more inclusive school culture and practices as
Qanay et al. (2019) explained that with NIS schools sharing practices among other
mainstream schools, teachers might be encouraged to participate more actively in the
educational process by schools adopting and developing a more non-positional approach to

leadership (Qanay et al., 2019).

The findings indicate that middle managers must become more familiar with the
distinction between leadership and leadership for inclusion. The participants from NIS
schools believe that they are already working inclusively and remain enthusiastic about
supporting and advancing the social well-being of their students with special educational
needs. However, the lack of experience, inadequate training in teaching the current
curriculum, and many students in the classroom hinders the willingness to embrace inclusive
changes in inclusive practices in mainstream schools. Finally, this chapter examined the
challenges and benefits of implementing inclusive culture, policies, and practices, which also

contribute to shaping the understanding of middle managers.
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6. Chapter Six. Conclusions
6.1 Introduction

This chapter presents the main conclusions of the study and provides final ideas on the
topic. The chapter consists of three parts. The first part concludes the research study and
reflects the main findings. The second part informs about the possible limitations of the
study. The third part contains possible implications and recommendations for further
research.

6.2 Main Findings

The thesis aimed to explore the experience of middle managers in implementing
inclusive education policies and practices in Kazakhstani mainstream and NIS schools. The
two main research questions and several sub questions were set for this work, and they were
responded to by conducting qualitative phenomenological design through literature analysis
and interview data.

1. How do middle managers in Kazakhstani secondary schools understand the
concept of leadership?
2. What knowledge do middle managers in secondary schools have of inclusive
school policies?
There are some findings because of the literature review and conducting interviews that
aligned with each other.

First, leadership and leadership for inclusion do not have a single definition, and
interview participants provided several versions of their definitions. As participants were
from diverse backgrounds and work experiences, they identified the concept of leadership
differently. However, one common thing connects almost all responses: the amount of
responsibility the person has when he takes the position of a leader. It shows that leadership

is associated with the positional approach for most participants. At the same time, some
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participants showed a more comprehensive understanding of the given concept. These
participants were open to teacher and student leadership in the educational process.

Secondly, the study revealed that middle managers of Kazakhstani secondary schools
need more knowledge about inclusive policies and practices. According to the participant's
responses and some literature, the reasons for that are as follows. Mainly that was explained
by a need for more communication between the policymakers and actors who practically
implement the given policies. Also, it might relate to the quality of courses the middle
managers attend to make their classes more inclusive. Another reason may be the workload
the middle managers have daily. As a result, most participants need to identify themselves as
ones who implement inclusive education practices in their classes.

The findings show that the culture of inclusive education is closely connected to the
previous question about policies and practices. The lack of appropriate policy and practice
knowledge usually affects the ability to create a school culture that promotes inclusivity.
Although, there are participants who believe that culture should come first before the policy
and practice of inclusive education. They explained that as a phenomenon of bringing the
culture to the society first and implementing the policy that will smoothly align with it.

Overall, the research findings and thesis contribute to the topic of inclusive education in
Kazakhstan, exploring middle managers' experience in implementing the policy and practice
of inclusive education.

6.3 Limitations

There are at least three potential limitations concerning the results of the study. The
first limitation concerns a small sample size that may limit the generalizability of the findings
to other settings. The study covered only two schools in the region; one was a selected
school, and another was a mainstream school. A second limitation is the social disability bias

of responses while interviewing the participants. The given limitation could impact the
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validity of the collected data. Another limitation may be the language barrier; most
participants speak Russian, so the researcher had to translate interview questions first. Then,
transcribing required the translation from Russian into English during the interview. The
given process of translating back and forth may influence the accuracy of data collected, as
during translating from one language to another, there is a threat of losing the meaning of the
data.

6.4 Implications

Despite the abovementioned limitations, the study suggests several theoretical and
practical implications. The theoretical implications of the research study include contributing
to the existing body of knowledge on inclusive education policies and practices in
Kazakhstan from the perspective of middle managers. The study provides insights into the
experiences and perceptions of middle managers on implementing inclusive education
policies and practices. This could serve as a foundation for further research in inclusive
education in Kazakhstan and other similar contexts.

The practical implications of the study can be significant. Policymakers and school
leaders in Kazakhstan could use the findings to develop training programs and provide
professional development opportunities in leadership for middle managers. These programs
could help middle managers understand and implement inclusive education policies and
practices in their schools. Additionally, the findings could help policymakers to design and
implement more effective policies and strategies to promote inclusive education in
Kazakhstan.

Moreover, the study findings could be used by school leaders to develop strategies that
create an inclusive school culture. By identifying the challenges middle managers face when
implementing inclusive practices, school leaders can develop targeted interventions that

support middle managers in overcoming these challenges.
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Overall, the study's findings have practical implications for policymakers, school
leaders, and educators in Kazakhstan and other similar contexts who seek to promote
inclusive education policies and practices. By addressing the challenges and opportunities
highlighted by the study, stakeholders can work towards creating more inclusive learning
environments for all students.

6.5 Suggestions for Future Research

The study's findings offer important insights for policymakers, school leaders, and
educators promoting inclusivity in Kazakhstani schools. Based on the research findings, it is
recommended that policymakers and educational stakeholders prioritize providing relevant
training programs for middle managers to enhance their understanding of inclusive education
policies and practices. Furthermore, there is a need to re-evaluate the current curriculum and
incorporate comprehensive training modules for middle managers to develop leadership skills
that promote inclusive education. This study can also serve as a basis for further research to
explore the experiences of other educational stakeholders in implementing inclusive

education policies and practices in Kazakhstan.

In addition, further research is recommended to build on the findings of this study and
explore ways to overcome the challenges hindering the implementation of inclusive practices

in Kazakhstani schools.
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Appendices
Appendix A
INFORMED CONSENT FORM

The experience of middle management leaders in implementing policies and practices of
inclusive education in Kazakhstani mainstream and NIS schools

DESCRIPTION: You are invited to participate in a research study on exploring the
phenomenon of leadership principles and identify the attitude of middle managers to
inclusive education in Kazakhstani schools. You will be asked to participate in an interview.
The interview will be audio-taped which can be heard and used by the researcher only. If you
feel any inconvenience, you have the right to stop recording at any time. Audio recordings
and transcripts will be kept in a password-coded folder for at least three years and will be
used for study purposes only.

TIME INVOLVEMENT: Your participation will take approximately 1 hour duration.

RISKS AND BENEFITS: There are no risks to participants associated with the present
study. Pseudonyms will be used to protect your identity. The benefits which may reasonably
be expected to result from this study are that policy makers, educators, and scholars
investigating the same topic of teachers’ experience or similar to it can find the results and
findings to be relevant and useful for future policies and studies. Your decision whether or

not to participate in this study will not affect you negatively in any way.

PARTICIPANT’S RIGHTS: If you have read this form and have decided to participate
in this project, please understand your participation is voluntary and you have the right to
withdraw your consent or discontinue participation at any time without penalty or
loss of benefits to which you are otherwise entitled. The alternative is not to
participate. You have the right to refuse to answer particular questions. The results of this
research study 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 the Master’s Thesis Supervisor for this student work,
Michelle Irene Somerton, michelle.somerton@nu.edu.kz, +7 (708) 801-06-01
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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 at
gse_researchcommittee@nu.edu.kz

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

* I have carefully read the information provided;

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

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

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

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

this study.

Signature: Date:

| agree to provide consent for my interview to be recorded.

Signature: Date:

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

According to the law of the Republic of Kazakhstan an individual under the age of 18 is
considered a child. Any participant falling into that category should be given the
Parental Consent Form and have it signed by at least one of his/her parent(s) or
guardian(s). In addition, the child must give assent to participate in the research. Both

parent consent and child assent scripts should be included with this application.
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OOPMA MHOOPMAIIMOHHOI'O COI'JIACUA
OnbIT pyKoBoAUTEIEl CpeIHero 3BeHa 10 BHEePEHNI0 MOJUTHKH U NPAKTHK
HHKJIIO3UBHOI0 00Pa30BaHUSA B Ka3aXCTAHCKHUX 0011€00pa30BaTeILHbIX IK0JIaX U
mkosaax HUII

OIIMCAHHUE: Ilpurnamaem Bac npuHsATh ydacTHe B HCCIEIOBAHUHU, MOCBSAIICHHOM
W3YYCHHUIO ONbITA YYHTENEeH, 3aHMMAIOIIUX PYKOBOJSIIME JOKHOCTH CPEHEro 3BEHa, B
OTHOIIEHUN MHKIIIO3UBHBIX KYJIbTYp, OJIUTUKU U IIPAKTUKU B cpeAHMX 1Kosax KasaxcraHa.
Bb1 ObUIM TIpUTIIAIIEHBI TPUHATH YU4AaCTHE B 3TOM HCCIIEIOBAaHUU M3-3a Ballleil JOHKHOCTH H
OIbITa pabOTHI B BAllIeH MIKOJIE. YUacTHe B 3TOM HCCIEIOBAaHUN HOCUT KOH(HICHIINATIBHBIN U
Cyry0o0 1oOpOBOIBHBIN XapakTep U MOTPeOyeT y4acTHsi B COOECEIOBAaHHUH C UCCIICIOBATEIIEM.
BPEMS YYACTHE: Bawe yyactue 3aiiM€Tr okoiio 1 vaca.

PUCKHU U NMMPEMMYUIECTBA: nockojibKy B 3TOM HCCIIEIOBAHUU Y4YacCTBYIOT JIHIIA
crapmie 18 ner, KoTopble MOTYT J1aTh WH(GOPMHUPOBAHHOE COTJIAaCHE, TeMa HE CUUTACTCS
YYBCTBUTEIBHOM 110 CBOEMY XapakTepy, y4acTHUE B UCCICAOBAHUU CUYUTACTCS MUHUMAIbHBIM
PUCKOM. DTO O3HAYAET, YTO ITO CUUTACTCS HE OOJIBIIUM PUCKOM, YEM BBITIOJHEHHUE BaIIHX
OOBbIUHBIX pabounx o6s3aHHOCTeH. CyliecTByeT MHHHMAIBHBIM PHCK TOro, 4YTO Bamia
KOH(UIEHIIMATBHOCTh MOKET OBITh HapyIlleHa B Pe3yJIbTaTe MOTEPH WM KPaKu YCTpOIlCTBa
WJIM JTaHHBIX, OJTHAKO MCCIEA0BaTENb MPEAIPUHSI BCE IIark AJisi 00ecredeHus Toro, 4To0bl B
cllydae JTOrO Ballld JaHHbIE ObUIM 3alUIIeHbl B (Qaiiax, 3allUIIeHHBIX I[apoJieM.
[IceBnoHUMBI OYAYT UCTIOIB30BATHCS I BCEX YYaCTHUKOB AUCCEPTAIMH U B JIFOOBIX JPYTUX
OIMyOJTMKOBAaHHBIX MaTepHaliaX, MOJYYSHHBIX B PE3yJIbTaTe UCCIIEIOBAHMS. MBI IPUIIOKHUM BCE
YCUITUSL [T 3aIUTHI Balled KOH(PUACHINATHHOCTH. B 1ensx 3amuTel KOHPUASHINATbHOCTH
y4acTHUKa JI0O0bIe YEPHOBUKU U TPEABAPUTENBbHBIC BBIBOJABI HE OYIyT MOKA3aHbl APYTUM
TOJM (HampuMep, AUPEKTOPY IIKOJbI), TOIBKO HCCIEN0OBATEeNh U HAYYHBIH PYKOBOAUTEIH
OyIyT UMETH IOCTYN K HEOOPaOOTaHHBIM JIaHHBIM.

IMPABA YUYACTHUKA: ecnu Bbl NpoYUTAIN 3Ty POPMY U PELIMJIM Yy4aCTBOBAaTh B 3TOM
MIPOEKTE, MOoXKalyicTa, MOWMHUTE, YTO Ballle yYacCTHE SBJIAETCS TO0OPOBOJBHBIM, U Bbl UMEETE
[IpaBO OTO3BaTh CBOE COIJIACHE WJIM MPEKPATUTh y4yacTHE B Jt000e BpeMms 0e3 ITpadHbIX
CaHKUUN WIM TMOTEpU JbIOT, Ha KOTOpbIE Bbl MMEETe HHOE MpaBo. AJbTEpHaTHBA - HE
ydyacTBOBaTh. BBl MMeeTe NpaBO OTKa3aThbCsid OTBEYaTh HAa OIPEAENIEHHBIE BOIPOCHI.
Pe3ynbrarel 3TOro wuccienoBaHUsT MOTYT OBbIThb MNPEACTAaBIEHbl HAa HAay4HbIX WIIU
npodeccuoHaNbHBIX BCTpEeYaxX WM ONMyOIMKOBaHbI B HAYYHBIX JKypHajax.

KOHTAKTHASI THO®OPMALIUSL:

Bomnpocsr:

Ecnmu y Bac ecTb Kakue-muOO BOMPOCHI, OMACEHUS WJIM KajloObl IO TOBOXY 3TOTO
WCCIIEIOBAHMsI, €ro MpOLEAYyp, PUCKOB M TPEUMYILECTB, CBSDKUTECh C CyNepBaizepoM
MarucTepcKo JuccepTamuy IO JITOM cTyaeHuecko pabore Mumens CoMepToH,
michelle.somerton@nu.edu.kz, +7 (708) 801-06-01

HesaBucruMbId KOHTAKT:

Ecnu BBl HE yJOBIETBOPEHBI TEM, KaK MPOBOJIUTCS 3TO MCCIEOBAHUE, WA €CIU Y BaC €CTh
KaKHe-I100 OINaceHus, KajoObl WM O0IIMe BOMPOCH 10 MOBOJY MCCIEIOBAHUS MM BAIIMX
IpaB Kak y4yacTHHUKa, MOXKaIyicTa, cBsbkuTech ¢ Mcenenosarensckum komureroM NUGSE 1o
anmpecy gse_researchcommittee@nu.edu.kz
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[Tokanyucra, MOAMUILIUTE 3TO COTJIACHE.

* Sl BHUMATEIBHO TPOYUTAIT NPEJOCTABICHHYIO HH(POPMAIIHIO;

* MHe ObuTa peiocTaBiIeHa MoIHas HH(OPMAIUs OTHOCUTEILHO 1S U MIPOIICAY]P
HCCIIE0BAHNS;

* Sl nonnmaro, kak OyJayT MCIOJIB30BAaThCSl COOpaHHBIC TAHHBIE, U YTO JIF00as
KoH(puACHIMATbHAS HHGOpMaIKs OyAeT BUIHA TOJIBKO UCCIEAOBATENISIM U HE OyIeT
pacKkpbITa HUKOMY JIpyroMYy;

* 51 moHuMaro, 4To sl BOJICH OTKA3aThCs OT Y4acTHs B UCCIICIOBAHUH B JIF000E Bpemsi 6e3
0OBSICHEHUS IPUYNH;

* C 1OJIHBIM 3HAaHMEM BCETO0 BBIIICH3JIOKEHHOI0, 5T COIIaceH, 110 COOCTBEHHOM BOIJIE,
y4acTBOBaTh B ’TOM HCCJICIOBAaHUMU.

IToanuce: Hara:
S natro coriacue Ha TO, YTOOBI MOE UHTEPBBIO OBLIO 3aITUCAHO.
Iloanuce: Hara:

JIONIOJTHUTENBHYIO KOIIHIO ATOH MOAMUCAHHON 1 TaTUPOBAHHOM (DOPMBI COTIIACHS BBl MOXKETE
OCTaBUTH cebe.

B cootBercTBUM ¢ 3akoHOAaTenbcTBOM PecniyOnuku Kasaxcran ¢pusnueckoe auo, He
nocturiiee 18-neTHero Bo3pacta, cuutaercss pedeHKkoM. JIroOoMy yyacTHHKY, ONaJaroIeMy
II0J1 3Ty KaTeropuIo, J0JKHA OBITh MpenocTaBieHa opMa poaAUTENIbCKOTO coracus,
IOJIIMCAHHAs 110 KpallHel Mepe OJTHUM U3 ero/ee poauTtesnei nim onekyHos. Kpome toro,
peOeHOK OJDKEH /1aTh COTJIacue Ha ydacTHe B UCCIIEI0OBaHUU. B 3T0 npuiiokeHne JOIKHBI
OBbITh BKJIFOUEHBI (POPMBI COrIacus Kak poAuTeNe, Tak U AeTeil.
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AKITIAPATTBIK KEJIICIM HBICAHBI
Ka3zakcranabIk xajnbl 0ijiM 0eperin mexkTentep MmeH H3M mekTenTepinae
HHKJIIO3UBTI Ol1iM Oepy casicaTbl MEH NPAKTUKACHIH €Hri3y 00MbIHIIA OpTa OybIH
OacbLIAPBIHBIH TIKipUOeci

CUITATTAMACHBI: Cizgepni  KazakcTaHHbIH OpTa  MEKTENTEPIHIErT WHKIIO3UBTI
MOJICHHETTEpre, cascaT IeH IMpakTUKara KAaThICThl OpTa OyblH OacIIbUIBIK Jiaya3bIMIapbiH
aTKapaTblH MYFaIIMICPAIH TOKIpUOECIH 3ephesieyre apHalFaH 3epTTeyre KaTbhICyFa
makeipambi3. Ci3 ©3iHi3M1H MEKTEOIHI3/IeT1 JIaya3bIMBIHBI3 OCH ToXipuOeHi3re OallTaHBICTHI
OCBI 3epTTeyre KaThICyFa HIaKbIPBUIABIHGI3. Byl 3epTTeyre Katbicy Kymus >KOHE Taza epikTi
00BN TaOBUTABI J)KOHE 3epTTEYIIIMEH cyX0aTKa KaThICY/bl Talall eTei.
OTKIBUIETIH YAKBITHI: Ciznig KaTbICybIHBI3 IaMaMeH | caraT yaKbITHIHBI3BI ajla/ibl.
3EPTTEY X¥MBICBIHA KATBICY/IbIH, KAVIIITEPI MEH APTBIKIIBUIBIKTAPHI:
By 3eprreyre akmapaTTaHABIpbUIFaH KemiciM Oepe amatbiH 18 jxactaH ackaH agampjap
KATBICATBIHABIKTAH, TAKBIPBIIT TAOMFAThI OOWBIHINIA Ce3iMTajl OOJIBIT CaHAIMAaM/IbI, 3epTTeyre
KaThICy MHHAMAJIJBI TOyEKeJ OOJIBIN caHamazpl. byJt Ci3[iH 9feTTeri )KYMbIC MiHACTTEPiHi3a1
OpBIHAAY/IaH TOPi YIKEH TOyeKell eMec eKeHiH Oinaipeni. KypbuirbIHBIH HEMece JepeKTep iy
YKOFaITybl HEMECE YpIIaHybl HOTHDXKECIHJIE CI3/11H KYMUSUIBUIBIFBIHBI3 OY3bLTybl MYMKIH €H a3
Kayin Oap, Oipak 3epTTeyln Oy >karnaia Ci3/iH AepeKTepiHi3aiH KyNus co30eH KOpFalFraH
¢aiinnapaa KOprayblH KAMTaMachI3 €Ty YIIiH 0apiblK Kagamaapabl xkacaabl. JKackIpbiH aTTap
JUCCepPTAIUSHBIH OapiIblK KaThICYIIbIIAPHI YIIIH JKOHE 3€pPTTE€Yy HOTHKECIH/AE albIHFaH Ke3
KeJNreH 0acka skapusUIaHFaH MaTepuaiaapaa KoJaanbeuiaabl. bi3 ci3iiH jkeke eMipiHi3al Kopray
yuriH 6ap Kymrimizai cagambi3. KaThICYIIBIHBIH JK€KEe OMipiH KOPFay MaKcaThIH/Ia Ke3-KeJTreH
»o0anap MeH alblH-ana TYXXbIpbIMIap Oacka agamaapra KepceTuIMen i (MbIcaibl, MEKTEN
JTUPEKTOPHI), TEK 3epTTEYII MEH FHUIBIMU KETEKIII IUKI JepeKTepre Ko KeTKi3e aaaibl.
KATBICYIIbI K¥KbIKTAPBI: Erep ci3 ockl HbICAaHABI OKBIM, OCHI *00ara KaThICYbI
IIETICeH13, Ci3/IIH KaThICYbIHBI3 €pPIKTI €KeHIH TYCIHIHI3 JKOHE Ci3 03 KeNMiCIMiHI31 KalTaphIn
aJlyFa HeMece albINIyJIChl3 HeMece 0acka KYKBIFBIHBI3 Oap >KEHULIIKTEp/l JKOFalTHail ke3
KEJIFeH yaKbITTa KaThICYJbl TOKTaTyFa KYKBIFBIHBI3 Oap. bamama-kateiciay. Ci3 Oenrini Oip
CypakTapfra »xayan OepyleH Oac TapTyra KYKBIFBIHBI3 Oap. byn 3eprreymiH HoTHXKenepi
FBUIBIMH HEMece KociOWm Keszecylepie YCBHIHBUIYBl HEMece FhUIBIMU IKypHajjapia
XKapusIaHybl MYMKIH.
BAMJIAHBIC AKITAPATDI:
Cypaxrapeiapiz: Erep cizme ocbl 3epTreyre, OHBIH NpolleaypajapblHa, TOyEKelaepl MEH
apTHIKIIBIIBIKTAPEIHA ~ KATBICTBI  CYpaKTapblHBI3,  ANaHAAYIIBUIBIKTAPBIHBI3  HeMece
HIaFbIMIapbIHBI3  00JICa, OCBHl CTYAEHTTIK JXYMbBIC OOWBIHIIA MAarucTpiiK JuccepTarus
xerekirici Mumens Comepronra xabapnaceisi3, michelle.somerton@nu.edu.kz , +7 (708)
801-06-01
JEPBEC BANJIAHBIC AKITAPATTAPBHI: Erep ci3 Oyt 3epTTeyaiH Kajuai *KypriziieTiHine
KaHaraTTaHOAcaHbI3 HEMece 3epTTeyre Hemece KaTBICYIIbl PpeTiHAEri KYKbIKTapbIHbI3Fa
KATBICTBI KaHJal aa Oip alaHaylIbUIbIK, MAFpIMIAp HEMECe JKallbl CYypaKTapbIHbI3 OoJca,
HazapGaes VuuBepcureri orapblr binim Oepy MekTeOiHiH 3epTrTey KOMHUTETIHE
xabapracbeIHbI3 se_researchcommittee@nu.edu.kz
3epTTey *KYMBICHIHA KaThICyFa KeNliciMiHi3a1 OepceHi3, OepiireH opmara KOJ KOIOBIHBI3/IbI
CYpanMBbI3.
* Men OepiireH aknaparTbl MYKHSIT OKBIM IIBIKTHIM;
» Maran 3epTTey/liH MaKcaThl MEH MPOleAypaliapbl Typaibl TONBIK akmapaT Oepiii;
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» MeH XKUHaJIFaH JISPeKTEep/IiH Kalall mailaaHbUIaTEIHBIH KOHE Ke3 KeJITeH KYIHS aKnapaT
TEK 3epTTeylIijiepre KOPiHETIHIH )KoHEe OacKa eNIKiMIe alibIMAUTBIHBIH TYCIHEMIH;

* MeH TYCIHIIpYCi3 Ke3 KeNTeH YaKbITTa 3epTTeyre KaTbicyaaH 0ac TapTyFa epKiH eKeHIM/I1
TYCIHEMIH,;

* XKorapbia ai ThITFaHAAPABIH OApIIBIFBIH TOJBIK O1JIe OTBIPBII, MEH OCBI 3€PTTEYTE 03
€pPKIMMEH KaThICyFa KeJIiCeMiH.

Kot Kyni:
MeH cyx0aThIM/IBI Ka3yFa KeJiciM OepemiH.
Kot Kyni:

Ci3 oCBI KOJI KOMBIIFaH jKOHE KYHI KOPCETUIreH KelliciM (hOpMachIHBIH KOCHIMILIA KOIIipMeCciH
CaKTal ajacels.

Kasakcran PecnyOnukachlHbIH 3aHHaMacbhlHa coiikec 18 jkacka ToiaMmaraH jKeke TyJsira Oaia
Oonbin canananel. OChl CaHATKA JKAaTaThIH K€3 KEJTeH KaTBICYIIbIFa aTa-aHACBIHBIH HEMece
KaMKOPIIBICBIHBIH KeM JereHae Oipeyi Koi KOWFaH aTa-aHajbIK KeJiciM HbBICaHbl Oepiryi
kepek. CoHbIMEH Karap, Oajia 3epTTeyre Karbicyra Kemicim 0epyi kepek. byt Kockimiara ata-
aHayap/bIH J1a, 6ananapablH J1a KeJIiciM HbICaHIaphl SHT131Tyl Kepek.
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Appendix B

INTERVIEW PROTOCOL
PROJECT TITLE: The experience of middle management leaders in implementing policies
and practices of inclusive education in Kazakhstani mainstream and NIS schools
Time of interview:
Date:
Interviewer:
Interviewee:
Dear Participant,
My name is Lyazzat Kalakova. | am a Master’s degree student at Nazarbayev University.
Thank you for taking time to participate in this interview. The purpose of this interview is to
explore your perception and your personal and professional experiences of the concept of
leadership particularly in the area of inclusive education in Kazakhstani secondary schools. If
it is possible the interviews will be audio recorded with your permission. No one will use your
name in reports, so your confidentiality will be protected. The results of the study will be used
for scholarly purposes only. Interview will last approximately 40-60 minutes. Please feel free

to ask if you need any clarifications for the interview questions.

[Please read and sign the consent form] [Turn on the tape recorder]
Interview questions
1. Tell about your yourself and your professional background in 2 minutes
2. As itis known from literature, leadership is sometimes defined as the action of
leading a certain type of people. What does the concept of leadership mean for

you?
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3. Can you think of a time when you worked with a leader who had all
characteristics of a personality that is inherent for a good leader?

4. Some academics say that Leadership for inclusion is a shared leadership model
where the headteacher is also the leader of leaders; simultaneously, the process
should involve both teachers and students. According to your experience, what is
leadership for inclusion in your understanding?

5. There is a dispute between scholars in defining the term of middle management.
Some of them define them as the level between senior managers and teaching
staff. What is your vision of middle management leaders in school?

6. According to Danielson (2007), a teacher who may influence another teacher is
also a model of a middle management leader. How do you see yourself in middle
management?

7. Tell me about a time when you first heard about inclusive education policy?
(RQ2)

8. Can you share your thoughts about the process of implementing inclusive
education policies in schools?

9. As you know any policy needs to be practiced. So, what steps for developing
inclusive classroom do you take?

10. Any new experience has its opportunities, so what are the opportunities that may
give the development of an inclusive classroom/school culture?

[Thank the participant for their cooperation and participation in this interview]
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Recruitment Script
Hello,
| am Lyazzat Kalakova.
I am currently studying for my Master’s Degree at Nazarbayev University Graduate School of
Education. I am contacting you to see if you might be interested in participating in a research
study. This research is being done as part of my Master’s project and my supervisor’s name is
Assistant Professor, Dr. Michelle Somerton.
I am conducting a study on teacher’s exploring the phenomenon of leadership principles and
experiences of middle managers in inclusive education in Kazakhstani schools. The study is
entitled: The experience of middle management leaders in implementing policies and practices
of inclusive education in Kazakhstani mainstream and NIS schools
To participate you need to be a teacher who is employed in a secondary school. Your
participation in the research will involve an interview lasting no more than 45-60 minutes to
discuss your understanding, attitudes, and experience in implementing inclusive education.
Participation in the research is purely voluntary and the researcher has taken all possible steps
to ensure that your identity remains confidential. Please see the informed consent form attached
for these details.
The findings of this research will provide insight into the development of inclusive education
in Kazakhstani schools and the role that teachers in positions of leadership play in the
development of reforms in inclusive education. The research study has been reviewed and
approved by the Nazarbayev University Research Ethics Committee. The data collected will
be used to consider the middle management leaders’ experience in implementing policies and
practices of inclusive education in Kazakhstani secondary schools since there is little research

conducted on this topic.
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If you are interested in more information about the study or would like to volunteer, please

reply to this email or call 8 777 027 00 91.
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Appendix C

Interview Transcript

Interviewer:
So now let's define what inclusion is for you? How do you understand it?
Interviewee:

| am quite familiar with this concept because | am also connected with this concept for a long
time. So, | can tell you exactly what inclusion is. It is a process of social transformation in
terms of accepting various deviations from the norm, accepting various deviations from

generally accepted norms, that is, changing one's worldview of thinking.
Interviewer:

What deviations do you mean or what deviations do you include in this concept?
Interviewee:

This concept, | include exactly orientation, racial concept, physical deviations, mental

deviations, and various disorders.

Interviewer:

Have you ever had experience with such children, how long did you take?
Interviewee:

Yes, | had, he had a job, I have experience with yes, | have been a teacher in a special school
for less than half a year.

Interviewer:
Here. How can you describe your experience, and do you have something to compare with?
Interviewee:

Yes, | have something to compare with my 2 extremes. One of this work is with gifted
children who think above the norm, and the other is work with children with mental
disabilities. It is considered below the norm, that’s in relation to the intellect now. There is
another point of view, what happens, there is no different intellect. That is, we usually think
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that this is what the norm means, the norm of these things, reading, writing, counting is
considered the norm, and the ability to control one’s body harmoniously is different, this is
not considered the development of the intellect, as it can also be somehow attributed to the
development of intelligence. Well, there is such a big problem and comparing. These 2

spheres | can conclude that, as it was.

Many reasons do not depend on children. Why did they get there? Many people got it, they
just didn't get an education, there were no special schools in some villages. They are all being
trained, gathered in one place, and trained there. | didn't say that they are many. Well, it's not
directly teachable or something like that, these are also children. Yes, these are children, that
these are not other children, we need to change more public attitudes to this issue, that these
are also children. They are also teachable, they can and should exist. They are to educate in
all of us, as it were, the concept of tolerance and concepts. Interaction and assistance in

making acceptance for acceptance.
Interviewer:

Can you remember the time when you first heard the word inclusion of the concept of
inclusion, where did it happen? I say, what kind of social circumstances did you encounter

with this, or did you read it, heard it?
Interviewee:

| remember when | first did it. During my internships in Spain. For the first time | saw a
reaction, shocking reaction of my friend when he saw a person from other nationality (Afro-
American guy). People around us look at unusual things differently for our mentality, well,
sort of. Such a moment that | was very touched and amazed. He changes his mentality, his
own and his relationships. Well, as if it's personal, for example, | don't accept it. Well,

although consciously | understand that. This should be treated, well,
Interviewer:

In general, about the process of implementing the policy of inclusive education in general in
schools in the country. That's what you see, what you face, how is the process going?

Interviewee:

All, as for our reformation, everything goes head over heels. Well, ahead of the planet, |

probably really like it when they didn't lose the credit system of training, | also went there, as
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if I couldn't rebuild 1 time, although they told me you're a young specialist, and | didn't like
it, because I was taught differently, and | must teach differently. I didn't like it, and then |
caught one thought of such a fish, as if they hadn't made such a metaphor and I'll explain
about it now, so they bought a new wardrobe, well, so that when you buy a new wardrobe.
You must throw away the old wardrobe, just throw away what he has instead of releasing,
well, clinging to the wardrobe and don't throw the old wardrobe to us, but put a new
wardrobe on the old wardrobe. That's how they took and dressed themselves well and such a
system turned out, because the student says, choose, and the students do not know what to
choose. What to do now all over the world inclusivity is a trend, the introduction now is a

movement, a movement in various these, where all these questions raise their own.

This is a trend movement, and therefore our country is not lagging the trends and, again, the
implementation of this is going by leaps and bounds. At the same time, we have neither
mentally nor. Or said, physically | mean not the mission of the school, ready with resources,
there is a return. Not all schools are ready, teachers are not ready, parents are being
introduced and again. For what for reporting, for good this again. It turns out that the
situation is when we take a new cabinet. It is a school, it makes the ramp, this makes a ramp.
And reports to inclusion, accepts a child who is not ready to study in a regular school. You
will take it with you- you have put a physical ramp there, this is accessibility, and the

children well lie deeper.

Children are not ready, teachers, just teachers. Percentage of the number of average times.
That is, | judge by myself, yes, for example, so that my opinion changes, so that | change my
attitude, | ask for at least 3-4 years there, | should not face this and | should understand and
perceive this moment. When | adapted to this system, for example, and teachers who are

more innovative have lived in comfortable conditions for a longer time, how will they adapt?

The question is about from teachers to the parents. Parents even more, not everyone has

parents, a good education, not all parents. It is the level of culture, culturally they are ready.
Interviewer:

That is, in your opinion, where should it start? That's what the most favorable process stages

you must go through to come to them?

Interviewee:
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is dedicated to parents, first of all parents, then teachers, the same as the connection from the
theory of practice, that is, in theory, it's not always great in reality. That is, listen to what
Georgia is, what is it good, what is it necessary? This is what it will help, yes. It is useful, as
it were, and then to find out mentally next to reality to meet and work with such children.
And it is morally moral to work with them. It's okay, it's met. And if he is engaged in
reporting for him every day, and even more so if you have 3-4 years left before your
retirement, weighs or 5, 10, 5, 10 years, well, what kind of continent is among us, so, then
again. In correctional schools, you are there standing on the attitude of others, they are
sharpened for this purpose, they are these schools in 2, they have a different load, but the load
of children is different. These are children, of course, they pass there on the recommendation
in any case for them. Probably, probably, it should be considered that the load is greater than
for ordinary children.

Interviewer:

Don’t you think it motivates that correctional school classes, on the contrary, separate

children from the general mass, that is, they make segregated even more, they do a reaction
Interviewee:

Well, that's the whole point. Well, the idea that these schools are going to lead to segregation
is self-determined. The word of people has the meaning of the teachings of the Russian legal
correctional school. It leads to the very idea of intrusion that they should be removed
correctively. But on the other hand, every moment is there, everyone can. You see the winds,
they will be impossible to put more of them, it is simply impossible, but they also need to be
taught in their homes. For example, they keep most of them as if in a complex. But if he's
extraordinary, uh-huh, he and she don't have parents at home who can provide for one. There
are no parents who can let him. A place where the food is normal. These are the moments that
need to be. It is believed that a child is a child who throws himself to the mercy of fate, if in
this way, if he is thrown into a regular school, uh-huh, he will not go there, and there are 30
people in the class for 35 people, he will not have time to run after him with a class
instructor. if you are in a correctional school there are 15 people here, there are 15 people,
and the class does not always have time to watch. There is one class of leaders in the
correctional school, because the rest of the teachers are, of course, these who go home, check
well. If you understand, here are the parents normally, normally, normally taking the child

develop then the situation is like this, they go on a binge, both parents, please, the child is a
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week without a homeland, yes, without food, and they will be in an ordinary school, then
after how long it will become clear that he is not ill, that he is not this is if in an ordinary

school.

Well, as if there are moments that he is without a special school, and if some orphans are
okay, an orphan, there are some who are orphans and also with problems and. How would
they have nowhere to study, how will you be with him? And they have mentals, violations,
abnormal disconnection is that we first determine the degree, yes, well, | think the school
needs it, because at least some average walk is done correctly, if it reaches the average,
because he is transferred to a regular school. For us to live at the same time, so that the
conditions from this, well, again, make sure that the schoolteachers, parents are ready to
accept him there, yes, again, throw him where his environment is like this? Yes, yes, too.
Like I agree, well, this moment is so much the same. It depends on the development of the
country in economic terms. Can he afford it or can't he? You are such a moment, it's easy to
be like these noble ones, when everything is fine in your country, everyone earns money,
lives well. Here it turns out that there is no such thing as it will be. It's too hard for them to

just get turned on here.
Interviewer:

What do you think? Yes, about the creation of culture, inclusivity and inclusion in the

classroom at school? What is the culture of inclusion for you?
Interviewee:

Well. Well, how would he hear the concept? Well, that is, it's the same person who must have
a common culture. That's why we already have a common level of culture is not enough.
Well, if, for example. Maybe, that is, the teachers, the children are reading for the teacher
now that's what's good about this Gazprom, these supermarkets, they got into everything in
everything, they got into everything in all these. I've looked at the GPS. There they are this
suyagnost as a course of a special course problematic course there in the press place, they are
in all university. Well, they have been included in all specialties, that is, slowly, this is here in
Kazakhstan, this is from what year. For some 1 year, and okay, you realized that this was
discussed at the 21-25-year Gazprom course, everything is going according to plan for 5
years, and there and already there in the programs of each of this, of course, it serves the
whole well, there is a choice, yes, but they have in these standards. By choice and obligation,

or mandatory, or you by choice after inclusion, the course is inclusive in one semester,
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Interviewer:

Here there are some questionnaires, here even at our university, and there are more than 2
options given and there is not only a male and female there, but also still more and we are

sitting, and these are generally who we don't even know who they are.

That is, they think, well, they try to take everyone into account, of course, and so that no one
is offended that we were not included. Well, such, well, we know these 2 main ones, as it
were, we choose, and even now it has gone such that in English it is not in English. But in
English-speaking countries, they want to be spoken by he and she, so they share, he's her.
They say, talk to us people, they all don't have to tell us like this to point out that I'm right,
but gender is that it's feminine, it's indecent there. They even started to find fault with the

words that this is a masculine word there, well, it's purely political, but
Interviewee:

well, it means that here, for example, DEFECTOLOGIST here. It refers to this moment, |
would not say that they treat intuitively positively. No, this is another question not to accept,
non-inclusive does not apply to inclusion. Yes, as if such well, it cannot be encouraged. On
the other hand, yes, that's right. In this well, and on the other hand, this is also a deviation
number. Well, yes, this is certainly not normal. Go, it turns out, there is a strict concept of
norm, and that's not strictly understand the norms, and in this case it's pure inclusion. Well,
yes, well, we do not have it anywhere, in any legislative, in any of these, and there is not.
And even talk about it. Well, just listen to this, yes, they will agree, but no, they will not
accept it. It's our, our, our mentality, that's what she is. It says here is our culture, our culture,

it turns out,
Interviewer:

So, let's move on to part 2, since my topic is related not only to inclusion, but also, so to
speak, to leadership. In general, what is the concept of leadership for you? What is
leadership? Who is the leader? What characteristics should it have? maybe some of the

positions to look at, and you are generally the leader for you who?
Interviewee:

Well, it's a leader for me. As if. A man with passion, what a man. Damn sure of your own,

which ones? The person who is sure in his Beliefs and assertive, able to leave. Their coming
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for me is the one who. Take care and understand others empathy does not show. Well,

leadership.
Interviewer:

Okay, let's see what the difference is in leadership. Just leadership and leadership for
inclusion? There is just such a concept in the literature that the leader of his inclusions is such
a process when joint leadership. It's not just that there is one, and everything comes from him,

but there is a joint one.
Interviewee:

There is no such thing as collective leadership, it is collective together. This concept of leader
is a leader, that is, one going ahead is the one who leads by the very word of his own
definitions does not mean collectivity, uh-huh, there is no collectivity, place, collectivity,
there is no leadership, they have friends. Leadership in inclusion I can still understand that
yes. Perhaps there is a person with intuitive views on inclusion who can convince another
person, not be afraid to argue with him, because he will not enter an argument. Even though,
as if it contradicts the generally accepted, it can be some kind of leadership to unload. Yes,

maybe, well, collective leadership doesn't happen like that.
Interviewer:

And how do you look at the last question, how do you look at leadership among teachers?
That is, they say, a person who is well a teacher, who can influence his colleague, a teacher.
Is also a leader, how do you feel about it? Do you accept with which it can affect the

collection?
Interviewee:

Yes, most likely, the manipulator can be a mentor. Maybe | do not know why a teacher
should influence a teacher. Well, with some good intentions, some big motives, that is, you
do not accept him as a leader, a sociable teacher, an influencer. Not well, it's not in a
procession, it's just not the definition of a leader, as it were, okay, which one influences the
other, it's not the appeal of the leader, the leader is the one who leads, yes. A teacher leading
by himself, but an ordinary teacher leader is a confrontation with a teacher a. S. With
confrontation with an oppositionist, such a confrontation with the composition of the fact

with the administration. The administration of aha with a supervisor is a teacher whose
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leaders will be this what, and in other situations what? When you help someone to reach, this
is not a leadership method, but a head method of unification. The head of department is a
position that assumes that administrative order has been ordered. It really is, that's just it. Yes,
there is no manager it is impossible, it is an administrative position, he directs the method of
unification. Uh-huh, that is, he forms a direction, he makes a vision. It is he who develops the

department.
Interviewer:

| realized earlier that this is intermediate level between principals and between teachers as a
link.

Interviewee:

No, it's probably a puppet of these people, that it's not wrong, so it's not specified much, this

is not a very good position, if it was.
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