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ABSTRACT
Teachers' Experiences and Perceptions of Inclusion of Students with Invisible
Disabilities in Schools in Kazakhstan
Inclusive education is a fundamental principle of the Convention on the Rights of Persons
with Disabilities (CRPD), emphasizing the right of all students to equitable quality
education. Yet, the successful inclusion of students with invisible disabilities remains a
complex issue within Kazakhstan schools. Therefore, this study investigates teachers'
experiences and perceptions regarding the inclusion of students with invisible disabilities,
exploring their conceptualizations of invisible disabilities, experiences in addressing
students' needs, and the enablers and challenges they encounter. Employing a qualitative
research design informed by Vygotsky theory utilized semi-structured interviews with
teachers from a mainstream school in Astana, Kazakhstan. Data was analysed thematically.
Key findings indicate that even experienced teachers may lack understandings of invisible
disabilities. Teacher attitudes toward inclusion varied, with some demonstrating positivity,
others negativity, and a portion remaining neutral. Challenges stem from limited formal
documentation of disabilities and parental reluctance to disclose them. Teachers expressed
a strong desire for practical training and courses focusing on teaching students with
invisible disabilities. Additionally, they emphasized the critical need for support from
school leadership. This study's insights have implications for policy, practice, and research.
Findings underscore the need for targeted training, professional development, and robust
teacher support systems. In practice, greater awareness of invisible disabilities among
teachers is essential for improving inclusive educational quality and student outcomes.
Further research should explore perspectives in rural areas, as this study focused on an
urban setting. By strategically addressing these challenges, policymakers, educators, and

communities can work together to advance inclusive education practices in Kazakhstan and
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beyond, ensuring that every student, regardless of background, has the equal opportunity
and support to thrive in education.
Keywords: inclusive education, invisible disabilities, Kazakhstan, perceptions and

experience of teachers, qualitative research, teachers, Vygotsky theory.



AHHOTaNuA

Myranimaepain Kazakcran mekrenrepinae Kesre kopinOeidTiH MyreaekTik 0ap

OKYIIBLIAPAbI MHTErpanMsijiay T:Kipuodeci MeH KadbL1I1aybl

Nuxmro3uBTi O611iM Oepy OapJiblK OKYIIBUIAPABIH TEH camajbl O11iM aly KYKbIFbIHA Oaca
Hazap ayaapaThlH MyreaekTepaiHKYKbIKTapbl Typanbl Kousenmwstiabie (TBU) wHerisri
KaFu1aThl OOJIBIN TaObLIa k!, JlereHMeH, KopiHOCUTIH Oy3yIIBUIBIKTAphl 0ap OKYIIbLIAp bl
TaOBICTBI MHTETrpallMsIay Ka3aKCTaHIBIKMEKTETITEpAe KYp/esIi Macesie OOIbII Kajia Oeperi.
Ocpinaiiia, 6y 3epTrey MyFaliMIepaiH KOpiHOEHTiH Oy3buTylapbl OapOKyIIbLIAPIbI
MHTETpalysiay TaxKiprudeci MeH KaObLIAayblH, OJIapIbIH KOPIHOCHTIH HIEKTEyIep Typasbl
TYCIHIKTEPiH, OKYIIBUIAPBIH KAKETTITIKTEPIH KaHAFATTaHbIPYy TOKIPUOECiH, COHAal-aK
OJIap/BIH MHTETPAlMsAChIHA BIKMAN €TeTiH (akTopiapapl KOHE OJlap Ke3JeCeTiH
Macenenepai 3eprreiai. by 3eprreyne BrIroTckmii TeopHschiHA HETI3ENTeH camnajibl
3eprrey  au3aiiHbl  KoiagaHbuidbl, AcrtaHajgarbl  (Kasakcran) Herisri  Mekren
MyFalliMAEpIMEH KapThlIail KYpbUIBIMIBI cyXxOaTTap Kyprizunai. JlepekTepTakbplpbIIThIK
TYpAe Tanpanabl. Herisri TyXelppIMAap TiOTI ToxipuOeni Myraigimzaeple KepiHOeHTiH
KEMIIUTIKTEp TYpaNbITYCiHIK OoiMaybl MYMKIH €KeHiH KepceTelai. MyfamimMaepain
MHKJTIO3USIFA JIETeH KO3Kapachl opTyp:i 00511bl, Keibipeysepi OH Ke3KapacThl KOPCETTI, ajl
Oackanapbl Tepic Ke3KapacTbl KepceTTi, ayl KeWlbipeynepi Oeifrapan Kanabl.Macenenep
MYTeIeKTIK Typajbl pECMU KY>KaTTap/AbIH IIEKTEYJIi CAaHbIHA XKOHE aTa-aHaJlapAbIH OJlap/Ibl
allIKbICBIKEIMEYiHe OaimaHbICcThl. MyFanimaep KepiHOEHTIH KeMICTir 6ap OKyLIblIapabl
OKBbITYyFa OaFbITTalFaH IMpaKTUKaJbIKca0aKkTap MEH KypcTapAaH oTyre KaTThl HHET
Ounmipni. CoHBIMEH KaTap, OJap MeKTeN OaCIIbUIBIFBIHBIH — KOJIaybIHBIHIIYFBLUT
K@XETTUIIrH aran eTTi. bys 3epTreyniH HoTHXKenepi cascaT, ToOKipuOe >KoHEe FhUIBIMU

3epTTeynepre acep ereni.HoTwkenep MakcaTTbl OKBITYABIH, OUTIKTITIKTI apTTHIPYIbIH



KOHE MYFaIIMJIEPl KOJJIayIbIlH CEHIMII KYHECIHIHKKETTLIIrH KepceTedl. Ic xky3inae
MYFaJIIMJIEPAIH KOPIHOCHTIH KeMIITIKTEp Typasibl XadapIapJIbIFbIH apTTHIPYUHKITFO3UBTI
OimiM Oepy carmachkl MEH OKYIIBUIAPABIH YJATEPIMIH apTTHIPy YIIIH ©T€ MaHBI3JbI. Opi
KapauFpl 3epTTEYNICP aybUIIBIK XKepiepaeri MepCcrneKTHBAIAP/IbI 3ePTTEYi KepeK, OUTKEH1
Oy 3epTTey KalajblK JKarfaiinapra OarbITTanFaH.OCkl MIHICTTEPIi CTPATETHSIIBIK
TYPFBIJIaH MIEIIe OTHIPHII, casicaTKepliep, meJarorrap MeH KaybimaacTeikrap Kazakcranma
JKOHE OJIaH ThIC XKepJIepAe MHKIIO3UBTI O11iM Oepy ToKipuOeCiH 1arepiyieTy yiriH Oipiecin
JKYMBIC iCTeH ayajibl, opOip OKYIIBIHBIH IIBIFY TETIHE KapaMacTaH, TaOBICTHI OLTIM airy

YIIiH T€H MYMKIHAIKTep MEH KoJijayFa ne0oIyblH KaMTaMachl3 €Te/I.

Kinm ce3oep:ukmo3uBTi oKy, Kazakcran, myraniMaepaiH TYCIHIK >kKoHE Taxipubeci,

carajibl 3€pTTCLYy, M¥FaﬂiMI{ep, Brirorckn TCOPHACHI
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AHHOTaNuA

OneIT N BOCIIPUATHEC YYUTECJIAMHA HHTErpalu yqJaluxcst ¢ HECBUAUMBIMHA

HapyuleHusiMH B mKoJibl Kazaxcrana

Wuknro3uBHOE  00pa3oBaHuE  SIBISETCS  OCHOBOINOJATAIOIIMM  MPHHLIUIIOM
Koupenmuu o IlpaBax MuBamumos (KIIM), B KOTOphIX MOAYEPKUBAETCS MPABO BCEX
yyalxcs Ha paBHOE KaueCTBEHHOe oOpa3oBaHue.TeM He MeHee, yCIEIIHas UHTerpalus
YUYaIIUXCsI C HEBUAMMBIMU HAPYIICHUSIMH OCTAETCS CIIOKHON MPOOIEMOi BKa3aXCTaHCKUX
mikosax. Takum o0pa3oM, B JaHHOM MCCIEIOBAaHUU H3YYaeTCs OMNBIT U BOCHPUSTHE
YUHUTEISAMH MHTEIPALMUYYAIIUXCA C HEBUIUMBIMU HApYIIEHUSMH, UX MPEIACTABICHUSA O
HEBUJMMBIX OTPAaHUYEHUSX, OMNbBIT YIOBJIETBOPEHUSNOTPEOHOCTEN ydalMxcs, a TaKxKe
(dakTopbl, CIOCOOCTBYIOIIME HX HMHTErpallMd, W  MpPOOJIEMbl, C KOTOPBIMHU
OHUCTAJIKMBAIOTCA. B 3TOM HCCIIEOBaHUM HCIIONB30BAICA KadeCTBEHHBIM JH3alH
UCCIIEIOBaHMs, OCHOBaHHbII Ha  Teopun  Bbirorckoro, ObUIO  NPOBENEHHO
IIOJIyCTPYKTYPUPOBAHHBIE MHTEPBBIO C YUYHUTEISIMH OCHOBHOW IIKOJBI B AcTaHe,
Kazaxcran. JlanHble OblIM TNpPOAHATU3UPOBAHBI TeMaTH4eCKU. (OCHOBHBIEBBIBOIbI
ITOKa3bIBAIOT, YTO JAKE ONBITHBIC YUUTENS MOTYT HE UMETh IPEJCTABICHUS O HEBUIUMBIX
HepocTaTkax.OTHOIIEHNE yYyuTeNlel K MHKIIIO3UU ObUIO Pa3HbIM: OJHH JIEMOHCTPUPOBAIH
IIO3UTHUBHBIA HACTPOM, JPYrMe€ - HETraTUBHBIM, adacTh OCTaBAJACh HEUTPAIBHOM.
[IpoGiieMbl cBs3aHBI C OrPaHUYEHHBIM KOJIMYECTBOM O(UIMAIBHBIX JTOKYMEHTOB
OOVHBAJIUAHOCTH U HEXKEJIAHUEM POJIUTENEH pacKphIBaTh UX. Y UNUTENsI BBIPA3UIIU CUIIbHOE
KeJlaHue MPOUTH MPAKTUYECKUE3aHATHS U KyPChl, HallpaBJIEHHbIE HA 00y4YeHHEe yJaluxcs
C HEBUAMMBIMH HapyleHusiMu. Kpome TOro, oHu moJ4epKHYINOCTPYIO HEOOXOAMMOCTh
MOJJIEPKKHA CO CTOPOHBI PYKOBOJCTBA IIKOJBI. BBIBOJBI 3TOr0 MCCIEIOBAHUS HWMEIOT

SHAYCHUCJIA IMOJIUTUKHU, IMTPAKTUKH U HAYUHBIX I/ICCJ'IG)IOBaHI/II\/'I. HOHy‘IeHHLIe PE3YIbTATHI
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MMOAYCPKUBAIOT HeO6XOI[I/IMOCTBHeHeHaHpaBHeHHOFO O6yquH$I, TTOBBIIICHUA
KBaJ'II/I(l)I/IKaI_[I/II/I u HaHCX(HOﬁ CUCTEMBI IMOAACPIKKU y‘lHTCJ’ICfI. Ha IMPAKTUKCIIOBBIIICHUEC
OCBC€AOMJICHHOCTHU y‘lHTeHeﬁ O HEBUJIUMBIX HEAOCTATKaX MMECT BAXXHOC 3HAUCHUC IJIA
INOBBIIICHUA Ka4YC€CTBAMHKIFO3UBHOI'O O6pa3OBaHI/I5I H  YCIICBACMOCTH  y4dalllHUXCs.
I[aﬂbHCﬁIHHe HCCIICAOBAHUA JOOJDKHBI H3YUUTH IICPCIICKTHBBI BCEJILCKOM MCCTHOCTH,
IMIOCKOJIBKY O3TO HCCICIOBAHUC OBLIO COCPEAOTOYCHO Ha TOpOACKUX YCIOBHAX.
CTpaTel"I/ILIeCKI/IpeI_HaH 9TH 3aJJa4H, IIOJIMTHKHU, II€Aaroru nu COO6H_[CCTBa MOr'yT pa6OTaTB
coo6ma Haa MPpOABHMIXKCHUEM IPAKTUKUHWHKIFO3UBHOI'O O6pa3OBaHI/I$I B Kazaxcrane u 3a ero
npeaciiaMu, rapanTupys, 4ro KaXKJIbIi yanlHﬁCH, HC3aBUCHMO OT €ro IpOHUCXOKIACHUA,
6y,I[€T HMCTb PAaBHBIC BO3MOXHOCTH U MNOAACPIKKY I YCICHIHOIO IOJYUCHUA

o0OpazoBaHwUs.
Knrouesblie /1084 WHKIIO3UBHOE OOpa30BaHHE, HEBHIMMBIC WHBAIHIHOCTH,

BOCIIPUATHA W OIIBIT y‘H/ITCJ'IeI‘/’I, Ka4CCTBCHHOC MHMCCIICJOBAHUC, KaSaXCTaH, TCOPHA

BBIFOTCKOFO, YUUTCIIA.
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Chapter 1 Introduction

This chapter provides an overview of the study and is divided into five sections
including background information, purpose of the study, problem statement, research
questions, and significance of the study. The first section presents the study's background
information, highlighting the importance of inclusive education for students with additional
needs and the implementation of inclusive education in Kazakhstan. The purpose of the
study is then discussed, which explains the objectives and research questions of the
research. The third section presents the problem statement that identifies teachers' specific
experiences and perceptions regarding the inclusion of children with invisible disabilities
in Kazakhstan. The research questions this study seeks to answer are presented in the fourth
section. Finally, the significance of this study is discussed, which explains the potential

impact of this research on the education system in Kazakhstan.

1.1 Background of the Study

The World Health Organization reports that there is a substantial population of
people with disabilities, with about 16% of the world's population experiencing some form
of disability (World Health Organization, 2022). Unfortunately, many of these disabilities
are not immediately visible, making it challenging to recognize and accommodate them in
educational settings (Broderick, 2018). This lack of visibility often leads to misconceptions
and underestimation of the impact, resulting in insufficient support for affected individuals.
It is important to note that invisible disabilities can have a profound effect on individuals'
educational experiences by hindering their learning, social interactions, and overall well-
being (Broderick, 2018). Therefore, it is critical to understand and address these disabilities

in educational settings to ensure inclusivity, support, and equal opportunities for all



students.

Education for all began by introducing inclusive practices championed in the
Salamanca Statement (UNESCO, 1994). The Salamanca Statement is a significant
international document that emerged from the World Conference on Special Needs
Education held in Salamanca, Spain, in 1994 (UNESCO, 1994). The conference was
organized by the United Nations Educational, Scientific, and Cultural Organization
(UNESCO) and the Government of Spain with the goal of promoting inclusive education.
The Salamanca Statement encourages governments, education authorities, and
organizations to work towards inclusive education by developing inclusive policies,
adapting schools and classrooms to accommodate diverse needs, providing appropriate
support and resources, and promoting collaboration among all stakeholders (UNESCO,

1994).

In Kazakhstan, the history of inclusive education has undergone significant
developments over time. The journey towards inclusive practices began in the 1990s in
Kazakhstan, shortly after the country gained independence from the Soviet Union in 1991
(Makoelle & Burmistrova, 2021). During this period, efforts were made to integrate
students with disabilities into mainstream schools. However, the process faces numerous
challenges: low accessibility, lack of classroom equipment, unsuitable curriculum, and
lack of teachers' knowledge (Makoelle & Somerton, 2021). In the early years, specialized
schools for children with disabilities were established, operating separately from
mainstream educational institutions (Oralbekova et al., 2016). Although the Convention
on the Rights of Persons with Disabilities (CRPD) was adopted by the United Nations
General Assembly in 2006, Kazakhstan ratified it on September 21, 2015 (Ministry of

Justice of the Republic of Kazakhstan, 2015). Only in 2007 did the initial progression



towards embracing an inclusive education approach appear with the introduction of the
Education Law, which marked a significant milestone by acknowledging the importance
of ensuring education for all individuals. Further amendments were made to the Law on
Education in 2019. However, the progress of Kazakhstan becoming an all-inclusive

society is advancing at a sluggish pace.

Like numerous other nations, Kazakhstan established policies and initiatives to
advance inclusive education, aligning with the fundamental principles outlined in the
Salamanca Statement. Based on the guidelines of the Salamanca Statement, the State
Program of Education Development in the Republic of Kazakhstan for 2011- 2020 was
created. Article 2 of the Salamanca Statement (UNESCO, 1994) states, “Every child has a
fundamental right to education, and must be given the opportunity to achieve and maintain
an acceptable level of learning.” A similar item was added to the State Program of
Education Development in the Republic of Kazakhstan for 2011- 2020 (Ministry of
Education and Science, 2010), “ensuring equal access of all participants of the educational

process to the best educational resources and technologies.”

The Ministry of Education and Science is the government body that has been
responsible for the creation of reforms and programs in education in the Republic of
Kazakhstan since independence (Makoelle & Somerton, 2021). Regarding this matter, it
would be appropriate to forward findings of this research to the Ministry of Education in
order to provide valuable insights on how teachers perceive and experience the integration
of students with invisible disabilities. In 2004, the Ministry of Education and Science of
the Republic of Kazakhstan initiated a comprehensive psychological, medical, and
pedagogical consultation (PMPC) aimed at diagnosing and identifying specialized

requirements among children and adolescents below 18 years (Ministry of Justice, 2004).



The composition of each PMPC's staff necessitates the inclusion of several critical
professionals, namely a psychiatrist, neuropathologist, surdologist, ophthalmologist, and

defectologist ( Ministry of Justice, 2004).

In order to effectively work with students with invisible disabilities, Bibigul et al.
(2022) argue that teachers must possess knowledge in defectology, as this knowledge is
crucial in enabling teachers to apply specialized techniques and strategies in the context
of inclusive education. They believe that transforming teachers with a background in
defectology, such as those from special schools, and leveraging their expertise can
significantly enhance the inclusiveness of education. By incorporating the knowledge and
skills of defectologists into mainstream educational settings, teachers can better
understand and address the diverse needs of students with disabilities. This integration of
defectology in inclusive education promotes a comprehensive approach that supports all
students' holistic development and learning outcomes, fostering a more inclusive and
accommodating learning environment. Although Kazakhstan has made notable
advancements in advocating for inclusive education, several hurdles remain to be
addressed (Makoelle & Somerton, 2021). These obstacles encompass resource constraints,
the necessity for additional teacher training and assistance, and the imperative task of

ensuring equal opportunities for every student.

Despite prior research efforts on the implementation of inclusive education in
Kazakhstan, there exists a research gap in terms of a specific study that investigates the
experiences and perceptions of teachers when it comes to integrating children with
invisible disabilities into schools in the country. In many cases, students tend to conceal
their diagnosis, which makes it difficult for teachers to provide them with appropriate

training (Kelly et al., 2023). However, students who confided in their teachers and were



made aware of their hidden disability showed improvement in their academic performance
by the end of the academic year. Teachers across various academic disciplines often
experience confusion when they have a student with an invisible disability in their
classroom (Maxam & Henderson, 2013). Firstly, teachers must acquire the necessary skills
to support and effectively teach a student with such a diagnosis. Secondly, the standard
lesson duration of 45 minutes falls short of adequately engaging every student in a
crowded classroom, mainly when a child with an invisible disability requires a more
individualized approach and additional time (Maxam & Henderson, 2013). Moreover,
teachers expressed the challenge of evaluating student performance because the
curriculum is designed for active classroom participation; in contrast, students with
concealed disabilities tend to favor a more passive role (Maxam & Henderson, 2013). In
order to gain comprehension of this matter, it becomes essential to elucidate the concept
denoted by the term "invisible disability.” Invisible disabilities encompass impairments or
conditions that lack evident physical indicators or conspicuous characteristics, rendering
them unnoticeable or inconspicuous to others (Invisible Disabilities Association, n.d.). In

the next section, the purpose of this study is discussed.

1.2 Purpose of the Study

The purpose of this research is to explore teachers' experiences and perceptions in
Kazakhstan, regarding the inclusion of students with invisible disabilities into schools.
This research is significant because teachers play a significant role in implementing
inclusive education and the student's success. Understanding the factors that underlie the
experiences and perceptions is vital in addressing the challenges faced in attending to
inclusive education challenges in Kazakhstan. If this issue is ignored, many teachers cannot

provide adequate support in teaching children with invisible disabilities. This might lead



to an increase in the number of uneducated students with invisible disabilities, which will
deteriorate their socio-economic situation as these students will not be competitive in

society. In the next section, I discuss the problem statement of the study.

1.3 Problem Statement

Despite the growing emphasis on inclusive practices, there is a lack of research
exploring teachers' specific experiences and perceptions regarding the inclusion of
children with invisible disabilities in Kazakhstan. The focus is on invisible disabilities
because they are often overlooked in educational settings due to the absence of apparent
symptoms. Students with such disabilities may not receive sufficient understanding and
support due to this situation. This study seeks to address this gap in knowledge by
examining the lived experiences and perceptions of teachers in Kazakhstan regarding
the inclusion of children with invisible disabilities. By gaining insights into the teachers'
perspectives, this research aims to inform the development of effective strategies and
support systems that enhance inclusive practices in schools and promote optimal
educational outcomes for these children with invisible disabilities. Neglecting to tackle
this concern could expose these students to the risk of encountering bias, social
marginalization, or limited access to the necessary support services, thereby jeopardizing
their mental health. Ineffectual inclusion of children with invisible disabilities may lead
to social isolation and impede their capacity to establish meaningful connections with
their peers. These students frequently exhibit distinct talents and capabilities (Kelly et
al., 2023). Not effectively integrating them within the educational framework may result
in unrealized potential and missed opportunities for them to make valuable contributions

to society (Kelly et al., 2023).



1.4 The Research questions

This research is guided by the following main research question: How do teachers
perceive and experience the inclusion of students with invisible disabilities in classrooms?
This question is supported by three sub-questions, as presented below:

1. How do teachers conceptualise invisible disabilities?

2. What are the enablers and challenges teachers face in attending to the needs
of students with invisible disabilities in Kazakhstan schools?

3. What are the implications of the findings for policy, research, and practice?

1.5 Significance of the Study

The study holds significant policy, practice and research importance as it sheds
light on the status of teacher experiences and perceptions in Kazakhstan concerning the
inclusion of children with invisible disabilities. By identifying the gaps and challenges,
the study can contribute to developing targeted training programs, professional
development initiatives, and teacher support systems. The findings can be utilized to
enhance the quality of inclusive education practices and improve the educational outcomes
and experiences of children with invisible disabilities. Ultimately, the study aims to foster
an inclusive and supportive learning environment that promotes equal opportunities for all

students in Kazakhstan's schools and will contribute to policy, practice, and research.

1.6 Outline of the Thesis

This study aims to explore teachers' experiences and perceptions of the inclusion
of students with invisible disabilities in schools in Kazakhstan. The proposed Master's

research project will be divided into three primary chapters that will form the foundation



for the research thesis. These chapters will include the Introduction, the Literature Review,
and the Methodology. The study will begin with an introduction that provides background
information about inclusion, invisible disabilities, and the context of education in
Kazakhstan. The literature review will discuss previous research on teachers' knowledge
about special needs and attitudes toward inclusion, teachers' perception of teachers
depending on location and religious views, and the experience of teachers with a sense of
isolation of students. In Chapter 3, the methodology used is outlined. A qualitative research
design will be utilized, and the data will be gathered through in-depth semi-structured key
informant interviews. The Chapter will also outline the research design, research site, and
data collection procedures. Towards the conclusion of the Chapter, ethical considerations

will be discussed.

1.7 Conclusion

Like many other nations, Kazakhstan has embraced inclusive education principles
in line with the Salamanca Statement. The country has made strides in integrating students
with disabilities into mainstream schools, but challenges persist, including limited
availability and functionality of specialized classes. The Ministry of Education and Science
has played a crucial role in driving educational reforms, such as establishing
comprehensive consultations to identify specialized needs among children. Kazakhstan's
ratification of the Convention on the Rights of Persons with Disabilities and subsequent
amendments to the Education Law reflect the country's commitment to inclusive education.
While progress has been made, hurdles remain, including resource constraints, the need for

teacher training, and ensuring equal opportunities for all students.

The government's and stakeholders' dedication signals a promising future for



inclusive education in Kazakhstan. Teachers play a significant role in receiving equal
educational opportunities for students with invisible disabilities. However, research
suggests that teachers often experience confusion when it comes to integrating students
with invisible disabilities into their classrooms. Addressing the research gap on teachers'
experiences in integrating children with invisible disabilities into schools is crucial, as they
are on the educational system's front lines and directly impact the classroom environment,
teaching methods, and student interactions. Moreover, these disabilities, though not
immediately noticeable, significantly impact individuals' daily lives, ensuring that teachers
are well-informed and capable of addressing the needs of these students. In the next

chapter, the literature review is presented.
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Chapter 2 Literature Review

2.1 Introduction

The Literature Review chapter provides a critical analysis of existing literature
related to inclusive education, teachers, and students with invisible disabilities. To conduct
the review, a systematic and comprehensive approach was taken to identify relevant
articles, journals, and books. The process involved searching online databases such as
Google Scholar, and NU Library, using relevant keywords and phrases related to the study.
I used terms like "inclusive education," "teachers experience "special needs," “the role of
teachers,” " teachers’ perceptions," and "invisible disabilities," in three languages English,
Kazakh or Russian and these terms were used in various combinations to conduct database
searches. The study material was carefully evaluated to ensure its relevance, and only the
materials that fulfilled the criteria were chosen for a more comprehensive examination.
The review process involved analyzing the articles' authors, year of publication, research

design, sample size, data collection methods, and key findings.

2.2 Theoretical Framework: Social Constructivism

Researchers use a variety of theories to investigate different facets of inclusive
education. Social constructivism is particularly apt for this study to understand teachers'
experiences and perceptions of inclusion of students with invisible disabilities in schools
in Kazakhstan. As Lev Vygotsky (1986) and other scholars have expounded, social
constructivism provides a comprehensive lens to understand the intricate dynamics of
knowledge construction, collaboration, and cultural influences within inclusive education.
Vygotsky (1986) highlighted language and social interaction, which emphasizes the value

of communication and construction of meanings in the context of teachers' experiences.
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The present study explored how teachers' perceptions on inclusive education are shaped

through dialogue with colleagues, students, and the broader educational community.

Vygotsky highlighted the significance of cultural and historical context in
knowledge construction of teachers. He maintained that the cultural instruments and
practices of a society have a profound impact on the mental processes of its members
(Vygotsky, 1986). Applying this concept to the current study, teachers' experiences and
perceptions are examined within the specific cultural context of Kazakhstan as cultural
factors are integral to the understanding of how teachers construct knowledge related to
inclusion and invisible disabilities. Figure 2.1. illustrate that teachers' experiences are not
isolated; they are shaped by language, traditions, and historical context, and, in turn,
contribute to the ongoing construction of knowledge.

Figure 2.1

Factors that contribute to the construction of knowledge in teachers' experiences and the

overarching framework of Social Constructivism.

u Knowledge Construction

u Language Qiu Traditioiu_g Historical Context g

u Teachers' Experiences H

It is necessary to pay attention to the historical facts that influenced the views and

knowledge of teachers. Kazakhstan was a part of the USSR until 1991 and gradually

created its educational system after gaining independence (Makoelle, 2020; Yussupova &
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Issabayev, 2022). Although inclusive education in Kazakhstan has advanced greatly in
terms of policies, the legacy of USSR education still endures as obstacles remain in the
implementation of these policies (An et al., 2020; Yussupova & Issabayev, 2022). The
vocabulary and language employed in the educational system still have similarities to
those from the USSR, where corrective and remediation courses, as well as medical
classification, played a major role (Makoelle, 2020). This means certain aspects of Soviet
education provision still impact Kazakhstani educators' perspectives, attitudes, and ideas
on special education. By exploring teachers’ perceptions and experiences, this study will
explain how the above-mentioned factors, to varying degrees, influence the knowledge

construction of the teachers in my study in Kazakhstan.

2.3 The role of Teachers in Students’ Life

The role of the teacher is crucial in the educational process, particularly within the
realm of inclusive education, as it significantly influences the development of the next
generation (Aubakirova & Mukatayeva, 2017). Teachers serve as the critical bridge
between the inclusive education ideology and its practical realization within the
educational system. Consequently, it becomes imperative to assess the depth of teachers'
comprehension and their practical experience in catering to the needs of students with

invisible disabilities in the context of Kazakhstan.

Teachers should provide emotional support to children who have disabilities
(Tagawa, 2021). As teachers, it is their duty to cultivate positive traits such as integrity,
self-control, and reverence in their students by integrating various subjects into their
teaching methods and encouraging growth in all aspects of their lives, including cognitive,

interpersonal, emotional, and moral development (Hasnah, 2017). Although the main
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function of a teacher is to provide academic knowledge, the importance of emotional
support from teachers cannot be underestimated (Tagawa, 2021). When describing his
experience of teaching students with disabilities Tagawa (2021) noted that during an exam,
a student felt emotionally depressed. When he hugged the student the student burst into
tears. Later, he helped him calm down and return to the exam. This shows that teachers
should prioritize emotional support alongside academic knowledge to ensure the overall

well-being of their students.

Teachers have a crucial part in facilitating social connections. They establish
chances for inclusive relationships between peers and encourage a sense of community
among students with disabilities (Mansoor et al., 2013). In addition, the role of school
principals is also pivotal in fulfilling students' diverse needs and abilities and establishing
school systems and policies that indirectly but significantly impact students' learning
(Khaleel et al., 2021). The study by Khaleel et al. (2021) found that teachers who
participated emphasized the crucial role of principal support in creating an inclusive
school environment. This support is required for regulating the curriculum, providing

development and training courses, and offering mentoring for teachers.

Improving the social skills of disabled students can positively impact their ability
to interact with others, display appropriate behaviour, and gain acceptance from peers
and other adults (Mansoor et al., 2013). This can also aid in their independence and assist

them in achieving educational and social objectives.

2.4 Teachers' Expertise Regarding Invisible Disabilities and Attitude Towards

Inclusion

The introduction of inclusive education necessitates systemic reform and the

active involvement of the teaching faculty (Carrington & Robinson, 2004). Numerous
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empirical studies have consistently highlighted the predominant issue hindering the
successful implementation of inclusive education as the inadequate qualifications of
teachers (Glazzard, 2010; Gyasi et al., 2020; Movkebaieva et al., 2013). A significant
majority, approximately 71 percent of teachers, experienced a mental obstacle when it
came to implementing inclusive education in Semey, Kazakhstan (Movkebaieva et al.,
2013). This barrier stemmed from their limited theoretical and practical expertise in the
realms of instructing and assessing children with disabilities. Furthermore, Gyasi et al.
(2020) stressed that inadequate knowledge and understanding of students' unique needs
among teachers in Ghana can lead to ignorance and non-recognition of the needs of
students with invisible disabilities. Teachers may sometimes perceive students with
invisible disabilities as rebels or unreasonably lazy due to a lack of knowledge and
understanding of their unique needs. They may not realize that such students' behavior
is related to the fact that they need a different approach to learning. Moreover, a study
involving children with dyslexia in the north of England reported that their teachers
lacked an understanding that individuals with this syndrome require differentiated
educational approaches (Glazzard, 2010). Additionally, the study revealed that teachers
struggled to grasp the specific challenges associated with students' disabilities and
became anxious when students could not complete tasks within the designated
timeframes. This lack of knowledge concerning disabilities and limited experience in
implementing inclusive education practices is a pervasive concern among teachers in
Kazakhstan (Movkebaieva et al., 2013). According to Yussupova and Issabayev (2022),
teachers' attitudes towards inclusivity are primarily influenced by methodological
factors. These factors include limited knowledge of teaching methods, evaluation and
differentiation techniques, curriculum fulfillment, limited learning materials for children

with special educational needs, strict state educational standards, and excessive
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paperwork. Moreover, according to Matthews (2009), teachers should create educational
materials tailored to meet the needs of students with invisible disabilities, even if no such
students are currently in the classroom. This proactive approach ensures that all students
are fully included from the beginning rather than only accommodating students with
invisible disabilities after they arrive in the classroom. However, teachers find it difficult
to follow the general education requirements in inclusive settings, such as the types of
examinations and the assessment criteria. Teachers find inclusion to be time-consuming

and demanding of their patience (Yussupova & Issabayev, 2022).

Several papers have emphasized the importance of teachers' solid moral values
and positive attitudes toward students with disabilities. However, this can be challenging
when teachers need more motivation and harbor concerns about insufficient knowledge
(Mahlo, 2017; Movkebaieva et al., 2013;). For example, Movkebaieva et al. (2013)
surveyed teachers' attitudes toward students with disabilities and their preparedness for
inclusive education in Semey, Kazakhstan. More than half of the participants exhibited
adverse reactions towards inclusive education, primarily due to their fear of increased
workload and responsibility and their lack of knowledge on effectively teaching these

students.

Teachers expressed apprehension about their ability to adequately cater to the
diverse needs of all students as they struggled to diagnose specific needs and identify
appropriate adaptation approaches (Abdina et al., 2018). An interview showed that most
teachers are young and need more experience working with students with disabilities
(Abdina et al., 2018). Moreover, subject teachers need to evaluate students with
additional needs since most students are not evaluated on the exam, but most want to
pass the exams. Furthermore, the research of Park and Chitiyo (2011) emphasized that

various factors influenced teachers' perceptions of children with autism, including
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gender, age, school level, and workshop attendance in a small town in the Midwest in
the United States. Notably, female teachers demonstrated a more favorable outlook
towards children with autism when compared to their male colleagues. However,
Agavelyana et al. (2020) suggest a gender disparity in perceptions towards inclusivity
among teachers and reported that male teachers are more optimistic about inclusivity
than their female counterparts. Age was also a significant determinant, as teachers above
the age of 56 reported lower attitude scores than those aged between 20-35 and 46-55

(Park & Chitiyo, 2011).

Moreover, elementary school teachers generally exhibited more positive attitudes
than their counterparts teaching in middle schools (Park & Chitiyo, 2011). Another
essential discovery pertained to the impact of workshop experience; teachers who had
attended multiple autism workshops exhibited notably higher attitude scores than those
who had never participated in workshops or had only attended one. These findings
highlight the significance of understanding the factors that influence teachers' attitudes
toward children with autism and underscore the potential benefits of providing targeted
training and workshops to foster positive attitudes and inclusivity within educational
environments. Promoting a more inclusive and supportive educational setting for
children with autism is essential for their academic and social development, and
equipping teachers with the necessary knowledge and tools can contribute significantly
to their success in the classroom. By recognizing the role of various factors in shaping
teachers' perceptions, educational institutions can tailor professional development

programs to address specific needs and enhance overall inclusivity.

Fostering a positive and accepting attitude towards students with invisible
disabilities benefits their academic progress and contributes to a more compassionate

and inclusive society (Kelly et al., 2023). Encouraging open dialogue and providing
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ongoing support for teachers can create an environment where all students are treated

with respect and understanding regardless their abilities (Kelly et al., 2023).

Previous research has consistently demonstrated that teachers recognize the
significance of receiving specialized training to integrate students with disabilities into
mainstream classrooms effectively. Chorna and Yakovenko (2019) surveyed teachers in
Ukraine, revealing that a considerable number of participants (77 teachers) expressed a
strong desire to acquire knowledge specifically in speech therapy. Remarkably, these
teachers recognized the importance of gaining new knowledge and indicated their
willingness to bear the financial costs associated with such training personally. However,
it is essential to highlight that while Seilkhanov (2020) argues that the Kazakh
government acknowledges the necessity of enhancing teachers' skills and knowledge in
working with students with special educational needs, an important aspect needs to be
addressed. Specifically, some Kazakh teachers do not perceive teaching children with
special educational needs (children with invisible disabilities also belong to the category
with special educational needs) as a direct obligation and feel they need to be adequately

supported by the state in pursuing additional education (Seilkhanov, 2020).

2.5 Perception of Teachers Depending on Location and Religious Views

Geographical location, religious beliefs, and local traditions can influence
teachers' attitudes toward teaching children with disabilities. For instance, a study
conducted by Page et al. (2019) in the Cook Islands found that teachers generally treated
children with disabilities positively, often referring to their religious beliefs and the
notion of equality before God. However, a noteworthy finding was that teachers with
more than twenty years of experience believed that these children were somehow paying

for the sins of their parents. Such negative beliefs held by certain teachers can lead to
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shame among parents of students with special needs, making them hesitant to allow their
children to participate fully in the community and education. Furthermore, parents'
limited knowledge and understanding regarding disabilities present a significant barrier
to the social adaptation of children. Cohen's (2012) study in Kenya revealed that parents
exhibited an inadequate understanding of autism as a diagnosis. Instead, autism was
often perceived as a condition linked to witchcraft or supernatural forces. This
misperception led parents to refrain from seeking professional help and support for their
children for an extended period. As a result, children with autism were brought to
teachers at a late stage of their development, posing challenges for teachers to effectively

adapt and accommaodate these children within a regular classroom setting.

Schneider's (2017) research conducted in Roatan, a small island in Honduras,
highlighted the significant impact of six ethnic groups on teachers' perspectives
regarding disability. Despite Western cultural influence on the island, the residents,
including teachers, firmly adhere to traditional beliefs about disability. Teachers
emphasized that certain types of disabilities are associated with specific practices during
pregnancy, such as abstaining from drinking certain teas, avoiding being outside during
the full moon, refraining from scaring certain animals or fearing punishment for showing
disrespect towards disabled individuals. These deeply ingrained ethnic beliefs also make
parents ashamed of their children with disabilities, leading them to seclude them from
society. Moreover, cultural beliefs shape teachers' opinions, leading them to believe that

children with disabilities should be educated in specialized classes or schools.

Expanding on the topic, it is essential to recognize the profound impact of cultural
beliefs and traditions on attitudes toward disability. In many societies, including Roatan,
cultural beliefs and practices heavily influence perceptions of disability, often

contributing to stigma, discrimination, and the marginalization of individuals with



disabilities. Such beliefs can create barriers to inclusive education, as parents may be
reluctant to send their children with disabilities to mainstream schools due to the fear of
judgment and exclusion. Consequently, providing inclusive education may face
resistance from teachers and parents, perpetuating a cycle of exclusion and limiting
opportunities for children with disabilities to access quality education. To address this
issue, it is crucial to foster greater awareness and understanding of disability within the
community. Education and awareness campaigns can help challenge negative
stereotypes and misconceptions about disabilities, promoting a more accepting and

inclusive environment.

2.6 Experience of Teachers with a Sense of Isolation of Students

When it comes to students with invisible disabilities, the educational process
becomes complex due to the concealment of their diagnosis (Matthews, 2009). Doyle
and Robson (2002) consider that students with concealed disabilities or learning
difficulties often face apprehension and resistance when disclosing their condition due
to concerns regarding stigma and negative perceptions of their disability in the UK. They
may hesitate to acknowledge their challenges as learning difficulties as they fear the
potential consequences of being labeled with terms like "learning difficulty” or
"disability”"(Doyle & Robson, 2002). Moreover, Parents in Kazakhstan are also
concerned that their children with disabilities may face stigmatization or discrimination
if their condition is disclosed to others (An et al., 2020). This fear of self-disclosure
emerges from how others, including peers and teachers, will perceive them. For instance,
if a student receives a diagnosis of dyslexia, they may be hesitant to embrace this label
and reveal their condition, fearing potential discrimination, social exclusion, or

differential treatment. The perceived stigma surrounding disabilities and learning
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difficulties further intensifies their apprehension, creating significant barriers to seeking
support and accommodations. Consequently, students may silently struggle without
accessing the resources and assistance that could significantly enhance their educational
experiences and academic success. Addressing these concerns and fostering an inclusive
and supportive environment that encourages open dialogue, understanding, and

acceptance of diverse learning needs is crucial.

Despite the progress towards inclusive education, mainstream schools still face
persistent societal barriers that hinder the full inclusion of children with disabilities in
the USA. Instances of bullying and the psychological challenges encountered by students
with special educational needs contribute to this issue (Pivik et al., 2002). Research
indicates that American middle and high school students without disabilities can inflict
psychological and physiological trauma upon their peers with disabilities (Rose et al.,
2009). Consequently, efforts to integrate children with special educational needs into
regular classrooms can fall short, as Pavri and Luftig (2001) argue that they often remain

marginalized and overlooked by their classmates.

Koster et al. (2010) highlighted persistent issues concerning social interaction
among students with special educational needs in the Netherlands. Their research
demonstrated a low rate of interactions between students with disabilities and their peers
and teachers. This suggests that students with special educational needs encounter
challenges establishing social connections and engaging in meaningful interactions

within the school environment.

Additionally, Glazzard (2010) argued that children with invisible disabilities
experience complexity as they compare themselves with their non-disabled peers. This
comparison often leads to disappointment and low self-esteem, as children with invisible

disabilities perceive their limitations in performing tasks at the same level as their peers.
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Furthermore, the author claimed that teachers do not provide the necessary support for
children with invisible disabilities, exacerbating their feelings of disappointment and low

self-esteem.

2.7. Conclusion

The literature review highlights various gaps that need to be addressed in the
context of inclusive education. The notable gap highlighted in the literature review process
is the impact of cultural beliefs and traditions on attitudes toward disability. In many
societies, cultural beliefs and practices heavily influence perceptions of disability, often
contributing to stigma, discrimination, and the marginalization of individuals with
disabilities. Such beliefs can create barriers to inclusive education, as parents may be
reluctant to send their children with disabilities to mainstream schools due to the fear of
judgment and exclusion.

The literature review also highlights the issue of students with invisible disabilities
feeling isolated due to the concealment of their diagnosis. This fear of self-disclosure
emerges from concerns about how others, including peers and teachers, will perceive them.
Consequently, students may silently struggle without accessing the resources and
assistance that could significantly enhance their educational experiences and academic
SUCCESS.

By exploring teachers' comprehension and practical experience in catering to the
needs of these students and examining the impact of cultural beliefs and traditions on
attitudes toward disability, this study aims to foster greater awareness and understanding
of disability within the community. Additionally, by encouraging open dialogue and
providing ongoing support for teachers, this study aims to create an environment where all
students are treated with respect and understanding regardless of their abilities. In the next

chapter, the methodology is presented.
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Chapter 3 Methodology

3.1 Introduction

This section discusses the methodology that informs this study of how teachers
perceive and experience the inclusion of students with invisible disabilities in classrooms
in Astana, Kazakhstan. The methodology chapter has four sections. The first section
looks at research design and this is followed by sections on research sites and data
collection procedures, and lastly, the chapter concludes with a section on ethical

concerns.

3.2 Research Design

The study design was based on a qualitative approach. Phenomenological research
design enabled a thorough exploration of experiences, which could be overly simplified or
entirely overlooked in quantitative research. Qualitative research allowed for the
exploration of multiple perspectives, focusing specifically on teachers in this case, to gain
a holistic view of the issue mentioned earlier (Creswell, 2014). It helped identify how
cultural, societal, and educational factors unique to Kazakhstan might have shaped views
on inclusive education for students with invisible disabilities. This method allowed for an
in-depth exploration of the subjective opinions and experiences of the participating

teachers.

3.3 Research Site

I conducted a study among middle and high school teachers in Astana and selected

one public school for this purpose. To make data collection convenient for participants, |
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arranged face-to-face meetings at a neutral location outside of the school. Eight teachers

from this public school participated in the study.

3.4. Data Collection Procedures

My data collection tool was in-depth interviews. | used semi-structured questions
to explore teachers' experiences and perceptions of inclusion of students with invisible
disabilities in schools in Kazakhstan. Before the interview, | asked participants to choose
the language of their choice between three English, Russian and Kazakh and | conducted
the interviews in their preferred language. To do this, | had prepared a list of questions

and translated them into the three languages.

The approximate number of my key interview questions was about ten, which
were all connected to my research questions. However, the structure of the questions
varied depending on the participants' responses to the probing questions. Moreover, the
number of questions decreased or increased if the participant wanted to give a more

extensive answer to the questions asked.

Upon receiving approval from GSE IREC to initiate data collection, | requested
an official invitation letter from Nazarbayev University which indicated that | was a
student at this university and had the permission to conduct research. After obtaining
permission of the school leadership to conduct a study among the teachers at this school,
I asked the schools’ leadership to send out information about the research to all teachers
through their corporate mail. | also asked permission to talk about my study to all
teachers at the teachers’ assembly and invited volunteers to participate in my study, after
which I left my contact details for those who were interested in participating in the study.

I provided an information sheet which explained the purpose of my research along with,



the provision of confidentiality and safety of all participants, and described the
advantages of my research. My contact information was provided at the end of my
information sheet so those who wished to participate could contact me. | got in contact
with the teachers who showed interest and | used snowballing approach by asking my
initial contacts if they could refer me to their colleagues who might be interested but had
not received information about the study. Since the study utilized face-to-face
interviews, | arranged for a safe and neutral space outside the school that worked for
both parties e.g. coffee shops, or other workspaces. Each interview was expected to last
between 45 to 60 minutes. Voice recording was used to capture audio during face-to-
face, which was used to transcribe each participant's responses after the interview. The

interviews were conducted within two months.

3.5 Data Analysis

Data analysis was the method by which research issues or questions were
addressed (Merriam & Tisdell, 2016). As the research concerned comprehending the
experiences and perspectives of teachers, which were inherently qualitative, employing
thematic analysis provided a structured method to systematically analyze and interpret
the abundant qualitative data that might have arisen from interviews. Moreover,
theoretical analysis was a more approachable type of analysis, especially for individuals
just starting out in the field of qualitative research (Braun & Clarke, 2006). The
interviews were recorded on audio and listened to many times before transcription. No
personal data was included in the written report form to preserve the confidentiality of
the participants. The data was reviewed multiple times to gain familiarity with it. The
coding process began by identifying and labeling relevant data segments with short

codes. Subsequently, these codes were organized into potential themes, reflecting
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patterns and recurring ideas within the dataset (Merriam & Tisdell, 2016). A table was
created where transcripts, codes, categories, and themes were entered manually for
convenience. The analysis was reviewed continuously to verify that themes aligned with

the research question and accurately represented the data.

3.6 Ethical Considerations

In the information form, | left my contact information so those who wished to
participate in the study could initiate contact with me. To avoid any pressure or bias from
the school administration or colleagues, the personal information of the teachers in the
study was not disclosed to the school principals. Participants’ hames were not recorded or
linked to their answers in any way. To ensure that participants could better understand the
content of the study, I provided the consent form and interview schedules in three different

languages. The information was sent via email for review before the interview.

Before the interview, | explained the details of the study and emphasized that it
was voluntary to participate in the study, and individuals had the option to exit the study at
any point. To alleviate emotional distress, | made sure to inform participants about the
study's nature and the potential emotional impact of discussing sensitive topics during the
informed consent process. | also gave them the chance to ask questions and provide their
consent voluntarily. The interviews were conducted in an impartial location which was not

within the school premises to allow teachers to express themselves fully.

| took measures to make sure that participant information, such as interview
transcripts and audio recordings, were kept private and safe. The information was kept on

secure equipment and solely accessible by me. All information obtained during the
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interview process was stored in a password-protected computer and will be deleted after

three years.

When reporting, participants’ responses were linked to a pseudonym to ensure
anonymity and privacy. Pseudonyms will be used in all data, publications, reports, and
other research output. In addition to using pseudonyms to safeguard the identities of the
participants, | was cautious to exclude details that could potentially disclose their identities
while reporting the research findings. Even the school’s name and other identifiers were

removed in reporting to protect participants’ identities.

Participants did not receive any direct benefit from the study. However, their
responses provided an opportunity to understand the situation related to the experience and
perception of teachers in the inclusion of students with invisible disabilities. At the end of
the interview, | bought a cup of coffee as a token of appreciation for a face-to-face meeting

or made a money transfer equivalent to the cost of a cup of coffee.

The original schedule the data collection coincided with the months when there
were most public holidays when teachers focused on preparing for holidays and grading
students' work before the holidays. Thus, December was not a very convenient month for
many teachers to participate in the study. For this reason, | adjusted my schedule to the
teachers' schedule as much as possible. Most interviews took place in February after the
holidays. For face-to-face interviews, | selected a place in a calm, quiet, and neutral

location to reduce the security risk for both the study participant and me.

3.6 Conclusion

This chapter has presented the methodology that will be used to study the

perception and experience of teachers regarding the integration of students with invisible
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disabilities in classrooms in Astana, Kazakhstan. The study was conducted using a
qualitative research approach, which will allow for an in-depth exploration of the
subjective opinions and experiences of teachers. The research design section discussed the
importance of qualitative research and how it enabled a thorough exploration of the
experiences of teachers. The section explaining the research site highlighted that teachers
from one public school in Astana were selected for data collection. Data collection
procedures discussed the use of in-depth interviews to explore participants' experiences
and perceptions. Ethical concerns were also addressed, including the importance of
anonymity and privacy, the need for informed consent, and the provision of a token of
appreciation for participants. Overall, this methodology ensured that the study was
conducted in an ethical and rigorous manner, providing valuable insights into the
experiences of teachers regarding the integration of students with invisible disabilities in

classrooms in Kazakhstan. In the next chapter, the findings of the research is presented.
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Chapter 4 Findings

4.1 Introduction

The purpose of this research was to explore teachers' experiences and perceptions
in Kazakhstan, regarding the inclusion of students with invisible disabilities in schools. The
study also aimed to identify teachers' obstacles while teaching students with invisible
disabilities and provide recommendations for an effective learning process for them. To
obtain the data in-depth interviews were conducted with eight teachers at one Kazakh

lyceum school. The research sought to answer four main research questions:

o How do teachers conceptualise invisible disabilities?

o How do teachers perceive and experience the inclusion of students with invisible
disabilities in classrooms?

e  What are the enablers and challenges teachers face in attending to the needs of
students with invisible disabilities in Kazakhstan schools?

e  What are the implications of the findings for policy, research, and practice?

4.2 Participants’ Profiles

Eight teachers were interviewed to learn about their experience and perceptions
regarding the inclusion of students with invisible disabilities in schools. Majority of the
participants were female. Half of the participants had less than ten years of work
experience, while three of the participants had more than twenty years of experience (Table

4.1)

Table 4.1

Participants’ Profiles
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Participant Gender Years of professional experience
T1 Female 5
T2 Female 16
T3 Female 25
T4 Male 7
T5 Female 23
T6 Female 6
T7 Female 4
T8 Female 29

4.3 Conceptualisation of Invisible Disabilities

The study began by investigating how teachers understand "invisible disabilities.”
To achieve this, the teachers were asked to describe their understanding of the term and
how they perceived it as teachers. Almost all participants did not comprehend the concept.
They further claimed that they had yet to encounter students with invisible disabilities.
However, after explaining that this disability is not pronounced outwardly and affects a
person's mental health, the teachers shared their definitions and points of view. However,
it should be noted that teachers do not have a clear understanding of the invisible disability,

and their definitions are more similar to a student who is not interested in the lesson.

For instance, one participant (T5) mentioned, “There are many such children. They
are impulsive and hyperactive, who cannot sit for 45 minutes in class.” In a similar vein,
T8 added, “Such children are different from ordinary children. They get tired quickly and
cannot perform general tasks, so | give them easy tasks such as drawing.” In addition, T6

stated:
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Probably, this is the person who just sits in class and brings his books. He just looks
at one point and does not show any activity like other children. I try to look at them
and ask in my lesson and pay attention to them. When | don't pay attention, they

already switch from the lesson and do nothing. (T6)

In addition, T4 claimed to be well acquainted with invisible disabilities since his
little sister has Down syndrome. However, it is essential to note that Down syndrome is a
visible disability and not an invisible one. This indicates that T4 does not have an accurate
understanding of the difference between an invisible disability and a visible one; this could
potentially result in inadequate addressing of the educational needs of students with

invisible disabilities.

4.4 Experiences Engaging with, and Teaching Students with Invisible Disabilities and

Attitudes Toward Their Inclusion

Participants' experience working with students with invisible disabilities and their
attitude toward these children was examined. Almost all participants faced the challenge
of identifying students with invisible disabilities and developed their teaching methods to
ensure that each student's unique needs were met. When talking about their experiences,
T1 mentioned, “There is a 13-year-old girl in the seventh grade, but her development is
younger than six years. | teach labor course, and when all the girls are doing embroidery, |
give this girl a task to draw pictures.” Additionally, T2 said, “Treat them exactly like other
children, not separate them from the class, but give them separate tasks. To allocate special
attention so students with invisible disabilities do not lag the class.” Two other teachers T4

and T6 also stated their experiences.
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I teach on an equal basis with other children in the class. | ask and give tasks but
evaluate them according to their level. During the verification work, | give easier

tasks. | will adapt the program myself for a child with an invisible disability. (T4)

We teach children in a typical classroom, but we create an individual program
specifically for the child. For example, if there is a child's development at the fifth-
grade level and he studies in the seventh grade, then we add elements of the seventh

grade but adhere to the fifth-grade program. (T6)

Although T2 had no experience teaching children with invisible disabilities, she is
optimistic that they must be included in a comprehensive school. Four participants maintain
a positive outlook on the inclusion of children with invisible disabilities. This suggests that
some teachers have an inclusive attitude towards these students. For instance, T1 shared,
“We can say that they are now a part of our society, and it is better to teach them to adapt,
give them support and motivation. Because they have their own dreams and desires.”

Moreover, T4, T6, and T8 shared their perspectives as well:

| believe that it is not necessary to divide people according to their disabilities but
to treat everyone as equal. | believe that in our society, we accept such children,
and we must educate them. | saw a video on YouTube where a child with an
invisible disability was told that he was healthy, that he was no different, and they
gave him support and believed in him. Everything worked out for this child, and he
developed like all normal children. I believe that we should also teach children with

invisible disabilities in this way. (T4)

The current generation (of Kazakhstan) has a positive attitude towards children with
invisible disabilities, and | understand that these children need support and do not
see a big difference between themselves. Also, teachers are already fine with

teaching children with invisible disabilities. (T6)
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Children in the classroom perceive children with invisible disabilities normally, but
children with invisible disabilities themselves do not have contact with their
classmates in our school. Although children who are home-schooled are very closed
and do not make contact, when they are in the general class, their behavior already

changes for the better. (T8)

Only T3 indicated her negative attitude towards the inclusion of children with
invisible disabilities in her class, pointing out that previously, children with such a
diagnosis had studied in specialized schools. Education of children with such a diagnosis
in mainstream schools should take place only on the condition that the student has a mild

degree of disability.

Two participants were neutral regarding teaching children with invisible disabilities
in mainstream classrooms. However, T5 expressed concern that the post-Soviet teaching
method still influences the perception of society that children with invisible disabilities
must study separately. In her opinion, teachers are not sufficiently prepared for inclusion,

and the transition to its implementation seems abrupt for teachers.

T7 mentioned that she maintains a neutral attitude towards teaching children with
invisible disabilities. However, she also admitted that she experiences feelings of dislike
towards them at times due to the fact that the student with the diagnosis used force and
insulted her. Nevertheless, she emphasized that she does not let these feelings affect her

work as a professional and does not dwell on them after classes.

4.5 Training in Inclusive Education

Only two participants received a special course on inclusive education while
studying at the university. However, T7 claimed that it was a short course based only on

theory and that the practical part needed to be included. While T3, T5, T6 have received
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inclusive education training at advanced training courses and seminars, they expressed a
need for more than just theoretical knowledge. Specifically, they identified a need for more
practical experience to help them effectively implement inclusive education in their

classrooms.

I had a course on inclusive education for teacher training courses where they
explained to us what types of disabilities exist from a medical point of view. What
documentation goes to the PMPC, and how it can be used at work. What tasks
should be given. Learn to identify their inclinations. | did not take such a course for
a bachelor's degree. However, special courses are still needed from specialized

institutions. (T6)

Three participants did not receive any formal training related to teaching students
with invisible disabilities. To teach students in their class, T8 uses information sources
from the Internet and the help of colleagues: “I have not received any special education,
but | want to get training to work with children with invisible disabilities. Currently, I am
watching videos on the internet and asking people who work with children with invisible
disabilities.” In addition, T4 did not take specialized courses but relied on his life
experience: “No, I did not receive special education for teaching children with invisible
disabilities. However, | have my own life experience. Since my sister has a disability, |

relied on my experience.”

All participants emphasized the importance of taking practical courses to teach
children with invisible disabilities, regardless of whether they had taken specialized
courses. Teachers must have the necessary skills and knowledge to provide quality
education to students with invisible disabilities and ensure they receive the support they

need.
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4.6 Disclosing Disabilities and Official Supporting Evidence

One of the challenges faced by teachers in providing effective educational
interventions is related to the lack of official supporting evidence as well as and parental
reluctance to disclose their child's invisible disability. Two particippants (T1 and T5)
pointed out that it is the parents who hide their child's diagnosis, not wanting to identify

their children as having invisible disabilities.

But many children with invisible disabilities do not have documents or parents hide
and do not want to show the child's disability. In this case, we ask the class teacher
if there are students with disabilities in the classroom. The class teacher points out
to us that there is such a child in the class and asks us to give him a little attention.

(T1)

I am faced with the fact some parents do not want to show that their child has an
invisible disability and do seek help from specialists. As a result, some children

does not have any official paper about their diagnosis. (T5)

According to two participants, some students do not have an official confirmation
of their invisible disabilities. This puts teachers in a difficult position of having to adjust
the teaching program without knowing the exact diagnosis of the student's condition. For
instance, T7 pointed out, “Many of them (students with invisible disabilities) do not have
confirmation of their invisible disability, but their psychological characteristics are

visible.” In addition, T4 stated:

I believe that even if it is an invisible disability, it is still revealed during teaching
and when talking to such a child. In any case, such a child is different... I adapt the

program by myself for a child with an invisible disability. (T4)
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4.7 Challenge with Balancing Individualized Support and Curriculum Requirements

In today's inclusive classrooms, teachers are required to provide individualized
support to students with invisible disabilities while also adhering to the standardized
curriculum. This can be challenging for teachers in Kazakhstan since they have to
independently adapt the curriculum to meet the needs of students with diagnoses, who can

sometimes disrupt the classroom environment.

When | was working in another city, the situation was completely different. No
tutor was provided for the child. Moreover, a child with an invisible disability could
scream, yell, and leave the classroom. As a teacher, it was tough for me to teach a

lesson or to deal only with this student. (T1)

Sometimes there are problems in teaching children with invisible disabilities in the
sense that it is difficult to control their behavior. It can be difficult to cope with
behavior with ordinary children, and then when a child with an invisible disability

appears in class, it becomes even more difficult. (T4)

When teaching a child with autism, I was faced with the fact that physical force was
used on me by the child. He attacked me and scratched me, and | was scared and

did not know how to react. (T7)

There are often problems due to behavior; they scream in class and make sounds
that distract from the lesson. This violates discipline in the classroom and worsens
concentration in the lesson. Because of this, other children cannot concentrate on

the lesson and complete tasks. (T8)

The teachers at this school have implemented a system to balance individualized
support and curriculum requirements. They create a simplified program drawing mainly on

the topic they have studied and work with the students for 10-15 minutes. After that, the
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tutor takes over and works with the student separately, provided the child has an official
confirmation of the diagnosis. This way, teachers can focus on delivering the curriculum
to the rest of the class while ensuring that students with invisible disabilities receive the
necessary support. T1 pointed out, “It maintains a balance in teaching, thanks to tutors.
They help a lot because we give a separate task to the student, and they do it with their

tutor.” In addition, T3, T7, and T8 also provided the following details.

Such children have their own program, which is more simplified. For example, they
draw pictures if we go through a certain topic. We also give good grades to motivate
them, so they feel they are participating in the lesson. The estimates are simplified

to their level. (T3)

The tutor helps a lot in this matter. | study for 10-15 minutes, and then the tutor
takes this child to a separate class and studies with him. We have our own rating

scale. I give good grades for motivation. (T7)

Children with invisible disabilities do not sit in class for long; |1 work with them
for 10-15 minutes and give them a task. Then, their tutor works with them, picks
them up after 15 minutes of class, and performs tasks with them. However, it is still

hard to create a separate program for children. (T8)

4.8 Recommendations From the Participants

Based on their experience and knowledge, participants recommended improving
the implementation and education of children with invisible disabilities. Almost every
teacher stressed that teachers need moral support from the school administration and
experienced specialists due to the psychological burden. T8 stated, “Teachers need help

from psychologists to explain how to work with children with invisible disabilities. They
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advised the first lessons. We also need courses for teachers to teach children with invisible

disabilities.”

Yes, it is a moral burden. Therefore, teachers must be morally and positively
attuned to the education of children with invisible disabilities. Moral support and
the creation of conditions for learning are needed from the state and the school

administration. And also, when teaching children with invisible disabilities. (T3)

On the part of the state, I cannot say anything. Nevertheless, on the part of the
school administration, if a child with an invisible disability appears in the
classroom, then the school administration should be in the first lessons and see from
which side it can support the teacher. Suppose a teacher in some area needs help
understanding how to teach a child. In that case, the school administration should
give advice, invite a specialist, or send them to another school to visually see how
they work with children with invisible disabilities. More practice because we get

theory in the courses, but we want more practical information. (T4)

We need to reduce paperwork as it takes up a lot of time. For example, one teacher
makes 12 documents for one class. For a child with an invisible disability, it is
additionally necessary to make a report to the class teacher and the school
administration about his behavior and academic performance. This documentation
kills all desire to work with children with invisible disabilities. Special courses are
needed specifically from specialized institutions with special teachers to see how
they work with children. Moreover, teachers need to support such children and not

be indifferent. (T6)

We need the help of a specialist or an experienced teacher who has encountered
teaching students with an invisible disability to show how to work with documents

and make an individual plan for a child with this diagnosis. In particular, this help
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is needed for young professionals to avoid being afraid of the situation when

teaching a child with a diagnosis. Create master classes for teachers. (T7)

Three participants mentioned that financial support is needed to raise motivation
and create classroom conditions for teaching children with invisible disabilities. T5 pointed
out, “Financial assistance is needed to prepare the classroom with the necessary equipment
and materials for teaching children with invisible disabilities. However, we are now fully

engaged in the training and organization of the educational process.”

Teachers should be given a reward, or a salary increase when teaching children with
invisible disabilities to increase motivation. Furthermore, financial support will
provide everything necessary to educate students with invisible disabilities. It is
necessary to send teachers abroad for internships or additional courses where
inclusive education is promoted to see and learn new things, such as art therapy or

music therapy. (T1)

We need financial support to create conditions for learning. Also, financial reward
for teachers is needed when teaching children with invisible disabilities; for
teachers, it is an energy-consuming process and requires much effort to teach a child
with an invisible disability. It is difficult with ordinary children, but here, it is also

necessary to consider the characteristics of a child with an invisible disability. (T3)
In addition, T7 highlighted that it is not a purpose for her motivation.

All teachers gave their recommendations indicating that it is necessary to improve
the implementation of inclusion in their classrooms. Almost every teacher pointed out the
importance of support from the school administration in reducing paperwork and the help
of an experienced or special teacher from special educational institutions. The need to

motivate teachers through financial rewards was also mentioned.
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4.9 Conclusion

This chapter provided the findings from interviews with teachers, which explored
teachers' experiences and perceptions regarding the inclusion of students with invisible
disabilities in schools in Kazakhstan. All participants were teachers of the same school.
When asked how participants understand the term “invisible disability,” there was no clear
definition of this term. Almost all teachers have experience working with students with
special educational needs. Moreover, more than half of the participants had a positive
attitude toward the fact that students with an invisible disability would study in their
classes. However, all teachers stressed the need for practical knowledge related to the
education of children with invisible disabilities.

There were also common problems with the fact that the diagnosis of students is
hidden or has no official confirmation, which aggravates the learning process. In addition,
teachers have to maintain a balance between the general curriculum and an individual
approach to students with a diagnosis.

Almost all teachers stressed needing moral support from the school administration
or specialized teachers. Moreover, it was proposed that teachers be given special training
in particular institutions or internships abroad to learn how to meet the educational needs
of students with invisible disabilities. Financial support was viewed as an effective way to
increase motivation among teachers. In the next chapter, a discussion of these findings will

be provided.
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Chapter 5 Discussion

5.1 Introduction

In this chapter, the study's findings regarding teachers' experiences and perceptions
of the inclusion of students with invisible disabilities in Kazakhstan schools are discussed.
The study aimed to explore how teachers conceptualize invisible disabilities, the enablers
and challenges they face in attending to the needs of students with invisible disabilities, the
implications of the findings for policy, research, and practice, and the participants' own
experiences working with these students.

This chapter comprises six sections, each exploring crucial aspects of teachers'
experiences and perceptions regarding including students with invisible disabilities.
Beginning with "Understanding Invisible Disabilities,” the chapter delves into participants'
comprehension of these conditions. It then navigates through "Attitudes Toward Inclusion
of Students with Invisible Disabilities,” examining teachers' perspectives on inclusive
practices. The subsequent section, "Special Training,” delves into the necessity and
efficacy of specialized education for teachers in this context. Following this, "Disclosing
Disabilities and Official Supporting Evidence” sheds light on the challenges and
implications associated with disclosing disabilities and the availability of official
supporting evidence. Moving forward, "Support for Teachers" discusses the support
structures and resources needed to facilitate effective teaching in inclusive classrooms.
Finally, the chapter culminates in a comprehensive "Conclusion,” synthesizing key

findings.

5.2 Understanding ""Invisible Disabilities"

One notable finding from this study is that the participants, despite their experience

in education, demonstrated a lack of understanding regarding invisible disabilities. For
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instance, when asked about their conceptualization of invisible disabilities,some
participants provided descriptions that primarily focused on visible physical impairments
or conditions, such as Down syndrome. Moreover, some participants expressed uncertainty
or ambiguity in their responses, indicating lack of knowledge regarding the nature and
characteristics of invisible disabilities. This suggests a narrow interpretation of the term,
overlooking the diverse range of conditions encompassed by the umbrella term ‘invisible
disabilities’. According to Gyasi et al. (2020), research has shown that when teachers lack
sufficient knowledge and understanding of the unique needs of students, it can result in the
needs of students with invisible disabilities being ignored and unrecognized. This finding
underscores the need for further education and awareness-raising initiatives among
teachers to enhance their understanding and conceptualization of various of types invisible
disabilities. In addition, the teachers in the interview provided definitions that were more
aligned with those of students who were not interested in the lesson than with individuals
with invisible disabilities. The participants believed that such children were impulsive and
hyperactive and found sitting for an extended period in class challenging. They also
mentioned that these children get tired quickly and need help to perform general tasks. As
a result, the teachers tend to assign them more manageable tasks such as drawing. This can
have a significant impact on the way students with invisible disabilities are perceived and
treated in the classroom.

In conclusion, while the participants in this study demonstrated varying levels of
understanding regarding the conceptualization of invisible disabilities, there is a clear need
for ongoing education and professional development initiatives to enhance educators'
knowledge and awareness in this area. By promoting a more comprehensive understanding
of invisible disabilities, educators can better support the inclusion and success of students

with invisible disabilities in the educational setting.
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5.3 Attitudes Toward Inclusion of Students with Invisible Disabilities

This study's findings reveal teachers' experiences working with students with
invisible disabilities and their attitudes toward these children. Agavelyana et al. (2020)
found that teachers often hesitate to embrace the concept of inclusion as they may need
more preparation to accommodate the needs of children who require an individualized
curriculum or have complex disorders. However, it was encouraging to note that some
participants had a positive outlook toward inclusion and believed that students with
invisible disabilities have equal opportunity to be educated in mainstream schools.
According to Agavelyana et al. (2020), male teachers are more optimistic than their female
counterparts regarding attitudes toward inclusion. Although the man also had a positive
attitude towards teaching students with invisible disabilities in this study, this cannot be an
evidentiary factor since he was the only male participant. To thoroughly compare the effect
of gender on the perception of students with an invisible disability, further studies with

more male participants is needed.

Some participants also had negative attitudes towards inclusion, and few teachers
were neutral. Although some participants expressed a neutral attitude toward the inclusion
of students with an invisible disability, their responses were more similar to negative ones,
referring to the fact that previously, students with a diagnosis studied separately. The
negative beliefs confirm findings from another study conducted in Almaty, Kazakhstan,
where teachers believed that students should be included in general education classes
depending on the degree of disability, and most often, children with invisible disabilities
should study in specialized classes or specialized schools (Yussupova & Issabayev, 2022).
The post-Soviet teaching methods in Kazakhstan influence teachers' attitudes toward

inclusion, emphasizing separate institutions for children with disabilities (Makoelle &
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Somerton, 2021; Yussupova & lIssabayev, 2022). According to Vygotsky's theory (1986),
teachers' perceptions are influenced by culture and history. Vygotsky (1986) believed that
cultural and historical factors shape individuals' thinking. It is essential to note that while
the history of post-Soviet education still impacts it, cultural factors do not seem to have a
negative influence. Additionally, this study contrasts with research conducted in Cook
Island, where some teachers believed that children could have an invisible disability as

punishment for their parents’ actions (Page et al., 2019).

Teachers' beliefs and attitudes about education, students, and teaching methods are
all influenced by the culture and history in which they live and work. Addressing the
negative attitudes towards inclusion and preparing teachers for the transition is crucial to
ensuring a smooth implementation. Therefore, it is essential to educate society about

invisible disabilities and their impact on students' learning to promote inclusive attitudes.

5.4 Special Training

It is inspiring to see teachers go above and beyond to create inclusive learning
environments that benefit all students. Teachers have attempted to create individual
programs for students with invisible disabilities without professional knowledge solely
based on their observations. However, teachers should develop and provide educational
materials designed to cater to the needs of students with invisible disabilities, regardless of
whether there are currently students with such needs in the classroom (Matthews, 2009).
This means that educational materials should be prepared in advance to ensure full
inclusion from the outset rather than solely reacting to the arrival of students with invisible
disabilities. This proactive approach acknowledges that the actual needs of students may
only sometimes be immediately apparent and can remain hidden or emerge throughout the

learning process. By implementing this requirement, schools create an inclusive
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environment that anticipates and addresses the diverse educational needs of all students,
fostering equal opportunities for learning and promoting a supportive and accommodating

educational experience.

The lack of knowledge has led to a growing desire among all participants to take
practical courses to ensure an inclusive educational process for students with invisible
disabilities. This study confirmed a study conducted by Seilkhanov (2020) on the
importance of conducting specialized courses for teachers. However, the participants
stressed that they needed practical courses either in specialized educational institutions or
from narrow specialists since the courses provided at the university or advanced training
were superficial and very short, which, in their opinion, needed to be improved in practice.
In a study by Yusupova and Issabayev (2022), it was also revealed that teachers in Almaty
schools claimed that the knowledge they received was theoretical and they needed more
practical courses. Consequently, there is a pressing need for specialists with expertise in
invisible disabilities to aid in the identification and understanding of students' unique
requirements. Besides, teachers express concerns about needing specialists who can

provide valuable advice and guidance in effectively teaching children with special needs.

5.5 Disclosing Disabilities and Official Supporting Evidence

The participants' findings highlight the challenges they faced while identifying
students with invisible disabilities because of the lack of official supporting evidence of
documents of diagnoses and parental reluctance to disclose their child's invisible disability.
Some parents may feel embarrassed or ashamed of their child's disability and may worry
about how others will perceive their child or their family (Page et al., 2019). They may also
fear that their child will be stigmatized or discriminated against if others know about their

disability (An et al., 2020).
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Kazakhstan’s history as part of the Soviet Union, has impacted the treatment of
children with disabilities, which also confirms Vygotsky's theory about the influence of
historical factors on perceptions of humans. Unfortunately, in the past, children with
disabilities were often viewed as a burden and were not given the same opportunities as
other children. It was believed that they had fixed or limited potential, which was a harmful

and unfair stereotype (An et al., 2020).

There have been efforts in recent years to change negative perception of people
with disabilities in Kazakhstan and provide more support and resources for children with
invisible disabilities. As a result, there has been improvement in the detection of autism
spectrum disorder (ASD) in children. The number of registered cases of children with ASD
in Kazakhstan has risen from 77 in 2003 to nearly 3820 in 2018 (An et al., 2020). This
increase in reported cases is a positive development as it indicates that more children are
getting diagnosed and receiving the support they need to thrive. It is encouraging to see
that recent progress has been made in developing healthcare services provision for autistic
children in Kazakhstan. A roadmap for 2019-2020 has been introduced to advance
healthcare provision for ASD children. This roadmap addresses the creation of a
Republican Resource ASD Center, analyzing current laws and enactments regulating
health service delivery for children with autism, training on early diagnostic screening

methods, and others.

The importance of early diagnosis in children with invisible disabilities is
highlighted in a Cohen (2012) study conducted at the Lutheran Church Special School for
the Mentally Handicapped in Kisumu, Kenya. A noteworthy concern within the school
pertains to the age at which students join this educational institution, typically at nine. This
late enrollment adversely affects the early diagnosis of students with autism and further

extends the duration required for them to adapt to social environments successfully. As a
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result, these factors may hinder the student's ability to develop essential social skills and
experience meaningful inclusion within broader society. To foster more compelling
educational experiences for students with invisible disabilities, it is imperative to address
these issues and implement strategies that promote early diagnosis and social integration
from an early age. All these steps are significant as they raise awareness about invisible

disabilities and help identify it in early stages.

5.6 Support for Teachers

The study's findings shed light on the participants' recommendations for improving
the implementation and education of children with invisible disabilities. One key theme
that emerged from their experiences and knowledge was the need for adequate support and
resources to facilitate effective teaching practices. In particular, all participants stressed
that they needed help from school principals. The study by Khaleel et al. (2021) also stated
that principals play a crucial role in education since they ensure that schools operate
efficiently. They are essential to managing administrative functions, implementing
educational policies, and representing the school in the community. Moreover, principals
mentor teachers and other staff members, promoting ethical and professional growth

(Khaleel et al., 2021).

The need for the presence of school principals in the first classes of teachers and
assistance with advice was expressed by participants whose work experience is less than
ten years. This shows that it is essential for young teachers to be accompanied and
supported by school principals in the first stages. It is imperative to acknowledge the role
of initial teacher training at pedagogical universities in preparing educators for inclusive
education practices. Pedagogical universities should prioritize training all teachers on

inclusive education practices to ensure they are well-equipped to create inclusive
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environments right from the start of their careers. The findings of Yusupova and Issabayev
(2022) study underscore the importance of integrating comprehensive training modules on
inclusive education within the curriculum of pedagogical universities. Such training should
encompass various topics, including understanding invisible disabilities, implementing
inclusive teaching strategies, creating inclusive classroom environments, and supporting

students with diverse learning needs.

The findings of this study revealed that participants expressed their concerns about
the excessive paperwork and administrative tasks associated with teaching children with
invisible disabilities. Teachers expressed the same point of view in a study by Yusupova
and Issabayev (2022). They emphasized that these tasks often divert their attention from
focusing on the quality of education they provide. In this regard, they urged for streamlined
processes and reduced administrative burdens to enable teachers to dedicate more time and
energy to supporting their students' learning needs. These results highlight the need to
address administrative challenges faced by teachers so that they can fully concentrate on
their primary teaching responsibilities, which is to provide quality education to their

students.

Additionally, participants stressed the importance of financial support in creating
conducive classroom environments and providing necessary materials and equipment for
teaching children with invisible disabilities. Regarding financial support, some participants
considered increased motivation through monetary rewards. This may change the opinion
of many teachers taken from the Seilkhanov (2020) study that Kazakhstan teachers do not
consider it their direct responsibility to teach students with invisible disabilities. While
some participants in the interview suggested that monetary rewards could increase teacher
motivation, it is essential to note that this should not be the only solution. Instead, it is

important to address the root causes of the problem, such as the lack of necessary materials
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and resources for teaching students with invisible disabilities. Still, due to the lack of
financial support and resources, teachers have to develop improvised materials to create
inclusive methods, which can also reduce their motivation to work with students with
invisible disabilities. Yussupova and Issabayev (2022) also confirmed the problem of the
lack of educational materials, which further emphasizes the need for increased financial

support and resources in this area.

Addressing the challenges that teachers face in educating children with invisible
disabilities requires a multidimensional approach that includes providing adequate support,
resources, and financial incentives. School principals play a crucial role in facilitating
effective teaching practices while addressing administrative challenges teachers face,
which is vital to enable them to provide quality education to their students. Increasing
financial support and resources is essential to creating inclusive and conducive classroom

environments for children with invisible disabilities.

5.7 Conclusion

This chapter has discussed key findings related to the education of students with
invisible disabilities. Firstly, insufficient knowledge was noted among participants, which
can significantly impact the quality of education for students with invisible disabilities.
Consequently, all participants expressed interest in taking specialized courses that focus
more on the practical side of the education of students with invisible disabilities.

This study reveals the importance of Vygotsky’s theory in understanding people’s
experiences and perceptions. For example, participants with a negative attitude toward
including students with invisible disabilities can be connected to the historical trajectories
of the Soviet era. However, the influence of culture has not been well pronounced in this

study; perhaps further studies with a cultural perspective are required.
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One of the obstacles highlighted by teachers is the lack of support from parents,
who sometimes hide their child's disability, which can contribute to the inadequate
education of such students. This happens because parents may worry that disclosing their
child's disability would result in their child being treated differently or unfairly by teachers,
classmates, or the broader community. They may also lack trust in the education system's
ability to adequately accommodate and support their child's needs, especially if they have
had negative experiences or heard stories of discrimination against students with
disabilities. It is essential to note that official supporting evidence and documentation of
diagnoses can help overcome this obstacle.

Finally, an essential factor for the success of the education of students with invisible
disabilities is the necessary support from school management. School administrators must
provide support and resources to teachers to ensure they can create inclusive learning
environments that meet the needs of all students, including those with invisible disabilities.

In the next chapter, the conclusion is presented.
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Chapter 6 Conclusion

6.1 Introduction

This chapter discusses the study's conclusion titled "Teachers' Experiences and Perceptions
of Inclusion of Students with Invisible Disabilities in Schools in Kazakhstan." The chapter
consists of five parts, with the first section covering the study's limitations and the second
section explaining policy implications. The third section discusses the implications for
practice, while the fourth section focuses solely on the implications for research. The final
part of the chapter concludes the entire research study.

This study aimed to investigate the experiences and perceptions of teachers
regarding the inclusion of such students and explore their conceptualizations, experiences,
enablers, and challenges in attending to their needs. The study used a qualitative research
design, and data were collected through semi-structured interviews with eight teachers
from a mainstream school in Astana in February 2024. The research sought to answer four

main research questions:

How do teachers conceptualise invisible disabilities?

o How do teachers perceive and experience the inclusion of students with invisible
disabilities in classrooms?

e  What are the enablers and challenges teachers face in attending to the needs of

students with invisible disabilities in Kazakhstan schools?

e  What are the implications of the findings for policy, research, and practice?

Thematic analysis was used to analyze the data collected from the interviews. There
were five key findings. Firstly, the study found that despite having teaching experience in
education, some participants demonstrated a lack of complete understanding regarding the

conceptualization of invisible disabilities.
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Secondly, the study found that some participants had positive attitudes towards
including children with invisible disabilities in mainstream schools and believed in treating
them equally while supporting and motivating them. However, few participants were
negative towards inclusion, while others remained neutral.

Theoretically, the study found that Vygotsky’s theory on the impact of history
important in explaining some participants’ negative attitudes towards including students
with invisible disabilities. The influence of culture, however, was not confirmed in this
study. Nonetheless, cultural and historical factors may not significantly affect teachers'
attitudes toward inclusion.

Thirdly, the challenges faced by participants in providing effective educational
interventions are related to the lack of official supporting evidence of documents of
diagnoses and parental reluctance to disclose their child's invisible disability.

Fourth, almost every participant in the study revealed a desire to obtain practical
knowledge and courses related to the education of students with invisible disabilities.
Finally, all participants pointed out the importance of support from the school
administration. Moreover, the need to motivate teachers to teach children with invisible
disabilities through financial rewards was also mentioned. By addressing the gaps and
challenges identified in this study, we can promote more inclusive education practices in
Kazakhstan.

In reviewing the research questions posed at the outset of this study, it is evident
that each question has been thoroughly examined and addressed through the data collected
and analyzed. The study successfully investigated how teachers conceptualize invisible
disabilities, explored their perceptions and experiences regarding the inclusion of students
with invisible disabilities, identified the enablers and challenges teachers face in attending

to the needs of these students, and finally, explored the implications of the findings for
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policy, research, and practice. Therefore, the study has effectively fulfilled its aims by
providing comprehensive insights into the experiences and perceptions of teachers
regarding the inclusion of students with invisible disabilities in schools in Kazakhstan.In

the next section, the study limitations are presented.

6.2 Limitations

It should be noted that the interviews were initially conducted in Kazakh and
Russian before being translated into English; hence, there is a possibility of translation
errors. Nevertheless, the primary ideas have been conveyed accurately. To mitigate the risk
of translation errors, the essential concepts were translated back into Kazakh or Russian
again for verification. Additionally, While the study aimed to provide comprehensive
insights into teachers' experiences and perceptions of inclusion of students with invisible
disabilities, it is essential to acknowledge the time constraints inherent in the research
process. The scope of the study was limited by the timeframe imposed by the Master's
program, which may have impacted the depth of analysis and exploration possible within
the research. As a result, certain aspects of the topic may have yet to be thoroughly
examined or explored in as much detail as desired.

While the time constraints of the Master's program and potential translation errors
pose limitations, the study still provides crucial insights into an often overlooked issue. It
highlights the challenges teachers face and the importance of addressing them to ensure the
well-being and academic success of students with invisible disabilities. Moreover, by
focusing on teachers' perspectives, this research offers a unique viewpoint that can
complement existing literature and enrich discussions on inclusive education practices. The
findings of this study underscore the need for further exploration and the development of
targeted interventions to support teachers and enhance inclusive educational

environments..
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6.3 Implications and Recommendations for Policy

The findings of this study have significant implications for policy, practice, and
research. Regarding policy, the study's findings reveal the importance of developing
targeted training programs, professional development initiatives, and teacher support
systems. Proactively improving teachers' knowledge at the initial stage of university
education aligns with broader policy goals of promoting inclusive education. This means
it is crucial to improve teachers' knowledge at the initial teacher training stage of the
university so that they are well-equipped to create inclusive conditions right from the start.
By incorporating inclusive education courses into teacher training curricula, policymakers
can ensure that future teachers have the knowledge and skills to create inclusive learning
environments. This can contribute to the overall goal of fostering a more supportive and

inclusive educational system for all students, regardless of their abilities or disabilities.

6.4 Implications and Recommendations for Practice

In terms of practice, the study highlights the need for increased awareness and
understanding of invisible disabilities among teachers, as teachers play a pivotal role in
supporting students with invisible disabilities in the classroom. A more nuanced
understanding of invisible disabilities is essential for teachers to effectively address the
diverse needs of these students and provide appropriate accommodations and support.
Integrating inclusive education courses into teacher training curricula, whether at the
university level or through professional training programs, would directly impact positively
teachers' knowledge and skills in supporting students with invisible disabilities. By
receiving specialized education in inclusive education, teachers can better identify and
educate students grappling with invisible disabilities. This would lead to more effective

support and accommodations for students with invisible disabilities in the classroom. It can
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help improve the quality of inclusive education practices, enhance the educational
outcomes and experiences of children with invisible disabilities, and ensure they receive

the support they need to succeed.

6.5 Implications and Recommendations for Research

In terms of research, the study suggests that further research is needed to explore
the experiences and perceptions of teachers in rural areas regarding invisible disabilities
since the study was conducted in the capital city of the country, and the results of the study
in the other parts of the country might be different, and provide further rich insights into
the issue.

Vygotsky's theory was useful in understanding of factors shaping experiences and
perceptions of teachers regarding students with invisible disabilities. Further studies need
to explore theories and frameworks that helps us not only to understand, but to find context

specific solutions to disability and inclusive education related challenges.

6.6 Conclusion

The primary objective of this study has been accomplished, as the research
investigated the inclusion of students with invisible disabilities by teachers and provided
answers to four main research questions. The discussion chapter thoroughly describes the
five main findings that were revealed during the study. The research questions were
convincingly answered. Furthermore, at personal level, this research has positively
impacted my professional skills, specifically in the areas of information retrieval and
processing. Additionally, the research has highlighted the significant importance of the
issue concerning the inclusion of students with invisible disabilities. Despite encountering
minor limitations, this study has significantly contributed to establishing a solid foundation

for future research in inclusive education.
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Appendix B

Consent Form

CONSENT FORM
Teachers' experiences and perceptions of inclusion of students with invisible disabilities
in schools in Kazakhstan.

I hereby agree to participate in research on teachers' experiences and perceptions of
inclusion of students with invisible disabilities in schools in Astana, Kazakhstan. I understand
that I am participating freely and without being forced in any way to do so. I also understand that
I can stop participating at any point should I not want to continue, and that this decision will not
in any way affect me negatively. I understand that this is a research project whose purpose is not
necessarily to benefit me personally in the immediate or short term. I understand that my
participation will remain confidential. I also agree to the audio recording of my participation. I
understand that I might be requested to be interviewed again during the last round of the data
collection process. I understand that the information that I provide will be stored on a USB stick

and will be used for research purposes now or at a later stage.

Signature of participant Date:....ccecveennnnnnnn.
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KEJICIM

KazakcTan MekTenTepinge myreaexTiri kepinbelTin cryaenTTepai Kocy GofibiHnIa

MyragimMaepain Taxkipu6eci Men Kabblgaybl.

Temenne Ko KoitraH MeH AcTtaHa, KaszakcTaH MeKTenTepiHae MYTeIeKTiri KepiHOeHTiH
CTYAEHTTEpAL Kocy OOHBIHINIA MyFaliMIepAlH TaXKipHOeci MeH KaObLIIayBIH 3€PTTeyTe KaThICYFa
KerriceMiH. MeH o3 epKiMMeH >XOHE eIKaH/{ai KbIChIMFa YIIEIpaMai KaThICATEIHBIMIBI
Tycinemin. CoH/lali-aK, erep MeH >KaJIFaCTBIPFBIM KEJIMECe, Ke3 KEII'eH YaKbITTa KaThICY bl
TOKTAaTa alaTEIHBIMJIBI )KoHe OYJI MEeHIH IIeNIynIi epKiM MaFaH Tepic acep eTIeHTiHIH TYCIHEMiH.
Men 6y FeUTBIMHE XK00a €KeHIH TyCiHEeMiH, OHBIH MaKcaThI Jepey HeMece KBICKa Mep3iMai
HeTi31e MEeHIH JKeKe MaiinaM emec. MeHIH KaTBICYBIM KYIIHA OOJBII Kalla OepeTiHiH TYCiHEMIH.
Men coHnali-aK KaTEICYBIMHEIH aydHO0Xa30acklHa KeniceMiH. MeH JepekTep/Ii JKHHayBIH COHFEI
Ke3eHiHAe cyx0aTKa Tars! Oip peT MIaksIpbLIa alaTeIHEIMABI TyciHeMiH. Conpaii-ak, MeHn Oepren
aknapat USB ¢usor-muckiciane cakTranaTRIHBIH XKOHE Ka3ipri yaKeITTa Hemece Oonanrakra

3CPTTCY MaKCaTbeIHa HaﬁHaHaHBIJIaTLIHLIH TYC]HBM[H

COI'JTAIIIEHHME

OneIT 1 BOCHPHATHE YIHTeIeH 0 BKIYEHHIO CTY/IEHTOE ¢ HeBHANMBIMH
HHBAJTHAHOCTAMH B mKoaax Kazaxcran.

S1, HMKenoANucaBIIHKC, COrIalaloch y9acTBOBAaTh B HCCIIEAOBAHHWH ONEBITA H
BOCHPHATHS YIHTENEH M0 BKIIFOYEHHIO CTYJEHTOB C HEBH/THMBIMH HHBAJIHJHOCTSIMH B IITKOJIAX
Acrtansl, Kazaxcras. I moHHMaro, 9TO y1acTBYIO JOOPOBONEHO H HUKaKHM oOpa3oM He
IIOJIBEprasch JIaBJIieHHI0. S TaxKe NOHHMAI0, UTO MOTY IIPEKPaTHTh y9acTHe B IF000H MOMEHT,
€CIIH He 3aX04y IPOAO0JKATh, X UTO 3Ta MO pellalonias BoJII HIKaKUM oOpa3oM He IIOBIHACT Ha
MEHA HETaTHBHO. Sl 0co3Haro, 9TO 3TO HCCIEN0BaTENbCKHH IPOEKT, [eJIb KOTOPOro He
00s3aTeNbHO 3aKII0YAETCA B MOeH THYHOH BRITo/le Ha HEMEIJICHHOH HIH KPaTKOCPOYHOH
OCHOBe. SI MOHUMAI0, UTO MO€ YyJacTHe OyeT OCTaBaThCs KOHQHISHIIHATLHEIM. S Takke
COTJIaNIaloCchk Ha ay/IH03allHCh MOET0 yJacThs. Sl MOHHMalo, 9T0 MOTry OBITh NMpHTIameH(-a) s
HHTEPBBIO ellle pa3 B MOCIe HUH 3Tan cOopa JaHHBIX. S Takxke MOHMMAIO, YTO MpeI0CTaBICHHAA
MHOIT nH(popMmanus Oyaer coxpaneHa Ha USB-HakonuTene H OyaeT HCIOIb30BaThC B

HCCIIEN0BATCIIBCKHX IIEJIAX B HACTOAIEC BPpEMA HIIH B 6y;[y1ueM
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Appendix C

Interview Schedule
Name: Zhulduz Tergeussizova
Study: Teachers' experiences and perceptions of inclusion of students with invisible
disabilities in schools in Astana, Kazakhstan
Program: M.Sc. Ed. Leadership in Inclusive Education

The inquiries enumerated below will act as a framework for my interviews.
It's essential to recognize that the order and precise phrasing of these inquiries may
differ among various interviews in accordance with the adaptable nature of
qualitative research.

1. How do teachers perceive invisible disabilities?

a. Can you describe your understanding of invisible disabilities and
how you perceive them as a teacher?

b. What types of invisible disabilities do you believe are most
prevalent among your students, and why?

c. Have you received any formal training or professional
development related to supporting students with invisible
disabilities? If so, how has this training shaped your perception and
practices?

d. Can you share an example of a situation where you had to adjust
your teaching methods or classroom environment to accommodate
a student with an invisible disability? What did you learn from that
experience?

2. What are the enablers and challenges that teachers face in attending
to the needs of students with invisible disabilities in Kazakhstan
schools?

a. What are some common challenges that teachers encounter when it

comes to identifying students with invisible disabilities in
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Kazakhstan schools?

Are there any cultural or societal factors in Kazakhstan that may
influence how teachers perceive and attend to the needs of students
with invisible disabilities?

How do teachers navigate the balance between individualized
support for students with invisible disabilities and the requirements

of the standardized curriculum in Kazakhstan?

3. Recommendations and suggestions

a.

Based on your expertise, what are your top recommendations for
promoting the inclusion of students with invisible disabilities in
educational settings?

How can schools and educational institutions better prepare
teachers and staff to work with students with invisible disabilities?
What training and professional development initiatives do you
recommend?

Can you provide specific suggestions for teachers and school
administrators on how to create a more inclusive classroom

environment for students with invisible disabilities?
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Pacnucanue MHTEPBLIO

HNms: XKynnys Tepreycuzosa

HccnenoBanue: OnbIT ¥ BOCIPUATHE YUUTENEH 110 BKIIOUEHUIO CTYACHTOB C

HEBUAUMBIMH MHBAJIMAHOCTAMU B IIKOJIaX ACTaHBI, Kazaxcran

IIporpamma: Maructp Hayk B 00J1aCTH PyKOBOJCTBA B MHKIIO3UBHOM 00OPa30BaHUU

[TepeuncieHHble HIXKE BOIPOCHI OYAYT CIYXHUTh OCHOBOM JJIi MOMX MHTEPBbIO. BaskHo
YUUTBIBaTh, YTO NOPSAJOK U TOUHAS (POPMYIMPOBKA ITUX BOIPOCOB MOTYT pa3inyaTbcs B pa3HbIX

HHTCPBLIO, C YUCTOM ruoKoi IpHUpOoAbl KAUECTBECHHOI'O UCCIICAOBAHUA.

1. Kak y4uTeJisi BOCIPHHUMAIOT HEBUANMbIe MHBAJIMIHOCTH?

a. MoskeTe a1 BbI OIMCATh CBOE IOHUMAHNE HEBUIUMBIX HHBAIUIHOCTEH U
KaK Bbl, KaK yUUTelb, UX BOCIpUHUMaeETe?

b. Kakue BuIbI HEBUIMMBIX HHBATUAHOCTEH, MO BallleMy MHEHUIO, HanboJee
pacrpoCTpaHEHbI CPEIU BAlIMX YYEHUKOB, U IOYEMY?

c. Tlomyuanu nu Bl hopManbHOE 0OyueHHE WK MPOPECCHOHATBHOE
pa3BUTHE, CBA3aHHOE C MOJJEPKKOMN CTYAEHTOB C HEBUIUMBIMU
uHBaNMAHOCTAMU? Ecnu fa, Kak 310 00y4yeHHe MOBIHIIO Ha Ballle
BOCIIPHUSITHE U ITPAKTUKY?

d. MoskeTe 1M NOAETUTHCS MPUMEPOM CHUTYAIMH, KOTIa BaM MPHILIOCH
a/IalITUPOBATh METOABI O0YUEHHUs MIIM OOCTAaHOBKY B KJ1acce, YTOObI
YJIOBJIETBOPUTH MOTPEOHOCTH CTYIEHTA C HEBUIUMON MHBAJIUIHOCTHIO?
YTo BBl U3BJIEKIIN U3 ITOTO ONbITA?

2. Kaxkme BO3MOKHOCTH M IPO0JIEMBI CTAJKHBAIOTCH YYUTEJsI IPH
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YOBJIETBOPEHUH NMOTPEOHOCTEH CTYIeHTOB ¢ HEBUAUMBIMU
MHBAJUIHOCTAMH B mKkoJax Ka3zaxcrana?

a. Kakue oOmye BEI30BBl BOBHHKAIOT Y YUYUTENCH B IIPOIIECCE BHISBICHUS
CTYJICHTOB C HEBHIUMBIMHA WHBJIMIHOCTSIMHU B mKojdax Kazaxcrana?

b. CymecTByroT 1 KyIbTypHBIC HIIH OOIIECCTBEHHBIE (haKTOPHI B
Kazaxcrane, KOTOpbIe MOTYT BIUATH HAa TO, KaK YIUTENS] BOCIIPUHUMAIOT U
YACIAIOT BHUMAaHHUE IMOTPEOHOCTSAM CTYACHTOB C HEBUAMMBIMH
WHBAJIMIHOCTIMU?

c. Kak yuurenst Haxonat 6anaHC MEKAY HHANBUAYAIBHON MOJAEPKKOM
CTYJEHTOB C HEBUANMBIMU UHBATHIHOCTSIMHU U TPEOOBAHUSIMHU
CTaHJapTU3UPOBAaHHOM MporpamMMbl B Kazaxcrane?

3. PexoMeHaauuu U NMpeII0KeHUsT

Ha ocHoBe Bariero omnpiTa, Kakue peKOMEHIAIMH BbI JJAETE JJIS MPOJABHIKCHUS
WHKITIO3UH CTYJIEHTOB C HEBUIUMBIMUA WHBAJIHIHOCTSIMHU B 00pa30BaTEIbHBIX
YUPEXKIEHUAX?

Kak mkossl 1 00pa3oBarenbHble YUPEKICHHSI MOTYT JIYYIE MTOATOTOBUTH YUUTEIeH
U TIepCOHAJ K paboTe cO CTyIeHTaMU C HEBUIMMbBIMU HHBaUIHOCTAMU? Kakue
porpaMMbl 00ydeHHsI U TPO(eCcCHOHATBHOTO Pa3BUTHSI BBl peKOMeHyeTe?

MO)KeTe JIN HpeI[OCTaBI/ITI) KOHerTHI)IC peKOMeHI[aHI/II/I JJIs y‘II/ITeJ'IGI\/’I 158
aJIMUHUCTPATOPOB IIKOJI 110 CO3JaHUI0 00JIee MHKIIFO3UBHONU 00pa30BaTEIbHON CPEIbI

AJI1 CTYACHTOB C HCBUIUMBIMHA I/IHBaJ'II/II[HOCTXMI/I?
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Cyxo0ar kecreci

Atbi: Kynny3 Tepreycuzosa

3eprrey: Acrtana, Kazakcran MEKTENTEpiHIE MYTEACKTIT KOPIHOCHTIH CTYIEHTTEP 1
KOoCy OOHMBIHIIIA MyFATIMACP/IIH TOXIPHUOECl MEH KaObLIAaybl
Barnapaama: MHk103uBTI O11iM Oepyaeri KemoacIbUIbIK CaJIaChIHAAFbI FHIIIBIM

MarucTpi

Temeneri cypakTap MeHiH cyxOarTapeiMa Heri3 6omaabl. byt cypakTapabiH TopTioi
MEH HaKThl TY)KbIPBIMBI Callalibl 3ePTTEY/IIH UKEMJI1 CUTIAThIH €CKEPEe OTBIPHII, dPTYPIIi

cyxOatTapaa spTypiii 607Iybl MyMKiH €KE€HIH €CKepYy MaHbI3/IbI.

1) Myrajimaep KopiHOeiTiH MyreaeKTiKTi Kajail KadbLagaiapI?

a) Ci3 KkepiHOEHTIH MYT€JEKTIK TYpasbl TYCIHITIHI3 i )KOHE MYFaJliM PETiHE OJIap bl
KaJlail KaObUI Al TBIHBIHBI3ABI CUIIATTAl ajtackl3 0a?

b) Ciznin OKylIbUIAPBIHBI3 apaChIHIa KOPIHOCHTIH MYTeIeKTIKTIH KaHIail TypJiepi
KU1 Ke3ecel e oinaiichI3 skoHe Here?

c) Ci3 MyreaekTiri KopiHOCHTIH CTYACHTTEep Il KoaayFa OaillaHbICThI peCMH O1TiM
aNJbIHBI3 0a HEeMece KaciOu AaMbLIbIHbI3 0a? Omaii 6omca, OYI1 OKBITY Ci3/1H
KaOBbUIAaYBIHBI3 OCH TOXKiprOeHi3re Kajail acep eTTi?

d) KepiuOeiiTin MyreeKkTiri 0ap cTyACHTTIH KaXKETTUTIKTEPiH KaHAFaTTaHbIPy
YILIiH OKY 9[ICTepiH HEMECe ChIHBIN OpTachlH OeifiMieyre Typa KelreH

JKaFJaiabpIH MbIcaibiMeH Oemmice anacei3 6a? Ciz Oy ToxkipubeneH He OiniHi3?
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2) Ka3zakcran MeKkTenTepiHjae KOPiHOHTiH MyreaeKTiri 6ap cryaeHTTepain
KAKETTUIIKTEPiH KaHAFATTAHABIPY Ke3iHe MyFaJjiMaep KaHaail MyMKIiHAIKTep
MeH npodJieMajiapra tan 00Jaabi?

a) Kazakcran mekTentepinae KOpiHOEHTIH MyreIeKTiri 6ap CTYAEHTTEPAl aHbIKTAY
IpoLeciHae MyFamiMep/e KaHaai Kallllbl ChIH-KaTepiep TybIHAal 61?7

b) Kasakcranmga myramiMaepaiH KOpiHOCHTIH MyreIeKTiri 6ap CTyAeHTTEpAiH
KOKETTUTIKTEPIH KaObIIAaybIHA J)KOHE OJlapFa Hazap ay/lapyblHa ocep €TEeTiH
MOJICHU HeMece KoraMbIK (akTopiap O6ap ma?

C) MyrajgiMaep MyreleKTiri KopiHOEHTIH CTyICHTTEeP i )KEKe KOoJIIay MeH
Kazakcranna cranmaprranran OargapiaMaHblH TalanTapbl apachbiHAAFbl TEIe-
TEHOIKTI Kayiai tTadaapl?

3) YchIHBICTAp MEH YCHIHBICTAP
a) ci3miH ToKipuOeHi3re cyiieHe OThIPBII, OiTiM Oepy MeKeMeNepiHae KopiHOeHTiH

MYTEAEKTIri 0ap CTyIeHTTEP Il KOCY/bI TepiIeTy YIIiH KaHaai YChIHbICTAp
Oepeciz?

b) mextentep MeH Oinim Oepy MekeMenepi MyreJeKTiri KopiHOCHTIH CTyIeHTTepMEH
YKYMBIC icTeyre MyFaiMaep MeH KbI3METKepIep/Ii Kaail >kakchl naibIHIai
anmaner? Ci3 KaHJall OKBITY KOHE KociOu Aamy OaraapiamanapblH YChIHACHIZ?

C) MYTeIeKTiri KOpiHOCHUTIH CTYACHTTEP YIIiH HEFYPJIBIM HHKJIFO3UBTI OLTiM Oepy
OpPTAaChIH KYpYy YIIIH MYFaTiMIEp MEH MEKTEI oKIMIIJIEpiHe HAKThl YCHIHBICTAp

Oepe anacei3 6a?
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Participant 3

First Cycle Coding

How long is your work
experience?

-25 years

Can you describe your
understanding of invisible
disabilities and how you perceive
them as a teacher?

- This is a disability that does not
catch the eye. I think if the
disability is not strong and the child
is capable, then he can study in the
general class. But if the invisible
disability is severe, then [ am
against the child studying in a
general class. In this case, he needs
to study in a specialized class. In
that case, I am against it.

I have had children with mild
disabilities in my experience.

How do teachers navigate the
balance between individualized

support for students with invisible

Expirience 25

Recognition of the
Complexity of Invisible

Disabilities

Experience

Second Cycle Coding

Conceptualisation
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disabilities and the requirements
of the standardized curriculum in
Kazakhstan?

- Such children have their own
program, which is more simplified.
For example, if we go through a
certain topic, they draw pictures on
that topic. We give grades that are
good for their motivation so that
they feel that they are participating
in the lesson. The grades are
simplified for their level.

Are there any cultural or societal
Jactors in Kazakhstan that may
influence how teachers perceive
and attend to the needs of students
with invisible disabilities?

- Of course, it all depends on
society. Some schools accept these
children on an equal basis; some do
not. However, if children have mild
forms of disabilities I believe that
they should study in the same class,
but if children have severe forms,

then they should not be in a regular
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school.

Previously, children with
disabilities were educated in
specialized schools; that is,
separately, I think it was right. It is
tough to teach children with
disabilities. Therefore, what
happened before was correct.

Have you received any formal
training or professional
development related to supporting
students with invisible disabilities?
If so, how has this training shaped
your perception and practices?

- [ did not receive special education
in teaching children with invisible
disabilities. However, at seminars,
we were given some information
about children with disabilities,
how to teach them, and what types
of mild disabilities exist.

Based on your expertise, what are
your top recommendations for
promoting the inclusion of

students with invisible disabilities
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in educational settings?

- This is a moral burden, so
teachers must be morally and
positively attuned to teaching
children with invisible disabilities.
Moral support needs to be obtained
from school administration and the
creation of learning conditions.
Also, when teaching children with
invisible disabilities, teachers
should be financially rewarded
because it is energy-consuming and
requires much effort in order to
teach a child with an invisible
disability. It is difficult with
ordinary children, but here, it is
also necessary to take into account
the characteristics of a child with

an invisible disability.

Challenges in
Classroom

Management

Challenges in teaching




