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Abstract

The Experiences of Recently Graduate Teachers in Inclusive Education Course

at one Kazakhstani University

Inclusive education is widely recognized as a global priority in achieving equal access to
quality learning opportunities. As Kazakhstan continues to enhance its inclusive education
policies, the need for well-prepared teachers, the primary agents of policy implementation,
becomes increasingly important. In this regard, university-level courses in pedagogy and
inclusive education are essential in equipping future educators with the competencies needed
to support students with diverse learning needs. However, in Kazakhstan, there is limited
research on how such courses are experienced by graduates and how effectively they prepare
teachers for inclusive classrooms. This lack of research limits our understanding of how these

programs can best contribute to the success of inclusive education initiatives in Kazakhstan.

This study explores the experiences of teachers who completed an inclusive education course
at a prominent university in Kazakhstan. Employing a qualitative phenomenological
approach grounded in Vygotsky’s theory of social constructivism, the research involved in-
depth semi-structured interviews with nine teachers currently working in mainstream schools.
Several important discoveries were made. First, participants’ conceptual understanding of
inclusive education shifted from a narrow focus on disability to a broader recognition of
learner diversity. Second, while the university course offered a solid theoretical base, teachers
identified major shortcomings in practical training, coherence of course content, and
accessibility in terms of language. Third, they encountered substantial barriers to applying
inclusive practices in real classrooms, such as overcrowded classes, insufficient resources,

and a lack of professional development. Despite these challenges, the participants



demonstrated initiative by developing their own strategies and suggesting reforms in
curriculum design, teacher training frameworks, policy development, and public awareness.
The study emphasizes the need for more practical, coherent, and contextually relevant teacher
preparation in inclusive education. Its findings contribute to evidence-based improvements in
teacher education and offer valuable insights for shaping national education policy.
Enhancing inclusive education at the university level has the potential to empower future
teachers and promote greater educational equity throughout Kazakhstan.

Keywords: Kazakhstan, inclusive education course, recently graduated teachers, social

constructivism, teacher experiences
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AHaaTna
WNukio3uBTi Oi1iM O6epy — OLTIM amymIbIHBIH KaOUIeTTEepiHe, dJICYMETTIK KaFJaibIHa,
MYMKIHJIIKTEpiHE KapaMacTaHcanaibl OUTiM alTyblH KAMTaMachl3 eTeTiH jkahaHpIk Oactama.
Kazakcran keHecTik OUTiM JKYHEeCIHEHITOCTHH TYCTPUAIIBIK KOFaMFa OeiiMIernin kaTkaH
TYCTa, HHKIIFO3UBTI CasiCATTHIH COTTI JKY3€Te acybl MYFaIlIMIEPIIHKICION JalbIH IBIFbIHA
Tikeneil OainanbIcThl. OCBI TYpPFBIIA, )KOFAPhl OKY OPbIHIaPbIHIAFbI
MearoruKabIkMaMaHAbIKTap/ia OKBITHIIATHIH MHKITIO3UBTI OUTIM Oepy KypcTapbl OoJiaiak
MyFaTIMIIEPAl OPTYPIIl KOKETTUTIKTEp1 0apOKYIIbUIAP bl OKBITYFA JabIHAAYIBIH MAHBI3IbI
KypaliblHa aiiHaysl TUic. Anaiina, Kasakcranaa 6y KypcTapAbIHTHIMIUIINT MEH
TOXKIPUOEIIK KOJTaHOAIBIFEI )KOHIHE 3epTTEYIIep KETKUTIKCI3. AJl, MyHal 3epTTeyIepaiH
a3NbIFBl OyTOar napimamanapasiH KazakcTanaarsl HHKITIO3UBTI OUTiM Oepy OacTaManapbIHBIH
TaOBICTHI 0OJTYBIHA KaJIal JKaKChI BIKIMAJIETETIHI Typajibl TYCIHITIMI3a1 mekteiai. Cou
cebernTi, OyJ1 OarmapiaamManapIbiH 9CEPiH KaKChIpaK TYCIHY KOHE OJIapIbIHCTYJAECHTTEP MEH
OKBITYIIBUIAPABIH KQXKETTUTIKTEPIH THIM/I1 KaHAFATTaHIBIPYbIH KAMTAaMachl3 €Ty YIIiH
KoOIpeK3epTTeyIep KYPrizyiMi3 MaHbI3/IbI.
byn 3eprrey KazakcTanaarsl anabIHFbI KaTapiibl YHUBEPCUTETTEPIIH O1piH/Ie MHKIIO3UBTI
Oi1iM Oepy KypcChIHAsSKTaIl, Ka3ipri TaHaa MyFariM OOJIBIIT )KYMBIC KaCalThIH jKac
MaMaHJap/bIH TOKIPUOECIH 3epTTeyre OarbITTalIFaH. 3epTTey canaiblK (PeHOMEHOIOTUSIIBIK
tocinre xone JI.C. BRIroTCKHiiiH oJIeyMeTTIK KOHCTPYKTHUBU3M TEOPHUSChIHAHET13/eIIe
OTBIPBII, TEPEH 3ePTTENIL. 3epTTEeyre MEKTENTEPIe )KYMBIC ICTEUTIH 9 MyFaIiM KaThICTHI.
JlepekTtep >kapThIIaKyphUIBIMIAIFaH TEPEH CYX0aTTap apKbUIbI JKUHAJIBIT, KOJIMEH KOATAY
ONiCIMEH OHJIeN/I.
HoTukecinae TepT Heri3ri TaKbIpbIN aHBIKTAJIbI. BipiHIIiIeH, KaThICYIIbIIapbIH
MHKJTIO3USABTI OUTiM OepyTypasibl TYCIHIT] alFalllblHIa MYTeIeKTUTIKIIEH FaHa IIEKTelICe,

YaKbIT ©T€, OKYIIBUIAP/IbIH KONTYPIUTIriHEe OaFbITTAIFaH KaH-KaKThl TYCIHIKKE aybICKaHBI
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Oaiikanapl. ExiHIIieH, Kypc TeopusIIbIK 60a3a OepreHiMeH, TPaKTHKAIBIK TOKIPUOCHIH,
Ma3MYHHBIH Oipi3UIIriHIH %KoHE TUIAIK KOJDKETIMAUTIKTIH JKETKUTIKCI3 O0sFaHbl OaliKa bl
Y IIHIIIICH, MYFATIMACPCHIHBITITAFbl HHKJTFO3USHBI KY3€Te aChIpy/ia YaKbIT TAlIIbUIBIFEI,
pecypCcTapIbIH KeTiceyi )KoHe KoJIan KOMEKTeCeTIHMaMaHIap IbiH 00JIMaybl CHUSKTBI
KHUBIHABIKTApFa Tan 0osraH. TepTiHIIIIeH, MyFaTiMIIep JepOec cTpaTerusiap xacarl,
KYHENIK JICHrel/Ie e3repicTep KaKeT eKeHIH YChIH/IBI.
3epTTey HOTHKENEep1 MHKIIIO3UBTI MeIarorTep/ii Aaspiiayabl )KETUIIIPyTe *KaHe OutiM O6epy
casicaThIH JIaMBITYFa0arbITTaIFaH HAKThI YCHIHBICTAp Oepe/l.

Kinm ce3oep: KazakcraH, HHKIIIO3UBTI OUTIM O€py KypCHI, Kac MaMaHIap, dJIEyMETTIK

KOHCTPYKTHUBHU3M, MYFaJliM TaxKipubeci
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AHHOTAUA
Wuxnro3uBHOE 00pa3oBaHue — 3TO II00aabHast HHUIMATHBA, HAIIPAaBJICHHAs HA
o0ecrieyeHrne paBHOTO JOCTYIA K KAYECTBEHHOMY OOYYEHHUIO JJISl BCEX YJaITUXCs
HE3aBHCHMO OT UX CIIOCOOHOCTEHN, COLMAIBHOTO TIOJIOXKEHUS WIIM MHAUBUIYaIbHBIX
ocoberHOCTeH. B ycrmoBusx mepexoaa Kazaxcrana oT COBETCKOM CHCTEMBI 00pa30BaHUS K
MOCTHHIyCTPHAIbHOMY OOIIECTBY yCIIELIHAS pealn3alusi HMHKIIO3UBHON OJUTHKU
HaIpsIMYIO 3aBUCUT OT YPOBHS ITPO(PEeCCHOHATLHOM MOATOTOBKY TeAaroros. B aToi cBs3u
KYpChI 10 UHKJIIO3UBHOMY 00pa30BaHMIO, IIPENOJaBaeMble Ha MEeJarorH4ecKux
CHEIHAIbHOCTSIX B YHUBEPCUTETAX, TOJDKHBI UTPATh KIIOYEBYIO POJIb B MOATOTOBKE OYAYIINX
yuuTenen K paboTe ¢ yJaluuMucs, IMEIOIIUMHU pa3InyHble 00pa3oBaTeNbHbIE MOTPEOHOCTH.
Opnako B Kazaxcrane no-npexxHeMy HEJJOCTaTOUYHO MCCIIEI0BAHUH, MOCBAIIEHHBIX OLIEHKE
3¢ GEeKTUBHOCTH U MPAKTUYECKON MPUMEHUMOCTH 3TUX KypcoB. OTCYyTCTBHE TaKUX
HCCIIEIOBAaHUI OrpaHUYMBAET Hallle TOHUMaHHUE TOTO, HACKOJIBKO 3TH MPOTrpamMMbl
CHOCOOCTBYIOT YCIIETHOMY BHEAPEHUIO UHKIIIO3UU B cTpaHe. CreaoBarenbHO, HEOOX0AUMO
MIPOBOJUTH OOJIBIIIE HCCIEI0BAHUM, UTOOBI ITy0Xe MOHSTH BIUSHUE 3TUX KYPCOB U
o0ecnevynTh UX COOTBETCTBHE MOTPEOHOCTSM CTYACHTOB U MPEIoaBaTeseii.
JlaHHO€ UCClleZIOBaHUE HAIIPABJICHO HA U3YUEHUE OIBITa MOJIOBIX CIIEUATNCTOB,
3aBEPUIMBIINX KypC MO MHKIIO3UBHOMY 00pa30BaHUIO B OJHOM U3 BEIYIINX YHUBEPCUTETOB
Kazaxcrana u B HacTosiiee Bpems pabdoraronux yuutensmu. McciaenoBanue 6asupyercs Ha
KauyeCTBEHHOM (PEHOMEHOJIOTUYECKOM IMOAX0JIE M TEOPUH COIIMAFHOTO KOHCTPYKTUBHU3MA
JI.C. Breirorckoro. B uccnenoBanum npuHsiau yyactue 9 yunresneid, paboTaroMX B IIKOJIaX.
JlaHHbIEe OBUIM COOPaHBI METOAOM MOJIYCTPYKTYPHUPOBAHHBIX INTyOMHHBIX HHTEPBBIO U
IIPOAHAJIM3UPOBAHBI C UCIIOJIB30BAaHUEM PYUYHOTO KOJAUPOBAHHUS.
B xoze ananu3a ObUTH BBIJENICHBI YETHIPE KIIOYEBbIC TEMBl. YUaCTHUKU CHavyasa

ACCOMHUPOBAIN MHKIIFO3UBHOC O6paSOBaHI/Ie HUCKIIIOYHUTECIBbHO C HHBAJIMAHOCTBIO, OAHAKO CO
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BPEMEHEM X MOHMMAaHUE PaCIIPUIIOCh. Takxke ObUTH OTMEUEHBI MPOOIJIEMBI C IPAKTHYECKOM
YacThIO Kypca, HECOTJIACOBAHHOCTRIO COJICPIKAHNUS U SI3BIKOBBIMU OapbepaMu. YUYaCTHUKU
COOOUIMIIN O HEXBAaTKE BPEMEHH, PECYPCOB U MOAJICPKKH, HO IIPH ITOM CAMOCTOSITEIIHHO
pa3pabaTbIBaJii CTPATETHH U TpEJIaraid CUCTEMHbIC H3MEHEHUSI.
Pe3ynbTathl cosiepkaT KOHKPETHBIE PEKOMEHAALIUHU TI0 COBEPIIEHCTBOBAHUIO TOATOTOBKHU
MHKJIIO3UBHBIX T€1aroros u oOpa3oBaTesbHOM nonmutruku B Kazaxcrane.

Knrouesvie cnosa: Kazaxcran, Kypc MHKIIFO3UBHOTO 00pa30BaHUsI, MOJIOIbIE

CIICHUAJINCTHI, COHI/IaJII)HI)IfI KOHCTPYKTHUBU3M, HG)I&FOFI/I‘-IGCKI/II\/’I OIIBIT
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Chapter 1: Introduction
1.1 Introduction and Background of the Study

This chapter introduces the contextual background for the thesis, clearly articulating
the problem statement and the study's purpose. It sets out the research questions and
highlights the significance and contributions of the study. Finally, the chapter will conclude
with an outline of the entire thesis.

A quality education is, among other thing, inclusive and ensures the right to
education for all students. The values associated with inclusion are linked to interactionist
ideology and focus on fellowship, participation, democratization, benefit, equal access,
quality, equity, and justice (Haug, 2016). The movement toward inclusive education is
expanding globally, and Kazakhstan is following suit. According to Haug (2016), it is
critical to prioritize inclusion in education, which entails guaranteeing that every student
has equal access to it. The Salamanca Declaration of 1994 was a significant milestone for
the global agenda of inclusive education (UNESCO, 2018). This declaration emerged at
the World Conference on Special Education in Salamanca, Spain, where 92 governments
and 25 international organizations agreed to support education systems worldwide. These
governments and organizations emphasized that schools should welcome all children,
regardless of their physical, intellectual, social, emotional, linguistic, or other conditions.
Since then, many European countries have recognized that inclusive education is crucial to
ensure equal educational rights for all individuals with different special educational needs
(Haug, 2016). In 1995, Kazakhstan took its first step towards inclusive education by
adopting a new constitution. Article 14(2) of this constitution refers to the principle of non-
discrimination and universal access to quality education for everyone. Subsequently, the
ratification of the Salamanca Statement (UNESCO, 1994) demonstrates the country's

efforts to gradually develop inclusive education policies. Additionally, after ratifying the



Convention on the Rights of Persons with Disabilities (CRPD) in 2015, Kazakhstan
willingly assumed the responsibility of ensuring equity in educational access and
participation for all learners, including children with disabilities, in mainstream education
(Rollan & Somerton, 2019).
1.2 Statement of the Problem

The current debate in Kazakhstan has shifted from merely defining inclusion and
its necessity to addressing the critical question of how to achieve it. In this context, Haug
(2016) identified a universal challenge, which is the effective implementation of inclusive
education practices, a gap that is particularly evident in Kazakhstan. Despite some
progress toward inclusive education, the concept is still not well understood by
stakeholders in Kazakhstani schools. For example, the understanding of inclusive
education continues to be associated with students with special needs and does not
necessarily cater to different forms of diversity (Makoelle, 2020). As Agavelyan et al.
(2020) stated, teacher training is important for the effective implementation of inclusive
policies because teachers are the key stakeholders in this process. However, more than
70% of teachers surveyed in Kazakhstani schools reported insufficient training to support
inclusive education, showing that the country is struggling to make significant progress in
this area (Agavelyan et al., 2020). A UNESCO report (2020) stated that Kazakhstan
introduced the mandatory academic discipline of inclusive education for the 2015/16
academic year across all pedagogical faculties at universities in Kazakhstan. This initiative
aims to equip pre-service teachers with the skills and knowledge necessary to effectively
support inclusive education practices. While this suggests that training programs for pre-
service teachers are in place, questions remain regarding their effectiveness and quality.
For example, Makoelle and Burmistrova (2020) argue that Kazakhstani pedagogical

universities lack a cohesive strategy for preparing pre-service teachers for inclusion.



Research by Sloeas (2016) in Canada explored new teachers' perceptions of inclusive
practices gained through their teacher education programs and their intention to apply
these practices in their classrooms. The findings indicate that teacher education programs
were not fully effective in producing confident inclusive practitioners, and new teachers
identified areas where improvements could enhance their preparation for inclusive

practice.

In Kazakhstan, there is a lack of similar research exploring graduate teachers'
experiences in their inclusive education courses, which is crucial for assessing the
effectiveness of these courses and identifying areas for improvement. Despite the existing
initiatives and courses aimed at preparing teachers for inclusive education in Kazakhstan,
there is a significant gap in understanding how well these courses equip teachers for
inclusive education in practice. Therefore, this study aims to investigate the experiences of
Inclusive Education program graduates to identify and address gaps between theory and

practice.

1.3 Purpose of the Study The purpose of this research is to explore the teaching
experiences of recently graduated teachers who have taken up the course of Inclusive
Education at one university in Kazakhstan. "Recently graduated teachers" for this study are
defined as those who graduated with their bachelor degrees in Inclusive Education
between one and three years prior and are now working as teachers. This ensured that the
participants possessed both pedagogic preparation and initial teaching experience with
inclusive methodologies considered. The study is not only concerned with the pedagogic
background of these teachers but also their practical implementation of the theory they
learned during their inclusive teacher training. The aim is to learn how prepared these
graduates are to establish and sustain inclusive learning environments within their areas of

practice. By analyzing their preparedness and challenges they face, the study hopes to give



evidence-based recommendations for enhancing teacher training. Overall, this study seeks
to maximize teacher preparedness, inform policy, and assist the effective implementation
of inclusive education within Kazakhstan and work towards the effective attainment of

SDG 4.

1.4 Research Questions

To gain a comprehensive understanding of how the Inclusive Education course
impacts teacher preparedness in Kazakhstan, this study aims to explore a set of key
questions. These questions focus on the experiences of graduates in Inclusive Education
course, the challenges they face, and how they apply their training in real-world scenarios.

In particular, this research seeks to examine the following research questions:

1. What do recently graduated teachers understand about inclusive education as a

concept?

2. What do recently graduated teachers think about their Inclusive Education course?

3. How do recently graduated teachers apply the knowledge and skills acquired from
the Inclusive Education course in their professional practice, what challenges do they

face, and how do they navigate them?

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

1.5 Significance and Contribution of the Study
This research is significant for several reasons. First, it addresses the critical gap in
research regarding the effectiveness of teacher education programs for inclusive education

in Kazakhstan. By examining the academic experiences and challenges faced by graduates



of the Inclusive Education course, this research provides valuable insights into the
strengths and weaknesses of current teacher training practices in inclusive education.
These recently graduated teachers represent the future of education. They might
have learned from older generation of teachers, integrating both traditional and modern
teaching methods, and they will pass on this knowledge to the next generation using
innovative approaches. As these new teachers replace older ones over time, their evolving
methods will significantly influence the overall direction of teaching practices (Soleas,
2015). Therefore, understanding the beliefs and ideas these new teachers bring into the
profession is crucial. It not only gives us insights into the current state of teaching but also
helps us anticipate future trends in education. Secondly, the findings of this study will
contribute to the existing body of knowledge on inclusive education by highlighting
specific areas where teacher training programs can be improved. This will help teacher
training institutions develop more effective curricula and training methodologies that
better prepare teachers for the realities of inclusive classrooms. Additionally, the study's
outcomes will inform policymakers about the necessary changes and support needed at the
national level to foster inclusive education. Moreover, this study has the potential to

benefit future research by identifying key areas for further investigation.

1.6 Outline of the Thesis

This thesis consists of six chapters. The first chapter provides an introduction to the
study, detailing the background information, the problem statement, and the research
purpose, which focuses on exploring the experiences of graduate teachers who have
completed an inclusive education course from one Kazakhstani university. It also outlines
the research questions and the significance of the study. The second chapter reviews the
key literature relevant to this study, presenting the main concepts and theoretical

framework. The third chapter describes the methodology, elaborating on the research



design and the research site, and discussing the data collection and analysis procedures as
well as the ethical considerations. The fourth chapter presents the data collected through
interviews with the teachers. The fifth chapter discusses these findings. Finally, the sixth
chapter concludes the thesis by discussing the implications of the findings for policy,

practice, and research.

1.7 Conclusion

This introductory section provides a summary of the study's context and the
research problem. By clearly defining the research objectives, research questions, and the
significance of the study, this section emphasizes the need to explore the perspectives,
attitudes, and experiences of recently graduated teachers in the Inclusive Education
program at a university in Kazakhstan.

The following section will investigate a comprehensive review of the literature,
focusing on the key themes of this study: the knowledge and attitudes of graduate teachers
towards Inclusive Education and their experiences within the Inclusive Education program.
The theoretical framework employed in this study to structure and comprehend the
intricacies of graduate teachers' experiences in the program will be presented and

discussed.



Chapter 2: Literature Review
2.1 Introduction

Inclusive education is an international priority that strives to provide equal learning
opportunities for all learners, no matter what their background or ability might be
(UNESCO, 2020). This analysis looks at empirical and theoretical studies of teachers'

experiences of inclusive education within a Kazakh university classroom.

The research is structured around three broad themes: (1) teachers' attitudes toward
inclusive education, (2) their readiness to introduce inclusive practice, and (3) the methods
they adopt to advance inclusivity. These themes are viewed from Lev Vygotsky's social
constructivist theory perspective, where social interaction, cultural considerations, and
collective learning are highlighted as integral parts of constructing knowledge and

attitudes.

The literature was reviewed using studies on inclusive education that included
teachers' experiences of graduate-level study and their perceptions of inclusive education.
The sources were searched within Google Scholar, ERIC and the Nazarbayev University
library. The studies reviewed were all published in Russian, Kazakh or English. Thematic
analysis for identifying areas and trends for future development was employed. The review
highlights teacher training, resources and policy support for effective implementation of

inclusive education.

2.2 Teachers’ Attitudes Toward Inclusive Education

Teachers are essential, both in the classroom and in the effective implementation of
inclusive initiatives (Miesera & Gebhardt, 2018). Studies reveal that self-efficacy, access
to support networks, and specialized training are frequently associated with good attitudes
toward inclusion (Ahmmed et al., 2012). For example, research from Canada (Sokal &

Sharma, 2013) and Finland (Saloviita, 2019) shows that teachers who are more confident



in themselves and have a greater understanding of inclusive policies are more likely to
have positive attitudes. Attitudes, however, differ according to variables such as the type
and degree of disability, worries about workload, and the availability of resources
(Mashiya, 2014; Taver & Lim, 2014).
2.2.1 Global Perspectives on Teachers’ Attitudes

Worldwide, teachers' attitudes towards inclusive schooling are a result of a synergy
between personal, professional, and contextual factors. For instance, Avramidis and
Norwich (2002), conducted a study among teachers in the UK and reported that teachers'
attitudes were shaped by their previous experience of teaching students with disability,
availability of resources, and the extent of administrative support. Likewise, de Boer et al.
(2011), using a meta-analysis, reviewed studies carried out in Europe, North America, and
Australia and reported that teachers' attitudes were more favorable where inclusive
schooling policy and practice were more well-established. Likewise, a study by Sokala and
Sharma (2013) among teachers in Canada reveals that specialist training gives teachers
more confidence about inclusive schooling and thereby less worry regarding workload and
availability of resources. Teachers who have greater capacity for self-efficacy and greater
knowledge regarding inclusive schooling policy are more likely to express a more
favorable attitude. Also, according to this study, both gender and age also make their
impact: younger teachers are more likely to have an optimistic attitude towards inclusion.
A study by Saloviita (2019) among 1,456 teachers from primary schools in Finland
indicates that confidence for one's professional competence and access to outside support
are strongly related to a positive attitude towards inclusion. Once more, in Japan, a study
among 359 teachers by Yada (2017) indicates that high self-efficacy predicts a positive
attitude towards inclusive schooling. San-Martin et al. (2021), working among teachers

from Chile, reported that a high need for training and support for adjusting teaching



methods is linked to a high attitude of caution regarding careful implementation of
inclusive measures.

On the other hand, other research identified negative perceptions of inclusive
education. Research by Taver and Lim (2014), which involved 1,538 teachers, identified
negative perceptions towards people who are disabled and ambivalence to inclusive
education. These teachers were more likely to include children who have communication
or social challenges in inclusive classes, yet were less likely to include those who have
physical, sensory, or learning challenges. Research within developing nations tends to
emphasize the absence of resources, inadequate training, and stigmatization of disability.
For example, a study by Engelbrecht et al. (2006), within South Africa, identified
inadequate training and inadequate resources as significant hindrances to inclusive
education. Research in Botswana by Mukhopadhyay et al. (2019) also identified that the
majority of teachers did not receive adequate training and resources, which contributed to
their resistance to inclusion.

Positive and negative attitudes toward inclusive education have been shown to exist
in various studies. Butakor et al. (2023), in their research, illustrate how beliefs that are
both positive and negative shape the attitudes of teachers toward inclusion. Positive beliefs
are grounded on the potential benefits that inclusion can bring, while negative beliefs come
directly from the feasibility and challenges of executing inclusion.

Saloviita (2019) states that teachers' professional confidence, support they receive,
and workload concerns are related to their positive or negative attitudes toward inclusion.
The teachers are behind the inclusion of students with mild disabilities within mainstream
schools, but they express worries regarding workload or limited resources.

In general, the literature discussed above captures a multidimensional snapshot of

teachers' attitudes toward inclusive education. There is a relationship between specialist
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training, teacher confidence, and provision of external support, i.e., in-service training.
Teachers who are confident are more positively disposed toward inclusion. There exist,
however, differential attitudes based on the type and severity of impairments and available
resources. There are also negative attitudes due to workload, training concerns, and limited
resources concerns. Thus, better support systems and better provision of training are
crucial. Mixed attitudes may be viewed both ideologically and practically: on one hand,
inclusion is obviously the preferred option, yet on the other hand, those who are supposed
to implement it are questioning its feasibility.
2.2.2 Perspectives on Teachers’ Attitudes in Central Asia and Kazakhstan

The research on the attitudes of teachers in Central Asia, and more specifically in
Kazakhstan, towards inclusive education has identified a range of repeated themes.
Teachers' attitudes are shaped by both policy developments (such as the ratification of the
Convention on the Rights of Persons with Disabilities) and by access to training and
resources as well as cultural understandings of disability and inclusion. A repeated theme
in these studies is teacher ambivalence or uncertainty, which is often caused by a lack of
training, insufficient methodological support, and concerns about classroom social
dynamics. Additionally, there are differences in teacher attitudes between rural and urban
schools that are influenced by local factors such as community cohesiveness and
availability of resources. Overall, the research emphasizes the importance of teacher
preparation, system-level support, and ongoing training in order to promote inclusive
practices.

In the Central Asian context, Prisiazhniuk et al. (2024) conducted a study on
teachers' attitudes toward inclusive education in Kazakhstan, Kyrgyzstan, Tajikistan, and
Uzbekistan. They investigated the perspectives of 869 teachers. The results shows that the

relationship between the ratification of the Convention on the Rights of Persons with
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Disabilities (CRPD) and teachers' attitudes in these countries is not an easy one to draw. In
the case of Tajikistan, inclusive education views were varied. Uzbekistan, having ratified
the Convention in 2021 but with less developed systems for inclusive education, displays
more ambivalent and negative attitudes. Kyrgyzstan, which ratified the Convention in
2019, resulted in somewhat more positive teacher attitudes, though teachers still felt
underprepared, with a greater need for additional resources. Positive and negative attitudes
ensued from teachers in Kazakhstan, where the Convention was ratified in 2015, based on
their experiences with regard to dealing with inclusive education in everyday practice.
This regional context thus suggests that further research needs to be conducted into
how mixed attitudes and the need for more resources and training affect the experiences of
graduate teachers in Kazakhstan. Investigating such factors allows the researchers to gain
insight into how educators could be better prepared and supported for inclusive education.
In the Kazakh context, the concept of inclusive education is primarily associated
with students who have specific educational needs. To illustrate, Zholtayeva et al. (2013)
describe inclusive education as an approach where all students with special needs are
integrated into regular classrooms, teaching approaches are varied, resources are adapted,
and educators are empowered to make informed decisions based on their expertise.
Numerous studies suggest that teachers in Kazakhstan often demonstrate
ambivalence or uncertainty when it comes to inclusive education. For example, a survey
conducted by Sagandykova (2020) among 234 teachers in northern Kazakhstan found that
a significant number of general education teachers were hesitant or unsure about working
with students with special educational needs. Their responses indicated a lack of
knowledge or familiarity with the subject rather than a clear endorsement or rejection. This
may be due to the relatively recent implementation of inclusive policies and the limited

training available to educators at the time.
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While Agavelyan et al. (2020) found that teachers’ attitudes ranged from cautiously
positive to uncertain, Yussupova and Issabayev (2022) noted that some teachers expressed
hesitant or reserved attitudes, occasionally leaning toward the negative. The primary
concerns highlighted were both methodological (e.g., lack of training or suitable teaching
strategies) and social (e.g., fear of peer rejection or stigma). Interestingly, Agavelyan et al.
(2020) also noted that rural teachers tended to be more open to inclusive practices than
their urban counterparts, possibly due to the close-knit nature of rural communities.

Literature in this theme proves that factors such as training, self-efficacy, resource
availability, and demographic ones play important and strong roles in influencing the
attitudes of teachers toward inclusive education. This becomes very crucial for bringing
about successful implementation because positive attitudes can allow for a very supportive
learning environment for all the students. With a clear understanding of specific needs and
attitudes, the policymakers will be in a better position to offer more support for the
implementation of inclusive education in order to provide equal opportunities for all

students in Kazakhstan.

2.3 Teachers’ Preparedness Toward Inclusive Education

This section draws on both international and Kazakhstani literature to investigate
how prepared teachers are to implement inclusive education. Much research globally focuses
on systemic obstacles, such as inadequate training, negative attitudes among educators, and
shortcomings in curriculum development, these same concerns also arise within the
Kazakhstani context. By exploring both types of literature, this section aims to create a
comprehensive understanding of the most significant factors that influence teacher

readiness.
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According to many scholars, one of the important conditions with respect to the
successful implementation of inclusive education is the intensive training of qualified
teachers who will create an inclusive atmosphere in the classroom. However, research
shows that in-service teachers are often underprepared to implement inclusive education
effectively in practice (Florian, 2012; Forlin & Chambers, 2011; Savolainen et al., 2012;
Symeonidou & Phtiaka, 2009). This synthesis integrates the findings from such studies to
make a complete analysis of the factors behind this unpreparedness.

2.3.1 Inadequate Training and Knowledge

It has been repeatedly shown in research that in-service teachers lack enough
inclusive education training. Forlin (2010) further insisted that the dominant approach with
teacher education programs treated inclusive education as an add-on, with the result that
coverage was inconsistent and training inadequate. Mukhopadhyay et al. (2019)
established that special education student-teachers in Botswana had little to no knowledge
of various disabilities and specific needs of students, which is a pointer to inadequacies in
the existing programs.

In South Africa, Hay et al. (2001) found that many teachers either had not heard of
or could not describe essential key inclusive education concepts. Only a small percentage
of respondents had meaningful training in teaching or working with learners having special
educational needs (Hay et al., 2001). Further, this knowledge gap exists in Ukraine
because significant portions of teachers do not understand the terms "inclusive education”

or "inclusive competence™ (Myronova et al., 2021).
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2.3.2 Negative Attitudes and Belief Systems

Educators' preparedness to implement inclusive education is significantly
influenced by their perceptions and beliefs regarding inclusive practices. Research has
shown that teachers who hold negative attitudes towards inclusive education are less likely
to feel adequately prepared to implement inclusive approaches (Chhabra et al., 2010).

For instance, a study conducted in Botswana found that most teachers expressed
dissatisfaction with inclusive practices and struggled with accommodating children with
disabilities in the classroom (Mukhopadhyay et al., 2019). Similar challenges have also
been reported in Kazakhstan, where several teachers have expressed negative attitudes
towards inclusivity due to concerns about workload and resource constraints
(Sagandykova, 2020). These findings suggest that interventions targeting teachers'
attitudes and actual competence are essential to support educators' preparedness for

inclusive education.

2.3.3. Need for Comprehensive Curriculum Reform

Many studies are there to support the case that teacher-training curriculum reforms
at all levels are a necessity for proper support of teachers in inclusive classrooms. Forlin
(2010) suggests that inclusive practice needs to be the foundation of such programs and
not an add-on. Mironova et al. (2021) also highlight that inclusion needs to become a
fundamental component of teacher training in Ukraine. Positive attitudes towards inclusion
at university levels do exist, but lower levels are confronted with severe issues that need

specific measures and training.
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The complex problem of teachers' preparedness for inclusive education is amplified
by inadequate opportunities for training, inappropriate attitudes, limited availability of
resources, and weak support systems. Therefore, there is an urgent need for radical reforms
to teacher education programs and teacher training to enhance teachers' capacities to cope

with inclusive classrooms.

2.4 Strategies Employed by Teachers to Foster Inclusive Education

Research has demonstrated that inclusive education not only benefits students with
special needs by providing access to quality education but also enhances the social and
academic experiences of all students (Murawski, 2005; Stainback & Stainback, 1990).
Effective inclusive education practices require teachers to employ various instructional
strategies tailored to meet the diverse needs of their students. This section explores several
strategies that teachers use to foster inclusive education, drawing on evidence from various
studies.

Hidayah and Morganna (2019) conducted a qualitative case study involving
English as a Foreign Language (EFL) teachers at a junior high school in Curup-Bengkulu,
Indonesia. The study aimed to investigate the strategies used in teaching students with
disabilities in regular EFL classes. The four major teaching methods that have been
attempted by the instructors are active learning, peer tutoring, cooperative learning, and
direct instruction. Active learning incorporated teacher-centered and student-centered
learning. Students were made active participants by asking questions and encouraging
them to give their opinions. Peer tutoring and the use of cooperative learning were used to
raise the confidence of each student in order to enable him or her to interact even between

and amongst the students themselves. Teaching approached direct instruction so that the
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students would master the material. Teachers were the central controllers in the classroom,
giving explanations in an explicit and detailed manner.

Similarly, in a study by Morina and Orozco (2019), 25 primary education teachers
from eleven Spanish urban public schools demonstrated their use of peer tutoring and
group work. Additionally, they highlighted the differentiation strategy, where teachers
adapted their teaching methods to be more inclusive, using a variety of instructional
strategies to address the needs of all students. Teachers from East Africa who participated
in a qualitative case study by Chataika et al. (2017) also stated the importance of the
strategy differentiation strategy. Moreover, these teachers utilized resource centers for
additional support, where specialist teachers assisted both learners and regular teachers and
they emphasized the need for ongoing professional development to equip teachers with the
necessary skills and knowledge for inclusive education.

Another qualitative study by Soodak (2003) conducted in a US school among
teachers concluded that teachers utilize community-building management strategies,
parental involvement, and school-wide positive behavioral supports. The community-
building management strategy is used to promote diversity and create a sense of
community within the classroom. This includes fostering friendships and collaboration.
For example, activities such as class meetings, friendship circles, and cooperative projects
were designed to encourage inclusivity and mutual respect among students. Teachers
actively involve parents in the educational process, fostering trust and open
communication. Parents were considered partners in decision-making about their children's
education. Additionally, they try to implement positive behavioral supports on a school-
wide level, requiring explicit expectations and a commitment to understanding and

addressing student behavior within its context.
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Similar strategies that teachers employed to foster inclusive education were found
in a study by Elder et al. (2015) conducted in a rural setting in Kenya, which involved 18
participants including teachers and administrators from eight different schools. The
teachers reported using the following strategies: home groups and morning meeting to
build a sense of community. For example, teachers seated students in a horseshoe
formation; this allowed all students in the group to be inclusive and to be encouraged
actively and fully. They also use co-constructed definitions and color coding as strategies
to make learning accessible for all students. These include incorporating music and
movement in lessons so that students with different learning styles can easily engage in the
lesson materials.

Li and Li conducted a study in 2020 in China and compared the strategies of rural
and urban teachers that they employed to support inclusive education. In this regard, the
findings have shown that both rural and urban teachers commonly employ shorter
assighments to make their workload manageable for these students and help them keep
pace with their classes. If in the class a student has special educational needs, teachers try
to employ hands-on activities, thematic teaching, such as using stories related to the lesson
topics, or visual support, including enlarged text and visual aids. Group instruction and
peer tutoring were used to foster collaborative learning and social interaction, with
students grouped by strengths and interests. While teachers primarily followed the
standard curriculum, urban teachers were more adaptive in their methods compared to
rural teachers, who relied more heavily on the syllabus. Urban teachers benefited from
greater support from parents, volunteers, and school staff, whereas rural teachers faced
barriers such as a lack of parental support and inadequate resources.

Saloviita (2017) conducted a quantitative study and surveyed 2136 Finnish

comprehensive school teachers to assess the prevalence of co-teaching, group work, and
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differentiation as inclusive educational strategies. Co-teaching, where two or more
teachers share instructional responsibilities, was used by 42% of teachers weekly, with a
higher prevalence among special education teachers (62.3%) compared to the classroom
(50.2%) and subject teachers (19.1%). Younger teachers and those in larger municipalities,
particularly big cities where co-teaching reached 63.1% among classroom teachers, were
more likely to implement this strategy, often involving subject collaboration in
mathematics and science. Group work, involving students working in small groups, was
utilized weekly by 43% of teachers, with classroom teachers (53.6%) more likely to use it
compared to subject (31.6%) and special education teachers (34.8%). Younger teachers
and those with positive attitudes towards inclusion favored group work more, with 61.6%
of classroom teachers under 40 using it regularly. Differentiation, tailoring teaching
methods to meet individual student needs, was the most commonly used strategy,
employed by 83% of teachers regularly, and was particularly prevalent among special
education teachers (98.3%), followed by classroom (86.3%) and subject teachers (68.8%).
Teachers with students needing intensified support were more inclined to differentiate,
rising from 79% to 88% among classroom teachers with such students.

These studies collectively highlight that teachers across various contexts employ a
range of strategies to foster inclusive education. It becomes clear that incorporating these
proven strategies into teacher training programs can significantly enhance the preparedness
of future educators. Emphasizing practical strategies such as differentiation, co-teaching,
peer-tutoring, community-building, etc. in the curriculum can equip graduate teachers with
the necessary tools to implement inclusive education effectively. Unfortunately, there are a
limited number of studies conducted in Kazakhstan on the experiences of graduate
teachers who have taken Inclusive Education courses in their universities. Therefore, it is

necessary to pay more attention to this issue and conduct further research. Such research
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could help improve the quality of education in inclusive settings and lead to better
outcomes for all students.

To guide and support the analysis of these experiences, it is important to ground the
study in a clear theoretical framework. A theoretical framework not only provides a lens
through which to interpret data but also helps connect the research questions,
methodology, and findings in a coherent and meaningful way. It allows for a deeper
understanding of how individuals construct meaning from their experiences, particularly in

educational settings.

2.5 Social Constructivist Theory

For this study, Social Constructivist Theory is used to conceptualize and
understand the experiences of graduate teachers in an Inclusive Education course from a
Kazakhstani university. Social Constructivist Theory, originally developed in 1968 by Lev
Vygotsky, emphasizes the active creation of knowledge through social interaction within
cultural and historical frameworks. This theory was incorporated into the research process
by influencing the formulation of research questions that explore how participants
construct meaning for inclusive education through interaction with peers, educators, and
experiential learning.

The theory was guided by the use of semi-structured interviews, allowing
participants to reflect on and articulate their learning experiences in a social context.
During data analysis, a constructivist approach will inform how participants describe their
development as learners, emphasizing collaborative learning and shared experience. In
summary, the theoretical framework assisted in understanding how these teachers
construct inclusive knowledge and practices within the context of a university setting,

confirming that learning is a socially mediated process.
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The Social Constructivist Theory maintains that learning is a social process. As
McMahon (1997) explains, learning cannot occur completely within the individual or as a
passive response to external stimuli. Instead, learning occurs when individuals engage in
social activities or when external forces influence their existing knowledge.

For teacher trainees and other education professionals, peers, instructors, and
students play important roles in shaping their knowledge and attitudes towards inclusive
education. Through collaborative learning environments, discussions, group work, and
other activities, teachers can share their experiences, challenge assumptions, and gain new
insights into inclusive practices.

The emphasis of the social constructivism theory on the cultural environment is
also significant. The cultural context in Kazakhstan is still influenced by the historical
Soviet educational model, which separates children with special educational needs from
others in specialized schools. Understanding this cultural context is essential for
understanding how teacher trainees perceive and implement inclusive approaches today.

The zone of proximal development (ZPD), shown in Figure 1, is a fundamental
concept in social constructivist theory that describes the difference between what learners
can achieve independently and what they can achieve with guidance and support. This
research uses the term ZPD to conceptualize how graduate teachers develop their
understanding of inclusive education through social interactions within their courses.
These interactions may include group discussions, peer collaboration, and feedback from
instructors and students. Guided group projects and scaffolding activities, such as
reflective tasks, help graduate teachers move from a shallow understanding of inclusion to
a deeper, practice-based understanding. The ZPD provides an effective framework for
understanding how course-based support affects teacher learning.

Figure 1
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Zone of Proximal Development to Understand Graduate Teachers’ Experiments in Inclusive

Education Course
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This theoretical perspective supports the idea that the learning of graduate teachers
in the Inclusive Education program is not a purely intellectual phenomenon, but rather is
shaped by interactions within the institution and the wider society.

Drawing on Social Constructivism, this study aims to examine how teachers' beliefs
and practices are formed, negotiated, and modified through collaborative learning,
reflection, and contextual factors. This approach will contribute to a deeper understanding
of how inclusive teaching is co-created and how prospective teachers can be prepared to

meet diverse learner needs in real classroom settings.

2.6 Conclusion

This literature review provides an in-depth understanding of the various factors that
influence teachers' perspectives, readiness, and approaches to inclusive education. This
research aims to explore how social interactions, cultural backgrounds, scaffolding, and
reflective practice shape the experiences and attitudes of teachers in Kazakhstan through the
lens of social constructivism.

Despite the growing body of literature on inclusive education both globally and

within Kazakhstan, several critical research gaps remain. Firstly, there is a lack of research
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on recently graduated teachers who have recently completed inclusive education courses and
entered the teaching profession. Most current studies focus on in-service or pre-service
teachers, with limited research on the experiences of early-career teachers during their initial
transition. Secondly, while course materials and attitudes towards inclusion have been
explored, there has been little examination of how graduates understand and apply the
learning outcomes from inclusive education courses in actual classroom settings. This study
aims to address these gaps by examining the experiences of recently graduated teachers from
a constructivist perspective, providing new insights into the preparation and support of
inclusive teachers in Kazakhstan. To this end, the following Chapter describes the research
methodology used in this study, including the research design, participants, data collection

methods, and analytical techniques employed.

Chapter 3: Methodology
3.1 Introduction

This chapter provides an overview of the key methodological elements. The
chapter is organized into five major sections around methodological aspects of the study.
First, it gives a general description of the research design; second, it reviews the research
site; third, it describes data collection, while the fourth part deals with the aspect of data
analysis. These sections address the reasons a particular method or tool was chosen for this
study. Finally, it closes with some ethical considerations and main statements of ethical

challenges that were faced during the research process.

3.2 Research Design
This study investigates the experiences of recently graduated teachers with an
Inclusive Education course from one Kazakhstani university. A qualitative research design

was selected based on the aims and research questions of the study. Qualitative research,
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according to Creswell and Poth (2018), best suits a study when the problem is to be
explored, or in other words, when an issue is required to be understood comprehensively.
Due to the qualitative nature of the research, most might find it appropriate for the study to
be focused on the experiences of graduate teachers; hence, | wanted to learn how people
construct their world, interpret their experiences, and make sense of those experiences.
Moreover, qualitative methodology fits the purpose of the current study since, according to
Creswell (2017), in qualitative research methods, a researcher can develop an intricate
understanding of the subject at hand, studying meanings of and attaching to an individual's
actions, circumstances, situations, people, and objects.

This study adopted a qualitative research method within a phenomenological
design. This design focuses on an in-depth explanation of the meaning of shared
experiences of participants as they interact with a particular phenomenon, which is the
lived experiences of recently graduated teachers who had completed an inclusive education
program at one university in Kazakhstan. The study explored how these educators
interpreted the program, internalized its principles, and implemented them in their early
careers as teachers. Using this approach, | gained an understanding of the lived
experiences of recently graduated teachers inside an inclusive education course.
Qualitative methods let us dive more into descriptions of great detail regarding many
aspects of human experiences. These findings can then be used in developing better
training programs, policies, and support systems meant for inclusive education.
Understanding the experiences of teachers may help educators and policymakers find ways
to deal with the challenges they face, thus enhancing effectiveness in inclusive practices.

As the goal and research questions of the current study are directed toward
attaining an in-depth understanding of the investigated issue, a qualitative research design

was adopted. According to Creswell and Poth (2018), the need to explore a problem or
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attain a comprehensive understanding of the issue best falls under the purview of
qualitative research. Since the experiences of recently graduated teachers were studied, a
qualitative research design was most important to the researcher because they are
interested in learning how people construct their worlds, interpret their experiences, and
give those experiences meaning (Merriam & Tisdell, 2016). Besides, qualitative
methodology was relevant to the present study since, according to the report by Leavy
(2017), a subject can be deeply understood by the researchers when the qualitative
research methodology is employed for the exploration of meanings that people attribute to
their actions, circumstances, situations, people, and objects.
3.3 Participants

Creswell (1998) suggests that the ideal number of participants for a
phenomenological approach is not predetermined, but recommends conducting 5 to 25
interviews. On the other hand, Morse (1994) states that at least 6 interviews should be
sufficient. Therefore, for this study nine participants were recruited. All participants met
the following criteria: having completed the Inclusive Education course as a part of their
bachelor's degree at the selected university and actually being employed as teachers. For
this research, recently graduated teachers are defined as individuals who have completed
their undergraduate studies within the past one to three years. As both recent graduates and
practicing professionals, they are in a unique position to reflect on how the course material
translates into practical application in actual classrooms and bridge the gap between
theoretical knowledge and pedagogical practice. The participants were recruited using
purposive sampling. Criterion sampling involves selecting cases that meet specific criteria
(Creswell, 2018). With the consent of the institution and access, suitable candidates were
chosen from the list of alumni in the Department of Education at the university. This

department keeps a record of graduates' educational backgrounds, current workplaces, and
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contact information. Snowball sampling was also used to identify information-rich cases

through networks of acquaintances (Creswell, 2018).

3.4 Data Collection Instruments

In this study, data were collected through one-on-one, in-depth interviews as
suggested by Creswell (2018). Merriam and Tisdell (2015) advocate for the use of semi-
structured interviews as a flexible tool that allows researchers to adapt to the evolving
context of the conversation, the participant’s unique perspective, and the emergence of
new insights related to the topic. Following this guidance, my semi-structured interview
questions were open-ended and flexible, ensuring they were conducive to eliciting in-
depth, nuanced responses. Accordingly, the study included approximately 5 to 15

questions, intentionally designed without predetermined wording or a fixed sequence.

3.5 Data Analysis Procedures

According to Creswell (2018), the first step in data analysis is organizing data into
digital files. This study audio-recorded all interviews (with participant consent) and
transcribed them verbatim. To protect identities, transcripts were kept confidential by
assigning unique identifiers to each participant. Creswell (2018) also emphasizes memoing
during data analysis to track idea development.

Once all the data was collected, | reviewed the transcripts multiple times to gain an
in-depth understanding. Then | described, categorized, and interpreted the data through
coding, a crucial step in qualitative research (Creswell, 2018). Initial coding identified key
themes, patterns, and categories relevant to the research questions, involving both
deductive and inductive coding. The coded data was analyzed using thematic analysis to

synthesize and interpret findings.
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Themes were refined for accuracy and reliability through a process of member
checking. Member checking involved participants reviewing and confirming interpreted

findings. These methods helped ensure the credibility and reliability of the findings.

3.6 Ethical Considerations

This section describes the ethical considerations that were attended to in the
research study. Next are the procedural ethics measures followed in the process. First in
the process was the seeking of approval from the NUGSE Research Committee before data
collection. As Creswell (2018) explained, some ethics-related issues are expected by
anticipation in the study, and for which the researcher should prepare. As such, in this
study, ethical considerations included informed consent sought from participants on the
purpose of the research and their rights to withdraw at any time during the interview.
Unique identifiers have been assigned to the participants to help in anonymization, with
anonymized transcripts that protect the identity of participants and sensitive information.
The research is informed by the principles of non-maleficence and beneficence at its core
to ensure that there is no harm but positive outcomes for inclusive education. In addition,
participants were provided with feedback to consolidate the commitment to ethics that the

research upholds in adding to useful insights on inclusive educational practices.

3.7 Conclusion

The methodologies that were used in this research and the justification of the
research design are contained in this chapter. Information about the instruments of data
collection and the methods of data analysis has been given, while the discussion on ethical
considerations has been full, covering anonymity and confidentiality, risks, and benefits
associated with the research. This is followed by the next chapter, which gives the findings

of the research.
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Chapter 4: Findings

4.1 Introduction

This chapter presents the research findings. The study aimed to understand
graduate teachers’ experience in Inclusive Education courses from one Kazakhstani
university. The findings are based on the analysis of 9 in-depth one-on-one interviews
conducted with recently graduated teachers who had an Inclusive Education course in their
bachelor’s degree and are now working as teachers. Four themes were generated after
thematic analysis. In this chapter, | present findings based on these themes.
4.2 Participants’ Profiles

Nine recently graduated teachers from one university were selected for the
interview. Four of them were men, and five were women, with 1 to 3 years of teaching

experience since graduating from the university.

Table 1.

Characteristics of Interview Participants

Participant Gender Years of Experience Subject
(since graduating)

Participant 1 F 1 Biology
Participant 2 F 1 Biology
Participant 3 F 3 English
Participant 4 M 2 English
Participant 5 F 3 Chemistry
Participant 6 M 2 English
Participant 7 F 1 Biology
Participant 8 M 3 Chemistry
Participant 9 M 3 Chemistry
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4.3 Participants’ understandings of Inclusive Education

To gain a deeper understanding of graduate teachers' experiences in the Inclusive
Education course, it was essential to comprehend how they define the concept of "Inclusive
Education."

4.3.1 Participants’ current understandings of Inclusive Education

Findings revealed that most of the participants understand inclusive education as
education, and Participant 4 stated that,

Honestly, I define inclusive education as making sure every learner feels supported,

regardless of their abilities, background, or needs. It is not just about having ramps

or offering extra worksheets, it is about ensuring that each student feels they truly
belong in the classroom.

Additionally, Participant 2 responded that “Inclusive Education is about the rights
of all children, including adults too.” Participant 5 stated, “It is about meeting every learner
where they are, whether they are dealing with specific challenges, learning differences, or
just struggling with a new subject. In practice, it means creating an environment where each
student feels valued and supported.”

While Participant 8 defined inclusive education as “Part of education that makes
education more accessible to people with special needs”, Participant 3 answered,

In my opinion, inclusive education means providing universal, accessible education for
everyone, regardless of their differences. Whether a student is hyperactive, has a certain
disability, or is typically developing, the idea is to teach all of them at their own level,
without separating or excluding anyone.

However, this participant in one of his answers distinguished between “normal

child” and “inclusive child,” he said:



30

An inclusive child still needs a special approach. Some children may have a slower
thought process or, on the contrary, be extremely intelligent, so we need to give them
different kinds of tasks. At university, | learned that if there is an inclusive child in t
he class, ideally, a support teacher should be assigned specifically to work with them.
A normal child is just a typical one- someone who does well in class without
significant physical or medical issues.
Participants also identified the key elements of inclusive education. The most
COMMON responses were:
. Diversity: It means “Recognizing that each student has a unique background,
learning style, and set of strengths, ” said Participant 5.
. Teacher preparedness: According to Participant 2, “It is extremely important to train
teachers so they have a clear picture of each child’s needs, as well as an understanding of
the actions they must take”.
. Accessibility: Participant 4 emphasized that “Schools must provide physical
accommodations and educational resources for students who need them”.
. Support: The participants indicated that support can vary from collaborative
teamwork among school staff, parents, and local organizations to a holistic approach
involving the entire community. However, Participant 8 stated,
It is important to understand that a person in need of inclusion also has their own
future, and when teaching, the teacher must be fully aware of the level of
responsibility involved. Itis also essential to develop a specific educational program
for such students, because, as practice shows, it is very difficult for them to learn

using standard textbooks.
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4.3.2 Participants’ Evolved Understandings of Inclusion

The data collected shows that after completing the course, participants'
understanding of inclusive education improved. Participants expressed their newly
developed perspectives on the topic, noting that their understanding evolved from a narrow
definition of inclusion to a broader one.

Initially, 1 believed that inclusion was exclusively about placing children with

physical or medical disabilities in the same classroom as their peers. However, the

course expanded my understanding by showing me that inclusion goes beyond just

disabilities. It includes any factors, such as health, socioeconomic status, or

language barriers, that can impact a child's learning experience. (Participant 4)

Similarly, Participant 1 stated, “In my mind, inclusion was related to disabilities. But
after the course, my perspective changed. | began to view my students differently. | realized
that all of them are unique and that every student has diverse needs.”

However, according to Participant 8, “It wasn't until I began working with kids who
have hearing impairments that the term inclusive education became clear to me in a new

way. I had never experienced it before, and I found it challenging to adjust”.

4.3.3 Participants’ Perceptions of Inclusive Education in Practice
Despite participants' broader understanding of the concept of inclusive education,
their responses varied when asked how they see it in practice. Participant 4 said,
Within the school environment, in a particular class, a child with special needs (for
example, a child with an autism spectrum disorder or a visual impairment) studies
alongside other children. In this case, teachers note that one of the main tasks is to
provide the child with adapted assignments using specialized methods and materials.

For example, for a child with low vision, texts are printed in large font, or audio
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textbooks are provided. A student with a disability is provided with special elevators

or other digital facilities on the university campus. Additionally, a sign language

interpreter or a personal assistant may be invited to certain classes.

Furthermore, Participant 8 said, “When you do not know sign language, but you try
to explain to a child the concept of electrons in elements in chemistry. Typically, each group
has an interpreter assigned to translate the teacher’s explanation. However, there were
times when the interpreter was unavailable, so | had to use a projector and explain through
the Word program.” Participant 6 noted, “In my class, | have a student with ADHD who
struggles fo stay focused for long periods”, while Participant 1 said, “An example from my

teaching experience involves a student who was Korean and did not speak Russian”.

4.4 Participants’ Inclusive Education Course Experience

Participants discussed their experiences in the course to address the second research
question, and the results indicated that their perceptions of the Inclusive Education course
were diverse. Many participants noted a lack of practical experience, highlighting a conflict
between theory and practical application, even as some commended interactive teaching
methods and fundamental theory.
4.4.1 Course Scheduling, Duration, and Language Barriers

The Inclusive Education course is offered in the fourth year for pedagogical students
for one semester. It is mandatory for some pedagogical majors, while it is elective for others.
Some students take the course in English, while others take it in Kazakh.

Participants highlighted the inclusive education course as an essential component of
teacher training. For example, Participant 6 stated, "When | was taking the course during my

last year, I didn’t realize how foundational it would be. I thought it was mostly theoretical,
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and I admit I didn’t focus on it as much as I should have. Now that I'm teaching, | see how
vital those concepts are."

Most participants (six) highlighted concerns about the timing and duration of the
course. For instance, Participant 6 mentioned,

I think it should not only be taught in the final years of our program; we should also
have it in the first or second year. We only studied it for one semester, which was not
enough. Because it felt like an afterthought rather than a fundamental principle, and
it was difficult to establish connections between this concept and the courses we have
already completed. However, if it had been introduced in the early stages of our
curriculum, we would have had ample time to fully grasp its significance and
integrate it into various subjects such as classroom management and student
psychology. My teaching experience showed me that inclusive education is a highly
relevant topic for teachers. Therefore, for future educators, this subject should be
introduced right from the first year.

Participant 2 identified the course's biggest shortcoming as the limited amount of
time dedicated to it. Similarly, Participant 1 remarked that the course was too brief, lasting
only one semester. Participant 2 said, “By that point, I was juggling so many other
obligations. Looking back, I realize it is probably the important course | took, yet it received
the least time and attention. ”

Additionally, participants underlined how important language is to their educational
process. According to Participant 4, “We sometimes struggled to find relevant research in
Kazakh, and most up-to-date materials were in English.” Similarly, “It is better to study in
English or at least provide us with bilingual resources, I think we might have accessed a

wider array of studies and practical guides”, noted Participant 7.
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4.4.2 Course Content and Syllabus
Based on the data, participants had mixed experiences with the syllabus and course material.
Participant 3 shared his/her experience of studying during the course:

The teacher divided us into groups and assigned each group a topic to research,

which we then presented to our peers. This approach encouraged independent

learning, which was beneficial in some ways. Participant 5 also highlighted the use
of hands-on strategies:

We learned techniques like differentiated instruction and multi-modal teaching. For

instance, one assignment required us to design lesson modifications for a

hypothetical student with dyslexia.

Participant 2 emphasized the importance of case studies and group discussions about
teaching methods, noting their value in understanding practical applications.

However, there were also negative opinions. Participant 3, who found the practical
lessons helpful, highlighted a drawback, “However, a downside was that the professor
provided limited theoretical instruction-most of it came from student presentations.”

Similarly, Participant 1 noted, “One problem with this method (dividing students into
groups and giving topics to work on) was that the information we received was not presented
step by step and lacked a clear logical connection. Each group would present on a different
topic on a different day, but we did not have continuous lectures from the instructor. This
resulted in a fragmented understanding of the content, and we struggled to comprehend the
connections between topics.”

Participant 9 responded to the question about areas for improvement by stating:

A stronger focus on practical challenges would’ve been beneficial. For instance,

how do you maintain an inclusive classroom with 25+ students who have varying

needs but limited resources or support staff? We only touched on it briefly.
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Most participants highlighted the absence of real-world experiences, such as visiting schools
or inviting speakers. Participant 6 stated, “/r would be helpful to visit specialized schools or
at least organize activities where students can work directly with children with special
needs.”

Furthermore, Participant 4 said, "We talked about hypothetical situations only, but
we never had real-world case studies with concrete answers we could test. Consequently,
since | began teaching full-time, I had to learn practical skills on my own.” Likewise,
Participant 5 noted, “We never had the opportunity to try them out in a real classroom, but
we had a lot of reading assignments on inclusive strategies. Theoretically, this is all helpful,
but what should I do if a student with behavioral problems interrupts my class? To get ready

for that, we required additional case-based simulations”.

4.4.3 Instructor Influence

Data analysis showed that students' opinions of the course are influenced by the
professionalism and attitudes of the instructors, too. Participants graduated in different
years; however, if they graduated in the same year, they may have had different instructors
based on their distinct pedagogical specialties. Participants 2, Participant 4, and Participant
8 emphasized their instructor's beneficial influence. Participant 8 said, for example,
“Because our instructor knew the subject well and found a way to connect with all students.
She was an excellent example of a true educator.”

However, Participant 1 expressed a different experience, noting that their instructor
tended to teach in a more traditional manner, providing fewer opportunities for discussion

and engagement. As a result, Participant 1 felt that their learning experience was less

interactive. Similarly, Participant 3 stated, "Our instructor primarily delivered lectures and
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there were fewer chances for us to actively participate, which made it challenging to fully
engage with the material on inclusive education."

These variations serve to highlight the significant contribution of instructors'
teaching approaches and interactions in shaping students' perceptions and learning
experiences. A supportive and participatory teaching approach was found to maximize the

educational benefit of the inclusive educational program.

4.4.4 Effectiveness of the Inclusive Education Course in Preparing for Real-world
Classroom Challenges

Responses varied regarding how well the Inclusive Education course prepared
participants for real-world classroom challenges. Three participants were unable to answer.
One participant, Participant 2, responded positively, stating, “The course gave me a solid
body of knowledge. | have only positive impressions. | no longer see Inclusive Education as
only about students with disabilities, but about supporting every learner.”

In contrast, Participant 1 remarked, “Basically, I left the course with the
understanding that Inclusive Education is mostly about working with students who have
medical conditions.” Participants 8, Participant 6, and Participant 5 agreed that the course
was overall helpful but emphasized the need for improvement. For example, Participant 5
added, “It taught me the terminology and provided a framework for thinking about diverse
learners. But I've had to learn so much on the job. It’s one thing to write a plan for a

hypothetical student with ADHD; it’s another to manage that same student’s meltdowns or

off-task behavior in a real classroom with 25 other learners, all within 45-minute blocks.”
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4.5 Implementing Inclusive Practices: Challenges and Strategies
This section discusses the challenges graduate teachers face and their strategies to

implement inclusive practices in their classrooms.

4.5.1 Challenges Graduate Teachers Face

By analyzing the data identified three main challenges that graduate teachers face
when implementing inclusive practices in real classroom settings were identified: time
management, resource management, and handling emergencies.

Participant 5 highlighted the struggle with time management, stating, “7Time
management is a major hurdle. Adapting materials for different learners can be time-
consuming, and sometimes there’s pressure to cover the curriculum quickly. Another
challenge is balancing individual support with the collective progress of the class.” This
sentiment is echoed by Participant 2, who noted, “Finding enough time and resources to
prepare materials tailored to each student’s needs, especially when there are many students
with different needs.” Additionally, Participant 4 emphasized the difficulty of managing
large class sizes, saying, “One major challenge is large class sizes. I have 25 students in
one class, each of them has unique needs. Balancing individual support with whole-class
instruction can be overwhelming, especially with 45 minutes. This dynamic approach is
time-consuming but necessary.” As demonstrated by Participant 1’s experience, managing
emergencies also became a major challenge,

| had a student with epilepsy, but I was not informed about it. One day, the student

had a seizure in class, and | was in shock and did not know what to do or how to

handle this situation. Then, | called the administration, then we called an ambulance,

and the parents of the student.
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Within the classroom, social-emotional interactions present another challenge.
According to Participant 6, “I had a student with a speech impairment who was mocked by

classmates, ” highlighting an example of peer bullying.

4.5.2 Strategies

When asked about the strategies participants use to implement inclusive practices, a
variety of approaches were shared.

Collaboration and knowledge sharing were common themes. Participant 4 explained,

“I work closely with experienced colleagues, sharing my knowledge and seeking

their advice. I try to use pre-made or adapted materials as much as possible, saving

time and focusing on each student's individual needs.”

Participant 5 emphasized the importance of consultation with peers and involving
parents, saying, “I regularly talk to those who have had similar experiences, and working
with parents helps, as they understand what motivates their child.”

Strategic grouping and differentiation were also mentioned frequently. Participant 9
said,

“I observe all my students in each class and divide them into groups based on their

similar needs, if any. By doing this, | can prepare tasks or teaching methods that

save me time, and | don't have to prepare for each student in every class.”

This approach is supported by Participant 8's use of mixed-ability groups, where
“Students with different abilities work on projects together - this helps them learn from each
other and support one another.” Participant 3 agreed, saying, “To keep students interested
in the subject and save time, | prefer to give them longer-term assignments like projects or

i3}

group tasks.
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Furthermore, fostering classroom values plays a crucial role in creating an inclusive
environment. As Participant 6 noted, “For me, it is important to establish classroom values,
so I conduct sessions on this topic.” Additionally, the use of visual and multimedia resources
was a prevalent strategy among participants. Many participants mentioned utilizing visual
aids or video clips to illustrate written content, enhancing comprehension and engagement

for all students.

4.6 Participants’ Recommendations

This theme is about participants’ recommendations for improving inclusive
education at various levels. The recommendations reflect a belief that creating an effective
and fair learning environment requires coordinated improvements in both teacher training

and institutional support.

4.6.1 Enhancing Inclusive Education Course Design

Participants’ answers were similar when it came to improving course design.
Therefore, | organized the answers into groups.

. All education-related majors should be required to offer a course like “Inclusive
Education”.

The participants noted inconsistencies in how inclusive education is provided in
different educational programs. While some programs include it as a mandatory component,
others offer it as an optional course or not at all. Based on these observations, the participants
recommended that all education-related programs should include a course on "Inclusive
Education” in their curriculum to ensure that all future educators receive training in this
important area.

. Standardized course content or syllabus across all majors
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“First, it would be good if the course content or syllabus were standardized across
all majors at the university. Because, in our experience, we had different instructors
with different teaching styles and different course materials. Some groups seemed to
have more engaging activities or interactive learning experiences than others. For
example, while some students had practical case studies, our focus was primarily on
theory”, said Participant 6 and emphasized the importance of the same standardized
course syllabus across all majors. Other participants (Participants 3,4,5,9) also mentioned it.
. Hands-on experience
As with the course content, there was a clear concern regarding the lack of practical
components in the Inclusive Education course. While many students appreciated the
theoretical learning offered by the course, they noted that there was a gap when it came to
practicing inclusive teaching in a real classroom setting.
The course was great, and | gained a solid foundation, but it was mainly theoretical.
There were no practical exercises or simulations to help me apply the theory in real-
life situations. I remember how, when | started teaching, | realized that my
understanding of inclusive education was only academic, and what was needed in
practice was quite different, said Participant 8.
| believe that more direct engagement with students from diverse backgrounds
during our university training would be more beneficial. Rather than just analyzing
hypothetical scenarios, we should be exposed to inclusive classrooms and see how
teachers use a variety of strategies, said Participant 7.
Other participants argued for the need to include practical components such as case
studies, and role-playing exercises not only to increase student engagement, but also to

bridge the gap between the two different approaches.
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4.6.2 Systematic and Community Reforms
This section provides recommendations from participants on broader reforms
beyond teacher training and strategies at the classroom level.
. Improving school policies and resource allocation
The data showed that the need for more effective policies and increased resources to
support inclusive education were the most common responses of participants when asked
how inclusive education in Kazakhstan could be improved. Participant 3 stated,
“Having 25 or more students in one class, including those with diverse needs, makes
it difficult to give individual attention. More teacher assistants or specialized staff
would help ensure that all students receive the support they need”.
Similarly, Participant 5 said “Policies must shift toward smaller class sizes and
improve funding so that inclusive teaching isn’t seen as “extra work” but as a standard”.
“Schools require extra financial support to provide adapted instructional materials,
assistive technologies, and accessible infrastructure. Even the best learning
techniques won't work without this”. Participant 7 added.
. Popularizing Inclusive Education
In addition to school policy, the participants highlighted the importance of fostering
greater societal acceptance and awareness of Inclusive Education. Participants were worried
that inclusive education is typically perceived as a specialist or distinct system and not as
part of mainstream education.
Participant 1 emphasized,
Inclusive education is not merely a matter of the classroom—it's about shifting
attitudes. If society continues to think of students with disabilities or learning
differences as 'separate’ or 'different," genuine inclusion cannot be achieved.

To solve this issue, some strategies were proposed by participants:
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1. To launch public campaigns to make people aware of the advantages of inclusive
education (Participant 1,7,9,3, and 4).

2. To alter minds, one needs to showcase success stories from different learning
environments. Social media can be used with the keywords #EducationForAll and
#InclusionMatters to post questions, share motivational stories, and bring into focus the
positive impacts of inclusive education (Participant 3). Outreach in communities can be done
through organizing workshops, seminars, and town hall meetings to educate communities
about the necessity of inclusion and debunk common myths.

3. Facilitating Government Support
Collaborate with organizations to advance inclusive education programs and use their power
to raise awareness about inclusivity.

. Strengthening Research

Participants emphasized conducting more research on inclusive education so that
practices can be devised for teaching effectively, based on evidence. No matter how
inclusive education is being talked about, many pointed to a vast disconnect between theory
and practice, especially in regions where inclusive policies are recent (Participant 6 and 9).
As Participant 5 explained,

Too many of the methods we learned in our Inclusive Education courses were

abstract theory and not concrete case studies from the real classroom. We need more

studies with an eye on what is happening in actual classrooms and what the
implications are for teachers in terms of practice.

Moreover, members requested more research conducted in Kazakh or Russian
languages, as much of the current literature is in English and may not be tailored to the
cultural, linguistic, and geographical contexts of their education systems.

. Enhancing Technology and Accessibility
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Members identified how significant technology has become in enhancing inclusive
learning and suggested that schools and universities invest in assistive technologies to cater
to the diverse needs of learners. Participant 7 identified a key consideration:

Low-income students may not have access to technology at home, which creates an

additional layer of barriers to learning. Schools need to make digital resources

available and accessible to everyone.

To increase technology integration, the following actions were recommended by
Participant 2:

Teacher Training: Provide teachers with training on how to effectively use digital

tools to assist students with different learning needs.

Accessible Online Platforms: Ensure that online learning platforms are accessible

for students with visual, hearing, or cognitive impairments.

Blended Learning Models: Invest in blended learning models that combine face-to-

face and online instruction to cater to more than one style of learning and make

learning accessible to all students.

4.7 Conclusion

This chapter presented the findings of the study, highlighting the experiences of
graduating teachers with the Inclusive Education course. The participants had very often
only associated inclusive education with impairments, having a limited understanding of
inclusive education. But after finishing the course and having some teaching experience,
their views broadened.

Although the Inclusive Education course was beneficial, students expressed
dissatisfaction with its practicality, citing the duration of the Inclusive Education course and

the challenges posed by language barriers and the course structure. In real-world scenarios,
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teachers encountered difficulties such as crisis management, time constraints, limited
resources, and overcrowding. To address these challenges, they employed technological
integration, personalized training, and collaborative teaching methods. The participants also
proposed systemic changes, including standardizing the curriculum, integrating practical
training, increasing funding, and raising public awareness. The findings indicate that
inclusive education can only be achieved if teachers are adequately prepared, institutional

support is enhanced, and policies are improved.
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Chapter 5: Discussion
5.1 Introduction

This chapter discusses the findings presented in Chapter 4. The study investigates
the experiences and perceptions of inclusive education of teachers who completed an
Inclusive Education course at their bachelor’s degree. This section presents the key
findings from the study in relation to the research objectives, existing literature, and the
selected theoretical framework. The aim is to explore the participants' common
experiences and how they reflect the broader realities of inclusive education in
Kazakhstan. This study relied on the following research questions: 1. What do recently
graduated teachers understand about inclusive education as a concept? 2. What do recently
graduated teachers think about their Inclusive Education course? 3. How do recently
graduated teachers apply the knowledge and skills acquired from the Inclusive Education
course in their professional practice, what challenges do they face, and how do they
navigate them? 4. What are the implications of these findings for practice, policy, and
research? Each aspect is analyzed from the participants' individual perspectives and within
the context of Vygotsky's social constructivist theory, which explains the formation of
knowledge about inclusion through social and cultural interactions. In this analysis, |
intend to highlight the strengths and weaknesses of the course and identify areas for

improvement to better prepare future educators for inclusive classrooms in Kazakhstan.

5.2 Participants’ Understandings of Inclusive Education

Most participants’ understanding of Inclusive Education before taking the course
Inclusive Education, was narrow, often equating it with teaching students with disabilities.
This is not surprising, as Kazakhstan’s history of special education systems and segregated

schooling continues to shape how many teachers perceive inclusion. Several participants
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described how, before the Inclusive Education course, they thought Inclusive Education
only involved children with severe disabilities or required special educators. This finding

IS consistent with some studies that showed inclusive education in Kazakhstan is often
misunderstood as being only for students with disabilities (Sagandykova, 2020; Zholtayeva
et al., 2013). Kazakhstan's historical dependence on segregated educational paradigms, a
legacy from the Soviet system, is cited as an explanation for early misunderstandings held
by instructors in this country (Zholtayeva et al., 2013). According to similar findings by
Agavelyan et al. (2020) and Sagandykova (2020), inclusive education remains closely
linked to disability in the local context.

After completing the course and entering the teaching profession, most
participants’ understanding expanded to include a broad range of student diversity. Their
definitions of inclusion expanded to embrace a broader view of diversity. Many came to
understand that Inclusive Education also encompasses language barriers, socioeconomic
disadvantages, behavioral and emotional needs, and varying learning styles.

This shift aligns with other research that has demonstrated that training and
practical teaching experience enhance teachers' inclusive attitudes (Avramidis & Norwich,
2002; Saloviita, 2019; Yada, 2017).

These findings highlight the dynamic nature of teachers' learning and the
development of beliefs. Instead of being static or simply absorbing information, teachers'
understanding evolved as they engaged with real students, made decisions in the
classroom, and reflected on their practices. This is consistent with the view that learning is
a social and culturally embedded process.

While the Inclusive Education course provided a theoretical understanding, much
of the more profound learning occurred through daily interactions and collaborative efforts

within the school setting. This approach aligns with the core principles of social
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constructivist theory (Vygotsky,1978). Although participants seldom used theoretical
terminology to describe their learning experiences, their reflections demonstrated how
knowledge was gradually built through experience and engagement. Learning did not take
place solely through lectures, but rather through meaningful interaction with students,
colleagues, and challenging classroom situations. Although these instances were
unplanned, they served as opportunities for development, encouraging participants to
move beyond superficial definitions and begin considering inclusion in terms of
relationships rather than categories.

However, this also reveals a challenge: without adequate structured opportunities
for practical application during the Inclusive Education course, many participants had to
develop these understandings independently, often through trial and error. This raises
questions about the design of inclusive education programs and whether they effectively

promote the type of social and experiential learning required by both theory and practice.

5.3 Participants’ Inclusive Education Course Experience

The Inclusive Education course was highly regarded by most participants as
beneficial. The course on inclusive education was praised by the majority of participants.
However, their feedback also highlighted some areas for improvement in its structure and
implementation. The course's late start and short duration limited its practical impact, with
many only realizing its value after they had graduated and gained real teaching experience.
This indicates that inclusive education is still seen as an additional subject, rather than a
fundamental part of teacher training. If inclusive education is not integrated throughout
teacher training, it risks being seen as optional rather than essential for daily teaching

practice.
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Participants also noted inconsistent delivery of the course across instructors and
specialties, leading to unequal learning outcomes. This lack of a standardized curriculum
poses a challenge to the aim of providing all students with a common understanding of
inclusion. Furthermore, language barriers create additional challenges for students from
diverse backgrounds. From a constructivist perspective, these factors limit the ability of
students to engage in collaborative and contextual learning which is essential for acquiring
inclusive principles. Therefore, if the course itself is not designed to be inclusive in its
delivery, its potential to promote inclusive teaching practices is compromised.

These issues mirror broader trends documented in the scholarly literature. Forlin
(2010) underscored that inclusive education is frequently presented as an additional feature
rather than a fundamental aspect of teacher training programs. Similarly, Florian (2012)
contends that for inclusion to be truly effective, it must be integrated throughout the entire
process of teacher preparation, rather than confined to a single isolated course. In the
context of Kazakhstan, Makoelle and Burmistrova (2020) noted a lack of coherent
planning in the approach to inclusive education across universities, leading to inconsistent
quality and limited fusion of theory and practice.

The lack of practical elements and some design flaws in the course limited
students' ability to collaborate with their peers and instructors during the knowledge
acquisition process. Additionally, the inconsistent structure of the course probably
hindered the development of a shared understanding essential for effective collaboration.
While the course may have provided a theoretical foundation, the lack of real-world
application meant that most of the learning occurred later, on the job, through unstructured
exploration. This suggests that effective preparation for inclusion requires more than
simply awareness; it necessitates structured, guided, and socially interactive learning

environments that mirror the complexity of inclusive classrooms.
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5.4 Implementing Inclusive Practices: Challenges and Strategies

The responses of the participants reinforce that there is a gap between theory and
practice in inclusive teaching. Even with a foundation laid by the Inclusive Education
course, participants still felt inadequate to handle real-life classrooms, especially in
resource-scarce environments. Time limitations, high student numbers, and few supporting
staff made it difficult to implement inclusive strategies efficiently. These findings reveal
an underlying systemic problem: when teacher training is unable to tackle practical
limitations, inclusive education is rendered unfeasible (Makoelle & Burmistrova, 2020).

Despite the numerous challenges they encountered, their inclusive practice
strategies tended to evolve as a result of collaboration, observation and reflection in real
classrooms. As opposed to depending on coursework alone at the university level, most
made improvements by interacting with students and teachers on a day-by-day basis. By
negotiating with colleagues, modifying materials on the needs basis and trying out group
projects, they were able to respond accordingly and learn themselves. For instance, studies
by Hidayah and Morganna (2019) and Morifia and Orozco (2019) have shown that when
teachers engage affirmatively with students' and classroom needs, differentiated
instruction, peer tutoring, and collaborative learning strategies evolve naturally. The
participants in this study built more inclusive learning environments utilizing analogous
strategies like adjusting course materials, flexible grouping, and communication with
teachers. This learning by doing is comparable to Vygotsky's theory of learning socially
(Vygotsky, 1978), whereby we learn with people and through communication. We learn
what is applicable in our culture and everyday lives. The zone of proximal development is
key, as it refers to the period when we receive assistance from others in our learning

process.
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Generally, findings depict the complexities of inclusive practice in Kazakhstani
schools. Teachers have real challenges, from structural barriers to emotional labor, that
they navigate, but they also manifest great commitment to inclusive classrooms. Teachers'
practice has been formed through collaboration, experimentation, and a commitment to
addressing students' needs. These illustrative examples speak to the salience of context,
communication, and support in forming inclusive education. For teacher education
programs and education systems, it is evident that in order to move toward an inclusive
model, we have to develop an environment that does not just deliver training but also long-
term support for teachers as they practice.

5.5 Participants’ Recommendations

The participants provided concrete and thoughtful suggestions regarding how
inclusive education could be enhanced at both the course and systemic levels. At the
course level, they suggested that inclusive education should be incorporated into all study
programs, beginning earlier in the curriculum. They also recommended including practical
components such as classroom observations, simulations, guest lectures, and
collaborations with students with special educational needs through university-organized
Visits.

These proposals are consistent with the ideas proposed by Florian (2012) and
Soleas (2015), who support incorporating inclusive education into core curricula and
promoting the seamless integration of theory and practice.

At a broader level, respondents emphasized the need for smaller class sizes,
additional support staff, increased funding, and improved provision of assistive
technologies. They also emphasized the importance of promoting awareness about the
benefits of inclusivity on a societal level and conducting more research in Russian and

Kazakh in order to enhance accessibility. These recommendations are supported by
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Agavelyan et al. (2020) and UNESCO (2019), who argue that successful inclusion requires
not only high-quality teachers, but also adequate financial and material resources.

The participants' focus on systemic and cultural change is in line with the
principles of social constructivism. According to Vygotsky (1978), learning is greatly
influenced by the tools, language, and values used within a specific cultural context. In
order to promote inclusive education, institutional changes must involve not only the
training of teachers, but also the broader socio-cultural environment in which pedagogy
and learning take place.

To establish inclusive schools, there is a need for a collaborative effort through
supportive policies, relevant research at the local level, and active participation of the
community. These efforts will create a learning environment that is accessible to all

students, regardless of their background or abilities.

5.6 Conclusion

This chapter has discussed the main findings of the research in relation to relevant
literature and the theoretical foundation of social constructivism. The study showed how
the recently graduated teachers' understanding of inclusive education was significantly
changed by coursework and teaching experience. Although the Inclusive Education course
provided a foundation, its short length, lack of practical modules, and inconsistent follow-
up weakened its impact. Teachers struggled to implement inclusive practices, but most
were able to overcome obstacles through collaboration, differentiated instruction, and
values-based approaches. From a constructivist perspective, the findings emphasize the
importance of culturally responsive, interactive, and experiential learning in teacher
education. The recommendations made by the participants emphasize the need for

structural changes to align institutional policies with inclusive goals. Ultimately, the
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success of inclusive education in Kazakhstan depends not only on individual teachers'
efforts but also on systemic and culturally supported inclusive practices.

Additionally, the learning experiences of the participants demonstrated the core
principles of Social Constructivist Theory. As Vygotsky (1978) emphasized, knowledge is
not transferred from teacher to student, but is actively constructed through social
interactions and contextual experiences.

For this study, it is clear that real learning about inclusive education occurred
whenever the participants interacted with colleagues, addressed challenges with students,
and reflected on their own practices. These collaborative experiences served as a scaffold,
assisting novice teachers in transitioning from a superficial theoretical understanding to a
more sophisticated and practical comprehension of inclusion.

The diversity of classroom settings, peer support, and exposure to actual classroom
dynamics within the "zone of proximal development” (ZPD) all contributed to the value of

mediated learning experiences.
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Chapter 6: Conclusion
6.1 Introduction

This chapter summarizes the research and concludes with suggestions for policy,
practice, and future research. The main aim of this research was to explore the experiences
of novice teachers who had completed an Inclusive Education course during their
bachelor's degree at a Kazakhstani university, within the last 1-3 years. The study was

based on the following research questions:

1. What do recently graduated teachers understand about inclusive education as a
concept?

2. What do recently graduated teachers think about their Inclusive Education
course?

3. How do recently graduated teachers apply the knowledge and skills acquired
from the Inclusive Education course in their professional practice, what
challenges do they face, and how do they navigate those challenges?

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

The study found that while participants acknowledged the importance of inclusive
education, many found that the Inclusive Education course lacked practical application, was
too short in duration, and did not fully prepare them enough for real classroom challenges.
Despite these limitations, graduate teachers demonstrated creativity and commitment by
developing strategies to support diverse learners. These results highlight the importance of

enhancing teacher training programs and providing sustained institutional assistance.
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6.2 Limitations

This study has some limitations. Firstly, it was conducted with nine participants from
only one single university, which may limit the generalizability of the findings. However,
the aim of this qualitative research was not to apply its results to a broader population, but
rather to gain a deeper understanding of the experiences of recently graduated teachers in
this specific context. Despite this, the rich and contextual data collected offers valuable
insights into inclusive education at a local level. Secondly, the interviews were conducted
in Kazakh and Russian and later translated into English for analysis, which presents a risk
of meaning loss during translation. To prevent this, strict attention was paid to the translation
process in order to ensure accuracy and consistency. | was enable to cross-check key terms
and phrases, ensuring cultural accuracy in all three languages. Also, only graduate teachers'
perspectives were explored; the study did not include input from university faculty or in-
service mentors, which limits the comprehensiveness of the findings. The lack of feedback
from university professors or in-service mentors means that important perspectives on the
educational process and the assistance provided to educators were not considered. This lack
of diverse perspectives may lead to an incomplete comprehension of the complexities within
the educational context. However, the decision to focus exclusively on recent graduates was
deliberate, as the study intended to explore the experiences of recently graduated teachers.
Future research could build on this work by involving a broader range of stakeholders in

order to provide a more comprehensive understanding of inclusive education practices.

6.3 Implications and Recommendations for Policy

The findings of this study highlight the need for systemic changes in teacher
education policy in Kazakhstan. Firstly, Inclusive Education should be a core component of

all teacher preparation programs. | observed that not all pedagogical majors include an
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Inclusive Education course; for some, it is mandatory, for others, it is elective, and some
majors do not offer it at all. Therefore, national education policy should require inclusive
education courses to be a mandatory, credit-bearing part of all teacher training programs,
regardless of the teaching specialty. The current inconsistencies, where the course is either
offered as an elective or not at all, create gaps in teacher preparation and impede efforts

toward comprehensive inclusion.

Secondly, curriculum policy should be revised to require the placement of Inclusive
Education earlier in the program timeline (e.g., within the first or second year) and for a

duration longer than one semester to ensure students gain more comprehensive knowledge.

At the policy level, the Ministry of Education should also revise school funding and
resource allocation to ensure that schools are adequately supported in implementing
inclusive practices. This includes providing assistive technologies, hiring teacher assistants,
and creating accessible classroom environments. Additionally, national education reforms
should encourage stronger collaboration between universities and schools, enabling student

teachers to gain real-world experience with inclusion.

6.4 Implications and Recommendations for Practice

The study highlights the need to strengthen the practical aspects of teacher training
programs. To this end, universities should incorporate a variety of experiential learning
opportunities into their curricula. For example, offering structured internships in a variety
of school settings can provide student teachers with hands-on experience in implementing
inclusive strategies. Furthermore, incorporating case studies and project-based assignments
will enable them to analyze real-world scenarios and develop practical solutions to the

challenges faced by students with diverse needs.
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While it is essential for teachers to reflect on their teaching practices and collaborate
with their colleagues to continuously improve their inclusive strategies, school leaders and
administrators must also actively promote and support the inclusion of diverse perspectives.
They must ensure that all staff adhere to and implement inclusive values, as they play a
crucial role in creating an inclusive environment within their institutions. They must model
inclusive values, provide the necessary resources and time for teachers to implement
inclusive practices, and establish structures for collaboration and peer support. This will help
create a more inclusive and welcoming environment for all students and staff. In addition,
establishing mentorship during the early years of teaching is essential. Schools can introduce
structured mentorship programs in which senior, experienced educators mentor recently
graduated teachers. These mentorship relationships not only provide psychological support
but also expose new teachers to real-world models of inclusive practices. According to
Ingersoll and Strong (2011), teachers who participate in mentoring activities are more likely
to develop effective classroom management skills, adapt inclusive teaching methods, and
experience increased job satisfaction. Furthermore, continuous mentoring can help bridge
the gap between theoretical knowledge and practical application, which remains a significant
challenge for new teachers when dealing with diverse cultural contexts. Therefore,
formalizing mentorship structures is crucial for ensuring effective delivery of inclusive

education.

Parents and caregivers also play an essential role in inclusive education. Schools
should establish regular communication with families, conduct workshops or orientation
sessions on inclusive practices, and provide opportunities for parents to be involved in the
learning process. By keeping parents informed and appreciated, schools can increase their

support for inclusive practices at home and advocacy for their child's needs.
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By involving all stakeholders — teachers, school leaders, and parents — in a
collaborative process, inclusive education has the potential to move beyond theoretical
concepts and become an effective classroom practice. Building strong partnerships among
these groups is essential for creating learning environments that value and support every

student.

6.5 Implications and Recommendations for Research

The results of this study provide a basis for further research on inclusive education
in Kazakhstan. Although this study focused on the perspectives of recently graduated
teachers who have completed a university-based inclusive education course, there is a need
for more research to explore the wider system surrounding their learning and professional

development.

One significant area for further exploration is the role of university instructors in
inclusive education. Understanding how inclusive pedagogy is taught, assessed, and
modeled in pre-service teacher training programs could provide a deeper understanding of
the gap between theoretical knowledge and practical application as experienced by graduate

teachers.

Additionally, future research could investigate how inclusive education is

implemented in private and mainstream schools.

In conclusion, further research using qualitative and mixed-methods approaches
could explore the collaborative interactions between graduate teachers and other
stakeholders. Future research may explore the perspectives of other significant stakeholders
involved in inclusive education, such as policymakers, administrators, and parents. The

insights gained from these stakeholders' roles and perspectives would provide a
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comprehensive understanding of how inclusive practices are implemented at various levels.
For example, administrators shape school policies and resource allocation, while parents
play a crucial role in advocating for their children's needs. Considering factors from these
viewpoints could lead to more comprehensive recommendations for the advancement of

inclusive education in Kazakhstan.

6.6 Conclusion

This research has successfully accomplished its aim of exploring the experiences of
recently graduated teachers on Inclusive Education program at a university in Kazakhstan.
The study has identified both the strengths and weaknesses of the program, and has
highlighted the ongoing difficulties that teachers encounter when implementing inclusive
practices in real-life classrooms. This research provides key findings into how recently
graduated teachers in Kazakhstan perceive, experience, and implement inclusive education

based on their university training:

. Initial understanding of inclusive education was narrow (focused on disabilities); it

broadened after the course and teaching experience.

. The course was useful but criticized for being too short, theoretical, and offered too

late in the program.

. Lack of practical experience (e.g., school visits, real cases) was a major gap.

. Teachers faced real-world challenges: large classes, time limits, lack of resources,

emergencies.

. They used strategies like peer support, differentiation, visual aids, and building

inclusive values.
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. Participants recommended: Making the course mandatory and earlier, adding
practical components, more funding, support staff, and public awareness, localized research

and assistive technology access.

These findings have important implications for teacher education, educational
policy, and classroom practices in Kazakhstan and similar contexts. By improving the
structure and content of inclusive education programs, providing support for graduate
instructors through mentorship and resources, and promoting reflective and interactive
learning environments, stakeholders can better prepare future educators to create inclusive

and equitable classrooms for all students.

While conducting this research, | have achieved a high level of personal and
professional growth. Initially, starting this dissertation process was challenging, given that
the topic of inclusive education is multifaceted and complex. However, the more | immersed
myself in the literature, conducted interviews, and worked on analyzing data, the more |
learned not only about the theoretical aspects but also about the practical reality of the

teaching environment.

| realized that inclusive education is less about policy or practice and more about
attitude, empathy, and flexibility in actual classrooms. Inclusive education is about creating
an environment where all students can feel valued and supported. This requires teachers to
be flexible and adaptable, as each student has unique needs and abilities. By adopting this
approach, teachers can help students reach their full potential and develop a sense of

belonging and belonging in the classroom.

One of the most significant lessons | have learned is the value of patience and

flexibility when conducting research. Despite thorough planning, challenges arose during



60

the project, including difficulties coordinating interviews and navigating the complexities of
multilingual translations. I learned the importance of adapting and remaining resolute when

faced with unforeseen obstacles.

If I were to conduct a similar study again, | would begin collecting data earlier and
allow more time for participant recruitment and transcription. Additionally, | learned the
significance of maintaining ongoing reflection during the research process, keeping detailed

notes and memos was essential for interpreting the complex data.

Additionally, this research has significantly influenced my professional goals. | have
a stronger commitment to the principles of inclusive education and am motivated to use the
knowledge | have gained to assist students in the future. I now understand the importance of
continuous professional development, networking with other educators, and fostering
inclusive values within educational institutions. 1 look towards the future and aspire to
become an even stronger advocate for more inclusive practices at both the policy and

implementation levels.

Overall, this thesis process has been transformational. It has enhanced my
research skills, deepened my empathy as a teacher, and sharpened my analytical
thinking. I will apply the lessons learned about perseverance, flexibility, and

embracing diversity in both my professional practice and future academic endeavors.
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I hereby declare that I have read and understood NUGSE’s policy concerning appropriate use

of Al and composed this work independently (please check one):

1 with the use of artificial intelligence tools, or
1 without the use of artificial intelligence tools.

(If you have used Al tools as defined in the GSE policy document, please complete the rest of
this form.)

During the preparation of this thesis/examination, | used Grammarly, Quillbot, and ChatGPT

for proof-reading, to make it more academic to.

| also declare that |

[ am aware of the capabilities and limitations of Al tool(s),

[ have verified that the content generated by Al systems and adopted by me is factually
correct,

L] am aware that as the author of this thesis | bear full responsibility for the statements and
assertions made in it,

L1 have submitted complete and accurate information about my use of Al tools in this work,
and

[J acknowledge that there may be disciplinary consequences if I have not followed NUGSE’s

guidelines regarding appropriate Al use.
[

Name: Kymbat Smagulova Signature: T

Date: 25.04.2025



Appendix B: Consent Letters

' INFORMED CONSENT FORM

The Experiences of Graduate Teachers in Inclusive Education course from one
Kazakhstani university

DESCRIPTION: You are invited to participate in a,re$earch study that explores the
experiences of graduate teachers in Inclusive Education course from one Kazakhstani
university. The study aims to assess how well these graduates are prepared to create and sustain
inclusive learning environments in their professions.

TI-M E lNVOFVEMENT: Your participation in lhiﬁ study will take approximately 40 to 60
minutes. Thc interview will be scheduled at a time and location convenient for you, ensuring
your comfort throughout the process.

RISKS AND BENEFITS: This study does not pose any significant risks. However, there is a
small chance that discussing challenges related to inclusive education might cause some
emotional discomfort or bring up difficult experiences. If this happens, you are welcome to
pause the interview or withdraw from the study at any time without any consequences.

As a participant, you may benefit from the chance to reflect on and evaluate your experiences
with implementing inclusive education, which could provide, valuable personal and
professional insights. Furthermore, your feedback will help enhance the understanding of the
effectiveness and challenges of inclusive education in Kazakhstan, potentially shaping future
educational practices and policies.

PARTICIPANT’S RIGHTS: Your participation in,this study is entirely voluntary. You have
the right to withdraw your consent or discontinue pa‘licipation at any time without any penalty
or loss of benefits to which you are otherwise entitled. You are also free to refuse to answer
any particular questions without consequence. The results of this research study may be
presented at scientific or professional meetings or published in scientific journals, but your
identity and any identifiable information will remain confidential.

CONTACT INFORMATION:
Questions: If you have any questions, concerns, or complaints about this research or its

procedures, please contact:

Thesis Supervisor: Researcher:
Dr. Oliver Mutanga Kymbat Smagulova
Email: oliver.mutanga@nu.cdu.kz Email: kymbat.smagulova@nu.edu.kz

Phone: 8 (747) 882 0522
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Date: 'Q’“‘l"af’unl #6 i

Participation code: 23, A

CONSENT (

* | have carefully read the information provided;

* I have been given full information regarding the purpose and procedures of the study:
* I understand how the data collected will be used, and that any confidential information wi

be seen only by the researchers and will not be revealed to anyone else;

* [ understand that [ am free to withdraw from the study at any time without giving a reason,
» With full knowledge of all foregoing, I agree, of my own free will, to participate in this

study.

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

Signature: Date: _ 2/-&_
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Appendix C: Data Analysis — Interview Protocol
Date:

Participant code:

Interview components:

1. Welcoming the Participant:

e Greet the participant warmly and express gratitude for their cooperation and
willingness to participate.

2. Confidentiality, Risks, and Benefits:

e Provide a brief overview of confidentiality protocols, including how their
information will be kept confidential.

e Discuss any potential risks and benefits associated with the study.

3. Duration of the Interview:

e Inform the participant of the expected duration of the interview (approximately
40-60 minutes).

4. Interview Process and Recording:

e Explain how the interview will be conducted, including the use of audio
recording (with their consent).

5. Consent Form:

e Provide a hard copy of the consent form, ensuring the participant has time to
review it.

6. Questions from the Participant:

e Ask if the participant has any questions or concerns before beginning the
interview.

7. Conducting the Interview:
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e Proceed with the interview, following the prepared questions and allowing for
open dialogue.

8. Closing the Interview:

e Again, Thank the participant for their time and contribution, and offer a

friendly goodbye.

The interview questions

1. Can you describe what inclusive education means to you in your role as a
teacher?

2. How has your understanding of inclusive education evolved throughout your
career and educational training?

3. Inwhat ways did the Inclusive Education course you completed influence how
you approach your teaching practices?

4. Can you provide specific examples of how the Inclusive Education course
impacted the way you plan and execute lessons in diverse classroom settings?

5. How do you apply the skills and knowledge you acquired from the Inclusive
Education course in your classroom setting?

6. What challenges or successes have you encountered while trying to apply what
you learned from the Inclusive Education course in your teaching practice

7. Can you describe a specific instance where you faced difficulties in
implementing inclusive practices? How did you address these challenges?

8. What strategies have you used to overcome the challenges of implementing
inclusive practices in your classroom?

9. How do you adapt or modify your teaching methods to ensure that all students,

regardless of their abilities, are included?



10. How do you think your experience with inclusive education has influenced

your views on education policy and future research in this area?
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Appendix D: Data Analysis — Transcript and Coding Samples

1. How would you describe your understanding of inclusive education as a concept?

**Participant (P):**

To me, inclusive education is about ensuring everyone feels like they genuinely belong in the
classroom. It's not just about ramps or extra help for students with disabilities; it’s about
meeting every learner where they are--whether they're dealing with specific challenges,
learning differences, or just struggling with a new subject. In practice, it means creating an
environment where each student feels valued and supported.

For instance, a few weeks ago, | noticed one of my new students—who was extremely shy—
hesitant to join group discussions. By talking to her individually and allowing her to share
ideas with a partner first, | saw her gradually open up. That moment reminded me that
inclusive education is as much about social and emotional belonging as it is about
academics.

### 2. What do you believe are the key elements of inclusive education?

| see four crucial elements. First, **embracing recogmzmg that each student
has -I learning style, and set of strengths. Second, **adaptability**—as
teachers (we have to flex and revise our methods instead of expecting@ll kids to learn they

@Game waysThird, **support**—which can range from collaborative teamwork with parents
and specialists to providing accommodations like assistive tech or differentiated
assignments. Lastly, **empathy**—being willing to step into our students’ shoes and
understand what might be holding them back or pushing them forward.

t‘p.tt

In a real sense, these elements came alive for me when | had to rework a group project so
that a student with fine motor difficulties could contribute digitally instead of drawing
posters. It took more planning time, but it made them feel genuinely included.

##i# 3. How has your understanding of inclusive education evolved since completing the
course?

#tpztt

Initially, | assumed it was mostly about physical accessibility—ramps, wheelchair-friendly
hallways, or seating arrangements. But over time, and after some actual classroom
experience, I've realized it’s much broader. It's about fostering a classroom culture that
celebrates different personalities, cultural backgrounds, and learning needs. It’s also about
being proactive: thinking ahead to what a student might struggle with and adjusting before
it becomes a barrier.



#i## 7. Were there any parts of the course that you found lacking or could be improved?

‘tp.it

% N g .
Yes: A **stronger focus on practical challenges** would've been beneficial. For instance

‘how do you maintain an inclusive classroom if you have 30+ students with varying needs but
limited resources or support staff? We touched on it briefly, but not enough to feel
prcpared

Also, we rarely had opportunities to interact with professionals already working in inclusive

settings. Real stories and tips from experienced teachers would have supplemented the
theory nicely.

### 8. How well do you think the course prepared you for real-world classroom challenges?

#'P;t‘

It was a solid starting point—no doubt about that. It gave me the fundamental principles of
inclusion, taught me the terminology, and offered a framework to think about diverse
learners. But as anyone who's stepped into a real classroom knows, **theory only goes so ¥

far**. There’s no perfect blueprint for every challenge you face, and so much depends on:
the specific dynamics of your students, school culture, and resources

In truth, **you learn by doing**, and I've had to figure out a lot on the fly—like how to

adapt homework for a student who doesn’t have internet access at home or how to support
a child with mild autism who needs breaks to decompress

#it# 9. How have you applied the knowledge and skills taken from the Inclusive Education
course in your teaching career?

PR — Shat goees

I've taken the idea of **flexibility** to heart. Now my lessons combine different formats—
videos, group discussions, reading activities—so there’s something that resonates with every
student. | also try to modify assessments, giving options like oral presentations, written

papers, or creative projects. That shift came directly from the course content, where we
studied diverse ways of measuring learning outcomes.

#### 10. Can you share specific strategies or methods you've implemented from the course?

LR L

**peer learning** has been a big one. Pairing students who have complementary strengths

éncourages mutual support and cooperation. This method helps them learn academically
but also fosters empathy and respect.

)

/

74



75

Additi ' \ i
ddmOﬁaIIV, I've become more intentional about **visual supports**—like using mind
maps, diag

. ra_m; or interactive simulations in biology. These strategies make complex topics
more digestible for all learners, not just those with special needs.

iy ;1} How have these strategies impacted your students, particularly those with diverse
needs?
ttp:tt

It's been amazing! Students who used to hang back are now taking part in group activities.
The ones who dreaded tests feel less anxious because they can choose an assessment

format that suits them. I've even noticed a student with attention challenges thriving when
given short, structured tasks and immediate feedback.

| only wish I'd gotten more **real-life guidance** on how to handle these moments back in
the course. But at least the foundations were there, and I've been building on them ever
since.

#i#t# 12. What areas of your teaching have been most influenced by the knowledge gained
from the course?

ttp.t‘

Lesson planning and assessment design. I'm constantly asking, “How can | make this content
engaging for multiple learning styles?” Rather than relying on a standard lecture or
worksheet, | mix in group activities, multimedia presentations, and reflective journals.

#tH# 13. What challenges have you faced when implementing inclusive practices in the
classroom?

O‘P.U‘

Time management is a major hurdle. Adapting materials for different learners can be
**time-consuming**, and sometimes there’s pressure to “cover the curriculum” quickly.
Another challenge is balancing individual support with the collective progress of the class—
especially when you have one teacher and many students with diverse needs.

| also feel that **lack of resources*™ can be an obstacle, whether it's not having enough
assistive technology or not having extra staff to help run small-group interventions.
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##H 14. How have you navigated or overcome the challenges of implementing inclusive

practices in real classroom settings?
L P,. -

**Collaboration** has been crucial. | regularly consult with colleagues who've handled
similar issues, and I've attended a few workshops that focus on practical strategies. Working
with parents also helps; they can provide insights into what truly motivates their child.

At the end of the day, I've learned to **embrace imperfection**. Not every lesson will go off

without a hitch, and that's okay. The point is to keep reflecting, adjusting, and striving to
meet each student’s needs a bit more effectively next time.

### 15. Based on your experiences, what are the implications of your findings for t

eaching
practice, policy, and future research?

ttp.l‘

|
|
Inclusive education can’t be done in isolation—it requires **community**. We need better 1
teacher training programs that integrate hands-on experience with real inclusive classrooms.
Policies must shift toward smaller class sizes and improved funding s

o that inclusive teaching
isn’t seen as “extra work” but as a standard.

64

For research, I'd love to see more studies that produce **practical, scalable strategies**. It's

one thing to read about inclusive theory in a textbook, but we need real-world data and
examples that teachers can directly apply.

### 16. What changes in policy would better support inclusive education in schools?
* tp:l‘

Definitely smaller class sizes and increased funding for re

sources. Schools should also set
aside budgets fo

r **ongoing professional development**—teachers need refresher courses
and up-to-date training in inclusive methods. Another crucial aspect is involving teachers in
policy-making. We're the ones implementing these ideas, so our voice matters.

#it# 17. What areas do you think require further research to improve inclusive practices in
education?

"p-“

**Tachnology in under-resourced schools

** is a big one. How do we leverage tech solutions
for students in rural or low-i

ncome areas? Another topic is **teacher well-being**. If we're
burning out from trying to meet every need without sufficient support, it's hard to provide
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’,f}l

That said, **the course itself was more theoretical** than prachcal 'While it highlighted the
broader vision of inclusive education, | Wish-we had visited real classrooms or practiced

simulations with actual students who had diverse needs. Experiencing it first-hand would |
‘. have made the transition from theory to practice much smoother.

##t# 4. Can you provide an example of what inclusive education looks like in practice?

*'P.‘.

Absolutely! Just the other day in my biology class, | had a student who really struggled with
traditional writing tasks but happened to be an amazing artist. So, instead of having
everyone submit a standard essay on mitosis, | allowed her to create a comic strip depicting
each phase of cell division. It was incredible to see her excitement—she ended up doing
additional research just to illustrate the details more accurately.

In the course we took, we covered the importance of “alternative assessments,” but seeing a

student shine in real life is far more powerful than reading about it. That’s why | believe we
could have benefited from more hands-on case studies in the course.

### 5. What are your thoughts about the Inclusive Education course that you completed?

. - PUE heodinp 273

Honestly, it was a game changer in terms of opening my eyes to different perspectives, but it
**|acked real-life scenarios** and concrete practice. We had a lot of discussions and
presentations, which were great for brainstorming, but I'd have loved to spend time in an
actual inclusive classroom. | think if we’d paired the theory with on-site visits or more
ctical assignments, | would have felt more confident stepping into my curren

#t### 6. What aspects of the course did you find most valuable?

*RD A 7 MW’%) #c??
The **hands-on strategies** we did learn, like differentiated instruction and multi-modal

teaching, were gold. We also examined case studies, which helped me connect the dots

between inclusive theory and real application. For example, one assignment required usto

design lesson modifications for a hypothetical student with dyslexia. Working through those

details as a group helped me see what's truly involved in planning for inclusion.

However, in hindsight, it would have been even more valuable to **test** those lesson

plans in a real classroom, or at least ob ot_)serve a teacher doing it. s sl
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