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Introduction. The inclusion of students with special educational needs in regular schools is currently one
of the most important issues on the agenda of national and international education communities. A positive
attitude of teachers to inclusive education is a factor of its effective implementation. The purpose of this
study was to investigate the attitude of teachers to inclusive education in the Republic of Kazakhstan and
to determine the factors influencing their positive attitude towards inclusion.

Materials and Methods. The sample consisted of 416 teachers of general secondary schools in the Pavlodar
region of the Republic of Kazakhstan. The Sentiments, Attitudes, and Concerns about Inclusive Education
Revised scale feedback form was used. For the processing of the results of the survey, nonparametric statistics
(Spearman’s correlation coefficient) and multiple regression analysis were used.

Results. A general neutral attitude of teachers towards inclusion was revealed. The experience of interaction
between teachers and people with special educational needs does not contribute to the formation of their
positive attitude towards inclusion. Educators — people who work in rural schools and are confident in
teaching children with special education needs — have the most positive attitude toward inclusion.
Discussion and Conclusion. A more detailed analysis of the respondents’ answers indicates the disinclination
of teachers to implement inclusive education and the need for special training of teachers to work with
children with special education needs that will increase their confidence in teaching children with special
educational needs and create a positive attitude towards inclusion. Prospects for the study are to further explore
attitudes of subject teachers, special education teachers, and providers of psychological and pedagogical
support to inclusion in Kazakhstan and the impact of special training on the attitude of teachers to inclusion.
The materials of the article will be useful to researchers interested in the problem of inclusive education,
especially its condition in the Republic of Kazakhstan.
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oopazoBanuiw B Ka3zaxcrane
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" sdaubakirova@gmail.com
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Benenue. BitoueHue yqanmxcs ¢ 0co0bIMH 00pa30BaTeIbHBIME TOTPEOHOCTAME B 00111e00pa3oBaTebHbIe
IIKOJIBI SIBJISICTCSI OJTHUM M3 aKTyaJbHBIX ¥ B&KHBIX BOIIPOCOB, CTOSIINX Iepes cO00IecTBOM 00pa3oBaHus
Ha HAIlMOHAJBHOM M MEXAYHApOJHOM ypoBHE. [T0JOXUTENbHOE OTHOILICHUE yYUTEIeH K MHKIIO3HBHOMY
00pa30BaHUIO BBICTYMAaeT OJHUM M3 (akTopoB ero 3ddexruBHoOil peannszanuu. llenapio JaHHOTO HCCIEq0-
BaHMs ObUIO M3yYCHHE OTHOLICHHUS YYHTENIeil K HHKIIO3UBHOMY oOpasoBanuio B PecnyGinuke Kasaxcran
U onpeseneHne GakTopoB, BIUSIOMIMX HA UX MO3UTHBHOE OTHOIICHHE K HHKIIIO3HH.

MarepuaJibl 1 MeTOABI. BoiOopka coctosiia u3 416 nemaroros obuieoopazoBarenbHbIX Ko [TaBnogapckoit
obnactu PecniyGiuku Kazaxcran. B uccienoBanuu GbUT HCIOJIB30BaH ONMPOCHHUK LIKAJIBI 4YBCTB, OTHOLICHHSI
W OTaCeHH 1Mo MoBOAYy MHKII03UBHOTO oOpaszoBanusa (SACIE-R). [ns 06paboTku pe3ynbTaToB MCCIENO-
BaHMs NPHUMEHSUIMCh METOJbl HemapaMeTpHuecKol cTaTucTHKH (ko3 duuuenT koppensuun CnupmeHa)
U MHOXXCCTBCHHBIN PErPECCHOHHBIN aHAJIN3.

Pe3yabTarsl HecaenoBanus. [1o HToram NpoBeJCHHOTO HCCIIE0BAHMS BBISIBICHO 00111ee HEHTPaJIbHOE OTHOILICHHE
yuHTelIeH K IpoLeccy BKIIOYEHHs HCCISAYEeMbIX YUalluXcs B HeAarornueckuii npouecc. OnbIT B3anMoAeHcTBUSA
yUUTeIel C JIIOAbMU C 0COOBIMH 00pa30BaTeIbHBIMHU ITOTPEOHOCTSMH HE CIIOCOOCTBYET (POPMHUPOBAHHIO MX
MO3UTHBHOTO OTHOLICHHS K MHKIIIO3MH. [learoru-My»K4nHel, paboTaIOIINe B CEIbCKUX IIKOJIAX U YBEPEHHBIC
B 00yueHHH JIeTel ¢ 0cOOBIMU 00pa30BaTeIbHBIMU OTPEOHOCTAMHE, H0JIEe ITOTOKUTEIFHO HACTPOSHBI K HHKJIIIO-
3UH. AHAIIN3 OTBETOB PECIIOH/ICHTOB CBUACTEIBCTBYET O HETOTOBHOCTH I1E/Iar0roB K pean3alii HHKII03HBHOTO
00pa3oBaHHA 1 HEOOXOIMMOCTH CIIEIIHATFHON MOJrOTOBKH TIEJaroroB K padoTe ¢ JIETEMH ¢ 0COOBIMU 00pa3oBa-
TEIBHBIMU MOTPEOHOCTSIMH B YCIOBUSAX MHKIIFO3HH.

O6cy:xnenne u 3aKJa0ouenne. [IepCrIeKTHBB UCCIIETOBAHUS 3aKIIOUAIOTCS B AalbHEIIIEM H3yYeHHH OT-
HOUICHHS Meaaroros (MpeIMETHHKOB, CIELHAIbHBIX MEJaroros, MeJaroroB MCHUX0JIO0T0-MeIaroruuecKoro
COINPOBOXK/ICHNS) K MHKJIIO3HMHM B CTPaHE, BIMAHUS CIELMAJIbHONW MOATOTOBKM Ha OTHOIIEHHE IEaroros
K MHKJIFO3UH. MaTepualbl cTaTbi OYyIyT MOJIC3HBI HCCIICA0BATENSAM, HHTEPECYOIMMCS ITPOOICMOii HHKITIO-
3UBHOTO 00pa3oBaHus1, 0COOCHHO ero cocTossHneM B PecryOnmke KazaxcraH.

Kurouesvie crosa: MHKIIIO3UBHOE 00pa30BaHME, YUYUTENb, OTHOIICHHE, 0COObIC 00pa3oBaTelbHbBIC MOTPEO-
HoctH, Kazaxcran

Jns yumuposanus: OTHOLICHHE YYUTENICH K MHKIIO3MBHOMY oOpaszoBanuio B Kasaxcrane / P. O. AraselsH,
C. JI. Ay6akuposa, A. J1. XKomaprosa, E. U. Bypauna. — DOI 10.15507/1991-9468.098.024.202001.008-019 //
Wnterpanus odpazosanns. — 2020. — T. 24, Ne 1. — C. 8-19.

Introduction

Including all children in education is
the major challenge facing educational
systems around the world, in both devel-
oping and developed countries [1]. The
basis of inclusive education is an ideol-
ogy that excludes discrimination against
children and ensures equal treatment of
all people, and, at the same time, creates
special conditions for children with spe-
cial educational needs.

Based on the assumption that the suc-
cessful implementation of inclusive prac-
tices largely depends on the positive atti-
tude of teachers towards it, a large amount

INTERNATIONAL EXPERIENCE IN THE INTEGRATION OF EDUCATION

of research was aimed at studying the at-
titude of teachers to inclusion [2; 3].

The attitude of teachers towards inclu-
sion has been widely studied in different
countries: Finland, Australia, South Africa,
Ireland, China, Greece, Singapore, Bangla-
desh, Norway, Zimbabwe, and others. Most
of the research was conducted in the United
States [4; 5]. However, there are no studies
of the attitude of teachers towards inclusive
education in the Republic of Kazakhstan.

Inclusive education in Kazakhstan has
been developing since 2000, however, the
active promotion of inclusion began in
2011 with the adoption of the State Pro-
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gram for the Development of Education
for 2011-2020".

Inclusive education is a process that
provides equal access to education for all
students, taking into account special edu-
cational needs and individual capabilities?.
Inclusive education in the country implies
two forms of its implementation: full and
partial inclusion. Full inclusion is realized
through the education of children with special
educational needs (SEN) in general education
classes. Partial inclusion means teaching
a child with SEN in a special classroom when
they are involved in educational and training
activities of a general school or his individual
tuition at home, visiting individual lessons in
a class with the majority of students’.

There are 96 555 children with SEN of
school age in Kazakhstan. They are:

— 13 897 (14.4%) children at special
schools;

— 13 333 (13.9%) children in special
classes of general education schools;

— 11 390 (11.8%) children tutored at
home;

—2 517 (2.6%) children in private edu-
cational institutions;

— 2 558 (2.7%) children in vocational
schools and colleges;

— 45 104 (46.7%) children in ordi-
nary classes of general education schools,
among them 32.9% without correctional
and pedagogical support, 13.8% have cor-
rectional and pedagogical support;

— 7656 (7.9%) children with SEN who
are not covered by the education system®.

It should be noted that in various docu-
ments the data on the number of children
covered by inclusive education are different.

“The amount of reliable data on the number
of children with disabilities and features of
the development is extremely small™.

The latest measures of inclusive policy
are aimed at increasing the number of pupils
with SEN and disabilities attending general
education school. In this connection, the
following questions arise: Are teachers of
general education schools ready for such
changes and what is their attitude towards
inclusive education in their schools? What
are the factors that determine the positive
attitude of teachers towards inclusion? Our
research focuses on the search for answers
to these questions. It is important to identify
the existing attitudes of teachers to more
effectively address the problem during the
period of their preparation and professional
development.

Literature Review

A positive attitude towards inclusion
is considered one of the most influential
factors and even a prerequisite for the suc-
cess of inclusive education [4; 6], which
has increased the interest of researchers
in this topic.

All research in this area can be divided
into two large groups. The first group of
studies is aimed at studying the attitude of
pre-service teachers to inclusion. Moreo-
ver, one part of them is cross-cultural
research [7; 8], and the other part is aimed
at studying pre-service teachers’ attitudes
in specific countries [9—11]. In a study
by P. Subban and D. Mahlo, pre-service
teachers in Australia and South Africa show
a positive attitude towards inclusion. Most
respondents revealed that they intentionally

! [Ministry of Education and Science of the Republic of Kazakhstan. State Programme of Education De-
velopment in the Republic of Kazakhstan for 2011-2020]. Astana: Ministry of Education and Science of the
Republic of Kazakhstan; 2010. Available at: https://nao.kz/blogs/view/2/105 (accessed 11.06.2019). (In Russ.)

2 [Law of the Republic of Kazakhstan “On Education”]. Astana: Akorda, July 27, 2007. Available at:
http://online.zakon.kz/Document/?doc_id=30118747#pos=1972 (accessed 30.05.2019). (In Russ.)

* [Ministry of Education and Science of the Republic of Kazakhstan. Guidelines for the Organization

of an Integrated (Inclusive) Education of Children with Developmental Disabilities 2009]. Astana: Min-
istry of Education and Science of the Republic of Kazakhstan. Available at: http://special-edu.kz/index.
php?do=static&page=nprbase (accessed 01.06.2019). (In Russ.)

4 Nogaibekova G., Zhumazhanova S., Korokikh E. [Monitoring Framework for Inclusive Education in the
Republic of Kazakhstan]. Astana: Information and Analytical Center; 2017. 185 p. Available at: http://iac.kz/sites/
default/files/edinaya ramka monitoringa inklyuzivnogo_ obrazovaniya.pdf (accessed 01.06.2019). (In Russ.)

S OECD. Reviews of National Policies for Education Kazakhstan, Kyrgyz Republic and Tajikistan 2009.
Students with Special Needs and Those with Disabilities. 2009. Available at: http://www.oecd.org/education/
school/43851447.pdf (accessed 08.06.2019). (In Eng.)
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develop their skills and expand their knowl-
edge as ameans of improving their proficien-
cy in inclusive education [7]. Pre-service
teachers in Mexico have varied perspec-
tives regarding their dispositions towards
inclusion and their preparedness for teach-
ing children with SEN in regular schools.
The researchers concluded that to improve
teachers’ dispositions towards including
students with SEN, pre-service teachers
should be provided with the experience
of teaching in inclusive classrooms [11].
A review of 23 studies/surveys published
between 1994 and 2017 showed that future
teachers have a largely positive attitude
towards inclusion. In addition, a conclu-
sion was made about the positive impact
of special training of future teachers in the
period of their study at the university on
the formation of a positive attitude towards
inclusion [5].

The second group of studies is aimed
at studying attitudes towards the inclusion
of in-service teachers, identifying factors
affecting this attitude. For example, B. Paju
et al. indicate that the perception of special
teachers in Finland differs significantly
from the class teachers of primary schools
and secondary school teachers [12]. Special
teachers feel great confidence in teaching
children with SEN. Consequently, effective
cooperation between special and general
education will contribute to the successful
learning of children with SEN in practice.
In addition, this study did not reveal the
relationship between the gender of the
respondents and their attitude towards
inclusion.

A study by M. Chitiyo et al. aims to iden-
tify the attitudes of school teachers of general
and special education in Zimbabwe to inclu-
sion and their needs for professional devel-
opment in teaching children with SEN [13].
At the same time, the link between the
attitude of teachers to inclusion and their
place of work (rural or urban area) was not
found. However, there are differences in the
definition by rural and urban teachers of the

most important topics of professional de-
velopment in teaching children with SEN.
E. Avramidis and E. Kalyva, studying the
attitude of Greek primary school teachers to
inclusion, found a more positive attitude to
the inclusion of teachers who have experi-
ence in teaching children with SEN than
their colleagues with little experience or
not having it [14]. The results of a study by
T. Stemberger and V. R. Kiswarday show
a positive attitude towards the inclusion
of teachers in Slovenia. At the same time,
preschool teachers are more positive than
primary school teachers and having expe-
rience working with children with SEN
is associated with a less positive attitude
towards inclusion [15].

In addition, there are also surveys
whose respondents are pre-service and
in-service teachers. For example, H. Savol-
ainen et al. state a neutral attitude towards
the inclusion of teachers in South Africa
and Finland. At the same time, the senti-
ment of Finnish teachers to interact with
people with SEN and to inclusion in general
is more positive than that of South African
teachers [16].

The aim of our study was to determine
the attitude of teachers to inclusion in the
Republic of Kazakhstan, their willingness
to accept children with SEN in their class
and to identify factors affecting the attitude
of teachers to inclusion.

Materials and Methods

The survey involved 416 teachers of
general education schools in the Pavlodar
region of the Republic of Kazakhstan.
333 questionnaires were filled out in Rus-
sian, 83 — in Kazakh. Table 1 shows in-
formation about the demographic data of
teachers participating in the study.

The predominance of rural teachers
over urban ones is explained by the specif-
ics of the educational space of the Republic
of Kazakhstan: the number of rural schools
is more than 70% greater than the number
of urban schools®.

¢ [National Report on the State and Development of the Education System of the Republic of Kazakhstan,2016]/
S. Irsaliyev [et al.]. Astana: Informational-Analytical Center JSC; 2017. 482 p. Available at: http://iac.kz/
ru/project/nacionalnyy-doklad (accessed 02.06.2019). (In Russ.)

INTERNATIONAL EXPERIENCE IN THE INTEGRATION OF EDUCATION 11
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Table 1. Data on survey participants

Characteristics Number (%)
Workplace Primary school 98 (23.6)
Secondary school 318 (76.4)
Gender Male 72 (17.3)
Female 344 (82.7)
Age 25 years or less 49 (11.8)
26-35 years 120 (28.8)
3645 years 124 (29.8)
46 years or more 123 (29.6)
Level of education Secondary vocational 45 (10.8)
Higher (Bachelor’s Degree) 358 (86.1)
Master’s Degree 13 (3.1)
Experience of interaction with a per-  Yes 161 (38.7)
son with special needs No 255 (61.3)
Special training in teaching people No 324 (77.9)
with special needs A little 75 (18.0)
Good level (not less than 40 hours) 17 (4.1)
Knowledge of legislation and poli- Don’t know anything 25 (6.0)
cies of the Republic of Kazakhstan .
regarding children with special needs A little 46 (11.1)
Average 183 (44.0)
Good 142 (34.1)
Excellent 20 (4.8)
Confidence in teaching children with ~ Not at all 39 (9.4)
special needs A little confident 89 (21.4)
Average confidence 150 (36.0)
Almost confident 86 (20.7)
Completely confident 52 (12.5)
Experience of teaching children with ~ No 205 (49.3)
special needs A little 167 (40.1)
Good level (not less than 30 full 44 (10.6)
days)
Location of school Countryside 334 (80.3)
City 82 (19.7)

“The Sentiments, Attitudes, and
Concerns about Inclusive Education Revised
Scale” [17] is a 15-point questionnaire
designed to identify teachers’ attitudes
towards inclusion. Respondents rated
their agreement with the statements on
a4-point Likert scale (1 = strongly disagree,
4 = strongly agree). The questionnaire

also contains 3 specific subscales, which
measure various aspects of the attitudes
towards inclusion. The Sentiments subscale
(5 item; £ = .67) assesses sentiments
when interacting with people with SEN.
The Attitudes subscale (5 item; £ = .68)
measures the acceptance by teachers of
students with the SEN. The Concerns

12 MEXJITYHAPOJIHBII OIIbIT UHTETPALIMM OBPA3OBAHM A
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subscale (5 item; £ = .6) focuses on the
teacher’s personal concerns about SEN
students’ inclusion in their own class.

The calculation of the average score for
all 3 subscales is a total SACIE-R estimate.
The overall Cronbach Alpha coefficient is
751, which is a good indicator of reliability.

With regard to the scale of sentiments
and concerns, reverse coding was applied
so that the maximum score had a positive
value for all questions in the questionnaire
and characterized a positive attitude towards
inclusion. In addition to SACIE-R to the
most important characteristics (gender,
age, level of education, etc.), we asked

participants to indicate the area where they
work (city or countryside) to determine
if there is a difference in attitude to the
inclusion of teachers of rural and urban
schools.

Results

The general attitude towards inclusive
education among teachers is neutral M =
=2.59 (Table 2).

The subscale of sentiments (M = 2.76)
is the most important, which shows that
teachers are not afraid to interact with
people with SEN (M = 3.09), they are not
afraid to look them straight in the eyes

Table 2. Means and standard deviations for scores on the SACIE-R Scale

Item Mean dStapdgrt
eviation

The Sentiments subscale 2.76 0.62
I am afraid to look a person with a disability straight in the face 3.19 0.84
I tend to make contacts with people with disabilities brief and I finish 3.09 0.90
them as quickly as possible
I find it difficult to overcome my initial shock when meeting people with 3.00 0.86
severe physical disabilities
I dread the thought that I could eventually end up with a disability 2.25 1.09
I would feel terrible if I had a disability 2.25 1.03
The Concerns subscale 2.55 0.58
I am concerned that I will be more stressed if [ have students with dis- 2.86 0.88
abilities in my class
I am concerned that students with disabilities will not be accepted by the 2.67 0.94
rest of the class
I am concerned that my workload will increase if I have students with 2.54 0.98
disabilities in my class
I am concerned that I do not have knowledge and skills required to teach 2.37 0.93
students with disabilities
I am concerned that it will be difficult to give appropriate attention to all 2.30 0.89
students in an inclusive classroom
The Attitudes subscale 2.45 0.63
Students who frequently fail exams should be educated in regular classes 2.77 0.99
Students who have difficulty expressing their thoughts verbally should 2.65 0.98
be educated in regular classes
Students who are inattentive should be educated in regular classes 2.45 0.90
Students who need an individualized academic program should be edu- 2.29 0.94
cated in regular classes
Students who require communicative technologies (for example Braille 2.11 0.98
and sign language) should be educated in regular classes
Total SACIE-R 2.59 0.45

INTERNATIONAL EXPERIENCE IN THE INTEGRATION OF EDUCATION 13



@m@m VHTEIPALIMST OBPABOBAHMSL. T. 24, No 1. 2020 RESSSEESRSSESER

(M = 3.19), they are not shocked meeting
with people with severe physical dis-
abilities (M = 3.00). However, they are
a little frightened by the thought about the
possible presence of disability in oneself
(M =2.25, M =2.25).

The smallest value is the attitudes
subscale (M = 2.45). Teachers are more
ready to accept students in their class who
find it difficult to express their thoughts
verbally (M = 2.65), as well as students
who often have difficulty in examinations
(M =2.77). However, they are not ready to
accept students in their class who require
communication technologies (M =2.11), as
well as students who need an individualized
curriculum (M = 2.29).

The subscale of concerns has an average
value of M = 2.55. Teachers are concerned
that it will be difficult for them to give ap-
propriate attention to all students in the in-
clusive classroom (M = 2.30), and the lack
of the necessary knowledge and skills to
teach children with disabilities (M = 2.37).
The ability to be stressed when there are
students with disabilities in the classroom
is less troubling to them (M = 2.86).

The bivariate relationships between the
predictor variables were explored using
Spearman’s correlation (Table 3).

Table 3 provides a statistically sig-
nificant correlation of such demographic
factors as gender and school location with
SACIE-R subscales. This means that rural
educators are more positive in relation to
inclusion than their urban counterparts
(r =-.131, p < .01). Men are more posi-
tive about people with SEN than women
(r=-.144, p < .01).

Professional factors (interaction with
people with SEN, availability of special
training, knowledge of policy, level of
confidence, experience in teaching children
with SEN) all statistically significantly
correlate with SACIE-R subscales. At
the same time, interaction experience is
negatively correlated with all 3 SACIE-R
subscales (r = -.223, p < .01, r = -.190,
p<.01,r=-.177,p <.01). This means that
the longer the experience of interaction

between teachers and people with the SEN,
the less positive is their attitude towards
inclusion. Significant correlations were
found between the confidence level and
the 3 SACIE-R subscales (r=.271, p <.01,
r=.267,p<.01,r=.275,p<.01).

A positive correlation is observed
between the presence of special training,
knowledge of policy, the presence of
experience in teaching children with SEN
to teachers and 3 SACIE-R subscales. To
determine the degree of the interrelation of
demographic and professional factors with
the perception of inclusion by teachers,
a multiple regression analysis was
conducted (Table 4). Factors having
a statistically significant correlation with
the SACIE-R subscales were combined
into one block. Variable school location,
gender, interaction experience, knowledge
of policy, special training, confidence
and training experience were used. The
regression made use of 7 predictors. The
access value for predictors ranges from 0.50
to 0.97, which exceeds the recommended
value of 0.107. A high tolerance value
indicates the absence of multicollinearity
among predictors.

A multiple regression analysis revealed
that the model explained 22% of the vari-
ance of the Total SACIE-R scale. The model
is statistically significant F (7, 408)=17.83,
p <.001.

Three independent variables are sig-
nificant predictors of teachers’ positive
attitudes towards inclusion: gender, school
location, and confidence in teaching chil-
dren with SEN. Educators are men who
work in rural schools and confident in
teaching children with SEN. They have
the most positive attitude toward inclusion.

Discussion and Conclusion

This study demonstrates the neutral
attitude of teachers towards inclusive edu-
cation, their concern about the lack of
necessary knowledge and skills to teach
children with SEN and the difficulty of
distributing attention to all students in an
inclusive classroom. This is confirmed by

" Tabachnick B., Fidell L.S. Using Multivarite Statistics Boston. MA: Allyn & Bacon; 2001. (In Eng.)
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Table 4. Multiple Regression Analysis Results

Variable R? F Adjusted R? Predictors B Sciir?iii-
Total SACIE-R 0.2 17.83™ 0.22 Gender -.147 .001
Level of confidence 304 .000
Location of school -.146 .001
The Sentiments 0.2 10.47* 0.13 Gender -.149 .001
Level of confidence .298 .000
Location of school -.118 .010
The Attitudes 0.1 8.39™" 0.11 Training 119 .032
subscale Level of confidence 171 .007
Location of school -.101 .028
The Concerns 0.1 8.97°" 0.11 Gender -117 011
subscale Level of confidence 217 .001
Location of school -.102 .026

Note: *p < .05, **p < .01, ***p < .001.

the results of international studies on the
prevalence of neutral or negative attitudes
of teachers towards inclusion, combined
with concerns that are quite common in the
practice of inclusive education [3].

With a general positive perception of
people with SEN, teachers are critical of
the idea of inclusion, because they are not
ready to accept in their class children who
need an individualized curriculum and
children with complicated disorders.

Despite the fact that inclusive education
in Kazakhstan has been developing since
2000, more than 70% of the surveyed teach-
ers note the lack of necessary training for
teaching children with SEN, which indicates
a slow development of inclusive education
in the country. Research in the field of in-
clusive education also notes that changes
in teacher education are insufficiently slow
[18] and teachers often do not feel ready to
teach children with SEN [19; 20].

A negative correlation was found be-
tween the interaction of teachers with peo-
ple with the SEN and their attitude toward
inclusion. C. Forlin and D. Chambers also
reported that the teachers who interacted
with people with the SEN the most were
more concerned and less favorable in sup-
porting inclusion [21].

In order to determine the significant
factors and the degree of their relationship
with the perception of inclusion, a mul-
tiple regression analysis was conducted
using 7 prognostic variables. Of these only
3 variables emerged as significant predic-
tors of teacher attitudes toward inclusive
education — school location, gender, and
confidence in teaching children with the
SEN. The model explained 22% of the
total variance of the dependent variable
SACIE-R.

Rural school teachers are more positive
about inclusion than their urban coun-
terparts. This can be explained by the
specifics of rural society in which people
know each other well and the specifics of
rural schools. Rural teachers have greater
tolerance towards children with SEN and
disability [22].

Most studies suggest that female teach-
ers have a more positive attitude towards
inclusive education than their male coun-
terparts [23—25]. In our study male teachers
are somewhat more positive about inclusion
than female teachers are. Perhaps this is due
to the fact that in the Republic of Kazakhstan
men are mainly teachers of physical educa-
tion and vocational training, who are more
focused on the development of students rath-
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er than the formation of subject knowledge.
In T. Saloviita’ study, subject teachers who
place greater emphasis on the subject and are
responsible for learning outcomes are less
interested in inclusion [26]. However, this
position is hypothetical, and more research
is needed to substantiate this conclusion.
The teachers’ confidence in teaching
children with SEN has a positive effect on
their attitude towards inclusive education.

carry out purposeful work to improve the
competence of teachers in working with
children with SEN.

Teacher training is a key lever for the ef-
fective implementation of inclusive policies
and practices. The philosophy of inclusive ed-
ucation requires the continuing professional
development of the teacher in order to meet
the diverse needs of children with SEN [30].
Therefore, for the effective implementation

A similar result was obtained in K. Poon
et al’s study [27].

Since the neutral attitude of teachers
may have undesirable consequences for
pupils with SEN [28; 29], it is necessary to

of inclusive policies in the Republic of Ka-
zakhstan, it is necessary to provide proper
training for teachers, including key compe-
tencies for working in inclusive classes and
strengthen its practical component.
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y4dacTUC B UCCIICAOBAHUHU.

3asenennviii 6k1a0 a8mMopos:

ArasensiH Py6en OranecoBrY — Hay4yHOE PYKOBOACTBO; KPUTHYECKUI aHAJN3 TEKCTA.

Ay6akuposa Cayie [[»kam0Oy1oBHA — TEOPETHYESCKHI aHAIN3 HCTOYHUKOB; cOOp 1 00paboTka MaTepHuasoB
HCCIIeJIOBAaHUS; aHAIN3 U 0000IICHNE MOTYYSHHBIX JaHHBIX.

XKomaprosa Aiicyiny [lanenoBHa — opranu3alnus U NpoBeIeHUE UCCIEAOBAHMUS.

Bypnuna Enena llBaHOBHA — OArOTOBKA IEPBOHAYAJIbHOTO BapUaHTa TEKCTa U €ro AopaboTKa.

Bce asmopbl npouumanu u 0006punu oxoHuamenvHbulll 6apuUaHm pyKORUCU.
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