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Abstract. In the context of the modernization of education in Kazakhstan,
special attention is paid to the development of an inclusive approach that ensures
equal access to education for all categories of students, including children with
special educational needs (SEN). Teaching English in an inclusive environmentis a
significant pedagogical task, as it requires taking into account the various cognitive,
communicative and behavioral characteristics of students. The purpose of this
study is to identify the main difficulties that English teachers face when working
with children with SEN and to summarize effective pedagogical practices used
in inclusion. The work utilized the methods of survey and analysis of regulatory
documents. The study involved 34 teachers from comprehensive schools in three
large cities of Kazakhstan: Astana, Almaty, and Shymkent. The results showed
that despite the high declared awareness of the principles of inclusion, only a
third of teachers use adapted methods in practice. The main barriers include a
lack of methodological materials, a lack of special training, and limited support
from the administration and specialists. Despite this, there are some cases of
successful implementation of visual-sensory support, individualization of tasks,
and the use of elements of assistive technologies. The presented data allow us
to conclude that it is necessary to develop a comprehensive methodology for
teaching English, taking into account the specifics of an inclusive environment
and improving the qualifications of teachers in this area.

Keywords: inclusive education, special educational needs (SEN), EFL
teaching, pedagogical awareness, challenges in inclusive education, differentiated
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Introduction

The state educational policy of Kazakhstan has set a clear course for
developing inclusive education to ensure access to quality education for all
categories of students. These students are commonly categorized as follows:

* First group (Disabilities): Students with medically recognized disabilities,
such as sensory, motor, or neurological disorders.

* Second group (Difficulties): Students with behavioral or emotional
problems, or specific learning difficulties.
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* Third group (Disadvantages): Students whose educational challenges stem
from adverse social, psychological, economic, linguistic, or cultural conditions
[1, p.3].

Particular attention is paid to children with special educational needs
(SEN), which may arise for various reasons: health problems, behavioral and
emotional difficulties, as well as social, psychological, linguistic, and cultural
factors. In recent years, Kazakhstan has witnessed a positive shift toward the
inclusion of children with SEN into mainstream education. According to the
Model Rules for the Activities of General Education Organizations, children with
SEN are permitted to attend general education classes, with no more than three
such students per classroom [2]. These students follow the standard curriculum,
which teachers may adapt as needed. Since 2020, he government has launched
the program “Expansion of the Network of Resource Rooms to Support Inclusive
Education (2020-2025) ", aimed at increasing institutional support for inclusion.
While the number of resource rooms has grown, the demand for specially trained
educators has also risen. These specialists are responsible for facilitating students’
social integration and classroom adaptation, rather than delivering academic
content.

As a result, the primary responsibility for academic instruction—including
the adaptation of content and teaching strategies—continues to fall on subject
teachers themselves. This dual role requires not only pedagogical flexibility,
but also a strong personal commitment to inclusion. In this context, teachers’
attitudes toward inclusive education become a determining factor in the success
or failure of its implementation at the classroom level.

Research on teachers’ attitudes toward inclusive education is actively
conducted in both Western and Asian educational contexts. An increasing number
of scientific publications emphasize that the successful implementation of an
inclusive approach depends not only on state policy and legal frameworks but also
on the perception, professional readiness, and internal motivation of the teachers to
adaptthelearning processtotheneeds of children with special educationalneeds[3].

Some studies have shown that teachers who demonstrate a positive
attitude toward students with SEN and create a supportive learning environment
contribute to higher involvement of such children in the educational process and
the development of a sense of self-worth and self-confidence [4]. In contrast,
Taylor and Ringlaben (2012) highlighted that teachers’ negative attitudes toward
inclusion can negatively impact school culture and, as a result, affect the academic
and emotional development of students with SEN [5].

However, in real school practice, students with SEN often receive less
attention, which leads to a decrease in their academic achievement. In a study
conducted in China, a significant number of teachers have no basic training in
special education, a trend common in many Asian countries, including Kazakhstan
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[3]. This leads to gaps in both theoretical understanding of approaches and
practical skills in supporting students with SEN.

A study found that Kazakhstani teachers generally exhibit a neutral attitude
toward inclusive education. Although they are friendly and open toward children
with special needs, the actual support provided is limited by several factors:
excessive workload, challenges in managing diverse classrooms, and insufficient
knowledge of differentiated instruction [6].

Despite the significant amount of research on inclusive education in general,
the literature focusing on inclusive practices in Foreign Language Education (FLE)
remains limited, particularly in the context of Central Asian countries. Research
conducted in European countries has shown that learning foreign languages can
be particularly challenging for students with special educational needs (SEN)
due to the high cognitive and communicative demands [7]. These difficulties are
particularly aggravated in contexts where learning relies predominantly on oral
interaction and active communication.

In Kazakhstan, this problem is compounded by the increasing importance of
English as a Foreign Language (EFL) in the national curriculum, where students
are expected to achieve clearly defined levels of language proficiency. However,
as Kazakhstani scholars noted, there is currently a clear shortage of adapted
teaching materials and methodological support focused on inclusive education
[8]. As a result, many teachers are forced to use trial-and-error methods or resort
to informal adaptation of materials, which is usually not supported by scientific
or methodological evidence.

Moreover, foreign language teachers often experience higher anxiety about
inclusive education compared to teachers of other subjects. This is due to the
high degree of dependence of foreign language teaching on oral speech, written
and audiovisual perception, as well as on formalized assessment procedures [9].
These concerns are confirmed in the Kazakhstani context: English teachers report
difficulties in achieving communicative goals while simultaneously providing
linguistic support to students with intellectual and sensory impairments.

These challenges were significantly intensified by the COVID-19 pandemic,
which further exposed systemic weaknesses in the provision of inclusive
education. Extended periods of distance learning and limited access to remedial
and tutoring support have had a particularly negative impact on the academic
and social development of students with special educational needs (SEN). In
these circumstances, the task of adapting curricula for this category of children
has become even more difficult for teachers. This has been especially evident
at the level of basic secondary education and in the context of teaching foreign
languages, where there are still no standard programs adapted to the needs of
students with SEN.
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Despite the existence of updated curricular standards for students with
intellectual disabilities and motor impairments, there is a notable absence of
methodological guidelines for inclusive English language instruction at the
secondary level. Teachers often struggle to adjust learning programs, develop
individualized support plans, and assess the achievements of students with
intellectual limitations.

The findings of this study suggest that the current state of inclusion in
foreign language education in Kazakhstan is at a transitional stage, marked by
growing awareness and policy support, yet still hindered by systemic limitations
in practice. While inclusive education is recognized at the national level as a
strategic priority, the implementation of inclusive approaches in English as a
Foreign Language (EFL) classrooms remains inconsistent and largely dependent
on individual teacher initiative.

Materials and Methods

A qualitative approach was used in this study. This choice was due to the
need to summarize data on common practices and difficulties of teaching English
in an inclusive environment. The study involved 34 English teachers from
comprehensive schools in three cities of national significance in Kazakhstan:
Astana (n=11), Almaty (n=10) and Shymkent (n=13). The selection of respondents
was carried out purposefully, with the main criterion being their involvement
in teaching English in classes where children with special educational needs
(SEN) are taught. The quantitative data obtained from the questionnaires were
processed using descriptive statistics (mean value, standard deviation) and
tested for reliability using Cronbach’s a coefficient (a = 0.9004), indicating high
internal consistency of the scale. The nonparametric Kruskal-Wallis test was
used to identify differences between the three cities. Statistical significance was
assessed at p < 0.05.

The survey consisted of 20 statements divided into three categories:
pedagogical awareness, pedagogical practices, and challenges. It was developed
using a three-point Likert scale to ensure consistency in data collection and
analysis. To ensure content validity, the survey was reviewed by three experts: a
faculty member from the Department of Inclusive Education, an English language
teaching methodologist, and a research advisor specializing in pedagogical
studies.

Table 1. List of survey statements

Ne | Statement

Pedagogical Awareness

1 I am familiar with the basic principles of inclusive education.
2 I believe inclusion is important for school education.

3 I received sufficient training in inclusive pedagogy.

4 I feel confident when working with children with SEN.
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5

| My school conducts methodological seminars on inclusive education.

Pedagogical Practices

I apply adapted methods in English language teaching.

I use visual materials and sensory support in my lessons.

I adapt grammar and vocabulary tasks for students with SEN.

I use group work and pair work to support children with SEN.

Students with SEN actively participate in English language lessons.

I use digital or assistive technologies to support teaching children with SEN.

N N[N [N~

I independently develop adapted tasks.

Challenges

1

I face difficulties when teaching children with special educational needs (SEN).

I lack methodological guidance on inclusive English language teaching.

My school has a resource room or a specialist who supports teaching children with SEN.

BN

I would like to take professional development courses on inclusive English language
teaching.

I have experience working with students with developmental delays.

I believe that current teaching approaches are not always suitable for children with SEN.

I find it difficult to assess the knowledge of students with SEN.

0| |Dn

I lack time for an individual approach to students with SEN in lessons.

Results
The purpose of this study was to explore the current state of inclusion in

English as a Foreign Language (EFL) classrooms in Kazakhstan by analyzing
teachers’ pedagogical awareness, practices, and challenges across three major
cities—Astana, Almaty, and Shymkent. (Table 1) The findings provide insight
into how English teachers perceive and implement inclusive education and
whether regional differences exist.

The demographic analysis revealed that the largest proportion of respondents

(33.24%) were educators aged 31-40 (Table 2), while 32.2% reported having
between 5 and 20 years of teaching experience (Table 3)

Table 2. Age characteristics of the participants

Category N

Less than 25 9 26.47%

25-30 7 20.59%

31-40 13 38.24%

41-50 3 8.82%

51 and more 2 5.88%
Table 3. Teaching experience of participants

Category N

Less than 5 years 9 26,4%

5-10 years 11 32,3%

11-20years 11 32,3%

21-30 years 1 3%

31 and more 2 6%
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1. Pedagogical awareness. Analysis of questionnaire data showed that
the majority of surveyed teachers (67.6%) stated that they were familiar with
the basic principles of inclusive education. However, 20.5% of teachers found
it difficult to answer, and 11.7% disagreed with the statement about their own
awareness, which indicates persistent gaps in professional training. Despite the
general trend towards awareness of the importance of an inclusive approach,
only some respondents had practical experience in teaching children with special
educational needs and were proficient in differentiated teaching strategies.

2. Pedagogical practice. The gap between declared awareness and actual
practice turned out to be significant. Only 35.2% of teachers noted that they
use inclusive methods and adapted technologies in their English lessons. At the
same time, 38.2% of respondents answered negatively, and 26.4% took a neutral
position, which may indicate uncertainty in the approaches used or a lack of tools.
From observations and interviews, it became clear that in practice, teachers use
the following forms of adaptation: simplification of vocabulary and grammatical
structures; visual supports (cards, illustrations, diagrams); individual assignments
with a reduced language load; work in pairs and mini-groups. However, the use of
assistive technologies, digital platforms with adaptive functions and specialized
methods is almost never encountered.

3. Challenges. Among the main difficulties hindering the implementation of
an inclusive approach, teachers named: lack of adapted teaching aids (mentioned
by 82% of respondents); lack of special training in inclusive methods of teaching
English (76%); curriculum overload and lack of flexibility in assessment (64%);
lack of tutoring and psychological support at school (59%). Teachers noted that
they often feel alone with the problem: “I want to help my child, but I don’t know
how. There are no methodological recommendations, and nothing is said about
such children in advanced training courses.”

The use of the Kruskal-Wallis criterion did not reveal statistically
significant differences between the cities of Astana, Almaty and Shymkent in the
three categories studied: level of awareness (p = 0.0773), level of practice (p =
0.59), perception of difficulties (p = 0.213). This allows us to conclude that the
identified problems are systemic, not local in nature, and require solutions at the
national level.

Discussion

The obtained results confirm that despite the high level of teachers’
awareness of the ideas of inclusive education, the implementation of inclusive
practices in English language teaching remains limited. This is consistent with
the findings of other studies in Kazakhstan and abroad, according to which the
barrier between theory and practice is often associated with insufficient teacher
training and the lack of systemic methodological support [6].

One of the main findings of this study is the existence of a systemic gap
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between state inclusion policy and the actual conditions in schools. Despite
the existence of a regulatory framework and programs for the development of
inclusive education, teachers are not provided with the necessary resources,
adapted materials and tools to implement these tasks in English language teaching.
This entails an increase in professional stress, uncertainty in their own actions and
a refusal to introduce innovations in the classroom. It is also important to note
that in most cases inclusion is perceived as the physical integration of children
with special educational needs into the general educational environment, rather
than as a complex pedagogical task requiring individualization of teaching and
adaptation of content [10]. This approach limits the possibilities of full inclusion
of children with special educational needs in the educational process and hinders
their linguistic and social development. However, the study recorded examples
of pedagogical initiative: individual teachers use visual materials, adapt tasks,
resort to group work and create a comfortable atmosphere in the classroom.
This allows us to talk about the potential for developing an inclusive culture in
schools, provided there is support, training programs and exchange of experience.
Compared to international experience, the Kazakhstani system does not yet
have a sufficient number of specialized programs for training foreign language
teachers to work in inclusive conditions. At the same time, Western studies
emphasize the need for a subject-oriented approach that takes into account the
specifics of language teaching: communicative focus, complexity of written and
oral speech [11]. Thus, the discussion of the results emphasizes that the solution
to the identified problems requires the following model (Figure 1).

Regular revision of in-service
training courses for English

teachers.

* Focus on inclusive pedagogy.
differentiation, and support
strategies.

Fermatien of schecl-based support teams: Development
English teacher + special educator + psychologist+ tutor

Pedagogical

Collaboration
resources

T_l

* Creation of adapted
textbocks and educaticnal
materials.

= Visual, sensery, and
simplified linguistic content
for different SEN profiles.

Institutional

* Creation of adapted Suppert

textbooks and educational
materials.

*  Visual sensory.and
simplified linguistic content
for different SEN profiles.

Figure 1 — Visual model representing the four key components supporting
inclusive English language instruction for students with SEN

Conclusion
This study reinforces international findings that the successful
implementation of inclusive language education depends heavily on the presence

Series “PEDAGOGICAL SCIENCES” Ne 1 (80) 2026 647



Izekenova N.N., Smagulova A.S.

of structured support systems and high-quality teacher training. Kazakhstan,
like many other countries, faces the dual challenge of aligning policy-level
commitments to inclusion with the practical realities of classroom instruction—
particularly in the domain of English as a Foreign Language (EFL).

The research reveals that EFL teachers across major urban centers are
increasingly aware of the principles of inclusive education. However, this
awareness does not consistently translate into effective practice due to several
persistent barriers, including a lack of specialized instructional materials,
insufficient training in differentiated pedagogy, and limited institutional support.
Teachers often rely on individual improvisation rather than research-based
methods to meet the needs of students with special educational needs (SEN).

Key findings indicate that students with SEN benefit from clearly sequenced
instructions, extended time to process and retain new information, and consistent
use of visual aids and demonstrative teaching techniques. Teachers must account
for the unique cognitive characteristics of these learners, and individualized lesson
planning should be based on students’ prior knowledge, the stage of learning, and
alignment with educational goals.

Inclusive education must be deliberate, systematic, and integrated within
a lifelong learning framework. In this context, the professional preparation of
teachers is not merely a support mechanism—it is a cornerstone of effective
inclusion. Teachers must be equipped with both the theoretical foundation and
the practical tools to address the diverse needs of learners in EFL classrooms.

While Kazakhstan has made significant strides in developing inclusive
education at the policy level, the classroom implementation of these ideals,
especially in foreign language education, remains a work in progress.

Limitations and Future Directions

It is also necessary to note a number of limitations that determined the
nature of the data obtained. Firstly, the study covered only schools in three cities
of national significance, which limits the possibility of generalizing the results.
The problem of inclusive English language teaching is especially acute in rural
schools, where the staffing and resource deficit is significantly higher. In these
conditions, the need for additional study of the situation in the regions becomes
especially urgent.

Secondly, it is worth noting that it was originally planned to cover a wider
sample, but some potential participants refused to participate due to lack of time,
lack of support from the administration, or fear of evaluation of their professional
activities. This confirms the need to create a safer and more supportive research
culture in the school environment. For further research, it is recommended to
use mixed methods (questionnaires, interviews, observation) to obtain a more
complete and contextualized understanding of teaching practices. In addition,
longitudinal studies will allow tracking the dynamics of changes in inclusive
education as reforms develop and new educational standards are introduced.
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KA3BAKCTAHJA AFbUJIIIBIH TIVITH UHKJIIO3UBTI OKbITY:
HNEJATOTIHKAJIBIK TYCIHIK, TOKIPUBE ’)KOHE KUBIH/IBIKTAP
*Uzexenosa H.H.!, Cmarysosa A.C.?

*Ka3ak yJITTBIK KbI3ap MeAaroruKaiblK YyHUBEPCHTETI, Aimarel, Kazakcran
2 on-®apadu areinaarel Kazak yiaTTeiK yHUBepcuTeTi, Anmarsl, Kasakcran

Anparna. Kazakcranga OutiM Oepynl >KaHFBIPTY >KarAalibIHIA OapiIbIK
caHaTTarbl OKYIIbLIAPFa, COHBIH IIIIHJAE €peKile OUlM Oepy KaKeTTUIIKTepl
(EBBK) 6ap Gamanap ymiiH, OiaiM amyra Oipaed KOJDKETIMILTIKTI KaMTaMachl3
eTyre OarpITTaJFaH WHKIIO3WBTI TOCUIAI JAaMBITyFa €peKIle KOHUI OemiHye.
WHKII03UBT1 OpTaja aFbUIIIBIH TUIIH OKBITY — OYJI MaHBI3/bI MEJarOorHKaIbIK
MIHJET, OWTKEHI OJ OKYUIbLIApAbIH OPTYpil KOIHUTHUBTIK, KOMMYHUKaTHBTIK
YKOHE MIHE3-KYJIBIKTBIK €peKILIEeTIKTepiH ecKepyl Tajan ereai. byn 3eprreynin
makcarel — EBBK 06ap Gananapmen yMbIc jkacay OapbIChIHAA aFbUIIIBIH T
MyFaJIMAEPIHIH KU1 Tall O0JaThIH KUBIHABIKTAPBIH aHBIKTAy, COHbIMEH KaTap
MHKJIIO3MS JKaFJaiiblHa KOJIJaHbLIAThIH TUIM1 N€1aroruKaiblK TOKIpuOeaepin
KUHaKTay. 3epTTey OapbIChlHIA cayallHaMa »oHE HOPMATUBTIK Ky’KaTTapbl
Tangay oAicTepl KOMAaHbUIAI. 3eprreyre KazakcTaHHbIH Y 1pi KajlachIHAAFbI
(Acrana, Anmarel, [llbiMkeHT) >xanmbl OuTiM OepeTiH MekTentepiHeH 34
MyFajiM KaTblcThl. HoTHkenep kepceTkeHieil, MHKIII03UBTI Karuaaiap Typajbl
xa0apapibIKThIH JKOFapbl JIEHreWiHEe KapamacTaH, MyFaJlIMIEpIiH YIITEH
O1p Oeuiiri FaHa OeiiMzenreH SiCTepAl TIKipruOene KojJAaHaThIHbIH KOPCETTI.
Bactel keneprizep — ojicTeMeNiK MarepUasap[blH TalllIbUIbIFbI, apHailbl
JMAWBIHABIKTBIH O0O0JIMAybl, OKIMIIUTIK TMEH MaMaHJap TaparblHaH KOJIIAYIbIH
KETKUTIKCI3AIr. JlereHMeH, Kkepy-ce3IMAIK KOJJaylblH, TarcbipMasap/bl
JapajaHAbIpyIblH  KOHE  KOMEKIl  TEXHOJOTHSJIApJblH  AJIEMEHTTEpIH
KOJIJIaHYAbIH OH MbIcajapbl Ke3aecesl. ¥ChIHbUIFaH JAEPEeKTep WHKIFO3UBTI
OpPTaHbIH €PEKIIETIKTEPIH €CKEPE OTHIPHIN, aFbUIIIBIH TUTIH OKBITYIBIH KEIICH/I1
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OICTEMECIH 331pJiey JKOHE MYFaliMEpAiH OUIIKTUIINH apTThIpy KaXeTTiri 6ap
TypaJjibl KOPBITBIHBI JKacayFa MYMKIHAIK Oepeil.

Tipexk ce3nep: HHKIIO3UBTI O111M Oepy, epekiiie O11iM Oepy KaKeTTIIIKTEpI
(EBK), arbullIBIH TUIIH LIET TUIl PETIH/AE OKBITY, IIe1aroruKabK Xxabapaapisbk,
WHKJIIO3UBTI OlmiM  Oepymeri KUBIHABIKTAp, capajam OKBITY, 9IICTEMEIIK
MaTepuaiiap, OKyIIbUIapAblH SPTYPJILIIr

HUHKJIO3UBHOE OBYYEHUE AHINIMMCKOMY SI3bIKY B
KA3AXCTAHE: IIEJATOI'MYECKASA OCBEJAOMJIEHHOCTD,
NEJATOI'MYECKUE ITPAKTUKHU U TPYJHOCTHU
*Uzexkenosa H.H.!, Cmarysosa A.C.?

*IKa3axckuii HallMOHAIbHBIN )KEHCKHUH MMearorndeCKuil yHUBEPCHUTET,
Anmarel, Kazaxcran
?Kazaxckuii HAllMOHAIBHBIA YHUBEPCUTET MMEHH anb-Dapadu,
Anmarel, Kazaxcran

AHHoTauus. B ycnoBusx moaepuusanuu ooOpazoanust Kazaxcrana ocodoe
BHUMaHUE YJENAETCS Pa3BUTHIO MHKIIO3MBHOIO I10/1X0/1a, 00€CIEeUHBAIOIIETO
PaBHBIN JOCTYI K OOYYEHHUIO TSl BCEX KaTETOPHHA YJaluXcsl, BKIFOYas AeTeH ¢
ocoOpiMu 00pazoBarenbHbIMU NTOTpedHOCTAMU (OOII). O6yueHue aHUicKOMY
SI3bIKY B MHKJIFO3UBHOM CpeJie— 3TO0 3HaUMMas [learoruueckas 3a/1a4a, HoCKOJIbKY
TpeOyeT yueTa pa3InIHbIX KOTHUTUBHBIX, KOMMYHUKAaTHBHBIX U ITOBEICHUECKUX
ocobeHHocTel yuanmxcs. [{e1bro HaCTOsIIIero NCCIIe I0BAaHU A SIBIISICTCS BBISIBJICHUE
OCHOBHBIX TPYIHOCTEH, C KOTOPHIMHU CTAJIKUBAIOTCS yUUTEIS] aHTIIMHCKOTO SI3bIKA
nipu padore ¢ aerbmu ¢ OOIL, a Takxke 000011eHNE 3D (HEKTUBHBIX IEIarOrMYECKUX
MPaKTUK, TMPUMEHSEMBIX B YCJIOBUSIX HHKIIO3MH. B paboTe HCIomb30BalUCh
METO/Ibl aHKETUPOBAHMS U aHAJIM3a HOPMATHBHBIX JOKYMEHTOB. B riccienoBanum
NPUHSIA ydacTue 34 yuuTelnss u3 00meo0pa3oBaTeIbHBIX KO TPEX KPYITHBIX
roponoB Kazaxcrana: Acranbl, Anmatsl u LllpiMkeHTa. Pe3ynbraTsl mokaszanu,
YTO HECMOTPsI Ha BBICOKYIO 3asBICHHYIO OCBEIOMIICHHOCTh 00 WHKITFO3UBHBIX
MPHUHITUIAX, TOJIBKO TPETh YUUTENCH MPUMEHSIOT aIalTHPOBAHHBIE METOIBI Ha
npaktuke. OCHOBHBIE Oapbephl BKIIOUAIOT HEXBATKY METOAMYECKUX MaTePHAIIOB,
OTCYTCTBHE CIICIIUAIBHOM ITOJITOTOBKHU M OTPaHUUEHHYIO MOIEPIKKY CO CTOPOHBI
aJIMAHUCTpAIlMA W CHEIHaJINCTOB. TeM He MeHee, BCTPEYaloTCs YCIEIIHBIC
MpUMEpPHl BHEIPEHUSI BU3YaJbHO-CEHCOPHOW MOANEPIKKU, MHIUBUIYATU3AIUNH
3aJaHUil W WCIIOJIb30BAaHMS DJIIEMEHTOB BCIIOMOTATENBHBIX TEXHOJOTHH.
[IpencrapneHHble NaHHBIE TO3BOJIAIOT CIENATh BBIBOABI O HEOOXOIMMOCTH
pa3pabOTKM KOMIUIEKCHOW METOAMKH TIPETIOIaBaHMs aHIJIMICKOTO SI3bIKA C
y4eTOM CHenu(UKA WHKIIO3UBHOW Cpenbl ¥ TIOBBIMICHUS KBAIA(DUKAIIUH
yuuTesnei B JaHHOW 001acTu.
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INCLUSIVE ENGLISH LANGUAGE TEACHING IN KAZAKHSTAN: ...

KutioueBble c10Ba: HHKITIO3MBHOE 00pa3oBaHuE, 0COOBIC 00pa30BaTeIIbHBIC
notpednoctu (OOII), mpenogaBaHne aHIIIMKACKOTO SI3bIKA KaK MHOCTPAHHOTO,
Mearoruvaeckasl OCBEAOMIIEHHOCTh, TPYIHOCTH WHKIIO3UBHOTO OOpa30BaHUS,
muddepeHIMpoBaHHOE 00yYeHHe, METOAMYECKHEe MaTepHuallbl, pasHooOpasue
oOyJarommxcs
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