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Asour globe continues to expand its boundaries, inclusion acts as the membranes
of the body that hold the strength, health and wealth of a thriving global society and
culture. Inclusion gives dignity to all people no matter their psychological, mental, or
physical needs. In his essay, researcher Robo recognized that in an inclusive society
people feel respected, valued, and have a sense of belonging (2020). The practice of
exclusion and the devaluing of others keeps society dis-eased and weak. Together we
are better, and our differences are the most important renewable resource [Robo, 2020].

International organizations such as UNESCO, UNICEF, USAID, and the United
Nations have advocated for inclusive education worldwide. In 1994, the Salamanca
Declaration (UNESCO)recognized the need to «restructure educational environments
to foster a sense of belonging in all children. In 2007 The Law of Education stated that»
inclusive education is defined as a process that provides equal access to education for
all students considering their abilities and special educational needs. Eurasia has put
into place policies to promote inclusion in their school system. In 2008, the president
of Kazakhstan ratified the International Convention for the Protection of Persons with
Disabilities. The president’s objective 1s for a new Kazakhstan that 1s ready to engage
the global economy as well as society. To date only 27% of children with disabilities
study in mainstream schools and only 1% in higher education [MOES & National
Academy for Education, 2015]. There 1s still work to be done.

Our global community is made up of individuals of all cultures and races who
have unique characteristics such as diverse languages, socioeconomic levels and
learning styles [Fiore, 1994]. The international organizations known for spearheading
human rights, have been calling on education institutions to implement inclusive
education for students with special needs since the 1980°s [Walton, 2016]. Inclusive

93



education is a plan of action to build an inclusive society to eliminate discrimination
and remove all barriers to a student’s learning [ Yilmaz, 2021]. Since that time inclusion
has expanded not only to students with physical disabilities, but also to students with
specific learning styles, students with different languages and cultures, and students
with different mental capabilities. The policies are set in place, but the challenges have
made progress slow in implementing in the school system. This study aims to
contribute to the literature on inclusion and help develop inclusion in the classroom.
For this purpose, answers to the following questions were searched out:

What are the main challenges and successes teachers face when implementing
inclusion?

What is Universal Design of Learning and its benefit to students?

Researchers Yilmaz and Yeganeh investigated 20 primary school teachers at
various schools. The teachers expressed their lack of clarity about how to relate
inclusiveness to instructional practices (2020). The landscape and demographics of the
classroom keeps changing, teachers have students with physical and mental disabilities
as well as refugee students, gifted students, students of low economics, students with
different cultures and family dynamics and hearing, and or impaired vision [Yilmaz,
2020]. The authors listed the following challenges: overcrowded classrooms,
infrastructure of the school could not accommodate students with physical disabilities,
and the lack of professional development for teachers and teaching resources. A great
majority of the teachers stated that there was a lack of support from stakeholders such
as administrators and parents [ Yilmaz, 2020]. These teachers did their best to offer one
on one help, giving extra time, organizing groups, and language supportt to their
students. The findings of the study showed that crowded classrooms, lack of
cooperation with parents’ inadequate physical accommodations and space and
differences in the mother tongue were major challenges for teachers (2020).

In the following essay, researchers Avramidis, Bayliss and Burden investigated
a school in England who successfully built an «integration model ofinclusive practice»
(2002). The experiment lasted one full academic year. The authors utilized interviews
with managers, learning supportt, teachers and staff members that included parents. The
authorsreveal that though the school was progressing academically with special needs
students, there was still wotk to do in the social aspect of the student’s school life. The
major findings included that the physical space was insufficient, resources were
needed, and a continued need for professional development was required [Avramidis,
2002]. This school served a wide range of students with emotional and behavioral
difficulties, and a diversity of physical disabilities. Students could participate in social
activities and receive support academically from their Curriculum and Learning
Support Department. The researchers interviewed students and teachers and found that
overall attitudes toward inclusion were positive. Some ofthe variables that created this
positivity was making sure students were not denied participating in activities, all
students were accepted into the normal school schedule, the school organized a
department specializing in curriculum and learning support and finally there was
sufficient communication between all stakeholders. In the U.K., they continue to
develop partnerships between resource centers and mainstream schools that provide
additional resources to students in need [Helmer, 2020].
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Many European schools such as Malta, Greece, Poland, and Slovenia have
adopted the resource centres model to help further Inclusion. This center houses
teachers and professionals giving supportto inclusive education. Ethiopia and South
Africa have also successfully implemented these types of resource centers. Students
receive additional supportoutside ofthe mainstream school [Helmer, 2020]. Teachers
reported that they had the support they needed to understand inclusive pedagogy.
«South Africa had a similar framework as Kazakhstan where students with special
needs were segregated. Many special education schools repurposed as resource centres
(SSRC) to collaborate with mainstream schools. These resource centres were supported
by District Based Support Teams (DBTS). This multidisciplinary model enabled all
stakeholders to collaborate in supporting individual student needs» [Helmer, 2020].
The authors and researchers note that this model isa work in progress. Resource centres
collaborate with mainstream schools to provide support academically and
professionally.

The roots of Universal Design for Learning (UDL) started in early civil rights
and special education legislation that emphasized the rights of all students to a free,
appropriate public education in the least restrictive environment [Hitchcock, 2005].
After the passage of the Americans with Disabilities Act (ADA) in the 1990s, schools
and other public buildings were fitted with ramps and other architectural features to
provide physical access. Next, they digitized text and created assistive technologies
and furthermore, utilized brain research that revealed three networks at work in the
brain during learning: recognition network (the «what» oflearning), strategic network
(the «<how» oflearning), and affective network (the «why» oflearning) [Rose, 2002].
Because this initially started for students with disabilities, it also worked for students
with all backgrounds. Everyone benefits.

Author Ralabate identifies that Universal Design of Learning principals
accommodate the diversity of student’s backgrounds and are designed to help students
learn better. Principal one states that students have the opportunity to provide multiple
ways of assessing their learning; learners could use a variety of multimedia such as
text, visuals, and auditory to show what they learned. Principal two gives students’
multiple options for expression and control. Principal three provides multiple options
for engagement and motivation [Ralabate, 2011]. Learners with diverse backgrounds
and needs are free to express themselves and take control of their learning.

Methodology: Examples of Differentiated Instruction and Activities

Choice Boardsor Tic Tac Toe Board is a list of activities students can choose
from. Each activity can start from easiest to hardest. Just like the game of Tic Tac Toe,
students choose three activities in a row to complete.

Menu project is another format of activities students can do to show their
learning. Teachers make a menu of activities labeled drinks, appetizer, main dish, and
dessert. Like a restaurant menu, students get to choose the activity from each to help
assess their learning. Teachers now have access to a diversity ofassessments instead of
the old traditional tests. Instead ofmaking several lesson plans, students have one sheet
full ofactivities to choose from in a fun way. Students feel a sense ofagency and choice
over their learning.
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The future classroom has the potential to reshape paradigms and draw on
inclusive practices to raise and train the next generation, who are healthier, stronger,
and empathetic. These students have the critical thinking to potentially decrease all
manner of social ills. As teachers, we do not just have a career, we are contributing to
the health and well-being of our nations. What students learn in the classroom goes
with them out into the world.
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MPOBJEMBI 1 VCTIEXY MHKJIIO3UU U TIPUMEHEHMS
YHUBEPCAJILHOT'O TN3AHA OBYUEHMS JIJIS1 TOJUIE PXKKH
YYAIIUXCS C PASHBIMH OB PA3OBATEJILHBIMH ITOTPEBHOCTSIMA

Konoabaesa Anusa,

3a6e0y1owas Kapeopoil AHeIUIICKO20 A3bIKA

1lasnooapckuii neoaeocuveckuii ynusepcumem umenu Aixes Mapaynana,
2. llasnooap, Kasaxcmamn

Aunomayus. B naHHOW CTaThe€ pPACcCCMATPUBAIOTCS TPYOHOCTH W YCIEXH, C KOTOPBIMU
CTJKUBAIOTCS 3aMHTEPECOBAHHBIE CTOPOHBI IPU BHEAPEHUH HHKIFO3UBHOTO O0Pa30BaHUs, & TAKKE
MpenuMyIIecTBA TNPUMEHEHUsT YHuBepcajibHOro amsaiiHa oOyuenuss (YIO) - crparerun,
HaIPAaBIEHHOHN HA MOJAEPIKKY BCEX yUAILUXCSL.

Knwoueevie cnosa: wHKIMO3Us, A€TH C OCOOBIMH 00pa3oBaTeIbHBIMU MOTPEOHOCTSMH,
VYHUBEpCANbHBIN AN3aifH 00yUeHUs], MeNaroruka, peCypCHbIil LEHTp, MPOOIEeMbl, MEXKTy HApOIHbIHA
OTIBIT.
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