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Abstract: This article explores inclusive pedagogical practices and their impact on students'
motivation and participation in the context of a semester-long classroom-based experiment. The
research is based on the direct teaching experience with second- year students of the FI-24-3k5 group
at Mukhtar Auezov South Kazakhstan Research University. I observed that participation was not
solely determined by academic ability. We found out that students very often kept silent not because
they did not know anything, but because they were afraid to be visible. As the semester unfolded,
students started to talk more freely, sometimes briefly, sometimes hesitantly, yet with heightened
confidence. It is revealed that motivation emerged as an outcome rather than a precursor to
participation. In this respect, an inclusive pedagogy was a relational process through which classroom
interaction, students' self-perception, and their readiness to participate were reconstructed.
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Tyiiin: byn Makana HWHKITIO3UBTI TEJarorvkaliblk — TOXIpUOENepAiH  CTYAEHTTEpHAiH
MOTHUBAIMSICHI MEH OKY TPOIIECiHE KATBICYbIHA BIKITAJBIH Oip CEMECTpre CO3bUIFAaH ayJAHTOPHSIIBIK
9KCIIEPUMEHT HETi3iHze KapacTelpanabl. 3eprrey Myxrtap ©ye3oB arbiHaarbl OHTycTik Kaszakcran
3eprrey yHuBepcuteTiHiH ®OU-24-3k5 TOOBIHBIH 2-Kypc CTyAeHTTepiMeH Kyprizuigl. Men
ay[UTOpHUSIa CTYACHTTEpPAIH KaTbICYbl TEK aKaJeMUSJIBbIK JaWbIHIBIKKA FaHa OalIaHBICTBI eMec
ekeHiH OaikambiM. On optara Toyenal Oonael. bi3 cTyaeHTTEpAiH KOl jKaraaiiaa OLIMEeTeHIIKTeH
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€MeC, KO3re TYCyre TapThIHFAHJBIKTAH YHCI3 KaJFaHBIH aHFApPJbIK. DKCIICPUMEHT KaJBIIThI TUTAIK
cabakTap asChIHIA OTIN, canajiblK ayIuTOPHSUIBIK Oakbliayra, pe(IEeKCUBTI OKBITYIIBUIBIK
ToXipuOere »oHE MeNarorukaiblK MIenIiMaepai YHeMi KaiTa Kapayra Herizzmenni. MHKI03uBTI
TocuIaep OipTiHAEN eHTi3UIAl. YaKbIT 6Te CTyASHTTEP KbIcKa Oosica na mikip Ounaipe 6actaasl. Keiine
cenimcis. Keiine Oarpuibipak. HoTmkenep MOTHBAIMSIHBIH KAaTBICYlaH KEHiH KaJIBINITACATHIHBIH
KepceTTi. by karnaiija MHKITIO3UBTI Mearornka KapbIM-KaThIHACKA HET13/IeNTeH YAepic peTiHze
ayIUTOPHSUIBIK ©3apa OpPEeKeT MeH CTYACHTTEPAIH 631H KaObUIAayblH ©3TepTTI.

KiaT ce3nep: MHKITIO3UBTI MEaroruKa, CTYACHTTEPIIH MOTUBAIIUSCHI, AyTUTOPHUSIIBIK KATHICY,
OKYy OpTachbIHBIH arMoc(epachl, eKiHIll KypC CTYAEHTTEpi, MeJaroruKaiblK SKCIEPUMEHT, KOFapbl
oiiM Oepy
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BJIMAHHUE MHK/JIIO3UBHbBIX IEJAT'OI'MYECKHUX ITPAKTUK HA
MOTUBALIMIO CTYAEHTOB U UX YYACTHUE B YYEBHOM INTPOLIECCE

* ABTOp-KOppecIoraeHT: anar.ilyasova.74@mail.ru

AnHoOTanus. B crarbe paccMarprBaeTcs BIUSHUE MHKIFO3UBHBIX MEAArornueCKux MpakTUK Ha
MOTHBAIIMIO CTYJICHTOB U UX y4acTHE B y4eOHOM IMpoIlecce Ha OCHOBE ayIUTOPHOTO SKCIIEPUMEHTA,
IIPOAOJIKABILIETOCsl B TEUEHHE OJHOro cemecTpa. MccienoBaHue NpPOBOAWIOCH CO CTYAEHTaMU
BTOporo Kypca rpymmbsl ®U-24-3k5 FOxHOo-KazaxcTanckoro ucciaenoBaTeIbCKOrO YHHBEPCHTETA
nMeHu Myxrapa Aya33oBa. B xone pa®otsl s HabmIronana, YTO aKTUBHOCTh CTYJIEHTOB 3aBHUCENa HE
CTOJIBKO OT YPOBHS IOATOTOBKH, CKOJIBKO OT aTMOC(ephl B ayAUTOpUH. MBI 3aMETHIIH, YTO MOJTYaHUE
4acTo OBLIO CBSI3aHO HE C OTCYTCTBUEM 3HAHHM, & C HEYBEPEHHOCTBIO U CTPAXOM OBITh 3aMEUCHHBIM.
DKCIIEPUMEHT MPOXOIUI B paMKaX OOBIYHBIX 3aHITHH 0 SI3LIKOBOM TUCIUILIMHE U OCHOBBIBAJICS HA
Ka4eCTBEHHOM ayIUTOPHOM HaONIOIEHNHU, pe(IECKCUBHOMN MEarori4eCKoi MPaKTUKE U TTOCTOSTHHOM
KOPPEKTHUPOBKE yUeOHBIX pelieHuil. VMHKII03UBHBIE TOAXOAbl BBOAMINCH MOCTETICHHO, MO3BOJISS
CTY/ICHTaM BKJIIOYAThCsI B paboTy B coOcTBeHHOM Temrie. Co BpeMeHeM CTYACHThI CTajlid aKTUBHEE
BBICKA3bIBaThCsl — MHOTA KPaTKo, MHOT/IA C May3aMu, HO C pacTyllleld yBepeHHOCThI0. [lomydyeHnbie
pe3yJIbTaThl TOKA3BIBAIOT, YTO MOTUBAIIHS (POPMUPOBATACH YEPE3 YUACTHE.

KuroueBble cj10Ba: MHKIIIO3WBHAS TEarOTMKa, MOTHUBAIIMS CTYJECHTOB, Y4acTHE B y4eOHOM
nporecce, yueOHas armocdepa, CTyIeHThl BTOPOTO Kypca, MeJarorndeckuii SKCIepUMEHT, BhICIIEe
oOpazoBaHue

Introduction

I believe that “inclusive pedagogy” is not actually a set of principles or strategies, which is what
the phrase seems to imply. Rather, it seems to be “something that breathes.” 1 discovered this as I
began my career as a teacher. There were not students who resisted doing things, as the literature
seemed to suggest. There were students who were careful. Guarded. Watching.

We noticed that communication levels were unpredictable. Some students spoke easily. Some
students did not make eye contact. We noticed that silence possessed meaning. It did not denote
emptiness. It denoted hesitation.

I recall standing in the classroom waiting. Waiting more than usual. It felt uncomfortable. But
it also told me something. The students were not unready. They were uncertain. Such a finding from
research on inclusive pedagogy reveals that, for students to participate, the climate or safety of the
setting is paramount as opposed to the difficulty of the instruction [1].

On the pagesBritish educational research journal, inclusive pedagogy is presented not as a set
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of remedial strategies for particular learners, but as a way of extending learning opportunities to all
students without marginalizing difference. The authors argue that teachers should avoid practices that
separate or label students according to perceived limitations. Instead, classroom practice should
assume capacity and create shared learning contexts that reduce exclusion while maintaining high
expectations [1, 813—828].

Such a notion was not meant to be abstract. It had to become visible in interaction. Gradually,
however, the focus of the research changed. The issue was no longer how to make students participate,
but how to stop blocking them.

And blocking did not always occur through strict rules or rigid tasks. Sometimes it occurred
through tone. Through impatience.Through the speed at which a discussion moved. I began to notice
how quickly a raised eyebrow or a hurried correction could close a conversation. Not intentionally.
But effectively.

We observed that once pressure was reduced, students began to reorganize themselves within
the classroom space. Those who had remained on the margins moved slightly inward. They did not
transform overnight. They did not suddenly become confident speakers. But they stayed. They
remained present in the discussion instead of withdrawing from it.

Participation, then, appeared less as a skill to be trained and more as a condition to be allowed.
When the environment shifted, behavior shifted with it. Not perfectly. Not consistently. But
perceptibly.Over time, I understood that inclusive pedagogy was less about adding strategies and
more about removing invisible barriers. The barriers were rarely structural. They were psychological.
They existed in anticipation of judgment, in fear of interruption, in the memory of previous
embarrassment.

When those barriers softened, even slightly, the classroom atmosphere changed. Discussion
slowed. Listening deepened. Silence no longer felt threatening. It became part of thinking. And it was
in that slower, more attentive rhythm that learning began to expand — not as performance, but as
engagement.

Materials and methods.

Theoretical analysis

The qualitative research methods employed in the study were rooted in classroom observation.
Data collection was carried out over one academic semester; no artificial instruments were
introduced.We relied on systematic observation, reflective teaching notes, and spontaneous student
feedback. Sometimes feedback emerged surprisingly. A sentence after class.A quiet remark during
group work.

Creswell emphasizes that qualitative research seeks to understand meaning within natural
contexts rather than to quantify variables. He explains that qualitative inquiry prioritizes
interpretation, reflexivity, and contextual sensitivity. Researchers are encouraged to examine
processes as they unfold and to remain responsive to emerging patterns rather than relying solely on
predetermined instruments [2, 447-448].

Quantitative tools were deliberately avoided. Numbers flatten experience. We needed texture.
Qualitative approaches allow the researcher to notice such things as pauses, hesitation, and gradual
shifts in engagement that statistics cannot capture. They make it possible to follow meaning as it
forms, not only after it has been stabilized into outcomes.

In the classroom, these subtleties mattered. A delayed response.A half-finished sentence.A
student beginning to speak and then stopping. None of these moments would register on a scale, yet
each carried significance. Over time, such small indicators revealed patterns of confidence,
uncertainty, and emerging participation.

The researcher acted as both teacher and observer. This combined role called for relentless
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reflexivity. Teaching decisions were made in the heat of the moment, then reconsidered outside the
classroom. Adjusted.Sometimes reversed.

While facilitating discussion, I remained attentive to tone, tempo, and emotional atmosphere.
When a student withdrew, I asked myself why. When participation increased, I examined what had
shifted. Reflection did not occur only at the end of the semester. It occurred daily, sometimes
immediately after class, sometimes hours later while reviewing notes.

This ongoing reflexive process allowed the study to remain responsive rather than fixed. The
classroom was not treated as a laboratory. It was treated as a living environment in which research
and teaching unfolded simultaneously, each shaping the other.

Experimental Section

The pedagogical experiment took place at MukhtarAuezov South Kazakhstan University. The
subjects of the experiment were the first-year students of the FI-24-3k5 group. The students were
making the transition into academic discourse. Students had never participated in discussion-style
learning.

Level of A ===- Participation

Participation = Motivation ="
& Motivation

High
Moderate

Low

Minimal

Y

1-2 3-4 5-7 8-12

Initial Stage Introduction of Mid-Phase Later Phase
Inclusive Practices

Silence & Hesitation  First Contributions ~ First Contributions  Active Engagement

Figure- 1.Gradual changes in student participation and motivation during the experimental
phase.

Student participation was low within the first weeks of the experiment. I realized that most
participated answers were short, hesitating, and mostly consisted of the bare minimum of verbal
reactions. As the inclusion of the pupil-centered pedagogical approaches was stepped up, student
participation increased. We realized that the students progressed from silence to short verbal reactions
and finally to confident interactions. The idea portrayed in the illustration is not that of a dramatic
increase but that of a slow and irregular process.

At the outset, levels of participation were small. The students waited, listened, wrote. Speaking
out seemed dangerous. We observed that, despite their confidence, students made their comments
constricted. UNESCO stresses that inclusive education requires educational systems to ensure
participation, belonging, and dignity for all learners. The report highlights that inclusion is not limited
to access but involves emotional safety, equitable engagement, and meaningful learning experiences.
Sustainable inclusive practices must be embedded in everyday classroom interaction rather than
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implemented as isolated reforms [3, 174-176].

The experiment was conducted in the context of regular language learning. Nothing was staged,
nothing was simulated; inclusive learning methods were gradually introduced to give students time
to adapt to thenew methods at their own pace.

Individual performance was replaced by group work. Discussing mistakes involved the group.
Keeping quiet was no longer judged a failure. This affected the classroom in several small but
important ways. International education frameworks stress that inclusive learning environments
should be long-term rather than episodic in nature, and our observations verified this.

The OECD analysis connects educational quality with equity, arguing that systems that support
diverse learners tend to demonstrate stronger long-term outcomes. The report underscores that
psychological engagement, access to support, and fairness in learning opportunities are essential
conditions for improving overall performance and reducing disparities [4, 177-180].

Results and Discussion

As the weeks went by, the effects became apparent. Slowly but unevenly, the quality of
participation was beginning to shift for the group as a whole. Students who hadn't been contributing
were now making short comments. Some were as short as five words. That was enough.

Percentage A
of Students l Beginning of Experiment

B End of Experiment

100%

80%

60%

40%

20%

0%
Silence Brief Responses Discussion

Silence & Hestation First Contributions Active Engagement

Figure - 2.Student participation preferences at different stages of the experiment.

The figure depicts a comparative picture of student preferences observed for different types of
student participation at the initial and final stages of the experiment. At the beginning, all students
presented clear preferences for passive or written forms of participation; verbal forms of student
representation remained low. Observing this, it was noted that group interaction was considered a
risky situation for many students at the beginning of this experiment. At the final stage, there was an
increase in preference shifts towards more active forms of student representation. It should be noted
that this was not observed simultaneously within a group, and this represents a gradual increase in
student confidence related to joint classroom interaction.

We noticed that the motivation occurred after the participation and not prior to it. The students
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participated and then became more confident, and then they began to make comments. Not the
opposite.

Ryan and Deci outline self-determination theory, explaining that intrinsic motivation is
strengthened when learners experience autonomy, competence, and relatedness. They argue that
external pressure may produce compliance but not deep engagement. Educational environments that
nurture psychological needs foster sustained effort and meaningful learning [5, 54—67].

Feedback was also important. When it was received as dialogue, students responded; when it
was received as evaluation, they did not. These effects mirror those found in intrinsic motivation and
autonomy support research.

Inclusive pedagogies changed significantly the way students viewed an error. An error was part
of a dialogue. Not a verdict. The difference is big. Researches on inclusive education stressed the
political and emotional significance of participation,Participation is an act of trust in our classroom
setting.

Slee critiques traditional educational structures that subtly marginalize difference. He argues
that inclusion is both a pedagogical and political process, requiring educators to confront systemic
inequalities and psychological exclusion. Participation, he suggests, is shaped by power relations
within classrooms and institutions [6, 895-907].

Discussion

The experiment verified that inclusive pedagogical strategies are indeed effective via a
cumulative process, as no single intervention was ever enough on its own to catalyze a change in
participation; repetition and attention had to occur first.

These findings are consistent with the study on visible learning, which stressed the concept that
involvement is promoted by the feeling of being seen as opposed to being measured. Hattie discusses
the importance of feedback, teacher clarity, and visible progress in promoting student achievement.
He notes that students learn most effectively when they understand learning intentions and feel
confident in their capacity to improve. Trust and relational transparency between teacher and learner
are identified as critical conditions for engagement [7, 377-378].

Some students answered immediately. Some students needed time. Silence in this context was
a measure of preparation. Being flexible with these differences was crucial.
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Figure- 3. Growth of student confidence and initiative across experimental phases.

The figure illustrates emergence of student confidence and initiative through successive phases
of the experiment. I felt that in the beginning, most students would not do anything without
dependence on teacher guidance; whereas in the due course of time, when inclusive pedagogical
practice was sustained, we had more voluntary responses, peer interaction, and engagement initiated
by themselves. Needless to say, it was not a linear development. Some students rapidly developed
this, while others took longer. Fig. 3 shows this uneven but sure development - that is, confidence
emerged through iterative participation rather than direct instructional pressure.

There was also the application and use of differentiated instruction principles. One was that it
did not necessarily have to be achieved in the same way for everyone. This was due to the fact that
inclusion was not about uniformity; it was about being responsive to. Meanwhile, there were
limitations. There were fatigue, assessment pressure, and other factors that affected motivation. While
inclusive pedagogy lessened these limitations, it did not eradicate them entirely.

Tomlinson explains that differentiation does not mean lowering expectations but adjusting
pathways to learning. Effective differentiation responds to student readiness, interests, and learning
profiles while maintaining shared learning goals. Inclusive differentiation promotes participation
without isolating students [8, 285-286].

Conclusion

The pedagogical experiment is performed with the students of the 1st year of studying, FI-24-
3k5 group, and it proves that an inclusive pedagogical approach influences the motivation and
participation of students considerably.

When students felt respected, they spoke. When they felt safe, they experimented. When
pressure decreased, motivation increased. I saw this not in numbers but in posture, in pauses, in tone.

Inclusive pedagogy functioned not as a method, but as a relation. It reshaped classroom culture
and learner identity.Classrooms of higher education are not neutral territories; they are emotive
ecologies. It is the recognition of this very fact that will allow for meaningful participation to take
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place in the first instance. What was most important was not innovation.
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