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A COMPARATIVE STUDY ON AWARENESS OF INCLUSIVE EDUCATION AMONG
PRE-SERVICE EFL TEACHERS IN TWO KAZAKHSTANI UNIVERSITIES

Abstract. This study aimed to explore and compare the awareness level of Inclusive education
among pre-service EFL teachers at two Kazakhstani universities. University 1 is a private multi-
profile university, while University 2 is a state university with a pedagogical profile. A quantitative
method was utilised in the current study and an adapted questionnaire was distributed to 80
participants. The results showed that pre-service EFL teachers at both universities had similarly high
awareness levels of the concept, aims, and importance of Inclusive education, however both
universities had moderate level of awareness regarding educational policies and ongoing projects.
Moreover, University 1 demonstrated a higher awareness level than University 2 on teaching methods
and issues, visible and invisible disability types, and the role of gifted children in promoting inclusion.
The findings of this study can be used to improve teacher training programs on Inclusive education
at higher educational institutions of Kazakhstan.

Keywords: Inclusive Education, awareness, English as a Foreign Language, teacher training
programs

Introduction

Education has experienced a significant shift towards embracing inclusivity throughout history.
In 1989, leading countries made a historic step towards children’s rights by accepting the United
Nations Convention on the Rights of the Child. As was noted in the articles 28 and 29, it is essential
to recognize the right of every child to education and ensure that school discipline should be designed
to improve students’ abilities to develop their fullest potential [1]. Inclusive education has been
integrated into the educational system of Kazakhstan not very long ago. In 2007, the definition of
inclusive education was established as a process that aims to grant equal access to education for all
students taking into consideration their abilities and special educational needs (SEN) in the Law on
Education [2]. Moreover, the State Program of Education and Science development for 2020 - 2025
planned to extend the share of educational organisations that created conditions for inclusive
education to 100% [3].

It is important to note that successful implementation of Inclusive education depends on many
factors, including providing sufficient training for teachers and having a clear concept and definition
of inclusive education [4]. According to Amjad et al., (2020), the effectiveness of Inclusive Education
(IE) primarily depends on the knowledge and expertise of class instructors, therefore, it is crucial for
educators to be aware and have a comprehensive understanding of the rules and principles governing
IE [5]. A study of Zagona et al. (2017) indicated a correlation between educators' readiness for
inclusive education and whether they have undergone a university course specifically focused on
inclusion [6]. As reported by NEPC (2021) in Global Education Monitoring Report of Central and
Eastern Europe, the Caucasus and Central Asia, pre-service teachers study the discipline “Inclusive
education” which is a mandatory course of 3 ECTS credits for all pedagogical specialties in higher
education [7]. Nevertheless, Makoelle and Burmistrova (2021) stated that pre-service teachers found
the university training insufficient and mainly delivered through logopedics and defectology
approaches [8]. The findings of Kazakhstani scholars’ studies are consistent with foreign ones. Polat
et al. (2023) highlighted that obstacles of putting Inclusive education into effect included the absence
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of practical experience in inclusive environments and a shortage of courses addressing inclusive
education and curricular content [9]. To improve the teacher training program in Turkey, Giilay and
Altun (2023) proposed incorporating hands-on activities and making the inclusive education course
mandatory with the extension of course duration [10].

Existing literature supports the idea that implementation of Inclusive education is also related to
teachers' attitudes and support. Pre-service English as a foreign language (EFL) teachers in Spain and
Portugal believe that having students with special educational needs will increase their workload,
however participants from both countries claimed that inclusion benefits all students by promoting
socially appropriate behaviour and facilitates a faster academic improvement for students with SEN
in regular classrooms [11]. In Australia, attitudes toward inclusion among pre-service primary
teachers were generally positive, improving throughout their training years. However, these attitudes
differed based on demographic factors, constructs, and specific inclusion areas [12]. Regarding
Kazakhstani teachers, Zhalelkhanova’s (2019) comparative study revealed that pre-service EFL
teachers’ views on teaching English language in the inclusive settings are positive by comparison
with teachers in Turkey [13]. According to Polat et al. (2023), older and experienced teachers
demonstrated more positive attitudes and perspectives to inclusion rather than pre-service teachers [9].

Another cause of weak implementation of inclusive education is insufficient awareness among
the population and main stakeholders in education [14]. The awareness of Inclusive education among
teachers has been under the scope of several researchers. According to Giilay & Altun (2023), teacher
candidates’ awareness of Inclusive education is their understanding and knowledge of the concept,
that includes recognizing its history, aims, students encompassed and practical implementation [10].
Similarly, another study aimed to identify classroom teachers’ awareness of Inclusive education
emphasises that awareness encompasses teachers’ competencies, knowledge and perception of the
concept [15]. Based on aforementioned studies, the awareness of Inclusive education can be defined
as conceptual understanding of this term and its aims, recognizing policies, possible barriers and
practical implementations.

A study aimed to identify teacher candidates’ awareness about Inclusive Education in Turkey
found that pre-service teachers’ awareness of the concept of Inclusive education, including its
legislation and history, was on a moderate level. Furthermore, female participants and participants
who received training on Inclusive Education showed higher levels of awareness compared to male
participants and those who did not receive any training [10]. Similar study conducted in Punjab,
respondents’ awareness on the importance of implementing Inclusive Education was on a high level,
while the awareness of the national and international projects and policies about Inclusive Education
was on a low level [5]. It is important to note that as a result of low level of awareness concerning disability
types among teachers, non visible disabilities are often unrecognised since the symptoms are not apparent [16].

In the context of Kazakhstan, a study by Makoelle and Burmistrova (2021) revealed that teacher
educators and pre-service teachers’ understanding of Inclusive Education in Kazakhstan is when
healthy students study with students who have disabilities in one classroom [8]. It was also mentioned
in previous studies that teachers are often not certain and lack confidence about how to teach and
facilitate learning in inclusive settings [17]. Based on previous studies results, there are still ongoing
misunderstandings about Inclusive education among educators and despite extensive research on the
topic of Inclusive education, existing studies have not adequately addressed the issue of exploring the
level of awareness of pre-service EFL teachers in Kazakhstan. Since teachers are the main
stakeholders of the educational process and English is one of the subjects taught in secondary schools,
identifying pre-service EFL teachers’ awareness of inclusive education at different universities is
crucial and would be valuable to improve teacher training programs at Kazakhstani higher
institutions.

Methodology
This study aims to explore and compare the awareness of inclusive education among pre-service
EFL teachers at two universities in Kazakhstan and seeks to answer the following questions:
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1. What level of awareness of Inclusive Education do pre-service EFL teachers at University
1 have?

2. What level of awareness of Inclusive Education do pre-service EFL teachers at University
2 have?

3. Is there any difference between University 1 and University 2 pre-service EFL teachers’
awareness of Inclusive education?

There are several factors that influenced the choice of quantitative research design. First of all
it provides measurable and statistical information that allows comparison of collected data (Creswell,
1994) [18], as the population of the current study involves 2 groups. Moreover, the results of
quantitative studies can be generalised to larger populations (Price & Lovell, 2018) [19] and it aligns
with the objectives of the current research.

Sample

The population of the research is 4~ year TFL (Two Foreign Languages) students, who are
considered as pre-service EFL teachers, at two universities in Almaty, Kazakhstan. University 1 is a
private university, meanwhile University 2 is a state university with a pedagogical profile. In overall,
80 participants have taken part in the research, specifically 40 participants from University 1 and 40
participants University 2.

Table 1
Demographic information of the participants under study from University 1 (N=40)

Variable Category Frequency Percentage (%)
Gender Female 36 90
Male 4 10
Age Under the age of 22 40 100
Table 2
Demographic information of the participants under study from University 2 (N=40)
Variable Category Frequency Percentage (%)
Gender Female 37 925
Male 3 7.5
Age Under the age of 22 38 95
Over the age of 22 2 5

The medium of instruction in University 1 is English, whereas at University 2 is Kazakh. The
total figure of participants of the research accounts for 80. All of the participants have taken the
requisite course of “Inclusive Education” as a part of their teacher training program.

Due to time and access-wise limitations, the participants in this study were recruited approaching
the non-probability, convenience sampling method. The nature of the study was voluntary. Population
was provided with an invitation to participate in the study and an “Informed Consent Form”.

Data collection

The questionnaire utilised in this study was developed by Amjad et al., (2020) (Dr. Amjad Islam
Amjad, a PhD Scholar, Department of Education, University of Lahore) that was aimed to explore
teachers’ awareness level about inclusive education in Punjab. Teachers’ Awareness about Inclusive
Education Scale (TAIES) consists of questions about participants’ demographic information and
Likert scale statements about:

1) Concept of Inclusive Education;

2) Importance of implementing Inclusive Education;

3) Policies for Inclusive Education;
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4) Issues of Inclusive Education

5) Teaching methods in Inclusive education.

The Likert scale statements were divided into 2 sections. Section 1 comprises 5 scale options on
the level of agreement (1 = Strongly disagree; 2 = Disagree; 3 = Undecided; 4 = Agree; 5 = Strongly
agree) and Section 2 includes 5 scale options on the extension of awareness (1 = Not at all; 2 = To
little extent; 3 = To some extent; 4 = To great extent; 5= To full extent).

TAIES scale (developed by Amjad et al., (2020)) has undergone some adaptations including
rephrasing and adding statements concerning EFL teachers and language classrooms, adjusting
statements to the context of Kazakhstan, and removing redundant items. The questionnaire was
developed via the survey administration software “Google Forms”. It is important to note that the
translated Kazakh version of the questionnaire was distributed to the participants from University 2,
who studied the course of Inclusive Education in Kazakh, to minimise language barriers. To assess
the validity and reliability of the adapted questionnaires, the pilot study was conducted.

Data analysis

Raw numerical data collected from the questionnaire was analysed through descriptive analyses
measuring frequency, percentage, mean, mode, and standard deviation. The analysed data is
interpreted according to the criteria for mean and percentage taken from the study conducted by
Amjad et al., (2020) using the TAIES scale that was adapted for the current study.

Table 3
Criteria for interpretation of mean and percentage
Criteria for mean Criteria for Percentage
Score Awareness level Range Level of majority
1.00-2.49 Lower level 51-60 Majority
2.50-3.49 Moderate level 61-70 Significant majority
3.50 and above High level 71-80 Dominant majority
81 and above Overwhelming majority
Results
University 1

According to the results of the Likert scale’s first section, the majority of pre-service teachers at
University 1, in other words 17 respondents (43%) out of 40 agreed and exactly the same number of
participants strongly agreed that Inclusive education means integrating students with and without
disabilities in mainstream schools. It is apparent from this table that 22 (55%) respondents strongly
disagreed and 7 (18%) respondents disagreed on the statement that Inclusive education focuses only
on students with disabilities.

Similarly, 17 (43%) and 10 (25%) students at University 1 chose “strongly disagree” and
“disagree” for the statement “Inclusive education is primarily aimed at correcting children's
impairments”. Moreover, 10 (25%) respondents were uncertain, whereas 10 (25%) agreed and 12
(30%) strongly agreed on the fact that gifted children are the integral part of Inclusive Education.
Interestingly, the most frequently chosen option was “strongly agree” in the statements from 6 to 9
about the importance and the role of Inclusive education.

Table 4
Likert scale analysis of the University 1 (Section 1)
Frequency
Ne Items n (Percentage) M Mo SD

1-SD 2-D 3-UD 4-A 5-SA
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1  IE is combining students with and 40 13 8 5 8 6 265 1 1,33
without disabilities in special (33%) (20%) (13%) (20%) (15%)
schools.

2 IEisintegrating students with and 40 1 4 1 (B%)17 17 4,125 4;5 0,74
without disabilities in general (3%) (10%) (43%) (43%)
schools.

3 IE focuses only on supporting 40 22 7 5 1 5 2 1 1,1
students with disabilities. (55%) (18%) (13%) (3%) (13%)

4 |Eis primarily aimed at correcting 40 17 10 5 3 5 2,225 1 1,15
children's impairments. (43%) (25%) (13%) (8%) (13%)

5  Gifted students are an integral part 40 2 6 10 10 12 3,6 5 1,04
of IE. (5%) (15%) (25%) (25%) (30%)

6  IE ensures that students with SEN 40 1 1 7 15 16 4,1 5 0,72
can access education in nearby (3%) (3%) (18%) (38%) (40%)
schools.

7 IE will help students with SEN for 40 0 (0%)3 1 11 25 445 5 0,68
their better socialization. (8%) (3%) (28%) (63%)

8 IE will help in developing a 40 1 (3%)1 2 (5%) 7 29 455 5 0,65
tolerant society. (3%) (18%) (73%)

9 IE will contribute to fostering a 40 1 (3%)4 2 (5%)10 23 425 5 0,86
sense of equality and (10%) (25%) (58%)
empowerment among students
with SEN.

SD=Strongly disagree D=Disagree UD=Undecided A=Agree SA=Strongly agree

In terms of the results of Section 2 in the Likert scale at University 1 (Table 5), 19 (48%)
respondents and 16 (40%) respondents know the importance of Inclusive education to great and full
extent. It is important to highlight that none of the students have chosen “not at all” or “to a little
extent”.

The statements 11-14 were about the policies and history of Inclusive education. It is worth
noting that there were also differences in the ratios of chosen options. 15 (38%) out of 40 respondents
were uncertain concerning their knowledge of UN’s policies on Inclusive education. However, 10
(25%) and 11 (28%) of pre-service teachers at University 1 know about the Salamanca statement to
some and greater extent. Regarding the awareness of the current projects on Inclusive education in
Kazakhstan, 10 (25%) students are uncertain, while 9 (23%) students are aware to little extent and
the number of students chose “not at all”. As it is presented in the table, 33% and 30% of students are
familiar with the visible and invisible disabilities to great and full extent.

Furthermore, the results of the statements 16-20 regarding issues of Inclusive education and
teaching competence, shows that the most frequently chosen option was “to great extent” and the
mean score accounts for more than 3,5 in all statements except 20. In statement 20, (“You have
enough competence to foster inclusivity in EFL classrooms.”) 40% of respondents chose “to some
extent”, whereas 30% “to great extent” and only 10% “to full extent”. Nevertheless, 30% of all
respondents at University 1 selected “to little extent” on the statement ““You have enough knowledge
and training on IE.”.

10
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Table 5
Likert scale analysis of the University 1 (Section 2)
Frequency
(Percentage) M SD
Ne Items Mo
1- 2- 3- 4- 5-
NA LE SE GE FE
10 You know the importance of IE. 40 0(0%) 0 5 19 16 4,275 4 058
(0%) (13%)  (48%) (40%)
11 ;g(r)l:Eknow about the UN's policies 40 3(8%) 9 (23%15 8 5 3,075 3 0,85
' (38%)  (20%)  (13%)
12 ;gt”em'gr‘ft"’fggafo“t the Salamanca ), 5 7 (1807 10 11 3375 5 1,30
' (13%) (18%)  (25%) (28%)
13 Xﬁ“(é,r:'z\’)";gggﬁntgﬁt Education For s 5 9 (23%s8 10 8 3175 4 114
' (13%) (20%)  (25%) (20%)
14 OYfOIUE"’}Lelfa"ZgLeh;’t‘;r?”go'”g PrOIECIS 4y 9 9 (23%10 7 5 2,75 3 112
' (23%) (25%)  (18%) (13%)
1 Y famili ith visibl
> A ot visible and 5 (0%) 6 (15%39 13 12 377 4 088
' (23%)  (33%) (30%)
16 i\;‘t)e”rakc':ioo"x G of student-teacher ,, 4 (09) 4 (10%12 15 9 3,72 4 078
' (30%)  (38%) (23%)
17 You know issues of classroom 1 8
management in IC 40 (3% (6% 9 18 9 3.77 4 0.75
' (23%) (45%) (23%)
: 0 4
You are aware of teaching
: 40  (0%)  (10%) 12 18 6 3.65 4
18 methods used in IC. (30%) (45%) (15%) 072
Being an EFL teacher, you know
- . 0 5
19 the different techniques to enhance . oy 12 18 5
the learning potential of 40 (0%) (13%) (30%) (45%)  (13%) 3.57 4 073
individuals with SEN. ° ° ° '
You have enough competence to
foster inclusivity in EFL 3 5
20 classrooms 40 8%)  (13%) 16 12 4 3.22 3
' (40%) (30%)  (10%) 0.82
You have enough knowledge
21 d trair glE ® 0 3 1210 1 4 3.02 2 0.93
and training on IE. (8%) (30%) (25%) (28%) (10%)
NA= Not at all LE=To little extent SE= To some extent GE= to great extent FE= To full extent

11
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University 2

Table 6 displays the synthesised data gathered from pre-service teachers enrolled at University
2 regarding their responses to Section 1 of the translated version of the Likert scale. A significant
number of the participants, namely 16 (40%), disagreed that Inclusive Education means combining
students with and without disabilities in special schools. Meanwhile, 22 respondents (55%) agreed
that Inclusive Education is integrating students with and without disabilities in mainstream schools.

16 (40%) and 18 (45%) respondents chose the option “disagree” for the statements “IE focuses
only on supporting students with disabilities” and “IE is primarily aimed at correcting children's
impairments” respectively. 14 students (35%) agree that gifted students are an essential part of
Inclusive Education. It can be clearly seen that 17 pre-service teachers (43%) agree with the statement
“IE ensures that students with SEN can access education in nearby schools”.

The figure of participants, who chose the option “agree” and “strongly agree” for the statement
“IE will help students with SEN for their better socialization”, was exactly the same - 15 (38%). More
than a half of the respondents, that is to say 21 (53%), strongly agreethat Inclusive Education can help
to foster the development of a tolerant society.

Similarly, a significant number of students, explicitly 24 (60%), strongly agree with the
statement “IE will contribute to fostering a sense of equality and empowerment among students with
SEN”. It can be noted that the most frequent answer to the questions about the importance and the
role of Inclusive Education in the society numbered 7, 8, and 9 was “strongly agree”.

Table 6
Likert scale analysis of the University 2 (Section 1)
Ne Items n Frequency M Mo SD
(Percentage)
1-sb 2-D 3-UD 4-A 5-SA
1 IE is combining students with and 40 9 16 9 4 2 235 2 0,88
without disabilities in  special (23%) (40%) (23%) (10%) (5%)
schools.
2 IE is integrating students with and 40 1 6 4 22 7 37 4 0,78
without  disabilities in general (3%) (15%) (10%) (55%) (18%)
schools.
3 IE focuses only on supporting 40 3 16 10 9 2 2,77 2 0,88
students with disabilities. (8%) (40%) (25%) (23%) (5%)
4 IE is primarily aimed at correcting 40 5 18 9 8 0 2,5 2 0,82
children's impairments. (13%) (45%) (23%) (20%) (0%)
5 Gifted students are an integral part 40 4 3 (8%) 11 14 8 347 4 0,97
of IE. (10%) (28%) (35%) (20%)
6 IE ensures that students with SEN 40 2 2 7 17 12 387 4 0,78
can access education in nearby (5%) (5%) (18%) (43%) (30%)
schools.
7 IE will help students with SEN for 40 2 3 (8%)5 15 15 3,95 45 0,82
their better socialization. (5%) (13%) (38%) (38%)
8 IE will help in developing a tolerant 40 1 1 (3%) 4 13 21 43 5 0,73
society. (3%) (10%) (33%) (53%)
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9 IE will contribute to fostering a 40 2 4 3 (8%)7 24 4,175 5 0,99
sense of equality and empowerment (5%) (10%) (18%) (60%)
among students with SEN.

SD=Strongly disagree D=Disagree UD=Undecided A=Agree SA=Strongly agree

In terms of the responses of Section 2 in the translated version of the Likert scale at the University
2 (Table 7), the exact figure of the students, namely 14 (35%), expressed that their knowledge about
the importance of the Inclusive Education is “to great extent” and “to full extent”. None of the
respondents chose the option “not at all”.

Policies of the UN about Inclusive Education were known “to some extent” and “to great extent”
to an equal number of pre-service EFL teachers - 12 (30%). 13 (33%) participants knew about the
Salamanca statement “to some extent”, nonetheless 6 (15%) students knew nothing at all. Similarly,
8 (20%) students have chosen an option “not at all” for the statement “You know about the Education
For All (EFA) movement”. However, 12 (30%) and 10 (25%) participants had knowledge about the
Education For All (EFA) movement “to some extent” and “to great extent” respectively. Regarding
the ongoing projects of Inclusive Education in Kazakhstan, 14 (35%) of students indicated their
awareness “to some extent”.

Furthermore, it was revealed that 15 (38%) participants were familiar with visible and invisible
disabilities “to some extent”. It is interesting to note that the option “not at all” was not chosen by
anyone. Questions with statements about the issues of Inclusive Education, namely “You know issues
of student-teacher interaction in IC” and “You know issues of classroom management in IC” were
answered by 17 (43%) and 16 (40%) participants with the option “to great extent” respectively.

A notable number of students, explicitly 19 (48%), were not aware of teaching methods used in
Inclusive classrooms as they were aware “to little extent”. The statements about the Inclusive
Education in EFL classrooms, such as “Being an EFL teacher, you know the different techniques to
enhance the learning potential of individuals with SEN”, “You have enough competence to foster
inclusivity in EFL classrooms” show that the most frequently selected option was “to little extent”
(17 (43%) and 18 (45%) respectively).

When it comes to the training of the pre-service teachers, 16 (40%) believe that they have enough
knowledge and training on Inclusive Education “to little extent”, whereas 12 (30%) express the
competence “to great extent”.

Table 7
Likert scale analysis of the University 2 (Section 2)
Frequency
Ne (Percentage) M SD
Items n Mo

1-NA 2-LE 3-SE 4-GE 5-FE

10 You know the importance of IE. 40 0 5 7 14 14 3925 45 0.80
(0%) (13%) (18%) (35%) (35%)

11 You know about the UN's policies 40 5 9 12 12 2 2925 34 0389

for IE. (13%) (23%) (30%) (30%) (5%)

12 You know about the Salamanca 40 6 11 13 8 2 2725 3 091
statement 1994, (15%) (28%) (33%) (20%) (5%)

13 You know about the Education For 40 8 7 12 10 3 2.82 3 101
All (EFA) movement. (20%) (18%) (30%) (25%) (8%)

14 You are aware of ongoing projects of 40 2 11 14 10 3 3.02 3 0.78
IE in Kazakhstan. (5%) (28%) (35%) (25%) (8%)
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15 You are familiar with visible and 40 0 8 15 12 5 3.35 3 0.80
invisible disabilities. (0%) (20%) (38%) (30%) (13%)

16 You know issues of student-teacher 40 1 6 12 17 4  3.425 4 0.80

interaction in IC. (3%) (15%) (30%) (43%) (10%)
17 You know issues of classroom 40 0 14 6 16 4 3.25 4 095
management in IC. (0%) (35%) (15%) (40%) (10%)

18 You are aware of teaching methods 40 2 19 5 10 4 2875 2 101
used in IC. (5%) (48%) (13%) (25%) (10%)

19 Being an EFL teacher, you know the 40 0 17 7 6 10 3.225 2 112

different techniques to enhance the (0%) (43%) (18%) (15%) (25%)
learning potential of individuals with
SEN.

20 You have enough competence to 40 2 18 2 12 6 3.05 2 115
foster inclusivity in EFL classrooms. (5%) (45%) (5%) (30%) (15%)

21 You have enough knowledge and 40 1 16 7 12 4 3.05 2 0.96
training on IE. (3%) (40%) (18%) (30%) (10%)

NA= Notatall LE=To little extent  SE= To some extent GE=to great extent FE= To full extent

Discussion

A comparative analysis of the awareness of Inclusive education between two universities
revealed that overall the awareness level of both groups are similar. Notably, both participants from
University 1(M > 4.1; SD > 0.65) and University 2 (M > 3.7; SD > 0.73) demonstrated a high level
of awareness regarding the concept and aims of Inclusive education. Nevertheless, pre-service
teachers at University 2 showed more uncertainty in their chosen options. It is worth mentioning that
students at University 1 had a high level of awareness (M=3.6, SD=1.04) regarding gifted children as
a part of Inclusive education, while students at University 2 had a moderate level (M=3.47, SD
=0,97).

In addition, a similar performance can be seen regarding familiarity with the significance of
Inclusive education. Participants from both groups had a high level of awareness, however it is worth
noting that students at University 1 responded that they know the importance of Inclusive education
at least to some extent and more, whereas there were participants who responded “to little extent”
from University 2. Both groups demonstrated a moderate level of awareness concerning the history
and regulations, such as the UN policies, Salamanca statement, Education for All movement and as
well as the ongoing projects on Inclusive education in Kazakhstan (University 1- M < 3.375; SD <
1.30; University 2- M < 3.02; SD < 1.01).

In terms of disabilities types, namely visible and invisible disabilities, the awareness level of pre-
service teachers at University 1 was high (M=3.6, SD=1.04), meanwhile pre-service teachers at
University 2 had a moderate level (M=3.35, SD=0.80). Moreover, there is a discrepancy in the
awareness level of teaching methods used in inclusive classrooms. Majority of students at University
2 were aware to a little extent, while students at University 1 to a great extent. As for teaching issues
in Inclusive education, the level of awareness among two groups are identical. On the subject of
sufficient training, knowledge, and competence to embrace inclusivity, both groups evaluated it as a
moderate level (University 1- M < 3,22; SD < 0,93; University 2- M < 3.05; SD < 1.15).
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The findings of this study contradict Amjad et al.'s (2020) study, where teachers’ awareness of
the concept and aims of Inclusive education was at a moderate level, meanwhile according to current
research, pre-service teachers from both universities had a high level of awareness. Amjad et al.
(2020) also revealed that teacher candidates’ awareness of policies on Inclusive education was at a
low level, whereas teachers in the current study had a moderate level. Moreover, results also differ
from Zhalelkhanova’s (2019) study, who reported that only a minority of pre-service teachers in
Kazakhstan had a profound understanding of the concept of IE. Nevertheless, results align with
Makoelle and Burmistrova (2021), Makoelle (2020), who highlighted that pre-service teachers lack
practical training on Inclusive education and often feel unsure about their competence in supporting
learning in an inclusive classroom.

Conclusion

The aim of the present research was to explore and compare the awareness levels of inclusive
education among pre-service EFL teachers at two universities in Kazakhstan. This study has found
that generally, teacher candidates at University 1 and University 2 have similar levels of awareness
of Inclusive Education. Pre-service teachers’ awareness at the two universities were on
interchangeable levels, being either moderate or high, in terms of the concepts, aims, policies, issues,
and significance of Inclusive Education. Concerning the differences, this study has identified that
awareness about the disability types and teaching methods in Inclusive Education of pre-service EFL
teachers were discrepant at University 1 and University 2.

While there is a general awareness and fundamental knowledge of Inclusive Education, there is
still a need for improvement and development of teacher training education programs to deepen the
proficiency, and foster the confidence of teachers in implementing inclusivity in classrooms from a
practical point of view. The results of the study can be used for the modifications and adjustments of
the Inclusive Education course curriculum offered at Kazakhstani universities. Furthermore, this
study contributes to addressing the gap of studies connected to pre-service and in-service EFL
teachers' awareness of Inclusive education in the context of Kazakhstan.

Limitations of the study

The distribution of male and female participants might not represent a wider population of pre-
service EFL teachers, which is a limitation of the current study. Moreover, the size of the sample,
comprising 80 participants, is comparatively small and may restrict the generalizability of the
findings. In addition, the non-probability sampling method that was used in this study might impact
the external validity of the research, since it can not guarantee that the chosen sample is representative
of the whole study population.

Recommendations

Taking into account the mentioned limitations, it is suggested for further similar studies to extend
the sample size and use probability sampling methods to enhance the validity and to obtain more
reliable data. Since this study solely contained 4th year students, the sample size can be increased by
including 3rd year and junior students. Moreover, it may be interesting to analyse the awareness of
male and female pre-service teachers separately as the sample of the current study mainly consisted
of female students. Concerning pre-service teacher education programs on Inclusive education, it may
be beneficial to conduct a qualitative study on exploring pre-service teachers’ own preferences and
suggestions regarding their training and its improvements.
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EKI KASAKCTAH/IBIK KOO-JIA BOJAIIAK AFBUIIIBIH TIII (EFL/IIET TLIT
PETIHJE) MYFAJIMJIEPIHIH UHKJIIO3UBTI BLJIIM BEPY TYPAJIBI
XABAPJIAPJBIFBIH CAJIBICTBIPMAJIBI 3EPTTEY

Anaarna. byn 3eprrey eki KazakcTaHAbIK >KOFapbl OKY OpbIHAapbIiHAarbl Oosamak EFL
OKBITYIIBUIAPBIHBIH, VHKITI03UBTI OlmiM Oepy Typasiel XabapAapiblK ICHIEHIH 3epTTeyre >KoHe
CaJIBICTBIPYFa OarbITTANbl. YHHUBEPCUTET | - jKeKe KeIllcaiajabl YHUBEPCUTET, al Y HUBEPCUTET 2 -
MEMJICKETTIK MEeNarorukajiblK YHHBEPCUTET. AFBIMIAFbl 3€pTTEY CAHJBIK OMICTI KOJIIAHIBI KOHE
Oeifimnenren cayanHama 80 KaTeicylibiFa Taparbuiabl. HoTmkenep exi ynusepcuterte ne EFL
OKBITYIIBUTAPBIHBIH HKITIO3UBTI O11iM O€pYAiH TYKBIPBIMIaMachl, MAaKCATTaPbl MEH MaHBI3IbLTBIFBI
Typaibl XabapaapiblFbl Oipaeii doFaphl JEeHIel1e eKeHIH KOPCeTTi, AeTeHMEH €Ki TOM WHKIIO3UBTI
OitiM Oepy casicaThl KOHE JKY3eTre aChIPBUIBII JKaTKaH kKodajlap Typasibl Typajibl XabapaapiabIKTapbl
oprama neHreine 6onapl. CoHbIMEH KaTap, YHuBepcuTeT | YHUBepcHUTET 2-Te KaparaHaa OKBITY
ozmicTepi MEH Macenenepi, MYTEIeKTIKTIH KOpPIHETiH MXoHE KOPIHOCHTIH Typiepi, JapbIHIbI
OananapAblH WHKIIIO3UBTUIIKTIH JaMybIHa BIKMANl €TyAeri peji Typaibl XadapAapiabIKThIH KOFapbl
neHreiin kepcerti. Ocbl 3epTTeyAiH HOTHXKeNepiH Ka3akcTaHHBIH KOFapbhl OKY OpBIHIAPBIHIA
Wukmio3uBTi Oi1iM Oepy OoifblHIIA MyFamiMAepal Aaspiay OarqapiamMalapblH >KETULIIPY YILUiH
naiananyra 00aasl.

Tyiiinai ce3aep: MHKIIO3UBTI OuniM Oepy, xaOaplapiblK, aFbUILIBIH TUII HIET TUTl pETiHIE,
MyFalliMIepl gaspiay OaraapiaMachl.

Kepremaii Myxumoea®, Mepyepm 3axapoea?, I'vivnapa Kacvimosa®
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CPABHUMTEJIBHOE UCCJIEJOBAHUE OCBEJOMJIEHHOCTH
WHKJIO3UBHOI'O OGPA3OBAHUA CPEJIY BYIYIIIUX YUATEJER
AHIJIMMCKOT'O SI3bIKA KAK MHOCTPAHHOT O SI3BIKA (EFL) B IBYX
KA3AXCTAHCKHUX YHUBEPCUTETAX

AnHorauus. llenplo gaHHOrO HCcneAOBaHUS ObUIO H3yYEeHHUE W CpaBHEHUE YPOBHU
OCBEZIOMJICGHHOCTH 00 WHKIIIO3UBHOM oOOpa3oBaHuM Oynaymmx mnpenogasarened EFL B aByx
Ka3zaxcraHckux yHHBepcHTETaX. YHHBEPCHTET | SBJISETCS YaCTHBIM MHOTONPOQIIEHBIM
YHUBEPCUTETOM, & Y HUBEPCUTET 2 SIBJISIETCS TOCYJApPCTBEHHBIM Ie1larOrMYeCKUM YHUBEpcUuTeTOM. B
JTAaHHOM U CCIIEIOBAaHUH UCTIOJIb30BAJICS KOJMYECTBEHHBIN METO/, a aAalTHPOBAHHBII OIIPOCHUK OBLIT
pacripoctpaneH cpeau 80 ydacTHUKOB. Pe3ynbTarhl mokaszanu, uro npenogasarenu EFL B oGoux
YHHUBEPCHTETaX MMEIN OJMHAKOBO BBHICOKHH YPOBEHB OCBEAOMIICHHOCTH O KOHIICIIHH, IENX U
BXHOCTH HWHKJIIO3UBHOTO 00pa3oBaHus, OJHAKO o00e TpyNIbl HUMENU CpeAHUHA YpOBEHb
OCBEZIOMJICHHOCTH O TOJIUTHKE WHKIFO3UBHOTO 0Opa3oBaHMS M TEKYIIMX Mpoekrax. Kpome Toro,
VYuuBepcurer | mpoaeMoHcTpupoBan Oojiee BBICOKMH YpOBEHb OCBEJOMJICHHOCTH, YEM
YHuBepcUTeT 2, O MeToJaXx W TpolieMax NpenoJaBaHMs, BUAMMBIX H HEBUAWMBIX THIIAX
MHBINIHOCTH, a TAKXKE POJM OJAPEHHBIX AETel B MPOIBM)KEHUH HMHKIIO3UBHOCTU. Pe3ymnbraTh
JAHHOTO MCCIIEJOBaHUS MOTYT OBITh HCIHOJb30BAaHBl [UIS COBEPIICHCTBOBAHUS MPOTrPAMM
MOJITOTOBKH YYUTENCH NHKIIIO3UBHOTO 00pa30BaHus B BBHICIIUX YueOHBIX 3aBeeHusx Kazaxcrana.
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KA3AK AHBI3-EPTEI'VIEPIHAEI'T APXETHUIITIK OBPA3JAPABIH 3EPTTEJIVI

Anparna. byn Makananga Kasak epreriiepi MEH aHbI3JapbIHIAFbl apXEeTUNTIK OeiiHenep MeH
CIOKeTTep 3epTrenii. Makana oneM Typaibl MU(OIOTHSIIBIK HISSUTApABIH MaHBI3BUIBIFBIH KOHE
oJapAblH Ka3aK TaHBIMBIHIAFbl MOICHU CIOXKETTEpP MEH oOpa3lapiblH KaJbIITacyblHA oCepiH
KepceTeal. OPTYPIIl 3epPTTEYIIUICPIiH KYMBICTAPhI, OJapIblH Ka3aK 9eOMETIHACTI apXeTUITEP IiH
MaHbBI3bl MEH TYCIHAIpLTYiHE KATBICTBI TYXKBIPBIMAAPHI MEH TUMOTe3anap capananibl. KepHekTi
raneiMaap Kackabacos C., Konnpi6ait C., UrinikoBa C.U., Kam3zabekyibl [l. kKazak oaeOueTiHICT
apXETUNTIK CIOKETTEp MEeH o0paszmapibl 3epTTeyJepiHieri jKacaraH TYKBIPBIMAAD TaJAaHIbI.
JKanmpl, MaKkasa apXeTHIITIK CIOKETTEp MEH 00pa3aap MPU3Machl apKbLIbl Ka3aK XaJIKbIHBIH MOJICHH
MYpachl MEH 9/1e0H MIBIFapMalIbUIBIFBIH 3ePTTEYIH MaKcaT TyTaabl. MakanaHbIH KOPBITBIHBICBIHIA
Ka3aK XaJKbIHBIH MOJICHH MYPAchl MEH 9/1c01 IIBIFapMalIbUIBIFBIHBIH ePEKIIEIIKTEPiH TYCIHY YIIiH
apXeTUNTEepAl 3epTTEYNiH MaHbI3IbUIBIFbI TypaJIbl TYHIH Kacajbl.

Tyiiin ce3aep: apxeTuIl, MbICTaH KEMITip, KaJIMaybI3 KEMITip, MaTpuapxar, Mug, 0siTepexk, anem
MO/IEJTI.

Kipicne

Anamzar oneminze OapibIK MaTepPHSIHBIH, Ke€3-KelIreH HOPCEHIH HIBIFY TeTi, ©31H/iK Heri3i 0ap
eKeH1 Oenriii. OaeM/e ap 3aTThIH 63 aThl 0ap CHAKTHI, aIFAIIKbl MaFbIHAHbBIH J1a 63 aThl, FEUIBIMA 63
OpHBI 0ap. ApXeTun Ce3iHiH mIBIFY Teri (Tpek TuliHeH arche-0ackl, typo-0OeiiHe) GacTankbl yiri, Ty
OcitHe JereH MarbIHaHbBI OUITIpe .

ApxeTur KyHJIbI, ce0e0i 0J1 CaHaHBIH TapUXH JaMybIH Kepcerei. O anrankel OeifHenepre o
alajabl )KOHE MOJICHUET 3BOJIOIMSCHIHBIH op Ke3€HIHJe Maijga OosaThlH OeiiHenepaiH TaOuFaThiH
3eprTeiinl. KeckiHHIH 19HeKTI cunaTTaMachl OFaH Ka3ipri @pKEHHUETTIH eplieyiH i€ KoTeplIreHaepaiy
caHachIH/a Maiia 60IFaH YFbIMIAp/bIH "Ke3/1eHCOoK" eMec eKeHIH KopceTyre MyMKiH/iK Oepei.

K.I'. IOuTTIH «¥XBIMIBIK OCMCAaHAIBIKTBHIH apXeTHUNTEPl» €HOETIHIe apXeTUINTepal oOpasra
Heri3/ienred OelfHeney opeKeTiHIH OelcaHalbIK OSHYBIHBIH OIpiHIN TYypi PEeTiHJE KapacThIpaJbl.
Omnap Oy TycTepae, caHabIpakTap/a, OHEP/Ie KoHEe 9/Ie0ueTTe KOPIHEIl JEreH 03 JQJIEICpPIH alFa
TapTThl. Onebuerreri Oy KyObuibic Oip-OipiHe eI KaThIChl KOK agamMaapAblH MOJCHHUETIHAC
KalTajgaHaTbIH 00pa3apMeH, CIOKETTEPMEH kKoHE paMizziepMeH TyciHaipiieni. lIBen rampiMaapsl
Oynapzbl JKOFapbl (MUCTHKAJIBIK) KYIITEp, *XBIHBICTBIK KaTblHAac, Oajajap MEH aTa-aHaJlapJblH
KAapbIM-KATbIHACHI, JKEKKOPYIILIIK I€H CYHICIEHIIUIIK, eMip MEH 6oJiM CHIKThl oMmOelar
KaFaalnapaarsl 0apiblK agamiapra TOH peakiusuiap (MiHe3-KYJIbIK) €T CaHal bl

Apxeruntep oneOUeT TapuxblHa €HI€HHEH OacTarl, cainT-AaCTyp, MU(] KoHE aHbI3 CEKIIAl
onebueTke ACHIHT1 KaTeropusiap KepKeM IIblFapManapra acep eTeTiH 97e0u aHTPONOJIOTHsIHBIH Oip
casacel periHzae 3eprrenal. KelliHHeH «apXxeTum» TepMHUHI (QYHIAMEHTANbIl >KOHE JKajllbl
a71aM3aTThIK MU(OIOTHUSIIBIK MOTHUBTEP/I, KE3-KEITeH KOPKEM KYPBUIBIMAAP/IbIH HET131H KYpaThIH
OacTanKkpl YATUIEp/l cUnaTTay YIniH Koimaansiia 6acranel. Axkamemuk C. A. Kackabaco Oenriii
o6uosior DpHCT ['ekkenpiH OMOTeHEeTUKANBIK 3aHbIH TajAail OTBHIPBIN, aJlaMHBIH JKaH AYHUECI MEH
MIHE3-KYJIKBIH/IAFbI, CHIPTKBI KEJIOeTTerl Kewbip epekmienikTep Oi3/iH aTa-06a0amapbIMBI3IIBIH P
noyipaeri OeiHenepiH KepceTenl Men TYKbIpbiMaaiasr [1, 6. 127]. Byn mikip, 6i31iH oibIMBI3IIA,
Ka3ak oJIeOMETIHCT] apXeTUNTEP/Il TYCIHYIE MaHbI3Ibl. OUTKEHI apXETHUIT — aJlaM3aT ICUXHUKACBhIH/Ia
OHBIH TapUXH JlaMy *OJBIHBIH KepiHici. Akagemuk /[I. Kam3aOekysbl ke3 KeiareH XaibIKThIH y3aK
yakbIT OOWBI )KWHAKTaFaH pPyXaHU TOKIpHOeCiH Oaraiay YIIIiH OHBIH CO3 oHEepl 0acThl OANUIIBIK OOIBII
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TabBIIaAbI Ien ecenteiai [2, 6. 68]. OcbiFaH OailIaHBICTHI ApXETUTITEP/II TEK ME(TEPIICH FaHa eMec,
aybI3Ila NIBIFAPMAIIBUIBIKTEIH OapiibIK TYpJEepiHEH ne TaOyra Oomjaabl. ApXETUNTIK OelHemnep
ocipece mpo3albIK MIbIFapMaliap/ia aHbIK KOpiHic TabaIbl.

IjicTep MeH MaTepuaJaap

Kazak aHbpI3mappsl MEH epTeruiepiHie Ke3[eCeTiH apXeTHNTIK oOpa3faapiblH I1IIiHJIE MBICTAH
KEMITip epeKIle OpbIH ajajabl. byn keilinkep mMaTpuapxar AQyipiHeH KallFaH CUMBOJHMKAIBIK OciiHe
peTiHae, coOual TYpJl KUBIHIIBUIBIKTapJaH OTKI3ETIH >KaFbIMCHI3 TYIFa OOJIBIN KOPiHIC TaOajbl.
Kenrteren ranmpiMamapiblH 3epTreyiepi Oyl mikipai pactaidfipl. MBICTaHHBIH IIBIFY TETl JKaiibl
cypakka akaneMuk C.A. KackabacoB «Kazaxckas BonmieOHast cka3zka» aTThl eHOerinze: «MpicTaHn
epTe 3aMaHJa MaTpuapxaT KEe3CHIHJe ailHalachlHa OWIIIK JKYPri3reH aKbUIAbl diien OelHeCiHiH
e3repreH Typi [3, 6. 163]» nen xayan Oepeni. On connaii-ak, «Exxenri Mpictan OeliHeci yJIKeH
e3repicTepre Vinblparan» jaen skazanbl. benrimi rameim C. KonpapiOaii: «Eprerinepae xaamaybi3
KeMmIip OopiH icTel ayiajbl, OHBIH KOJBIHAH KEJIMEHTIHI JKOK: aypysapibl eMJeHi, eiareHaepai
Tipinteni. MpIcanbl, KONTEreH epTerviepae KajaMmaybl3 KEMIIp aKcak, COKBIp, KOJbI IKOK
KeHInmKepiep/ i KYTHIIT KOWBIN, OJapbl cay TYpiHIE KalTamaH Kycbin Tactaiapl («Kemeimin yin
Oamacel», «Keri Oactbl xanmayel3 kemmipy, «Kynanaixkapkein», «YIm araibi» T.0.),
Kelinkepiuepre akpu1, kKeHec oepeni («Kycim mepren», «Eki sxetim» T.0.)», — el kene, — «byi canana
kemn eHOek ciHipreH arambi3 C.KackabacoB o3 eHOeriHae «MbICTaH KEMIIp COJ apFbl TEri aJibII
KapaKyCThIH KEUiHT1 aTaybl», — neiai. LLIBIHbIMEH e, «OKYTKBIII, aaM JKEerilD MBICTaH KEMITip MCH
COKYTKBIIID) allbIl KapaKyCThIH (pyHKUUATApI Oip/ieH, SFHI MBICTAH KEMITIp MEH allblll Kapakyc Oip
raHa Oactankpl ME(TIK 00pa3abIH KEHiHT1 epTerurik kerninkepi 6onpimn Tadbbutaznsl [4, 6. 351]», — nen
Kazabl.

OnebdueTTaHy MBICTAaH/IbI MBIC IQYipiHE Maiaa 00JIFaH, yaKbIT ©Te KeJle 03repiCKe YIIbIparaH
oifen GeliHecl peTiHae TyciHaipeai. AHaepKi OoyipiHAeri aKplUIrel, 1aHa dien OeifHeci maTpuapxar
IoyipiHae oHeNIiH KOoFaMIarbl OPHBI ©3repreH Ke3ie KarbIMChI3 KeHlinkepre aiHamansl. OHBIH
aKbUIIBLIBIFBl MEH KOPETeH Il €H/1 JKaFbIMChI3 KacHeT peTiHae KaObuimaHaabl. MbicTaH ailnakep
3WIbIMFa, OapIIbIK aKbUI-OWBIH >KaMaH/BIKKA >KYMCAaWTBIH JKUIPKEHIITI KeHinmkepre aifHamaubl.
Mpeictan OonaThIH >Kardaipl ajnablH ana Oospkam, 0acThl KeHWimKepai Ty3aKKa TYCIpy SIiCTepiH
QJIJIBIH aJ1a OMIaCTBIPBIN KOsiABL. OChI s)kocniap OOMBIHINIA 63 HUETIH 1CKE achIpajsbl [S].

Martpuapxar aoyipinae pyabl Kapus orennep 6ackapra. JKaHa TyFaH HopecTere at KOlo, KeTiM
KaJIFaH Oayiaimapapl KaMKOPJIBIKKA aly, CBIPTTaH KEJITeH aJaMIap sl Tainara KaObu1Iay, TaumaHblH
3aHJIapbIH KaTaH CakTay, >KacTaplbl YWIEHAIpY CeKUIAl MiHIAETTep aHalapblH OacUIbLIBIFBIMEH
Ky3ere acelpburrad. Kaxer Oonranza oyiap ockepai Ae Oackaprad. byn xarnmaii xkapT aHajapra
TaOBIHYIIBUIBIKTHIH Maii1a 00ybIHA anbii KenreH. Onap KepeMeT KYII heci, 0apIbIFbIH ICTeH alaThiH
CUKBIPIIBI, PYIBIH KayJapblH JXOHE >KBIH-IIAWTAHILI JKCHE allaThIH KYIIKE We JIeN CaHaJFaH.
[TaTpuapxaTThlH OpHAYBIMEH OYJI OCiiHE 63 MaHBI3bIH >KOFAJITHII, OHBIH POl aTalbIK PyFa aybICKaH.
Kapt ananbiH OeiiHeci Tek MHQTIK aHbI3Jap/a KairaH. YakbpIT oTe Keie Oy OeilHe KarbIMChI3
Kellinkepre aiHanfas [6, 6. 249] nereH mikip FhUIBIMHU TYPFbIIaH HETi3JENTeH.

HoTum:kenep xdHe oJiapabl Tajagay

Faneim UrinikoBa C.M. xkanmaybl3 KeMIip Typasbl 3epTTEyNepiH/ie OChl MIKIpJi pacTaiibl:
«EpTeri MeH KbIpiapAarbl )KalMaybl3 KEMIIP/IIH ep OajlaHbl Tanar eTyl — KaybIM III1HIEe KOMENIEeTTIK
CBHIHAKTBIH KHUBIHJBIFBIH KOPKBIHBIIITEL TypJe OeifHeney yuriH eHrizinreH. JKammaysl3 KemIip ocbl
KOPKBIHBIIITH OCHHEH! aTKapraH. Auaiiia, oy >kaaMmaybl3 OOJFaHma Ja agamjapra KOPKBIHBIII
ce3iMiH TyIBIPHII, ep Oananap emin-Tipurin keneai» [7].

Kazak donpknopeaa «Kammayesiz kemmip» MeH «MBICTaH KEMIIIp» aTayliapblH JKEKe
Kapactelpran fanbiM E. KexeeB 0Oommpl. On «MpIcTaH KEeMIipAi» MBICTaH >KacalfaH CaybIT-
caiiMaHHBIH OeitHecl nmem, an «OKammaypl3 KeMIip/i» YakbITThIH OeWHeci Jen cumarTaiasl [8].
Ocbutaiiia, exi KeWinmkepnl LaTtacTbipyFa OoJIMaWThIHBIH aran eteai. 3. HaypwizbaeBa Oouica,
«MBICTaHIBI» €XENTl KyJIbT KPUIIAChl KOHE OaTHIPIBIH aHACBIHBIH KOJEHKEII acCIeKTICI peTiHJe
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cunartaiiael [9, 6. 7]. byn TyxblpeiMaap Ka3ak (OJIBKIOPHIHIA KE3/IECETiH CHMBOJIM3M MEH
MU(OJOTUSIHBIH TYPJII aCTHEKTIEPiH amaabl, STHOCTBIH MOJCHHETI MEH HaHBIM-CEHIMJEpIHJET1
OJIApJIBIH POJIIH TePEH TYCIHYyre MYMKIHAIK Oepei.

Kammayei3 kemrip OeifHeci Typaibl kemrtereH eHOektep Oap. III. YommxaHoB jkaiMaysi3
KEeMITIp/IH aJlaMbl )Ke KOsl alaThIHBI Typalibl jka3raH. M. Oye30B «Ka3zak XaJaKbIHBIH 3MOChI MEH
dhonbkIopb» aTThl 3epTTey eHoeriHae (1939-1940 xok. «JIutepaTypHbId KPUTHKY XKYPHAJIBI) €XKENT1
rpexk Mu(TEpiHJeri HUKIONTapFa yKcac *eTi 0acThl TipIIumiK ueci perinae cunarraiiabl. On Oy
3YIBIM KeMIipai opbic epTeruiepinaeri bada frara ykcaTein, agaMHBIH OCHIMAUTIKTEpiHE K€ NIl
kepceteni. ©. Konsiparbae: «Kazak KHUsI-FaXalblll epTeriiepinae agamMra >kaMaHIbIK OWIalThIH
MudTik obpaszmapapiH Oipi — >xaamaysi3 kemmip», [10, 6. 173]- nmem, Oy OelHEHIH Tapuxu
e3repicTepre YIIbIpaFraHbIH XoHE Maiina Oony yakeIThiH Kepcereni. Axagzemuk C. Kackabacos
YKaJMaybI3 KeMIIip 00pa3bIHBIH OJITCHACP/IIH JIeMiMeH OaliJIaHbICHIH KOHE OHBIH €peKIIe Oenriaepin
3epPTTEreH.

boiitepek - eprerizeri 6ana KoTepiIeTiH exenri OuTiMre colkec, )KxyMOaK Kacuerrepi 6ap aibin
aram. XanbpIKTBIK Oimimzaeri "onmemmik aram" MHQOJIOTHSIIBIK apXETUITIHIH CUMBOJIIBIK MBICAIIBI-
TaMbIPhI )KEp aCThIHJIa OpHAJACKaH, A1HI aJlaM dJIeMiHiH Yil O0JbI TaObUIATHIH JKePIiH KIHAITIH/IES
©CeTIH KOKTeri "oneMik aram”, ai 0achl-pyXxTapAbliH Yiti. Mudomnorusaa "anemuik aram" keOiHece
IIBIHJBIKTBIH, OPTYPJII JIEHTCHIepiH OalIaHBICTBIPATHIH KOHE OMIpJiH, OJIIMHIH J>KOHE KailTa
TYBUIYJBIH HUKIIIK TaOWFAThIH OCHHEIICHTIH FApBIMITHIK TOPTINIEH OalIaHBICTBL. Byl cHMBOI
FAJIAMHBIH SPTYPJIi aCHEKTiJepiH OalIaHbICTBIPATHIH FAPBILITHIK OCHTI € KOPCETE anajbl.

byt apxeTuntin oMOe0anThIFBI TYpasbl 9/IcOMETTaHYIIBUIAP apacklHIa TYpIi mikipiep 6ap. B.H.
TomopoB ’koHE OHBIH i30acapyiapbl oJieM aFallblH KiHJIK, OPTAJIbIK, OJEMIIK JKOJAK PETiHe
Kapacteipaabl. OnapplH MiKipiHIIe, Ke3 KeJITeH MOJCHHUETTET araml OeliHeci («emip arambD» /1a)
«OneMm aramibiHay cinteme jxacaiael. byn Teopusra B.B. Hanonbsckux, O.E. bepeskun, 1.M.
JIbSIKOHOB CHSIKTBI FAIBIMAAP KApChl MIBIKKAHBIMEH, 013 «AJNTBIH caka» epTericinieri «bouTepex»
OeifHeCiH dJIeM aralllbIHbIH apXEeTHUITIHE KaTKbI3aMbI3.

MyHnpaii aramrap JocTypili KaybIMIa MbIP3aTepeK, MbIKAH arallibl, CETEp TaJl, OyJIMe aFall JIell
optypai atanras. 3eprreymni E. JKanmelicoB «ka3zak 3TUMOIIOTHUACHIH alKbIHIAyJa oieN 3aThIHa
KaTBICTBI 00ii0imIe MeH ochl OaiiTepek cesiHzeri Oai-0oi TypiHiH Oepep MarbiHachl Oip» [11] men
kepceTei. FanbIMHBIH MiKipiHe CYHEeHE OTHIPHIT, «bolTepek» exKenri TYPKi co31 eKeHiH, 00l «YJIKCH
JIETeH MarbIHAHbI OUTAIPETiHIH, «0ai» Co31HIH JBIOBICTHIK ©3TepiCKe YIbIparaH Typi (Ooifmieniexk,
09ii0iIIIe) anFamksl 1eTeH YFBIMABI OUTIIPETIHIH, all Tepek (Mapchl TUTIHIE — Aapak) «arann AereH
MarbIHaHBl OUTAIpeTiHIH TyciHemi3 [12, 0. 413]. Jlemek, «OoHTepeK» CO31 «3dyNiM arainy JETreH
MaFbIHaHbl Oepeni. byn TyciHik «boiiTepex» CeO3iHIH JUHTBUCTHKAIBIK >KOHE MOJIEHU TYPFBIAAH
MaHBI3bIH alllbIll KepceTel, Ka3aK MOJCHUETI MEH TUTIHIET1 OpHbIHA TEPEHIPEK YHUIYT€ MYMKIHAIK
oepeni.

Kernteren exenri 3amanHaH Oepi XaJblK MU(BOJIOTHSICHIHIA O0UTEpPEK Typalibl uiesiap 0ap. Op
TYPJIi XaJIbIKTapIbIH MU(OTOTHACHIHA CUMTATTATIFaHIali, dJIeM MOJIENbAEePIHIH €Ki HeTi3Tri Typi 0ap:
TIK KOHE KOJIJICHeH KypblUIbiMaap. byit eki Hycka aa Kazak mudosorusacbiaa kezaeceni. Kenagenex
MOJIETIb/IIH MBICANIBI-OTIMHEH KYTBUIY VIIIH ONEMHIH TOPT >KarblHA casxaTkKa MIbIKKaH KOpKeIT
Typasbl aHbi3. XKon OoMbIHAA ON alfHaJIachIHIAFBl OApJBIK KEpJe Kep Ka3bll >KaTKAHBIH KOpII,
akpIpbl CeIpaapus ©3eHiHiH kyperiHe xkeTTi. byn aneiga Ceipaapus e3eHi kapTbUlail KesleHeH
MKOHE JKapThUIall TIK MOJIEIIb PETIH/E OCHHENIEHIeH 9JIEMHIH OpPTAJIbIFbI PETIHAE YChIHBUIFaH.

Exenri  mudonorusnslk OumiMre Ccoiikec, YIKEH ©3€HAep OJIEeMHIH KOpIiHICI peTiHae
KapacThIPbLIaIbl, MYH/Ia ©3€HHIH 0achl JKOFapFhI KabaT, OpTackl OpTa KabaT, ajl COHbI TOMEHT1 KabaT
6onbin Tabbutaabl. ConnbikTaHn KopkbiT ChlpmapusiHbliH okyperine kenmi. L. YomuxanoB 0i3ne
OCBIHJIal YIII Ka0aT — YKaJIIbI FaJlaM TypaJibl MH(OJIOTHSITBIK UISSIap CaKTAIFAHBIH aTall OTTi.

OJIEMHIH TYPJIi XaJIBIKTapbIHBIH MUADOIOTHSICHIHAA TAMBIPHI JKepre TepeH OOMIaliThIH, ajl yiiap
0achl acmaHFa JKETeTIH OOMTEpEeKKe YKcac yII KabaTThl ojeM OelHecl kui Ke3aeceni. bolitepek neH
Jlapak CeKuI/l aralrap acraH, )kep OeTi KoHe ep acThl dJIeM/epiH TiK OarbITTa OaiIaHbICTBIPATHIH
MUQTIK yII KabaTThl KYPBUIBIM DETIHJE KapacThIpbUiaibl. FBUTBIMM TYpFbLAaH Oy KYPBUIBIM
"onmemuik aram'" qen atananbl. «byKin FalaMHBIH TaFIbIPBI OCHI arallmeH 0almaHbICTRIphUIaaAb. O —
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TOMEHT1, OPTAHFHI ’KOHE KOFaprbl KabarTapasl Oip-OipiMeH apanacTelpMail ycTam TypaThiH Tipey,
TyTac oJeMIi YHieciMie caKTayFa KbI3MET €Te/ll JKOHE OCHI YII KabaTTarbl TIPHIUIIK HEICpPiHIH
TarapIpaapbiHa ocep eremi [13, 6. 214]».

benrini mudpranymsr C. Konnpibaii: «EpTeriiep >KMHaFbIHBIH TOPTIHII TOMBIHIA OOUTEpEKKe
KaTBICTBl TOFBI3 KalTalaHAaThIH TpadaperTik CroKeTTi aHbIKTanblK. Conl crokerTepre cyiieHe
OTBIPBII, OOHTEPEK OCHHECIH KUHAKTAIl KOPCETyre 00Jabl.

Bipinmriaen, 6oiiTepek FaTaMHBIH OPTAIBIFBI OOJIBIT TAOBUTATHIH KUEII JKep/ie, Kheli OYIaKThIH
XKaHblHAa opHanacanbl. Oa yum ayHHeHI OallaHBICTBIPYIIbI, yimiap 0achl — acmaHnaa, TaMbIPhl —
XKepacTel dneMinae. ExiHmmigeH, O0UTEpeKTiH €Ki MOMIOCIHES alblll KapaKyc IeH >KblUlaH-aiiaahap
OpHaJacajbl, OJIap TYAIMCTIK KapaMa-KapChUIBIKTHI OCiHEeNe 1i. Y IIHIIIAeH, O9UTepeKTiH TyOiH e
Oenrini Oip MUQTIK — KHell mpouecc oTel, Oy maMaHIbIKKa KaTbICThl. byt skepre 6aTeip ke,
KBUIAH/IBI OTIPIN, Kapakyc OallarmaHIapblH KYTKapaabl, COJI €pJIiri YIIiH Kapakyc OaThIpabl Oacka
aynuere otkizeai. Ocpunaiima, 6aiiTepex — FanamaapabiH eciri 6ombin Tadbiiansl [4, 6. 80]», — gen
KasFaH. ABTOp OOWTEepeKTi KapamailbiM OpBIH eMmec, 'Fajamaapra ecik" menm caHaiabl. by
0ol TepEeKTIH CUMBOJIIBIK MaFbIHACHIH SPTYPIIi dJIeMIep HEMECE OJIIIEeMIEP apachlHAAFbl OTIIEI1 OPBIH
peTiHEe KOpCeTeIi.

ConbIMeH KaTap, Ka3aKk MOJICHHETIHE KeKe TYPFaH aralrka KoJl TUri3oey noctypi 6ap. Mynaai
aralmThlH OyTakTapblHa Mara OenikTepiH Oaiijay BIppIM peTiHAe cakrairaH. b. AxGepauena:
«MyHJail ic-9peKeTTiH acTapblHAa JKaKChUIBIK IEH XaMaHIBIK, aK MeH Kapa, KOCMOC IeH Xaoc
Kapama-KapChbUIBIKTaPbIHBIH IIEKapaChIH OET1IeH, aXbIPATYbIH jKOHE aKUKAT IIBIH/IBIKTHI TAHYIBIH
chIpbl xKaTbIp. COHIBIKTAH J1a SJIEM/IIK aFalliThl FaJIbIMAAP TAaHBIM aFalllbl ACT T aTaias» [14], — men
TY)KBIPBIM/IaFaH.

KopbIThIHABI

Kazak opeOueriHnae Ke3IeceTiH CIoKeTTep MeH o0pa3fapAblH alxyaH TYPJILUIIriHE KapamacTaH,
OJIapABIH HETi31 opTYp:i YpHaK Ka3yIIbUIAPBIHBIH HIbIFapMajiapblHIa OPTYPIl MHTEpIpEeTanusiap
MeH OeliHesnepi 6acTaH KemipeTin omOedan apxeTunrtep O0omaabl.

Kazak ogeOuerinaeri apxeTUNTIK CIOKETTEep MeH OeiHeNepAl 3epTTey Ka3aK XaJIKbIHBIH MOJCHU
JOCTYpIEpiH, KYHABUIBIKTAPBl MEH O1pereisTirii TepeHIpeK TyCiHyre MyMKiHJIIK Oepesi. ApxeTuntep
omM0Oeban cumBoIap 00Ja OTHIPHIT, aJaMHBIH MOHTUIIK TaKBIPBIITAPhl MEH aJlaM TKIPUOECIHIH
acTeKTiIepiH OCHEeNeHTIH CIoKeTTep MeH OelfHenep Il KalbINTacThIpyAa HISIIYINi POJI aTKapabl.

ApPXETUNTIK TYKbIpbIMJamMaliap/ibl 3epTTey, OaThiC 97€0MEeTIHIH KOITeH Oepl Ha3apbIHa, Ka3ipri
Ka3aK oneOueTiHae Je ©3 OpHBbIH Tabanbl. bi3miH aBTOpiapIblH LIbIFapMajapblHAA apXETHIITI
TEPEHIPEK TYCIHY/Il KaXKeT eTeTiH MU(DOIOTHSIIBIK CYOTEKCT kUl Ke3aecel. OaeOuerneH OainaHbic
KebOiHece MU(TIK TaKbIPBINITAp apKbUIbI KOPiHEIl, OH/Ja apXEeTUNTIK MOTHUBTEp MEH OelHenepaiH
OacTankbl MarblHAchl alibLIaibl. OeOHeT dpKallaH MHUQOJIOTUSIBIK TaMbIpjJapMeH OaillaHbICThI
CaKTalbpl, OMTKEeHI apXeTUnTep MUQOIOTUsIMEH ThIFbI3 OailnanblcThl. OCBIHBIH apKachlHAa 013 OCHI
TaKBIPBINTHIH Ka31pri 9160 KOHTEKCTET1 MaHbI3AbLIBIFBIH MOUBIHANMBI3.
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STUDYING ARCHETYPAL IMAGES IN KAZAKH LEGENDS

Abstract. This article analyzes the study of archetypal images and plots in Kazakh fairy tales
and legends. The article shows the importance of mythological ideas about the world and their
influence on the formation of cultural subjects and images in Kazakh knowledge. The works of
various researchers, their conclusions and hypotheses regarding the meaning and interpretation of
archetypes in Kazakh literature are differentiated.Outstanding scientists Kaskabasov S., Kondybay
S., lgilikova S.1., Kamzabekuly D. analyzed the conclusions drawn from the study of archetypal plots
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and images in Kazakh literature. In general, the article is aimed at studying the cultural heritage and
literary creativity of the Kazakh people through the prism of archetypal plots and images. The article
concludes with a conclusion about the importance of studying archetypes to understand the
characteristics of archetypes, cultural heritage and literary creativity of the Kazakh people.

Key words: archetype, old woman, matriarchy, myth, witch, model of the world.
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MN3YYEHUE APXETHIIMYECKHUX OBPA30B B KASAXCKHUX JIE'EHJAX

AHHoOTauusl. B 1aHHOW cTaThe aHAMM3UPYeTCs HMCCICIOBAHUE APXETHIUYECKUX O0pa3oB H
CIOKETOB B Ka3aXCKHUX CKa3KaxXx M JIereHJax. B crarbe MoOka3aHO 3HA4YCHHE MH(OIOTHUECKHX
MPEJICTABICHUA O MHpPE M UX BIHMSHHE Ha ()OPMHUPOBAHHME KYJIbTYPHBIX CIOKETOB M 0Opa3oB B
Ka3zaxckoM 3HaHuu. JuddepeHmpoBanbl pabOThl Pa3IUYHBIX HCCIEAOBATENICH, MX BBIBOABI U
TUNIOTE3bl OTHOCUTEJIBHO 3HAUYECHUS M MHTEPIIPETAIlMU apXETUIIOB B Ka3axCKOW JHMTEparype.
Boiparomuecss yuenbie KackabacoB C., Kowpgwibait C., UrummkoBa C.HM., Kam3zabekynsr /.
MIPOaHATM3UPOBAHBI BBIBOBI, C/ICTIAHHBIC TIPH HCCIICIOBAHUN apXETUITUICCKHUX CIOKETOB H 00pa3oB
B Ka3axckoil yiureparype. B menom craThs HampapiieHa Ha M3Y4YEHHE KYJIbTYpPHOI'O HAcleous U
JUTEPaTypHOTO TBOPYECTBA KA3aXCKOrO0 HApoJa uepe3 MpU3My apXETHUIMHUYECKUX CIOKETOB M
o0pa3oB. B 3akiitoueHuu cTaThu ClielaH BBIBOJ O BaXHOCTU M3YyUEHUS apXETHUIIOB JJisi TOHUMaHUS
O0COOCHHOCTEH apXeTHUIIOB, KYyJIbTYPHOE HACIICIUE U IUTEPATYPHOE TBOPUYECTBO Ka3aXxCKOT0 HApoIa.

KuroueBble cjioBa: apxeTurl, cTapyxa, MaTpuapxat, Mud, BepMa, MOEIb MUpA.

Kenin mycmi 19 Tamwiz 2024
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LOGICAL FRAMEWORK AND THE USE OF THE CIPPO EVALUATION MODEL IN
PRIMARY EDUCATION: A NARRATIVE REVIEW

Abstract. An evaluation model is an approach used to plan, implement, and assess a specific
program, project, policy, or initiative. The evaluation model provides guidance on the steps to be
taken in the evaluation process, including data collection, data analysis, and reporting of results. The
appropriate use of an evaluation model essentially ensures that the evaluation is conducted
systematically, objectively, and effectively. In the field of primary education, several evaluation
models are commonly used, one of which is the CIPPO model (Context, Input, Process, Product, and
Outcomes). Context evaluation is used to assess needs, problems, assets, and opportunities within a
particular environment. Input evaluation is aimed at determining which program approaches can be
used to facilitate change. Process evaluation involves the ongoing examination of plan
implementation and related process documentation. Product evaluation is used to measure, interpret,
and assess program outcomes, which can determine whether the program should be continued or not.
Outcomes evaluation is the process of assessing or evaluating the final outcomes or results of a
specific program, project, activity, or action. Several important aspects must be considered when
using the CIPPO model, including: clearly defining goals and objectives, involving stakeholders,
considering inputs, monitoring processes, collecting data meticulously, using data for decision-
making, conducting impact evaluation (outcomes), committing to continuous improvement, and
ensuring transparency and communication.

Keywords: evaluation model, CIPPO, primary education.

Introduction

Studying evaluation models is crucial because evaluation is a vital tool in education,
organizations, government, and various other fields. Evaluation helps organizations and programs
identify weaknesses, successes, and necessary changes. It serves as a starting point before conducting
educational planning (Leigh et al., 2020). By understanding evaluation models, program
implementers can design and implement more effective improvements. Evaluation models assist in
collecting data and evidence that support fact-based decision-making, rather than relying solely on
assumptions (Kunzmann, 2021). This activity helps reduce the risk of errors and ineffective decisions.
Evaluation is a tool to ensure accountability in the use of resources and the achievement of goals.
Evaluation models help measure the extent to which organizations and programs meet their objectives
(Arikunto, 2012).

Through the use of evaluation models, organizations and programs can continuously improve
their performance, adapt strategies, and address issues that arise over time. Evaluation helps
organizations and programs report to stakeholders, such as shareholders, funders, governments, and
the public, on the impact and effectiveness of their programs. With a solid understanding of
evaluation, organizations can allocate resources more efficiently and effectively, avoiding waste and
identifying the most beneficial investments. Studying evaluation models also presents an opportunity
for professional development (Mundy et al., 2016). The ability to design, conduct, and analyze
evaluations is a valuable skill in various professions.

Evaluation can stimulate innovation by providing insights into what works and what does not,
enabling organizations to try new approaches. It also helps uncover root problems that may not be
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immediately visible, allowing for more effective solutions (Salet, 2018). Through evaluation,
organizations and governments can fulfill their social responsibility to maximize benefits for society
and the environment. Overall, understanding and applying evaluation models is key to achieving
organizational goals, improving programs, and making wiser, evidence-based decisions (Silva et al.,
2014). Evaluation promotes continuous improvement and accountability, which is critical in
educational planning (Akpan, 2014).

There are several types of evaluation models (Winaryati, 2020). One common model is the CIPP
Evaluation Model (Context, Input, Process, Product). This model evaluates educational programs
from four dimensions: Context, Input, Process, and Product (Stufflebeam & Zhang, 2017). Another
is the Kirkpatrick Evaluation Model, which measures the effectiveness of training or learning
programs across four levels: Reaction, Learning, Behavior, and Results (Tamkin et al., 2022). The
Scriven Evaluation Model focuses on evaluating predetermined goals and clear measurement criteria
(Scriven, 2007). The Goal-Free Evaluation Model (Irvine, 1979) avoids using predefined goals,
focusing instead on outcomes emerging from learning. Lastly, the CIPPO Evaluation Model—similar
to CIPP—adds an additional focus on outcomes after context, input, process, and product.

The choice of evaluation model in education depends on the evaluation goals, the type of
program or learning being evaluated, and the specific needs of the educational community (Hariri et
al., 2021). These models can be adapted to fit the context and purpose of the evaluation, with the
CIPPO model being one such option. This paper will outline the CIPPO evaluation model and its
logical framework for use in primary education.

Literature review

When discussing the CIPPO model, it is essential to acknowledge its origins in the earlier CIPP
evaluation model. The CIPP evaluation model provides a comprehensive framework for conducting
formative and summative evaluations of programs, projects, personnel, products, organizations,
policies, and evaluation systems (Hakan & Seval, 2011). Essentially, this model guides the
assessment of context (whether a program needs correction or improvement), input (strategies,
operational plans, resources, and the agreement to proceed with necessary interventions), process
(implementation and cost of interventions), and product (both positive and negative outcomes of the
efforts).

The CIPP model (Context, Input, Process, and Product) serves as a framework used in planning
and evaluating educational programs. It is one of the most widely adopted evaluation approaches in
education and has undergone various modifications and developments over time (Finney, 2019). Like
other new evaluation approaches, the CIPP model was created in response to the limitations of
classical evaluation methods such as experimental designs, goal-based evaluation, peer reviews, and
standardized achievement testing. These traditional methods often proved to be impractical or even
counterproductive, especially in emergency evaluations (Aziz et al., 2018).

Over time, many educational organizations and research institutions began implementing the
CIPP model in various educational contexts. This model has provided them with guidelines for
evaluating educational programs, identifying weaknesses, and enhancing program effectiveness
(Stufflebeam, 2015). The CIPP model is not static; it has evolved in tandem with developments in
education and the growing needs of evaluation. One such evolution was the addition of the "Outcome"
component, transforming the model into CIPPO. The original CIPP model measured outcomes up to
the product (output) stage, but the CIPPO model extends this to the implementation of the product
(outcome) (Worten & Sanders, 2017). The addition of the outcome component is intended to evaluate
the impact derived from the designed program. The CIPPO model views a program as a system, and
if an evaluator (such as a teacher) chooses to use this model, the analysis process must be based on
its key components. The CIPPO model focuses on five main components: Context, Input, Process,
Product, and Outcome. Each of these components plays a specific role in the planning and evaluation
of educational programs, ensuring that the programs meet their goals effectively.

Conceptual and Operational Framework for CIPPO Model Evaluation in Primary Education
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The Conceptual and Operational Framework for CIPPO Model Evaluation in Primary Education
is grounded in the general and operational definitions of evaluation, its primary utility, and the
professional standards that guide and assess evaluations. Generally, evaluation is the systematic
investigation of the value of an object. Operationally, evaluation refers to the process of describing,
obtaining, reporting, and applying descriptive and judgmental information about an object's value, as
defined by criteria such as quality, worth, integrity, fairness, feasibility, cost, efficiency, safety, and
significance (Septiyan et al., 2023).

Professional standards for evaluation represent generally agreed-upon principles by specialists
for the conduct and use of evaluations, aimed at determining the utility, feasibility, propriety,
accuracy, and accountability of evaluations. In context evaluation, evaluators assess needs, problems,
assets, and opportunities, alongside relevant contextual conditions and dynamics. Decision-makers
use context evaluation to set goals, establish priorities, and ensure that program objectives are aimed
at addressing significant and assessed needs and issues (Comfort, 1982). Oversight bodies and
program stakeholders use context evaluation findings to evaluate whether programs are guided by
appropriate goals and to assess the outcomes of their responses to targeted needs, problems, and
objectives. In input evaluation, evaluators assist program planning by identifying and assessing
alternative approaches, then evaluating procedural plans, staffing provisions, and budgets for
feasibility and potential cost-effectiveness in meeting targeted needs and achieving goals. Decision-
makers use input evaluation to identify and select among competing plans, write funding proposals,
allocate resources, assign staff, schedule work, and help others evaluate plans and budgets
(Stufflebeam & Coryn, 2014). In process evaluation, evaluators monitor, document, assess, and report
on program implementation. They provide feedback during program implementation and
subsequently report on the extent to which the program was executed as intended and needed.
Program staff use periodic process evaluation reports to track their progress, identify implementation
issues, and adjust plans and performance to ensure program quality and timely service delivery
(Stufflebeam & Coryn, 2014).

At the end of a program or program cycle, program staff, supervisors, and constituents may use
process evaluation documentation to assess how well the program was implemented. They can also
use this documentation to determine whether any program deficiencies arose due to weak intervention
strategies or inadequate strategy implementation. Additionally, prospective adopters of the program
approach can seek and use process evaluation findings to guide adaptation and implementation
(Stufflebeam & Coryn, 2014). In product evaluation, evaluators identify and assess costs and
outcomes—both intended and unintended, short-term and long-term. They provide feedback during
program implementation on the extent to which program objectives are being addressed and achieved.
At the program’s conclusion, product evaluation helps identify and assess the program's overall
achievements. Program staff use interim product evaluation feedback to stay focused on achieving
significant outcomes and to identify and address shortfalls in progress. Ultimately, product evaluation
involves assessing and reporting both expected and unexpected program outcomes (Stufflebeam &
Coryn, 2014).

Program supervisors, funders, and constituents use final product evaluation results to determine
whether program achievements are significant and commensurate with the costs incurred. Prospective
program adopters will use product evaluation findings as the most critical information for deciding
whether to adopt the program. Key product evaluation questions include: Did the program meet its
objectives? Was the effort successful in addressing targeted needs and problems? What side effects
emerged from the program? Were there any negative or positive outcomes? Were the program’s
achievements worth the cost? In concluding long-term evaluations, the product evaluation component
can be divided into four sub-assessments: reach to targeted beneficiaries, effectiveness, sustainability,
and transferability. These sub-assessments require asking, Were the appropriate beneficiaries
reached? Were the targeted needs and problems effectively addressed? Are the program’s
achievements and mechanisms sustainable and affordable in the long term? Are the strategies and
procedures that produced these achievements transferable, adaptable, and affordable for effective use
elsewhere?
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The primary utility of evaluation, based on the CIPPO model, is to guide and strengthen
educational programs; publish accountability reports; assist in disseminating effective practices;
enhance understanding of involved phenomena; and, when necessary, alert decision-makers,
stakeholders, and consumers about the values of evaluations proven unsuitable for further use
(Purnawirawan & Sholihah, 2020). Consistent with its improvement-focused approach, the CIPPO
model prioritizes providing guidance for planning and implementing development efforts. In the
formative role of model evaluation—context, input, process, and product—the questions asked are:
What needs to be done? How should it be done? Is it being done? Is it working? Before and during
decision-making and implementation processes, evaluators submit reports answering these questions
to help guide and strengthen decision-making and to inform stakeholders about the findings.

The goal of this model is to provide evaluation users, such as policy boards, administrators, and
program staff, with the necessary requirements and direction to conduct retrospective (review,
evaluation, and analysis of past events, decisions, or processes) and summative evaluations that serve
various stakeholders (Kusmiyati, 2023). These stakeholders may include funding organizations,
individuals receiving or considering using sponsored services, policy groups, program specialists
outside the evaluated program, and researchers. In preparing summative reports, evaluators refer to
formative context, input, process, and product data and obtain additional necessary information.
Evaluators use this information to answer the following retrospective questions: Did the program (or
other evaluator) aim to achieve clear goals based on beneficiary needs assessments? Was the effort
guided by defensible procedural designs, functional staffing plans, effective and appropriate
stakeholder engagement processes, and adequate and suitable budgets? Was the plan competently and
efficiently implemented and modified as needed? Was the effort successful, in what areas and to what
extent, and why or why not? Potential consumers need answers to these summative questions to assess
the quality, cost, utility, and competitiveness of the programs, products, or services they might adopt
or acquire. Other stakeholders may seek evidence of the extent to which tax funds or other types of
support resulted in responsible actions and beneficial outcomes (Najeri et al., n.d.). If evaluators
effectively conduct, document, and report formative evaluations, they will have much of the
information needed to produce a defensible summative evaluation report. Such information will prove
valuable to both internal and external evaluators tasked with summatively assessing projects,
programs, services, or other entities.

Basic Elements of the CIPPO Model

The basic elements of the CIPPO model are an enhancement of the CIPP model, represented in
three concentric circles, illustrating the importance of the values being established. The inner circle
reflects core values that must be defined and used as the foundation for a specific evaluation. The
surrounding wheel, which encircles these values, is divided into four evaluative focuses related to the
program or other endeavors: objectives, plans, actions, and outcomes (Madaus et al., 1983). The outer
wheel represents the types of evaluation that serve these four evaluative focuses: context, input,
process, or product evaluation. Each bidirectional arrow signifies the reciprocal relationship between
a specific evaluative focus and the type of evaluation. The task of setting objectives raises questions
for context evaluation, which in turn provides information to validate or enhance the objectives.
Efforts to improve planning generate questions for input evaluation, which in turn offers assessments
of the plans and provides direction to strengthen them (Stufflebeam, 2000).
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Figure 1. Main Components of the CIPP Evaluation Model and Their Relationship to the
Program

The basic elements of the CIPP model in Figure 1 are refined by adding the outcomes element,
as shown in Figure 2. The CIPPO (Context, Input, Process, Product, and Outcomes) logical
framework is an approach used in program planning and evaluation, particularly in the context of

education and program development.

Figure 2. Main Components of the CIPPO Evaluation Model

Logical Framework for the Use of the CIPPO Evaluation Model in Elementary Education

To better understand and describe the key elements involved in a program or project using the
CIPPO model, the following presents how the CIPPO framework can be utilized (Worthen & Sanders,
2017):

Context

An evaluator uses context evaluation to assess the needs, problems, assets, and opportunities
within a specific environment. Needs encompass what is necessary or useful to achieve sustainable
objectives. Problems represent barriers that must be addressed to meet and continuously fulfill
targeted needs. Assets include expertise and services that can be accessed, usually locally, which can
be utilized to help achieve targeted objectives. Existing opportunities primarily involve funding
sources that may be used to support efforts in meeting needs and addressing related problems.
Sustainable objectives define what is to be achieved concerning the institution's mission while
adhering to ethical and legal standards. Context evaluation can begin before, during, or even after a
project, program, or other interventions. In the former case, organizations may conduct context
evaluations as a limited study to help establish objectives and priorities in a specific area. In cases
where evaluation begins during or after a program or other interventions, institutions often conduct
and report context evaluations combined with input, process, and product evaluations. The key
activities that evaluators can undertake in context evaluation include identifying and understanding
the context in which the program or project will be implemented, identifying problems or needs that
the program must address, identifying stakeholders involved in the program, and establishing
objectives and goals appropriate to the context.

Input

The primary focus of input evaluation is to assist in determining the program approach that can
be utilized to effect necessary changes. To achieve this goal, evaluators seek and critically examine
approaches that may be relevant, including those that have already been employed. Input evaluation
influences the success or failure and efficiency of change efforts. The initial decision to allocate
resources may hinder change programs. Potentially effective solutions to a problem will not have an
impact if planning groups do not at least identify these solutions and assess their benefits. A second
orientation of input evaluation is to provide stakeholders with information about the chosen program
approach, the alternatives selected, and the reasons behind these choices. In this regard, input
evaluation information serves as an essential accountability resource for developers in designing and
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budgeting improvement efforts. Essentially, input evaluation should involve identifying and ranking
relevant approaches and assisting decision-makers in preparing the selected approach for
implementation. An evaluator should also explore the client environment for political barriers,
financial or legal constraints, and potential available resources. The overall goal of input evaluation
Is to assist decision-makers in evaluating alternative program strategies to meet the assessed needs of
beneficiaries, developing an actionable program plan and appropriate budget, and creating an
accountability record to sustain procedural plans and program resources. Another important function
is to help program leaders avoid futile practices in pursuing proposed innovations that are anticipated
to fail or at least waste resources. The evaluator's tasks at this stage include identifying and allocating
necessary resources for the program, such as budget, personnel, facilities, and technology,
determining strategies and plans to be used to achieve program objectives, and establishing
preliminary planning to supply the program with the required resources.

Process

Process evaluation involves ongoing examination of the implementation of plans and related
process documentation. One of its objectives is to provide feedback to staff and managers on the
extent to which they are executing planned activities on schedule, as per the plan and budget, and
efficiently. Another goal is to periodically assess how well participants accept and can fulfill their
roles. In process evaluation, the evaluator must compare activities and expenditures with plans and
budgets, explain implementation issues, and assess how well implementers have addressed them. The
essence of effective process evaluation is the assessment of processes. Often, staff failures to obtain
implementation guidance and document their activities and expenditures are due to a failure to assign
someone to carry out this work. Sponsors and institutions often erroneously assume that managers
and staff will adequately evaluate program implementation as a normal part of their duties. Managers
and staff may routinely conduct reviews and document through staff meetings, meeting minutes, and
periodic accounting reports; however, these components do not meet the requirements of good
process evaluation. Experience shows that program directors can usually fulfill these requirements
effectively by assigning an evaluator to provide ongoing program reviews, feedback, and
documentation. The evaluator's tasks at this stage include designing and implementing the program
according to the established plan, collecting data and information during program implementation to
monitor progress and identify changes that may be necessary, and managing the program to ensure
that all steps in the plan are executed.

Product

The goal of product evaluation is to measure, interpret, and assess the outcomes of a program.
Its primary objective is to determine the extent to which the evaluation meets the needs of all eligible
beneficiaries. Feedback regarding outcomes is essential during the activity cycle and at the end of the
activity cycle. Product evaluators must assess both expected and unexpected outcomes, as well as
positive and negative results. Moreover, they often need to extend product evaluations to assess long-
term outcomes. In conducting product evaluations, evaluators must gather and analyze stakeholder
assessments of the program. Sometimes, product evaluations must include comparisons of outcomes
with those of similar efforts. Clients often want to know whether a program has achieved its objectives
and is worth the investment. If possible, evaluators should interpret whether poor implementation of
the work plan led to poor outcomes. Finally, product evaluations should examine outcomes from
various perspectives: overall, for subgroups, and sometimes for individuals. Product evaluation is
used to decide whether a program, project, service, or other endeavor should be continued, replicated,
or expanded to other environments. Product evaluation should also provide direction for modifying
or replacing business practices so that the organization can serve the needs of all beneficiaries more
cost-effectively. This will, of course, help prospective adopters decide whether the approach should
be seriously considered. Product evaluations have psychological implications; therefore, evaluators
should not publish product evaluation findings too quickly. A program requires time to achieve
outcomes that must be accounted for. Early release of product evaluation reports may hinder program
continuation due to the absence of positive results. If public reports containing product evaluation
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findings are delayed for a reasonable time frame, evaluators may discover significant late-emerging
results that support the program's continuation. Lastly, product evaluation information is a vital
component of accountability reports. When authorities document significant achievements, they can
more convincingly persuade communities and funding organizations to provide additional financial
and political support. Furthermore, other developers can utilize product evaluation reports to help
decide whether similar actions are warranted.

Outcomes

Outcome evaluation is the process of assessing the results or final outcomes of a program,
project, activity, or specific action. The goal of outcome evaluation is to measure the extent to which
established objectives and goals have been achieved. Outcome evaluations can provide deeper
insights into the impacts generated by an intervention or policy and whether the program or project
has successfully achieved the desired results. Outcome evaluations often involve measuring various
relevant indicators or parameters to evaluate the success of a program or project. The results of
outcome evaluations can serve as a basis for decision-making, program improvement, or further
planning. The results may also be used for accountability, reporting to stakeholders, and transparency
in resource utilization. It is crucial to carefully plan and execute outcome evaluations, including
determining relevant indicators, meticulously collecting data, and analyzing results objectively.
Outcome evaluations help organizations or institutions learn from their experiences and make better
decisions in the future. Outcome evaluations emphasize assessing the results achieved by the
program, including the expected impacts and changes on participants or the communities served by
the program. Outcome evaluations are also emphasized to assess the program's impact on the
problems or needs identified in the Context stage. During evaluation, the CIPPO framework can be
used to measure program success by comparing the program's products and outcomes with the
established objectives and goals, identifying aspects that need improvement within the program,
assisting stakeholders in understanding the program'’s impact on communities or target populations,
and ensuring that resources are utilized effectively and efficiently in the program. The CIPPO
framework at this final stage ensures that the program has been systematically conducted from
planning through program execution, ensuring that it aligns with the context and delivers the expected
outcomes.

Implementation of the CIPPO Evaluation Model in Primary Education: A Case Study and
Practical Analysis

The implementation of the CIPPO Evaluation Model has shown substantial effectiveness in
advancing student achievement in primary schools by systematically assessing the educational
environment through its core components: Context, Input, Process, and Product. Each of these
components contributes to a deeper understanding of program efficacy and provides actionable
insights for educational improvement.

The Context evaluation aspect of the CIPPO model ensures that educational objectives are
aligned with both student needs and institutional goals, which is essential in establishing a relevant
and impactful program. For example, during the COVID-19 pandemic, context evaluation played a
vital role in character education initiatives, particularly by addressing critical issues such as bullying
and the need to foster a supportive learning environment. This aspect of the CIPPO model highlighted
the necessity of integrating social and emotional learning strategies to meet the unique challenges
faced by students during this period, as seen in character education programs where creating a safe
and inclusive environment became a priority for enhancing student well-being and engagement
(Qadriah et al., 2022; Paridah et al., 2022).

The Input evaluation component focuses on assessing the resources available, including teachers,
instructional materials, and infrastructure. Research underscores the importance of having sufficient
resources for effective program implementation, noting that the presence of well-trained educators
and high-quality learning materials significantly enriches the educational experience. For instance, in
literacy programs, an abundance of appropriate resources led to observable improvements in student
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skills, demonstrating the impact of well-supported programs on literacy development (Parera et al.,
2024). By thoroughly examining input factors, schools can allocate resources strategically to optimize
the learning process and address specific program needs.

Process evaluation is concerned with the implementation phase, ensuring that planned
educational strategies are carried out consistently and effectively. This component of the CIPPO
model involves monitoring and supervising program activities to maintain adherence to established
methodologies, which has been shown to correlate positively with student engagement and learning
outcomes. For example, in programs focused on thematic learning for character education, consistent
coordination and oversight were key factors in engaging students actively and meeting program goals,
particularly during remote learning adjustments necessitated by the pandemic (Paridah et al., 2022;
Aprilia et al., 2024). Such oversight ensures that the execution aligns with the intended educational
strategies and that potential obstacles are promptly addressed.

Finally, Product evaluation assesses the measurable outcomes of educational programs,
including improvements in student performance and skills. Evidence from various studies points to
the CIPPO model's effectiveness in bolstering academic skills, as seen in improved literacy rates and
subject-specific competencies across different educational settings. For instance, studies report that
students who participated in programs evaluated through the CIPPO model demonstrated enhanced
literacy and cognitive skills, a testament to the model’s role in fostering significant achievement gains
(Qadriah et al., 2022; Parera et al., 2024; Xiao & Wang, 2024). By evaluating these tangible
outcomes, educators can determine the program's success and identify areas that may need refinement
to further benefit student learning.

Despite its success, the CIPPO model faces challenges, particularly in areas with resource
disparities and inconsistent implementation across diverse regions. Addressing these challenges is
essential to maximizing the model’s impact and ensuring equitable access to its benefits in various
educational contexts. By confronting issues such as unequal resource distribution and variability in
program execution, stakeholders can more fully harness the CIPPO model’s potential, thus supporting
educational improvement and advancing student achievement in primary education.

Conclusion

The CIPPO logical framework (Context, Input, Process, Product, and Outcomes) is an approach
used in program planning and evaluation, particularly in the context of education and program
development. Several considerations must be taken into account when using the CIPPO model,
including: clearly defining objectives and goals, engaging stakeholders, paying attention to inputs,
monitoring processes, carefully collecting data, using data for decision-making, conducting impact
evaluations, committing to continuous improvement, and ensuring transparency and communication.
During evaluations, it is essential to ensure that those involved in the planning, execution, and
evaluation of the program possess adequate knowledge and skills. This will facilitate the program's
operation more efficiently and effectively. Following the CIPPO model systematically and
considering the above suggestions will assist evaluators in planning, implementing, and evaluating
programs effectively, ensuring that the program achieves its goals and delivers the expected benefits.
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JIOTUKAJIBIK HEI'I3 ’)KOHE BACTAYBIII BIJIIM BEPYJIE CIPP BAFAJIAY
MOJAEJIIH KOJITIAHY: BAAHIAYT'A IIOJTY

Anparna. baranay mozeni-Oyn OGenrini Oip Oarnapiamasbl, >k00aHBI, casicaTThl HeMece
OacTamaHBbl KOcCmapiiay, iCKe achlpy >KoHe Oarayiay YIIIH KOJITAaHBUIATHIH Tocii. baramay momeni
Oaranay mpolieciHe KaObUITaHATBIH KaJaMmIapra, COHBIH IIIIHIAE AEPEeKTepi >KUHAyFa, OJlapbl
TaNgayFa JKoHe HOTHIKETIep Typalibl €CeNTep Il YChIHYFa KaThICThl YCHIHBICTAPIbI KaMTHIBI. baranay
MOJIEJIIH JAYPBHIC KOJIaHy Oaranay/blH KyHeni, 00BEKTHBTI oHE THUIMJI KYPri3ilyiH KaMTamMachl3
ereni. bacraysim OuriM Oepy camacbiHza oieTrTe OipHerne Oarajnay MOJEIbACPl KOJIAHBUIAbI,
onapaeiH Oipi cippo monem (KoHTeKcT, eHri3ireH JepekTep, MpoIecc, OHIM kKOHE HOTHXKEIep).
MotinmonHaik Oaranay Oenrun Oip opTajarbl KaKETTUIIKTEpAl, Maceneneplii, aKTUBTEpAl >KOHE
MYMKIHJIKTepai Oaranay YIIiH KOJAaHbUIaabl. bacTankel nepekTep/i Oaranay e3repicTepre bIKMall
€Ty YIIIH KaHJai OarmaapiaaMaiblK TOCUIEP/l KOJITaHyFa O0JIaThIHIBIFBIH aHBIKTayFa OarbITTaIFaH.
[Ipouecti Garanay >KocmapAblH OPBIHAANYBIH KOHE MPOIECTIH THICTI KY’KaTTaMachlH aFbIMIAFbl
3epTTeyal KaMTUIbl. OHIM1 Oaranay OarmapiaamMaHbl )KaJIFACTRIPY KEPEK i€, )KOK 1, COHbI aHBIKTAM
alaThlH OafFjapiamMa HOTIDKEIEpiH eJjmey, TYCIHAIpY XKoHe Oaranay YIIIH KOJIJaHbUIAJbL.
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Hotwxenepni Oaranmay-O6yn Oenrini Oip OarjapiaMaHbIH, >KOOAHBIH, SPEKETTIH HEMECE OPEKETTIH
COHFBI HOTXKeNepiH Oaramay mponeci. CIPPO momenin maiimanany ke3inae OipHEIIe MaHBI3IbI
aCTIeKTiJIepAl eCKepy KakKeT, COHBIH ILIIHe: MaKcaTTap MEH MIHJETTEp/li HaKThl aHbIKTAY, MY
TapanTap/bl TapTy, CHrI3UINeH ASPEeKTepli ecenKke any, mpouectepal 0akpliay, JePeKTEepai MYKHUSIT
KMHAY, IIeNiM KaObUilay VIIiH JepeKTepll nmaiinanany, acepai Oaranay (TYNKUIIKTI HOTHOKENEp),
YHEMi XKETIIIipyre YMTBLTY )OHE alllbIKTHIK IeH KOMMYHHUKAIMSTHBI KAMTaMachl3 €TYy.

Tyiiin ce3aep: 6aranay moneni, CIPPO, 6acraysimn 6itim.
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JIOTNYECKAS CTPYKTYPA U UCITIOJIB30BAHUE MOJAEJIN OUEHKU CIPPO B
HAYAJBHOM OBPA3OBAHUU: OB30P

AHHOTanus. MoJenb OIIeHKH - 3TO MOJXO0, UCIIOTIb3YeMbI /ISl TUIAHUPOBAHUS, PeaTH3alui U
OIICHKH KOHKPETHOU IMPOTrpaMMBbl, TPOSKTA, TIOJTUTHKH WU HHUITUATHBEL. MOEIh OIIEHKH COJEPIKUT
PEKOMEHJIAlIUM OTHOCHUTEJIBHO IIIaroB, KOTOPbIE HEOOXOAMMO MPEINPHUHATH B IPOIECCE OLCHKH,
BKJIOYasi cOOp JAaHHBIX, WX aHAIU3 M MPEJACTaBICHHEC OTYETOB O pe3ynbrarax. [IpaBuibHOE
MCIOJIb30BaHNE MOJIETH OLIEHKH, 110 CYTH, TapaHTUPYET, YTO OLIEHKA MPOBOJUTCS CUCTEMATHUECKH,
00beKTHBHO U 3¢ (dexkTuBHO. B chepe HavampHOTO 00pa3zoBaHus OOBIYHO MCIOIB3YETCS] HECKOIBKO
MOJICJIC OLICGHKH, OJHON M3 KOTopbiX siBisieTcs Mozaenb CIPPO (KoHTekcT, BBOAMMBIC NaHHBIC,
MIPOLIECC, MPOAYKT U pe3ynbTarhl). KOHTEKCTHAS OIleHKA MCITOJIb3YETCS IS OLIEHKH TOTPEOHOCTEH,
po0JieM, aKTUBOB U BO3MOKHOCTEH B KOHKpPETHOM cpeje. OleHKa UCXOAHBIX JaHHBIX HalpaBlicHA
Ha ONpEJEICHUE TOT0, KaKUe MPOrPaMMHBIC TIOJIXOIbI MOTYT OBITH MCIIOJIB30BAHBI JIJISI CONCHUCTBUS
n3MeHeHusaM. OIeHKa TMpolecca BKIIOYAeT B ceOs TEKyllee W3Y4YeHHE pealu3allid IUIaHa U
COOTBETCTBYIOMIEH JOKyMeHTamuu mporecca. OIeHKa MPOJIyKTa HCIOJB3YeTCs IS M3MEpPEHUS,
UHTEPIPETAIMA U OLEHKH Pe3yabTaTOB MPOrPaMMBbI, KOTOPHIE MOTYT OMPENENIUTh, CIEAYyeT In
MpoJoJbKaTh Tporpammy wid HeT. OIGHKa pe3yabTaTOB - ATO TPOIECC OIEHKH KOHEYHBIX
PE3yNbTaTOB KOHKPETHOW MPOrpaMMBbl, MPOEKTa, AeATENIbHOCTH WK AelicTBa. [Ipu ncnonbp3oBaHuM
mozenn CIPPO HeoOXoauMoO YYHTHIBATH HECKOJIBKO BaXKHBIX ACIEKTOB, B TOM YHCIIE: YETKOE
ompeseNieHUe 1eNieil U 3ajad, BOBIICUCHHE 3aMHTEPECOBAHHBIX CTOPOH, Y4YeT BBOJUMBIX JaHHBIX,
MOHHUTOPHHT TIPOIIECCOB, TINATSIBHBIA COOp JAaHHBIX, UCIOJIH30BAHUE JAHHBIX IS TPUHSATHS
pellIeHni, MPOBEICHNE OLIEHKH BO3JCHCTBHS (KOHEUYHBIX PE3yIbTATOB), CTPEMIIEHUE K IIOCTOSTHHOMY
COBEpPIIICHCTBOBAHUIO U 00ECIIEYCHNE TPO3PAYHOCTH M KOMMYHHKAITUH.

Kurouesble ciioBa: monens ouenku, CIPPO, nauansHoe oOpazoBaHue.
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