"Ka3akcTtaH xaHe OpTanbiK A3usa Tapuxbl MHCTUTYTbI"
XKayarnkepLuiniri WekTeyni CepikTecCTirl

Scientific Journal

"CENTRAL ASIAN COURIER"
"OPTAJIbIK A3UA KYPBEPI"

FbUIBIMU >KYPHaJIbI
Hay4HbIN 2KypHaJ1

"HIEHTPAJIbHO-A3SUATCKHUU KYPBEP”

2 Ne 1 (2026)




Scientific Journal “Central Asian courier” 2026. 2 (1)

EDITOR-IN-CHIEF
Zhumatay Samat — General Director of the Institute of History of Kazakhstan and Central Asia (Kazakhstan).
Azmukhanova Aiman — Candidate of Historical Sciences, Associate Professor (Kazakhstan).
Deputy Editor-in-Chief:
Cherepanov Konstantin — Candidate of Historical Sciences, Leading Researcher, Head of the Department of the History of
Kazakhstan in the 20th Century at the Ch.Ch. Valikhanov Institute of History and Ethnology, Committee of Science, Ministry of
Science and Higher Education of the Republic of Kazakhstan (Kazakhstan).

EDITORIAL BOARD:
Abazov Rafis — PhD, Adjunct Professor, Columbia University; Vice-Rector for International Cooperation, Kazakh National Agrarian
Research University; Director, Institute for Green and Sustainable Development; Coordinator, MBA Program.
Abdyrakhmanov Tolobek — Doctor of Historical Sciences, Professor, Corresponding Member of the National Academy of Sciences
of the Kyrgyz Republic, Zhusup Balasagyn Kyrgyz State University (Kyrgyz Republic, Bishkek).
Abil Yerkin — Doctor of Historical Sciences, Professor, Director of the Institute of History of the State CS MES RK (Kazakhstan).
Alimbay Nursan — Candidate of Historical Sciences, Professor, Chief Researcher at the Ch.Ch. Valikhanov Institute of History and
Ethnology (Kazakhstan).
Auanasova Alima — Doctor of Historical Sciences, Professor. L. N. Gumilyov Eurasian National University.
Diener Alexander — Doctor of Political Science, Professor, University of Kansas, (USA).
Dzhumashev Askar — Doctor of Historical Sciences, Professor, and Head of the Department of History at the Karakalpak Scientific
Research Institute of Humanities — Karakalpak Branch of the Academy of Sciences of the Republic of Uzbekistan.
Ismagulov Orazak — Doctor of Historical Sciences, Professor, Academician of the NAS of the RK under the President of the RK,
Corresponding Member of Bologna Academy of Sciences, winner of Ch.Ch. Valikhanov Award, Honored Worker of Science and
Technology, Professor of L.N. Gumilyov University (Kazakhstan).
Kabuldinov Ziyabek — Doctor of Historical Sciences, Professor, Academician of the NAS of the RK under the President of the RK,
general Director of Ch.Ch. Valikhanov Institute of History and Ethnology SC MSHE RK (Kazakhstan).
Karasayev Gani — Doctor of Historical Sciences, Professor, Chief Researcher at the Institute of State History of the Committee of
Science of the Ministry of Science and Higher Education of the Republic of Kazakhstan, Astana.
Kokebayeva Gulzhaukhar — Doctor of Historical Sciences, Professor at the Al-Farabi Kazakh National University. (Kazakhstan).
Kozhirova Svetlana — Doctor of Political Science, Professor, Co-Director of the Center for the Study of China and Central Asia of
Fudan University and the International Scientific Complex of the National Company "Astana", Head of the Center for Chinese and
Asian Studies (Kazakhstan).
Morrison Alexander — PhD, Professor, University of Oxford (UK).
Muminov Ashirbek — Doctor of Historical Sciences, Professor, Senior Researcher at the Research Center for Islamic History, Art
and Culture IRCICA (Islam Tarih, Sanat ve Kiiltiir Arastirma Merkezi). (Istanbul, Turkey).
Outram Alan — Doctor of Archaeological Sciences, Professor of the Department of Archaeology and History, University of Exeter
(Great Britain, Exeter).
Zharken Aigul — Doctor of Historical Sciences, Professor at L.N. Gumilyov Eurasian National University.
Shaydullaev Shapulat — Doctor of Historical Sciences, Professor, Head of the Department of the History of Uzbekistan at Termez
State University.
Shinji Kato — PhD, Nara National Research Institute for Cultural Properties, Japan.
Turdalieva Cholpon — Doctor of Historical Sciences, Professor at the American University of Central Asia.
Werner Cynthia — Doctor of Historical Sciences, Professor, Texas university (USA).
Zhomart Simtikov — Candidate of Historical Sciences, Doctor of Political Sciences, Head of the Department of Political Science and
Social-Philosophical Disciplines at Abai Kazakh National Pedagogical University.

EXECUTIVE EDITOR
Tashbaeva Kadicha — Candidate of Historical Sciences, Head of the Department of Archaeology at the B. Dzhamgerchinov Institute
of History, Archaeology and Ethnology of the National Academy of Sciences of the Kyrgyz Republic.

ACADEMIC EDITOR
Utegenov Marat — Candidate of Historical Sciences, Associate Professor, Head of the Department of History, Geography and Social
and Humanitarian Sciences Kokshetau University named after Sh. Ualikhanov.
Mukanova Gulnar— Candidate of Historical Sciences, Professor, Leading Researcher of the Astana Branch of the Ch. Ch. Valikhanov
Institute of History and Ethnology.

TECHNICAL SECRETARY
Kopeyeva Saniya — Master’s degree, staff member of the Institute of the History of Kazakhstan and Central Asia (Kazakhstan).




Scientific Journal “Central Asian courier” 2026. 2 (1)

BAC PEJAKTOP
Kymaraityasl Camat — Kasakcran xoHe Opransik A3us TapuxXsl HHCTUTYTBHIHBIH O0ac qupekTops! (Kazakcran).
A3myxaHoBa AiimaH MaXcoTKbI3bl — TapUX FBUIBIMIAPBIHBIH KaHIUATHL, KaybIMIACTEIpbUTFaH mpodeccop (Kazakcramn).
Bac pexakTopabIH opbIHOacapsl:
Yepenanos Koncrantun BiaguMupoBuy — Tapux FEUIBIMIAPBIHBIH KaHIUIATH, JKETEKI FeUTbIME Kbi3meTkep, KP F2KBM FK
LI YonuxaHoB aTbIHAars! Tapux >koHE 3THOJIOTHS MHCTHTYTHIHBIH XX Facepiarel KasakcTaH Tapuxsl OemiMiHIH MEHTrepymici,
(Kazakcran).

PEJAKHUAJBIK AJIKA
AbazoB Paduc ®anmcynsi — PhD, KomymOmst yHmBepcureriHiH ambloHKT-podeccopsl, Ka3ak YITTBIK arpapiblk 3epTTey
YHHUBEPCHUTETIHIH XaIBIKAPAIBIK BIHTHIMAKTACTHIK JKOHIHIET1 MPOPEeKTOPEI, XKacklt xaHe TYpaKThl JaMy WHCTHTYTBIHBIH JTUPEKTOPEI,
MBA 0arnapiiaMachIHBIH YHIIECTIPYIIICI.
AbabipaxmMaHoB TonoGexk O0inynabl — Tapux FHUIBIMIAPBIHEIH JOKTOPEL, mpodeccop, Kpiprerz PecmyOmukacsl ¥nTTHIK
FBUIBIM aKaJIeMUSICBIHBIH KoppecnoHaeHT-mymreci, XKycin bamacarein arsiamarst Kpiprei3 MemmekeTTik yHuBepcureTi (KpIprpi3
PecmyGnukacs!, bimmkek).
AyaHacoBa 9yiuMa MycipKbI3bl — TapyX FEUIBIMIAPBIHEIH H0KTOpEL, JI.H. I'ymunes ateiamarsr Eypasus YiITTIK yHHBEPCUTETIHIH
podeccopel.
90in EpkiH AMaHKOJIYJIbI — TapuX FRUIBIMIAPEIHBIH JOKTOpHI, mpodeccop, KP BFM FK Mewmneker Tapuxsl HHCTHTYTHIHBIH
nupekropsl. (Kazakcran).
OJjimbaii Hypcan — Tapux FBUIBIMAApBIHBIH KaHauAaTel, mpodeccop, LI YommxanoB areiHmarbl Tapux koHE STHOJOTHUS
WHCTHTYTHIHBIH Oac FeUTBIMU KbI3MeTkepi (Kazakcran).
Bepuep Kynthua (Werner, Cynthia) — Tapux reuUIIMAapbIHEIH JOKTOPEL, Tpodeccop, Texac ynusepcureti, (AKILL).
Haiinep Anexcanap (Diener Alexander) — Tapux FBIIBIMIAPEIHBIH JOKTOPHL, podeccop. Kanzac ynusepcureti, (AKLL).
JixymameB Ackap Mam0eToBHMY — TapuxX FBUIBIMIAPBIHBIH JOKTOpPHL, Ipodeccop, O30excran PecryOnmkackasly FrutbiM
Axanemusicel Kapaxanmakcran Oemimmreciniy Kapaxanmax ryMaHWTapibslK FBUIBIMAAD 3€pPTTEY HHCTHTYTHIHBIH Tapux OemiMi
MEHTepYIILICi.
Kapken A¥irya MaJuikKbI3bl — TapuxX FRUIBIMAApEIHBIH 1oKTOpEl, JI.H. I'ymues atsianarst Eypasust ¥ATTHIK YHHBEpCHUTETIHIH
podecCopel.
Ko:xupoBa Cseriiana BacmeBHa — casicaTTaHy FHUIBIMIAPBIHBIH JOKTOpPEI, npodeccop, @ynan YHusepcureriHin Kprtail sxone
OpTanbIK A3USHBI 3epTTeY OpTaIBIFBIHBIH MeH «Acrana» XFK 6ipnecken nupexrops! (Kasaxcran).
Keoxe6aeBa I'ymxayhap KakeHKbI3BI — Tapyux FBUIBIMAAPBIHBIH JOKTOPHI, mpodeccop, On-Papabu atbiHgarsl Kazak yiTThIK
yuusepcureri. (Kazakcran).
Kaobiigunos 3usidex Epmykanyiabl — TapuxX FBUIBIMAAPBIHEIH HOKTOPEL, mpodeccop, KP Ilpe3nmeHTiHIH KaHBIHIAFBI
¥FA akapemuri, KP £2KBM FK HLILL. YonuxanoB aterHnars! Tapux x&oHE 3THONOTHS HHCTUTYTHIHBIH bac mupexTopsr (Kazakcran).
Kapacaes Fann Mykamyibl — Tapux FBUIBIMIAPBIHEIH JOKTOPHI, Tpodeccop, KP Feubiv sxone xoraph! 6imiM MUHUCTpIIT] FpuTBIM
KOMHTETiHIH MeMIIeKeT TapyuXbl HHCTUTYTBIHBIH 0ac FEUIBIMH KBI3METKepi, AcTaHa K.
Moppucon Anexcanap (Morrison Alexander) — PhD, mpodeccop Oxcdopackoro yausepcurera (BennkoOpuranmst).
MymunoB 9uipoex Kypoanyibl — Tapux FBUIBIMAAPBIHBIH JOKTOPEL, podeccop, Vcmam Tapuxel, oHep KoHEe MOJCHUET FHUIBIME-
3epTTey OPTANEIFBIHBIH aFa FRUTbIMU Kbi3MeTkepi IRCICA — Islam Tarih, Sanat ve Kiiltiir Arastirma Merkezi. (Typkus, CTamOyn K. ).

OyTrpam AjaH — apxeoJorusl FHUIBIMAAPBIHBIH JIOKTOPBI, DKCETep YHHMBEPCUTETIHIH apXeoNorHsl JKoHE TapHX KageIpachIHBIH
npodeccopsl (¥ap10puTanus, JKcerep).
CumrtukoB Komapt KynaiiGeprenyisl — Tapux FBUIBIMAApPBIHBIH KAaHAWAATHL, CasCaTTaHy FHUIBIMIAPBIHBIH JOKTOPHI,

AGaif aterHmarel Kaszak YITTHIK TeJarorWKaiblK YHHUBEPCHTETIHIH CascaTTaHy JKOHE OJICYMETTIK-QMIOCODHIIBIK —TOHACD
Ka(eApaCchIHBIH MCHI€PYILIC.

CmaryiioB Opa3zak CMa¥Fy1y/ibl — TapyX FEUIBIMAAPBIHBIH JOKTOpPHL, podeccop, KP IIpesunentiniy xansianarsl ¥FA akagemuri,
Banon FeuTBIM akaneMHsCBIHBIH Kopp.-myteci, [ILII. YonmxaHoB aTBIHIAFEI CHIMIBIKTEIH JIaypeaThl, FAIIIBIM MEH TEXHUKAHBIH eHOeK
cigipres Kaiparkepi, JI.H. 'ymunes ateranarsr Eypasust yiTTeIK yHEUBEpCHTeTiHIH mpodeccopsl. (Actana, KasakcTan).

Typaaaunesa Yoanon KanapOekKbI3bl — TapuX FBUIBIMAAPBIHEIH JOKTOPEI, OpTamslk Asusmarsl AMEpHKaH YHHBEPCHUTETIHIH
podeccopel.

Mlajinynnaes llamyaaT — Tapux FBUIBIMAAPBIHBIH JOKTOPHI, Tpodeccop, TepMes MeMIICKETTIK YHUBEPCUTETiHIH ©O30eKCTaH TapyuXbl
KageApachIHBIH MEHI€PYILIC.

Munmxn Kato — PhD, Hapanarst MojieHH KYHABUTBIKTAPIBIH YITTHIK FEUTBIMU-3epTTeY HHCTUTYTHI (XKanonus, Hapa).

KAYAIITBI PEJAKTOP
TambdaeBa Kaguua UckanaapKbI3bl — TapuX FEUTBIMIAPBIHBIH KaHIUIATEI, KpIpFe13 PecimyOnrkachl ¥ITTHIK FRUIBIM aKaICMUSICHI
B. XXamrepunHoB ateiHAarel Tapux, apXeonorusl )KOHE 3THOIOTHST HHCTHTYTHIHBIH apXeoJIorysl 06 TiMiHIH MEHTePYIITIiCi.

FbLUIBIMU PEJAKTOPJIAP
OterenoB Mapart 3eHHATYJIbI — TapHX FHUIBIMIAPBIHBIH KaHIUIATH, KaybIMIACTRIPEUTFaH Ipodeccop, «I1I. YonuxaHoB aTeIHIarbl
Kexmeray yanBepcuteti» KeAK Ttapux, reorpadus jkoHe aJI€yMeTTiK-I'yMaHUTapIIBIK ToHAep KadeIpachIHBIH MEeHI epyIIici.
Myxkanosa I'yanap KaiipoamakpI3bl — Tapux FBUIBIMAAPBIHBIH KaHIUIATH, Tpodeccop, Acrana Kanacsiaaars! LI VonnxaHos
aTBIHIAFbl Tapyx jkoHE 3THOJIOT VSl HHCTUTYTHI (DMITHAJIBIHBIH KETEKIII FhIIIBIMU KbI3METKEPi.

TEXHUKAJIBIK XATHIbI
KoneeBa Canns Kymaraiikpi3sl — maructp, Kazakcran mer Opraisik A3ust Tapuxsl HHCTUTYTHIHBIH Kbi3MeTKepi (Kazakcran)
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T JIABHBIN PEJAKTOP

Kymaraii Camat — ['enepanbusbiii mupexrop Muctutyra ncropun Kazaxcrana u Llenrpansaoit Asun (Kazaxcran)
A3myxaHoBa Aiiman MaxcoTOBHA — KaHIWUJaT HCTOPUYIECKUX HAYK, acCOUMMPOBaHHbIN npodeccop (Kazaxcran)
3aMecTHTEIb TJIABHOTO PEIAKTOPA:
Yepenano KoncranTnH BiiagmmMupoBud — KaHIMAAT HCTOPUYECKUX HAyK, BEAyIIMil Hay4HBIA COTpPYJIHUK,
3aBeAyomui oraenoM uctopun Kazaxcrana XX Beka MHctuTyTta mcropuu u stHOnoruu uM. Y.Y. BanuxaHosa.
KH MHBO PK (Kazaxcran)

PEJAKIIMOHHAS KOJIJIEI' UL
AbazoB Papuc ®anucoBuu — PhD, agsionkt-npodeccop KomymOuiickoro yHmBepcurera, MpOPEKTOp MO MEKTyHApOIHOMY
coTpyaandecTBy Ka3axckoro HaIMOHAIBEHOTO arpapHOrO HCCIENOBATENILCKOTO YHHBEPCHUTETa, TupekTop VHcTHTyTa 3em€HOro u
YCTOMYMBOTO pa3BUTHS, KOOPAMHATOP MporpamMMsl MBA.
AbabsipaxmanoB Toso0ex AOUJIOBHY — JOKTOP MCTOPHUYECKHUX HaykK, mpodeccop, wieH-koppecrionaeHT HAH KP, Keipreizckuii
rocyaapcTBeHHbIN yHuBepcuteT uM. JKycyma banacarsina (Keipreisckas Pecry6mnmka, . burmkex).
Aouiab EpkuH AMaHKOI0BHY — JOKTOP HCTOPHMYECKHX Hayk, mpocdeccop, WucturyTr mcropmm rocymapcrsa KH MHBO PK
(Kazaxcran).
Anumbaii Hypcan — kaHIumaT HCTOPUIECKHX HayK, Ipodeccop, TIIaBHBINH HAyIHBIN COTpyIHUK VIHCTHTYTa UCTOPHHU U STHOJIOTHH
M. Y. Y. Bammxanosa KH MHBO PK (Kazaxcran).
AyanacoBa AiuMa MycHpOBHAa — JIOKTOP HCTOPHYECKHX HAyK, mpodeccop, EBpasuiickuii HaIMOHAIBHEIA YHHBEPCUTET NUMEHH
JI.H. 'ymunesa.
Bepuep Cuntusi (Werner Cynthia) — nokrop uctopudeckux Hayk, mpodeccop. Texacckuit yausepcuret (CILIA).
Haiinep Anexcanap (Diener Alexander) — 1okTop UcTOpHYeCcKHX HayK, podeccop. Kanzacckuii yausepcuret (CLLIA).
Jixymames Ackap Mam0eToBHY — JOKTOpP HCTOPHIECKHUX HayK, Ipodeccop, 3aBeAyIomuid oTenoM ucropun Kapakanmakckoro
Hay4HO-HCCIIEJOBATEIbCKOr0 HMHCTUTyTa TyMmaHHWTapHeIX Hayk (Kapakammakckoe otnenenne Axagemuu Hayk PecryOmukn
V36ekucran).
/Kapken Ajiryar MaJIuKoBHa — JOKTOpP MCTOPHYECKHX HAyK, podeccop EBpasmiickoro HallMOHAIFHOTO YHHUBEPCHUTETa UMEHH
JL.H. I'ymunésa.
Hcmarynos Opa3ak McemaryioBU4 — JTOKTOP HCTOPHUYECKUX HayK, mpodeccop, akanemuk HAH PK npu Ilpesunenrte PK, unen-
kopp. bononckoi#t akagemun Hayk, maypear npemun uMm. Y.U. BammxanoBa, 3aciTy)XKeHHBIH IesATENb HAYKH W TEXHHUKH, Ipodeccop
EBpaswuiickoro HanmoHansHOro yausepcurera mmenu JIL.H. I'ymmnesa (Ka3zaxcran).
Kadyasaunos 3usdex EpmyxaHoBH4Y — JOKTOp HCTOpHYECKMX Hayk, mpodeccop, akagemuk HAH PK mpu IIpesunente PK,
I'enepansubril qupexTop MHCcTHTyTa MecTopuy 1 sTHONOrMK MM. U.Y. Bammxanosa KH MHBO PK (Kazaxcran).
Kapacaes I'anm MyxkameBH4 — JOKTOp HCTOPHYECKHX HayK, IMpodeccop, TIaBHBIH HaydHBIH COTpyAHUK MHCTHTYTA HMcTOpHH
rocynapcra Komurera Haykn Munncrepctso Hayku u Beiciero oopasoBanust Pecrrynukn Kazaxcraw, r. Acrana.

Karo Cunm3n (Shinji Kato) — PhD, HarmonanbHbIii Hay4HO-HCCIICIOBATENBECKIH MHCTUTYT KYIBTYpPHBIX IeHHOcTeH B Hape
(Smonus, . Hapa).
Ko:xupoa Cpersiana BacmeBHa — JOKTOp MOMUTHYECKHMX HayK, mpodeccop, comupektop Llentpa mccnemoBanmst Kuras u

Lenrpansroii A3un @ynansckoro Yuusepcurera 1 MHK «Actanay, pykoBoantens LleHTpa KuTaliCKNX U a3MAaTCKUX UCCIICIOBAHUI
(Kazaxcran).

Koxe6aepa I'yabikayxap KakeHoBHAa — TOKTOp HCTOpPHYECKHX HAyK, Mpodeccop Kazaxckoro HamoHanbHOTO YHUBEPCUTETa IMEHHU
anp-Papabu. (Kasaxcran).

Moppucon Anexcanap (Morrison Alexander) — PhD, npodeccop Oxcdopackoro yausepcurera (BennkoOpuranms).

MymunoB Ammpdex Kyp6aHoBMY — [OKTOp HCTOPHYECKMX HAyK, Hpodeccop, CTapmuil HAydHBIH COTPYIHHUK
HccneioBaTembeKoro IEeHTpa HCIaMCKO# HCTOpHH, HeKyceTBa i KymbTypsl IRCICA — Islam Tarih, Sanat ve Kiiltiir Arastirma Merkezi.
(Typmms, r. CramOyun).

OyTpam AjlaH — JOKTOp apXeOJOrHYecKUX HayK, Mpodeccop AernapTaMeHTa apXeOoJOTHH M HCTOPHM YHHBEpCHTETa JKceTepe
(BenmkoGpuranus, T. DxceTep).

CumtuxoB Komapt KynaiidepreHoBu4 — KaHIUIaT HCTOPHIECKUX HAYK, JOKTOP MOJUTHYCCKHUX HAyK, 3aBeAyIOMIMil Kadeapoit
TIOJIUTOJIOTHH M COIMATIBHO-(PHIOCO(CKUX TucUIUINH Ka3axckoro HamoHaIbHOTO MeIarori9eCKOro yHUBEPCUTETa UIMEHH Abast.
Typaaauesa Yosmon [zkanap0exoBHAa — TOKTOP HCTOPUIECKHX HAYK, Mpodeccop AMEpUKaHCKOro yHuBepcuTeTa B LleHTpanbHOi
Asnn.

Mlafinynaes Hlamyaat — MOKTOp MCTOpPHYECKHX HAYyK, podeccop, 3aBeyIomuid kKadgeapoii ncTopun Y30ekucrana TepMe3ckoro
rOCYZapCTBEHHOTO YHUBEPCHUTETA.

OTBETCTBEHHBIN PEJAKTOP
TambdaeBa Kagnua MckanmapoBHa — KaHIWIAT UCTOPUYECKUX HAYK, 3aBEAYyIOMIas OTMEIIOM apXeoyorud MHCTHTyTa UCTOPHH,
apxeoynoruu u 3tHooruu uM. b. J[xaMmrepunnoBa HarmonanbHoM akanemun Hayk Keipreizckoid PecryOmuku.

HAYYHBIE PEJAKTOPBI
YT1erenoB Mapat 3eHHATOBHY — KaHAW/IAT HCTOPHUECKHX HAYK, aCCOLMUPOBAHHBIN ITpodeccop, 3aBeayronmii Kaeapoii HCTOpUH,
reorpaduu 1 connanbHo-ryManuTapHbIX Hayk HAO «Kokmerayckuii yruepcuret umenn 111, Yanuxanosay.
MyxkanoBa I'oreHap KalipossimHOBHA — KaHIWAAT MCTOPHUYECKUX HAyK, Mpodeccop, BEAyIIM HAydHBIH COTPYIHUK (IIHana
B T. Acrana MHcTuTyTa HicTopry 1 3tHONoruu nM. Y.Y.Bannxanosa.

TEXHAYECKHI CEKPETAPD
Koneesa Canns XKymaraesHa — maructp, corpyaauk MuctutyTta ncropun Kazaxcrana u Lienrpanshoit Azun (Kazaxcran).
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Abstract. Inclusive education for children with Down syndrome has become a global priority, yet
implementation across developing and post-Soviet countries remains fragmented. This study
examines the current state of social inclusion in public primary schools in Baku, Azerbaijan, focusing
on teacher preparedness, institutional readiness, and parental perspectives. Using a qualitative design
involving semi-structured interviews and classroom observations, the research identifies several
persistent barriers, including limited teacher training, insufficient use of Individualized Education
Plans (IEPs), inconsistent school-wide inclusion policies, and challenges related to peer interaction.
Despite these issues, evidence of emerging positive practices - such as increasing teacher motivation,
growing parental engagement, and supportive school leadership - is also observed. The study
highlights the essential need for coordinated reforms, including strengthened teacher education,
institutional support mechanisms, and family - school collaboration. Findings contribute to the
understanding of inclusive education in developing contexts and offer practical recommendations to
enhance the social participation of children with Down syndrome in mainstream classrooms.
Keywords: Down syndrome, inclusive education, primary schools, social inclusion, Azerbaijan,
qualitative research
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93EPBAMKAHHBIH BACTAYBIIII MEKTEOTEPIHJIEIT JIAYH CHHJIPOMBI BAP
BAJIAJIAPABIH 9JEYMETTIK HHKJ/IIO3UACDBIH 3EPTTEY: CAITAJIBIK 3EPTTEY

baoanzaoe I

O3epOaiikaH MEMIICKETTIK MeAarorukajblK YHUBEPCUTETIHIH ApHaiibl O61iM Oepy kadeapacs
baky, O3epbaiixan
https://orcid.org/0000-0003-4422-4746. E-mail: gn.badalzade@adpu.edu.az

Anparna. JlayH curapomsl Oap Oamanapra apHajdFaH WHKIIIO3HMBTI OUTIM Oepy oleMJiK JeHrenaeri
0acbIM OarbITKa aifHANbI, alaiia JaMyIIbl )KOHE MOCTKEHECTIK eJIepAe OHBI iCKe achIpy ofi e
KyHeciz cumarka ue. byn 3eprrey O3epbaiixkanHblH baky KanmachlHAarbl MEMJIEKETTIK OacTayblIl
MEKTENTep/Ie QNIEYMETTIK WHKIIO3HMSHBIH Ka3ipri >KarAalblH TajJaiJbpl, MYHIA MYFaTIMAEPIiH
JasipIBIFBl, WHCTUTYIIHOHAJIBIK JalbIHABIK JCHIeWl KOHE aTa-aHalapiblH Ke3KapacTapbl OacThl
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Hazapra aiblHajbl. JKapTeUlail KypbUIBIMJAHFAH CcyxOaTrTap MEH ChIHBIITAFbl OaKbLIayIap/ibl
KaMTHUTBIH CamajiblK 3€pTTey MAM3aiHbl HETI3IHAE JKYpri3uireH 3eprrey OipkaTap TYpakThl
Kexeprizepai  aHbIKTaabl. OmapaplH  KaTapblHAa — MYFamiMIEpAiH  apHaiflbl  AaspibIFBIHBIH
KETKUTIKCI3Aairi, xeke OimiM Oepy xocmapnapsiH (IEP) KompmaHyaslH —IMIEKTEysUliri, MeKTer
JCHreHiHJe MHKIIO3Ms casicaThlHBIH Oipi3ai OonMaybl JKOHE OKYIIBUIAp apachlHAAFbl e3apa
OpEeKEeTTECTIKKE OalIaHbICThl KUBIHIBIKTAp *aTajsl. COHBIMEH KaTap, 3epTTey OapbIChiHAa OipKaTap
OH ©3TepiCTepiH KAJIBINTACKIN KeJle KaTKaHbl OalKanapl. ATan alTKaHIa, MYFaTIMACPAIH YOKIHIH
apTybl, aTa-aHaJapblH OeJICeHl KaThICYbIHBIH KYIICIOl YKOHE MEKTEN OacUIbUIBIFbI TaparblHaH
KOJIAAy/IbIH OOJTyBl MHKITIO3UBTI TOXKIpUOENIepIiH JaMybIHa bIKIA eTy/e. 3epTTey HHKIIO3UBTI O11iM
Oepyni THIMIl XKy3ere achlpy YVIIIH KemeHai pedopmanapAblH MaHBI3IBUIBIFBIH KepceTedi. by
pedopmanapra MyramiMAepIl Jaspriay KYHeciH KYIIeWTy, HHCTUTYIIMOHAIABIK KOJIIay TEeTIKTEpiH
JAMBITy KOHE OTOAchl MEH MEKTEIl apachIHJAFbl BIHTHBIMAKTACTHIKTBI HBIFANTy Kipeli. AJbIHFaH
HOTIDKEJIEp AaMYyIIbl eNep KOHTEKCTIHJeT MHKIIO3UBT1 OU1iM Oepy MaceneciH TepeHipeKk TyCiHyre
yJsiec Kochin, [layH cuHapomsbl 6ap OamanmapabIH *Kaurbl 011iM OepeTiH CHIHBINTApAAFbl JICYMETTIK
KaTBICYBIH apTThIpyFa OaFbITTaJIFaH MPAKTUKAJIBIK YCBIHBIMIAP YCHIHABI.

Tyiiin ce3nep: [layH CcHHIPOMBI, MHKIIO3MBTI OimiM Oepy, OacTaybllll MEKTENTep, SJIEyMETTIK
MHKITIO3US, ©O3epbaiikaH, canajiblK 3epTTey

Jditexce3 ymin: banansane I O3epOaiikaHHbIH OacTaybllll MEKTENTEPIHACT JayH CHHIPOMBI Oap
OananapablH QJIEYMETTIK MHKITIO3UACHIH 3epTTey: camaiblk 3eprrey // Scientific Journal “Central
Asian courier”. 2026. T. 2. Ne 1. 36-45 66. (Arpumr.). DOI: 10.64970/3105-241X 2026 2 1 36-45

UCCJEJIOBAHUE COILIMAJIBHON MHKJIIO3UU JETENH C CHHIPOMOM JAYHA B
HAYAJIBHBIX IIKOJIAX ABEPBAHI’KAHA: KAYECTBEHHOE UCCJEJOBAHUE

baoanzaoe I

Kagenpa crnenumanbaoro oOpazoBaHusi A3epOail[UkaHCKOTO TOCYJapCTBEHHOTO IEAarorn4ecKkoro
YHHBEPCUTETA

baky, Azepbaiimxan

https://orcid.org/0000-0003-4422-4746. E-mail: gn.badalzade@adpu.edu.az

AnHoTauus. VHKITI03MBHOE oOpa3oBaHue Ui AeTeld ¢ CHHIpoMOM JlayHa cTayno rio0allbHbIM
IIPUOPUTETOM, OJJHAKO €T0 pealn3alis B Pa3BUBAIOLIUXCS U IIOCTCOBETCKUX CTPAHAX MO-IPEXKHEMY
HOCHUT (hparMeHTapHbII XapakTep. B JaHHOM MCCIeI0OBaHUN paccMaTpPUBACTCS TEKyIee COCTOSTHHUE
COLMAJILHOM MHKIIIO3MM B T'OCYJApPCTBEHHBIX HAYaJbHBIX IIKOJax ropoja baky (AsepOaiimkan) c
aKLEHTOM Ha TOTOBHOCTb YUUTENEW, MHCTUTYLHOHAJIBHYIO MOATOTOBIEHHOCTh IIKOJ W B3IJIS[bI
ponuteneil.B paMkax KayeCTBEHHOI'O MCCIEN0BAaHUS, OCHOBAHHOI'O HA IOJIYCTPYKTYypHPOBAHHBIX
MHTEPBBIO M HAONIOJCHMUAX B KIAccax, BBISABIEH psAJ YCTOMUMBBIX OapbepoB, BKIIOYAs
OTPaHUYEHHYIO TPO(PECCHOHATBHYIO IOATOTOBKY II€aroroB, HEJIOCTaTOYHOE HCIIOIb30BaHUE
WHIMBUIYyalIbHBIX 0Opa3oBarenbHbIX 1aHoB (MOII), HenocinenoBaTenbHOCTD NIKOILHON MOTUTUKH
B 00JacTH MHKIIO3MM M TPYAHOCTH BO B3aMMOJEHCTBMM CO CBepCcTHHKamHu. HecMmoTps Ha
BBISIBJICHHBIE MPOOJIEMBI, 3a(DUKCUPOBAHBI U (POPMUPYIOLIHECS MOJOKUTEIbHBIE MPAKTHKH, TaKUe
KaK pOCT MOTHMBAIMM YUYUTENIEH, YCUIIEHUE BOBJICYEHHOCTH POJIUTENIEH U MOAJEPIKKA CO CTOPOHBI
IIKOJILHOTO pyKOBO/CTBA. MccnenoBanue noayepkuBaeT Heo0X0AUMOCTh COTIIACOBAaHHBIX pedopM,
BKJIIOUAsl YKPEIUJIEHWE CUCTEMBI IOJrOTOBKM IIEAaroroB, pa3BUTHE HMHCTUTYLIMOHAJIBHBIX
MEXaHU3MOB TOJICPKKUA U YCUIEHHE COTPYIHHUYECTBA MEXAY ceMbeil M mKkonoi. IlomyueHHsle
pe3yabTaThl BHOCAT BKJIAJ B TOHUMaHUE HHKITIO3UBHOT'O 00Pa30BaHUs B YCIOBUSAX Pa3BUBAIOIINXCS
CTpaH ¥ MPEAJAraloT MPaKTUYECKHE PEKOMEHAALMH 110 PACIIMPEHUIO COLMAIBHONW BOBJIEUEHHOCTHU
nereit ¢ cunapoMoM JlayHa B 0011e00pa3oBaTenbHbIX Kilaccax.

KarueBblie ciioBa: cuaapom JlayHa, HHKIIO3UBHOE 00pa30BaHUE, HAYaJIbHBIE IIKOJIbI, COIIMATbHAS
MHKITI03Us, A3epOaiipkaH, KaueCTBEHHOE UCCIICI0BAaHHE
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Juas muruposanus: banamsane ['. MccinenoBanue couuanbHOM HHKIIO3UM AETEH C CHHIPOMOM
JayHa B HayaJIbHBIX IIKOJIaX aszepOaiikaHa: KauecTBeHHoe uccienoBanue // Scientific Journal
“Central Asian courier”. 2026. T. 2. Ne 1. C. 36-45. (Ha Awnrm). DOI: 10.64970/3105-
241X 2026 2 1 36-45

Introduction. Inclusive education has become a central pillar of contemporary global
educational policy, reflecting a shift from segregated schooling toward equitable participation for all
learners. Key international documents - including the United Nations Convention on the Rights of
Persons with Disabilities (United Nations, 2006) and the Sustainable Development Goals,
particularly SDG 4 - emphasize the right of children with disabilities to inclusive, high-quality
education within mainstream settings (United Nations, 2015). The UN Committee on the Rights of
Persons with Disabilities (2016) further clarifies that inclusion requires active participation, social
engagement, and the removal of structural and attitudinal barriers. These frameworks collectively
reinforce the growing global consensus that educational systems must address diversity not as an
exception but as a fundamental characteristic of modern schooling.

Within this broader context, the inclusion of children with Down syndrome holds particular
significance. Down syndrome is associated with a unique developmental profile characterized by
strengths in social motivation and visual learning, alongside challenges in expressive language,
working memory, and abstract reasoning (Hughes, 2006). Research consistently highlights that
inclusive settings can leverage these strengths by providing rich opportunities for peer modelling,
natural communication, and social participation. Empirical evidence demonstrates that early and
continuous inclusion is associated with improved language development, adaptive functioning, and
academic progress (de Graaf et al., 2013). More recent insights further confirm that children with
Down syndrome benefit from structured support systems, consistent routines, and emotionally
supportive environments within mainstream classrooms (Markovi¢, 2025). Accordingly, the quality
of inclusion not merely the placement itself - plays a decisive role in shaping developmental
outcomes.

Despite these well-established benefits, inclusion remains highly variable across educational
systems, particularly in post-Soviet contexts such as Azerbaijan. Historically, the Soviet model relied
on segregated special institutions, resulting in limited societal awareness, rigid educational structures,
and minimal teacher preparation for working with diverse learners. Although Azerbaijan has adopted
progressive policies aligned with international frameworks, implementation at the school level
remains uneven and fragmented (Yudina, Alekhina, 2016). Many mainstream schools - especially in
urban areas like Baku - have begun enrolling children with Down syndrome, yet these placements
often lack the pedagogical, organizational, and resource-based structures necessary for meaningful
participation.

Teacher preparedness emerges as one of the most significant determinants of inclusion quality.
International literature shows that teachers’ attitudes, expectations, and instructional decisions
strongly influence whether children with intellectual disabilities experience genuine inclusion or
subtle marginalization (Avramidis, Norwich, 2002; Florian, Black-Hawkins, 2011). In many
Azerbaijani schools, teachers express positive intentions but report feeling ill-equipped to
differentiate instruction, adapt materials, or manage communication challenges associated with Down
syndrome. These concerns mirror broader patterns identified in comparative studies across Europe
and Asia, which underscore that inclusive pedagogy requires not only technical competence but also
reflective practice, emotional responsiveness, and a commitment to fostering classroom belonging
(Schwab, 2018).

The emotional climate of the classroom plays a particularly critical role. Research indicates that
teachers who demonstrate warmth, patience, and emotional attunement create conditions in which
children with Down syndrome develop stronger peer relationships and experience lower levels of
social isolation (Yudina, Alekhina, 2016). Such relational factors interact with structural elements -
including class size, availability of support staff, and access to individualized education plans - to
determine the extent to which inclusion is successful. Whole-school models of inclusion emphasize
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the importance of coordinated leadership, shared values, professional learning communities, and
systemic support mechanisms (de Boer, Munk, 2022). These models are especially relevant for
countries undergoing educational transformation, where fragmented practices often stem from a lack
of institutional coherence.

Family—school collaboration is another essential but underdeveloped component of inclusive
education in Azerbaijan. Parents of children with Down syndrome frequently highlight both positive
experiences - such as increased communication skills, confidence, and emotional stability - and
persistent challenges including inconsistent teacher communication, limited peer interaction, and
unclear academic expectations. The literature emphasizes that successful inclusion requires strong,
structured partnerships between families and schools, encompassing shared decision-making, regular
feedback, and mutual trust (Epstein, 2018; Hornby, 2011). Barriers such as time constraints, lack of
information, or differing expectations often hinder parental involvement (Hornby, Lafaele, 2011).
These dynamics are particularly salient in the Azerbaijani context, where formal mechanisms for
family engagement remain limited.

Despite the challenges, promising developments are emerging. Teachers increasingly express
willingness to learn inclusive strategies, school leaders are beginning to recognize the importance of
supportive environments, and parents are becoming more active advocates for their children’s rights.
These shifts echo global research demonstrating that inclusive education not only promotes academic
achievement but also fosters broader social goals such as community cohesion, civic participation,
and respect for diversity.

Against this backdrop, the present study examines how children with Down syndrome
experience social inclusion within Azerbaijani public primary schools. It explores teacher readiness,
school-level structures, peer interactions, and parental perspectives, situating these findings within
both international research and post-Soviet educational realities. By illuminating the factors that
shape everyday school experiences, the study contributes nuanced insights that can guide
policymakers, practitioners, and families in strengthening inclusive education. Ultimately, the goal is
to support the transformation of inclusion from a policy aspiration into a lived, equitable, and
empowering reality for children with Down syndrome.

Materials and Methods. This study was conducted using a qualitative research approach,
chosen for its ability to capture the nuanced social and emotional dimensions of inclusion that cannot
be adequately represented through numerical methods alone. Because the experiences of children
with Down syndrome in mainstream classrooms are shaped by everyday interactions, school culture,
and individual teacher perceptions, a flexible and exploratory methodological framework was
essential. The research drew on grounded theory principles, allowing patterns and themes to emerge
naturally from the data rather than being predetermined by the researcher.

The study took place in four public primary schools located in different districts of Baku. These
schools were intentionally selected to represent a range of socio-economic contexts and to ensure that
each setting had at least one child with a confirmed diagnosis of Down syndrome learning in a
mainstream classroom. This diversity of environments made it possible to observe inclusion practices
under different administrative styles, classroom climates, and levels of institutional experience with
inclusive education.

Participants included teachers, school principals, and parents of children with Down syndrome.
Teachers were selected because of their direct involvement in classroom instruction and their central
role in shaping daily inclusive practices. Principals participated to provide insight into school-level
policies, leadership attitudes, and the structural support available to teachers. Parents were included
to capture the family perspective and to better understand how schooling influenced children’s social
development, communication skills, and emotional well-being. Although the study did not involve
direct interviews with children, their participation was observed closely through classroom
interactions, transitions, and peer engagement.

A purposive sampling strategy ensured that all participants had firsthand experience with Down
syndrome inclusion. For teachers and parents, participation required direct involvement with the
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child’s education; for schools, the presence of at least one child with Down syndrome was a necessary
condition. This approach allowed the study to focus on authentic, context-specific experiences while
maintaining coherence across cases.

Data were collected using three complementary methods: semi-structured interviews,
classroom observations, and document review. The semi-structured interviews allowed participants
to describe their experiences in depth while also giving space for unexpected or unique insights to
emerge. Interviews were conducted in Azerbaijani, lasted between 30 and 45 minutes, and were
recorded with consent. Classroom observations provided a real-time understanding of how teachers
responded to students’ needs, how peers interacted with children with Down syndrome, and how
classroom routines and emotional climate affected participation. These observations were conducted
unobtrusively to avoid altering the natural classroom dynamic. Document review was used where
relevant; although formal Individualized Education Plans were absent in most schools, available
lesson notes and informal adaptation strategies helped contextualize teacher planning.

Thematic analysis, based on Braun and Clarke’s framework, guided the analysis process.
Interview transcripts and observation notes were read repeatedly to identify meaningful statements,
which were then coded and organized into emerging themes. A cross-case comparison approach
helped reveal similarities and differences between the four schools. International literature on
inclusive education informed the interpretation of findings and supported the identification of broader
patterns, particularly those seen in post-Soviet and resource-limited education systems.

To ensure trustworthiness, the study incorporated several strategies, including triangulation
across participant groups and data sources, member checking with participants to validate
interpretations, and peer debriefing with researchers familiar with inclusive education. Detailed
contextual descriptions were included to support the transferability of findings. Ethical approval was
obtained from the relevant committee at the Azerbaijan State Pedagogical University, and all
participants provided informed consent. Personal identifiers were removed from transcripts and
observation notes to maintain confidentiality and protect the privacy of all individuals involved.

Results. The findings of this study reveal a layered and interdependent picture of how children with
Down syndrome experience daily life in mainstream primary schools in Baku. The results indicate that social
inclusion is shaped not only by the child’s individual characteristics but also by the attitudes, actions, and levels
of preparedness of the adults around them, as well as the broader institutional environment. Across the four
participating schools, several patterns emerged consistently, regardless of school size or district.

One of the most prominent insights relates to teachers’ sense of preparedness. Although
teachers expressed genuine goodwill and a desire to support inclusion, most acknowledged that they
felt untrained and often unsure about how to adapt lessons or manage communication and behavioural
differences effectively. Their approaches tended to rely on intuition and improvisation rather than
structured strategies. This created notable inconsistencies within and across classrooms: in some
cases, teachers offered thoughtful adaptations and emotional guidance, while in others they struggled
to find ways to engage the child meaningfully during lessons. These differences strongly influenced
children’s participation, with those in more supportive classrooms demonstrating noticeably greater
confidence and engagement.

Peer interactions played a crucial role in shaping inclusion outcomes. In classrooms where
teachers modelled warmth, patience, and positive social behaviours, children with Down syndrome
were observed initiating communication, responding to peers, and participating willingly during
group activities. The tone set by the teacher appeared to guide how classmates responded: where the
emotional climate was encouraging, peers tended to welcome the child, help during activities, and
display curiosity without judgment. In contrast, more rigid or highly structured classrooms - where
the teacher’s focus was primarily on discipline or curriculum completion - offered fewer natural
openings for peer connection. In such environments, children with Down syndrome often remained
on the periphery, participating only when prompted or withdrawing when tasks became
overwhelming.

The institutional environment further shaped these experiences. None of the schools had formal
Individualized Education Plans in place, which left teachers without a clear roadmap for supporting
the child’s learning or behaviour. The absence of structured planning tools meant that decisions about

40



Scientific Journal “Central Asian courier” 2026. 2 (1)

adaptation, goal setting, or progress monitoring depended largely on individual teacher initiative.
School leadership varied in its engagement with inclusion. In some schools, principals actively
supported teachers by allowing flexible seating arrangements, encouraging collaboration, or
attempting to connect families with specialists outside school. In others, inclusion was viewed more
as a procedural requirement than a pedagogical priority, resulting in minimal guidance or resource
allocation.

Parents’ perspectives provided additional depth to the findings. Many described noticeable
improvements in their children’s social confidence, communication skills, and willingness to
participate in daily routines since entering mainstream school. Despite these positive changes, parents
consistently emphasized challenges related to limited peer interactions outside structured activities,
unclear communication from teachers about progress, and occasional instances of subtle exclusion.
Some parents felt well-supported and informed, while others reported that they only received
feedback in moments of difficulty rather than through ongoing collaboration. The variability in
family—school communication paralleled the broader inconsistencies observed within classroom
instruction and school leadership.

Across all data sources, a common pattern emerged: inclusion in these schools is developing
but remains fragile, sustained largely by individual acts of goodwill rather than a systematic or
coordinated effort. Teachers’ emotional responsiveness played a central role in supporting
participation, but without institutional structures such as training, specialist support, or individualized
plans these efforts were difficult to maintain consistently. Peer interactions were highly dependent on
teacher facilitation, and parents expressed a clear desire for more structured communication and
collaboration.

Overall, the findings illustrate that while meaningful social inclusion is possible and already
occurring in many small ways, it is not yet fully embedded in school culture or practice. The
experiences of children with Down syndrome in mainstream classrooms remain highly contingent on
the attitudes and capacities of the adults around them, highlighting the need for coordinated reforms
across classroom, school, and system levels.

Table 1. Key themes related to the social inclusion of children with Down syndrome

Theme Description (summary) Typical evidence from data

Teacher Teachers are willing but feel undertrained; adaptations | Interview quotes about “we were

preparedness are mostly intuitive not trained...”

Peer interactions Peer engagement is higher in emotionally warm | Observation notes on group work,
classrooms; in rigid classes more isolation play, break times

Institutional support | No IEPs; limited specialist support; leadership | Principal interviews; absence of
engagement varies across schools formal documents

Family—school Parents see gains in confidence/communication but | Parent reports about irregular

collaboration report limited structured collaboration feedback and meetings

Discussion. The findings of this study demonstrate that the social inclusion of children with
Down syndrome in public primary schools in Baku is shaped by a complex interplay of teacher
readiness, institutional structures, peer dynamics, and family involvement. Although teachers
generally express a positive attitude toward inclusion, the absence of systematic training and the lack
of formal support mechanisms create significant challenges in translating inclusive principles into
effective daily practice. This disconnect between policy commitments and practical implementation
echoes patterns observed in many post-Soviet and developing educational systems, where structural
reforms often outpace the preparedness of practitioners (Yudina, Alekhina, 2016).

One of the most salient findings concerns the teachers’ need for professional competence in
differentiated instruction and communication strategies. Teachers frequently rely on intuitive, trial-
and-error approaches due to the absence of specialized training in intellectual disabilities and
inclusive pedagogy. This aligns with broader research indicating that teacher preparedness is a
determining factor in the success of inclusive education (Avramidis, Norwich, 2002; Florian, Black-
Hawkins, 2011). International scholarship emphasizes that inclusion requires not only positive
attitudes but also concrete pedagogical skills, confidence, and ongoing institutional support. In
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Azerbaijan, however, teacher education programmes remain heavily theory-based and rarely offer
practical modules or supervised placements involving children with developmental disabilities. As a
result, educators face difficulties in adapting materials, managing communication barriers, and
facilitating meaningful peer interactions.

Another key finding relates to the emotional climate of the classroom. Observations revealed
that children with Down syndrome experienced higher levels of peer engagement in classrooms where
teachers demonstrated patience, warmth, and positive reinforcement. This supports existing studies
which show that emotional responsiveness creates environments that promote belonging and reduce
social isolation for learners with intellectual disabilities (Schwab, 2018). In contrast, classrooms
characterized by teacher stress, rigid discipline, or limited interaction tended to marginalize or
passively exclude children with Down syndrome, even when they were physically present in
mainstream settings. Therefore, the study underscores that inclusion is not merely a structural
arrangement but a relational and affective process shaped by teacher behaviour and peer culture.

A particularly striking result of the study is the near absence of Individualized Education Plans
(IEPs) across the observed schools. Only a small minority of institutions used systematic planning
tools to support children with Down syndrome. This lack severely limits the potential for tailored
instruction, consistent progress monitoring, and coordination among teachers, specialists, and
parents. Research suggests that structured planning frameworks particularly IEPs play a critical role
in ensuring that children with intellectual disabilities receive appropriate accommodations,
behavioural support, and learning targets (Raver et al., 2020). Without such mechanisms, inclusion
remains largely dependent on individual teacher initiative, leading to considerable variation in
practice both within and across schools.

Parental perspectives provided further insight into the multifaceted nature of inclusion. While
many parents noted improvements in communication skills, confidence, and emotional stability,
others expressed concerns about limited peer interaction and unclear academic expectations. This
variation reflects broader patterns identified in the literature, where parental satisfaction often
depends on the extent of school-family collaboration (Epstein, 2018; Hornby, 2011). The findings
show that formal communication channels and collaborative planning practices are not well
established in Azerbaijani primary schools. As a result, parents often rely on informal conversations
or personal observations rather than structured feedback. Strengthening these partnerships is essential
because effective family—school collaboration serves as a protective factor for children with
developmental disabilities and contributes to more successful inclusion outcomes (Hornby,
Lafaele, 2011).

Institutionally, the study reveals systemic gaps that hinder effective inclusion. Schools lack
consistent policies, special support staff, and resource centres. Classroom sizes are large, and teachers
often manage multiple responsibilities without administrative or specialist assistance. These
challenges mirror those documented in international studies of inclusive education in resource-limited
contexts, where institutional constraints significantly restrict the potential for sustainable reform
(de Boer, Munk, 2022). Moreover, leadership engagement varies considerably across schools: some
principals support inclusive reforms and encourage teacher development, while others treat inclusion
merely as compliance with ministerial directives. This inconsistency affects school culture and
ultimately shapes how children with Down syndrome experience daily life in mainstream classrooms.

Despite these barriers, several positive developments suggest emerging opportunities for
progress. Teachers’ growing willingness to engage in inclusive practices and school leaders’
increasing awareness of the importance of supportive environments represent important shifts in
professional culture. Moreover, parents are becoming more active in advocating for their children’s
rights and demanding better collaboration from schools. These developments reflect the early stages
of a broader transformation in Azerbaijan’s educational landscape toward more inclusive and child-
centred approaches. International research shows that such shifts often precede more systematic
reforms, including improvements in teacher training curricula, school-level support structures, and
national policy implementation (Florian, Black-Hawkins, 2011).
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Taken together, the study’s findings highlight that meaningful inclusion of children with Down
syndrome requires coordinated efforts at multiple levels. At the classroom level, teachers need
ongoing professional development focusing on differentiated instruction, communication strategies,
behaviour management, and emotional support. At the institutional level, schools require stronger
leadership engagement, the introduction of IEPs, and access to specialist support. At the system level,
policy implementation must be supported with resources, monitoring, and accountability mechanisms
to ensure that inclusive education moves beyond rhetoric.

Finally, the study contributes to the growing literature on inclusive education in post-Soviet and
developing countries by offering a nuanced examination of the contextual, cultural, and institutional
factors shaping inclusion in Azerbaijan. It emphasizes that inclusion is not simply about placing
students in mainstream environments but about ensuring that they participate meaningfully, develop
socially, and receive equitable learning opportunities. As Azerbaijan continues to reform its education
system, these findings can inform policy development, teacher training, and community engagement
to create more inclusive and supportive environments for children with Down syndrome.

Conclusion. The findings of this study show that the social inclusion of children with Down
syndrome in mainstream primary schools in Baku is shaped by a combination of personal,
pedagogical, and institutional factors. While there is growing awareness and willingness among
teachers, parents, and school leaders to support inclusion, the everyday experiences observed in
classrooms reveal that meaningful inclusion is still evolving and often depends on the individual
efforts of committed teachers rather than on system-wide structures.

One of the most important insights from the research is the gap between positive attitudes
toward inclusion and the practical readiness required to make it effective. Teachers demonstrated
empathy and a genuine desire to help, yet the absence of training in differentiated instruction,
communication strategies, and behaviour support limited their ability to meet the needs of children
with Down syndrome consistently. Without sustained professional development and access to
specialist guidance, inclusion risks remaining inconsistent and dependent on informal, improvised
approaches.

The study also highlights the critical role of emotional climate in shaping children’s
participation. Children with Down syndrome were most engaged and socially connected in
classrooms where teachers modelled patience, warmth, and encouragement. These observations
reinforce the idea that inclusion is not achieved solely by placing a child in a mainstream environment,
but through the creation of emotionally safe and responsive learning spaces that invite participation
and respect individual differences.

Institutional factors further influenced inclusion outcomes. The absence of Individualized
Education Plans, limited availability of specialist support, and variations in leadership engagement
created significant inequalities between classrooms and schools. Without structured planning tools,
coordinated communication, and clear learning goals, teachers and families are left without the
foundation needed to support children with Down syndrome in a systematic and sustainable way.
Strengthening school-level support systems, developing inclusive policies, and ensuring leadership
commitment will be essential for moving inclusion beyond isolated examples of good practice.

Parents provided valuable perspectives that underscored both the benefits and the limitations of
current inclusion practices. Many noticed positive changes in their children’s communication,
confidence, and social engagement. At the same time, they expressed a need for clearer
communication with teachers, more regular feedback, and greater involvement in planning their
child’s learning. Building stronger family—school partnerships is critical for ensuring that children
receive consistent support across home and school environments.

Taken together, these findings highlight that inclusive education in Azerbaijan is progressing,
but remains at an early developmental stage. Sustainable change will require action across multiple
levels: teacher training programs must incorporate inclusive pedagogy and practical experience;
schools must adopt structured planning tools and ensure consistent leadership support; and families
must be meaningfully included in decision-making processes. Moving forward, a system-wide
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commitment to equity, collaboration, and professional learning will be essential for creating
environments where children with Down syndrome are not only present but fully engaged, supported,
and valued as active members of the school community.
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