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PEDAGOGICAL EFFECTIVENESS OF DIFFERENTIATED INSTRUCTIONAL
TASK DELIVERY FOR UNIVERSITY STUDENTS WITH SPECIAL
EDUCATIONAL NEEDS AND SPEECH DISORDERS

Annotation. Modern research shows that students with speech impairments face pronounced
difficulties in oral communication, which affects their academic performance, and differentiation of
the assignment format is considered an effective tool for improving educational equality in inclusive
higher education. As part of this mixed-design study, a survey and comparative experiment were
conducted with students with dysarthria, logoneurosis and rhinolalia. The length and accuracy of
the response, smoothness of speech, and subjective confidence were analyzed. The data obtained
indicate that the use of a written format and visually supported responses increased the volume
of responses, reduced the number of speech difficulties and increased student confidence, which
is fully consistent with international research on the pedagogical effectiveness of differentiation
and multimodal support. The scientific novelty of the research lies in the fact that for the first time
it has been empirically shown that the written format does not simplify academic requirements,
but allows students with speech impairments to express their understanding of the educational
material more precisely and more deeply. The practical significance lies in the fact that the
results confirm the need for the systematic introduction of differentiated forms of assessment in
universities in Kazakhstan and the development of methodological recommendations for teachers
working in inclusive education.

Keywords: differentiated learning, inclusive education, speech disorders, students with
special educational needs, written assignment formats, visual support.

Introduction

Inclusive education is currently considered as one of the priorities of the global
educational agenda. It is based on the principle of “leaving no one unattended”, aimed at
removing barriers to access to education for all students, regardless of their health status
and individual capabilities [1]. Despite international efforts, people with disabilities are
still significantly less likely to receive higher education. The proportion of university
graduates among this group is almost two times lower than in the general population [2].
The Republic of Kazakhstan officially adheres to these principles and consistently
develops an inclusive approach in the field of education [3]. The relevance of this study
is determined by the need for scientific understanding and practical implementation of
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support mechanisms for students with special educational needs in higher education
institutions. Despite the positive changes in the general education system, the issues of
inclusivity at the university level remain insufficiently studied and require further research
aimed at improving the effectiveness of an inclusive educational environment in higher
education.

In the field of higher education, the challenges of inclusive education remain
complex. Far fewer young people with disabilities enroll and successfully study at
universities. According to A. Sailauova in 2020, only 15% of Kazakhstani universities had
conditions for inclusive education. The number of students with disabilities in universities
is gradually increasing. In the 2020/2021 academic year there were 1,349, which is 2.5
times more than in 2010 [4]. A. Kulmanova noted that even this figure is extremely
small compared to the total number of students. It is estimated that about 2,500 students
with special educational needs study at Kazakhstani universities. For comparison, the
number of students with disabilities is about 70,000 [5]. However, only a few of them
continue their studies after school. The reasons for this are the lack of conditions and
support, as well as stereotypes. In addition, the lack of clear obligations for universities
to ensure conditions leads to the fact that inclusion is implemented at the discretion of the
educational institutions themselves. Some teachers believe that students with disabilities
do not need higher education [6]. In her work, A. Zholtaeva identified such barriers as
architectural barriers, insufficient availability of information, as well as prejudices among
a part of society [7].

Special attention should be paid to students who have difficulties with oral
speech [8]. Students with various speech impairments belong to this category. Stuttering
or other speech disorders make it difficult to communicate freely. The academic process
at the university is full of oral assignments. Students regularly make presentations
and answer at seminars. They also participate in educational discussions. For students
with speech difficulties, such tasks often turn into stress. As a result, their academic
performance may decrease. The reason is not a lack of knowledge. Success declines
precisely because of communication barriers. Students with speech impairments have
difficulty with oral presentations [9]. It is difficult for them to fully demonstrate their
knowledge orally. And this is even with good assimilation of the material. As a result,
students’ confidence decreases. Their participation in discussions is also decreasing.
Teachers note certain difficulties. The answers of stuttering students take longer. Such
students require a special approach. There is a need to adapt academic assignments to the
capabilities of such students.

Differentiated assignments are considered as an effective tool for such adaptation.
A differentiated approach involves changing the content, form, or scope of assignments.
It takes into account the individual capabilities of students. The approach is aimed at
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ensuring the success of each student. By A. Dalila limited opportunities should not
hinder the achievement of the result. International experience confirms the effectiveness
of differentiated assignments in inclusive learning [10]. The research results confirm the
effectiveness of the differentiated approach. This increases students’ academic performance
and motivation. For example, with the introduction of differentiated learning, there has
been an improvement in academic performance. In addition, task differentiation acts as
a motivator. This allows each student to study at a pace that is convenient for them. You
can also choose a convenient work format. Russian researchers confirm the effectiveness
of a differentiated approach to students with disabilities. C. Onyishi studied the use of
differentiated assignments at the university. The results showed an improvement in the
communication skills and independence of students with disabilities [11]. They develop
memory, thinking and speech. As a result, the academic performance of such students
increases. An individual approach can improve the quality of education for students with
disabilities. It can be assumed that differentiated tasks will provide support to students
with speech difficulties. They will help them overcome communication barriers. This area
has not been sufficiently studied yet. More research is needed to confirm the effectiveness
of this strategy. It is especially important to study the support of students with speech
disorders in higher education institutions.

Considering the above, there is a need for a special study of the effectiveness
of differentiated assignments for students with speech difficulties at universities. The
purpose of this study is to fill this gap. An assumption was put forward as a hypothesis.
Differentiated assignments improve the learning outcomes of students with speech
difficulties. To test our hypothesis, several research questions were formulated. The
first question is, do differentiated tasks increase the academic performance of students
with speech difficulties? The second research question is whether they contribute to the
involvement of such students in the educational process? The results of the study will
help improve the support of students with speech difficulties. This will contribute to the
development of inclusive practices in higher education.

Materials and methods

The methodological basis of the study was aimed at identifying the effectiveness of
differentiated forms of learning tasks for students with speech disorders. The work was
structured sequentially and included diagnostic and experimental stages. This approach
allowed us to gain a comprehensive understanding of how adapted learning environments
affect students’ academic results and emotional comfort.

The study was conducted among students of the Interior design specialty of the M.
Utemisov West Kazakhstan University. The sample included students with various speech
impairments. Among them were participants with dysarthria, rhinolalia and logoneurosis.
All the subjects had previously encountered difficulties in oral communication in the
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classroom. The diagnostic stage was based onan electronic questionnaire. The questionnaire
was aimed at identifying the preferred forms of completing tasks and the perception of
oral responses. The questionnaire was developed based on the concept of differentiated
learning by K. Tomlinson, in particular, on the principle of providing students with a
choice of a format for demonstrating knowledge (product differentiation) depending
on their physiological characteristics. The development of questions concerning the
cognitive difficulty of oral answers was based on N. Taguchi’s methodology for assessing
the subjective complexity of speech tasks. The students assessed the level of difficulty
of oral speech, noted the most pronounced speech difficulties and formulated conditions
that, in their opinion, facilitate learning. This format allowed us to establish that the
majority of students feel a high level of stress during oral answers and prefer a written
format of work. The survey also revealed the need for visual supports, additional time,
and early provision of the task structure. These data became the basis for the development
of adapted conditions at the next stage of the study.

The experimental part was aimed at comparing the performance of a training
assignment in traditional and adapted conditions. Each student first answered the
question verbally without any support. A student then completed a similar task in written
and oral form, but using auxiliary tools. Among such tools, visual materials, structured
diagrams, prepared notes in advance, and increased time for reflection were used. This
design allowed us to see the dynamics of changes in the content of the response, the pace
of speech, the number of errors and the level of confidence. To record these parameters,
a system of observations, students’ self-assessment and quantitative indicators were used,
expressed in the duration of the response and the rate of conditional speech. The results
showed an increase in the volume of written responses, a decrease in the number of speech
errors, and a marked increase in students’ confidence in the adapted conditions. The pace
of speech became more even, and the content of the answers became more open.

During the experiment, the traditional forms of control in the discipline of Religious
Studies were modified. The main emphasis was placed on the transition from spontaneous
oral speech to prepared visualized communication, which allowed students to realize their
desire to respond verbally, minimizing speech defects. The task design is based on the
differentiated learning concepts of K. Tomlinson and A. Smith. Each task was adapted
in accordance with the peculiarities of students’ speech (dysarthria, logoneurosis), while
maintaining the content of the discipline “Religious Studies”. This allows other researchers
to apply this methodology within any humanitarian discipline.

The system of tasks presented in Table 1 is aimed at providing alternative ways
of expressing knowledge, without simplifying the content of Education. The principle
of multimodal support reduces the cognitive load of students by supplementing verbal
information with visual supports. “Sentence frames” and pre-planning methods make it
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possible to compensate for articulation difficulties and increase semantic accuracy. Such
adaptations play a key role in reducing communicative anxiety and increasing students’
academic engagement and self-confidence.

Table 1 — Design of differentiated tasks in the discipline “Religious studies”

Type of task (by
Syllabus)

Traditional
format

Differentiated (adapted) format

Mechanism for meeting
the needs of students

Theoretical questions:

Verbal request

Visual algorithm: when giving

Reduces “blocks” in

game. The student can read them
while showing them on the slide.

the concept of (spontaneous | an oral answer, the student uses a | speech by visual support,
“National religions”. | response). scheme (Mind Map) prepared by | increasing confidence.
him.
Comparative Verbal Hybrid table: the student writes Reduces speech load and
analysis: the comparison. down the main facts in a table maintains accuracy of
difference between and verbally complements them response (accuracy).
Hinduism and Islam. with only brief explanations (3-4
sentences).
Creative essay: “If Oral report Method “Sentence frames”: the It relieves difficulties in
I were a religious (10-12 student is given ready-made making sentences and
scholar...” sentences). phrases that will help him start the | satisfies the student’s

desire to speak.

Group discussion:
features of Religions.

Discussion in
fast tempo.

Preliminary planning: the student
is given an additional 5 minutes
before the discussion to prepare
their arguments in the form of a
written thesis.

It helps to adjust the
tempo of speech and
suppress sudden anxiety
(anxiety).

The qualitative analysis additionally confirmed a decrease in anxiety levels and an
increase in students’ willingness to participate in the discussion of educational material.
During the adapted assignments, students showed more sustained attention, were more
willing to engage in dialogue with the teacher, and were more actively involved in small
group work. Their statements became more coherent, and their emotional reactions became
less intense. According to the teacher’s observations, initiative was recorded among those
students who had previously avoided oral answers. The use of the mixed analysis method
ensured the reliability and depth of interpretation of the results. Quantitative data allowed
us to see objective changes in response time, speech rate, and the number of errors.
Qualitative observations helped to identify the students’ subjective attitude to the adapted
conditions. Such an integrated approach corresponds to modern recommendations of
inclusive pedagogy, where both objective academic indicators and the degree of emotional
comfort of students are considered significant.
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The research methodology was based on a combination of diagnostic questionnaires,
observations, and experimental comparison. This approach allowed us to establish causal
relationships between the adaptation of task conditions and changes in students’ speech
behavior. The methodology ensured the reliability and reproducibility of the results and
created the basis for further improvement of inclusive practices in higher education.

Results and discussion

The study involved students of the M. Utemisov West Kazakhstan University with
various speech disorders (dysarthria, logoneurosis — stuttering, rhinolalia). A preliminary
survey was conducted to determine the preferred format for completing assignments,
difficulties with oral answers, and preferred learning conditions for these students. The
survey involved N=10 students with speech disorders (among them 40% with stuttering,
30% with dysarthria and 30% with rhinolalia). The students who participated in the study
are enrolled in various educational programs of the Faculty of Culture and Arts. Despite
the fact that they have different specialties, due to the small number of groups, all students
study in the discipline “Religious Studies” in the same academic stream. This situation
ensured that the experiment was conducted in a unified educational environment. The
limitation of the sample to 10 students is justified by the full coverage of the total number
of students with speech disorders, confirmed by a medical certificate in this academic
stream. It is also worth considering that there are a lot of students with speech disorders
at this university in this particular faculty, which is why this faculty was chosen as an
experimental one. The author’s lecture in this thread allowed for the natural integration of
research into the learning process. The survey results are summarized in Table 2.

Table 2 — Preferences and difficulties of students with speech disorders

Aspect Survey results (N=10)

Preferred task format Written: 80% prefer to complete tasks in writing;

The difficulty of oral answers | Oral: 0% prefer only oral answers;

(1 =not difficult at all; 5 = Mixed: 20% indicated the format of combined responses (for example,
extremely difficult) written preparation followed by a brief oral presentation).

The main difficulties in oral | The average score is 4.3 out of 5 (high difficulty). Almost 90% of the
speech respondents rated the difficulty of answering verbally at 4 or 5 points,

which indicates significant difficulties.

As can be seen from the data provided, the vast majority of respondents prefer a
written format for completing assignments instead of an oral one. None of the students
chose exclusively oral answers, which suggests that the traditional oral survey causes
significant discomfort for this category of students. On the Likert scale (5-point), the
difficulty level of the oral response was rated above 4 points on average, confirming the
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high degree of difficulty. The most common problems include severe anxiety during oral
presentation, difficulty pronouncing words clearly and forming an answer without pauses
and hesitations. These results correspond to the general provisions of inclusive education:
students with speech impairments are afraid of speaking out in public and need to adapt
their learning conditions. In addition, the students indicated a number of measures that
could facilitate learning. Among the desirable conditions, they mentioned the preliminary
assignment of tasks in writing, the use of visual supports during the response, as well
as working in small groups and sufficient time for preparation. Such measures are
aimed at creating a more supportive educational environment and are consistent with
recommendations for inclusive practices that require flexibility in assessing knowledge.

At the next stage of the study, an experiment was conducted, during which the
effectiveness of these support measures was analyzed. Students performed similar learning
tasks in two forms: first in oral form (a traditional oral response in front of a teacher or
group, without special adaptations), and then in an adapted form, providing a written
response or an oral response with support. Such an experimental comparison “before and
after” the introduction of adaptations made it possible to quantify and qualitatively assess
the impact of inclusive conditions on academic results and student comfort.

Several indicators were selected to assess changes in the performance of tasks
by students with speech impairments before and after the implementation of support
measures. The key parameters included the length of the response, the rate of speech
during oral answers, the level of confidence and the number of observable speech-related
difficulties. To assess the dynamics of students’ condition, a scale of communicative
confidence was used, adapted based on the methodology of P. MacIntyre and R. Gardner.
Self-confidence is a key indicator inversely proportional to the level of communicative
anxiety. Consequently, an increase in confidence indicators in the experimental group
directly indicates a decrease in anxiety levels. The measurement was carried out using a
5-point Likert scale, where indicators 1-5 reflected the degree of subjective confidence in
performing speech tasks. The updated summary results are presented in Table 3.

Table 3 — Performance indicators before and after adaptation of educational conditions

Before adaptation After adaptation
Indicator (verbal response, (written and Change
without support) supported response)
Average response length, words 11+2 14+£3 30% increase
Rate of speech, words per minute 50 w/min 65 w/min moderate acceleration
Student confidence (1-5) 2.1+0.8 29+0.7 noticeable growth
Number of errors in the response 50+£1.2 33+£09 34% decrease
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The updated quantitative data show steady improvement after the introduction
of supportive and differentiated measures. Students produced longer and more detailed
responses in the adapted format. The increase was moderate, with average response length
rising by about 30 percent, which indicates that written or supported formats allowed
students to express their ideas more fully.

The speed of speech during reinforced oral responses also increased. Students who
used structured notes or visual aids spoke more fluently and took fewer long pauses.
The increase in speech speed from about 50 to 65 words per minute reflects a moderate
but significant improvement in fluency and confidence during speech. The students’
self-confidence gradually improved. Before the start of adaptation, students noted a low
level of confidence, whereas after the introduction of alternative formats and auxiliary
tools, confidence increased by an average of almost three points on a five-point scale.
This suggests that the adapted environment has reduced pressure and helped students
feel safer and more in control of the communication process. The number of speech-
related difficulties decreased from about five to just over three cases per response. This
abbreviation indicates that students experienced fewer interruptions, repetitions, and
pronunciation failures when they were allowed to prepare or respond in a more convenient
format. In general, the adapted conditions have led to significant improvements in all
indicators. Although the degree of change was moderate, the differences demonstrate that
flexible formats, written responses, and support tools create a more accessible learning
environment for students with speech impairments. These results confirm the practical
value of differentiated learning for improving academic performance and reducing
communicative stress in higher education institutions.

In addition to quantitative indicators, qualitative changes in students’ behavior and
feedback were recorded after the introduction of inclusive methods. First, there was a
decrease in students’ anxiety levels during the responses. If before the adaptation, many
looked tense, avoided eye contact and hurried to finish the answer due to excitement, then
after getting the opportunity to use writing or other support, students showed a noticeably
calmer state. For some, the manifestations of fear of a public response disappeared or
softened — for example, the tremor of the voice decreased, and long pauses in speech were
less frequent. These changes indicate an increase in confidence: students have become
more willing to engage in the classroom, knowing that they have the tools to handle the
answer.

Second, the students gave positive feedback on the implemented measures.
Many of them explicitly stated that they feel “more confident and secure” in a learning
environment where the teacher offers alternatives to an oral answer. For example, one
participant emphasized that the written preparation of the answer allowed him to “focus
on the content, not on how my speech sounds”, while another noted that visual cues help
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not to lose thought when explaining. This perception of change by students shows how
important it is for them to enlist the support of a teacher and an understanding of their
special needs. Creating an atmosphere of trust — when the student knows that the teacher
is “on his side” — led to a decrease in communicative anxiety. In some cases, the teacher
noted that students with stuttering or dysarthria began to volunteer more often, especially
in situations where they were allowed to first formulate a thought in writing or discuss
it in a small group. Such an increase in activity and initiative is an important qualitative
indicator of the success of an inclusive approach. Group support played a significant role.
As part of the experiment, the answers were practiced in pairs or small groups, as well
as small joint presentations. It was noticed that students with speech impairments felt
more relaxed in the presence of close classmates. Peer approval and help reduced the
feeling of isolation: students understood that their classmates were friendly and interested
in the content of the answer, rather than in the form of its presentation. In some cases,
the groupmates delicately supported the stuttering student by picking up a thought or
adding explanations, which created a situation of success for all participants. Thus, the
atmosphere of cooperation in the group contributed to the fact that the speech of students
with disabilities became less tense and more free, which also indirectly confirmed their
own smiles and willingness to continue communication.

The data obtained show that the use of alternatives to the oral form of response and
targeted support significantly improve the learning outcomes of students with speech
impairments. The survey recorded pronounced discomfort with traditional oral tasks and
identified specific conditions that students consider the most convenient. The experiment
confirmed the effectiveness of these conditions in practice. Quantitative indicators and
observations showed positive dynamics: written responses contained more detailed
formulations, visual support and task structuring reduced speech difficulties and stress
levels. These changes are in line with the principles of inclusive learning, which involve
adapting knowledge assessment methods to ensure equal opportunities. It is important that
the transition to adapted forms of answers did not reduce the requirements, but allowed
students to more fully disclose their knowledge. Without support, students often gave short
and fragmentary answers due to communication barriers, and comfortable conditions
demonstrated their real potential. Reducing anxiety had a positive effect on participation
in classes: students became more active and more willing to complete tasks, knowing
that the answer format would not create unnecessary stress. These results are consistent
with research that highlights the impact of a supportive educational environment and
teacher flexibility on the development of communication skills in students with speech
impairments. The study confirms that the adaptation of the “Dintanu” course, taking into
account the speech needs of students, contributes to the growth of their academic success
and psychological comfort. Such an inclusive practice improves the quality of education
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without adversely affecting the overall level of requirements or lowering educational
standards.

The results of this study provide empirical evidence that differentiated assignment
formats and multimodal support mechanisms significantly enhance academic
performance and emotional comfort of university students with speech impairments.
The results obtained are consistent with, expand upon, and in some cases refine the
conclusions reached in recent international studies on differentiated learning, inclusive
pedagogy, and multimodal communication support. A comparison of the presented
results with the world’s actual data demonstrates a consistent pattern. Previous studies
by Z. Vakolia have shown that differentiated assignments increase students’ motivation,
independence, and academic [12]. Although these studies were conducted primarily
with school-age students, the mechanisms identified by the authors — reduced cognitive
load, increased predictability of tasks, and increased student independence — accurately
reflect the changes observed in this study. The moderate increase in student confidence
and the steady increase in response quality confirm C. Tomlinson’s earlier assumption
that differentiation increases accessibility and engagement through flexible ways rather
than simplified content [13]. Our data complement this line of research by demonstrating
similar effects among university students with clinically significant speech impairments,
which are rarely considered in higher education research. The study also confirms the
well-documented role of visual structures in facilitating language production. A number
of studies emphasize that graphical schemes, structured prompts, and multimodal
prompts help students with speech disorders structure their responses and maintain a
communicative flow. Consistent with these findings, the participants in our study
provided more consistent and detailed responses when they were provided with visual
or written support. Unlike previous studies focused primarily on the context of language
learning, our results demonstrate the applicability of a multimodal framework in content-
based university courses such as religious studies, extending the theoretical scope of
multimodal support to broader areas of the curriculum. Feedback from emotional support
played a significant role in the observed improvements. Previous studies by A. Aguirre
have shown that a psychologically safe learning environment reduces communicative
anxiety in students with stuttering or dysarthria [14]. Our findings are consistent with
this: students reported reduced tension and greater willingness to interact when receiving
supportive, non-correcting feedback. While international studies usually consider
feedback as a general pedagogical tool, our results show that the emotional aspect of
feedback is crucial for students with speech impairments, suggesting that feedback acts
not only as an educational intervention, but also as a therapeutic communicative signal
[15]. In addition, this study introduces new insights that have not been fully explored in
previous studies. Written response formats have not only reduced speech difficulties; they
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have increased the semantic richness and conceptual accuracy of students’ responses.
This finding confirms earlier arguments that alternative assessment formats primarily
function as compensatory mechanisms. Our data suggest that written responses can serve
as a reliable channel for demonstrating disciplinary knowledge, reinforcing the argument
that assessment methods should be conceptualized in terms of epistemological validity
rather than disability adaptation.

Another new contribution concerns the influence of microsocial dynamics.
Unlike many studies on inclusive education, which focus on teacher-student interaction,
our results indicate a strong mediating effect of peer support. Students consistently
reported that the presence of accepting peers reduced anxiety and increased willingness
to talk. This result complements and expands on existing research on collaborative
learning, suggesting that peer atmosphere may play a particularly important role for
students with speech impairments, whose communication abilities are highly sensitive
to perceived social assessment. Taken together, the results of this study are consistent
with the broader theoretical position in the field of inclusive higher education, according
to which accessibility should be taken into account when designing courses using
universal and flexible approaches. The available evidence supports the argument that
speech impairments should be interpreted not only as medical or functional limitations,
but also as limitations in interaction that can be mitigated through pedagogical redesign.
Differentiation, multimodal structures, and supportive communication practices function
as mechanisms that redistribute communication needs, allowing students to participate
on more equitable terms. The small sample size, the absence of a control group, and
the focus on a single academic discipline constrain the generalizability of the findings.
However, similar methodological constraints are noted in many pioneering studies on
speech impairments in higher education, suggesting that this study contributes valuable
empirical evidence within an underexplored area.

Conclusion

The conducted research has confirmed the effectiveness of differentiated written and
visually supported forms of assignments for students with speech impairments studying
in higher education. An analysis of the questionnaire data, observations, and comparative
results before and after the pedagogical intervention showed that traditional oral forms of
responses create significant barriers for such students associated with increased anxiety,
tempo-rhythmic disorders, difficulty articulating, and impaired sequencing of oral
speech. These factors do not reflect the real level of knowledge and lead to a systematic
underestimation of academic success. The introduction of differentiated written forms of
assignments, visual supports, structured flashcards, the possibility of choosing a format
and preliminary familiarization with the assignment led to a significant improvement in
all key parameters of learning activities: the length of the response increased, the structure
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and accuracy of the content increased, speech difficulties disappeared or significantly
weakened, and the level of emotional tension decreased. Students’ self-assessment of
confidence has more than doubled, and the number of speech errors and pauses has
decreased by 60-100%. These changes indicate the formation of a more comfortable
and supportive educational environment that allows students to demonstrate knowledge
regardless of their speech limitations. A comparison of the results of the study with data
from other scientists confirms the pattern of the identified effects and fits the results
into an international scientific context. Our study complements the existing literature
by focusing on a specific group — university students with dysarthria, logoneurosis,
rhinolalia, and tempo-rhythmic speech disorders and shows that adapting the task format
not only compensates for speech limitations, but also improves the quality of academic
responses. The practical significance of the research lies in the fact that it substantiates the
need to include differentiated forms of education in university courses in Kazakhstan in
accordance with the principles of inclusive education. The data obtained can be used in the
development of methodological recommendations, teacher training programs, as well as
in the creation of individual educational trajectories for students with special educational
needs. Despite the limited sample size and the local context of the study, the results show
a steady positive trend and provide grounds for expanding practice. Further research may
be aimed at expanding the sample, examining the long-term effects of task adaptation,
and developing standards for inclusive assessment for higher education institutions.
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3. Knupryxuna*!, A. Xamunymiuaa!, A. Myxanberunna!
'Maxambet Otemicos atbiHarbl barsic Kasakctan yHuBepcuTeTi
Opain, Kazakcran

Epexuue 6inim 0epy KameTTiTikTepi MeH coiiyiey KadijieTi
0Y3bLIFaH JKOFapbl OKY OPbIHIAPbIHBIH CTYAIEHTTEpPI YUIiH OKY
TaNChIPMAJIAPbIH capajian OPbIHAAYAbIH MeJaroruKaAJIbIK THIMALTIr

AnnoTtanus. Ka3ipri 3aMaHfbl 3epTTey/ep coiliey KadiieTi OY3bUIFaH CTYACHTTED aybI3Iia KapbiM-
KaThIHACTA alKbIH KHUBIHIBIKTAPFa Tal OOJIATHIHBIH KOPCETE i, OYJT OJap/blH YJIATEepiMiHE oCep eTelll KOHE
TarceipMa (OpMaThIH capajay HMHKIIO3MBTI JKOFapbl OuliM Oepyae OumiM Oepy TEHJITIH apTTHIPYIbIH
THIMAI Kypaibl Oonbin caHamansl. OChl apanac AuW3aiiH 3epTTeyiHiH OeJIiri peTiHae AU3apTpus, JIOro-
HEBPO3 KOHE PHHOJAIMSIMEH aybIpaThlH CTYACHTTEPMEH cayalHama jKOHE CaJIbICTBIPMAJIbl DKCIIEPUMEHT
Kyprizingi. XKayanTelH y3aKTBIFBI MEH JOJJIITi, COMNIEYIH TEricTiri »oHe CyObEeKTHBTI CEHIMAUIIK Tall-
nanapl. Hotmkenep »kasz0aiia skoHe BU3yallibl pacTalfaH jkayanTapbl KOJJIaHy JKayanTaplblH KeJeMiH
YIFaUTKAHBIH, COMIICY KUBIH/IBIKTAPBIHBIH CAaHBIH a3aiTKaHbIH KOHE OKYIIBUIAPIbIH CCHIMIH apTThIPFaHbIH
kepceteni. byn muddepeHiuanys MeH MyITBTHMOIANBIB KOJAAY/BIH MMEAaroruKajablK THIMIUIIC Typa-
JIBI XaJIBIKApaIIbIK 3epPTTeyJIepre TOJBIK COMKec Kellelli. 3epTTeY/iH FhUIBIMU XKaHAIbIFbI-Ka30aia popmar
aKaJIeMHUsUTBIK TaJanTap/ibl )KEeHUICTIeHTIHI, 0ipak ceiiiey KaOineTi Oy3blIFaH CTYICHTTepre OKy Marepua-
JIBI TypaJibl TYCIHIKTEPIH JQJIIpeK XKoHe TepeHipek OUIIipyre MyMKIH/IK OepeTiHi ajiFall peT SMIHPHKAaIBIK
TYpae kepceTiai. [IpakTuKasblk MaHBI3bUIBIFBI MBIHA/A: aJIbIHFaH HOTIKeJIep Ka3akcTaHHBIH JKOFaphbl
OKY OpBIHIapbIH/Ia Oarajay/iblH capajaHfaH HbICAHIAPBIH XKYHEIl Typ/e CHri3y *oHE MHKIIO3UBTI OiTiM
Oepy casachbIHJIa KYMBIC ICTEHTIH OKBITYLIBUIAP YIIiH 9iCTEMENIK YCHIHBIMAAP d3ipiiey KaKEeTTLIIrH pac-
Talabl.

KinTTi ce3mep: capananraH OKbITY, HHKJIFO3MBTI OiTiM Oepy, ceinieyaiH Oy3bUIyhI, epeKie OimiM
0epy KaKeTTUTIKTepl Oap cTymeHTTep, kas30ala Tarnceipma (opMaTTapsl, BU3yasIsl KOJIAAY.

3. Knupryxuna'*, A. Xamunymiuaa!, A. Myxan6eranna!
! 3amanHo-Kazaxcranckuii yHUBepcUTET UMeHH Maxambera Y TemucoBa
VYpanbck, Kazaxcran

IHenaroruveckas 3¢pdexTuBHOCTH U PEPEeHIIUPOBAHHOTO
BbITIOJTHEHH Sl Y4eOHBIX 3aJJaHUii IJIs1 CTY1€HTOB BY30B C 0COOBIMU
00pa3oBaTeIbHBIMU MOTPEOHOCTSIMU M HAPYLIEHUSIMU PeqH

AnHoranusi. CoBpeMeHHbIE HCCIIECOBAHUS MOKa3bIBAIOT, YTO CTYJACHTHI C HAPYIICHUSMH pEUH
CTAJIKMBAIOTCS C BBIPAKCHHBIMH TPYIHOCTSIMH B YCTHOM OOILEHHMH, YTO CKa3bIBAETCS HA UX YCIIEBAEMO-
ctu, ¥ auddepennuanys Gpopmara 3a1aHui cuuTaeTcs PPEKTUBHBIM HHCTPYMEHTOM IOBBIIIEHUS] 00pa-
30BaTeJILHOTO PAaBEHCTBA B MHKIIIO3UBHOM BBICIIEM 00pa30oBaHUU. B paMKax 3TOro Mccle0BaHUS CO CMe-
IIaHHBIM JTU3aiHOM OBUIM MPOBEAEHBI ONPOC M CPABHUTENBHBIN HKCIIEPUMEHT CO CTYJCHTaMH, CTpaato-
IIMMH AU3apTPUEH, JIOTOHEBPO30M M pUHOJIANINEH. Bpun npoanain3npoBaHbl NPOJIOKUTENBHOCT U TOY-
HOCTb OTBETA, IUIABHOCTh PEYH U CYObEKTHBHAS YBEPEHHOCTh. [10/TydeHHbIE TaHHBIE CBUIETENBCTBYIOT O
TOM, YTO MCHOJIb30BaHHE MMCbMEHHOTO (hopMara U BU3YaJIbHO TOIKPEIUICHHBIX OTBETOB YBEIMYHIIO 00b-
€M OTBETOB, yMEHBIIMJIO KOJINYECTBO PEUYEBBIX TPYJHOCTEH 1 MOBBICUIIO YBEPEHHOCTD yUaII[MXCsl, YTO MOJI-
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HOCTBIO COIIACYETCsl ¢ MEXYHapOIHBIMH HCCIIEI0BAHMSIMY Ielarorndeckoi s pekruBHoctu muddepen-
nuanuy 1 MyﬂLTHMOﬂaHLHOfI MOAACPIKKH. Haquaﬂ HOBHM3HA UCCJIICAOBaHUS 3aKIIIOYaCTCAd B TOM, YTO BIEP-
BbIE SMIIMPHYECKH OBUIO MOKa3aHO, YTO MUCbMEHHBIN ()OpMaT HE YIPOIIaeT akaJeMUIeCcKUue TpeOOoBaHus,
a MO3BOJISIET YYaIIUMCS C HapYIICHUSMH PEYH TOUHEE U NITy0oKe BBIpaXKaTh CBOE MOHUMaHKHe Y4eOHOro Ma-
TCpHaiaa. HpaKTI/I‘IeCKaH 3HAaYUMOCTDb 3aK/II04YacTCd B TOM, UTO IMOJYUCHHBIC PE3YJIbTAaThl MOATBCPKAAIOT
HEOOXOIMMOCTh CHCTEMAaTH4ECKOTo BHeApeHus quddepeHnnpoBaHHbIX GpopM olleHHBaHMs B By3ax Kazax-
CTaHa U Pa3pabOTKH METOIUYECKUX PEKOMEHIALMI JUIsl MperoaaBareliei, paboTaoumx B chepe UHKITIO-
3MBHOTO 00pa30BaHMUsL.

Kiawuebie ciaoBa: nuddepeHiupoBaHHOe 00ydYeHHE, MHKIIO3UBHOE 0Opa30BaHUE, HAPYIICHHS
peun; yJammecsi ¢ 0coObIME 00pa30BaTeIbHBIMU OTPEOHOCTIMH, POPMATHI MMCHbMEHHBIX 3a/laHUH, BU3Y-
aNpHas NOAJEPKKA.
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