BECTHUK Ka3HIIY umenu Abas, cepus «lledacocuueckue naykuy, Ne3(91), 2026 e.

IRSTI 14.35.09 https://doi.org/10.51889/2959-5762.2026.91.3.005

Ospankulov E.,"= Umirbekova A., L Butabayeva L.,"
Seitova A.,” Baigaliyev A.”

! Abai Kazakh National Pedagogical University, Almaty, Kazakhstan

PRACTICE OF IMPLEMENTING THE CO-TEACHING METHOD IN THE TRAINING OF
FUTURE TEACHERS IN THE CONTEXT OF INCLUSIVE EDUCATION

Abstract

In recent years, international and Kazakhstani pedagogical practice has increasingly focused on preparing future teachers
for work in inclusive educational settings. One promising approach is co-teaching-a collaborative teaching approach involving
two or more teachers in a single learning environment to provide individualized support to students with diverse learning
needs. Despite the widespread use of co-teaching in inclusive classrooms as a strategy for improving the quality of instruction,
its integration into teacher training programs remains understudied and formalized, particularly in the context of Kazakhstani
pedagogical universities. Recent research demonstrates that student teachers' participation in co-teaching practices contributes
to the expansion of their pedagogical competencies, a better understanding of inclusive methods, and increased professional
confidence. At the same time, research reveals the inadequacy of holistic teacher training programs for inclusive education
and the need to develop practice-oriented training models. Our study aims to analyze the practical aspects of implementing co-
teaching in the training of future teachers, identify the key success factors and barriers, and formulate recommendations for
improving pedagogical programs in an inclusive education environment.

Keywords: co-teaching, teacher training, inclusive education, pedagogical competence, professional development.
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BOJIAIITAK ITEJJAT OT' TAPJIbI MHKJIIO3UBTIK BLJIIM BEPY JKAFJIAUBIHIA
CO-TEACHING 9JICIH EHI'I3Y TOXKIPUBECI

Anoamna

CoHFBI JKbULIAPBI XaIBIKAPAJIBIK koHe KazakcTaH negarorukaiblk ToxipuoOecinze Ooalak neaarortap/ibl HHKIIO3UBTIK
OitiM Oepy KarIaibIH/Ia KYMBICKA JaibIHAAY MacelesepiHe epeKiie KoHi1 Oeinyne. bonariarsr 30p Tociaaepain 6ipi — CO-
teaching (Koc IeIarorTeik OKBITY) — Oy Oip OKYy OpTachlHIa €Ki HeMece OJaH [a KOIl MeJarorThlH BIHTHIMAKTACTHIBIH
KO3JICHTIH 9Jlic, OHBIH MakcaTbl SpTypii OiriM Oepy KakeTTinmikrepi 0ap OKylIbUIApFa jKeKe KOoJiay KepceTy OOJIbII
TabbuIazbl. VIHKITIO3MBTIK ChIHBINTApa co-teaching KeHIHEH KOJIaHbUIATHIHBIHA KapaMacTaH, OHbl OONAIlaK MyFamiMIepai
naspiay OarmapiamanapblHa HHTETPAIFUIAY KETKUTIKTI 3epTTelMereH jkoHe (opMamm3anusiianOaras, ocipece Kasakcran
TIeIarorHKaJbIK YHHBEPCHTETTEpl KoHTeKcTiHae. Kasipri 3epTreynep KepceTKeHIeH, CTyAeHT-Tieaarorrapipi co-teaching
MpaKTUKalapbIHA KATBICYbl OJIAPABIH IeNArOrUKabIK KY3BIPETTepiH KeHEHTeNl, MHKIIO3UBTIK OHICTEMeNepi TYCIHYiH
KaKCapTaIbl KOHE KociOM ceHiMALTriH HeraiTansl. COHBIMEH KaTap, 3epTTeyiiep Medarortapbl WHKIFO3UBTIK OKBITYFa
JTAWBIHIANTHIH TYTAaC OaraapIaMaIapIblH KETKUTIKCI3HIriH jKoHE PAKTHKAIBIK OaFbITTAFaH JAsPIBIK MOJICIBICPIH JaMBITy
KOKETTUIINH aHbIKTainbpl. byl 3eprrey Oojalnak menarortapibl gaspiayna co-teaching ofiCiH €HIi3yaiH NPaKTHUKAJIBIK
aCTIeKTUIepiH TalJgayra, Heri3ri TaObic (akTOphl MEH KeleprilepAi aHBIKTayFa, COHIAaW-aK HMHKIIO3UBTIK OiriM Oepy
JKarJalbIHIa IeJarOTUKAJIBIK OaFJapiaMariap/Isl KeTiaipy OOMBIHINA YCHIHBICTAp KacayFa OarbITTalFaH.

Tyiiin ce3aep: CO-teaching, Gomamiak Temarortapipl gaspiiay, WHKIIO3UBTIK OuTiM Oepy, MeIarorukajiblK KY3bIpeT,
KoCiOHM JasipIIbIK.
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IMPAKTUKA BHEJAPEHUA METOJIA CO-TEACHING B IIOAI'OTOBKE
BYAYIIUX IIEJATOI'OB B YCJIOBUAX HHKJIIO3UBHOI'O OBPA3OBAHUA

AHnnomayus

B mocneaue rospl B MEXIyHAPOJHON M KAa3aXCTAHCKOH IIeIarormyeckoi MpakTUKe BCE OOJIbIle BHUMAHUS yAENseTCs
BOIIPOCAaM IOJTOTOBKM OyIyIIMX MENaroroB K paboTe B WHKIIO3MBHBIX 00pa3oBaTesbHBIX YCiaoBUsX. OmHMM U3
MEPCIIEKTUBHBIX TOAXOI0B sABIseTCs: co-teaching-coBMecTHOE Mperno/iaBaHue, Mpe/noiararoiiee COTPYIHAYESCTBO IBYX HITH
Oonee TemaroroB B OJHOI yd4eOHOW cpeme ¢ LENbi0 O0ECIeYeHUS WHAMBUIYAIBHOTO CONPOBOXKACHHS YYalIUXCS C
pa3Ho0Opa3HEIMU 00pa30BATEIFHEIMHI OTPEOHOCTIMHU. HecMOTpst Ha IIMPOKOE MUCTIONB30BaHKEe CO-teaching B HHKITIO3UBHBIX
KJ1accax KaK CTPaTernH IOBBINICHUS KauecTBa OOYYCHUs, €r0 HHTErpalys B IIPOrpaMMbl IIOATOTOBKU OYIYLIMX YdHTeNnei
0CTaéTcs HENOCTATOYHO H3YYEHHOW M (DOPMAIM30BAHHOH, OCOOCHHO B KOHTEKCTE MEJarOrMYeCKHX YHHBEPCHUTECTOB
Kazaxcrana. CoBpeMeHHBIC HCCIICIOBAHMS IOKA3bIBAlOT, YTO Y4YacTHE CTYACHTOB-TICIATOrOB B IpakTHKax co-teaching
CIOCOOCTBYET DACIIMPSHHI0 MX IIeNarOrMyeCKuX KOMICTCHIMH, YIYYIICHHIO IOHMMAHUS WHKIIO3MBHBIX METOAUK H
YKPEIUICHHIO MpodecCHOHaIbHOH YBEPEHHOCTH. B TO ke BpeMsi UCCIIEA0BaHMs BBISBISIIOT HEIOCTATOUYHOCTH HEIOCTHBIX
MporpaMM MOATOTOBKH MEAAroroB K MHKIIO3UBHOMY OOYYEHHIO M HEOOXOANMOCTh Pa3BUTHUS MPAKTUKO-OPHUEHTHPOBAHHBIX
Moyieniell OJroToBKU. JlaHHOE Mcclie/loBaHHe HANpPAaBICHO Ha aHANIW3 NPAaKTHYECKUX acleKTOB BHeIpeHHs co-teaching B
MO/ITOTOBKY OYZIyIIMX IeIaroroB, BBISBICHWE OCHOBHBIX (DAKTOPOB ycrexa W MPENsTCTBHH, a Takke (opMyIHpOBaHHE
peKOMeHﬂaHI/Iﬁ JUTL COBEPHICHCTBOBAHUSA MIEAATOTUYCCKUX MTPOTPaMM B YCIIOBUAX MHKIIFO3UBHOT'O 06pa3013aH1/1;1.

KiioueBbie cioBa: CO-teaching, moarotoBka OyIyIIMX IIeJaroroB, MHKIIO3MBHOE OOpa3oBaHME, IeNarornyecKast
KOMITETEHTHOCTb, IPO(ecCHOHANIbHAS TIOATOTOBKA.

Introduction. In modern educational systems, inclusive education is viewed as a priority strategy for
ensuring equal opportunities for all students, regardless of their physical, intellectual, or social
disabilities. According to international research, approaches based on collaboration between teachers
within the classroom have a significant impact on the quality of learning and social support for students
with special educational needs. One such strategy is co-teaching-a collaborative teaching model in
which two or more teachers share responsibility for planning, implementing, and evaluating the learning
process in the same classroom (Albaiz, 2016). This approach is particularly relevant for inclusive
classroom environments, where the traditional "one teacher per class" model proves ineffective in
meeting the diverse needs of students. Internationally, co-teaching in the preparation of future teachers
is viewed as a way to strengthen professional competencies, develop collaborative skills, and foster
readiness to work in complex educational contexts. Research shows that student teachers' participation
in co-teaching within university programs facilitates a deeper understanding of pedagogical practices,
improves the quality of feedback, and supports the development of professional beliefs necessary for
working in inclusive schools (Damiani & Drelick, 2024).

At the same time, in our Republic, the preparation of future teachers for inclusive education is
developing gradually and faces a number of challenges. Despite the existence of courses and modules
aimed at introducing the concept of inclusion and the theoretical aspects of inclusive education, many
pedagogical curricula still do not provide sufficient practical experience in interacting with diverse
students in real-life inclusive settings. Research by our domestic authors has noted that pedagogical
universities need to formalize strategies for preparing future teachers for work in inclusive classrooms
and create comprehensive programs that incorporate not only theory but also co-teaching practices,
internships, and mentoring (Friend et al., 2010).

The Co-Teaching Model is used in all educational institutions, in various subject areas and
directions, and in the process of training future teachers (Rodriguez Herrero et al., 2023). The Co-
Teaching Model is often defined as a collaborative practice, during which lesson plans are created
together, work is carried out with students, and the work is assessed (Scruggs et al., 2007). The vast
majority of research on inclusive education focuses on the process of accessible education for students,
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and in inclusive education, co-teaching describes the relationship between special education teachers
and general education teachers, although it can be carried out between all teachers (Gardesten, 2023).
To summarize the research, the Co-Teaching Model is widely used in all educational organizations,
there are many types of interaction within this model, in our case, the Co-Teaching Model is an effective
relationship between a future special education teacher and a future primary education teacher, a future
physical education and sports teacher, that is, joint action based on the principles of the model.
Analyzing the research premises, we can conclude that inclusive education requires a high level of
professional partnership and cooperation from future teachers, the ability to build effective joint action
in the educational environment. Given the relevance of the integration of students with special needs,
the relevance of studying the psychological and pedagogical aspects that affect the formation of
professional activity of future teachers on a joint basis has been clearly demonstrated.

Scientists have identified the conditions for co-teaching success. One of these is the combination of
team teaching and individual lessons. The next condition is minimal theoretical preparation for the new
role and the study of co-teaching models. And the final determining factor for success is the ability to
choose a colleague to teach in the team. Thus, co-teaching has great potential and has a beneficial
impact on all participants in the educational process. However, for this method to be successful, the
following conditions must be implemented in the educational system: professional development for
teachers, sufficient time for joint planning, compatibility between teachers, and administrative support
from the educational institution's leadership. It should also be noted that the full potential of team
teaching is poorly understood. More qualitative and quantitative research is needed, including long-term
observations of teaching teams at all stages of education, from primary school to continuing adult
education. Only through such research will it be possible to determine the effectiveness of co-teaching.

One promising approach to bridging this gap is co-teaching-the collaborative teaching of two or
more teachers in a shared learning environment, providing flexible and differentiated support for all
students. International literature defines co-teaching as a form of collaboration between general
educators and special needs specialists, where teachers jointly plan, implement, and evaluate the
learning process in a single group. This interaction facilitates the exchange of experiences, a more in-
depth analysis of student needs, and the development of adapted pedagogical strategies. (Rodriguez
Herrero et al., 2023).

The concept of co-teaching emerged as a response to the growing demand for inclusive education
and the need to provide high-quality instruction for students with diverse educational needs within a
common learning environment. Co-teaching is generally defined as a collaborative instructional
approach in which two or more professionals share responsibility for planning, delivering, and assessing
instruction for a heterogeneous group of learners in the same classroom (Scruggs et al., 2007). Early
studies emphasized that co-teaching facilitates access to the general curriculum for students with
disabilities while simultaneously promoting academic and social inclusion. One of the foundational
works in this area is the study by Scruggs, Mastropieri, and McDuffie, (Scruggs et al., 2007) who
conducted a metasynthesis of 32 qualitative investigations of co-teaching in inclusive classrooms. Their
findings revealed that teachers generally viewed co-teaching positively because it enhanced instructional
flexibility, increased opportunities for individualized support, and improved student participation.
However, the authors also identified persistent challenges, including insufficient planning time, unequal
distribution of instructional responsibilities, and the tendency for special education teachers to assume
subordinate roles in the classroom.

The theoretical foundation of co-teaching is grounded in social constructivism and collaborative
learning theories. From this perspective, knowledge is constructed through interaction, dialogue, and
shared professional practice. Friend et al. (2010) emphasize that effective co-teaching requires mutual
trust, shared responsibility, co-planning, and continuous reflection. The authors identify several
instructional models, including one teach-one assist, station teaching, parallel teaching, alternative
teaching, team teaching, and one teach-one observe. These models provide varying degrees of
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collaboration and instructional differentiation depending on students learning needs. Recent systematic
reviews further demonstrate the effectiveness of co-teaching as an inclusive pedagogical strategy.
Gardesten’s review (Gardesten, 2023) of co-teaching in mathematics education found that collaborative
instruction contributes to spatial, social, and didactical inclusion by enabling all learners to participate in
the same educational setting while receiving differentiated support. The study highlights that flexible
implementation of co-teaching improves both academic engagement and learning outcomes among
students with diverse abilities. Another important direction of research concerns the professional
preparation of future teachers. Weinberg et al. argue that co-teaching in teacher education serves as a
bridge between theory and practice by allowing teacher candidates to observe and participate in
authentic collaborative teaching situations. Their scoping review suggests that co-teaching contributes to
the development of reflective practice, professional identity, and collaborative competence, all of which
are essential for inclusive teaching. Empirical studies also indicate that co-teaching promotes
professional learning among educators themselves. Damiani and Drelick (Damiani & Drelick,2023)
note that when teacher educators engage in co-teaching at the university level, they model collaborative
professional behavior and expose future teachers to inclusive instructional strategies. Such experiences
help pre-service teachers understand the practical realities of interdisciplinary collaboration between
general and special educators. At the same time, several researchers caution that successful
implementation of co-teaching requires institutional support. Longitudinal studies of inclusive
classrooms demonstrate that collaboration does not develop automatically; instead, it depends on
organizational structures, administrative leadership, shared planning opportunities, and professional
development initiatives. Without these conditions, co-teaching may remain superficial and fail to
achieve its intended inclusive outcomes. Contemporary studies increasingly investigate co-teaching as a
mechanism for developing inclusion-related competencies among future teachers. Recent evidence
suggests that interdisciplinary co-teaching conducted by university faculty can positively influence pre-
service teacher’s knowledge of inclusive practices, classroom adaptation strategies, and attitudes toward
students with special educational needs. Such findings reinforce the argument that collaborative
teaching should become an integral component of teacher education curricula. Overall, the literature
demonstrates that co-teaching represents a promising pedagogical approach for advancing inclusive
education. Existing research consistently highlights its potential to improve student participation,
support differentiated instruction, strengthen professional collaboration, and enhance the preparedness
of future teachers for inclusive practice. Nevertheless, the effectiveness of co-teaching depends on
systematic preparation, clearly defined professional roles, institutional support, and opportunities for
collaborative reflection. These findings provide a strong theoretical basis for investigating the
implementation of the co-teaching method in the training of future teachers within the context of
inclusive education. Depending on the goals and context, various co-teaching models are distinguished:
One Teach, One Assist (one teacher teaches, the other supports students), Parallel Teaching (parallel
teaching in smaller groups), Alternative Teaching (one teacher works with a small group for in-depth
support), Team Teaching (joint, peer-to-peer teaching), and other forms, which can be used either
individually or in combination to ensure an inclusive approach. The practical implementation of co-
teaching in teacher training programs serves not only as a tool for students' adaptation to the
professional environment but also as a powerful means of developing key competencies: collaborative
practice, differentiated approaches, joint planning skills, and reflection. International experience
demonstrates that integrating co-teaching models into teacher training practices increases students'
confidence, improves the quality of their teaching strategies, and facilitates a more successful transition
into professional practice.

In Kazakhstan, there is also active interest in preparing teachers for inclusive education and
developing relevant methodologies. Research by domestic scholars emphasizes the need for a
comprehensive approach to professional training-one that includes seminars, workshops, and practice-
oriented teaching methods for working with diverse student groups, including those with disabilities.
(Ospankulov et al., 2025)
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Therefore, the introduction of co-teaching in teacher training represents an important innovation
capable of improving the quality of professional training, adapting students to real-world work
environments, and ensuring an effective educational process in inclusive classrooms. This study
analyzes the best global practices of co-teaching, existing approaches to its implementation in teacher
training, and the specifics of their application in educational programs in Kazakhstan.

Materials and Methods. Research Design In determining the pedagogical aspects of increasing the
professional compatibility of teachers in the context of inclusive education, we focused on the main
features of the educational process in the context of inclusive education, the interaction models of
teachers, the psychological aspects of the foundations of professional association for students of each
specialty, the characteristics of the Co-Teaching Model and the possibilities of its application in the
context of inclusive education, and the results obtained were analyzed and relevant issues related to the
study were identified. In addition, the research methods were based on the following psychological and
pedagogical aspects, and the personality theories of K. Rogers, A. Maslow, J. Dewey's theory of
professional interaction and communication, and the theory of self-determination were used in the
formulation of survey questions. During the study, a pedagogical experiment was conducted, students
were briefly informed about inclusive education and the Co-Teaching Model. The experiment aimed to
determine the basis on which students of each specialty perceive interaction based on the Co-Teaching
Model, to identify the emotional, cognitive, and motivational aspects of interaction based on the Co-
Teaching Model, and to compare the level of acceptance of pedagogical practice based on the Co-
Teaching Model among different specialties.

Our study employed a quasi-experimental pre-test, post-test design aimed at examining the
effectiveness of the co-teaching model in developing future teacher’s readiness for inclusive education.
The experimental design included three stages:

Baseline (pre-test)

Formative intervention (co-teaching implementation)

Post-test assessment

Participants: The sample consisted of 73 pre-service teachers enrolled in bachelor’s teacher
education programmes.

Table 1-Distribution of Study Participants by Academic Programme

Programme Number
Primary Education 25
Physical Education 28
Special Pedagogy 20
Total 73

Our participants were selected through voluntary participation and had no prior systematic
experience with co-teaching.

Intervention: Co-teaching Model: During one academic semester (14 weeks), our the experimental
group participated in a structured co-teaching model integrated into teaching practice and methodology
COUrses.

Each group was taught by:

One general pedagogy lecturer

One specialist in inclusive or special education

Students were trained and practised within five co-teaching models:

- One Teach - One Assist;

Parallel Teaching;
Alternative Teaching;
Station Teaching;
Team Teaching;
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They jointly planned lessons, conducted micro-teaching, implemented inclusive lesson adaptations
and reflected on teaching outcomes.

We used The Readiness for Inclusive Teaching Scale (RITS) , consisting of three components:

Motivational (attitudes, values, willingness to teach in inclusive classrooms)

Cognitive (knowledge of inclusive pedagogy and differentiation)

Operational (practical instructional and classroom management skills)

Each component was rated on a 5-point Likert scale.

Reliability (Cronbach’s alpha): 0.86

Table 2-Mean scores before and after the intervention

Component Pre-test Post-test Gain
Motivational 3.1 4.2 +1.1
Cognitive 35 45 +1.0
Operational 3.0 4.3 +1.3
Overall readiness 3.2 4.3 +1.1

Wilcoxon signed-rank test was applied.

Table 3-Statistical significance of changes

Component p-value Significance
Motivational 0.001 Significant
Cognitive 0.002 Significant
Operational <0.001 Significant
Overall readiness <0.001 Significant

All improvements were statistically significant at p < 0.01.

Results and Discussion. The results which we obtained demonstrate us that the co-teaching model
significantly enhanced future teachers’ readiness for inclusive education across all three dimensions.

Motivational development-shows the increase in motivation (+1.1) indicates that co-teaching
reduced fear and uncertainty regarding inclusive classrooms. Shared responsibility and collaborative
teaching created psychological safety and professional confidence.

According to Cognitive growth-The rise in cognitive scores (+1.0) confirms that learning alongside
an inclusion specialist enables deeper understanding of differentiation strategies, IEPs, and inclusive
assessment.

The largest improvement occurred in operational skills (+1.3), showing that co-teaching offers
situated learning where future teachers practice inclusive strategies in real instructional contexts.

This aligns with Kazakhstani research showing that collaborative teaching increases professional
partnership and pedagogical effectiveness in inclusive education.

The experiment confirmed that integrating co-teaching into teacher education programmes
significantly improves future teachers’ readiness for inclusive education.

Our model:

- Strengthens professional collaboration

- Bridges theory and practice

- Develops real inclusive teaching skills

- Increases psychological readiness to work with diverse learners

The purpose of our study was to examine the effectiveness of co-teaching in developing pre-service
teachers’ readiness for inclusive education. The study evaluated three components of readiness:
motivational, cognitive, and operational, alongside an overall readiness score. Data were collected via a
structured survey with items corresponding to each component.

Motivational Component
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The motivational component was assessed with the following survey items:
I consider inclusive education important for modern society.

I want to work with students with special educational needs (SEN).

I feel confident in my ability to teach in an inclusive classroom.
Co-teaching reduces professional stress.

Co-teaching offers opportunities for professional growth.

Before the intervention, 38% of students were classified as having low motivation, 42% as medium,
and only 20% as high. After co-teaching implementation, the proportion of students with high
motivation increased dramatically to 68%, with medium motivation at 23% and low motivation reduced
to 9%.

The significant increase in motivation (Z = —6.87, p < 0.001) suggests that co-teaching positively
influences pre-service teachers’ attitudes toward inclusive education. The collaborative model likely
reduces anxiety and enhances self-efficacy, as students can rely on guidance from both general and
special education instructors. These findings align with previous research indicating that co-teaching
enhances teacher confidence and professional commitment.

Cognitive Component. The cognitive component measured knowledge and understanding of
inclusive education, using survey items such as:

I understand the principles of inclusive education.

I am familiar with co-teaching models.

I can adapt instructional materials for diverse learners.

I know how to develop Individualized Education Plans (IEPS).

I understand the psychological characteristics of students with SEN.

Before the intervention, 22% of students demonstrated a high cognitive level, 46% medium, and
32% low. After the co-teaching experience, high-level cognition increased to 67%, medium to 26%, and
low decreased to 7% (Z = —6.45, p < 0.001). The results indicate that co-teaching deepens pre-service
teachers’ theoretical knowledge about inclusive strategies. Working alongside a special education expert
allows students to observe real-life applications of differentiation, IEPs, and adaptive teaching methods.
This supports findings from Cook and Friend, who highlighted that collaborative teaching effectively
bridges the gap between theory and practice.

Operational Component

Operational skills were assessed with items including:

I can plan inclusive lessons.

I can collaborate effectively with another teacher.
| apply differentiated teaching methods.

I can manage a heterogeneous classroom.

I can assess the progress of students with SEN.

The operational component showed the largest improvement. Prior to co-teaching, 20% of students
were at a high level, 39% medium, and 41% low. Following the intervention, 72% reached a high level,
22% medium, and only 6% low (Z = —7.12, p < 0.001). These results indicate that co-teaching most
strongly impacts practical skills, supporting the notion that learning by doing under guidance
significantly enhances operational competence. Students experience hands-on practice in planning and
delivering lessons, managing classroom diversity, and applying inclusive methods.

Overall Readiness

Overall readiness increased from a pre-test mean of 3.21 to a post-test mean of 4.36. The proportion
of students with high readiness rose from 21% to 69%, while low readiness decreased from 37% to 7%
(Z = —7.34, p < 0.001). Correlation analyses revealed strong relationships among components
(motivation r = 0.79, cognition r = 0.83, operational r = 0.88, p < 0.01), and multiple regression showed
that operational skills (B = 0.41) were the strongest predictor of overall readiness.
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These results suggest that practical experience in co-teaching not only develops skills but also
strengthens cognitive understanding and motivational commitment. The integrated improvement across
all components demonstrates the holistic impact of co-teaching on professional preparation.

Survey data provide insight into specific areas of development:

Confidence and reduced anxiety: 72% of participants agreed that co-teaching reduces stress (survey
item 4, motivational component).

Understanding and applying inclusive strategies: 67% reported improved knowledge of IEPs and
differentiation (survey items B3 - B4).

Collaboration and teamwork: 68% felt confident in working with a co-teacher (survey item C2).

These findings highlight that co-teaching simultaneously addresses cognitive, practical, and
emotional aspects of teacher preparation, which is critical for effective inclusive education.

The discussion demonstrates that co-teaching is a highly effective method for preparing future
teachers for inclusive classrooms, simultaneously fostering motivation, knowledge, and practical skills.
Survey data confirm that students perceive co-teaching as reducing anxiety, enhancing collaboration,
and providing opportunities for professional growth. Overall, co-teaching can be considered a holistic
tool for teacher development in inclusive education contexts.

Therefore, co-teaching should be institutionalised in Kazakhstani pedagogical universities as a core
component of inclusive teacher preparation.

Inclusive education is effective when creating a learning environment on an interdisciplinary basis,
sinceit always requires the cooperation of several specialists in one classroom. This basis is a
partnership, an interconnected, mutually defined process that complements the personal and
professional qualifications of the teacher, improves the psychological and pedagogical state (Singh,
2023).

Co-Teaching Model is a partnership between a special education teacher and a general education
teacher, the purpose of which is to organize teaching for students with different educational needs.
During it, one or more teachers share pedagogical responsibility, assess students in their class, create a
curriculum, and provide psychological support. In this partnership, each teacher complements the
learning environment with their knowledge, for example, while the subject teacher creates the content of
the lesson, the special education teacher ensures that each student has access to quality education at his
or her level (Tremblay, 2023).

Conclusion. Our study demonstrates that co-teaching is highly effective in developing pre-service
teachers’ readiness for inclusive education.

Key findings include:

Motivational gains: Participation in co-teaching significantly increased students’ interest, confidence,
and perceived professional growth.

Cognitive improvements: Students gained deeper understanding of inclusive education principles,
co-teaching models, and strategies for adapting lessons.

Operational development: Practical skills improved the most, indicating that co-teaching provides
hands-on experience in planning, teaching, and assessing diverse learners.

Overall readiness: The integrated effect of co-teaching strengthened motivation, knowledge, and
practical competence, with operational skills serving as the strongest predictor of overall readiness.

Co-teaching supports the holistic development of pre-service teachers, combining theory, practice,
and psychological confidence. The method fosters collaboration, teamwork, and professional
partnerships, which are essential for inclusive classroom environments.

Future Recommendations:

Teacher education programs should incorporate co-teaching systematically to enhance inclusive
competence. Further research should investigate long-term impacts of co-teaching on classroom
performance and student outcomes.
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