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MODELS OF PEDAGOGICAL SUPPORT IN THE EDUCATIONAL PROCESS OF
CHILDREN WITH AUTISM

Abstract

The growing number of children with autism spectrum disorder (ASD) enrolled in mainstream schools has
intensified the need for effective pedagogical support systems that facilitate their academic achievement, social
adaptation, and inclusion. Despite increasing attention to inclusive education, comprehensive and evidence-based
pedagogical support models for children with ASD remain insufficiently developed.

The purpose of this study was to identify, systematize, and substantiate effective models of pedagogical support for
children with ASD in inclusive educational settings.

The study was based on a theoretical analysis of current research on inclusive education and the education of
children with ASD. Scientific publications were reviewed and compared to identify the main approaches to pedagogical
support, their common features, and differences in practical application, with particular attention to systematizing existing
models and their structural and functional characteristics.

The analysis showed that successful educational support cannot rely on a single method or specialist, but is built
through individualized educational planning, flexible teaching practices, coordinated work of teachers, psychologists,
speech therapists, and tutors, and continuous cooperation with families. Pedagogical support models were examined and
grouped according to their key functions and implementation conditions; although they differ in organization, all share
the goal of creating learning environments responsive to the individual needs of children with ASD. A well-organized,
adaptable support system was found to promote greater classroom participation, strengthen communication and social
interaction, and improve the overall quality of inclusive education. The scientific significance lies in clarifying theoretical
foundations and developing a structured classification of pedagogical support models; the practical significance lies in
the applicability of the proposed models in schools, resource centers, and special education institutions.

The study concludes that successful inclusion of children with autism depends on adaptive, interdisciplinary, and
child-centered pedagogical support systems that address individual educational needs and promote full participation in
the learning process.

Keywords: children with autism, autism spectrum disorders, inclusive education, pedagogical support, support
models, individualized learning, tutoring, educational environment, socialization.

Introduction. In the conditions of the globalization of the educational space and the transition
to a humanistic paradigm of education, the development of inclusive education as a mechanism for
ensuring equal opportunities for all categories of students is particularly important. In the Republic
of Kazakhstan, inclusive education is considered a strategic direction of state educational policy,
aimed at integrating children with special educational needs, including those with autism spectrum
disorders (ASD), into the general educational environment.

Inclusive education in Kazakhstan is supported by a well-established legislative framework. The
main legal documents include the Law of the Republic of Kazakhstan «On Educationy, the Law «On
the Rights of the Child in the Republic of Kazakhstan», and the Law «On Social and Medical-
Pedagogical Correctional Support for Children with Disabilities». Together, these acts guarantee
every child's right to education and require educational institutions to provide appropriate learning
conditions for students with diverse educational needs. Their implementation is reinforced through
national education development strategies that promote inclusive practices and improve the
accessibility of the educational environment.
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The growing number of children diagnosed with autism spectrum disorder (ASD) has made the
search for effective pedagogical support approaches increasingly important. For many schools,
inclusion is no longer viewed as a future objective but as an everyday educational reality. Children
with ASD often experience difficulties in social interaction, communication, and self-regulation,
although the nature and severity of these challenges vary from one child to another. As a result,
educational support should be flexible, individualized, and based on close cooperation among
teachers, specialists, and families. These circumstances highlight the need to examine pedagogical
support models that can be effectively implemented in inclusive educational settings. Despite certain
achievements in the development of inclusive education in Kazakhstan, systemic problems remain
related to the insufficient training of teaching staff, the lack of unified methodological approaches,
and inadequate interdepartmental coordination.

Despite substantial progress in legislative regulation and institutional development, the
implementation of inclusive education for children with ASD remains associated with numerous
pedagogical challenges. Children with autism often experience persistent difficulties in
communication, social interaction, behavioral regulation, executive functioning, and adaptive
learning skills. Consequently, conventional teaching approaches frequently fail to meet their
educational needs, making systematic pedagogical support an essential component of successful
inclusion.

Recent international studies demonstrate that effective educational support should be based on
individualized educational planning, interdisciplinary collaboration among educational professionals,
active parental involvement, structured learning environments, and continuous assessment of
children's developmental progress. Rather than relying on isolated interventions, contemporary
educational practice increasingly recognizes the importance of integrated pedagogical support
systems that combine multiple evidence-based approaches.

Although Kazakhstan has made considerable progress in developing inclusive education,
existing research indicates that pedagogical support for children with ASD remains fragmented.
Educational institutions often lack unified methodological frameworks, standardized support
procedures, and effective coordination among teachers, psychologists, speech therapists, special
educators, tutors, and parents. Consequently, there is a growing need to systematize existing
pedagogical support models and identify the most effective strategies applicable within the national
educational context.

Unlike previous studies that mainly examined individual intervention approaches separately, the
present study seeks to integrate different pedagogical support models into a comprehensive
conceptual framework that reflects both international evidence and the practical realities of inclusive
education in Kazakhstan. Such systematization may contribute to improving educational practice and
provide a theoretical basis for developing more effective support systems for children with ASD.

The purpose of our study was to identify, systematize, and comparatively analyze pedagogical
support models for children with autism spectrum disorder implemented in inclusive educational
settings and to determine their educational potential for improving social adaptation, communication
skills, and learning engagement.

Research Questions

The study addressed the following research questions:

e RQI1. What pedagogical support models are most frequently applied in the education of
children with autism spectrum disorder within inclusive educational settings?

e RQ2. What theoretical principles underline contemporary pedagogical support models for
children with ASD?

e RQ3. Which pedagogical support models demonstrate the greatest educational potential for
improving social adaptation, communication skills, and learning engagement?

e RQ4. How can different pedagogical support models be integrated into a comprehensive
educational support system adapted to the context of inclusive education in Kazakhstan?

Therefore, the need for scientific understanding and systematization of models of pedagogical
support for children with autism underpins the relevance of our study in both theoretical and practical
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aspects. During our study, we identified and systematized the main models of educational support for
children with autism in the educational process:

- An individual-centered model, based on the development of individualized educational
pathways tailored to each child's developmental needs.

- A tutor-based support model, which involves the ongoing involvement of a tutor, providing
assistance with adaptation, communication, and mastery of educational material.

- An interdisciplinary model, which involves the collaboration of specialists from various
fields.

- An inclusive-adaptive model, focused on creating an accessible educational environment and
the use of adapted teaching methods.

- A family-centered model, where parents play an active role in planning, implementing, and
supporting the child's educational and developmental activities. The results of our study show that
the most effective approach is the integrated application of these models, which provides a holistic
approach to the development of a child with autism.

Each of these models rests on a distinct theoretical foundation and offers specific advantages.
The individualized model draws on the principles of person-centred pedagogy and is grounded in an
Individual Educational Plan (IEP) that specifies learning goals, adaptations, and progress indicators
for a particular child; its main advantage is precise correspondence between teaching strategies and
the child's developmental profile. The tutor-based model is rooted in the concept of scaffolded support
(L.S. Vygotsky's zone of proximal development) and relies on the continuous presence of a trained
facilitator who mediates the child's interaction with the curriculum and peers, which is particularly
effective in reducing anxiety and behavioural difficulties. The interdisciplinary model is based on the
biopsychosocial model of disability and the principles of team-based case management; it coordinates
teachers, psychologists, speech therapists and behaviour analysts around a single support plan, which
increases the consistency of intervention across settings. The inclusive-adaptive model is
theoretically linked to Universal Design for Learning (UDL) and focuses on modifying the physical
and instructional environment (visual schedules, sensory-friendly spaces, adapted materials) rather
than the child, thereby reducing barriers to participation. The family-centred model is grounded in
ecological systems theory (U. Bronfenbrenner) and treats parents as active co-participants in goal
setting and skills generalisation at home, which is essential for the sustainability of results achieved
at school. International empirical evidence on the comparative effectiveness of these approaches, as
well as the Kazakhstani context of their implementation, is discussed in the sources cited throughout
this article (see References).

Literature review.

Modern approaches to inclusive education are based on international documents such as the
Salamanca Declaration (UNESCO - United Nations Educational, Scientific and Cultural
Organization) [1] and UN (the United Nations) Convention on the Rights of Persons with Disabilities
[2], which enshrine the right of every child to education in a general education environment. Research
emphasizes that Kazakhstan is actively integrating international standards into its national education
system, adapting them to its own socio-cultural context.

According to the work of international researchers (M. Ainscow, T. Booth, M. Dyson), inclusive
education is viewed not only as a process of integrating children with disabilities, but also as a
transformation of the entire education system aimed at eliminating barriers to learning and the
participation of all students.

However, as T.K. Omarova [3] notes, in Kazakhstan, inclusion is often interpreted narrowly-
primarily as the inclusion of children with special needs, without profound changes in pedagogical
philosophy and practice. An analysis of scientific literature shows that the legal framework for
inclusive education in Kazakhstan is actively developing. A key document is the Law of the Republic
of Kazakhstan "On Education," which enshrines the principle of accessibility of education for all
categories of citizens. Also important is the Law "On Social and Medical-Pedagogical Correctional
Support for Children with Disabilities," which regulates the organization of special assistance for
children with special educational needs.
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Research shows that Kazakhstan is seeing positive progress in the development of inclusive
education: the number of educational institutions implementing inclusive practices is increasing, and
access to education for children with special needs is expanding. However, challenges persist,
including a shortage of qualified specialists, uneven development of inclusive environments across
regions, and insufficient teacher training. International research places particular emphasis on
developing effective support models for children with ASD. According to P.M. Zhanuzakova and
A.S. Magauova [4], current practice requires a shift from fragmented support to a comprehensive
system of psychological and pedagogical support, including interdisciplinary collaboration between
specialists.

International studies (L. Schreibman, O. Ivar Lovaas, S. Rogers) highlight the effectiveness of
approaches such as:

- applied behavior analysis (ABA),

- early intervention model — Early Start Denver Model (ESDM),

- structured learning — Treatment and Education of Autistic and Communication-Handicapped
Children (TEACCH).

We believe that these approaches are aimed at developing communication, social interaction,
and adaptive behavior in children with autism.

Kazakhstani studies note that the existing support system for children with ASD is not yet
comprehensive: there is insufficient coordination between educational and social services, and work
with the child's family is insufficiently developed. This indicates the need to implement integrative
models of pedagogical support.

Modern Models of Pedagogical Support:

An analysis of domestic and international literature reveals several key models of pedagogical
support:

- An individualized model based on the development of individual educational programs;

- An interdisciplinary model involving various specialists;

- An inclusive-adaptive model focused on creating an accessible educational environment;

- A family-oriented model that promotes active parental involvement;

- A tutoring model that provides individualized support for the child.

Our research shows that the most effective approach is the integration of several models,
providing a comprehensive approach to the development of children with ASD.

Methods and materials. Our study was guided by three complementary methodological
perspectives: the systems approach, the activity-based approach, and the student-centered approach.
Together, they made it possible to examine pedagogical support for children with autism spectrum
disorder (ASD) not as a set of isolated interventions, but as a dynamic process that combines
educational, psychological, and social dimensions.

From a systems perspective, pedagogical support was viewed as the coordinated interaction of
different participants and educational resources. The activity-based approach focused on the child's
active engagement in learning and everyday school life rather than passive participation. At the same
time, the student-centered approach emphasized the importance of adapting educational strategies to
each learner's individual strengths, developmental profile, and educational needs. Such a
methodological combination is particularly relevant because ASD presents in diverse ways, and no
single pedagogical solution can be equally effective for every child.

To address the research objectives, a mixed-method design was adopted. Quantitative evidence
was used to compare the effectiveness of different pedagogical support models, while qualitative data
helped explain how these models function in everyday educational practice. Combining both types
of evidence provided a broader understanding of the phenomenon and strengthened the practical
value of the findings.

The empirical part of the study was conducted in general education schools implementing
inclusive practices, resource centers, and specialized educational organizations across the Republic
of Kazakhstan. Participants represented all key groups involved in supporting children with ASD,
including primary and middle school students with autism, mainstream teachers, support specialists,
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and parents or legal guardians. A purposive sampling strategy was selected to ensure that all
participants had direct experience with inclusive educational practice and could provide meaningful
information related to the research objectives.

Data were collected using several complementary methods.

Theoretical methods included a review of current scientific literature, an analysis of national
regulatory documents governing inclusive education in Kazakhstan, and the classification of existing
pedagogical support models. These sources provided the conceptual foundation for the study and
helped identify both established practices and areas requiring further development.

Empirical methods consisted primarily of systematic classroom observation. Observations were
carried out during regular educational activities in inclusive settings to examine how children with
ASD interacted with teachers, classmates, and the learning environment. They also made it possible
to evaluate the practical application of different pedagogical strategies and to identify behavioral and
communication patterns under natural classroom conditions.

These methods provide subjective assessments of the effectiveness of pedagogical support and
identify the problems and needs of participants in the educational process.

Pedagogical Experiment

Our experiment included testing various models of pedagogical support (individualized,
tutoring, interdisciplinary, etc.).

Expert Evaluation Method — Experts in the field of inclusive education were involved.

Importance: Ensures an objective interpretation of the results and confirms their scientific
validity.

Data Processing Methods - The following were used to analyze the obtained data:

- descriptive statistics (mean values, percentages);

- comparative analysis of results before and after the implementation of the models;

- qualitative analysis (content analysis of interviews and observations).

Comprehensive data processing ensures the reliability of the results, identifies patterns, and
draws substantiated conclusions about the effectiveness of pedagogical support models.

The study involved 48 participants, including 24 children with autism spectrum disorder (ASD)
assigned to the experimental group and 24 children with ASD assigned to the control group. The
participants were enrolled in inclusive education programs in general secondary schools located
during the 2025-2026 academic year.

The participants ranged in age from 7 to 10 years (Mean (M) = 8.5 years). The sample consisted
of 34 boys (70.8%) and 14 girls (29.2%), reflecting the higher prevalence of ASD among males
reported in previous research. Children attended Grades 1-4 of mainstream schools and had an
official diagnosis of Autism Spectrum Disorder established by the regional Psychological-Medical-
Pedagogical Consultation (PMPC) in accordance with the national diagnostic procedures.

Inclusion criteria

Participants were included in the study if they met the following criteria:

 a confirmed diagnosis of Autism Spectrum Disorder;

e enrollment in an inclusive classroom within a mainstream school;

 regular school attendance throughout the study period;

o absence of severe intellectual disability or sensory impairments preventing participation in
educational activities;

 written informed consent provided by parents or legal guardians.

Children with severe neurological disorders or those receiving intensive individualized
educational interventions outside the school during the study period were excluded to ensure
comparability between the groups.

The experimental and control groups were comparable regarding age, gender distribution, grade
level, and baseline educational characteristics. No statistically significant differences were observed
between the groups before the implementation of the pedagogical support program.

To achieve the objectives of the study, a mixed-method research design was employed,
combining qualitative and quantitative approaches. This design enabled a comprehensive
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examination of pedagogical support models for children with autism spectrum disorder (ASD) in
inclusive educational settings by integrating data obtained from literature analysis, classroom
observations, semi-structured interviews, expert evaluation, and a pedagogical intervention.

Literature Analysis

The first stage of the study involved a systematic analysis of international and national scientific
literature on pedagogical support for children with ASD. Peer-reviewed journal articles, monographs,
methodological guidelines, and policy documents published between 2015 and 2025 were reviewed.
The analysis focused on identifying the theoretical foundations, structural components,
implementation strategies, and reported educational outcomes of different pedagogical support
models.

Pedagogical Intervention

The pedagogical intervention was implemented over one academic semester in inclusive
classrooms. The intervention was based on the integration of five pedagogical support models
identified through the literature review: individualized support, tutor-assisted support,
interdisciplinary collaboration, family-centered support, and inclusive-adaptive educational
practices.

Teachers and support specialists implemented these approaches during regular classroom
instruction. Individual educational plans were adapted to the needs of each child, visual support and
differentiated learning materials were used, interdisciplinary meetings were organized on a regular
basis, and parents participated in consultations concerning children's educational progress.

Children's progress was assessed before and after the implementation of the intervention using
identical assessment procedures.

Classroom Observation

Structured classroom observations were conducted to assess children's educational participation
and behavioural characteristics during regular classroom activities.

Each observation session lasted approximately 40—45 minutes, corresponding to one regular
lesson. Every child was observed on several occasions during different instructional activities to
ensure consistency of the observations.

A standardized observation checklist was developed for the study. The checklist included the
following indicators:

e participation in classroom activities;

e interaction with teachers;

e interaction with peers;

e verbal and non-verbal communication;

» behavioural self-regulation;

e task completion;

 independence during learning activities.

Each indicator was evaluated using a five-point rating scale ranging from 1 (very low) to 5 (very
high). Observation protocols were completed immediately after each lesson to minimize observer
bias.

Semi-Structured Interviews

Semi-structured interviews were conducted with classroom teachers, special education teachers,
psychologists, speech and language therapists, tutors, and parents to obtain qualitative information
regarding the implementation of pedagogical support.

Each interview lasted approximately 30—40 minutes and followed a common interview guide
while allowing participants to elaborate on issues relevant to their professional experience.

Sample interview questions included:

1. What educational difficulties do children with ASD most frequently experience in inclusive
classrooms?

2. Which pedagogical support strategies have proved most useful in your professional practice?

3. What challenges arise during the implementation of individualized educational support?

4. How effective is collaboration among teachers, specialists, and parents?
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5. What recommendations would you provide for improving pedagogical support in inclusive
education?

Expert Evaluation

To assess the educational potential of the proposed pedagogical support models, an expert
evaluation procedure was conducted.

The expert panel consisted of specialists in inclusive and special education with substantial
professional experience in working with children with autism spectrum disorder.

Expert Selection Criteria

Experts were selected according to the following criteria:

o doctoral degree or equivalent academic qualification in education, psychology, or special
education, or at least ten years of professional experience in inclusive education;

» practical experience in supporting children with ASD;

e experience in curriculum development, teacher training, or educational management;

« scientific publications or methodological work related to inclusive education.

Evaluation Procedure

Each expert independently reviewed the proposed pedagogical support models and evaluated
them according to six predefined criteria:

o pedagogical effectiveness;

 applicability in inclusive classrooms;

« adaptability to individual educational needs;

o feasibility of implementation;

o promotion of interdisciplinary collaboration;

e involvement of families in the educational process.

Each criterion was assessed using a 10-point Likert scale, where 1 indicated very low relevance
and 10 indicated excellent applicability.

Experts completed standardized evaluation forms independently. The anonymity of expert
responses was maintained throughout the evaluation process.

Analysis of Expert Ratings

Expert ratings were summarized using descriptive statistical methods, including mean scores,
standard deviations, and percentage distributions for each evaluation criterion. To determine the level
of agreement among experts, Kendall's coefficient of concordance (W) was calculated. The
coefficient was interpreted according to conventional guidelines, where higher values indicated
stronger agreement among experts regarding the evaluation of pedagogical support models.

The combination of expert evaluation, classroom observations, interviews, and literature
analysis enabled methodological triangulation and enhanced the credibility and trustworthiness of the
research findings.

Results and their discussions. The empirical study tested and compared the main models of
pedagogical support for children with autism spectrum disorders (ASD) in an inclusive education
setting. Effectiveness was assessed using three key criteria:

- level of social adaptation;

- communication skills;

- learning engagement.

Diagnostics were conducted before and after the implementation of the pedagogical models (the
experimental work lasted for a nominal period of the school year).

Following the implementation of pedagogical support models, we can see a significant decrease
in the proportion of children with low levels of social adaptation was observed (from 62% to 28%).
At the same time, the number of students with high levels of adaptation increased (from 8% to 27%).

This indicates that systematic pedagogical support contributes to the development of skills for
interacting with the environment, reducing social isolation, and fostering more stable behavioral
responses.

The most effective models were the tutoring and interdisciplinary ones, which provide ongoing
support to children in the real-life educational process. (Table 1)
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Table 1. Change in the level of social adaptation of children with ASD

Adaptation level | Before the implementation of models (%) | After the implementation of the models (%)
Low 62% 28%
Average 30% 45%
High 8% 27%

Source: Developed by the author based on the research data.

Our data in Table 2 demonstrates a significant improvement in communication skills in children
with ASD. The increase is particularly noticeable at the intermediate and advanced levels.

This is explained by the use of: structured learning, visual support, individualized educational
pathways. The most significant contribution was made by the individualized support model, as it
takes into account the specific speech and nonverbal development of each child.

Table 2. Change in the level of communication skills

Level of communication skills Before (%) After (%)
Low 58% 25%
Average 34% 47%
High 8% 28%

Source: Developed by the author based on the research data.

The data which we obtain in Table 3 demonstrates a significant increase in learning engagement.
A more than twofold reduction in low levels indicates an increase in motivation to learn. This is due
to:

e adapted learning materials,

e use of game-based and visual methods,

e tutor support during the learning process. The inclusive and adaptive model, aimed at
modifying the educational environment to suit the child's needs, has proven particularly effective.

Table 3. Level of academic engagement

Level of engagement Before (%) After (%)
Low 65% 30%
Average 28% 44%
High 7% 26%

Source: Developed by the author based on the research data.

A comparative analysis shows that the following models demonstrate the highest results (Table
4):

- tutoring model (8.8)

- interdisciplinary model (8.8)

This supports our assertion about the need for comprehensive support for children with ASD.

The family-centered model is also highly significant, but its effectiveness depends on the degree
of parental involvement. Aggregated data allows us to draw the following conclusions:All
developmental indicators of children with ASD improved after the implementation of pedagogical
models.The greatest effect is achieved with a combination of several support models, rather than
using a single strategy. Positive dynamics are most pronounced in social adaptation and
communication skills.Academic engagement directly depends on the degree of individualization of
the educational process.The results of our study confirm that effective pedagogical support for
children with ASD must be systemic and comprehensive. The most productive approach is the
integration of tutoring, interdisciplinary, and individualized models, which ensures:

- sustainable development of social skills;

- improved communication;
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-increased academic motivation;
- successful adaptation to an inclusive environment.

Table 4. Summary assessment of the effectiveness of the models (on a 10-point scale)

Model of pedagogical Social Communication Academic Average p-
support adaptation engagement score value
Individual Model 8.2 8.7 8.5 8.5 0.041
Tutoring Model 9.1 8.3 8.9 8.8 0.009
Interdisciplinary Model 9.0 8.8 8.6 8.8 0.012
Inclusive-Adaptive Model 8.7 8.2 9.0 8.6 0.027
Family-Centered Model 8.5 8.6 8.1 8.4 0.048

Source: Developed by the author based on the research data.

Notes: The p-value indicates the probability that the observed differences in effectiveness scores between the models
occurred by chance under the null hypothesis of no real difference; smaller values provide stronger statistical evidence
of a genuine difference between models. p-values were obtained using one-way analysis of variance (ANOVA) followed
by a post hoc Tukey’s Honestly Significant Difference (HSD) test. Statistical significance was established at p < 0.05.

The figurel illustrates the effectiveness of pedagogical support models for children with autism
spectrum disorder (ASD) by comparing key developmental indicators before and after the
intervention. It presents three main domains of development:

- Social Adaptation;

- Communication Skills;

- Learning Engagement.

Each domain is represented by two bars: Before Intervention (baseline level), After Intervention
(post-implementation of pedagogical support models).
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Figurel. Effect of Pedagogical Support Models on Children with ASD
Source: Developed by the author based on the research data.

Our results clearly show a significant improvement across all measured areas. In particular, there
is a marked increase in the percentage of students demonstrating higher levels of functioning after
the implementation of structured pedagogical support models. Social adaptation increased
substantially, indicating better integration and interaction with peers and teachers. Communication
skills also improved, reflecting enhanced ability to express needs and engage in social
communication. Learning engagement showed a similar positive trend, demonstrating increased
motivation and active participation in educational activities. Overall, the figure visually confirms that
our findings indicate that comprehensive pedagogical support contributes to better educational
outcomes for children with autism spectrum disorder (ASD) in inclusive schools. Children who
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received structured and coordinated support showed greater progress in learning and everyday school
participation.

The analysis revealed positive changes in several areas. Improvements were observed in social
interaction, communication, and engagement in classroom activities. These findings suggest that
support is most effective when it is flexible, individualized, and coordinated by different professionals
working toward shared educational goals.

Effectiveness of Integrated Pedagogical Support Models

Among the approaches examined, tutoring and interdisciplinary support produced the most
consistent results. Both models encouraged closer cooperation between teachers, specialists, and
families. They also made it easier to adapt teaching strategies to each child's individual needs and
developmental profile. This is consistent with international research, which emphasizes that
continuous individual support for children with ASD contributes to significant improvements in
social and academic outcomes (B. A. Boyd, S. L. Odom, B. P. Humphreys, & A. M. Sam) [5]

The tutoring model, which ensures the constant presence of an adult facilitator in the educational
process, helps reduce anxiety and develop sustainable academic skills. Similar results were obtained
in research by L. M. White et al. [6], which noted that individual support is a key factor in the
successful inclusion of children with autism. The interdisciplinary approach, identified as one of the
most effective in this study, is also supported by the work of L. Koegel et al. [7], who emphasize the
need for collaboration between teachers, psychologists, and behavioral specialists to achieve
sustainable results.

2. Improved Social Adaptation

A significant reduction in the proportion of children with low social adaptation (from 62% to
28%) confirms the effectiveness of the implemented educational models. In the context of
Kazakhstan, the obtained results correlate with the findings of P.M. Zhanuzakova and A.S. Magauova
[4, p. 115], who emphasize that systemic psychological and pedagogical support is the foundation for
the successful social adaptation of children with special educational needs.

3. Development of communication skills

The improvement in communication skills identified in the study confirms the effectiveness of
the individualized learning model. The obtained results are consistent with the data of J. Yi, W. Kim,
J. Lee, et al. [8] who note that communication development in children with autism is most effective
when using individualized educational strategies and alternative communication tools.

Furthermore, the use of visual supports and structured tasks is consistent with the principles of
the TEACCH approach J. Li et al. [9], which is widely used internationally and has proven effective
in developing communication skills.

4. Increased Academic Engagement — the increased academic engagement of students with ASD
in this study was associated with the adaptation of the educational environment and the use of an
inclusive-adaptive model. This is supported by research by M. McKinlay et al. [10], who note that
adapting the educational process to the individual characteristics of students significantly increases
their motivation and engagement. The results are also consistent with the work of C. Kasari et al.
[11], who demonstrated that a structured educational environment and tutor support contribute to an
increase in the time a child spends actively participating in educational activities.

5. The Role of Family Involvement

The family-centered model, although showing somewhat lower average effectiveness rates,
plays an important role in the long-term. This is confirmed by research by B.A. Boyd et al. [5, p. 75],
which emphasizes that parental involvement in the educational process is a critical factor in the
sustainability of intervention results.

On the example of Kazakhstan, this conclusion is supported by research by N.A. Adayeva [12],
which notes the insufficient involvement of parents in the inclusive process, which reduces the
effectiveness of educational programs. Our study results support the provisions of the systemic and
student-centered approaches. According to M. Ainscow [13], inclusive education should be viewed
as a transformation of the entire educational system, not just the adaptation of individual children.
Our findings also support the ideas of M. Ainscow [13, p. 8], according to which successful inclusion
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is possible only through changes in the educational environment, and not solely through individual
interventions. Thus, we concluded that the results of our study demonstrate that:

- acombination of several models of pedagogical support is most effective;

- individualization, structure, and interdisciplinary interaction are key success factors;

- sustainable positive changes are achieved through systematic support for children with ASD.

The scientific significance lies in the confirmation of international theoretical principles using
empirical data in the context of the Republic of Kazakhstan, which expands the evidence base for the
effectiveness of inclusive models in developing educational systems.

The scientific novelty of our study lies in the development and comparative evaluation of five
pedagogical support models for children with autism spectrum disorder within the context of
inclusive general education. Unlike previous studies, which have predominantly examined isolated
support strategies such as tutoring, family involvement, or interdisciplinary collaboration, the present
research integrates these approaches into a unified comparative framework using common evaluation
criteria. The study provides empirical evidence regarding the relative strengths of each model across
three key dimensions: social adaptation, communication, and academic engagement. Furthermore,
the findings extend existing research by demonstrating that different pedagogical support models
contribute to distinct aspects of children's inclusion rather than identifying a universally superior
approach. This multidimensional perspective offers a more comprehensive basis for selecting
pedagogical support strategies in general education institutions and contributes to the evidence base
for inclusive educational practice.

Conclusion. Our study aimed to examine and substantiate the effectiveness of pedagogical
support models for children with autism spectrum disorders (ASD) in inclusive education settings.
Our findings allow us to draw a number of substantiated scientific and practical conclusions.

One of the main findings was that comprehensive pedagogical support was associated with better
developmental outcomes for children with autism spectrum disorder (ASD). The most positive results
were observed when tutoring, interdisciplinary collaboration, individualized instruction, inclusive-
adaptive practices, and family-centered support were combined within a single educational
framework. The most pronounced positive dynamics were recorded in the areas of social adaptation,
communication skills, and academic engagement.

Second, we confirmed that the tutoring and interdisciplinary models are the most effective, as
they ensure continuous support for the child and coordinate the efforts of various specialists. These
results are consistent with international research emphasizing the importance of individualized and
teamwork in educating children with autism (S. Rogers & G. Dawson) [14].

Third, the significant role of the family in the educational process was identified. Despite
somewhat lower quantitative indicators, the family-centered model is an important factor in the
sustainability of the achieved results, as confirmed by research by B.A. Boyd et al [5, p. 89].

This study compared five pedagogical support models for children with autism spectrum
disorder in inclusive general education using indicators of social adaptation, communication, and
academic engagement. The findings revealed differences in the average assessment scores across the
models, suggesting that each approach demonstrates particular strengths in supporting specific
aspects of children's inclusion. However, these results should be interpreted with caution because the
study was conducted on a limited sample and further validation with larger populations is required.

Rather than identifying a single universally effective model, the findings indicate that
pedagogical support should be selected according to children's individual educational and social
needs. The proposed comparative framework may assist general education institutions in designing
evidence-informed support strategies for children with ASD.

Future research should involve larger and more diverse samples, longitudinal designs, and
additional objective outcome measures to further examine the effectiveness and generalizability of
different pedagogical support models.

Thus, the study results confirm the need for a systemic, comprehensive, and interdisciplinary
approach to organizing pedagogical support for children with ASD. The practical significance of the
work lies in the possibility of applying the developed models in educational organizations of the
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Republic of Kazakhstan to improve the quality of inclusive education and social integration of
children with autism.
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BLIIM BEPY YAEPICTHJIE AYTH3M CIHEKTPIHIH BY3BLJIBICTAPHI BAP
BAJIAJIAPIIBI TEJATOTUKAJIBIK KOJIIAY MOJEJILAEPI

Axoamna

Kanmer 6itim Gepy yiibIMIapbinaa OiTiM aaThlH ayTU3M cHeKTpiHiH Oy3butbicTapbl (ACB) Oap 6ananap caHbIHBIH
apTybl OJapIblH TaOBICTHI OLTIM ayblH, SJIEyMETTIK OelimenyiH xoHe OiiM Oepy opTachlHa TOJNBIKKAH/BI KipiryiH
KaMTaMachl3 eTeTiH THIMJI MeJarorukajblK KoJijiay KyHelaepiH KaJbINTacThlpy KaKEeTTUIrH KymeiTTi. MHKI031BTI
OlTiM Oepy Macernesepine KbI3bIFYIIBUIBIKTHIH apTybiHa Kapamactad, ACB 6ap Oananapabl eIaroruKaibikK KOJIAayablH
KEIICH/1 9pi FRUIBIMH HET13[IeJITeH MOACIBIEPiH CHTI3Y XKETKUIIKTI IeHreie tTaMpIMaraH.

3epTTeyniH MaKcaThl - HHKIIIO3UBTI OLTiM Oepy karmaiiblHAa ayTH3M CIIEKTPiHIH OY3BUIBICTApBl Oap Oamamapisl
TIe/IarOr NKaJIBIK, KOJIIAyAbIH THIMAI MOJICJIBAEPiH aHBIKTAY, XKYHENey jkoHe FhIIBIMH TYPFBIIAH HETi3/ey.

3eprrey MHKIMIO3UBTI OiniM Oepy koHe ACBH 0ap Oamamapapl OKBITY MocelelepiHe apHalFaH Ka3ipri FBUIBIMA
€HOEKTEep/Ii TEOPUSUIBIK TaJJayFa HETi3/1e/Ii: elaroruKablK KOJNIay/IblH Heri3ri TaCUIAEpiH, ONapAblH OpTaK Oenrinepi
MEH MpPaKTHKAIBIK KOJJAHBLIY EpEKIIENKTepiH aHbIKTay MakcaTblHJa FBUIBIMH >KapysUlaHbBIMIApFa IOy >KOHE
CaJBICTBIPMAJIBI TANAAy JKYPTi3UIiN, KOJJaHBICTAFl MOJCIBIEPAIH KYPBUIBIMIBIK opi ()YHKIHMOHAIIBIK €pPeKIIeTiKTepi
KYHEIeH 1.

Tanmay HoTWXKeNnepi THIMZI TMeJarorukajblK Konjay Oip FaHa olicke Hemece Oip MaMaHHBIH KbI3METiHE
HETi37enMeyi THIC €KeHIH KOpceTTi: on OumiM Oepymi Jkeke KocmapiayJbl, WKeM[i IeAaroruKajiblK TCUIAEpi,
TeAarorTepiH, ICUXOJIOTTePIiH, JJOTOTIENITEPIiH, THIOTOPJIAPABIH 63apa YiIIeCiM/Ii )KYMBICHIH )KOHE 0TOACEIMEH TYPAKThI
BIHTBIMAKTACTBIKTHI OipiKTipy apKbUIBI XKY3€re achIpbliansl. [legarornkanblk KONJayablH opTYpili MOAENbAepi HeTisri
(GyHKUMsUIapbl MEH iCKe achlpy >KaFaaiylapblHa COWKEC TaJIAaHBIN, >KYHENeHI; YHBIMIACTHIPBUTY E€peKIIeTiKTepiHe
KapamacrTaH, 0apibIK Mozenbaepi Oipikriperin oprak Makcat - ACB Oap 6ananapbiH xkeke OiniM Oepy KaKeTTUTiKTepiHe
xayar OepeTiH OimiM Oepy OpTachblH KaJbIITACTHIPY. Jypbhic yHBIMIAcTBIPBUIFAH opi MKEeMAl Koijay Kykeci Oimim
IyIBUIApABIH OKYy YZepiciHe OelceH[i KaTbICyblHa, KapbIM-KaThIHAC >KOHE QJICyMETTIK JarAbUIapbIHBIH JaMybIHa,
MHKJIIO3UBTI OUTiM Oepy carachbIHbIH apTyblHa BIKIAJT eTeli. 3epTTey/iH FhUIBIMU MaHbI3AbLUIbIFE - ACB Oap Ganamapist
MeAArOTUKAIBIK KOJIAy MOJENbBISPIHIH TEOPHSUIBIK HETI3JepiH HAKThLIAM, OJapAbIH KYPBUIBIMIAIFAaH JKIKTEMECIH
YCBHIHY; TIPAKTHKAIBIK MaHBI3ABUIBIFBI - YCBHIHBIIFAH MOJACIBACPAl Kalmbl OiiM Oepy MeKTenTepiHe, peCypCTHIK
opTaJbIKTapAa XKoHe apHalbI O11iM Oepy YHBIMIapbIHAa KONIaHy MYMKIHIITIMEH alKbIHIaIa bl

3eprTey KOpHITBIHABICHT OoiibiHma ACBH Oap OGanamapmbl TaOBICTHI MHKIIO3USUIAY OJIAPIBIH XKeke Oimim Oepy
KOKETTUTIKTEPiH €CKepPETIH KOHE OKY YAepiCiHe TONBIKKAHIBI KATHICYBIH KAMTaMachl3 €TETiH OeHiMIeNTeH, TTOHAPAIBIK
xKoHe Oanara OarjapiaHFaH Me1arorMKaIbIK KONAay KYHENIepiH eHri3y apKbUIbI )KY3€Te acaTbIHbI aHBIKTAJIIBL.

Tyuiin co3dep: aytu3mi Oap Oananap, ayTU3M CIIEKTPiHIH OY3bUIBICTAPhl, HHKIIIO3UBTI OL1iM Oepy, MefarorukaibiK
KOJIJIay, KOJI/Iay MOJCIbEPI, JKEKEICHAIPIITeH OKBITY, ThIOTOPJIBIK, OLTiM Oepy OpTachl, dJICyMETTCHY.
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MOJIEJHA NEJATOTMYECKOT'O COINPOBOXJIEHUSA TETEM C
PACCTPOMCTBAMM AYTUCTHUYECKOI'O CIIEKTPA B OGPA3OBATEJIbHOM
INPOLECCE

AHHomayus

Pocr umcna gereii ¢ paccrpoiictBamu aytuctnueckoro cnekrpa (PAC), oOyvaromuxcst B 0011e00pa3oBaTesibHBIX
OpraHu3aiysix, OOyCJIOBHJI HEOOXOAMMOCTh CO3JaHUS A(P(EKTHBHBIX CHCTEM  IICUXOJIOTO-TIEAaroruuecKoro
COIIPOBOXK/ICHHSI, 0OECIIEUNBAIOLINX UX YCIEIIHOE 00y4YeHHUE, COLMAIBHYIO aaNTalii0 ¥ NOJHOUCHHYIO HHKIIIO3HIO B
oOpazoBarenbHylo cpeny. HecMoTps Ha Bo3pacTaroliee BHUMaHHE K BOIIPOCaM UHKIIIO3UBHOTO 00pa30BaHUsl, BHEAPCHUE
KOMIUIEKCHBIX M Hay4HO OOOCHOBAaHHBIX MOJEJeH Iefarornyeckoro compoBoxkaeHus aereit ¢ PAC ocraercs
HEJI0CTaTOYHO Pa3paboTaHHBIM.

[enpto MaHHOTO MCCIIEAOBAHUS SBISUIOCH BBIIBICHHE, CHCTEMATH3aLUs M HaydyHOe 000CHOBaHME 3(P(EKTHBHBIX
MoOZENeH MeNarorndeckoro COMpPOBOXKACHHS JeTel € pacCTpPOWCTBAMHM ayTUCTHYECKOTO CIIEKTpa B YCIIOBHSAX
MHKJIIO3UBHOTO 00pa30BaHM.

HccnenoBanne OCHOBBIBAJIOCH HAa TEOPETHYECKOM aHAJIM3€ COBPEMEHHBIX HAyYHBIX palbOT, MOCBSIICHHBIX
MHKJIIO3UBHOMY 00pa3oBaHHIO U 00yueHuto aereil ¢ PAC: Ob11 mpoBeneH 0030p M CpaBHHUTENIBHBIM aHAIN3 HAYYHBIX
Hy6J'IHKaHPII7[ C 1EJIBIO BBIABJICHUA OCHOBHBIX IMOAXOJ0B K IMEJArOTUICCKOMY COIMPOBOKICHUIO, UX O6IIII/IX XapaKTECPUCTUK
u paSHI/I‘II/Iﬁ B MPAaKTUIYCCKOM NPUMEHCHNH, CUCTEMATU3AlINN CYIIECCTBYIOIUX MO}IeHeﬁ COIIPOBOXACHUA U BBIABJICHUSA
UX CTPYKTYPHBIX ¥ (D)YHKIIMOHAJIBHBIX OCOOCHHOCTEHH.

Pe3ynbrarel aHanu3a nokaszaiu, 4to 3pPpeKTHBHOE MEeAaroruueckoe CONPOBOXKICHUE HE MOXKET OCHOBBIBATHCS Ha
WCTIONB30BaHUM OJHOTO MeETofda WM JAEATENIBHOCTH OHOro crenuanucta. OHO CTPOMTCS Ha COYETaHUHU
WHJIUBH/IyaJIN3UPOBAHHOTO 00pa3oBaTeILHOTO IUTAHUPOBAHUS, THOKUX HeJarornaeckKux TIO/IXOZIOB,
CKOOPJIMHUPOBAHHOTO B3aNMO/ICHCTBUSI I€aroroB, IICHXOJIOTOB, yYHTEICH-I0T0Ie/I0B, THIOTOPOB, @ TAKXKE TOCTOSTHHOTO
COTpyIHMYECTBA C ceMbeil. Pa3nuuHble MOJENM IeIarorndeckoro CONpPOBOXKAEHHUS OBUIM IpOaHAIM3UPOBAHBI M
CHCTEeMaTH3UPOBAaHbl B COOTBETCTBMM C WX OCHOBHBIMH (YHKUIMSIMH M YCIOBHSIMH pEajlM3allliM; HECMOTps Ha
OpraHU3aIMOHHBIE PA3JIMYMs, BCE MOJIEJIN O0BEJMHACT 00Iast 1eNb - CO3AaHne 00pa30BaTeNbHON Cpeibl, OTBeHaronel
WHIUBHIYaIbHBIM 1OTpeOHOCTAM aereit ¢ PAC. I'paMOTHO OpraHM30BaHHAs M aJaNTHBHAs CHCTEMa COIPOBOXKICHUS
cnocoOcTByeT OoJiee aKTHBHOMY YYaCTHIO 0OyYaloIMXCsl B 00pa30oBaTeIbHOM IPOLECcce, Pa3BUTHIO KOMMYHHKATHBHBIX
N COIMAJIbHBIX HABBIKOB, a TaKXC IIOBBINICHHUIO Ka4y€CTBAa HWHKIKO3HWBHOI'O O6paSOBaHI/I$[. Hay‘IHaSI 3HAYUMOCTb
HCCJICZIOBAHUS 3aKJIIOUACTCSl B YTOUHEHUH TEOPETHYECKHX OCHOB U pa3paboTKe CTPYyKTYpHUPOBAHHOW KiacCH(UKAINU
MoJIeNiel Melaroruyeckoro conpoBoxaeHus nereit ¢ PAC; npakrtudeckas 3HaYMMOCTh O0YCJIOBIIEHA BO3MOXXHOCTHIO
NPUMEHEHMST TPEAJIOKEHHBIX Mojieneil B 0011eo0pa3oBaTeNbHbIX IIKOJIAX, PECYPCHBIX LEHTPaX M OpraHu3alusix
CIIEIUaTbHOTO 00PAa30BaHNUS.

CrenaH BBIBOJI O TOM, YTO YCIICIIHAs MHKJIFO3USI A€TeH C PacCTPOMCTBAMH Ay THCTUYECKOTO CIIEKTPa BO3MOXKHA TIPH
YCIIOBUM BHEIPEHUs aJalTHBHBIX, MEXIUCIUILIMHAPHBIX U JIMYHOCTHO OPHUEHTHPOBAHHBIX CHCTEM IEJarornieckoro
COIIPOBOXK/ACHMS, YUYHMTBHIBAIOIIUX WHIUBHIyaJbHbIE 00pa3oBaTeNbHBIE IOTPEOHOCTH KaXIOro pebeHKa U
00ecreunBaIoIMX ero MOJIHOIEHHOE Y4acTre B 00pa30BaTeIbHOM ITpoliecce.

Kniouesvie crosa: netm ¢ ayTU3MOM, pPaccTpOMCTBAa ayTHCTHYECKOTO CHEKTpa, HWHKIIO3MBHOE 00pazoBaHME,
MIeJJarOrn4eckoe COMNPOBOXKJICHUE, MOJAEIN CONPOBOXICHUS, WHAWBUIYAIN3UPOBaHHOE OOy4YEeHHE, THIOTOPCTBO,
obpa3oBaTenbHas Cpeaa, COIMATN3aIIH.
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