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TEACHING LITERATURE IN AN INCLUSIVE CLASSROOM: A CLASSROOM-BASED
MICRO-CASE STUDY OF ADAPTED INSTRUCTIONAL METHODS

Abstract. This article examines the use of adapted instructional methods in literature lessons
in an inclusive classroom. The study was designed as a classroom-based micro-case involving 10
students, including 3 students with special educational needs (SEN): one student with hearing
impairment, one student with visual impairment, and one student with behavioral regulation
difficulties. The aim of the study was to describe the methods used in teaching literature and to
record changes in student engagement, participation, text comprehension, speaking activity, and
group work after the introduction of adapted instructional support. The methodological framework
combined differentiated instruction, multimodal presentation of literary content, structured speaking
tasks, adapted texts, and guided group interaction. The data were collected through descriptive
classroom observation before and after the instructional sequence and presented in comparative
tables. The recorded results showed upward shifts in several classroom indicators. The largest
changes were observed among students with SEN, especially in engagement and participation. The
findings also showed that visual and audio support, text adaptation, and structured verbal tasks were
associated with improved access to literary material and classroom interaction. The study does not
claim broad generalizability, since the sample was limited to one class and no control group was
used. Its value lies in the subject-specific description of how adapted methods functioned in
literature teaching in one inclusive classroom.

Keywords: inclusive literature pedagogy, inclusive classroom, differentiated instruction,
adapted literary methods, classroom-based micro-case study.

Introduction

Inclusive education is now discussed not only as a policy principle but as a classroom practice
shaped by subject teaching. In school reality, the key issue is not placement alone [1, p. 6]. The
issue is how instruction is organized so that students with different sensory, cognitive, linguistic,
and behavioral profiles can participate in the same lesson and work with the same academic content
[2, p. 7]. Recent studies connect inclusive classroom practice with students’ social-emotional
development, academic achievement, teacher attitudes, and teacher emotional competence [3, p. 11;
4, p. 13].

This question becomes more specific at the level of lesson design. Inclusive pedagogy is built
on the assumption that teaching should be planned for the full range of learners from the start rather
than adjusted for a few students after difficulties appear [5, p. 817]. Differentiated instruction
develops this idea through variation in content, process, and product according to readiness,
interests, and learning profile [6, p. 117]. Universal Design for Learning approaches the same
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problem through multiple means of representation, engagement, and expression [7, pp. 58-65].
Empirical work in mainstream classrooms shows that such differentiation does not appear
automatically. It depends on curriculum modification, teacher judgment, and the structure of
classroom support [8, pp. 276-292].

Literature lessons make these demands more visible. Reading a literary text requires
decoding, listening, interpretation, emotional response, comparison, oral participation, and often
writing. Each of these points may become a barrier when instruction relies on one pace, one
channel, or one response format. Research on reading instruction for students with intellectual and
developmental disabilities reports better access to literacy when teaching is explicit, scaffolded, and
systematic [9, p. 6; 10, p. 316]. Similar findings appear in studies of students who require
augmentative and alternative communication, where progress in reading becomes possible only
when instructional design matches communication needs [11, p. 5]. A recent systematic review on
language development in students with intellectual developmental disorder also shows that school-
based progress is tied to structured teacher mediation and accessible materials rather than
undifferentiated whole-class teaching [12, p. 2]. Broader reviews of disability and schooling
describe the same pattern at the system level: barriers are concentrated in communication, access to
materials, and insufficient pedagogical adaptation [13, p. 4].

The role of multimodal teaching is therefore central. Reviews in literacy and adolescent
education show that images, audio, video, gesture, and multimodal text design expand the range of
entry points into content [14, pp. 1-16]. Practical studies on inclusive classroom planning reach a
similar conclusion. Access increases when teachers build flexibility into the lesson before teaching
begins, rather than trying to repair exclusion during the lesson itself [15, p. 568]. A recent scoping
review of equitable and inclusive evidence-based teaching practices identifies structured
scaffolding, flexible representation, and supported participation as recurring features across
effective classroom approaches [16, p. 14].

For literature teaching, one more issue remains important. Students do not only decode a text;
they respond to character, conflict, motive, tone, and emotion. This is why dialogic and reader-
centered approaches matter. Recent research on dialogic literary gatherings reports perceived
improvement in literacy skills among students with and without special educational needs when
reading is organized through collective interpretation and discussion [17, p. 1035]. Research
focused on teachers’ views of inclusive literature points to a related problem: teachers recognize the
value of literary materials for students with disabilities, but they report difficulties with selection,
adaptation, and classroom implementation [18, p. 787]. The methodological gap remains clear.
Teachers need forms of adaptation that preserve the literary character of the lesson instead of
reducing it to simplified content delivery.

The theoretical basis of the present study combines reader-response theory and sociocultural
theory. Rosenblatt treated reading as a transaction between reader and text, where meaning emerges
through lived response rather than mechanical extraction [19, pp. 117-126]. Vygotsky described
learning as a mediated social process supported through interaction, guidance, and movement
within the zone of proximal development [20, pp. 102-109]. These positions support methods that
rely on dialogue, scaffolding, personal response, and gradual participation.

The present article addresses this gap through a classroom-based micro-case focused on
literature teaching in an inclusive setting. The study examines how adapted methods were used in
one class and how student engagement, participation, text comprehension, speaking activity, and
group work changed after their use. The literary mirror method is introduced within this framework
as a structured classroom technique. It is treated as a pedagogical tool for literary response and
participation, not as an independent therapeutic intervention.

Research methods and materials
This study used a descriptive classroom-based micro-case design. The research was
conducted in one inclusive literature class consisting of 10 students, including 3 students with
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special educational needs: one student with hearing impairment, one student with visual
impairment, and one student with behavioral regulation difficulties (BRD). The design was based
on pre- and post-intervention classroom observation. No control group was included, and no
inferential statistical procedures were applied. The methodological task was narrower: to document
observable changes in student engagement, lesson participation, text comprehension, speaking
activity, and group work after the use of adapted methods in literature lessons.

The instructional framework drew on inclusive pedagogy, differentiated instruction, and
Universal Design for Learning. Inclusive pedagogy treats learner diversity as a starting point for
lesson planning rather than as an exception that requires separate correction [5, pp. 821-824].
Differentiated instruction was used through variation in task complexity, text volume, mode of
response, and level of teacher support. Universal Design for Learning supported the use of multiple
means of representation and expression through visual, audio, oral, and written formats [7]. These
positions are methodologically relevant to literature teaching, where students must work not only
with textual meaning but also with image, tone, character, motive, and interpretation.

During the instructional sequence, the teacher used adapted and non-adapted versions of
literary texts depending on student readiness. Some students worked with the full text, while others
received shortened passages, segmented reading tasks, or supported fragments with visual prompts.
The lesson structure included work with storyline illustrations, presentations, audio and video
materials, question-answer activities, character analysis, creative response tasks, and short forms of
dramatization. Group tasks were organized in a structured way, with partial prompts and role
distribution. These procedures correspond to classroom models that combine differentiation,
multimodal access to content, and guided participation in inclusive settings.

A separate element of the methodology was the literary mirror method. It was used as a
structured reader-response activity during the discussion of literary texts. Students were asked to
identify an emotion, choice, or conflict experienced by a character and relate it to a concrete episode
from their own experience in oral or short written form. The method was not treated as an
autonomous therapeutic procedure. It was applied as a classroom technique for supporting
interpretation, verbal response, and participation. Its theoretical basis combines Rosenblatt’s view
of reading as transaction and Vygotsky’s understanding of learning as mediated interaction [17, p.
1039]. Dialogic work with literary meaning has also been discussed in recent studies on inclusive
literary practice and shared text discussion.

Data were recorded before and after the instructional sequence in the form of structured
classroom observation tables. Engagement was fixed on a 1-5 scale. Participation in lessons and
group work was recorded through categorical levels such as low, moderate, and high. Text
comprehension was documented through average task performance after the use of particular
methods. The resulting tables were used as descriptive evidence of classroom change. Since the
ratings were produced within one class and reflect teacher-based observation, they should be
interpreted as practice-based instructional data rather than standardized psychometric measures.

The role of the teacher in this design was not limited to subject delivery. The teacher selected
the mode of access to the text, adjusted the degree of scaffolding, monitored participation, and
supported students’ emotional involvement in discussion. Recent research on inclusive education
connects this dimension of practice with teacher competence, classroom climate, and the quality of
participation available to learners with diverse needs. For literature lessons, this is methodologically
important because comprehension, response, and willingness to speak are shaped not only by the
text itself but also by the form of pedagogical mediation.

Results and discussion

The results are presented as descriptive classroom data collected before and after the use of
adapted methods in literature lessons in one inclusive class of 10 students, including 3 students with
special educational needs. The instructional work combined differentiated tasks, adapted texts,
visual and audio support, structured question-answer interaction, creative response, and group work.
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The tables below record changes in engagement, participation, text comprehension, speaking
activity, teacher actions, and collaborative involvement.

The first stage of analysis focused on general engagement in literature lessons. This indicator
was used to trace how students responded to the lesson as a whole before and after the use of
adapted methods. The distribution of scores shows that initial positions were not the same across
the class. Mainstream students were concentrated in the middle and upper part of the scale, while
students with SEN started from lower points.

Table 1 — Comparative analysis of students’ academic performance in literature
lessons in an inclusive classroom

Engagement before Engagement after Improvement in
Ne Student status using the methods using the methods P o
(1]
(1-5) (1-5) engagement (%)
1 |Mainstream student 3 4 25%
2 |Mainstream student 4 5 20%
3 [SEN (hearing impairment) 2 4 50%
4 |Mainstream student 3 4 25%
SEN (behavioral
5 [regulation difficulties, 1 3 60%
BRD)
6 [Mainstream student 4 5 20%
7 |Mainstream student 3 4 25%
8 [SEN (visual impairment) 2 4 50%
9 |Mainstream student 4 5 20%
10 [Mainstream student 3 4 25%

The pattern in Table 1 is not identical across the class. Mainstream students were concentrated
in the 3—4 and 4-5 ranges. SEN cases showed larger shifts in absolute terms. Two students moved
upward by 2 points, and one student moved upward by 2 points from the lowest baseline value in
the dataset. The rows with the largest gains are the ones linked to adaptation and individualized
support, which is consistent with differentiated instruction models described in inclusive pedagogy.

Table 2 reflects participation in literature lessons. Two mainstream students moved from
Moderate to High. Three students with SEN moved from Low to Moderate. The corrected version
of the table does not contain a downward movement presented as improvement.

Table 2 — Change in students’ participation in literature lessons

No Student status Partlg)[;z;(t)l;)er; level Partlcg;ltt;f)n level Change (%)
1 [Mainstream student Moderate High 25%
2 |SEN (hearing impairment) Low Moderate 40 %
3 [Mainstream student Moderate High 25 %
4 (Siggcgitel}:sl; ioral regulation Low Moderate 35%
5 [SEN (visual impairment) Low Moderate 40 %
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Two mainstream students moved from Moderate to High participation. Three students with
SEN moved from Low to Moderate. No row remained unchanged. The movement in this table is
categorical, but it follows the same direction as Table 1. The upward shift is smaller in scale than a
numerical score change, yet it shows that participation became more accessible for students who
had started from the lowest level.

The next block of results concerns text comprehension. This part of the study did not focus on
student status, but on the instructional methods themselves. Four types of adapted work were
compared in order to see which forms of presentation were associated with stronger gains in
comprehension.

Table 3 summarizes text comprehension after the use of adapted methods. The strongest final
score, 4.3, was recorded for video lessons and animation. Three methods produced the same
absolute gain of 1.5 points: working with storyline illustrations, video lessons and animation, and
visual/audio tools. Text simplification moved from 3.0 to 4.2, which is a 1.2-point increase.

Table 3 — Results of text comprehension after the use of adapted methods

Initial Score after Desree of
Ne Type of method comprehension level application 8
improvement
(scale from 1 to 5) (average)
1 Worklng with storyline 25 40 +60%
illustrations
2 | Text simplification 3.0 4.2 +40%
3 | Video lessons, animation 2.8 4.3 +53%
4 | Visual/audio tool 2.0 3.5 +75%

The methods in Table 3 began from different baseline values. Text simplification started from
the highest initial level, 3.0. Visual/audio tools started from the lowest initial level, 2.0. After
application, all four methods reached values above 3.5. The table does not show one uniform
starting point. It shows four instructional formats working under different initial conditions. Use of
multiple modes of representation has been discussed in inclusive education and Universal Design
for Learning as a way to widen access to content without reducing curricular demands.

Table 4 presents changes in speaking activities used during literature lessons. Question-
answer work and creative tasks reached the High level after implementation. Role-playing a
character moved from Low to Moderate. The category sequence is shorter here than in Tables 1 and
3, but the upward movement is present in all three rows.

Table 4 — Development of speaking and opinion-expression skills

Ne Type of speaking activity Level before Level after Change
1 [Question-answer method Moderate High Positive

2 |Creative tasks Moderate High Positive

3 |Role-playing a character (drama) Low Moderate Positive

The distribution in Table 4 is uneven. Two activities reached the upper category, while role-
play remained at the middle category. The table still shows expansion of speaking participation
across all three formats. Work of this type is usually tied to reader response, guided dialogue, and
scaffolded verbalization in the literature classroom.
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Table 5 records changes in teacher actions during lesson preparation and classroom
organization. Assigning individual tasks and adapting texts moved from Low to High. Use of
additional visual aids moved from Moderate to High. Organizing group work moved from Low to
Moderate.

Table S — Teacher’s methodological flexibility and lesson preparation quality

Ne Teacher Action Previous frequency | Current frequency Im;:;)l‘i]f;n(izt) in
1 | Assigning individual tasks Low High +60%
2 | Using additional visual aids Moderate High +40%
3 | Organizing group work Low Moderate +50%
4 | Adapting (simplifying) texts Low High +70%

The largest recorded value in this table is linked to text adaptation. Three of the four actions
ended at High frequency. The shift is concentrated in lesson components that require preparation
before the class itself: selection of materials, differentiation of tasks, and visual support. These
elements occupy a central place in studies on differentiated instruction and classroom inclusion.

Table 6 shows participation in group work. Two mainstream students moved from Moderate
to High. Three students with SEN moved from Low to Moderate. The lowest category present at the
start of the table does not appear in the final column.

Table 6 — Students’ participation in group work

Ne Student status partil:;::ti;:)l:ls level particcigglt.ieonnt level Change (%)
1 | Mainstream student Moderate High +25%
2 ?ﬁ;&ﬁ:ﬁgg Low Moderate +50%
3 | Mainstream student Moderate High +25%
4 | SEN (visual impairment) | Low Moderate +40%
5 | SEN (BRD) Low Moderate +45%

Two mainstream students moved from Moderate to High in group participation. Three
students with SEN moved from Low to Moderate. The lowest level that appeared in the first column
does not appear in the final column. The post-intervention results do not show equal participation
across all students, but they do show that entry into group work became more possible for those
who had started from the lowest level.

Taken together, the six tables record movement across several connected dimensions of
classroom work. Table 1 shows changes in general engagement. Table 2 narrows this to visible
participation in the lesson. Table 3 shifts attention to comprehension under different instructional
methods. Table 4 records speaking activity. Table 5 documents changes in teacher actions. Table 6
returns to student behavior in collaborative work. Read in sequence, the results show that the
strongest shifts are concentrated in adapted, visually supported, and structured forms of instruction,
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while the most visible gains among students with SEN appear in engagement, participation, and
access to group work.

The recorded shifts in engagement, participation, and text comprehension are linked to the
form of instructional access rather than to one isolated technique. In this class, students responded
more actively when literary material was presented through several channels at once: shortened text
fragments, storyline illustrations, teacher explanation, audio support, and guided discussion. This
pattern corresponds to work on inclusive pedagogy and Universal Design for Learning, where
access to the same content is widened through variation in representation and response format. The
strongest movement in the tables appears in rows connected with adapted and multimodal work.
This is especially visible in the cases of students with hearing impairment, visual impairment, and
behavioral regulation difficulties, whose starting positions were lower than those of their peers.

The results from Table 3 are more informative when read against the nature of the methods
themselves. Text simplification produced growth from an already higher baseline. Visual and audio
tools started from the lowest baseline and still led to a marked increase. Video lessons and
animation reached the highest final score. These differences matter. They show that comprehension
did not increase only because content became easier. It increased when students were given more
than one way to enter the literary text. Studies in literacy and special education describe similar
effects when reading instruction is supported through explicit scaffolding, accessible materials, and
sustained teacher mediation.

The changes in speaking activities are smaller in scale than the changes in engagement, but
they are methodologically important. In literature lessons, verbal response is not an additional
outcome; it is part of the subject itself. A student who can answer, compare, question, or respond to
a character is already participating in literary interpretation. The shift from low or moderate
participation to higher speaking involvement suggests that structured dialogue, creative response,
and role-play opened forms of expression that were less available in ordinary whole-class
interaction. This reading is consistent with dialogic approaches to literary learning and with
research on participation in inclusive literacy environments.

The group-work data should also be read carefully. The post-intervention results do not show
equal participation across all students. Mainstream students remained in the moderate-to-high
range, while students with SEN moved from low to moderate. The difference did not disappear.
What changed was the initial barrier to entry into collaborative work. For this reason, the group-
work findings are better understood as evidence of increased access, not full convergence. Research
on inclusive classrooms describes the same point repeatedly: participation often improves before
parity appears, and instructional support functions first as a way of making entry possible.

The teacher’s methodological flexibility occupies a central place in the interpretation of these
findings. The tables do not simply register student response. They also register the teacher’s
decisions: preparing individual tasks, selecting visual support, simplifying texts, staging interaction,
and regulating the pace of the lesson. These actions changed the structure of participation available
to the class. Recent studies connect inclusive teaching not only with technical adaptation, but with
teacher judgment, emotional competence, and the ability to sustain participation without isolating
students who need support. The present data fit that line of argument. The observed changes were
produced inside ordinary lessons through teacher-managed adaptation, not through withdrawal from
the common learning space.

The literary mirror method can be interpreted within the same framework. Its value lies not in
measurement by itself but in the type of response it invites. When students connect a character’s
emotional state, conflict, or decision to a concrete personal experience, literary discussion becomes
more accessible to those who struggle with abstract interpretation. The method creates a bridge
between lived experience and textual meaning. That mechanism aligns with Rosenblatt’s reader-
response theory, where meaning emerges in the relation between reader and text, and with
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Vygotskian views of learning through mediated verbal interaction [20]. The method is better treated
here as a structured interpretive tool within classroom teaching than as an independent intervention.

The study has clear limitations. The sample included 10 students in one class, with 3 students
with SEN. No control group was used. No standardized measurement instrument or inter-rater
reliability procedure was applied. The ratings in the tables reflect classroom observation and
instructional documentation rather than psychometric assessment. For this reason, the findings
should not be treated as evidence of broad causal effectiveness. They describe patterned changes
within one observed instructional setting. This limitation is substantial, but it does not make the data
irrelevant. It defines the scale on which the data can be read.

The value of the study lies in its subject-specific focus. Much of the literature on inclusion
discusses general classroom practice, access, and support. Fewer studies show how these principles
operate inside literature lessons, where interpretation, emotion, oral response, and aesthetic
experience are part of the learning process itself. The present material shows that adaptation in
literature teaching is not limited to simplification. It includes control of pace, form of entry into the
text, mode of response, and the structure of participation around the text. That is where the observed
changes in this class were concentrated.

Conclusion

The study recorded changes in several aspects of literature learning in one inclusive class of
10 students, including 3 students with special educational needs. The clearest shifts were observed
in engagement, lesson participation, text comprehension, and group work. In Table 1, the largest
score increases were found among students with SEN: from 2 to 4 points in the cases of hearing and
visual impairment, and from 1 to 3 points in the case of behavioral regulation difficulties. In Tables
2 and 6, students with SEN moved from low to moderate participation in lesson interaction and
group work. In Table 3, adapted methods produced gains of 1.2—1.5 points, with the highest final
score recorded for video lessons and animation.

These changes were recorded under conditions where the teacher used differentiated tasks,
simplified or segmented texts, visual and audio support, structured speaking tasks, and guided
group work. The results suggest that access to literature lessons became more stable when students
were given more than one way to enter the text and more than one way to respond to it. The
strongest changes were not distributed evenly across all areas. They were concentrated in adapted
and multimodal forms of work, and in the participation of students who had lower starting positions
before the instructional sequence.

The study does not provide grounds for broad generalization. The sample was limited to one
class, the number of students was small, no control group was included, and the results were based
on descriptive classroom observation rather than standardized measurement. For that reason, the
findings should be read as evidence from a classroom-based micro-case.

At the same time, the material shows that literature teaching in an inclusive classroom is not
reduced to text simplification alone. The observed changes were connected with lesson structure,
task differentiation, visual mediation, speaking support, and the teacher’s ability to regulate
participation during the lesson. The literary mirror method can also be placed within this framework
as a classroom technique that supports personal response to the text and verbal participation.

The practical value of the study lies in its subject-specific focus. The data show how adapted
methods functioned inside literature lessons rather than in inclusive teaching in general. Further
research would require a wider sample, a longer observation period, clearer measurement
procedures, and comparative data across classes.

Ethics Statement

The study was conducted in accordance with the ethical principles of educational research
involving minors. The research was based on classroom observation and the analysis of students ’
participation and learning responses during regular literature lessons in an inclusive classroom.
Participation in the study was voluntary. All data were anonymized before analysis and

226


https://journals.ayu.edu.kz/index.php/yjes

Yassawi Journal of Philology, Ne3 (3), 2026

ISSN-p 3107-3077
ISSN-e 3107-3085

presentation. No personal identifiers, medical records, or confidential information are disclosed in
the article. The instructional activities described in the study formed part of routine educational
practice and did not involve any harmful, invasive, or experimental procedures.
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HNHKII03MBTI CHIHBINTA 91e0HeTTi OKBITY:
CBIHBINKA Heri3iesareH OeiiMaesreH OKbITY dicTepiHiH MUKpoO-Kelic-cTagui

Angatna. bynm Makanaja WHKITIO3MBTI CHIHBINITAa one0MeT cabakrapblHaa OeiliMaenreH OKBITY
oflicTepiH KOJNJaHy KapacThIpbUIaAbl. 3epTTey HaKThl ChIHbINTA 10 OKyIIBIMEH, OHBIH iIIIHAC YIIEYyl epeKiie
oinim Oepy kaxertutikrepi (SEN) Oap Mukpo-kedc-cTaay peTiHIe Kypri3imi: O0ip OKyIIbl ecTy KaOineTi
Hamrap, Oipeyl kepy KaOimeri Hamap jxoHe Oipeyi MiHe3-KYJIBIK KUBIHIBIKTAphl 0ap. 3epTTeyAiH MaKCaThl
071cOMETTI OKBITY/Ia KOJIJIAHBUIATHIH OICTEP/II CUMATTAY KOHE OCHIMIICITCH OKY KOJIJIayJIapblH €HI13TeHHEH
KEHiH OKYIIbLIAP/IbIH KAThICYbIHAAFbI, KAMTBUIYBIHIAFbI, MOTIHAI TYCIHYIHAETI, aybI3Ila OPEKETIHACT] JKoHE
TONTHIK KYMBICTAaFbl ©3repicTepAi KyKaTray OONIpl. OIICTEMENIK Heri3re capajaHfaH OKBITY, oaeOu
Ma3MYHJIbl MYJIETUMOJAIB/IBI TYPJIE YChIHY, KYPBUIBIMIANIFAaH aybI3Iia TarchkipMmanap, OeiiMIenrer MoTiHaep
JKoHe 0acKapbUIaThIH TONTHIK ©3apa dpeKeTTecy Kipai. Jlepekrep OKbITY Ti30eriHe JCHiH jKoHEe oJlaH KeHiH
CBHIHBINTaFbl CHUTNIATTAMAJIBIK OAaKbIIay apKbUIbI JKUHAIBI JKOHE CABICTBIPMAIIbI KeCTENepie KOPCETiNreH.
Tipkenren HoTHXKeNep OipHENIe CHIHBINT KOPCETKIMTEPiHIH apTyblH KopceTTi. EH yiKeH e3repicTep epekiie
OinimM Oepy KakeTTilikTepi Oap OKyIIbIIap apachlHIa, dcipece KaTbicy MEH KaMThulya Oaiikanabl. 3epTrey
HOTHIKeIepi, COHBIMEH KaTap, KOpHEKi JKoHE eCTy KOoJJIayJapbl, MOTiHII OeriMaey 'KoHEe KypbUIbIMAaIFaH
aypl3lla TalchlpManap oneOu MaTepuaiFa KON JKETKI3yli IKaKcapTyMeH »>KOHE CHIHBINTAFbl ©3apa
opeKeTTecyMeH OalIaHBICThl €KeHIH KOpCeTTi. 3epTTey KeH JKaNbUIayIbl KaKeT eTnei i, olTKeHi yiri 0ip
CBHIHBINITIICH MICKTENTeH KoHEe Oakpuiay TOObI maipananbiiMarad. OHBIH KYHIBUIBIFBI Oip WHKITIO3HMBTI
CBIHBINTA 9IEOUETTi OKBITY 14 OCHIM/IENTeH SICTepAiH KaJlail )KYMBIC iCTeHTIHIH HaKThI CUIIATTaya XKaThIp.

KinT ce3nep: MHKIIO3MBTI 9/1e0U MEJaroruka, MHKIFO3UBTI CHIHBIM, CapaJlaHFaH OKBITY, OciMaenreH
o11e0u 9J1icTep, CHIHBINKA HET13CJTeH MUKPOKEHC 3epPTTEYI.

IIpenogaBanue JINTEPATYPHI B HHKJIIO3UBHOM KJlacce:
MHKPOKelc-ucc/ief0BaHHe AJaTHPOBAHHBIX METO0B 00yUeHH

AnHoTanmus. B [1aHHOW cTaThe paccMaTpUBAeTCs WCIOJIb30BAaHME aJalNTHPOBAHHBIX METOJIOB
oOyueHHs Ha ypOKax JMTepaTypbl B HHKIIO3MBHOM Kiacce. lcciemoBaHue ObUIO OpraHM30BaHO Kak
MHKpOKEHC-MCCIIeIoBaHNe, MPOBEICHHOE B OJHOM Kiacce C ydactueM 10 ydamumxcs, BKIIOYAs Tpex
ydamuxcs ¢ ocoOsiMu o0paszoBaTenbHbIMU nIoTpeOHocTsIME (OOII): oauH ywamuiicsi ¢ HapyIIeHHEM CIyXa,
Jpyroi - ¢ HapylleHWEM 3pEHUS U OJIMH yYallluics ¢ TPYJHOCTSIMH CaMOpPEryJsiuuu ToseaeHus. Llensb
WCCIIC/IOBAHUSI - OIUCATh METOJbl TPETOAaBaHMsl JUTEPaTyphl, U 3aUKCHpOBaTh M3MEHEHHS B YPOBHE
BOBJICYEHHOCTH M aKTUBHOCTH Y4aCTHs, IOHUMAaHUH TEKCTa, pEUEBOH aKTUBHOCTH U paboTe B TPyIIE Mocie
BHEJIDEHUSI QJIalITUPOBAHHON IeJarorMueckol TOojJepkKu. B mpornecce 0Oy4eHUS TNPUMEHSUINCH:
muddepeHumpoBanHoe  00ydeHHe, MYJIBTHUMOJAIBHOE TPEJCTaBIEHHE COAEPIKaHUS JIUTEPATyPHBIX
MPOM3BEICHUH, CTPYKTYPHPOBAaHHBIE pEUYEBbIC 3aJaHUs, aJaNTHPOBAHHBIE TEKCTHl M IeJaroru4ecKu
HampaBiIsieMOe TpPYNIoOBOe B3auMoneicTBue. JlaHHbIE OBUIM TIOJNyY€HBl METOAOM ONHMCATEIHLHOTO
MeIarornIeckoro HaOIIIOCHUS 32 JISATENIbHOCTHIO YUAIIUXCsI IO | MTOCTIe UKJIa 3aHATHIA U MTPEICTABIICHBI B
CpaBHUTENBHBIX TaOiunax. [losydeHHble NaHHbBIE MMOKa3ald MOJOKUTEIbHYIO AWHAMHUKY MO HECKOJIBKUM
nokasaressiM yueOHoU nestenbHocTH. Hanbonee BeIpaskeHHBIE MOJIOKHUTENbHBIE U3MEHEHUSI HAOII01annCh
cpenu yaernkoB ¢ OOII, ocobeHHO 1Mo TOKa3aTeIsiM BOBJICUEHHOCTH M Y4acTusl B y4eOHOH NesTeNbHOCTH.
YCcTaHOBIIEHO TaKXkKe, YTO BU3yallbHAS U ayHajbHas TOJEPKKa, aIalTallksl TEKCTOB U CTPYKTYPHUPOBaHHBIE
peueBbie  CIIOCOOCTBOBANM TOBBILICHUIO JOCTYHHOCTH COJEPXKaHUS JIUTEPAaTYpPHBIX TNPOU3BEACHUI U
yIy4yIIEHUIO B3aHUMOJEHCTBUS Ha ypoke. VccrnemoBaHume He MpeTeHIyeT Ha IIUPOKYI0 0000IaeMocTs,
MIOCKOJIbKY BBIOOpKa Oblila OrpaHMYEHa OJHHM KJIACCOM M KOHTpOJIbHAS TpyIIia OTCYTCTBOBana. LleHHOCTD

228


https://journals.ayu.edu.kz/index.php/yjes
https://doi.org/10.1080/08856257.2024.2410572

ISSN-p 3107-3077

Yassawi Journal of Philology, Ne3 (3), 2026 ISSN-e 3107-3085

HCCIICI0OBAHUS 3aKII0YAeTCsl B MPEIMETHO-METOANYECKOM OIMCAHUK TOTO, KaK aJalTHPOBAHHBIE METOIbI
MIPUMEHSUTICH B IPENOAABaHUY JIUTEPATYPhl B OHOM MHKIIIO3MBHOM KJIacce.

KiaroueBble cjI0Ba: HMHKJIIO3UBHOE  TIpENOJaBaHHE  JUTEpaTypbl, HWHKIIO3UBHBIM  KJacc,
muddepeHIMpoBaHHOEe O00yUYeHHEe, aJanTUPOBAHHBIE METOABI MpPENOoJaBaHUsl JHUTEPaTyPbl, MHKpPOKeEHc-
HCCIIeI0BaHKE, IIPOBEIEHHOE B Kilacce.
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