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A B S T R A C T   A R T I C L E   I N F O 

This study investigates the multifaceted challenges of 
implementing inclusive education in New Uzbekistan and 
proposes evidence-based strategies to ensure equitable 
educational access for all children, particularly those with 
disabilities. Utilizing a qualitative-descriptive approach, the 
research analyzes policy frameworks, infrastructure, teacher 
competencies, and societal attitudes. Findings indicate that 
major barriers, such as inadequate infrastructure, limited 
specialized teacher training, weak legal enforcement, and a 
lack of individualized support, stem from deep systemic gaps. 
Overcoming these obstacles requires comprehensive efforts, 
including infrastructural investments, policy reforms, active 
stakeholder engagement, and personalized student support 
systems. Ultimately, addressing these barriers not only fulfils 
human rights imperatives but also fosters a more equitable, 
inclusive, and sustainably developed society. 
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1. INTRODUCTION 

Inclusive education has emerged as a fundamental component of international 
development agendas, prominently featured in Sustainable Development Goals (SDG), which 
advocates for inclusive, equitable, and high-quality education while promoting lifelong 
learning opportunities for all (Rad et al., 2022; Boeren, 2019). This global commitment 
highlights the necessity for education systems to accommodate the diverse needs of all 
learners, including children with disabilities, ethnic minorities, and those from 
socioeconomically disadvantaged backgrounds (Ainscow, 2016). Consequently, the principle 
of "Education for All" (EFA) has evolved beyond mere accessibility, now demanding 
meaningful participation and academic achievement within mainstream educational 
environments (Lerch, 2023). 

Within the context of post-Soviet Central Asia, Uzbekistan is currently undergoing political, 
economic, and social transformations linked to broader national modernization and 
sustainable development agendas (Tang, 2025). The government's modernization initiative, 
widely recognized as "New Uzbekistan," positions educational reform as a pivotal driver of 
national progress (Manakov, 2021). This initiative encompasses a strategic shift from 
traditional, centralized educational models toward progressive, inclusive, and student-
centered methodologies. Furthermore, recent legislative milestones (such as the Law on 
Education and the Concept of Development of the Public Education System until 2030) 
demonstrate a robust political commitment to embedding inclusive practices. However, a 
substantial divide between policy formulation and practical implementation remains evident 
(Lukesch et al., 2020). 

Despite these commendable advancements, significant barriers to inclusive education 
continue to impede progress in Uzbekistan, particularly regarding infrastructural readiness, 
curriculum adaptation, teacher preparedness, and social integration. Numerous mainstream 
schools lack essential physical accessibility accommodations, such as ramps and adapted 
sanitation facilities, while existing curricula often remain rigid and heavily exam-oriented. 
Additionally, educators frequently lack the necessary training to implement differentiated 
instruction or effectively manage diverse classrooms. Compounding these systemic issues are 
deeply entrenched social attitudes (fueled by stigma, limited public awareness, and cultural 
misconceptions) that persistently marginalize children with disabilities and exclude them 
from mainstream educational opportunities (Tang, 2025). 

Historically, research concerning inclusive education has predominantly focused on global 
or Western paradigms, frequently neglecting the specific local realities of nations like 
Uzbekistan, where systemic inertia and cultural resistance are formidable obstacles. 
Consequently, current academic discourse often lacks the context-sensitive analyses required 
to bridge national policy reforms with actual educational practices on the ground. It is 
imperative to conceptualize inclusive education not merely as a pedagogical adjustment but 
as a comprehensive societal transformation that actively engages multiple stakeholders, 
including educators, parents, policymakers, and the broader community (Rollan, 2024). 

This study endeavors to address this critical literature gap by undertaking a comprehensive 
analysis of the challenges associated with implementing inclusive education in New 
Uzbekistan. The research investigates five interconnected domains: policy and legal 
frameworks, infrastructure and physical accessibility, teacher training and pedagogical 
readiness, societal attitudes, and the provision of individualized support services. By 
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employing a multidisciplinary perspective that integrates national policy documentation with 
established international frameworks, this article aims to provide actionable insights for key 
stakeholders in the education sector. 

The novelty of this research lies in its integrative, context-sensitive methodology. Rather 
than treating inclusive education as an isolated intervention, this study frames it as a holistic, 
systemic reform requiring absolute coherence across legislative action, school infrastructure 
development, teacher training, community engagement, and institutional accountability. 
Ultimately, this research aims to contribute to the establishment of a more inclusive, 
equitable, and resilient educational system in Uzbekistan, one that fundamentally respects 
diversity, champions active participation, and empowers all learners to thrive both 
academically and socially. 

2. METHODS 

This study employed a qualitative-descriptive methodology, utilizing document analysis 
and a comprehensive review of existing literature concerning inclusive education in 
Uzbekistan. Primary data were systematically sourced from national education policy 
documents, strategic governmental reports, and official publications issued by the Ministry 
of Public Education. Furthermore, secondary data comprised peer-reviewed research articles, 
reports from non-governmental organizations (NGOs), and established international policy 
frameworks, notably UNESCO guidelines. To systematically address the research objectives, 
the identified challenges were categorized into five key domains: physical infrastructure, 
teacher training, societal awareness, legal frameworks, and the provision of individualized 
support services. Subsequently, a thematic analysis was conducted to identify recurring 
patterns and underlying root causes within these domains, thereby facilitating the 
formulation of comprehensive and context-specific recommendations. 

3. RESULTS AND DISCUSSION 

The findings of this study illuminate a deeply layered and multifactorial landscape of 
challenges hindering the effective implementation of inclusive education in New Uzbekistan. 
Although progressive policy reforms and international commitments, particularly those 
aligned with the United Nations Convention on the Rights of Persons with Disabilities 
(UNCRPD) and SDG 4, have established a robust legal and moral foundation, the reality on the 
ground reflects a persistent gap between policy intention and practical execution. The five 
central domains identified in this study (infrastructure, pedagogical readiness, societal 
attitudes, legislative enforcement, and individualized services) are not isolated issues but 
interdependent barriers that require a systems-based approach to understand how 
institutional, social, and organizational factors interact (Hasan et al., 2017). 

The major barriers identified in this study and the corresponding strategic responses are 
summarized in Table 1. The barriers to inclusive education in New Uzbekistan are 
interconnected and require coordinated responses. Infrastructure improvement alone is 
insufficient if teachers are not prepared to implement inclusive pedagogy. Similarly, policy 
reform cannot be effective without monitoring mechanisms, community support, and 
individualized services for learners with disabilities. Therefore, inclusive education should be 
approached as a systemic reform that connects physical access, teacher capacity, social 
awareness, legal enforcement, and multidisciplinary support. 
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Table 1. Barriers and strategic responses for inclusive education in New Uzbekistan. 

BARRIER 
DOMAIN 

MAIN CHALLENGE STRATEGIC RESPONSE EXPECTED 
CONTRIBUTION 

Infrastructure 
and physical 
accessibility 

Many schools lack ramps, 
tactile flooring, accessible 
sanitation facilities, 
elevators, and inclusive 
classroom layouts, 
especially in rural areas. 

Conduct national accessibility 
audits and invest in universal 
design standards for school 
buildings, classrooms, 
sanitation facilities, and 
transportation. 

Improves physical 
access and enables 
learners with 
disabilities to 
participate more fully 
in mainstream 
schools. 

Teacher training 
and pedagogical 
readiness 

Many teachers have 
limited preparation in 
differentiated 
instruction, inclusive 
pedagogy, and classroom 
management for diverse 
learners. 

Strengthen pre-service and 
in-service teacher training on 
inclusive education, special 
needs support, differentiated 
instruction, and collaborative 
teaching. 

Improves teachers’ 
capacity to support 
diverse learners and 
reduces exclusion 
within mainstream 
classrooms. 

Societal attitudes 
and stigma 

Disability-related stigma, 
limited awareness, and 
cultural misconceptions 
may discourage families 
and communities from 
supporting inclusion. 

Implement public awareness 
campaigns, parent 
engagement programs, and 
school-community dialogues 
on disability rights and 
inclusive education. 

Builds community 
acceptance and 
supports the social 
participation of 
children with 
disabilities. 

Policy 
implementation 
and enforcement 

Inclusive education 
policies exist, but 
implementation is 
inconsistent due to weak 
monitoring, limited 
budgets, and fragmented 
coordination. 

Establish measurable 
indicators, dedicated 
inclusion budgets, inspection 
mechanisms, and cross-
sectoral coordination among 
education, health, and social 
protection institutions. 

Strengthens 
accountability and 
helps translate policy 
commitments into 
school-level practice. 

Individualized 
support services 

Schools often lack special 
educators, psychologists, 
speech therapists, 
occupational therapists, 
and effective IEP 
implementation. 

Expand multidisciplinary 
support teams and develop 
Individualized Education 
Plans (IEPs) for learners 
requiring specialized support. 

Provides personalized 
support and improves 
meaningful 
participation for 
learners with 
complex needs. 

 

3.1. Infrastructural barriers and physical inaccessibility 

The physical environment of schools in Uzbekistan remains one of the most tangible 
obstacles to inclusive education. A significant proportion of school buildings, constructed 
during the Soviet era, feature standardized architectural designs that fail to meet modern 
accessibility standards. Basic accommodations such as ramps, tactile flooring, accessible 
sanitation facilities, auditory signaling systems, and elevators are predominantly absent, 
particularly in rural and economically underdeveloped regions. Furthermore, conventional 
classroom layouts and school transportation systems lack universal design principles, thereby 
restricting access for children with mobility, visual, or auditory impairments. While retrofitting 
existing infrastructure and constructing new, accessible facilities demand substantial financial 
investment, the current lack of budget prioritization means that inclusion often begins and 
ends at the legislative level, with minimal materialization in everyday educational settings 
(Rahman et al., 2024). 
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3.2. Pedagogical challenges and inadequate teacher training 

A second critical challenge lies in the limited capacity of educators to deliver inclusive 
pedagogy. Transitioning from traditional teaching models to inclusive practices requires not 
only a paradigm shift in mindset but also a fundamental transformation in classroom 
methodologies. However, many pre-service teacher education programs in Uzbekistan offer 
minimal exposure to special needs pedagogy. Consequently, in-service training opportunities 
remain sporadic, underfunded, and lack practical applicability. Teachers frequently report 
being ill-equipped to adapt curricula, implement differentiated instruction, or manage 
behavioral dynamics in mixed-ability classrooms. This pedagogical skill gap inadvertently 
fosters exclusion within ostensibly inclusive settings, where students with disabilities may be 
physically present but receive limited meaningful engagement or individualized support 
(Onyishi and Sefotho, 2020). Compounded by consistently large class sizes, the current 
pedagogical infrastructure tends to reinforce traditional hierarchies rather than facilitating 
participatory, student-centered learning environments (Papaioannou et al., 2023). 

3.3. Societal attitudes, cultural misconceptions, and stigmatization 

Beyond material and instructional constraints, the sociocultural context profoundly 
influences the trajectory of inclusive education. Deeply embedded cultural beliefs and 
stigmas surrounding disability continue to shape the attitudes of teachers, administrators, 
peers, and families. In many communities, disabilities are still perceived through a medical or 
deficit lens, often associated with pity, shame, or spiritual misfortune. These misconceptions 
significantly marginalize children with disabilities, excluding them not only from mainstream 
education but also from broader community participation. Consequently, parents of children 
with disabilities often encounter societal pressure to keep their children at home, while some 
internalize these stigmas, viewing inclusive education as a potential risk to their child's 
emotional well-being. Furthermore, a widespread lack of awareness regarding the true nature 
of inclusive education often breeds resistance and tension among the families of typically 
developing children (Kwok and Ching, 2022). 

3.4. Weak Policy Implementation and Legislative Enforcement Gaps 

While Uzbekistan has enacted progressive legislation (such as the Law on Education (2020) 
and the Presidential Decree on the Development of the Education System (2020-2030)), the 
operationalization of these policies remains inconsistent across different regions. A notable 
absence of clear, standardized guidelines for schools is exacerbated by insufficient financial 
and human resource allocations for monitoring and enforcement. Additionally, weak cross-
sectoral collaboration between the Ministries of Education, Health, and Social Protection 
creates institutional silos that impede integrated service delivery (Mukhopadhyay et al., 
2012). Local education authorities frequently operate without designated budgets for 
inclusion, resulting in fragmented and unsustainable ad hoc initiatives. Although national 
rhetoric strongly champions inclusion, the lack of a rigorous accountability framework 
(complete with measurable indicators, inspection protocols, and sanctions for non-
compliance) means the burden of implementation often falls on unsupported individual 
schools and educators. Studies on mandated governance show that formal obligations require 
clear monitoring, reporting, and accountability mechanisms to become effective in practice 
(Subramaniam et al., 2017). 
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3.5. Absence of Individual Support Services and Professional Personnel 

Perhaps the most critical and least developed component of Uzbekistan's inclusive 
education system is the provision of individualized support services. Students with complex 
disabilities require beyond differentiated instruction; they need specialized therapeutic 
interventions, including speech therapy, occupational therapy, psychological counseling, and 
behavioral support planning (Stauter et al., 2017). Currently, there is an acute shortage of 
trained special educators and allied professionals capable of assessing student needs and 
developing Individualized Education Plans (IEPs) within mainstream environments. When 
available, these specialists are highly centralized in urban resource centers, leaving rural 
communities severely underserved. Without robust multidisciplinary support mechanisms, 
inclusion remains superficial, leaving students to navigate unresponsive environments that 
fail to accommodate their developmental needs (Will et al., 2018). 

3.6. Discussion 

The complex interaction across physical, instructional, social, legal, and service-oriented 
domains indicates that inclusive education in Uzbekistan cannot be realized through isolated, 
short-term interventions; rather, a systemic and transformative approach is imperative 
(Young et al., 2020). Inclusion must be strategically embedded into national budget planning, 
teacher education curricula, architectural standards, and institutional evaluation frameworks 
(Madon et al., 2009; Ozga and Jones, 2006). Furthermore, building an inclusive ecosystem 
necessitates active collaboration among diverse stakeholders, including the students 
themselves, their families, civil society organizations, and international partners (Rollan and 
Somerton, 2021). This shift requires redefining inclusion from a reactive integration measure 
into a proactive, equity-driven redesign of the education system. By committing to long-term 
investment, intersectoral governance, and coordinated service delivery, Uzbekistan can 
strengthen the institutional foundation for inclusive education. Regional reform experiences 
show that cross-sector coordination is important when social services require cooperation 
among multiple public institutions (Ibraimova et al., 2011). In this way, inclusive education 
will no longer be viewed as a specialized programmatic add-on, but as a fundamental 
benchmark of educational quality and human rights fulfillment (Alston, 2005). 

The aspiration to build an inclusive education system in New Uzbekistan represents a 
broader societal transformation rooted in human rights, equity, and sustainable development 
(Fozilova and Husain, 2024).  

This study has highlighted the interconnected barriers hindering this transition, including 
infrastructural inaccessibility, inadequate teacher preparedness, weak policy enforcement, 
societal stigma, and limited individualized support services (Sarker and Unzum, 2023; Ressa, 
2020; Khumalo and Mji, 2014). In addition, experiences from technology-mediated education 
show that teacher adaptation to new learning environments requires institutional support, 
training, and readiness for changing instructional demands (Kaeane and Molokomme, 2025). 

Achieving genuine inclusivity demands moving beyond symbolic legislative declarations 
(Vlachou, 2004; Popkewitz and Lindblad, 2000). It necessitates a culturally responsive, cross-
sectoral strategy informed by both global best practices and Uzbekistan’s unique institutional 
context (Rollan, 2024). Inclusion must be conceptualized as the continuous adaptation of 
educational environments to ensure equitable outcomes for every child, regardless of ability 
(Vakil et al., 2009; Wilson et al., 2020). 
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To facilitate this transition, several priority action areas must be addressed (Karou and Hull, 
2014; Glowacki et al., 2012; Head, 2007; Barry et al., 2010; Sewart, 1980): 
(i) Infrastructure and Accessibility: Infrastructure and accessibility should be 

strengthened through national audits and targeted investments to modernize school 
facilities according to universal design standards. Accessibility studies show that 
planning physical access requires identifying spatial barriers and predicting how 
infrastructure affects people’s ability to reach and use essential services (Karou and 
Hull, 2014). 

(ii) Teacher Capacity and Inclusive Pedagogy: Restructuring pre-service and in-service 
training programs to embed inclusive methodologies, supported by continuous 
professional development incentives. 

(iii) Cultural Change and Community Engagement: Launching national awareness 
campaigns to dismantle stigma and empower parents of children with disabilities as 
co-creators of inclusive practices. 

(iv) Policy Coherence and Implementation Mechanisms: Strengthening cross-ministerial 
coordination, establishing dedicated inclusion budgets, and deploying rigorous 
monitoring frameworks. 

(v) Individualized Support Systems: Individualized support systems should be 
strengthened by expanding access to multidisciplinary professionals, including 
psychologists, speech therapists, and special educators. An individualized support 
system requires an information base that helps educators identify learner needs, plan 
appropriate support, and monitor progress over time (Sewart, 1980). This would help 
ensure that every child with a disability has access to a collaboratively developed IEP. 

By integrating these priorities across all educational sector plans, Uzbekistan can fulfill its 
commitments to SDG 4 and the UNCRPD. Ultimately, advancing inclusive education 
transcends pedagogical reform; it shapes a society where diversity is recognized as a profound 
strength, empowering every individual to actively participate in the nation's socioeconomic 
life (Mäkinen, 2013). 

4. CONCLUSION 

This study highlights that while New Uzbekistan has made commendable legislative strides 
toward inclusive education, profound systemic barriers continue to impede its practical 
realization. The transition from policy intention to effective execution is currently hindered 
by a complex interplay of physical, pedagogical, sociocultural, and institutional challenges. 
Specifically, inadequate and inaccessible school infrastructure, a critical lack of specialized 
teacher training, deeply entrenched societal stigmas surrounding disability, inconsistent 
policy enforcement, and the absence of individualized multidisciplinary support services 
collectively undermine the inclusion process. Overcoming these barriers necessitates a 
paradigm shift from reactive, isolated interventions to a holistic, cross-sectoral 
transformation. This requires strategic investments in universal design infrastructure, the 
comprehensive restructuring of pedagogical training, active community engagement to 
dismantle cultural prejudices, and the establishment of robust accountability frameworks. 
Ultimately, realizing genuine inclusive education in Uzbekistan transcends mere compliance 
with international frameworks like SDG 4; it represents a fundamental societal commitment 
to equity, ensuring that every learner is empowered to participate meaningfully in a just and 
inclusive society. 
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