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An international legal analysis of trends and barriers in the realization
of inclusive education for persons with disabilities

The purpose of this article is to identify persistent structural barriers to the implementation of the right to in-
clusive education and to assess the degree of States’ compliance with the international standards established
under Article 24 of the Convention on the Rights of Persons with Disabilities. The primary method employed
is a structural and thematic analysis of the Concluding Observations of the Committee on the Rights of Per-
sons with Disabilities for the period 2019-2025. Doctrinal legal analysis and the comparative legal method
were used as supplementary research methods. The empirical basis comprises the Committee’s observations
addressed to 75 States Parties from various regions of the world. The study identified six persistent barriers:
the continuation of segregated systems, limited environmental accessibility, insufficient teacher training, the
exclusion of learners with severe forms of disability, the continued existence of special schools, and under-
funding. The findings indicate a persistent gap between formal legal obligations and their practical implemen-
tation. Based on the analysis, the study proposes the legislative consolidation of the least restrictive environ-
ment principle, the reform of financing mechanisms, the introduction of mandatory teacher training in inclu-
sive education, and the establishment of independent monitoring mechanisms. The transition from declarative
norms to systemic practical measures is a necessary condition for the realization of the right to education.

Keywords: inclusive education, segregation, special schools, accessibility, teacher training, barriers to educa-
tion, human rights.

Introduction

Children with disabilities remain among the most systematically marginalized groups within education
systems worldwide. Despite the recognition of education as a fundamental human right and the growing in-
ternational commitment to equity and inclusion, significant disparities in access to education persist. The
2030 Agenda for Sustainable Development identifies inclusive and equitable quality education for all as a
central objective (SDG 4). However, recent data indicate that approximately 251 million children and ado-
lescents remain out of school globally, including 71 million of primary school age [1]. These numbers have
declined minimally since 2015. Structural barriers remain deeply entrenched. Poverty restricts access to edu-
cation. Discrimination excludes children with disabilities from mainstream systems. Physical accessibility is
insufficient in many contexts. Institutional capacity remains inadequate across numerous states. Indicators
measuring parity across gender, disability, and socio-economic status also reveal substantial regional ine-
gualities, demonstrating the ongoing relevance of strengthening inclusive education systems worldwide [2].
A significant milestone in the development of the international legal framework for inclusive education was
the adoption of the United Nations Convention on the Rights of Persons with Disabilities (CRPD) in 2006.
Article 24 of the Convention obliges States Parties to establish inclusive education systems at all levels and
to ensure access to quality education without discrimination [3]. The CRPD introduced a new normative par-
adigm by recognizing education as a substantive and enforceable human right grounded in equality, accessi-
bility, and participation. Despite the widespread ratification of the Convention, the existence of a strong legal
framework has not guaranteed effective implementation. Many education systems continue to rely on segre-
gated models in which children with disabilities are educated in specialized institutions rather than supported
in mainstream schools.

The case of Kazakhstan illustrates these global trends. The number of children with disabilities in the
country has steadily increased from 175,082 in 2021 to 203,717 in 2023. A significant proportion continues
to study in specialized institutions. According to the national report of the Republic of Kazakhstan for 2023,
16,898 children were enrolled in special schools, which is 1,082 more than in 2022 [4]. More than 60 percent
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of these schools serve children with intellectual disabilities, indicating the persistence of an institutional
model based on separation rather than inclusion.

In academic literature, inclusive education has increasingly been examined within an interdisciplinary
framework that integrates law, education policy, sociology, and human rights studies. Core international in-
struments including the Universal Declaration of Human Rights, the International Covenant on Economic,
Social and Cultural Rights, the Convention on the Rights of the Child, and the Salamanca Statement estab-
lished the normative foundations of equality and non-discrimination in education [5]. These developments
culminated in the CRPD, which elevated inclusive education to a binding obligation under international
law [6]. Nevertheless, significant theoretical and methodological debates remain. Some scholars argue that
inclusive education should completely replace segregated schooling because separation contradicts the prin-
ciple of non-discrimination [7]. Others recognize the possibility of coexistence between inclusive and spe-
cialized educational settings within a flexible continuum designed to address diverse learning needs [8]. The-
se discussions reflect broader tensions regarding how educational systems should balance equality, individu-
alization, and reasonable accommodation [9].

Despite extensive normative development, several research gaps remain. There is limited comparative
legal analysis of how states interpret and implement Article 24 of the CRPD in practice, particularly regard-
ing the distinction between immediate obligations, such as the prohibition of discrimination, and progressive-
ly realizable obligations under Article 2(1) of the International Covenant on Economic, Social and Cultural
Rights [10]. This ambiguity often allows states to delay reforms by invoking financial or institutional con-
straints.

Nearly two decades after the adoption of the CRPD, the existence of a strong normative framework has
not guaranteed its effective implementation. Many States still face systemic challenges. Financial resources
remain limited. Teacher training is insufficient. Clear accountability mechanisms are absent. Monitoring sys-
tems are inadequately developed. These issues demonstrate that inclusive education cannot be reduced to
pedagogical reform alone but requires deep structural and legal transformation supported by coordinated pol-
icy measures. Considering these challenges, the present article aims to conduct a comprehensive internation-
al legal and empirical analysis of how States interpret and implement Article 24 of the CRPD. To achieve
this aim, the following research objectives were formulated: to conduct a structural-thematic analysis of the
Concluding Observations issued by the Committee on the Rights of Persons with Disabilities (hereafter—
Committee) between 2019 and 2025, encompassing 75 States Parties, to identify persistent barriers and glob-
al trends in the realization of the right to inclusive education across diverse geographic regions and socio-
economic contexts, to examine the experience of Kazakhstan as an illustrative case of systemic implementa-
tion challenges, and to assess legal tensions arising in the realization of inclusive education, particularly the
relationship between the child’s right to education and the role of parents in educational decision-making.

Methods and Materials

The methodological foundation of this study combines three approaches. The first is doctrinal legal
analysis. The second is comparative legal methodology. The third is structural-thematic analysis of official
documents issued by the Committee. This combination connects normative and empirical dimensions. It en-
ables a comprehensive understanding of the legal framework. It also reveals the practical mechanisms
through which States Parties implement their obligations under Article 24 of the CRPD. The chosen method-
ology treats inclusive education as both a legal norm and a policy phenomenon. It examines the interaction
between international human rights standards and national implementation practices. Article 35 of the CRPD
establishes specific reporting obligations for States Parties. Each State must submit a comprehensive report
to the Committee through the UN Secretary-General. This report must detail measures taken to implement
the CRPD. It must also document progress achieved. The first report is due within two years of the Conven-
tion’s entry into force. Subsequent reports are required at least every four years. State reports and the Com-
mittee’s Concluding Observations together form a unique empirical corpus. These materials document the
degree of state compliance with international standards. They also reflect the dynamics of implementation.
They identify systemic challenges that hinder the full realization of inclusive education. Consequently, the
analysis of these materials allows the Convention to be interpreted not only as a normative document but also
as a living instrument of international monitoring and legal evolution. The primary objective of this research
is to provide a comprehensive legal and empirical assessment of the extent to which States Parties fulfill their
international obligations to implement the right to inclusive education, while identifying the normative, insti-
tutional, and resource-related barriers that impede this process. The guiding research question is formulated
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as follows: to what extent are the international obligations enshrined in Article 24 of the CRPD reflected in
national legislation, strategies, and education policies, and what global patterns characterize the post-
ratification implementation of inclusive education. The methodological framework builds upon previous ac-
ademic work that conducted the first large-scale analysis of the Committee’s Concluding Observations for
the 2011-2018 period [11]. Those studies demonstrated that the Concluding Observations constitute not
merely descriptive assessments, but rather a reflection of the evolving international legal discourse on inclu-
sive education. The present study advances this approach by extending the temporal scope to encompass the
subsequent reporting cycle from 2019 to 2025, thereby capturing recent developments and shifts in the the-
matic focus, content, and legal orientation of the Committee’s recommendations. This periodization reflects
the renewed international context, including the implementation of Sustainable Development Goal 4 (“En-
sure inclusive and equitable quality education and promote lifelong learning opportunities for all””) and the
Committee’s evolving methodology for assessing States’ compliance with the Convention. Comparative
analysis across these two reporting cycles makes it possible to identify institutional shifts, normative trans-
formations, and the consolidation of emerging international standards. The empirical dataset comprises offi-
cial Concluding Observations addressed to States Parties and published on the Committee’s webpage within
the website of the Office of the United Nations High Commissioner for Human Rights [12]. All texts were
retrieved from the OHCHR open-access archive, which systematizes documents by year and country. Each
document was reviewed manually, and sections referring to Article 24 (Education), including the Commit-
tee’s concerns, evaluations, and recommendations, were systematically extracted for further analysis. To en-
sure interpretative accuracy, the analysis was conducted using the original versions of the texts in English.
The sample includes 75 States Parties that received Concluding Observations during the reporting period
under review (Table 1).

Table 1
75 States Parties that received Concluding Observations during the reporting period under review.

Turkey Australia Albania Algeria Vanuatu
Greece India Iraq Spain Cuba
Kuwait Myanmar Niger Norway Rwanda
El Salvador Saudi Arabia Senegal Ecuador France
Estonia Bolivarian Republic of Venezuela|China Japan Indonesia
Bangladesh Macao, China Republic of Korea |Singapore Lao People’s
Democratic Republic
New Zealand China (Hong Kong) Hungary Jamaica Mexico
Switzerland Austria Angola Andorra Argentina
Germany Georgia Israel Mauritania Malawi
Mongolia Paraguay Peru Togo Tunisia
Azerbaijan Bahrain Belarus Belgium Benin
Burkina Faso Ghana Denmark Zambia Kazakhstan
Costa Rica Mauritius Kingdom of the Ukraine Sweden
Netherlands
European Union Viet Nam Tuvalu Palau Canada
Korea Maldives Kiribati Finland Dominican Republic

These States represent all major geographic regions and levels of socio-economic development, encom-
passing European Union member states, countries of North and South America, African nations, Asia-Pacific
countries, and post-Soviet States. This distribution ensured the representativeness of the dataset and enabled
a comparative analysis of both global trends and regional specificities in the implementation of the right to
inclusive education. An analytical framework was developed to structure the empirical material, encompass-
ing six key thematic domains corresponding to the Committee’s recurring areas of concern (Table 2).

Table 2
Thematic domains of the Committee’s concerns reflected in the analytical framework.
1 Segregation persistence of segregated education systems.
2 Special schools the institutional role and transformation of special schools.
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3 Accessibility physical and digital accessibility of educational environments and materials.

4 Funding adequacy of financing and resource redistribution.

5 Teacher training professional preparation and continuous development of educators.

6 Complex needs education of learners with multiple and severe disabilities. In addition, relevant para-

graphs and citations were examined to capture the Committee’s specific concerns and
recommendations directed toward individual States.

The structural-thematic analysis revealed a series of recurring normative and practical challenges in the
implementation of the right to education. The dominant issues included the persistence of segregated educa-
tion systems, limited physical and digital accessibility, inadequate financial and human resources, insuffi-
cient teacher preparation, and the marginalization of learners with complex and severe disabilities. These
findings highlight enduring institutional barriers and regional asymmetries in the realization of inclusive ed-
ucation. Thus, this study contributes not only to the description of global patterns but also to the analytical
interpretation of how international and national legal frameworks interact in the domain of inclusive educa-
tion. It elucidates the ongoing evolution of the right to inclusive education as a legally binding human rights
standard, viewed through the lenses of accountability, equality, and sustainable development.

Results

An analysis of the Concluding Observations issued by the Committee between 2019 and 2025 reveals a
persistent and systemic set of barriers to the implementation of Article 24 of the Convention on the Rights of
Persons with Disabilities (CRPD), which guarantees the right to inclusive education. Despite the formal in-
ternational commitments made by States Parties, the practical realization of this right remains uneven and
structurally constrained. A review of data from 75 countries highlights a stable cluster of interrelated obsta-
cles, including the persistence of segregated education (72 mentions), lack of physical and digital accessibil-
ity (72 mentions), inadequate teacher training (70 mentions), exclusion of learners with complex disabilities
(62 mentions), the continued reliance on special schools (61 mentions), and chronic underfunding (60 men-
tions).

Segregation remains one of the most entrenched violations of the right to education. The Committee
consistently documents the ongoing operation of separate educational institutions or segregated classes for
learners with disabilities, reflecting an outdated paradigm that isolates them from their non-disabled peers.
References such as “segregated classes in legislation”, “segregation of students with intellectual disabilities”
and “increasing segregation” indicate the continued dominance of a medical model and structural exclusion.
Even in countries formally committed to inclusion, the Committee notes limited or absent measures to transi-
tion toward inclusive systems (e.g., Georgia, Albania, Turkey, South Africa, Mongolia). It urges States to
transform specialized institutions into inclusive resource centers and to enshrine the right to inclusive educa-
tion at all levels of the legal and policy framework.

Accessibility (both physical and digital) emerges as a frequently recurring concern across the examined
reports. In low-income contexts, the lack of accessible infrastructure, transportation, and ICT is especially
severe. The Committee refers to the “absence of accessible schools and transportation” and the “lack of
learning materials in accessible formats and assistive communication”. It further notes that “a significant
proportion of children with disabilities do not attend school” due to environmental and infrastructural barri-
ers (e.g., Kiribati, Laos, Tuvalu, Vanuatu, Bangladesh). These findings underscore a deep spatial inequality
in education systems and indicate that the principles of universal design and reasonable accommodation re-
main largely unrealized in many regions.

Underfunding further exacerbates all other barriers. The Committee highlights the absence of sustaina-
ble domestic funding mechanisms, overreliance on donor support, fragmented budget allocations, and insuf-
ficient redistribution of resources from segregated to inclusive systems. Reports mention “closure of inclu-
sive programs due to budget cuts”, “lack of funding for individual support”, and “failure to reallocate re-
sources from segregated structures” (e.g., Canada, Kiribati, Jamaica, Lithuania, Vietnam, Zambia). These
examples demonstrate the financial fragility of inclusive reforms, especially in economically vulnerable
states.

International evidence shows that effective financing of inclusive education depends on how resources
are distributed. OECD, UNESCO, UNICEF, and the European Agency identify a shared principle: sustaina-
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ble models combine baseline funding for all schools with targeted resources oriented toward each child’s
educational needs [13]. Three financing models are identified in the literature. The per-capita model (United
States, Canada, Australia) provides transparency but generates incentives for over-identification of learners
with special educational needs [14]. Resources are frequently directed toward home-based instruction rather
than classroom support. The resource-based model (ltaly, Ireland) finances staffing, infrastructure, and assis-
tive technologies [15]. It provides institutional stability. Where resources remain concentrated in special in-
stitutions, segregation persists. The throughput model (Finland, Netherlands, Germany) allocates funding on
condition that schools independently organise inclusive services [16]. It reduces diagnostic labelling incen-
tives. Its effectiveness depends on school leadership capacity. In Kazakhstan, the financing system operates
on two levels. The republican budget covers the development of textbooks and adapted curricula. Operation-
al expenditures are borne by local budgets [17]. The volume of inclusive infrastructure varies according to
the fiscal capacity of each region. At school level, a per-capita model is applied. Funding is linked to the
number of pupils with officially confirmed special educational needs. Each such pupil receives a double co-
efficient without differentiation by type or severity of impairment [18]. Research involving urban school di-
rectors identified several constraints of the current model [19]. The type of funding alone does not determine
whether a child with special educational needs is enrolled. Schools where pupils receive home-based instruc-
tion are less likely to include them in mainstream classrooms. The coefficient effectively subsidises home-
based instruction. The principal determinants of genuine inclusion are school-level policy, the hiring of addi-
tional support staff, and the decision-making autonomy of the director. Rural schools operate under line-item
budgeting. This deepens territorial inequality in the resourcing of inclusive education.

The lack of teacher preparedness is identified as one of the most systemic and widespread challenges.
Numerous Concluding Observations point to the “insufficient training on inclusive education”, “shortage of
professionals fluent in sign language and Braille” and “lack of reasonable accommodation in the classroom”.
In some countries, inclusive education is entirely absent from pre-service teacher training curricula (e.g.,
Norway, Sri Lanka, Bosnia and Herzegovina, Zimbabwe, Papua New Guinea). The Committee emphasizes
the need for mandatory incorporation of inclusive pedagogy in university-level training, the development of
continuous professional development programs, and the meaningful inclusion of teachers with disabilities as
agents of change in transforming educational cultures.

Concern is raised regarding the exclusion of learners with multiple, mental, and sensory disabilities.
The Committee consistently identifies the “absence of individual support mechanisms”, “failure to provide
assistive technologies” and the “systematic exclusion of children with intellectual and psychosocial disabili-
ties” even in countries that publicly endorse inclusion (e.g., Vietnam, Lithuania, Ghana, South Africa, Do-
minican Republic). Such patterns are interpreted as forms of structural discrimination, revealing that inclu-
sion is often implemented selectively and fails to reach the most marginalized groups.

Another critical gap concerns the absence of strategic frameworks and monitoring mechanisms. The
Committee’s findings include references to the “lack of comprehensive strategies with specific timelines,
indicators, and budgets”, “insufficient intersectoral coordination” and “unjustified refusals to admit children
with disabilities into mainstream schools” (e.g., Switzerland, Kazakhstan, India, Cambodia, Zambia). The
Committee stresses that without robust institutional and legal mechanisms, national strategies remain declar-
ative and ineffective in producing tangible change.

A comparative review of Concluding Observations reveals that these barriers form an interdependent
cluster of constraints. Countries that maintain segregated systems tend also to experience underfunding, in-
sufficient teacher training, and weak governance frameworks (e.g., Laos, Zambia, India, Vanuatu). In con-
trast, in high-income countries (e.g., Finland, Canada, the Netherlands, Switzerland), the Committee’s rec-
ommendations focus on structural transformation, the establishment of monitoring systems, and quality as-
surance standards. These differences reflect varying degrees of institutional capacity and highlight global
inequalities in the pace and depth of inclusive education reform. Therefore, the formal recognition of the
right to inclusive education does not guarantee its realization. Effective implementation requires sustainable
financial frameworks, adequate professional capacity, physical and digital accessibility, legal enforceability,
and transparent accountability mechanisms. The findings of the CRPD Committee provide an empirical and
normative foundation for comparative legal analysis. They also serve as a resource for advancing educational
justice in the context of Central Asia. The identified barriers are persistent. This confirms the need to move
beyond declarative commitments. A coherent, well-resourced, and rights-based strategy is required. Such a
strategy must ensure equitable and inclusive education for all children with disabilities.
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The Concluding Observations on Kazakhstan’s initial state report address the issue of segregated educa-
tion. The Committee emphasizes the need to transition away from this model. Special schools continue to
operate as separate institutions. This practice remains a central concern. In paragraph §51(a), the Committee
explicitly raises concerns that “special schools continue to operate in parallel with the general education sys-
tem, thereby contributing to the segregation of persons with disabilities”. Accordingly, paragraph §52(d)
urges the State to develop a national strategy aimed at transforming these special institutions into resource
centers capable of supporting inclusive learning within mainstream schools [20]. This recommendation re-
flects a paradigmatic shift from an integrationist to a rights-based model of education, whereby the system is
adapted to the diverse needs of all learners rather than expecting the learner to conform to the existing sys-
tem. Despite Kazakhstan’s formal commitment to inclusive education, statistical trends from 2019 to 2023
suggest a disconnect between policy discourse and actual practice. Data comparing enrolment figures in spe-
cial preschool institutions and special general education schools reveal a consistent increase in the number of
students placed in the latter, rising from 14,895 in 2019 to 16,044 in 2023. Enrolment in special preschool
settings followed a different pattern. These figures remained largely stable. The lowest recorded value was
4,229. The highest was 4,796 (Fig. 1). This disparity reflects sustained institutional investment in segregated
education at the school level. Kazakhstan faces persistent challenges in aligning its education system with
international human rights standards. Article 24 of the CRPD establishes the relevant obligations in this re-
gard. An additional systemic constraint is the role of parental decision-making, which is often shaped by per-
ceptions of special schools as safer or more appropriate environments for children with disabilities. In the
absence of sufficient individualized support, qualified inclusion specialists, adapted curricula, and inclusive
pedagogical practices in general education schools, parental choice is frequently constrained. Rather than
exercising free and informed choice, many families are compelled to opt for special schools out of necessity,
due to the lack of viable inclusive alternatives [21].
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Figure 1. Number of children enrolled in special preschools and special schools in Kazakhstan (2019-2023)

As recent research indicates, the number of children with disabilities receiving home-based education in
Kazakhstan has demonstrated a generally increasing trend over the past decade (Fig. 2). According to official
data from the Bureau of National Statistics under the Agency for Strategic Planning and Reforms of the Re-
public of Kazakhstan the number of such students rose from 8,629 in 2014 to a peak of 9,823 in 2018. Sever-
al factors may account for this decline. Education policy may have changed during this period. Statistical
reporting procedures may have been modified. Inclusive education practices may also have expanded tempo-
rarily. From 2020 onward, the number grew steadily. By 2023, it reached 11,529. This is the highest figure
recorded in the ten-year period. Two explanations are possible. Access to individualized education may have
improved. Diagnostic and registration procedures may have become more comprehensive. The increase may
also indicate persistent challenges in implementing inclusive education in mainstream schools. Specifically,
the trend may be indicative of insufficient pedagogical and psychological support within schools, a critical
shortage of qualified personnel such as tutors, special education teachers, and psychologists, as well as the
limited readiness of educational institutions to create fully inclusive learning environments. In such condi-
tions, home-based education is often not the result of parental preference, but rather a necessity driven by the
lack of appropriate support mechanisms in the general education system.
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Figure 2. Dynamics of the number of children with disabilities receiving home education in Kazakhstan (2014—-2023).

Discussion

The CRPD has consistently emphasized that the inclusion of learners with disabilities within main-
stream education systems constitutes a core element of the realization of the right to education. Despite this
normative clarity, both legal scholars and policymakers continue to debate the legitimacy and necessity of
maintaining special schools as transitional or complementary mechanisms designed to meet diverse and
complex learning needs. From a practical perspective, full inclusion is often constrained by objective factors,
such as severe intellectual, physical, or multiple disabilities, as well as by systemic deficiencies in funding,
teacher preparation, and institutional readiness. Some scholars challenge the notion that inclusive education
should entirely replace special education, arguing instead that the coexistence of differentiated educational
approaches ranging from mainstream to specialized settings may provide a more contextually appropriate
model for realizing the right to education for all learners [22].

This pluralistic understanding is partially reflected in the Committee’s own practice. In its Concluding
Observations on Germany’s initial report, the Committee recommended a proportional reduction in the num-
ber of special schools to facilitate the transition toward inclusive education. Crucially, it underscored that
national legislation, and policy frameworks must support the immediate right of children with disabilities to
enroll in mainstream schools “of their choice” [23]. The phrase “of their choice” carries legal significance. It
affirms the agency of children with disabilities in determining their educational environment. Autonomy and
equality of opportunity are thereby established as principles of inclusion.

Empirical data show a different picture. Many States Parties continue to allocate substantial resources to
segregated education systems. In England, official statistics from 2017 recorded an increase in the number of
students with education, health, and care plans. These students attended publicly funded special schools. Alt-
hough a slight decline from 37.9 % to 35.8 % was observed in 2024, the figures suggest persistent structural
barriers to the implementation of inclusive education [24]. In Germany, the proportion of students with disa-
bilities enrolled in special schools remains significantly higher than in most other European countries [25].
The Committee has repeatedly expressed concern that Germany continues to maintain an education system
in which most students with disabilities are educated in specialized settings. Such findings reveal an endur-
ing gap between formal legal obligations and their practical realization. These realities raise a critical norma-
tive question: does the persistence of segregated education reflect the inherent unsuitability of the inclusive
model for certain children, or does it instead expose systemic shortcomings such as inadequate resources,
insufficient teacher training, or unadopted environments that hinder effective inclusion? Comparative studies
suggest that inclusion can be successfully implemented even for learners with severe and complex disabili-
ties, provided that sufficient pedagogical support, individualized assistance, and structural adaptation are en-
sured [26]. Therefore, the formulation of clear international guidelines addressing the education of children
with the most complex disabilities is vital to translating the principle of inclusion into concrete and effective
practice.

Another area of conceptual and legal contention concerns the relationship between the child’s right to
education and the parental duties associated with upbringing and development. The CRPD affirms the pri-
macy of the best interests of the child and the right of children to participate in decisions that affect them.
Article 7(2) of the CRPD stipulates that all actions concerning children with disabilities must be guided by
their best interests, while Article 7(3) guarantees their right to express views freely on matters affecting
them, with due consideration given to age and maturity. The Committee’s General Comment No. 4 further
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asserts that education is “the right of the individual learner, not of the parent or guardian”, implying that pa-
rental responsibilities are secondary to the child’s autonomous rights [27].

Although this formulation strengthens the agency of the child, it raises important concerns regarding the
balance of rights under international law. The absolutization of the child’s right to education, detached from
parental participation, risks contradicting provisions of the Convention on the Rights of the Child, particular-
ly Article 18, which establishes that parents bear primary responsibility for the upbringing and development
of their children. At present, the Convention on the Rights of the Child has been ratified by 196 States, mak-
ing it the most widely endorsed international human rights treaty in history. Similarly, Article 5 of the Con-
vention on the Rights of the Child obliges States to respect parental rights and responsibilities to provide
guidance consistent with the child’s evolving capacities [28]. General Comment No. 1 of the Committee on
the Rights of the Child also highlights the central role of parents in realizing children’s rights, including their
right to education [29]. Excluding parents from educational decision-making would therefore contravene the
cooperative and participatory model envisaged by international law.

A further tension arises in relation to the principle of the best interests of the child, enshrined in Arti-
cle 3 of the Convention on the Rights of the Child and Article 7 of the CRPD. While inclusive education rep-
resents the preferred model under international human rights law, it may not always constitute the most bene-
ficial environment for every learner. For children with profound sensory or multiple disabilities, mainstream
settings may lack the necessary level of adaptation, assistive technology, or professional expertise. In such
cases, the views of parents who possess intimate knowledge of their child’s needs should be given due
weight. Furthermore, Article 41 of the Convention on the Rights of the Child codifies the principle of more
favorable norms, requiring States to apply higher standards of protection when national or international law
provides them. This principle is particularly relevant in interpreting the child’s right to education in a manner
that maximizes individual benefit rather than formal compliance.

Some national legal frameworks recognize both child and parental agency. This recognition reflects a
balanced approach to educational decision-making. For example, Kazakhstan’s education legislation allows
parents or legal guardians to choose an educational institution that aligns with the child’s abilities, prefer-
ences, and learning needs. This approach reflects the dual principles of the best interests of the child and the
priority of more favorable norms, promoting adaptability and contextual flexibility within inclusive educa-
tion systems. Empirical research further demonstrates that parental participation is a critical determinant of
successful inclusion. Parents frequently act as advocates for the rights of children with disabilities, fostering
collaboration between families and schools and contributing to the creation of inclusive institutional cultures.
International practice shows that parental involvement occurs at multiple levels from representation on
school boards to engagement in curriculum adaptation and quality monitoring thus enhancing both accounta-
bility and educational outcomes [30].

The most widely recommended approach in the international literature is a hybrid financing model. It
combines stable baseline funding for all schools, supplementary allocations by level of support required, a
guaranteed minimum resource standard in each inclusive school, and accountability mechanisms that moni-
tor actual classroom inclusion. This model aligns with the rights-based logic of Article 24 of the CRPD. Re-
liance on short-term projects and fragmented grants does not produce sustainable systems. The Kazakhstan
evidence points to a structural gap between declared policy commitments and the actual distribution of re-
sources. The current per-capita model provides a foundation for equity-oriented financing. Several factors
limit its reach. Rural schools fall outside the formula. The supplementary coefficient carries no requirement
for classroom-based use. Outcomes depend on local administrative capacity rather than systemic guarantees.
Redirecting resources toward individual support and the gradual transformation of special schools into re-
source centres serving the inclusive sector represents a priority direction for system development.

Ultimately, the right to education cannot be divorced from the material and institutional conditions nec-
essary for its fulfillment. Public policy must therefore strike a balance between the ideal of full inclusion and
the practical imperative of ensuring accessible and high-quality education for all learners. During the transi-
tion toward full inclusion, States Parties to the CRPD bear a heightened responsibility to reform educational
systems so that all children, regardless of disability, can enjoy equal access to learning opportunities.
Achieving this balance between normative ambition and practical realization remains one of the most com-
plex challenges in the global implementation of the right to inclusive education.
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Conclusions

This study has demonstrated that, nearly two decades after the Convention on the Rights of Persons
with Disabilities entered into force, the implementation of Article 24 remains uneven, fragmented, and con-
strained by systemic legal, institutional, and socio-economic barriers. The Convention establishes inclusive
education as a legally binding human right. This is a significant normative advancement in international law.
Segregated educational models persist. Accessibility remains insufficient. Qualified teaching staff are in
short supply. Funding levels are inadequate. These factors continue to hinder full realization of the right. The
analysis of 75 States Parties drew on Concluding Observations of the Committee on the Rights of Persons
with Disabilities. Structural exclusion emerged as a recurring pattern. Learners with severe and multiple dis-
abilities face the greatest barriers.

The findings point to several specific proposals for legislative and policy reform.

First, in the area of legislative regulation, Kazakhstan may wish to consider establishing the principle of
the least restrictive environment in education legislation. Under this principle, enrolment in a mainstream
school is the default option. Placement in a special institution is permissible only on the basis of an individu-
al assessment of the child’s educational needs. Combining this principle with an individual right to reasona-
ble accommodation in mainstream schools would provide a clearer legal framework for educational decision-
making.

Second, in the area of financing, extending the per-capita model to rural schools currently operating un-
der line-item budgeting merits consideration. This would reduce regional inequality in the resourcing of in-
clusive education. Introducing a requirement for the targeted use of the supplementary coefficient for class-
room-based support also warrants attention. Research involving directors of urban schools in Kazakhstan
found that the coefficient is frequently directed toward home-based instruction.

Third, in the area of teacher preparation, establishing inclusive pedagogy as a compulsory subject in
teacher training programmes would support the development of foundational professional competencies. Set-
ting a normative frequency for the in-service training of practising teachers in this area represents an equally
significant step. The Committee has consistently identified the absence of such requirements as a systemic
barrier across the majority of States reviewed.

Fourth, in the area of accountability in Kazakhstan, establishing an independent monitoring mechanism
with a mandate to collect separate data on educational outcomes for learners with different types of disability
would strengthen the assessment of inclusion in practice. Reorienting state programme indicators from for-
mal enrolment figures toward actual classroom participation would strengthen system-level accountability.

Equal educational opportunities for all learners must remain a strategic priority. Inclusive education
forms part of rights-based approaches to sustainable development. Future progress depends on States imple-
menting systemic reforms. These reforms must uphold equality, dignity and universal participation.
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H. CaiipaHKkpi3bl

MyreaekTiri 0ap axaMaapablH MHKJIIO3UB OUTiM aTybIH JKy3ere acbIpyaarbl
YPAICTEp MeH Kedeprijiepai XaJdbIKapaJdblK-KYKbIKTBIK TAJIay

MakanaHblH MakcaTbl — WHKJIIO3UBTI OUIIM aly KYKBIFBIH iCKe achIpyJarbl TYPaKThl KYPBUIBIMIBIK
KeZeprilepi aHbIKTay )KoHE MYTEIeKTIiri 6ap amamIapAblH KYKBIKTaphl Typaibl KOHBEHIIMAHBIH 24-0a0bHaa
OEKITLIreH XaJlbIKapaJblK CTaHAApTTapIbl MEMIICKETTEPiH caKkTay IopexeciH Oaramay. Herisri ogmic perinze
2019-2025 >xpuimap apanblFblHAaFel MyremekTiri Gap amamaapAblH KYKBIKTapbl JKOHIHAETi KOMHTETTIH
KOPBITBIH/Bl €CKEPTYJIEpiHe KYPBUIBIMIBIK-TAKBIPBINTHIK Tajgay KOMIaHbULABL. JIOKTPHHAIIBIK KYKBIKTBIK
Ta/iay JKOHE CaJbICTHIPMAJIBI-KYKBIKTHIK SiC KOCBIMINA Kypajiap peTiHAe MaiIaJaHbUIabl. JIMITHPUKAIIBIK
0a3aHbl QJIEMHIH opTYpI ©HipJiepiHeH 75 KaThICYIIEI MEMJICKETKE apHaJIFaH eCKepTyJep Kypailasl. 3eprrey
OapbICBIHIA aNTHl TYPAaKTHl KEAEpri aHBIKTANIBL: CerperalisUIaHFaH JKYHelepiH CaKTalybl, OpPTaHBIH
MIEKTeYTi KOJDKETIMIIIIr, MyFamiMaepal AaspiaymblH JKeTKUTIKCI3/iri, MYTeJeKTiri aybslp OKYIIBIIap.bIH
MITTETiNTyi, apHaBl MEKTENTEPIIH CaKTaTyhl )KOHE Kap KbIIaHABIPYIBIH JKeTKilikcizairi. Hotmkenep pecvmu
KYKBIKTBIK MiHJETTEMeep MCH OJIapJblH IPAKTHKAJIBIK iCKe achIPbUTYbl apachlHIAFbl TYPAKThl AJIIAKTHIKTHI
kepceremi. JKyprisiireH Tanmay Heri3iHA€ €H a3 OIeKTeYJdl OpTa KaruAaThlH 3aHHAMANBIK OeKiTy,
Kap>KbUIaHABIPY MEXaHU3MIEepiH pedopmanay, HHKIIO3UBTI OiTiM Oepy cajachlHAa MyFaliMAEpIi MiHAETTI
JaspIIayibl CHI13y KOHE TOYENICi3 MOHUTOPHHT MEXaHU3MIEPiH Kypy OOMBIHIIA YCBIHBICTAD TY)KBIPHIMIAIIIBL.
JlexmapaTuBTI HOpMajapJaH KYHell MpaKTHUKaJIbIK [Iapanapra KeIly OLTiM aly KYKBIFBIH iCKe achIpyJIbIH
KQ)KETTI IIapTHI.

Kinm ce30ep: MHKIIIO3UBTI OiiM Oepy, cerperanus, apHaibl MEKTENTep, KOJDKCTIMALTIK, MeAarorTap.ibl
Jasipiiay, OiTiM almyJaFsl Kelepriiep, agaM KYKbIKTaphl.

H. CaiipaHKbI3bl

MeKkayHapOaHO-TIPABOBOI AHAJIN3 TEHIEHIUI U 0apbepoB B OCYIIECTBJIECHUN
UHKJIIO3UBHOI0 00pa30BaHMsl JIMI ¢ MHBAJIHUIHOCTHIO

Lenpro HacTOsIMIIEH CTaThH SBISETCS BBIIBICHHE YCTONUYMBEIX CTPYKTYPHBIX 0aphepoB B peaiH3alliy IpaBa
Ha WHKITIO3MBHOE 00pa30BaHME U OIEHKA CTETNEeHH COOMIOJECHUS roCyJapcTBaMU MEXTYHAPOJHBIX CTaHIap-
TOB, 3aKPEIUIEHHBIX B cTaThe 24 KoHBeHIMM 0 mpaBax MHBAIHAOB. OCHOBHBIM METOAOM BBICTYMAeT CTPYK-
TypHO-TEMAaTUUECKUM aHaIu3 3aKIOYUTeNbHBIX 3amMeuaHuil KomuTera mo mpaBaM HMHBaIUAOB 3a HMEPUOL
2019-2025 romoB. JJoKTpUHANBHBINA PABOBOH aHATIHU3 U CPABHUTENILHO-NIPABOBOI METOJI IIPHMEHSUINCH B Ka-
YeCTBE JIONOJHUTENIBHBIX UHCTPYMEHTOB. DMIIMPUUECKYI0 0a3y COCTaBISIOT 3aMEYaHUs, aJpecoBaHHbIE 75
roCyAlapcTBaM-y4acTHUKAM U3 Pa3IMYHbIX PETHOHOB MHpa. B Xole uccienoBaHus BBIBICHO LIECTh YCTOM-
YUBBIX 0apbEpOB: COXPAaHEHHE CETPETMPOBAHHBIX CHCTEM, OTPAaHWYEHHAsI JOCTYMHOCTb CPEMIbI, HEIOCTATOU-
Hasl MMOJTOTOBKA y4HTENeH, HCKIII0UeHNne 00yJaomuXcst ¢ THKENBIME (pOpMaMH HHBATHIHOCTH, COXPAHEHHUE
CTEIMANBHBIX IIKOJI M HeJo(HHAHCHPOBaHUe. [lomydeHHbIe pe3yabTaThl CBHAETEIBCTBYIOT 00 yCTOHIHMBOM
pa3pbiBe My (hOpMAITBHBIMHU TPAaBOBEIMH 0053aTENBCTBAMHU M MX NPAKTHIECKOH peanm3anuei. Ha ocHoBe
HPOBEAEHHOTO aHamM3a c(HOPMYIMPOBAHBI NPEIOKEHNS MO 3aKOHOAATEIILHOMY 3aKPEIUICHUIO IPHHIUIA
HauMeHee OTPaHMYHMTENIBHON Cpeabl, peOpMHUPOBAHHIO MEXaHM3MOB (DMHAHCHPOBAHUS, BBEJCHUIO 00si3a-
TEJbHON MOATOTOBKU IMENaroroB B 00JAaCTH MHKIIO3MBHOIO OOPa30BaHUS M CO3AAHUIO HE3aBHCHMBIX MeXa-
HU3MOB MOHHUTOpUHra. [lepexon oT aexiapaTUBHBIX HOPM K CHCTEMHBIM IIPAKTHUECKHM MepaM sIBIIseTcs He-
00XOMMBIM YCIIOBHEM peaTn3alluy IpaBa Ha 00pa3oBaHHe.

Kniouesvie cnoga: MHKINIO3UBHOE 00pa30BaHHE, CETperanysl, ClielIHaIbHbIE IIKOJIBI, JOCTYIHOCTb, IIOArOTOBKA
yunTenel, 6apbepsl B 00pa30BaHNH, TIPaBa YeIOBEKa.

References

1 (2024). Global Education Monitoring Report 2024/5: Leadership in Education — Lead for Learning. unesdoc.unesco.org.
Retrieved from https://unesdoc.unesco.org/ark:/48223/pf0000391406

2 Burgdorf, R.L.Jr. (1991). The Americans with Disabilities Act: Analysis and implications of a second-generation civil rights
statute. Harvard Civil Rights—Civil Liberties Law Review, 26, 413. Retrieved from
https://digitalcommons.law.udc.edu/fac_journal articles/133/

3 (2006). Convention on the Rights of Persons with Disabilities adopted by General Assembly resolution. Ne 61/106.
WWW.Un.org. Retrieved from
https://www.un.org/en/development/desa/population/migration/generalassembly/docs/globalcompact/A RES 61 106.pdf

Cepus «[lMpaBo». 2026, 31, 3(123) 65


https://unesdoc.unesco.org/ark:/48223/pf0000391406
https://digitalcommons.law.udc.edu/fac_journal_articles/133/
https://www.un.org/en/development/desa/population/migration/generalassembly/docs/globalcompact/A_RES_61_106.pdf

N. Sairankyzy

4 (2024). Natsionalnyi tsentr «Taldau» imeni A. Baitursynuly. Natsionalnyi doklad o sostoianii i razvitii sistemy obrazovaniia
Respubliki Kazakhstan po itogam 2023 goda [National report on the state and development of the education system of the Republic
of Kazakhstan based on the results of 2023]. Astana [in Russian].

5 (1989). Convention on the Rights of the Child. www.ohchr.org. Retrieved from https://www.ohchr.org/en/instruments-
mechanisms/instruments/convention-rights-child

6 De Beco, G. (2022). The right to “inclusive” education. Modern Law Review, 2, 271.

7 De Beco, G., Quinlivan, S., & Lord, J.E. (Eds.). (2019). The Right to Inclusive Education in International Human Rights Law
(p. 169). Cambridge University Press.

8 Florian, L. (2019). On the necessary co-existence of special and inclusive education. International journal of inclusive
education, 7-8, 691-704.

9 Hallahan, D.P., & Kauffman, J.M. (1975). Exceptional Children: An Introduction to Special Education. Prentice-Hall.

10 (1966). International Covenant on Economic, Social and Cultural Rights. www.ohchr.org. Retrieved from
https://www.ohchr.org/en/instruments-mechanisms/instruments/international-covenant-economic-social-and-cultural-rights

11 Byrne, B. (2022). How inclusive is the right to inclusive education? An assessment of the UN Convention on the Rights of
Persons with Disabilities’ concluding observations. International Journal of Inclusive Education, 3, 301-318. Retrieved
from https://doi.org/10.1080/13603116.2019.1651411

12 (2009). UNESCO. Policy guidelines on inclusion in  education.  unesdoc.unesco.org.  Retrieved
from https://unesdoc.unesco.org/ark:/48223/pf0000177849

13 UNICEF. (2020). Addressing the learning crisis: An urgent need to better finance education for the poorest children.
www.unicef.org. Retrieved from https://www.unicef.org/reports/addressing-learning-crisis

14 Ebersold, S., & Meijer, C. (2016). Financing inclusive education: Policy challenges, issues and trends. In A. Watkins &
C. Meijer (Eds.), Implementing inclusive education: Issues in bridging the policy-practice gap (International Perspectives on Inclu-
sive Education, Vol. 8, pp. 37-62). Emerald Group Publishing.

15 (2016). European Agency for Special Needs and Inclusive Education. Financing of inclusive education: Background infor-
mation report. www.european-agency.org. Retrieved from https://www.european-agency.org/resources/publications/financing-
inclusive-education-background-information-report

16 Goldan, J. (2021). Demand-oriented and fair allocation of special needs teacher resources for inclusive education: Assess-
ment of a newly implemented funding model in North Rhine-Westphalia, Germany. International Journal of Inclusive Education,
25(6), 705-719. https://doi.org/10.1080/13603116.2019.1568598

17 (2023). OECD. Equity and inclusion in education: Finding strength through diversity. OECD Publishing.
https://doi.org/10.1787/e9072e21-en

18 Ait Si Mhamed, A., Winter, L., Kasa, R., Qanay, G., Zhontayeva, Z., & Aringazina, L. (2024). New ways of financing
schools: Per-capita funding. In C. McLaughlin (Ed.), Mapping educational change in Kazakhstan (Ch. 8). Cambridge University
Press.

19 (2017). Prikaz Ministra obrazovaniia i nauki Respubliki Kazakhstan «Ob utverzhdenii Metodiki podushevogo normativnogo
finansirovaniia» [Order of the Minister of Education and Science of the Republic of Kazakhstan No. 597 “On approval of the Meth-
odology of per capita normative financing”]. adilet.zan.kz. Retrieved from https://adilet.zan.kz/rus/docs/\VV1700016137 [in Russian].

20 Kasha, R., Adilbek, A., & Mambetalina, D. (2023). Vliianie podushevogo finansirovaniia shkol na obuchenie detei s osobymi
obrazovatelnymi potrebnostiami v Kazakhstane [The impact of per capita school financing on the education of children with special
educational needs in Kazakhstan]. Vestnik Kazakhskogo Natsionalnogo Universiteta. Seriia pedagogicheskaia — Bulletin of Kazakh
National University. Pedagogical Series, 74(1), 103-117. https://doi.org/10.26577/JES.2023.v74.i1.010 [in Russian].

21 (2025). UN Committee on the Rights of Persons with Disabilities. Concluding observations. tbinternet.ohchr.org. Retrieved
from https://thinternet.ohchr.org/_layouts/15/treatybodyexternal/TBSearch.aspx? Lang=en& TreatylD=8&DocTypelD=5

22 (2025). Concluding observations on the initial report of Kazakhstan. UN Doc CRPD/C/KAZ/CO/1. www.ohchr.org. Re-
trieved from https://www.ohchr.org/en/documents/concluding-observations/crpdckazcol-concluding-observations-initial-report-
kazakhstan

23 Kanter, A.S. (2015). The Development of Disability Rights under International Law: From Charity to Human Rights.
Routledge.

24 (2025). Concluding observations on the initial report of Germany. digitallibrary.un.org. Retrieved
from https://digitallibrary.un.org/record/811105? v=pdf

25 (2016). General comment No. 4 on the right to inclusive education. CRPD/C/GC/4. digitallibrary.un.org. Retrieved
from https://digitallibrary.un.org/record/852221

26 Sairankyzy, N. (2025). A critical legal analysis of General Comment No. 4 on Article 24 (Education) of the Convention on
the Rights of Persons with Disabilities. Bulletin of the Karaganda University. Law Series, 30, 4(120), 40-49.

27 (2015). General Comment No. 1. The Aims of Education (Article 29). digitallibrary.un.org. Retrieved
from https://digitallibrary.un.org/record/452423

28 (2015). Transforming our world: the 2030 Agenda for Sustainable Development. UN Doc A/RES/70/1. undocs.org. Re-
trieved from https://undocs.org/en/A/RES/70/1

29 (2024). Global Education Monitoring Report 2024/5: Leadership in Education — Lead for Learning. unesdoc.unesco.org.
Retrieved from https://unesdoc.unesco.org/ark:/48223/pf0000391406

66 BecTHuk KaparaHgmHckoro yHuBepcuteTa


https://www.ohchr.org/en/instruments-mechanisms/instruments/convention-rights-child
https://www.ohchr.org/en/instruments-mechanisms/instruments/convention-rights-child
https://www.ohchr.org/en/instruments-mechanisms/instruments/international-covenant-economic-social-and-cultural-rights
https://doi.org/10.1080/13603116.2019.1651411
https://unesdoc.unesco.org/ark:/48223/pf0000177849
https://www.unicef.org/reports/addressing-learning-crisis
https://www.european-agency.org/resources/publications/financing-inclusive-education-background-information-report
https://www.european-agency.org/resources/publications/financing-inclusive-education-background-information-report
https://doi.org/10.1080/13603116.2019.1568598
https://doi.org/10.1787/e9072e21-en
https://adilet.zan.kz/rus/docs/V1700016137
https://doi.org/10.26577/JES.2023.v74.i1.010
https://tbinternet.ohchr.org/_layouts/15/treatybodyexternal/TBSearch.aspx?Lang=en&TreatyID=8&DocTypeID=5
https://www.ohchr.org/en/documents/concluding-observations/crpdckazco1-concluding-observations-initial-report-kazakhstan
https://www.ohchr.org/en/documents/concluding-observations/crpdckazco1-concluding-observations-initial-report-kazakhstan
https://digitallibrary.un.org/record/811105?v=pdf
https://digitallibrary.un.org/record/852221
https://digitallibrary.un.org/record/452423
https://undocs.org/en/A/RES/70/1
https://unesdoc.unesco.org/ark:/48223/pf0000391406

An international legal analysis of trends...

30 (2024). World Education Statistics 2024. UNESCO Institute for Statistics. www.unesco.org. Retrieved from
https://www.unesco.org/en/articles/world-education-statistics-2024

Information about the authors

Sairankyzy, Nazym — PhD candidate at Magsut Narikbayev University, Deputy Director of
Knowledge Engineering LLP, Astana, Kazakhstan, e-mail: nazym.sayrankyzy@gmail.com

ABTOp Typasbl MOJIIMET

Caiipankbi3bl Hazeim — Magsut Narikbayev University-uig PhD nokrtopanter, «Knowledge
Engineering» KIIC JUPEKTOPHIHBIH opbIHOAcapHI, AcraHna, Kazakcras,
e-mail: nazym.sayrankyzy@gmail.com

Nudopmanus 06 aBTope

Caiipankbi3bl Hazeim — PhD-nokropant Magsut Narikbayev University, 3aMmecTUTeNb JAUPEKTOpa
TOO «Knowledge Engineering», Acrana, Kazaxcran, e-mail: nazym.sayrankyzy@gmail.com

Cepus «[lMpaBo». 2026, 31, 3(123) 67


https://www.unesco.org/en/articles/world-education-statistics-2024
mailto:nazym.sayrankyzy@gmail.com
mailto:nazym.sayrankyzy@gmail.com
mailto:nazym.sayrankyzy@gmail.com

