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TBopuectBo [lapmorTel BpoHTE 3aHMMaEeT Ba)XHOE MECTO B Pa3BUTUHU
aHrnuiickoil muteparypbl XIX Beka M B (pOPMHUPOBAHUHU COBEPUICHHO HOBOTO
B3IJIAa Ha 00pa3 J>KEHIIMHBI B XYJOXXECTBEHHBIX NpoHM3BeleHUsX. B eé
IIPOU3BEICHUAX IMOAHUMAIOTCA OCTpbIE Il €€ BPEMEHM TEMbl HEPABCHCTBA B
oOpa3oBaHuM, Tpyne, OOLIECTBEHHOW U JUYHOM ku3HU. [lucarenpHuna
packpblBaeT 3TH TeMbl HEe B (Qopme MpsMOro mpoTecra, a uepes
XYyJI0’KeCTBEHHBIE 00pa3bl, KOTOpPbIE 00JaJa0T ICUXOJIOTUYECKON ITyOUHOI.

MoxxHO caenars BbIBOJ, uyTo Hacieaue Illapnortel bpoHTe cTano BaxHbIM
JTANlOM B Pa3BUTUHU JKEHCKOM JIMTEPATYPHI, ’KEHCKOro rojoca. Ee nmpousseneHus
paclIMpWIA TEMaTUYECKHE I'PAHMIBI POMAaHA M MOKA3alU >KM3Hb KCHIIWH TOHN
ATOXH, KOTJa TOJBKO Hayamach OopbOa 3a jxeHckue mpaBa. CTOsl y MCTOKOB
demunusma, llapmorra BpoHTe cymena KOCHYTbCS TEM BHYTPEHHEH CBOOOJIBI U
CaMOOMPEIEICHUS JKEHIINHBI, K KOTOPbIM B JaibHeimmeM OyayT oOpamiaTbest

JIpYTHUe aBTOPHI.
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Abstract

This article examines teacher evaluation and professional development
processes through the perspectives of STEM educators in Kazakhstan. The study
investigates how appraisal systems influence teachers’ motivation, stress, and
perceptions of professional competence. Based on a mixed-methods approach,
data were collected from 84 STEM teachers across different schools and four in-
depth interviews with experienced educators. The findings reveal that while
evaluation and certification systems aim to enhance professional standards, they
often create confusion, anxiety, and inconsistencies in assessing competencies.
Teachers report that performance appraisal frequently emphasizes formal
documents and testing rather than real teaching quality. The study argues that
professional growth should focus on formative evaluation, mentoring, and
transparent feedback mechanisms. The paper concludes with practical
recommendations to make teacher appraisal systems more supportive and
developmental.

Key words: teacher appraisal, professional competence, STEM teachers,
evaluation system, professional development, Kazakhstan.
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AHjgaTna

Makanana Kazakcrangarsl MyFamiMaep/IiH KOCIOM KbI3METIH Oaralay )oHe
ONapJIbIH KOciOM JaMybl Mocemeliepi KapacThIpbulafbl. 84 MyFaliM MEH TepT
STEM mnoni MyFaiiMiHe XYPri3uireH cyx0OaT HOTHIXKeNepi Ka3ipri arTecTaius
XKyHeciHiH (opManael opi KyH3emicKe TONbl €KEHIH KepcerTi. Myramimuep
Oaramay pociMIEpiHIH HAKThl OKBITY CalachlH €MeC, KyXKarTap MEH TeCT
HOTIKENIepiH 0aca KepCeTeTiHIH araml oTTi. 3epTTey Kociou namynsl Kojjayra
OarpITTa]FaH, TANIMIEpPIiK MeH (OpMaTUBTI Oaranayra HETI3JENreH >KYHeHIH
KKETTUIITH KOPCETE .

Tyiinai ce3nep: myramimaepai Oaranay, KociOW KyY3BIPETTUIIK, KOciOH
namy, STEM-6imim, Kazakcran.

OIEHKA JESITEJIbHOCTH YUUTEJEN U UX TIPO®ECCUOHAJIBHOE
PA3BUTHE: ONBIT NPENNOJABATEJEN STEM-IUCHUILIAH
KA3AXCTAHA

C.A.Kokmeena!, C.A.Ilenkuna’, M.C.XKanro3uena’,
M.E.AxkmamoeroBa® I'. MareppamoBa
Vuueepcumem Ecenosa, 2.Axmay, Kazaxcman®
Acmpaxanckuii 2ocyoapcmeennsiii ynueepcumem um. B.H. Tamuweséa®
Asepbaiiovcanckuii 20cydapcmeennblil nedazo2uieckuil yHugepcumen’

Pe3rome

Cratbg MOCBSIIIEHA BOIIpOCam OLICHKHU JeSITeNIbHOCTH u
npodeccuonansHoro passutus yuureneil B Kaszaxcrane. Ha ocHoBe ompoca 84
MeJaroroB M 4YeThIpeX HHTEPBBbIO ¢ mnpenomaBatensiMu  STEM-auctumima
BBISIBJICHO, 4YTO CYILECTBYIOIIAs CHCTEMa AaTTeCTalid BOCIPHUHUMAETCS Kak
dopmanbHas U cTpeccoBas. YUWTeNs OTMEYAIOT, YTO TEKYIIHe MpOLEeaypbl
aKIIEHTUPYIOT BHUMaHHE Ha JOKYMEHTAllMd U TECTax, a HE Ha peaJlbHOM
KayecTBe MpernojaBaHuA. ABTOpbl  IpeularaloT mHepedTd K  Oozee
NOJJEPKUBAIOLE MOJIEIM OLIEHWBAaHUSA, OCHOBAHHON Ha HAaCTaBHUYECTBE,
00paTHOM CBS3U M (POPMATHUBHOM OIEHKE.

KawueBble  cjoBa:  aTrecTalus  yuuTened, MpodeccuoHanIbHbIe
KOMIIeTEeHIINH, podeccuonanbHoe pa3sutne, STEM-o6pa3oBanue, KazaxcraH.

Introduction
In recent years, Kazakhstan has implemented several reforms to modernize

its education system and raise the quality of teaching. One major direction has
been the introduction of teacher evaluation and attestation mechanisms intended

to align educators’ professional competencies with national standards [1]. These
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reforms were designed to motivate teachers to improve their qualifications and
link performance with financial incentives.

However, despite the positive intentions, the evaluation system has
generated debates among educators. Teachers often perceive assessment as
bureaucratic rather than developmental. In practice, the process of certification
and re-evaluation has become stressful, emphasizing formality, paperwork, and
test performance rather than genuine professional growth [2].

This article explores the perspectives of STEM teachers on how current
evaluation practices influence their motivation, confidence, and professional
identity. The study focuses on understanding the link between teacher appraisal
systems, professional development, and perceived competence within
Kazakhstan’s changing educational context.

Literature Review. Teacher evaluation systems worldwide are designed
to ensure accountability, improve quality, and support continuous development.
In many European models, such as those used in the UK or Finland, evaluation
combines formative assessment (mentoring, classroom observations, peer
review) and summative assessment (certification, promotion) [OECD, 2020].

However, in post-Soviet contexts, evaluation reforms often face challenges
related to administrative complexity and unclear standards [Ivanova, 2019]. In
Kazakhstan, the introduction of new qualification categories (e.g., “teacher-

2% ¢e 9% ¢

moderator,” “teacher-expert,” “teacher-researcher”) was meant to recognize
competence and incentivize growth [Mukan, 2020]. Yet, teachers report
inconsistencies in how competencies are assessed and documented.

Several studies emphasize that professional competence cannot be reduced
to test scores or certificates [Fullan, 2016]. Effective evaluation should include
reflective practice, collaboration, and mentoring. Nonetheless, teachers in
Kazakhstan often express frustration over frequent changes in the appraisal
criteria and lack of accessible resources for preparation [Penkina, 2024].

This study contributes to this discussion by providing empirical evidence
from STEM teachers — a group particularly affected by new assessment
procedures due to their involvement in English-medium and technology-
integrated instruction.

Methods. A mixed-methods design was used to gather both quantitative
and qualitative data. The research aimed to capture teachers’ perceptions of the
current appraisal system and how it impacts their professional lives.
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The study involved 84 STEM teachers from secondary schools in the
Mangystau region of Kazakhstan. The participants represented various
qualification levels and teaching experience ranging from 3 to 25 years. In
addition, four teachers were selected for in-depth interviews based on their
experience with certification and attestation procedures.

Data collection took place over four months. The following instruments
were used:

- Survey questionnaire with 20 items focusing on teachers’ perceptions of
the evaluation process, stress factors, and professional growth opportunities.

- Semi-structured interviews with four teachers to explore personal
experiences and opinions in greater depth.

- Document analysis of existing national guidelines for teacher appraisal
and competency frameworks.

Quantitative data were analyzed using descriptive statistics to identify
common patterns. Qualitative data from interviews were coded thematically,
focusing on three key areas:

- Perceived fairness and transparency of evaluation;

- Impact on professional motivation and development;

- Challenges in demonstrating competencies.

To ensure reliability of the findings, the questionnaire was piloted with a
small group of 12 teachers who were not included in the final sample. Feedback
from the pilot helped refine several items that initially appeared ambiguous or
too broad. The final version consisted of three thematic blocks:

e perceptions of fairness and trust in the evaluation system;

e the emotional and professional impact of appraisal;

e teachers’ access to support and guidance during certification.

Cronbach’s alpha was calculated to verify internal consistency of the
scales, yielding a reliability coefficient of 0.82, which is considered satisfactory
for educational research. The survey was distributed both in paper and electronic
formats to allow flexibility, especially for teachers working in rural schools with
limited access to in-person meetings.

The semi-structured interview protocol was designed to encourage
reflective storytelling. Questions addressed not only procedural experiences, but
also personal identity conflicts, perceived value of certification, and the role of
colleagues and administrators in supporting preparation. Interviews lasted
between 35-50 minutes and were recorded with participants’ consent.
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Transcripts were analyzed using inductive thematic coding, guided by the
principles of grounded theory to allow themes to emerge organically rather than
being imposed in advance.

Ethical principles were observed throughout the study: participation was
voluntary, anonymity was guaranteed, and school administrators did not have
access to individual teacher responses.

Results. Survey data showed that:

- 71% of respondents viewed the current appraisal system as “stressful” or
“very stressful.”

- 64% agreed that the process lacks clear guidance on evaluation criteria.

- 58% reported that they prepared for certification by memorizing model
answers rather than improving real teaching practices.

- 73% felt that professional evaluation does not accurately reflect their
daily work or teaching quality.

Despite these concerns, 49% acknowledged that the system encourages
them to engage in professional learning activities, though often out of obligation
rather than genuine interest.

The four case interviews revealed nuanced experiences.

One teacher noted: “Every few years the evaluation rules change. We
don’t know what to prepare for. It’s easier to memorize the expected answers
than to really focus on improving teaching.”

Another shared: “The certificate gives a higher salary, but it doesn’t mean
| became a better teacher. The real development comes from collaboration and
classroom practice, not from the attestation tests.”

Teachers expressed frustration with the English proficiency certification
process, which grants a higher category but often leads to further checks and
audits. Some teachers with advanced certificates admitted that their actual
language skills did not match their certified level due to inconsistent testing
procedures.

Overall, the results reveal a contradiction between the intended
developmental purpose of evaluation and its practical implementation, which is
perceived as rigid and formalistic.

Discussion. The findings confirm that the appraisal system in Kazakhstan,
while structured to promote quality and accountability, often results in stress and
demotivation among teachers. Similar issues are reported in other countries
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where evaluation is linked to financial incentives and promotion [Darling-
Hammond, 2017].

The data suggest that teachers prefer formative, supportive assessment
rather than punitive or compliance-based models. When evaluation emphasizes
documentation and test results, it undermines trust and professional agency.

Furthermore, the case teachers highlighted that professional competence in
STEM education should be demonstrated through innovative teaching,
collaboration, and reflection, not solely through exams or standardized
certificates.

The findings align with international research showing that professional
development is most effective when teachers receive mentoring, feedback, and
opportunities for peer learning [Avalos, 2011]. To enhance the current system,
school administrators and policymakers should ensure:

- Clear, consistent criteria for evaluating competencies;

- Access to resources and examples of effective practice;

- Integration of reflective tools such as portfolios and observation-based
assessment;

- Ongoing dialogue between evaluators and teachers.

Beyond the statistical findings already presented, qualitative data revealed
deeper patterns in how teachers emotionally navigate evaluation. A recurring
theme among interviewees was fear of failure associated with unfamiliar
assessment formats or high-stakes inspections. Teachers perceived that even
minor errors during evaluation could negatively affect their reputation within the
school.

One participant emphasized:

- “It feels like evaluation is not to help us improve, but to catch us doing
something wrong.”

This sense of scrutiny weakened trust between teachers and evaluators,
contributing to defensive attitudes. Several teachers admitted that their focus
during attestation shifted toward “avoiding mistakes” rather than showing real
teaching skills.

Another newly emerging theme was inequality of access to preparation
resources. Teachers from larger urban schools reported better support from
methodologists and access to professional development centers, whereas rural
teachers described feeling isolated and less informed about updates in
procedures or preparation strategies. This imbalance of support creates
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disparities in outcomes, which contradicts the system’s original goal of fair and
consistent evaluation nationwide.

Additionally, teachers noted a tension between authentic competence vs.
performative competence. For example, many felt compelled to focus on
compiling extensive portfolios filled with certificates, photos, and printed
documents, sometimes unrelated to actual pedagogical skills. As Teacher 3
explained:

“I spend more time collecting files than planning lessons. The paperwork
is the real test.”

This sentiment supports the argument that teachers equate success in
appraisal not with improved teaching, but with strategically meeting
bureaucratic expectations.

Despite the criticisms, the study also identified emerging positive
tendencies: teachers with supportive administrators reported less fear and more
willingness to engage in new methods. Where mentorship was present,
confidence increased, and teachers described evaluation not as punishment but
as professional acknowledgment.

Taken together, the new data reinforce the conclusion that the current
appraisal system has developmental potential but requires a shift toward
transparent communication, peer support structures, and decreased bureaucratic
overload. Strengthening formative elements — classroom-based feedback,
collaborative learning, and personalized guidance — may transform evaluation
into a meaningful contributor to teacher professional growth.

Conclusion

This study provides insights into how STEM teachers in Kazakhstan
perceive the current teacher evaluation system. The results indicate that while
reforms aim to professionalize teaching, they often fail to reflect the real
conditions of educators’ work. Teachers experience confusion, stress, and
limited autonomy in demonstrating their competence.

To move toward a more effective and equitable evaluation system,
Kazakhstan’s education sector should prioritize transparency, teacher agency,
and formative feedback. Professional growth should be encouraged not through
rigid testing but through mentoring, collaboration, and reflective practice.

Further research could expand to other regions and explore how digital
tools or Al-based evaluation systems might support fairer and more
individualized teacher assessment.
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