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Abstract

Exploring Teachers’ Perceptions of the Teacher Appraisal System and Its
Influence on Teachers’ Self-Efficacy and Wellbeing

This phenomenological case study explores how teachers perceive the teacher appraisal system
and how it influences teachers’ self-efficacy and wellbeing, guided by Bandura’s (1997) theory
of self-efficacy and Seligman’s (2011) PERMA model of wellbeing. Focusing on the lived
experiences of educators within the context of one NIS school in Astana, the study seeks to
understand how the perceived appraisal processes and components shape teachers’ beliefs in

their professional capabilities and impact their overall wellbeing.

The study uncovers a range of perspectives on the teacher appraisal system through semi-
structured interviews with a purposeful sample of teachers and provides qualitative data that
illuminates the interplay between appraisal purposes and components, school administrators'
support, quality feedback that influence teachers' beliefs in their professional competence and
wellbeing. Emerging themes highlight the importance of fairness, transparency, and equity in
the system, the critical role of school administrators’ support in reducing stress and enhancing

motivation, the need for clarity of assessment criteria, and the quality of feedback received.

This study contributes to the discourse on educational policy and practice by highlighting the
need for teacher appraisal systems that not only uphold professional standards but also enhance

teacher self-efficacy and promote sustainable wellbeing.

Key words: teacher appraisal system, teacher performance evaluation, teacher attestation,

teacher self-efficacy, teacher wellbeing, teachers’ perception
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AHJaTna

Myragimaepain MyrajiMaepai 0araJjiay sKyieci ;KoHe OHbIH MYFaJIiM/IepPAiH

O3IHIiK THIMAUIIri MeH Urijirine acepi TypaJjibl KO3KapacTapbiH 3epPTTEy

byn (dheHOMEHONOTHSIBIK KeHCc-CTaau MyFaliMIEpIiH aTTecTaTTay >KYHWECIH Kaai
KaOBbUITaUTHIHBIH JKOHE OHBIH OJapJIbIH KOCIOM ©31HIK THIMILIITT MEH UTUIIrHE Kajaid acep
eTeTiHiH 3epTTeyre OarbiTTanFaH. 3eprrey banmypansiy (1997) e3iHAiIK THIMALTIK TEOPHUSACHI
MeH CenurmanabiH (2011) PERMA wriniri MonenmiHe Heri3nenreH. AcTaHajarbl Oip
Hazap0OaeB 3usTkepiiik MEKTEOIHIH aschlHIa MEAArorTepiiH eMIpIiK TakipuOeciHe cyieHe
OTBIPBIN, 3€pTTey MYFalIMIEpAiH KaObUIIaybIHIAFbl —aTTecTaTTay yAepicTepl MeH
KOMITOHEHTTEP1 OJIapbIH KOCIOM KaOlIeTTepiHe JIETeH CeHIMIHE JKOHE YKaJIIbl UTUIITIHE Kajai

BIKITAJI €TETIHIH TYCIHY Il MaKcar eTei.

MakcatrTel ipiKTeMe HETi3iHJe TaHAaJIFaH MYFaJiMAEpPMEH KYpTi3iireH >KapThuiaii
KYpbUIBIMIANFaH cyx0aTTap arTecTarray JKyHeciHe KaThICThI OPTYpPJi Ke3KapacTapbl
allKpIHJIAM, aTTeCTaTTay MaKcaTTapbl MEH KOMIIOHEHTTEpPi, MEKTEN OKIMIIUIITIHIH KOJIaybl
JKOHE caralibl Kepi OailaHbIC apachlHIaFbl ©3apa 0alIaHBICTHI alllaThIH CaIajbIK JePEKTEPIl
ycbiHaAbl. byn ¢akropiap MyramimaepAlH KociOM Ky3bIPETTUIINHE JETeH CEHIMIHE KOHE
OJIapbIH SMOLIMOHAIBIK JKOHE KOciOM WriliriHe TikeieW ocep ereri. 3epTrey OapbIChIHIA
OMINIK, AlIBIKTBIK XOHE TEHMAIK KaFUIATTAPBIHBIH MAaHbBI3BUIBIFBI, MEKTEN OKIMIIUTIITIHIH
KOJIJIaybIHBIH CTPECCTI a3alTy >KOHE MOTHBALMSHBI apTThIPYJaFbl LICHIyINi peii, Oaranay
KPUTEPUNUJIEPIHIH aHBIKTBIFBl MEH Kepl OalIaHBICTBIH camachl CUSIKThI HET13T1 TaKbIPbIITAp

AHBIKTAJIEL.

ATtanras 3epTrey OuTiM Oepy cascaTbhl MEH TOXKIpHOeCiHE KaThICThI FHIIBIMU JUCKYPCTHI
TOJIBIKTBIPA OTBIPBIN, MYFaIIIMICPAIH KOCIOM cTaHAapTTapFa COMKECTITiH KaMTaMachl3 €TyMEH
KaTap, OJapAblH ©31HAIK TUIMIUIILIH HBIFANTHIN, TYPaKThl UTUIINH KOJJayFa OarbITTaliFaH

aTTecTaTTay KyWeJepiH Kypy KaXeTTIiriH KepceTei.

Tytiinoi ce3dep: myeanimoepdi ammecmammay xHcytieci, myeanimoepoiy Kolamemin 6aeanay,
My2animoepoi ammecmammay, MY2aiimoepoiy 63iHOIK muimoiniei, myeanimoepoiy ueiniei,

My2animoepoiy Kaowulioayvl



AHHOTAIUSA

I/I3yqune BOCHIPUATHA YUYUTECIAMHU CUCTEMbI OICHKH UX JCATCIBbHOCTH U €€ BJUSHUSA

Ha caM03(p(PeKTHUBHOCTD M 0JIAronojy4ue yunureien

D10 eHOMEHONOTHYEeCKOe KeWC-CTaJl HAIIPABIEHO HA U3YYEHHE TOTO, KaK YUHTENs
BOCIIPUHHUMAIOT CUCTEMY aTTECTAIMH [1eJ]aroroB M KaK OHa BJIMET Ha UX MPOPECCHOHATBHYIO
camod(pdeKTuBHOCT, W  Omaromomyume. lcciemoBanue  omupaeTcss Ha  TEOPHIO
camodpdexruBHocTH banmypsl (1997) u moaens 6narononyuus PERMA Cenurmana (2011).
OCHOBBIBAsCh Ha JKU3HCHHOM OIIBITE IICAAroroB B KOHTEKCTE oqHoM u3 mkoja HUII B Acrane,
HCCJIEIOBAHUE CTPEMUTCS] IMOHATh, KaK BOCIPUHUMAEMbIE IPOLIECChl M KOMIIOHEHTHI
aTTectaluu (OpPMHUPYIOT Bepy YUuTellel B CBOM MpodeccuoHallbHbIe CIOCOOHOCTH U BIHSIOT

Ha ux olriee OjaromnoxyJue.

[TocpencTBOM MOYCTPYKTYPHUPOBAHHBIX MHTEPBBIO C IEJICHANPABIEHHO BBHIOPAHHOM
BBIOOPKOW yuHUTeNel HCCIEeI0BaHUE BBIABISET IIMPOKUN CIEKTP MHEHUH O CHCTEME
aTTECTAllMU U IMPEJOCTABIIAET KaUeCTBEHHBIE JAHHBIE, NMPOJIMBAIOIINE CBET HAa B3aUMOCBS3b
MEXy LEIIMH M KOMIIOHEHTaMM aTTeCTaluu, NOIIEPKKOH CO CTOPOHBI aIMUHHUCTpPALUU
IIKOJIbI, KayeCTBOM OOpaTHOW CBSI3M, KOTOpbIE BIMSIOT Ha YOEXKAEHUs yuuTeneil B
coOCTBEeHHOW POo(hecCHOHaTbHOW KOMIIETEHTHOCTH M ypoBHE Onaronoiyuusi. B xone ananuza
ObUIM  BBIJEJIEHBl KJIIOYEBBIE TEMBbl, [OJYEPKUBAIOIINE BAXKHOCTb CIIPaBEIMBOCTH,
IIPO3PAayHOCTH U PABEHCTBA B CHUCTEME, PELIAIOUIYI0 POJIb HOMIEPKKH CO CTOPOHBI
aIMUHUCTPALIUM IIKOJBl B CHWKEHUM YPOBHA CTpecca M IOBBIIIEHUH MOTHBALWH,

HE0OXO0JMMOCTh YETKOCTH KPUTEPUEB OLIEHKH U BHICOKOT'O KayecTBa 0OpaTHOM CBSI3U.

JlanHOE HccnenoBaHuEe BHOCUT BKJIAJl B TUCKYCCUIO O MOJIMTUKE M MPAKTHKE B cdepe
oOpa3oBaHUsl, MOAYEPKHUBAsT HEOOXOAUMOCTh CUCTEM OLIEHKH YUUTENei, KOTOpble HE TOJIBKO
MOJICPKUBAIOT TIPO(ECCHOHATBHBIC CTAHIAPTHl, HO ¥ CIOCOOCTBYIOT YKPEILICHUIO

caM03(PPEKTUBHOCTH YUUTECH U yCTOMYNBOMY OJIaroIoIIyduio.

Kniouesvie cnosa: cucmema oyenxu yyumenet, oyenka sgpgpexkmugnocmu pabomsi yuumernetl,
ammecmayus yyumeineu, 2¢hghexkmusHocms yuumenei, O1a2ononyyue yyumeinel, 60Cnpusmue

yuumeneu
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Chapter 1: Introduction

This thesis explores teachers’ perceptions of the Teacher Appraisal System (TAS)
and its influence on their self-efficacy and wellbeing in the context of one Nazarbayev
Intellectual School (NIS) in Kazakhstan. The chapter begins by presenting the background
and context of the study, followed by the research problem, the purpose, and the research
questions. The final sections highlight the significance of the study and provide an outline

of the thesis.

1.1 Background and Context
1.1.1 Teacher Appraisal System and Nazarbayey Intellectual Schools

A Teacher Appraisal System (TAS) is an essential mechanism for assessing and
improving teacher competency, thereby influencing educational quality, as “quality teachers
promote quality learning” (McKenzie, 2012, p. 15). Globally, countries employ diverse
evaluation systems—often referred to as teacher performance appraisal, teacher
effectiveness evaluation, or educator evaluation systems. In Kazakhstan, the TAS is

commonly referred to as teacher attestation.

Kazakhstan inherited a centralized education system from the Soviet Union, and to
this day, many aspects of teacher evaluation remain unified across the country. According
to the OECD (2013), the practices and instruments involved in pedagogical attestation are

critical areas of inquiry for Kazakhstan’s educational research agenda.

Since gaining independence, Kazakhstan has undertaken numerous education
reforms to strengthen human capital and align with global standards. One of the hallmark

initiatives was the establishment of Nazarbayev Intellectual Schools (NIS) in 2008 which is



an autonomous educational organization created to serve as experimental platforms for
innovative pedagogy and curriculum, specifically for gifted students in grades 7 to 12 (Tajik

et al., 2022).

There are currently 21 NIS schools across the country. As Shamshidinova et al.
(2014) explain, NIS schools were tasked with two primary responsibilities: (1)
implementing innovative, research-based practices while incorporating both international
and Kazakhstani educational traditions, and (2) serving as hubs for disseminating these
practices to mainstream schools. The NIS charter, under government resolution, explicitly
mandates this role of scaling successful reforms (see MES RK, 2012). Thus, it is not merely
incidental but a strategic mandate that NIS serves as a model and testing ground for

educational innovations, including TAS.

The influence of NIS on the broader system is evident in several mainstream reforms,
such as the implementation of an updated curriculum, criteria-based assessment, and teacher
professional development programs. Given this influence, examining the appraisal system

at NIS is critical, particularly as its practices continue to shape national education reforms.

The TAS at NIS is designed to promote continuous professional development and
ultimately improve student learning outcomes (NIS, 2024). According to the system,
teachers are required to undergo re-certification every five years, either to confirm their
current category or apply for a higher one (Zhumukbayeva & Ablayeva, 2023). Teachers

must demonstrate subject expertise and pedagogical competency (Ablayeva, 2022).

The appraisal process at NIS comprises three core components: (a) Portfolio

preparation and internal evaluation by the school’s attestation committee; (b) Submission of



a reflective report; and (c) Oral presentation and defense before the certification committee

(NIS, 2025).

The attestation outcomes significantly impact teacher compensation. Higher
qualification categories can lead to salary increases of 30-50%, whereas repeated

unsuccessful attempts may result in demotion and salary reduction (Ablayeva, 2022).

1.1.2 From NIS to Mainstream Schools

TAS practices from NIS have gradually been adapted into mainstream schools. In
2018, the government adopted five qualification categories from the NIS model: teacher,
teacher-moderator, teacher-expert, teacher-researcher, and teacher-master (OECD, 2020;
Zharylkassyn, 2023). The sixth category, teacher-trainee, was introduced in 2022 for newly
qualified graduates (MES, 2022). This staged adoption may have been due to the need for

gradual implementation and institutional capacity building.

In mainstream schools, teacher-trainee is a probationary category designed to
support novice teachers as they transition into professional practice. While specific
responsibilities may vary, this role typically includes working under mentorship, developing
teaching portfolios, and participating in induction programs. In NIS, early-career teachers
follow a similar model, but often within more structured and research-informed

environments.

Each higher category in the NIS framework reflects increased responsibility,

pedagogical expertise, and research engagement:

a) Teacher-moderator typically supports peer learning and implements innovative

strategies;



b) Teacher-expert designs and evaluates educational content;
c) Teacher-researcher engages in action research;

d) Teacher-master leads instructional innovations and mentors peers (NIS, 2020).

Although mainstream schools have adopted these titles, the tools and procedures
used in their evaluations differ from those in NIS. For instance, NIS includes lesson study,
action research, and reflective practice as core elements. Lesson study is a collaborative
professional development approach where teachers jointly plan, observe, and refine actual
classroom lessons. These components emphasize ongoing learning rather than one-time

performance evaluations.

However, in December 2022, the Ministry of Enlightenment attempted to make these
NIS components mandatory in mainstream schools’ TAS. After resistance, possibly due to
unfamiliarity, time constraints, or lack of support, the Ministry reversed this decision,
declaring these elements optional (Committee for Preschool and Secondary Education,
2023). This reflects the challenge of transferring complex systems without proper contextual

adaptation.

While the inclusion of mainstream developments offers important context, this thesis
focuses exclusively on NIS teachers’ experiences. Therefore, further elaboration on

mainstream implementation is not central to the current research.

Despite reforms aiming to enhance professionalism, many mainstream teachers
report TAS as unclear and burdensome (Abisheva et al., 2023). While these findings

underscore the complexity of appraisal systems, this study’s primary concern lies in



understanding the lived experiences of NIS teachers, who are at the forefront of educational

innovation in Kazakhstan.

1.1.3 The Relationship between TAS and Teachers’ Self-Efficacy and Wellbeing

Teachers are pivotal to student success, and their self-efficacy and wellbeing are vital
for cultivating effective learning environments. Self-efficacy refers to an individual’s belief
in their ability to perform tasks successfully (Bandura, 1997). Teachers with high self-
efficacy are more likely to implement effective instructional practices and respond positively

to challenges (Mojavezi & Tamiz, 2012; Palmisano, 2019).

Wellbeing, encompassing emotional, psychological, and professional fulfillment,
has a direct impact on teachers' motivation and retention. One model often cited in wellbeing
research is PERMA (Positive emotion, Engagement, Relationships, Meaning, and
Accomplishment), developed by Seligman (2011). Applying PERMA in schools has shown
to enhance teachers’ morale, job satisfaction, and instructional effectiveness (Turner &

Theilking, 2019).

An effective TAS should therefore reinforce, not diminish teachers’ confidence and
professional satisfaction. However, appraisal systems that focus excessively on
accountability can have the opposite effect, increasing stress and undermining motivation
(Anderson et al., 2019; Kirichok, 2022). In contrast, Darling-Hammond (2015, as cited in
Pak, 2020) argues that when TAS includes constructive feedback, reflection, and
individualized support, it can be a powerful tool for improving teacher performance and

wellbeing.



Given that NIS schools serve as experimental platforms for reform, understanding
the relationship between TAS, self-efficacy, and wellbeing within this context is essential.
If appraisal mechanisms fail to support teacher growth, it could compromise the goals of

educational reform and negatively affect teacher retention and instructional quality.

1.2 Problem Statement

Kazakhstan has made substantial progress in education through internationalization
and legal reforms (Duman, 2024; Yakavets & Dzhadrina, 2014). The teacher appraisal
system, formally introduced in 2000, has undergone numerous revisions, often creating

ambiguity around expectations and procedures (OECD, 2020).

Abisheva et al. (2023) surveyed 8,721 Kazakhstani teachers, revealing
dissatisfaction with current TAS practices: 48% held negative attitudes, and 79.3% called
for procedural simplification and increased transparency. These findings emphasize the need

for a system that is both effective and supportive of teachers' professional realities.

While much attention has been given to mainstream schools, there is limited
understanding of how NIS teachers, who are often the first to implement policy reforms,
perceive TAS. Their insights are critical for shaping future reforms and ensuring that

appraisal systems enhance, rather than hinder, teacher development.

1.3 Purpose of the Study

The purpose of this phenomenological case study is to explore the teachers’
perceptions of Teacher Appraisal System (TAS) and its influence on teacher self-efficacy

and wellbeing at NIS in Astana.



1.4 Research Questions
1. What are NIS teachers’ perceptions of the Teacher Appraisal System?
2. What are NIS teachers’ perceptions of the influence of the Teacher Appraisal
System on their self-efficacy?
3. What are NIS teachers’ perceptions of the influence of the Teacher Appraisal

System on their wellbeing?
1.5 Significance of Study

The findings of this study aim to contribute to the academic discourse by addressing
a notable gap in the existing literature. While the topics of Teacher Appraisal Systems
(TAS), teacher self-efficacy, and teacher wellbeing have been examined independently,
there is a lack of research exploring the interconnectedness of these three dimensions,

particularly within the unique context of Nazarbayev Intellectual Schools (NIS).

First, this study seeks to bridge that gap by providing a deeper understanding of how
NIS teachers perceive the impact of TAS on their sense of professional efficacy and
wellbeing. This contribution is especially timely as Kazakhstan continues to reform its
educational systems with NIS serving as a testing ground for broader national

implementation.

Second, the study may serve as a platform for teacher voices that are often
underrepresented in policy reform processes. In line with recent research advocating for
teacher agency in shaping appraisal policies (Abisheva et al., 2023; Penkina et al., 2021;
Zhumykbayeva & Ablayeva, 2023), this research takes a bottom-up approach by examining

how teachers themselves experience and interpret TAS. The findings can inform



policymakers seeking to enhance the system’s effectiveness and responsiveness to real

classroom realities.

Third, the study has practical significance for NIS schools by offering feedback
grounded in the lived experiences of their own teachers. Insights gained from this research
may assist school leaders in refining appraisal practices to better support teacher

development, satisfaction, and retention.

1.6 Outline of the Thesis

This thesis is organized into six chapters. Chapter 1 introduces the study, outlining
the background and context, problem statement, research purpose, research questions,
significance, and thesis structure. Chapter 2 presents a review of relevant literature, focusing
on theoretical and empirical research related to TAS, teacher self-efficacy, and wellbeing,
and highlighting the connections between them. Chapter 3 discusses the research
methodology, including the rationale for using a phenomenological case study design, data
collection tools, participant selection criteria, ethical considerations, and researcher’s
positionality. Chapter 4 presents the findings from the data collected through interviews with
NIS teachers and the results of the document analysis. Chapter 5 provides a discussion of
the findings in relation to the existing literature, interpreting key themes and patterns.
Chapter 6 concludes the study by summarizing the main findings, outlining implications for

policy and practice, and offering recommendations for future research.



1.7 Summary

This chapter established the foundation for the study by presenting the background
and context of the Teacher Appraisal System within NIS schools in Kazakhstan. It outlined
the research problem, articulated the purpose of the study, and introduced the main research
questions. The chapter also justified the significance of the research, emphasizing its
potential contributions to academic knowledge, policy reform, and institutional practice.
Finally, it provided an overview of the thesis structure. The following chapter will critically
examine the existing body of literature on teacher appraisal systems, self-efficacy, and
wellbeing, and explore how these elements intersect in both global and Kazakhstani

educational contexts.
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Chapter 2: Literature Review
Introduction

This chapter explores the existing body of literature on Teacher Appraisal Systems
(TAS), with a specific focus on teachers’ perceptions of TAS and its impact on their
wellbeing and self-efficacy. Given that this study aims to investigate the lived experiences
and perspectives of teachers at Nazarbayev Intellectual Schools (NIS), the review
synthesizes both conceptual and empirical literature to establish the theoretical foundation
of the study. It introduces key constructs such as teacher self-efficacy and teacher wellbeing
and discusses how these relate to TAS. Additionally, the chapter reviews the purposes of
teacher evaluation, common assessment instruments, teachers’ global perceptions of
appraisal systems, and the study's theoretical framework, which is grounded in Bandura’s
self-efficacy theory and Seligman’s PERMA model of wellbeing. The reviewed literature
informs the study’s conceptual framework and enhances understanding of how TAS can

influence teachers both professionally and personally.

2.1 The Purposes of Teacher Appraisal Systems

Teacher appraisal systems are considered powerful tools for enhancing educational
quality, promoting professional growth, and ensuring teacher accountability. Typically, TAS

serves two main purposes: formative and summative.

Formative assessment is developmental in nature, aimed at supporting teachers in
improving their instructional practices through feedback, self-reflection, and goal-setting
rather than judgment (Goe et al., 2008). This type of assessment often includes classroom

observations, peer or supervisor reviews, and teacher self-evaluations. Darling-Hammond
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(2013) emphasizes that formative assessment encourages lifelong learning by helping
teachers recognize both their strengths and areas for growth, which can enhance their
instructional methods. Danielson (2007) similarly views formative appraisal as a mentoring

process that fosters professional dialogue and shared responsibility for student outcomes.

Summative assessment, on the other hand, is evaluative and often used to make high-
stakes decisions, such as granting tenure, promotions, or contract renewals. Stronge (2010)
notes that this type of appraisal typically includes administrators’ evaluations, student
achievement data, and performance goal outcomes. However, teachers often express
concerns when TAS is overly focused on summative evaluation, which can lead to stress
and feelings of being unfairly judged (Clipa, 2011). Critics argue that when contextual
factors are not considered, summative evaluations risk being punitive and demotivating

(Cochran-Smith et al., 2015; Kane et al., 2015; Marzano, 2012).

It is widely recognized that a balanced integration of both formative and summative
components is necessary for a fair and effective evaluation system (Asamoah et al., 2024;
OECD, 2013). Aligning formative feedback with summative standards promotes both
teacher development and accountability. Kane et al. (2015) emphasize that feedback should
serve a mentoring function, facilitating continuous improvement. This dual-purpose
approach enables a more comprehensive evaluation of teacher performance and supports

sustained professional growth.

2.2 Teachers’ Perceptions of Teacher Appraisal Globally

The literature reveals contrasting teacher attitudes toward TAS: systems perceived
as supportive and growth-oriented are often viewed positively, while those seen as

bureaucratic or punitive are met with resistance. Research consistently shows that fairness,
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clarity, and developmental potential are key to positive teacher perceptions (Berhanu, 2024;

Dal Corso et al., 2019; Mungasia et al., 2022; van Waeyenberg et al., 2022).

Berhanu’s (2024) study in Ethiopian secondary schools found that when TAS was
perceived as transparent and equitable, it positively influenced teacher motivation and
performance. Similarly, van Waeyenberg et al. (2020) found that in Flemish schools, clearly
communicated expectations from supervisors enhanced motivation and reduced burnout.
Dal Corso et al. (2019) also reported a strong link between perceived fairness and teacher
wellbeing, advocating for leadership training in communication and interpersonal skills to

improve appraisal processes.

School leadership plays a pivotal role in shaping appraisal experiences. Sartain and
Morris (2024) argue that positive school climate and instructional leadership are crucial for
appraisal satisfaction. Rigsby and Butcher (2015) highlight the value of frequent, actionable
feedback and open dialogue between appraisers and teachers. Clipa (2011) found that
Romanian teachers favored external evaluators to minimize internal bias, but emphasized

the importance of assessors being knowledgeable, objective, and able to offer practical

feedback.

Studies also reveal that mismatches in perception between teachers and appraisers
can undermine the effectiveness of TAS (Gibson, 2024; Pawson, 2019). In the UK, Pawson
(2019) found that while administrators saw TAS as developmental, teachers largely
perceived it as an accountability tool. Gibson (2024) similarly found a disconnect stemming

from inconsistent feedback and vague processes. These findings underscore the importance
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of clear communication and support mechanisms to ensure alignment between policy

intentions and teachers' lived experiences.

Overall, the literature suggests that appraisal systems are more effective when they
are transparent, participatory, and focused on development. When TAS lacks clarity and is

perceived as punitive, it can hinder teacher morale and effectiveness.

2.3 Assessment Instruments Used for TAS

Globally, TAS utilizes a range of instruments including classroom observations,
standardized tests, portfolios, self-assessments, peer evaluations, and student and parent
feedback (Borg, 2019; Ongal, 2023). In the NIS context, tools include lesson observations,
student learning outcomes, portfolio development, and defense presentations. Each of these

tools has distinct strengths and limitations.

Classroom Observations are a widely used tool that teachers often associate with
professional growth (Fan, 2022; Marzano, 2012). However, studies indicate mixed
perceptions. For example, Vietnamese teachers view observations as bureaucratic (Thi Man,
2024), while Kazakhstani NIS teachers express concern over dual-role appraisers and
unclear evaluation criteria (Pak, 2020). Scholars recommend that observations be paired

with student achievement data for a more balanced assessment (Abdulrazzaq, 2022; Kane et

al., 2015).

Student Learning Outcomes are often contentious. While some early-career teachers
see value in Student Learning Outcomes (SLOs), others question their validity and worry

about their negative effects on teaching quality and time (Fan, 2022; Zhao, 2017). Teachers
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argue that overemphasis on standardized testing undermines the developmental intent of
TAS (Elliott, 2015). A common recommendation is to incorporate multiple measures to

ensure fairness and context sensitivity.

Teacher Portfolios provide a more holistic view of teacher performance by
documenting accomplishments and reflecting on practice. Although portfolios are valued
for their reflective potential (Danielson, 2007; Goe et al., 2008), they are also seen as

burdensome and bureaucratic (Tucker et al., 2003; Zhang, 2009).

Reflective Reports are another valuable tool in teacher appraisal. While teachers
recognize their potential for professional development (Gheith & Jaberi, 2018; Orakci,
2021), many are hesitant due to vague expectations and insufficient feedback. In
Kazakhstan, Zhumykbayeva and Ablayeva (2003) found that although NIS teachers
acknowledged the benefits of reflective reports, they criticized the complexity of guidelines

and unclear criteria.

These findings collectively highlight that for assessment instruments to be effective,

they must be clear, fair, contextually appropriate, and supported by constructive feedback.

2.4 The influence of TAS on Teacher Self-Efficacy and Wellbeing

Recent research has increasingly focused on the effects of TAS on teacher self-
efficacy and wellbeing. Jabeen et al. (2023) found that performance evaluations positively
influence self-efficacy when they are supportive and improvement-focused. In contrast,

judgmental or unfair appraisals diminish teachers' confidence and motivation.
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The role of constructive feedback is critical. Palmisano (2019) demonstrated that
respectful feedback during evaluations enhances teacher confidence, while overly critical
feedback has the opposite effect. Smith et al. (2019) observed that the quality of feedback,
rather than the structure of the appraisal itself, was most influential in boosting self-efficacy.
Further studies link frequent and meaningful feedback to improvements in classroom
management and instructional confidence (Krasniqi & Ismajili, 2022; Prado Tuma et al.,

2018).

Teacher wellbeing is similarly impacted by appraisal systems. Positive perceptions
of TAS are associated with feelings of pride, optimism, and job satisfaction (Sartain et al.,
2024; Tschannen-Moran et al., 1998). In contrast, accountability-heavy systems can lead to
stress, burnout, and even ethical concerns (Asamoah et al., 2024). Constructive feedback
within TAS enhances professional motivation and helps foster a more positive school
climate (Dreer, 2023). These findings underscore the importance of aligning TAS with

practices that support both professional development and emotional wellbeing.

2.5 Key concepts

It is essential to define key concepts in qualitative research because it shapes the
methodology, influences how the data is interpreted and how the meaning is constructed.
2.5.1 Concept of Teacher Self-Efficacy

Much research has indicated the significance of teacher self-efficacy in teaching and
learning (Rastegar & Moradi, 2016). Most definitions of teacher self-efficacy are

constructed based on Bandura’s cognitive theory of self-efficacy (Berg & Smith, 2016).
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According to Bandura (1977, as cited in Seneviratne et al., 2019), self-efficacy is a future-
oriented type of efficacy that is a belief in one's own capabilities to plan and carry out the
actions necessary to manage future events. It implies that self-efficacy is an individual’s
opinion about their actions that lead to certain outcomes. Bandura argues that people who

believe in their capabilities consider problems as possibilities to test their own abilities.

Regarding teacher self-efficacy, Tschannen-Moran and Hoy (2001) define it as
teachers’ perception of their own ability to bring about desired learning and engagement
results in students, especially when students are unmotivated or have learning challenges. In
other words, teacher self-efficacy can contribute to students’ learning achievements. For
example, Armor et al. (1976, as cited in Hussain and Khan, 2022) underline that teachers

with high self-efficacy help students with educational difficulties.

Zee and Koomen (2016) write that many studies with different measures and
definitions of teacher self-efficacy note that a teacher with a high level of teacher self-
efficacy establishes the tone for a positive learning environment, plans engaging lessons that
can improve students’ abilities and skills, and handles misbehavior well. Consequently, in
my study, the concept of teacher self-efficacy can be defined as a teacher’s belief about their
effective professional skills and abilities.

2.5.2 Concept of Teacher Wellbeing

The term “teacher wellbeing” is interpreted variously depending on what

perspectives researchers have defined it from. Scholars tend to give a description of the term

through the presence of positive indicators and the absence of negative indicators. For
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example, Hakanen et al. (2006) explain teacher wellbeing through focusing on the absence
of negative feelings such as burnout and stress. In contrast, according to Skaalvik and
Skaalvik (2017), teacher wellbeing can be characterized through job satisfaction and work
engagement levels. However, focusing exclusively on positive or negative aspects may not
provide a comprehensive holistic definition of the term, because all of them may contribute
to overall perceived wellbeing. Moreover, Gallagher and Cartwright (2014) note that teacher

wellbeing can be defined through cultural and contextual factors.

Therefore, the present research defines teacher well-being through the PERMA
theory of wellbeing developed by Seligman (2011), which conceptualizes wellbeing in terms
of five concepts. The first is positive emotions that involve teachers’ positive emotional
experience related to their job satisfaction, pride, and being recognised and valued which
may influence teachers’ future job performance. Moreover, experiencing enthusiasm and
amusement in teaching plays an important role in reducing negative emotions such as stress
and burnout (Jennings & Greenberg, 2009). The second concept is engagement. According
to Skaalvik and Skaalvik (2017), when teachers are engaged in professional development
and creating an accommodating classroom environment, they report higher levels of job
satisfaction and happiness. The next concept is relationships. Fostering a strong sense of
community, collaborative and supportive work environment among school members
contributes to reducing overall teacher burnout and stress (Jennings & Greenberg, 2009).
Teacher wellbeing can be enhanced when teachers see their job as meaningful and have a
purpose in teaching. This was teachers can have a huge positive influence on students’
present and further lives through education. Therefore, the fourth concept is meaning. And

the final concept is accomplishment: teachers become more motivated, fulfilled, proud of
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themselves when they achieve their professional goals and see positive student learning

outcomes (Wang et al., 2018).

2.6 Conceptual Framework

In this study, the phenomenon of Teacher Appraisal System and its influence on
teachers’ self-efficacy and wellbeing is underpinned by the concept of self-efficacy of
Bandura’s (1997) Social Cognitive Theory and Seligman’s (2011) PERMA model of
wellbeing. The first deals with how individual’s beliefs in their abilities affect their
motivation and performance while the second model offers a comprehensive view of
wellbeing through positive emotions, engagement, relationship, meaning, and
accomplishment. Together, these theories inform the interpretation of how teacher appraisal

systems may impact teacher’s beliefs about professional capabilities and personal wellbeing.

These theoretical perspectives are the basis for the conceptual framework of this
study where the teacher appraisal system is a critical factor that influences two outcomes.
The framework offers that teachers’ subjective perspectives of the appraisal mediate its
effects on self-efficacy and wellbeing. This framework shapes the development of the
study’s research questions, informs the methodological approach, and guides the

interpretation of the collected data.
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Figure 1

Conceptual Framework of the Study
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2.7 Summary

This chapter was aimed at reviewing key literature related to the perceptions of
teachers of the teacher appraisal system practiced in the NIS network and how these
perceptions influence their self-efficacy and wellbeing. The literature review confirmed that
Teacher Appraisal Systems are conducted for two primary purposes such as identifying areas
for teachers’ further professional growth (formative) and ensuring teachers’ accountability
(summative). However, research shows that these two purposes should be used together to
complement each other for effective performance evaluation. Also, the review revealed that
teachers perceive TAS positively when it is approached by transparency, fairness, support,
and provision of actionable feedback during and after appraisal. It emerged from the review

that positive perceptions of TAS enhance teachers’ motivation to grow professionally,
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improve job satisfaction, confidence, and engagement. In contrast, negative perceptions
such as viewing the system as punitive or bureaucratic lead to stress, burnout, and reduced

efficacy.

Moreover, this chapter presents the conceptual framework which is used to form
research questions and methodological approach used to analyze the data collected. Through
Bandura’s social cognitive theory of self-efficacy, teacher self-efficacy was construed as the
belief that one can influence student outcomes positively (Bandura, 1997). Wellbeing was
further considered from a PERMA model which describes the emotional, cognitive, and
relational aspects of teacher experience (Seligman, 2011). I evaluated commonly used
appraisal instruments used in the NIS network such as classroom observations, portfolios,
and reflective reports, in order to evaluate their strengths and weaknesses. In the last section,
the necessity of a balanced developmentally oriented evaluation practices was determined,
and I presented what became the conceptual framework of the study that connects TAS with

teacher self-efficacy and wellbeing.
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Chapter 3. Methodology

Introduction

This chapter outlines the rationale for the methodological choices made to explore
the phenomenon of the Teacher Appraisal System (TAS) and its influence on teachers’ self-
efficacy and wellbeing, as perceived by teachers at one Nazarbayev Intellectual School
(NIS) in Astana. The chapter is organized into nine sections. The first section presents and
justifies the research design, which follows with the information on the selection of the
research site and sampling strategy in sections two and three, respectively. The fourth
section details the data collection tools employed in the study. The fifth and sixth sections
describe the procedures for data collection and analysis, along with an explanation of how
the study’s trustworthiness was ensured. The seventh section addresses ethical
considerations, as well as potential risks and benefits for participants. The eight section
offers the researcher’s statement of positionality. The chapter concludes with a summary of

the methodological approach.

3.1 Research Design

This study employed a qualitative research design. Qualitative research involves
exploring how individuals or groups interpret, experience, or make sense of a particular
phenomenon, condition, or sequence of events (Agee, 2009). It is particularly suited for
inquiries that aim to uncover participants' perceptions, beliefs, and lived experiences.
Therefore, this approach was most appropriate for the current study, which seeks to explore
teachers’ perceptions of the Teacher Appraisal System (TAS) and its influence on their self-

efficacy and wellbeing.
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Within the qualitative tradition, this research adopted a phenomenological case study
design. The study represents a case of how the TAS is understood and experienced by
teachers at one Nazarbayev Intellectual School (NIS) in Astana, particularly in terms of its

impact on their self-efficacy and wellbeing.

A phenomenological case study design was selected as the most fitting approach.
Phenomenology allows researchers to describe the shared meaning of a phenomenon as
experienced by several individuals (Creswell & Poth, 2018), while a case study facilitates a
deep and contextualized exploration of these lived experiences using multiple sources of
data, such as interviews, observations, documents, and audiovisual materials (Creswell &
Poth, 2018). Furthermore, case study design enables a comprehensive and detailed analysis
of a specific case (Punch, 1998). Together, these approaches provided the methodological
foundation for gaining in-depth insight into NIS teachers’ subjective experiences and
interpretations of the TAS and its perceived impact on their professional and personal

wellbeing.

3.2 Site Selection

One NIS school located in Astana was purposefully selected as the research site. This
particular school, established in the early 2010s as part of the “20 Intellectual Schools of the
First President” initiative, was designed to serve as a pilot site for testing and introducing
innovative educational practices (Shamshidinova et al, 2014). The school has since played
a significant role in developing and disseminating these practices throughout the national
education system. It is known for its strong emphasis on research, advanced subject teaching,

and the integration of both international and national curricula.
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Given its central role in the NIS network and its history of innovation, this school
provided a rich context for exploring teachers’ perspectives on TAS. Many of the network-
wide changes in the appraisal system may have originated or been piloted at this school,
making it an ideal site for capturing firsthand experiences of such reforms and their influence

on teachers’ self-efficacy and wellbeing.

3.3 Sample Selection

The study included only teachers from the selected NIS school. Purposeful sampling
was used to identify participants who could provide rich and relevant data on the central
phenomenon of the study (Creswell, 2014). Specifically, homogeneous sampling, a type of
purposeful sampling, was employed to select participants who share similar
characteristics—namely, being teachers within the same institution and having direct

experience with the TAS (Creswell & Creswell, 2012).

A total of six participants were selected for this study. A small sample size is
appropriate in qualitative research, especially when using semi-structured interviews, as
these require considerable time and effort in both data collection and analysis (Newcomer
et al., 2015). Creswell (2014) also emphasizes that a smaller sample allows for deeper
engagement with participants and richer, more nuanced data. This number was deemed

sufficient to allow for meaningful thematic analysis while ensuring feasibility and depth.

The criteria for participant selection were as follows: (a) Currently employed as a
teacher at the selected NIS school in Astana; (b) Having worked in the NIS network for at
least the past five years; (c) Having undergone TAS within the NIS network during the last

five years; and (d) Willingness to voluntarily participate in the study.
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According to the criteria outlined above, six teachers from NIS were selected for this

study. Table 1 provides details about the study participants, with pseudonyms assigned to

each of the six individuals to ensure confidentiality.

Table 1

Information about Study Participants

Ne  Names Gender Subject Overall Last time
k th t
(pseudony  (Male | wor . ey wen
experienc through
ms) Female) einthe  TAS
network
of NIS
1 Omar M Chemistry 7 2023
2 Sulu F English 13 2024
3 Zhanat F Biology 8 2021
4  Aigul F Economics and Global 5 2022
Perspectives and Project
Works (previously, English)
Karima F Chemistry 6 2023
6  Assem F English 6 2022

Omar is a chemistry teacher who has been working at the NIS school for 7 years. He

began his career as a teacher-trainee in 2018. In autumn 2020, changes were introduced to

the qualification requirements for pedagogical categories. These changes allowed teachers

with a master’s degree and an IELTS certificate to automatically obtain the “teacher”

category without undergoing the TAS process. Although Omar held a master’s degree, due

to the COVID-19 quarantine, he was only able to take the IELTS in 2021. Subsequently, he

obtained the “teacher” category. In the 2021-2022 academic year, Omar applied for the
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teacher appraisal but was unsuccessful. In the following year (2022-2023), with a new
school administration in place, he reapplied and successfully obtained the category of

“teacher-moderator.” He currently holds this category.

Sulu is an English teacher and head of the English department, holding a middle
management position. She has been part of the NIS network for 13 years and currently holds
the category of “teacher-expert.” Her appraisal history includes an unsuccessful attempt for
the “teacher-moderator” category in 2018, followed by successful applications in 2021

(teacher-moderator) and in 2023 (teacher-expert).

Ailyn is a biology teacher with 8 years of experience at NIS. She holds the “teacher-
moderator” category and has successfully passed the appraisal process twice, with her most

recent certification in 2022.

Aigul teaches economics, global perspectives and project work. She holds the
“teacher-moderator” category and has 13 years of experience in education, though with
some interruptions. Her career includes work in mainstream and private schools, a master's
degree program, and 5 years at NIS. In 2022, she applied for early attestation and was

successfully certified.

Karima is a chemistry teacher with 6 years of experience at NIS. She holds the
“teacher-moderator” category, having passed two rounds of certification: first for “teacher”
and later for “teacher-moderator.” Her most recent appraisal was in 2023, with successful

certification in 2024.

Assem is an English teacher who began working at the school in 2019 after

graduating from university. She initially held the status of teacher-trainee. In 2022, she



26

unsuccessfully applied for the “teacher-moderator” category. However, after completing her
master’s program in the same year, she automatically obtained the “teacher” category.

Currently, she is undergoing the TAS process again for the “teacher-moderator” category.

3.4 Data Collection Tools
3.4.1 Interviews

The primary data collection tool was a semi-structured one-on-one interview, which
is designed to explore participants' subjective experiences of a phenomenon they have
encountered (Mclntosh & Morse, 2015). According to Cohen et al. (2018), semi-structured
interviews are flexible: while they follow a pre-determined format of open-ended questions,
they also allow for reordering, elaboration, or addition of new content during the interview,

thereby enabling a more complete understanding of the topic.

Face-to-face interviews also allow for the observation of non-verbal cues such as
facial expressions, body language, which can enhance mutual understanding and add depth
to the data collected (Onwuegbuzie et al., 2010). This type of interaction contributes to a

richer interpretation of participants' responses.

Interview questions were designed to explore both the structure and perceived impact
of the TAS on teachers’ self-efficacy and wellbeing. The questions were pilot tested with
two teachers who met the sampling criteria but were not part of the main study. Minor

revisions were made for clarity.

All interviews were conducted in Russian or Kazakh, depending on participants’
preferences. Each interview lasted between 50 to 70 minutes. In total, six interviews were

conducted with six participants. The interview protocol included three sections: 1) 4
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questions that provided information about teachers’ background experience with the
attestation; 2) 12 questions that helped me understand how teachers perceive the Teacher
Appraisal system in the network of NIS; 2) 14 questions that were focused on the teachers’
perception of the influence of TAS on their self-efficacy and wellbeing. Sample interview
questions: 1) What are the main purposes of the attestation in your organization? 2) How
clear and transparent is the evaluation process? 3) What components of the attestation are
the most useful for professional development? 4) What components of the attestation are the

most challenging? (See Appendix D for the full interview protocol)

3.4.2 Document Analysis

Document analysis was employed to gain contextual understanding and corroborate
interview findings. As Bowen (2009) notes, documents, produced independently of the
research process, can help reduce bias and enhance the credibility of the study. Specifically,
the “Qualification Requirements for Teachers’ Professional Categories” and “Rules of
Teacher Attestation” documents were analyzed. These policy documents outline the
required years of experience, language proficiency benchmarks (e.g., KazTest, IELTS), and
professional competencies expected of teachers. Cross-referencing this document with
interview data helped identify consistencies and gaps between formal requirements and

teachers’ lived experiences with TAS.

3.5 Data Collection Procedures

Following ethical approval, I sent an informational letter to the school principal
requesting permission to conduct research. This letter outlined the study's purpose, design,
participants’ rights, and any associated risks or benefits. I also met with a designated

gatekeeper at the school to discuss confidentiality and anonymity protocols. The gatekeeper
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then disseminated a recruitment letter to all teachers via internal communication channels

(see Appendix C).

Once interested participants contacted me, I held individual meetings to explain the
study's aims, clarify their roles, and address any concerns about confidentiality and
voluntary participation. Teachers were then provided with informed consent forms in their
preferred language (Kazakh, Russian, or English). These forms were signed in duplicate,

one copy for the participant and one for the researcher.

Participants were asked to choose a convenient time, location, and language for their
interviews (Kazakh, Russian or English). Interviews were scheduled accordingly. Prior to
starting each session, participants were reminded of their rights, including the right to
withdraw from the study at any time. I also requested for the interviews to be audio-recorded,

as stated in the consent form.

Participants were selected using purposeful sampling, specifically homogeneous
sampling, which involves choosing individuals who share key characteristics relevant to the
research focus. In this study, participants were selected according to the following criteria:
(a) Were currently employed as teachers at the same NIS school; (b) Had at least five years
of experience within the NIS network; (c) Had undergone the TAS process at least once;
and (d) Voluntarily agreed to participate. This sampling method was appropriate to ensure

the participants had relevant, comparable experiences with the TAS.

Before conducting the main interviews, the interview questions were piloted with
two individuals who met the sampling criteria but were not part of the final participant group.

This piloting process ensured that the questions were clear, understandable, and
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appropriately aligned with the study’s objectives. Based on the pilot results, minor

adjustments were made to improve clarity and flow.

The interviews were conducted primarily in Russian and Kazakh, depending on each
participant’s language preference. The data collection took place between November 2024
and January 2025. All procedures followed the ethical guidelines of the Nazarbayev
University Graduate School of Education, ensuring informed consent, confidentiality, and

participants’ right to withdraw at any time.

3.6 Data Analysis Procedures

This section outlines how the interview data were analyzed and presents the results
of document analysis. To gain a deep understanding of the participants’ lived experiences
of the Teacher Appraisal System (TAS) and its influence on their self-efficacy and
wellbeing, I employed Moustakas’s (1994) phenomenological approach, which emphasizes
systematic reflection and reduction. The case study framework complemented this by

allowing an in-depth exploration of these experiences within a single institutional context.

Moustakas’s  (1994) phenomenological method involves several key
steps: epoche (bracketing personal assumptions), horizonalization (identifying significant
statements), followed by textural and structural descriptions, and culminating in the
synthesis of meaning and essence of the phenomenon. In addition, I used Bandura’s (1997)
self-efficacy theory and Seligman’s (2011) PERMA model of wellbeing to guide the
analysis of the second and third research questions. These theoretical lenses helped structure
the deductive coding process by offering specific constructs through which to interpret
participants’ responses. For example, I examined responses related to self-efficacy under

constructs such as mastery experiences, verbal persuasion, vicarious experiences, and
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emotional states, as outlined by Bandura. Similarly, I categorized wellbeing through the five
PERMA dimensions: Positive Emotions, Engagement, Relationships, Meaning, and
Accomplishment, identifying how TAS affected these aspects in participants’ professional

lives.

To begin the analysis, I first engaged in epoche by writing a researcher’s reflexivity
statement, in which I outlined my own experiences and assumptions related to TAS. This
step allowed me to approach the data with openness and reduced the influence of personal
bias (Creswell, 2013). Next, I transcribed each interview verbatim and stored the transcripts
along with relevant policy documents in a secured folder on my laptop. All participants were

assigned pseudonyms, and identifying information was removed to ensure confidentiality.

I used the open-source qualitative analysis tool Taguette.org to facilitate the coding
process. Initial coding began with horizonalization, where 1 highlighted statements that
directly responded to the research questions. For the first research question, I used inductive
coding to allow themes to emerge organically from the data. For the second and third
research questions, which explored the influence of TAS on self-efficacy and wellbeing, [
applied deductive codingbased on the theoretical constructs of Bandura and Seligman. This
combination of inductive and deductive approaches ensured both openness to participants'

voices and alignment with established theory.

Initially, I named codes using participants’ own words (in vivo coding) to stay close
to their perspectives. Later, | developed broader themes using mind mapping and concepts
from relevant literature. 1 created textural descriptions by inserting direct quotes that

described what participants experienced with regard to TAS. Then, I constructed structural
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descriptions to explain zow those experiences occurred within the specific school context,

considering factors such as leadership changes, policy shifts, and institutional culture.

The final step involved synthesizing these descriptions into overarching themes that
captured the essence of participants’ lived experiences. To enhance credibility, I
employed member-checking, where participants reviewed the accuracy of their interview
transcripts and the preliminary themes to confirm that their views had been accurately

represented (Lincoln & Guba, 1985).

Additionally, document analysis of the TAS policy and qualification requirements
helped me compare the formal expectations with the practical experiences shared by
teachers. This triangulation strengthened the trustworthiness of the findings by revealing

consistencies and discrepancies between policy and practice (Merriam & Tisdell, 2016)

3.7 Ethical Considerations

Before contacting schools for gaining access and initiating data collection, I
completed the Collaborative Institutional Training Initiative (CITI) training program on
research ethics and obtained my CITI certificate in June 2024. This training helped ensure
that [ was aware of ethical principles regarding informed consent, confidentiality, participant

wellbeing, and data protection.

In accordance with the ethical standards of Nazarbayev University Graduate School
of Education (NUGSE), I submitted a formal application to the NUGSE Research Ethics
Committee to obtain approval for my study because the research was conducted as part of
my graduate program and had to comply with institutional ethical requirements. This process

included the submission of detailed information about the study’s aims, procedures,
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potential risks and benefits, and how ethical issues such as voluntary participation,
confidentiality, and data security would be addressed. I got ethics approval in October of

2024.

Once ethical approval was granted, I contacted the school principal of one NIS
school in Astana and requested permission to conduct the study at the school. An official
letter describing the research purpose, procedures, and ethical safeguards was sent to the
principal, who granted permission for the study to be conducted. This initial step ensured

institutional support and access to potential participants.

To recruit participants, a gatekeeper from the school assigned in agreement with the
principal distributed an informational recruitment letter to all teachers at the school via
internal communication channels. This letter included my contact information and invited
teachers who met the inclusion criteria to reach out voluntarily if they were interested in

participating.

Once potential participants expressed interest, I met with each of them individually
to explain the purpose of the study, the nature of their involvement, potential risks and
benefits, and their rights as research participants. All participants were informed that
participation was entirely voluntary, they could skip any questions they did not wish to
answer, and they could withdraw from the study at any time without any negative

consequences.

Before participating, each teacher signed an informed consent form, provided in their
preferred language (Kazakh, Russian, or English). The informed consent form clearly

outlined: the aim and objectives of the study; the voluntary nature of participation; their right
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to withdraw at any point; how their information would be stored and protected; the use of
pseudonyms in all written reports; and how confidentiality would be maintained (See

Appendix B).

Although complete anonymity is challenging in qualitative research, I used de-
identifiers to protect participant identities. Personal details such as names, the specific name
of the school, or its precise location were not included in the thesis. Only general
demographic information such as participants’ gender, subject taught, years of experience,
and professional category was recorded. Each participant was assigned a pseudonym (Omar,

Zhanat, Aigul, Karima, Sulu, and Assem) to ensure their anonymity.

To maintain data confidentiality, all interview transcripts and related documents
were stored in a password-protected folder on my personal, encrypted laptop, which only I
had access to. Consent forms were stored separately in a locked location. In accordance with
ethical research practices (BERA, 2018), all data will be securely stored for three years

following the completion of the study and then permanently deleted.

While this study involved no more than minimal risk, it did place some demands on
participants’ personal time. To mitigate inconvenience, interviews were scheduled at times
and in locations most convenient for participants. Additionally, participants were reminded
throughout the process that they could choose not to respond to any questions they found

uncomfortable.

The study also offered potential benefits to participants. By reflecting on their
experiences with the TAS, participants had the opportunity to gain new insights into how

the appraisal system affects their teaching efficacy and personal wellbeing. This reflective
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process may promote professional growth and self-awareness (Merriam & Tisdell, 2016).
Furthermore, to acknowledge their valuable contribution, a small token of appreciation, a
notebook and pen, was given to each participant after the interview. These tokens were

distributed in a way that preserved participants’ anonymity.

3.8 Researcher’s Statement of Positionality

I, Aidana Manggytay, am the author of this thesis, acknowledge and articulate my
positionality as a researcher. I recognise the importance of reflexivity in qualitative research
and am committed to transparency regarding my own subjectivities and experiences that

may shape this study.

My personal experiences, both within and outside the academic realm, have played
a role in developing my research interests. My research topic “Exploring the Teacher’s
Perceptions of the Teacher Appraisal System and Its Influence on Teachers’ Self-efficacy

and Wellbeing” emerged from my own experience.

I have been shaped by professional development programs that the Autonomous
Educational Organization “Nazarbayev Intellectual Schools” offers. As I worked in the NIS
network as a teacher, I have many colleagues who have shared their viewpoint on the issue
under investigation. I am aware that this may lead to biased assumptions about the outcomes
of the current research, and I will make explicit efforts to address these throughout the

research process.

Personally, I could not pass the attestation successfully at NIS in 2022. This makes
me have an insider perspective which may hinder a researcher seeing a bigger picture
(Mercer, 2007, as cited in Darwin Holmes, 2020, p. 6). I acknowledge that it may influence
the way I perceive and interpret the teachers’ perspectives on the TAS and its influence on

teachers’ self-efficacy and wellbeing.
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In this study, I adopt a constructivist (interpretivist) paradigm because I acknowledge
that the way researchers interpret the meaning depends on their own background (Creswell
& Poth, 2018). My ontological stance acknowledges that the reality of TAS is constructed
by NIS teachers' different experiences and “there is no objective reality” (Krauss, 2005,
p.760). Epistemologically, I aim to uncover subjective meanings that NIS teachers attribute

to their experience (Merriam & Tisdell, 2016, p. 24).

As the researcher, I acknowledge that I am not a neutral observer. My position as a
teacher, my philosophical position as a constructivist, and my prior experiences in NIS
inevitably impact the framing of research questions, data collection strategies, and the

interpretation of findings.

In conclusion, this statement of positionality serves as a declaration of transparency
and self-awareness. By recognizing and addressing my positionality, I aim to contribute to

the credibility and rigor of this research.

3.9 Summary

This chapter presented the methodology used to explore the phenomenon of the
Teacher Appraisal System (TAS) and its impact on teachers’ self-efficacy and wellbeing in
one NIS school in Astana. The research design and rationale were discussed, including the
choice of a phenomenological case study approach. The site selection, sampling strategy,
data collection tools (semi-structured interviews and document analysis), and data analysis
procedures were also explained. Finally, this chapter outlined how ethical considerations,
risks, and benefits were addressed to ensure the integrity of the research. In the following

chapter, I present and discuss the findings of the study.
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Chapter 4: Findings

Introduction

This chapter presents the findings of the study. Drawing on the data collected through
individual interviews with six teachers from a Nazarbayev Intellectual School in Astana, the
findings are organized according to four key themes that emerged from the analysis: (a) the
perceived purposes of the Teacher Appraisal System (TAS); (b) teachers’ perceptions of
TAS; (c) the instruments used within the TAS framework; and (d) the influence of TAS on
teachers’ self-efficacy and wellbeing. Moreover, the results of the document analysis are

presented in this chapter.

4.1 The Purposes of Teacher Appraisal System

The participants in this study recognized attestation as a significant process;
however, their reasons for engaging in the Teacher Appraisal System (TAS) varied. Based
on their responses, four primary motives for TAS emerged: (1) reinforcement of professional
development, (2) assessment of teachers’ qualifications, (3) formality, and (4) salary
increase. While the first two purposes were generally perceived as the objectives of the

organization, the third and fourth were identified as teacher-driven motivations.

Several participants viewed TAS as a mechanism for supporting professional
growth. Karima, a chemistry teacher with six years of experience, remarked:
In general, this is a very important process both for the teacher and for the

organization in which the teacher works. It allows an objective assessment of the

teacher's professional growth. On the other hand, it motivates the teacher to develop.
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Omar, another chemistry teacher, echoed this sentiment, stating: "The main goals of
certification are to improve the qualifications of teachers, evaluate their performance, and

improve financial conditions."

An important finding was the perception that the organization's aim is to assess
teachers’ performance and provide opportunities for horizontal promotion through TAS,
especially given the limited availability of leadership roles. Vertical advancement was seen
as less attainable due to the small number of managerial positions. As Sulu, an English
teacher with thirteen years of experience in the NIS network, noted: "There are more than

200 teachers in the school and only 5 positions in top management."

She emphasized that TAS serves as a form of horizontal career progression, offering
teachers a sense of advancement without requiring them to move into administrative roles.
She explained: "Teacher attestation is necessary as it gives teachers the opportunity to grow,
but not in a vertical direction. That’s what we call it: horizontal growth. That is, you grow
horizontally." Sulu’s perspective highlights the value placed on the development of expertise

and the enhancement of knowledge and skills within the same professional role.

4.1.1 TAS as a Tool for Professional Growth

All six participants emphasized the role of teacher attestation (TAS) in enhancing
professional growth and qualifications. They viewed attestation as a meaningful challenge
that motivates teachers to develop professionally and improve their teaching practices. For
instance, Omar, a chemistry teacher, described TAS as a powerful mechanism for upgrading
his qualifications, skills, and overall competencies. He believes that attestation pushes

teachers beyond merely delivering content, encouraging them to continually refine their
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teaching methodologies. According to him, without the stimulus provided by attestation,

teachers risk stagnating in their practice. Omar explained:

Attestation contributes to the comprehensive development of teachers. If you do not
apply for attestation, then you will simply be a lesson giver (urokodatel). And when
you successfully pass attestation, then you want to move forward—motivation to do

something else appears, new ideas appear.

Omar’s reflection suggests that a teacher who does not engage with TAS might limit
themselves to basic instructional delivery, whereas successful attestation can ignite a desire
to innovate, pursue further qualifications, and grow within the profession. It becomes a
source of confidence, encouraging teachers to explore new pedagogical strategies and invest

in continued learning.

Similarly, Sulu, an English language teacher with extensive experience in the NIS
network, highlighted how TAS provides structure for her professional growth. She noted
that the attestation process helps by establishing specific goals and timeframes, which
supports her productivity and focus: "I need specific goals, specific dates, some time limit
in which I must do a certain amount of work in order to achieve some results." Sulu’s
comment underscores the importance of goal-setting in the TAS process. From her
perspective, the clear expectations and deadlines serve as catalysts for sustained professional

engagement and achievement.

Together, these perspectives illustrate how TAS is perceived not merely as an
evaluative procedure, but as an opportunity for meaningful growth, reflection, and

motivation in teachers’ professional journeys.
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4.1.2 TAS as Formality

While all participants acknowledged the formal importance of teacher attestation
(TAS), several of them viewed it primarily as a procedural requirement rather than a genuine
driver of their professional development. These participants reported being intrinsically
motivated and committed to personal and professional growth, regardless of whether they
were undergoing attestation. Aylin, a biology teacher with a teacher-moderator category,
expressed this sentiment clearly: "I do not do it for the sake of attestation. I work for myself,

for my students, for my happiness. And after that, it flows into my portfolio."

This statement suggests that, for some teachers, TAS is a process that formalizes and
documents achievements they have already pursued independently. Similarly, Aigul, an
economics teacher with diverse teaching experience, noted: "There are teachers who develop
themselves, take courses, work with colleagues, and participate in projects. They don't need

any attestation; they already have results."

These views highlight that for intrinsically motivated teachers, attestation serves
more as a bureaucratic step to recognize the work they are already doing, rather than a

catalyst for improvement.

However, other participants acknowledged that while TAS may feel formal for
highly motivated teachers, it plays a valuable role in encouraging development among those
who may not take initiative otherwise. For example, Assem, an English teacher, remarked:

When you go through attestation, you always check what you did against the

requirements of attestation. So, teachers try their best to match them. Even those who

usually do not do an extra job. They get out of their comfort zone.
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This perspective suggests that TAS can serve as an external motivator, prompting
teachers to reflect on their practice and stretch beyond their usual routines to meet

professional standards.

Sulu, a department head, added a more strategic interpretation. She referred to TAS
as: “An opportunity to manipulate people in a certain way, so that they do certain things that
we need, as a department, as a school, as she/he needs for her/himself.” She emphasized
that the criteria within TAS frameworks are designed to align teacher behavior with school-
wide objectives. For example, teachers are expected to support student success in academic
competitions or scientific projects as part of the attestation criteria. As she noted, this
encourages teachers to improve the quality of student learning outcomes as part of their own
advancement: “TAS makes teachers work better with students because in order to obtain a
higher category, there are certain criteria which compel teachers to teach students, so their

students take places in the Olympiad or scientific project contests.”

In summary, while TAS may be perceived as a formal procedure by some, it
simultaneously acts as a mechanism for accountability and strategic alignment, especially
for motivating teachers who may not otherwise prioritize professional development or

student achievement.

4.1.3 Assessment of Teachers’ Qualification

Several participants emphasized that one of the core purposes of the Teacher
Attestation System (TAS) is the formal evaluation of teachers’ qualifications and
competencies. In their view, the attestation process serves as a mechanism for the school to

assess how much a teacher has developed professionally and whether their qualifications
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justify salary increases. This links TAS not only to teacher development but also to

institutional accountability regarding financial compensation.

Aigul reflected on the evaluative nature of attestation, stating: “The main goal is to
understand how much a person has grown in his/her area, because this is also about
increasing salary of teachers. It is kind of a test before you get promoted.” This implies that
attestation acts as a gatekeeping process, validating professional progress and determining

eligibility for promotion and financial benefits.

Participants also highlighted the consequences of not meeting attestation standards.
According to school policy, if a teacher fails attestation twice consecutively, their
professional category can be downgraded, leading to a reduction in salary. This possibility
places additional pressure on teachers to perform successfully in the TAS process. Karima
explained: “If you fail the mandatory attestation once, you remain at the same level that you
have. If you fail the next time, your level is reduced to the previous one. Your salary is also
reduced.” This comment reflects a concern that TAS is not only a tool for recognition but
also a high-stakes assessment mechanism. It introduces a layer of financial insecurity,

especially for teachers who rely on salary increments to support their livelihood.

Thus, while TAS is intended to promote professional growth, it simultaneously
functions as a formal appraisal to ensure that salaries are aligned with competence and

performance levels.

4.1.4 Salary Increase

All participants acknowledged the financial dimension of teacher attestation, noting

that a significant motivation for applying for a higher category is the associated salary
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increase. Although TAS is framed by the organization as a means for professional growth,
many participants indicated that financial incentives are a major — and sometimes the
primary — motivating factor for teachers. Omar provided a striking example of this when
he prioritized preparing for TAS over accepting a prestigious six-month internship in the
United States through the Bolashak program: “The difference between salaries of a teacher
and teacher-moderator is approximately 95,000 tenge, and America will not run away — it
can wait. [ would rather improve my financial conditions, my financial level.” This decision
underlines how financial stability or gain can outweigh even significant professional

opportunities.

Other participants similarly acknowledged the financial motivation behind applying
for TAS. Aylin commented: “The main goals, well, to be honest, are the salary. Because the
work you do, you will do.” Her point suggests that while teaching duties remain constant,
attestation allows for financial rewards without necessarily increasing workload. Omar
echoed this sentiment: “You work the same way as you worked, but you will start to earn

more.”

Assem also linked her motivation to financial needs, particularly in the context of
losing her student stipend: “I wanted to increase my salary and risked applying for early
attestation. My goal was to considerably increase my finances because that year I would

graduate from the master's programme and stop receiving monthly stipends.”

Sulu, who occupies a middle-management role, affirmed this general perception by

stating that teachers often undergo TAS with the primary goal of increasing their salary.
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Despite the institutional goal of fostering internal motivation for professional
growth, participants’ responses reveal that the salary increment remains a decisive and
practical consideration. This aligns with existing literature suggesting that extrinsic
motivators such as salary can significantly influence participation in professional

development programs (Deci & Ryan, 2000; Firestone, 2014).

In summary, the salary implications of TAS play a substantial role in motivating
teachers to engage in the process. While professional growth is acknowledged as important,
financial incentives appear to be a critical factor in teachers’ decisions to apply for

attestation.

4.2 Teachers’ Perceptions of Teacher Appraisal
4.2.1 The Critical Role of School Administrators

Participants consistently emphasized the crucial role of school administrators in
shaping their attestation experiences. Given recent changes in school leadership, participants
drew comparisons between past and present administrators, highlighting that the new
leadership provided significantly more guidance and support. This support, they explained,

contributed to lower stress levels and a greater sense of confidence during the TAS process.

All six participants noted that the current administrators were more proactive in
offering personalized assistance, with Assem explaining that they “helped every candidate
develop their personal trajectory of improvement.” In contrast, she recalled her first
attestation attempt as frustrating due to a lack of clarity and minimal support. Although all
necessary documents were made available via email, the absence of structured explanations

left her feeling overwhelmed. Assem noted that she was not even aware that a designated
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vice-principal was meant to guide candidates through attestation, a fact she only discovered

once the new administration took office.

Sulu echoed these sentiments, saying that the previous school leaders simply
forwarded documents without offering clarification or training. In comparison, the new
administration organized weekly group sessions, one-on-one consultations, and practical
support. Omar described how this shift changed the experience dramatically: “They provide

full support from start to finish.”

This support included detailed assistance with reflective reports, trial presentations,
and regular reminders about important deadlines. For example, Omar noted that they
received “lessons once a week and suggestions on what to improve” in their reflective
writing. Sulu added that teachers were given “five sessions on how to write a reflective

report,” and Karima appreciated being consistently reminded about submission deadlines.

Aigul shared a telling example of how the absence of support during her previous
attestation caused confusion. Although she had submitted her application at the start of the
academic year, she did not receive guidance until much later, when she was suddenly asked
to submit her draft report. Like others, she admitted she “did not know what a reflective
report was.” While the previous administration attempted to address this by organizing an
online seminar led by an AEO representative, participants agreed this was insufficient. Sulu
and Aigul commented that, under the new leadership, feedback from school-based trainers
improved the quality of teachers’ reflective reports and contributed to more candidates

receiving positive evaluations.
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Aigul also noted that trial presentations which are now a regular practice did not
occur during her attestation. In contrast, current candidates had already completed “two or
three trial presentations,” a level of preparation she believes would have benefited her
cohort. Assem, comparing her first and current experiences, noted a significant reduction in

stress and expressed confidence in her likelihood of success this time.

Karima reflected on the increased competency and organization of the current
administration. While she found their expectations demanding, she acknowledged the value
of having structured guidance: “It is stressful when they demand to follow deadlines, but in
the end, you understand that you have everything for a successful outcome.” Sulu also
emphasized the importance of accessibility, stating that under the new leadership, she always

knew whom to approach with questions.

In summary, participants viewed the current school administrators as significantly
more supportive, knowledgeable, and involved in the TAS process. This support helped
reduce anxiety, improved preparation, and contributed to more positive experiences

compared to the previous leadership.

4.2.2 Fairness and Equity

Participants were also asked whether they perceived the TAS process as fair and
equitable across different subject areas, gender, and age groups. While most participants
acknowledged that the formal requirements of attestation appear equal for all teachers,
several raised concerns about the actual implementation, especially regarding subject-
specific biases and gender disparities. Sulu shared her concern that subject inequality

persists in TAS evaluations. She argued that teachers of certain subjects, particularly
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physical education and English, face limited opportunities for advancement to higher

categories such as “teacher-expert” or “teacher-researcher.” She stated:

Teacher attestation committee won't give you an expert category because you are a
teacher of such a subject. For example, they don't give experts to physical education
teachers... Supposedly in this subject you can only grow to a certain level. Well,

supposedly physical education is not such an important subject.

She also expressed frustration about systemic barriers faced by English language
teachers in attaining higher categories. Despite the presence of science teachers with
“teacher-researcher” status, she noted that none of the 22 schools in the NIS system had an
English teacher with this category: “There are 22 schools in the system, none of them have
an English teacher with a category of teacher-researcher. This is the failure of the system...

This is biased.”

In addition to subject-based inequities, some participants raised concerns about
gender-based favoritism. Sulu observed that male teachers often receive more informal
support and encouragement from school leaders, based on the belief that men need to be
retained in the predominantly female profession: “I know some cases when men received
more support. I can cite them word by word [the words of school leaders]. ‘Men should be
supported. There are a few men. So, they should be supported.” I think it is unfair and

improper.”

Assem shared a similar sentiment, noting that her male colleagues appeared to be
promoted more easily despite not working harder: “When I compare myself with my male
colleagues, I see that they do not work harder than me, but they get promoted easier. Even

for the administrative positions. Seems like they are afforded special treatment.”
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These reflections suggest that while TAS is officially designed to treat all candidates
equally, biases related to subject area and gender still influence the fairness of outcomes.
This aligns with previous research indicating that equity in teacher evaluation systems is
often challenged by informal dynamics and subjective interpretations of merit (Donaldson,

2012; Rorrer & Skrla, 2005).

In conclusion, participants' experiences indicate that despite formal efforts toward
equality, perceptions of inequity persist in the TAS process. These concerns highlight the
need for ongoing monitoring and policy adjustments to ensure a more equitable appraisal

system for all teachers.

4.2.3 Perceptions of School-Level Evaluation: The Easiest Component

The analysis of participant responses reveals that the school-level component of the
teacher attestation system (TAS) is generally viewed as the easiest stage. Teachers found
this stage significantly less stressful than the reflective report and the final defense before
the external commission. This perception stems largely from the familiar setting in which it
takes place—within the school environment, among colleagues and administrators. This
stage includes two main components: (a) Open lessons, observed by colleagues and school
leaders; and (b) Portfolio submission, followed by an internal decision on whether to

recommend the teacher’s candidacy for the proposed category.

Participants noted that open lessons are particularly effective due to the quality of
feedback provided. Aylin remarked: “In most cases, the school decides in favor of the
teacher,” suggesting that the internal committee often supports teachers’ candidacy,

especially when formal criteria are met.
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Another reason for the perceived ease of this stage is that the school-level attestation
committee personally knows the teacher and their work. Assem explained that the portfolio
contains quantitative data, such as student exam scores, Olympiad winning students, and
certificates, which are clear indicators of teaching effectiveness. Karima added that this stage
is straightforward because “you teach your lessons, your students pass exams, and it shows

the quality of teaching.”

Sulu acknowledged that while a teacher’s reputation might informally influence
judgments, formal criteria, including professional behavior, ethical compliance, and
documented student achievement, play a central role in the evaluation. Thus, the existence

of clear, quantifiable indicators helps make the process more transparent and predictable.

4.3 Assessment Tools in the Teacher Attestation Process
4.3.1 Classroom Observation: A Valuable and Constructive Tool

Participants identified classroom observations which are often referred to as “open
lessons” as one of the most constructive and effective components of TAS. These lessons
are familiar elements of a teacher’s routine, particularly in January and February, when

administrators and colleagues regularly visit classrooms.

Karima highlighted that observers use checklists to assess various teaching aspects,
such as planning, delivery, and assessment methods. After a series of lessons, these
observers provide written evaluations that are included in the teacher's portfolio. As Omar
described, teachers receive individualized feedback after each observation, which guides
improvements for future lessons. For instance, Omar recalled being advised by a school

administrator to use greater differentiation in his lessons to meet the teacher-moderator
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standards. He emphasized that such feedback not only improved his instructional skills but
also positively impacted his self-esteem and classroom atmosphere. Similarly, Aylin shared
that she consistently receives detailed, useful feedback during this stage and enjoys
welcoming observers into her lessons. Assem, currently undergoing attestation, noted that
feedback from her open lessons has clarified areas for improvement, making the process

more developmental than evaluative.

4.3.2 Reflexive Report: The Most Challenging Component

In contrast to classroom observation, participants widely regarded the reflective
report as the most demanding and stressful component of TAS. Writing this report takes
often over two to three months and was described as a source of ongoing anxiety, with Omar
stating: “Thoughts about it constantly bother you and create a background anxiety in your

head.” Key challenges include:

Anti-Plagiarism Issues. Passing the anti-plagiarism check is a major concern,
particularly for teachers in scientific or technical fields, where discipline-specific
terminology often increases textual similarity. Karima, a chemistry teacher, noted that even
original work can be flagged for plagiarism due to common formulations. This barrier can
prevent candidates from even reaching the final stage of attestation, which many found

disheartening and demoralizing.

Lack of Clarity in Assessment Criteria. Participants also criticized the vague and
ambiguous assessment criteria. Although the reflective report is evaluated against specific
benchmarks, teachers often lack clear guidance on how to meet them. Omar suggested that
success in this component requires strong language and analytical skills, skills not all

teachers have. Sulu, despite teaching research-based subjects, reported failing the reflective
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report due to unclear expectations. Teachers point out the lack of skills in analyzing,
interpreting, and structuring material in written form, which makes it difficult to meet the
requirements for a reflective report. Teachers despite demonstrating professional
competence commonly encounter challenges when attempting to convert their teaching

experience and knowledge into analysis-based written texts.

Omar who has trained the winners of International Olympiads, thinks that it is unfair
that “the reflective report result takes up 33.3% of the overall outcome of attestation which
is a very high share.” In his opinion, to write a good reflective report, one must be a language
specialist. However, Sulu, who teaches English and Global Perspectives and Project Works

confessed:

Despite the fact that I check students’ essays daily and teach a subject related to
research activities, I was unable to achieve a passing grade. Perhaps this is due to the
fact that the criteria remain vague, and it is not always clear what exactly needs to

be reflected in the report.

Sulu wondered how it was possible that she graduated from a research university,
where she constantly submitted good reflective writings and was unable to gain a passing

grade for a reflective report at attestation.

Aigul added that reflective report is evaluated against certain criteria, but teachers
need more interpretation of them. Assem shared that her colleague received 3 points out of
12, even though her colleague relied on the help of the expert who completed a special course
on writing and assessing reflective reports in the NIS network. It means different experts

can understand and interpret the assessment criteria differently.
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Poor Quality of Feedback. Another concern was the subjectivity and lack of
transparency in how reflective reports are assessed. Participants noted that feedback is often
generic, repetitive across candidates, and fails to offer actionable guidance. Sulu remarked
that some feedback appeared to be “copy-paste,” even for reports written in vastly different
styles. One participant, who serves as an assessor, admitted that assessors often lack training

on how to provide meaningful feedback.

Karima raised the issue of assessor qualifications, questioning whether evaluators
are subject matter experts. She proposed that assessors' backgrounds should be disclosed to
candidates for greater transparency. Sulu supported this, adding that reports should be

evaluated by practicing educators with relevant expertise.

Despite these challenges, participants agreed on the value of reflection itself. Aigul
noted that the process taught her how to analyze and improve her teaching practices.
However, the assessment format and feedback mechanisms were criticized as insufficiently
supportive, leading many to describe this component as emotionally exhausting and

academically demanding.

4.4 Influence of TAS on Teachers’ Self-Efficacy and Wellbeing
4.4.1 Changes in Self-Efficacy

Teacher self-efficacy, which is the belief in one’s ability to manage classrooms and
positively influence student learning, is deeply affected by TAS. Participants described a
dual impact: successful certification boosts confidence and motivation, while failure can

significantly undermine professional identity.
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Positive Effects: Confidence and Motivation. Most participants stated that success
in attestation affirmed their professional competence. Omar, who initially failed but later
passed, admitted that he nearly left the profession after his first failure. He explained that his
inability to gain even a basic category at NIS, despite preparing international Olympiad
winners, left him questioning his worth as a teacher. However, passing on his second attempt

significantly restored his confidence and reinforced his belief in his capabilities.

Participants also described attestation as a motivator for growth. Sulu referred to it
as a moment of “self-praise,” while Aylin saw it as proof of her professional identity. Karima
added that success brought a sense of relief and renewed motivation, affirming that she was

"doing the right things."

Increase in Internal Motivation after Successful Certification. For some
respondents, passing the attestation is associated with a transition to a new level of
professional self-perception. Receiving a new category forms a new benchmark for the
teacher, below which she/he is not ready to fall either in terms of the quality of work or in
terms of self-perception: “attestation gives a chance to put mark “the box™ as completed and

you feel proud of yourself” (Sulu), “it's a self-praise” (Aylin).

Aylin stated that the realization of becoming one level higher makes you more
confident in one’s competencies as it is “a confirmation of what kind of teacher you are.”
She also noted that while preparing documents for portfolio many teachers realize their
accumulated achievements that reinforces their belief in their abilities as a teacher. So,

passing certification is often accompanied by a rethinking of one's own professional path
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and achievements. Teachers describe this process as a moment when it becomes possible to

see the volume and quality of the work done, which directly affects self-esteem.

Karima supported this view and said, “after a successful attempt you feel relieved,
and you get motivated to work further and get more confidence that you are doing right

things.”

Negative Impact of Unsuccessful Assessment on Self-Efficacy. Along with the
positive effects associated with successfully passing the assessment procedure, another trend
which is clearly visible in the interviews is a decrease in teachers' self-efficacy in case of
failure. The study participants emphasize that negative assessment results can have a
significant destabilizing effect on professional self-perception and cause doubts about their

abilities.

Undermining Confidence and Professional Self-Esteem. Participants who failed
the attestation on the first try or had similar experiences in their environment emphasize that
such failure directly affects their self-confidence. It is noted that the feeling of “failure” is
often perceived as evidence of professional inferiority. “I wanted to quit... Because you start
to doubt: maybe you don’t meet the requirements? Maybe you’re not a good teacher?” (Sulu)
. Such experiences indicate a strong personal involvement in the process and a high level of
responsibility, where failure is interpreted not as a temporary difficulty, but as an existential

challenge to professional identity.

Consequently, it has a long-term emotional impact and decreases motivation. “It was
psychologically difficult. Afterwards, I couldn’t decide for a long time to apply again”

(Assem). Some participants emphasize that even long after the failure, its consequences
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remain. In this case, attestation becomes a factor of internal tension and anxiety, and the
desire to participate again significantly weakens. As some participants noted the reason of
such consequence is “the feedback provided by external assessors which usually just informs
the result of the attestation: successful or unsuccessful.” They also noted that the rapport and
tone in which the assessors provide feedback is offensive. Sulu and Assem shared that the
manner of feedback was “humiliating.” Teachers made suggestions to train external
assessors to give constructive feedback so the burden and stress from failure at attestation

would be reduced.

4.4.2 Effects of Attestation on Teacher Wellbeing: A PERMA Model Perspective

The teacher evaluation system at Nazarbayev Intellectual Schools (NIS) has a
complex and multifaceted impact on teachers' professional and personal wellbeing. The
analysis of interviews reveals that participants assess the influence of the Teacher Attestation
System (TAS) through both positive and negative experiences, affecting various dimensions
of their wellbeing. To conceptualize these effects, the PERMA model proposed by Seligman
(2011) is used, which includes five core dimensions of flourishing: Positive Emotion (P),

Engagement (E), Relationships (R), Meaning (M), and Achievement (A).

Positive Emotions. Positive emotions related to attestation are typically linked to
its successful completion. Teachers described feelings of relief, satisfaction, and even
euphoria upon passing all stages. Sulu characterized her reaction as “a situation of success,
euphoria, a chemical process.” Aylin noted, “When you defend yourself, you are certified—

b

it’s a big burden off your shoulders,” while Omar added, “When you pass attestation

successfully, it is nice, as if your energy was returned.”



55

However, the predominant emotional state throughout the preparation process is
marked by stress, anxiety, and fatigue. Assem, who failed attestation, noted that “teachers
feel uncertainty and fear of possible negative consequences” throughout the year. Omar
echoed this sentiment: “You walk around full of stress for a whole year asking yourself
whether you’ll pass or not,” adding that the ongoing tension “eats a person up a little bit

from the inside.”

Karima described the stress of presenting in front of experts as particularly intense,
while Sulu, a veteran with 13 years at NIS, shared that the defense process can be humiliating
due to the behavior of some attestation committee members. According to Assem and Sulu,
it is not uncommon for candidates to leave the defense “in tears.” Aigul, despite being
confident in public speaking, suggested eliminating the defense stage altogether, arguing

that a teacher’s achievements are already evident in the portfolio.

These experiences indicate a dual emotional impact, where short-term positive
emotions following success are often overshadowed by long-term stress and emotional strain

during the process.

Engagement. Attestation requires a high level of engagement from teachers,
pushing them to reflect more critically on their practices. Omar stated, “Attestation requires
engagement. | started paying more attention to things I had previously ignored.” Teachers

agreed that the process encourages self-assessment and deeper professional awareness.

However, the intensity and time demands of the process often lead to emotional

overload. Sulu explained, “When you are being certified, everything is mixed up: lessons,
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the report, and life. It’s very difficult to combine all this.” Omar added, “I forgot about my

personal life, my relatives. All I thought and was passionate about was work.”

Thus, while attestation can foster professional engagement, the lack of structural
support and work-life balance can result in emotional exhaustion and professional burnout,

negatively affecting teachers' overall wellbeing.

Relationship. An essential element of wellbeing is professional relationships that
form a sense of collaboration and belonging to a team. Many participants noted that
colleagues provided significant support, which helped reduce anxiety and create a sense of
belonging to a professional community. Omar said that he was more confident in the second
time thanks to support he received from the new school leaders. Aylin, a biology teacher
emphasized that “a positive moment of attestation is collaboration. There is always a
colleague who supports and helps.” Karima, a chemistry teacher supported that “teachers

who have undergone the attestation successfully share their experience.

However, there are some social consequences and a negative change in attitudes
from colleagues in case of failure. Some teachers note that the status of “failed attestation”
can affect the distribution of roles in the school and management’s perceptions. Karima said
that “failure greatly undermines a teacher’s authority among colleagues.” Aylin supported
that “when a person fails, people start talking about him. And this affects... They look at him
differently”. Aylin explained it with a specific example of her colleague who plagiarized
her/his own reflective report and earned a bad reputation. She said that it was accompanied
by a public reminder of violations when the administrators emphasized his name all the time

during every meeting. Thus, unsuccessful certification can have not only internal but also



57

external consequences, influencing the professional climate and the sense of belonging to
the team. However, Assem who failed attestation said that she did not feel a changed attitude
towards her reputation. She said that she “was not criticized or judged. The only thing was

that colleagues did not believe how I could not acquire a higher category.”

Nevertheless, the findings emphasize the need to create a safe and supportive
environment in which mistakes are perceived as a point of growth, and not as a final verdict

on professional competence.

Meaning. Meaning in activity is seen as the awareness of the importance and
significance of one’s work. Teachers emphasize that educational activity has high value
because it influences the present and future of students. Assessment can enhance this feeling
if it is perceived as recognition of the teacher’s contribution to the development of students.
Omar confessed that after successful pass he understood that he “was doing something

useful.” He felt that he wanted to support his students more. Aylin said:

Even if there are bureaucratic nuances, you know, my career means something, I
don't just come from lesson to lesson. So, it's something more than a lesson. It's

something more than you as a teacher. You are a teacher, a leader, a colleague.

Thus, meaning is enhanced when the assessment procedure is associated not so much
with reporting, but with the teacher’s personal mission: to teach, inspire and influence the

lives of students.

Achievement. Attestation in the NIS system is closely linked to achieving
professional goals, career advancement and recognition of merit. Teachers note that the
requirements of attestation align with their professional goals. In case of successful

completion of the attestation, TAS not only brings satisfaction, but also increases motivation
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to continue developing. Omar believes “It’s like recognition that you have achieved
something. You tell yourself — yes, I did it.” Aylin added: “The very realization that you

have become a level higher makes you not want to go down...”

Therefore, the perception of the impact of the appraisal system on the professional
well-being of NIS teachers through the PERMA model demonstrates both opportunities and
risks. When transparent criteria, adequate support, and a developmental focus are on place,
evaluation can enhance positive emotions, stimulate engagement, strengthen relationships,
enhance a sense of meaning, and acknowledge achievement. However, in the absence of
these conditions, the positive potential may be lost. This highlights the need to design
evaluation processes with an eye to their impact on teachers’ internal well-being and their

ability to maintain sustainability and satisfaction in the profession.

4.5 The Results of the Document Analysis

ualification Requirements for Teachers’ Professional Categories
q 8

I used a document analysis of the qualification characteristics of teachers at
Nazarbayev Intellectual Schools (NIS) in order to identify substantive differences in the
characteristics for teachers at different stages of their career and assess the role of attestation
in their professional development. The study included a comparative analysis of regulatory
requirements and responsibilities for five levels of professional gradation of teachers: NIS

teacher, teacher-moderator, teacher-expert, teacher-researcher, and teacher-master.

One of the key criteria for professional growth is the requirements for work
experience in the NIS network which vary for levels, except for categories of teacher-

trainees and teachers. Fluency in Kazakh and English plays an important role, which means
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that teachers also must advance the levels of language proficiency according to the

pedagogical category requirements.

Table 2

Work experience and Language Proficiency

Category Teache Teach Teacher- Teache Teacher- Teacher-
r- er moderato  1- research  master
trainee r expert er

Requirements

Work experience in NIS network - - 2 years 3 years 5 years 8 years

Langua Kazakh subjects - - B2 B2 B2 B2

ge (KazTest, taught in

profici  Qazaq Kazakh

ency Resmi Test,

NIS i
laneua subjects - - Al A2 B1 B1
guage .

level test) taught in

other

languages

(Russian,

English,

etc.)
English subjects - B2 B1, B2, IELTS - IELTS -
(IELTS, taught in more more
APTIS, English for for  han6.0, than 6.5,
TOEFL, English Englis
Duolingo, teachers - h for . for '
NIS B2 teacher English  English
Language s-Cl teachers teachers
Level Test) -Cl -C2/8.0

subjects B1 A2 A2 B1 B2

taught in

other

languages

(Kazakh,

Russian)
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subjects
taught in
Kazakh

According to the document, it is seen that Nazarbayev Intellectual Schools
implement a step-by-step system of professional growth for teachers, closely linked to the
certification process. Unlike formal knowledge testing or administrative assessment, this
system is built as a development trajectory that involves deepening professional activity in
various areas: from methodological activity to research and international expertise. Teacher
attestation in this context serves not only as a mechanism for confirming competencies, but
also as an important tool for recognizing professional contributions, formalizing career
growth, and disseminating best pedagogical practices. Further, I will describe main

differences between professional categories of NIS teachers.

Teacher. The teacher at this level is primarily focused on organizing and conducting
classes using modern forms and methods of teaching. Her/his responsibilities include
implementing the educational program, individual work with students, preparing for
Olympiads and competitions, using information and communication technologies, as well
as developing a general culture and academic integrity. She/he also provides feedback, uses
differentiated learning methods, and participates in the life of the school. The main focus is
on the quality of the educational process and achieving educational results at the class and
school level. Thus, the teacher performs a wide range of tasks aimed at ensuring high quality

education and a favorable educational environment at school.
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Teacher-Moderator. Compared to the basic level, the teacher-moderator has a more
pronounced methodological and mentoring function. In addition to teaching, he/she
develops educational and methodological materials, conducts project research with students,
participates in the transmission of pedagogical experience on the school and the city scale.
He/she also conducts training events for colleagues (webinars, master classes), provides
methodological support, and acts as a coach/mentor. This level involves active participation
in the methodological life of the school, as well as the first steps in external professional
communication. Thus, the teacher-moderator is a teacher who combines high professional
competence, methodological initiative and an active position in the development of the

pedagogical community.

Teacher-Expert. At this stage, the teacher becomes not only the bearer of advanced
educational practices, but also an active participant in the development of educational
content at the AOO level. It is involved in the development and examination of training
programs, textbooks and digital resources. Considerable attention is paid to the training of
teachers of the region, as well as the distribution and standardization of successful practices.
The teacher- expert conducts research on her/his practice, participates in conferences of the
regional and republican level, coordinates educational initiatives within the network

community.

Teacher-Researcher. This level involves deep integration into research activities.
The teacher systematically analyzes, predicts and improves the educational environment,
conducts scientific research, creates copyright methods and educational complexes. Its
activities are actively broadcast at the republican level: through publications, participation

in conferences, the development of officially approved programs. The teacher teaches
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teachers, manages the research work of colleagues and introduces scientific results in

educational practice.

Teacher-Master. Teacher-master is the highest level of qualification, at which the
teacher becomes a recognized expert not only within the country, but also in the international
arena. The master teacher is engaged in fundamental and applied scientific research in the
field of pedagogy, psychology, education management, as well as the integration of the latest

scientific data into original methods and educational programs.

A feature of this level is active participation in international scientific events:
symposiums, conferences, forums, including those indexed in Scopus and Web of Science.
In addition, the master teacher publishes articles in journals with a high impact factor,

presenting the achievements of domestic education on the global scientific platform.

Rules of Teacher Attestation

I reviewed the document "Rules for attestation of teachers of branches of the
autonomous educational organization "Nazarbayev Intellectual Schools." It is a key

document regulating the attestation procedure for teaching staff in the NIS system.

It is written that the document was developed in accordance with the Labor Code of
the Republic of Kazakhstan, the Law "On Education," the Law "On the Status of a Teacher,"
as well as the Development Strategy of the AEO until 2035 and the Charter of the

organization. The document was last updated in 2024.

The purpose of attestation is formulated as identifying the compliance of teachers
with qualification characteristics based on an assessment of their professional competence,

stimulating their career growth, and ensuring continuity of professional development. The
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objectives of certification include: 1) implementation of the NIS mission through the
development of teachers' potential; 2) improving the efficacy and quality of pedagogical
work; 3) disclosure and identification of prospects for using potential opportunities of
teachers; 4) stimulation of teachers for continuous education, self-education, advanced
training; 5) assignment or confirmation of the level of pedagogical mastery; 6) ensuring

differentiated remuneration.

The document provides two directions of classification of levels of mastery. First is
a six-level model for teachers and educators with a teaching load and the second is a two-
level model - for auxiliary teaching staff (curators, methodologists, educators, etc.). Since
the current research is focused on the perspectives of teachers exclusively, I will further
describe the structure and stages of the attestation procedure for the first group of

pedagogical staff.

Teacher attestation can be mandatory (after the inter-certification period) or early (at
the teacher's initiative). The terms of mandatory attestation vary: for a trainee teacher - after

2 years; for others - every 5 years.

Teacher-trainee can apply for teacher after a year of work, it is considered early
attestation. Also, the automatic transition to the category “teacher” is possible if a teacher-
trainee 1) has an IELTS certificate (or equivalent) with no less than 5.0 overall score (for
English teachers 6.0); 2) is a graduate of Nazarbayev University, the Bolashak program, or
foreign top universities; 3) is a winner of international Olympiads; 4) graduate of NIS with
higher education; 5) has 2-year work experience in pedagogical work. There are 3 main

components of attestation for teachers starting from teacher-trainee to teacher-researchers:
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1) School level (attestation committee of the school makes decisions based on a
teacher’s portfolio and Methodological Council’s feedback on her/his lessons and
performance)

2) Independent assessment of a reflexive report (it is assessed by examination council
of Center of Pedagogical Measurements)

3) Final stage (for teacher-experts and teacher researchers attestation committee of the
AEO makes decisions based on portfolio and presentation, for teacher-trainee,
teacher, and teacher-moderator (after 2024 update), the final stage is conducted by
the school’s attestation committee)

It 1s worth noting that for the pedagogical gradation “teacher-researcher,” instead of
compiling a reflexive report, a teacher can present two articles in domestic or foreign
scientific publications recommended by the Committee for Quality Assurance in Science
and Higher Education of the Ministry of Science and Higher Education of the Republic of
Kazakhstan. The main results of scientific research can be published in issues of the
Intellectual School’s practice as the main (first) author, or in the inter-certification period or
1 article in the Web of Science / Scopus (CiteScore > 25) as the main (first) author, during

the certification period.

A teacher who applies for a teacher-master should receive an approval of the attestation
committees of the school and the AEO and provide 1 article in the Web of Science / Scopus

(CiteScore > 35) as the main (first) author, published during the certification period.

The NIS Attestation Committee makes one of the following decisions based on the

results of the assessment of pedagogical activity:
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1) Meets the declared level. The teacher confirms all qualification requirements,
receives (or maintains) the declared level of expertise. The next certification is
carried out within the established time frame.

2) Does not meet the declared level. The teacher does not reach the required level -
retains the current category. Re-submission is possible in the next period.

3) Does not meet and is subject to re-certification. The decision is made if the level is
not met for the second time. A re-certification is scheduled in a year. In case of
repeated failure, the level is lowered.

4) Did not confirm the current level. If the teacher does not meet the current category,
she/he is given a year to improve. In case of unsuccessful re-certification, the level
is lowered.

5) Non-participation without a valid reason. Refusal to take mandatory certification
without good reason entails an automatic lowering by one level.

6) Disqualification from participation in the current assessment. Possible reasons:

a) valid (illness, maternity leave, force majeure) — the deadline is postponed;

b) disciplinary (plagiarism, low level of language fluency (State language and/or

English) — participation is terminated, possible lowering of the level.

4.6 Summary

This chapter presented the findings of a study exploring the multifaceted experiences
of teachers undergoing the attestation process at a school in Astana. Thematic analysis of
the interviews revealed that the Teacher Attestation System (TAS) is perceived not only as
a mechanism for quality assurance and professional development, but also as a significant

factor influencing teacher motivation. While some participants reported that the process
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encouraged them to improve their teaching practices, others expressed a loss of motivation

or even a desire to leave the profession.

The analysis further demonstrated that, although attestation serves critical functions
such as promoting professional growth and ensuring teaching quality, it also presents
substantial challenges. School administrators played an essential role in guiding and
supporting teachers throughout the process. Classroom observations conducted at the school
level were largely seen as effective and manageable, owing to familiar environments and
collegial support. However, the reflective report emerged as the most difficult component,
underscoring the need for clearer assessment criteria, more constructive feedback, and

assistance in navigating anti-plagiarism checks.

Teachers’ experiences with attestation impacted their sense of self-efficacy and
overall wellbeing, with outcomes, both successful and unsuccessful, shaping their
professional confidence and emotional state. Additionally, concerns around equity across
subject areas point to a need for further investigation to ensure a more balanced, transparent,

and supportive attestation process for all teachers.

The next chapter provides a discussion of these findings in relation to existing

literature and theoretical frameworks.
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Chapter 5: Discussion

Introduction

In the previous chapter, I presented the findings of this study, which explored
teachers’ lived experiences and perceptions of the Teacher Appraisal System (TAS) within
the Nazarbayev Intellectual Schools (NIS) network. The findings were organized
thematically to examine how teachers understand the purpose of TAS, the appraisal
instruments used, the available support structures, and the system’s impact on their self-
efficacy and professional wellbeing. In this chapter, I discuss these findings in relation to
the literature reviewed in Chapter 2 and interpret them through the lens of the conceptual
framework, which is grounded in Bandura’s (1997) theory of self-efficacy and Seligman’s

(2011) PERMA model of wellbeing.

The aim of this study was to investigate how NIS teachers perceive the TAS and how
these perceptions influence their self-efficacy and professional wellbeing. The guiding

research questions were:

1. What are NIS teachers’ perceptions of the Teacher Appraisal System?

2. What are NIS teachers’ perceptions of influence of the Teacher Appraisal System on

their self-efficacy?

3. What are NIS teachers’ perceptions of influence of the Teacher Appraisal System on

their wellbeing?

A qualitative phenomenological case study approach was employed, involving

interviews with six teachers from diverse backgrounds at one NIS school. Thematic analysis
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was used to identify shared patterns and divergent perspectives across participants’

experiences.

This chapter is structured around three main areas of discussion. First, I examine
teachers’ perceptions of the purpose, processes, and evaluation instruments of TAS. Second,
I explore the influence of TAS on teachers’ self-efficacy in light of relevant literature.
Finally, I interpret how TAS affects teachers’ wellbeing, drawing on the PERMA

framework.

5.1 Teachers’ Perceptions of TAS
5.1.1 Purpose of TAS and Teachers’ Motivation

This finding highlights the diverse perspectives teachers hold regarding the purpose
of the Teacher Appraisal System (TAS). Participants identified four primary purposes: the
reinforcement of professional development, the evaluation of teacher competence,
bureaucratic formality, and, most prominently, the opportunity for salary increase. These
perspectives reflect both institutional aims such as performance monitoring and the personal

motivations of teachers, particularly those shaped by financial considerations.

This aligns with existing literature that positions TAS as serving dual purposes:
summative (accountability and reward-based) and formative (development-oriented) (Goe
et al., 2008; Stronge, 2010). Stronge (2010) emphasized TAS’s role in evaluating teacher
performance for promotions or compensation, while Darling-Hammond (2013) argued that
formative appraisals support professional growth through feedback and reflection.

According to the participants in this study, however, the summative dimension often
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outweighs the formative in the NIS context, especially when salary increases are a major

incentive.

The emphasis on financial motivation partially challenges the literature’s more
optimistic framing of TAS as a developmental tool. While previous research highlights the
importance of developmental feedback for teachers’ growth (Berhanu, 2024; van
Waeyenberg et al., 2020), NIS teachers often view TAS primarily as a path to financial gain,
even prioritizing it over international opportunities. This suggests that extrinsic motivators,
particularly financial rewards tied to attestation outcomes, tend to dominate teacher

engagement with the system.

These findings directly address Research Question 1 by illuminating the multifaceted
and, at times, conflicting purposes of TAS as experienced by teachers. They underscore the
need for reform efforts to balance intrinsic (growth-oriented) and extrinsic (reward-driven)
motivations in order to sustain teacher engagement, morale, and long-term professional

development.

5.1.2 TAS as a Tool to Enhance Professional Development

This finding reflects the perception that TAS functions not only as an indicator of
existing teacher competence but also as a motivational mechanism, particularly for
encouraging less proactive teachers to engage in professional growth. While some
participants reported being intrinsically motivated to develop professionally, others noted
that TAS serves as a structural prompt, compelling them to meet standards, set goals, and
engage in more critical reflection on their practices. This interpretation aligns with the
formative purpose of TAS as outlined in the literature, particularly the notion that appraisal

systems can foster sustained instructional improvement when designed with a
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developmental focus (Danielson, 2007; Goe et al., 2008). The reflective and goal-setting
aspects highlighted by participants resonate with Palmisano’s (2019) findings on the role of
appraisal in deepening teacher reflection and contributing to the formation of professional

identity.

However, an undercurrent of coercion is also evident in the data, with some
participants suggesting that TAS functions as a mechanism of behavioral control aimed at
aligning teachers with institutional goals. This aligns with Gibson’s (2024) argument that
teachers often perceive appraisal systems as externally imposed tools, particularly when

expectations are unclear, or feedback lacks transparency and collaboration.

This finding directly addresses Research Question 1 by illustrating that while
teachers recognize the developmental intentions of TAS, many perceive these as obligatory
rather than empowering. This suggests a partial disconnect between the system’s intended
purpose and teachers’ lived experiences, emphasizing the need for more collaborative,
transparent, and supportive implementation to truly engage educators in meaningful

professional growth.

5.1.3. Administrative Support and Clarity of the Process

One of the interesting findings is the direct influence of school leadership on the
teachers’ perceptions of TAS. All participants underlined that a change in school
administration led to more tangible improvement in the received support and final outcomes
of TAS through providing teachers with mentors who gave them constructive actionable
feedback for their open lessons and reflective reports, instructing with meeting deadlines,

giving suggestions what else teachers should complete to succeed at the attestation.
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This finding is supported by Sartain and Morris (2024) and Rigsby and Butcher
(2015) who emphasized that effective instructional leadership and a trusting school climate
are critical for appraisal systems to function as tools for teacher development. When school
administrators are absent or unsupportive, TAS becomes stressful and demotivating
(Gibson, 2024; Pawson, 2019). On the contrary, participants in this study described the new
administration as offering constructive guidance, including personalized mentoring,
structured feedback, and emotional support. These factors considerably decreased anxiety

and improved their confidence and trust in the process.

This finding also adds to the body of literature by showing that the quality of
leadership support influences not only perceptions of fairness but also emotional
resilience during TAS. Teachers under the former administration felt confused, unsupported,
and overwhelmed, whereas the new leadership made the system more transparent and
humane. These experiences emphasize the need for well-trained, communicative school

leaders who can facilitate teacher professional growth and reduce systemic stress.

5.1.4 School Level as the Most Predictable

Teachers consistently maintained school level review as the easiest, most helpful,
and least stressful component of TAS given the quality of feedback for classroom
observations, clarity of evaluation criteria, and school’s supportive culture. This is in line
with the research in underscoring classroom observations and peer feedback as trustworthy
appraisal instruments when implemented transparently (Abdulrazzaq, 2022; Marzano,
2012). In the literature as well as in the study, teachers value timely, personalized, practice

grounded feedback because it gives them opportunities for reflection and growth. The study
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and literature argue that teachers are more likely to see value in reflection and growth

opportunities if they receive timely, individualized, and practice-based feedback.

5.1.5 Fairness and Equity

Although many teachers perceived the school-level appraisal stage as structured and
relatively supportive, concerns about inequities surfaced. The findings show that teachers in
less prestigious subject areas, such as physical education or languages, felt constrained in

their opportunities for attaining higher professional categories.

In addition to subject-based disparities, perceptions of gender bias were reported,
with female teachers feeling that male colleagues sometimes received preferential treatment,
particularly given the smaller number of men in the teaching profession. Such perceptions
underscore the need for appraisal systems to be continuously reviewed to ensure fairness
and inclusivity across disciplines and demographics, reinforcing findings by Pawson (2019)

and broader concerns about bias in professional evaluation systems.

This study’s findings demonstrate that teachers' experiences of TAS are highly
dependent on the system’s transparency, fairness, and the degree of inclusivity. While the
existing literature primarily focuses on perceptions of fairness and transparency in teacher
appraisal processes, this study identified additional concerns regarding subject-area and
gender-based disparities. Teachers perceived systemic limitations on career advancement
for certain subjects, as well as informal favoritism towards male colleagues. These findings
answer RQ1 by highlighting areas for further research, as such biases were not extensively

discussed in the existing appraisal literature.
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5.1.6 Assessment Tools Used for TAS

This chapter discusses the study’s findings on the assessment instruments used in the
Teacher Appraisal System (TAS) at Nazarbayev Intellectual Schools (NIS), comparing them

with international literature.

Classroom Observations. Global literature highlights mixed perceptions of
classroom observations, valued for professional development but often criticized as
formalistic or inconsistent (Fan, 2022; Thi Man, 2024). In contrast, NIS teachers reported
overwhelmingly positive experiences, appreciating consistent feedback from colleagues and
administrators. Observations were seen as a natural part of teaching, supporting instructional
improvement, thus highlighting the effectiveness of structured observation practices in

creating developmental value.

Student Learning Outcomes. The literature raises concerns about using student
achievement data in teacher evaluations, citing issues of fairness and validity (Zhao, 2017).
While student outcomes are part of TAS at NIS, participants did not express strong concerns
regarding their use, suggesting that in this context, they play a secondary role compared to

other instruments like portfolios and reflective reports.

Teacher Portfolios. Portfolios are recognized globally for providing holistic
evidence of teaching but are also viewed as administratively burdensome (Danielson, 2007;
Tucker et al., 2003). NIS teachers echoed these views, acknowledging the value of portfolios
for documenting professional achievements but criticizing the workload involved. Overall,

portfolios were accepted as a standard part of appraisal.

Reflective Reports. Reflective practice is widely valued for fostering teacher

development (Gheith & Jaberi, 2018; Jakfar & Rahmatillah, 2023; Orakci, 2021), but
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findings from this study reveal significant tensions. Reflective reports were perceived as the
most challenging component due to unclear assessment criteria, burdensome anti-plagiarism
checks, and generalized feedback. Particularly, the impact of plagiarism detection on
technical subject teachers and doubts about assessor qualifications emerged as important
concerns not previously emphasized in the literature. Despite these challenges, teachers
recognized reflection as essential for improving teaching practice, although current

evaluation practices limited its developmental potential.

The study confirms global trends regarding the mixed perceptions of appraisal
instruments but adds important new insights about the unintended consequences of technical
requirements like anti-plagiarism and the critical role of feedback quality. Effective TAS
implementation depends not only on the choice of instruments but also on clear guidelines,
skilled assessors, and a supportive professional environment to maximize developmental

benefits.

5.2 Teachers’ Perceptions of the Influence of TAS on Their Self-Efficacy

The findings of this study support and extend prior research on the influence of
teacher evaluation systems on teachers’ self-efficacy. Consistent with studies by Jabeen et
al. (2023), Palmisano (2019), and Smith et al. (2019), teachers reported that evaluation
processes perceived as supportive and focused on improvement helped boost their
confidence and motivation. In contrast, when evaluations were viewed as overly critical or

lacking clarity, teachers experienced a decline in self-belief and enthusiasm.

In my research, successful attestation was commonly associated with increased
professional confidence and a stronger sense of accomplishment. Teachers viewed

certification as external validation of their efforts and skills, reinforcing their belief in their
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ability to teach effectively. This echoes Palmisano’s (2019) finding that encouraging and
respectful feedback from supervisors can strengthen teachers’ self-efficacy. Teachers noted
that passing attestation prompted them to reflect on their achievements, reinforcing their
motivation and professional identity. These experiences align with Smith et al. (2019), who

emphasized that the quality and relevance of feedback are key drivers of teacher confidence.

However, the study also revealed significant emotional and professional setbacks
among those who did not pass the attestation. Participants described failure as damaging to
their self-esteem and, in some cases, a threat to their professional identity. Teachers
expressed uncertainty, frustration, and a reluctance to reapply, reflecting concerns similar to
those reported by Jabeen et al. (2023). Moreover, the manner in which feedback was
delivered is often described as brief, vague, or even humiliating which contributed to
negative emotional responses. Some teachers recommended training assessors to provide

more constructive and respectful feedback to reduce stress and restore trust in the process.

This finding answers RQ2 by highlighting that teacher self-efficacy is closely tied to
the tone and structure of evaluation practices. Evaluations that offer specific, meaningful
feedback in a supportive manner tend to empower teachers and encourage development. In
contrast, evaluations that are perceived as punitive or dismissive may harm professional
confidence and reduce motivation. These results reinforce the need for reflective, growth-

oriented appraisal systems that prioritize both performance and emotional well-being.

5.3 Teachers’ Perceptions of the Influence of TAS on Their Wellbeing

Positive Emotions. Literature suggests that positive emotions, such as joy, pride and
satisfaction support teacher well-being and reduce burnout (Jennings & Greenberg, 2009;

Sartain et al., 2024). Findings confirmed that teachers experienced relief and pride after
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passing attestation. However, preparation brought prolonged stress, anxiety, and fatigue.
This contrast reveals a more complex emotional experience than what the literature typically

portrays.

Engagement. Professional development is generally linked to higher engagement
and job satisfaction (Skaalvik & Skaalvik, 2017). In this study, teachers were highly engaged
in preparing for attestation, often reflecting deeply on their practice. However, excessive
demands and limited time caused work-life imbalance and emotional exhaustion which

suggests that engagement, without support, can lead to burnout.

Relationships. Strong collegial relationships are known to support teacher well-
being (Turner & Theilking, 2019) and help teachers mitigate stress (Jennings & Greenberg,
2009). The findings affirm that peer support helped teachers manage stress. Yet, failure in
attestation sometimes led to reputational damage and strained relationships, indicating that

social dynamics around appraisal can both support and undermine wellbeing.

Meaning. Teachers derive meaning from impacting students’ lives (Dreer, 2023).
The findings echoed this: many participants felt affirmed in their purpose when attestation
was seen as recognition. Despite bureaucratic burdens, most still viewed their work as

valuable and purposeful, aligning closely with literature.

Accomplishment. Achievement enhances teacher motivation and confidence (Wang
et al.,, 2018). Successful attestation gave teachers a sense of progress and recognition.
However, failure diminished morale and, in some cases, professional standing. The literature

often overlooks these negative consequences, which were prominent in this study.
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While the literature broadly supports the benefits of PERMA elements, this study
shows that outcomes depend on how evaluation systems are structured. This finding answers
RQ3 by demonstrating the need for appraisal systems that consider both the emotional and

professional realities of teachers.
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Chapter 6: Conclusion

Introduction

This chapter provides a comprehensive overview of the study’s key findings,
reflecting on how the research questions were addressed regarding NIS teachers’ perceptions
of the Teacher Appraisal System (TAS). It summarizes the ways in which TAS influences
professional development, self-efficacy, and teacher wellbeing, situating these findings
within the broader educational context. In addition, this chapter discusses the limitations of
the study and outlines practical implications for improving appraisal practices. It concludes
by offering recommendations for future research aimed at further strengthening teacher

evaluation processes and supporting professional growth.

6.1 What Are NIS Teachers’ Perceptions of the Teacher Appraisal System?

The study reveals that NIS teachers hold complex and multifaceted perceptions of
the Teacher Appraisal System (TAS). Overall, teachers recognize TAS as a potentially
valuable tool for professional growth. Classroom observations, in particular, are perceived
positively when accompanied by consistent, detailed feedback that guides instructional
improvement. Many teachers appreciate that TAS encourages goal-setting, reflective
practice, and self-assessment, aligning with broader global understandings of formative
appraisal purposes. However, significant concerns also emerge. Teachers frequently view
certain aspects of TAS, especially the reflective report component, as stressful, bureaucratic,
and poorly supported. Strict anti-plagiarism requirements, vague assessment criteria, and a

lack of meaningful, individualized feedback were major sources of frustration and
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demotivation. These procedural challenges often overshadow the intended developmental

aims of appraisal.

Moreover, the findings highlight that external motivations, particularly salary
increases, play a substantial role in shaping teachers' engagement with TAS, sometimes at
the expense of intrinsic professional growth. Teachers also expressed skepticism regarding
the fairness of the system, noting perceived inequities across subject areas and a preference
for supporting certain disciplines or demographics. Finally, the role of school leadership
emerged as crucial where administrators provided clear, structured guidance and ongoing
support, teachers reported more positive experiences of TAS. In contrast, in the absence of
such leadership, appraisal processes were associated with higher levels of stress, uncertainty,

and dissatisfaction.

Overall, while NIS teachers see potential value in TAS, their experiences suggest
that without sufficient clarity, fairness, and support, appraisal risks becoming a technical

formality rather than a meaningful tool for enhancing professional practice.

6.2 What Are NIS Teachers’ Perceptions of the Influence of the Teacher Appraisal
System on Their Self-Efficacy?

Teachers’ experiences showed that TAS can both support and undermine self-
efficacy. Success in appraisal often boosted teachers’ confidence, affirming their
competence and motivating further growth. At the same time, challenges with certain
components, particularly the reflective report, led to significant self-doubt. Difficulties with
anti-plagiarism requirements, unclear evaluation criteria, and the perceived poor quality of
feedback left some teachers feeling uncertain about their abilities, regardless of their actual

teaching success. These findings emphasize that for TAS to strengthen teachers’ self-
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efficacy, the system must be transparent, supportive, and centered on genuine development

rather than technical compliance.

6.3 What Are NIS Teachers’ Perceptions of the Influence of the Teacher Appraisal
System on Their Wellbeing?

The study highlights that the Teacher Appraisal System at NIS has a complex and
ambivalent impact on teachers' wellbeing. On the positive side, successfully completing the
attestation process contributes to feelings of pride, fulfillment, and professional affirmation.
Teachers reported enhanced motivation and a renewed sense of purpose in their work when
their achievements were formally recognized through TAS.

Nonetheless, the path to attestation often places significant emotional strain on
teachers. Participants described the preparation period, particularly the demands of
composing reflective reports and navigating unclear evaluation criteria as a major source of
ongoing stress, anxiety, and mental fatigue. Strict procedural expectations, combined with a
lack of transparent feedback, were perceived as emotionally draining and, in some instances,
discouraging.

The findings also underscore the critical role of school leadership in influencing the
relationship between TAS and teacher wellbeing. When administrators actively supported
candidates through guidance, structured feedback, and regular communication, teachers
experienced lower stress levels and a greater sense of security. Conversely, the absence of
leadership support heightened feelings of uncertainty and emotional burden.

In summary, while TAS has the potential to strengthen teachers’ wellbeing by
providing recognition and reinforcing professional identity, it can also negatively affect

wellbeing when the process is perceived as opaque, overly bureaucratic, or insufficiently
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supportive. Clearer procedures, stronger leadership involvement, and a more developmental

focus are essential to ensuring that TAS promotes, rather than harms, teacher wellbeing.

Limitations of the Study

While the study offers valuable insights, several limitations should be
acknowledged. First, the sample was drawn from a single school, limiting the
generalizability of the findings beyond the NIS context. Second, reliance on self-reported
data from interviews may reflect participants’ subjective interpretations, shaped by their
recent experiences or emotional responses. Finally, as a cross-sectional study, this research
captures perceptions at one point in time and does not account for how views might evolve

with changes in policy or leadership.

Implications and Recommendations

This study offers the following implications for educational authorities in School

education of Kazakhstan:

Centering Appraisal on Professional Growth. While TAS has both developmental
and accountability purposes, the study demonstrates that teachers are more motivated and
positively engaged when appraisal processes emphasize learning, growth, and instructional
improvement. Appraisal policies should be consciously oriented towards supporting
teachers' ongoing development rather than focusing predominantly on administrative
compliance or salary differentiation.

Improving Feedback Practices. Teachers consistently indicated the importance of
high-quality, individualized feedback throughout the appraisal process. To be truly
developmental, feedback, especially for reflective reports and classroom observations

should be specific, actionable, and constructive. Training assessors to deliver personalized,
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detailed evaluations is essential. Providing regular interim feedback sessions before final
evaluations could also reduce teacher anxiety and foster continuous improvement.

Clarifying Evaluation Criteria and Processes. Unclear assessment criteria,
particularly for reflective reports, were major sources of teacher frustration and emotional
strain. TAS frameworks should provide teachers with comprehensive, accessible
explanations of expectations, including examples of successful reports and clear
interpretations of grading rubrics. Reducing ambiguity would enhance fairness perceptions
and support greater teacher confidence in the process.

Rethinking Technical Requirements. The anti-plagiarism checks, although well-
intentioned, introduced unintended obstacles, especially for teachers working with technical
terminology. TAS policies must be reviewed to ensure that integrity measures are
appropriate to educational contexts and do not disproportionately penalize teachers based on
discipline-specific writing norms.

Strengthening the Role of School Leadership. School administrators have a
critical influence on how TAS is experienced. Schools should formalize the role of
administrators as mentors during the appraisal cycle, offering structured support such as
workshops on reflective writing, portfolio development, and stress management. Building
strong, trust-based relationships between teachers and leaders can reduce appraisal-related
anxiety and foster a more positive professional environment.

Addressing Equity Issues. The study revealed perceived inequities across subject
areas and concerns regarding differential treatment based on gender. TAS should include

mechanisms to ensure that teachers across disciplines and demographics have equal



&3

opportunities for recognition and advancement. Clear equity monitoring and transparent
communication are essential to maintaining trust and fairness within the system.
Suggestions for Further Research

This study provided the answers to the research questions about the perspectives of
NIS teachers on the Teacher Appraisal system and its influence on their self-efficacy and
wellbeing. However, conducting broader research across diverse educational systems would
enhance understanding of how contextual factors influence teachers’ experiences with
appraisal processes. Longitudinal studies are recommended to examine how teachers’
perceptions of TAS develop and shift over extended periods and multiple appraisal cycles.
Comparative analyses could further identify appraisal frameworks that most effectively
reconcile the dual aims of accountability and professional growth. Moreover, additional
research is warranted to investigate the impact of technical mechanisms, such as anti-

plagiarism software, on teachers' appraisal experiences and their professional morale.
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3EPTTEY ) K¥YMBICBI KEJIICIMIHIH AKITAPATTBIK ®OPMACbBI

“MyFanimaepAin MyFaniMiepi Oaranay jxyleci )oHe OHbIH MyFalliMIEpAiH ©31HAIK THIMILUITT MeH
UTLIIriHE 9cepi Typaibl Ke3KapacTapblH 3epTrey”

CUIIATTAMA: MeniH ecimim Aiinana. Men Hazapbaer YuuBepcurerinig XKorapsr 0ixiM 0epy MekTeOiHIe
(NUGSE) Binim Gepyneri kemoacIibUIBIK OarnapiaMachiHbIH MaructpaHTbiMbiH. Cizai Acranamarst H3M
MEKTeO1HIe MyFaliMJIepAiH MyFaiMaepi Oaranay skyleci >koHe OHBIH MyFaTiMAEP/IiH 631HIIK THIM/IUIIr MeH
UTTIriHe ocepi Typajbl Ke3KapacTapblH TYCIHyre OarbITTallfaH 3epTTeyre KaTbiCyFa MakpipamblH. OcCbl
OaillaHBICTBI 3€PTTEY apKbUIBI 013 MyFaliMIEpHi Kojijay jKoHE MeKTenTepieri OiniM Oepyni jkakcapTy
JKOJIJapbIH Taba alaMbi3.

CizneH sxeke cyxOaTKa KaTbICy cypanaipl, Ci3miH KemdiciMiHi30eH Oyy cyxOar »xassutanpl. byn seprrey
GapbIChIH/A ANbIHFAH Ke3 KeJreH akmapaT Kynus cakranaznpl. Ci3liH >KeKe aKlapaThIHBI3AbIH KYIHSIbIFbIH
KaMTaMachI3 €Ty VIIiH OapJbIK HETI3[CNTeH Mapajiap KOJINAHBLIAAbI, OipaK TOJBIK KYMHSUTBUIBIK KETIIiri
Oepinmeiini. Ci3lmiH JKeKe aKMapaThIHbI3, 3epTTEy jkKaz0ajapbl KOHE NEepeKTep/yiriep Kayincid typzae
caKTajajpl oHe Kosjay kepcerineni. Ci3miH jkeKe akmapaThIHBI3 XKOHE 3epTTey JIEpeKTepiHi3 3epTTey
MaKcaTTapblHa JKeTy YIIIH KaKETTi YakKbIT apalblFbIHAA FaHA CakKTalaJbl. 3epTTey asKTalFaHHAH KeiliH
JIEpEKTEp epekesiep MEH MEKEMEJIIK casicaTTapra ColKec MYKHST apXUBTEJIEl HeMeCe HKOMbLIa bl

OTKI3IJIETIH YAKDBITBI: Ciznig KaTeICyBIHBI3 IIaMaMeH 60 yMunymmul YaKbITBIHBI3IBI ATa]THL.
3EPTTEY ’K¥MBICBIHA KATBICYJABIH KAYIIITEPI MEH APTBIKIIIBIJIBIKTAPBI:

By 3epTTeymen OaitmaHBICTHI Kayin-KaTepiep a3. JKyMsic mporieci 6apeIchiHAa 00IFaH KeHoip skaFmaitiap sl
€CKe TYCipy Ke3iHze KaiChI3ObIK ce3iMi makaa 00ysl MyMKiH. ByJT 3epTTeyIeH KYTiIeTiH apTHIKIIBIIBIKTAp:
©31H-031 capanTay, SMOUMSIIBIK HHTSIUICKT YFBIMBIH )KOHE OHBIH JKYMBICKa 9CEpiH KaKCHI TYCIHY.

KATBICYIIbI KYKBIKTAPBI: Erep Ci3 6epiired ¢opMaMeH TaHBICHII, 3ePTTCY
JKYMBICBIHA KaTBICyFa IIeniM KaOsrinacanbi3, Ci3[iH KaTBICYBIHBI3 €PIKTi TYpAE eKeHiH
xabapuaiiMbi3. COHBIMEH KaTap, KaJlaFaH yakbITTa aibIIIYJI TeJIeMeH )KaHe Ci3/iH
QIIeyMETTIK KeHUTAIKTePiHi3Tre eIl KeCipiH THTri30el 3epTTey KYMBICHIHA KaTBICY TypajIbl
KeJNiciMiHI3II Kepi KalTapyFa HeMece TOKTaTyFa KYKBIFBIHBI3 0ap. 3epTTey KYMbIChIHA
MYJIIEM KaThICIaybIHBI3Fa JIa TOJIBIK KYKbIFBIHBI3 Oap. CoHmaii-ak, Kanmai ga oip

CYpakxTapra xayarn oepMmeyiHisre ae o01eH 0omansl. Byt 3epTTey JKYMBICHIHBIH HOTIDKENepi
aKaJIeMUsUIBIK HeMece KociOu MakcarTap/a Oacrara YChIHBUTYbl HEMECE HIBIFapbLTYbl MYMKIH.
BAWJIAHBIC AKITAPATHI:

Cypakrapbinbi3: Erep xKypri3izin oThIpFaH 3epTTEY JKYMBICHIHBIH MPOIIECi, KAyl MEH apTHIKIIBUTBIKTAPHI
TypaJibl CYparbIHbI3 HEMece IIaFrbIMBIHBI3 OoJica, Kelyieci OalaHbIC Kypajiapbl apKbUIbl 3€pTTEYIIiHiH
MaTHUCTPJIBIK TE3UCI OOMBIHINA JKeTeKIIiciMeH xabapiacysiHsira 0omansl: [Ipodeccop [yiimon Illamaros
(duishonkul.shamatov@nu.edu.kz)

JTEPBEC BAMJIAHBIC AKITAPATTAPBI: Erep Gepinren 3eprrey ;KyMbICHIHBIH
JKYPTi3iTyiMeH KaHaFaTTaHOACaHBI3 HEMECE CYPaKTapbIHbI3 OCH MIaFbIMIAPBIHGI3 00JICa,
Hazap6aeB YuuBepcuteti XKorapsr binim 6epy mekTebinig 3eprrey KoMmuTeriMen kepceTiiareH
GaitlaHbIc Kypajiiaphl apKblIbl XabapiacybIHbI3Fa 00J1a/Ibl: 3JEKTPOH/IBIK ITOIITAMEH

gse.irec@nu.edu.kz.



mailto:gse.irec@nu.edu.kz

3eprreywi: Hazap6aes YauBepcureri, JKorapsr 6inim Oepy mexte6i, «biniM Oepymeri kermbacIIbuTbIK
OarmapiaMachIHBIH 2 KypC MarucTpaHThl Alijana MaHTBITaH,

Email: aidana.manggytay@nu.edu.kz

Tenedon: +7 747 188 61 11

3epTTey JKYMBIChIHA KaThICyFa KeJIICIMIHI3aI OepceHi3, OepinreH opmara KO KOIOBIHBI3IbI
CypaiMBbI3.

* MeH OepiireH GopMaMeH MYKHSAT TaHBICTHIM;

» MaraH 3epTTey *YMBICHIHBIH MaKCaThl MEH OHBIH MPOIIEAYPaChI KAWbIH/IA TOJIBIK aKIapatT
oepini;

* J)KunaxranraH aKmapat IeH Ky MoJIIMETTepre TeK 3€pTTEYIIiHIH 63iHe KOIDKEeTIMI1
JKOHE MOJTIM OOJIATHIHBIH TOJBIK TYCIHEMIH;

* MeH Ke3 KeJITeH YaKbITTa CIIKaHIal TYCIHIKTEeMECi3 3epTTey JKYMBIChIHA KaThICYIaH 0ac
TapTysIMa OOJATHIHBIH TYCIHEMIH;

* MeH jxoFapblfia aTablll OTKEH aKIapaTThl CAaHAJbI TYpAe KaObUIAAI, OChl 3epTTey

JKYMBICBIHA KATBICYFa 03 KeliciMiMai OepeMiH.

Koasr: Kyni:

KoJ1 KofibIIIFaH jK9He KYHi KOMBLIFAH 0chl KeJIiciMHIH KochIMIIIa KelIipMeci ci3e cakTajiaabl.
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O®OPMA NTHOOPMAIIMOHHOTI'O COT'JIACHUSA

«3yueHne BOCTIPHATHS YUUTEIIIMH CUCTEMBI aTTECTAllMN YUUTEJIeH U ee BIUSHUS Ha CaMOd(EeKTUBHOCTD
1 OJIarornojy4ue yuuTesei

OIIUCAHME: Mens 30ByT AlimaHa MaHTbITall, U s SBISIOCH CTYJCHTOM MAaruCTpaTyphl HPOTPaMMBbI
JlunepcrBo B obpazoBanuu Bricuieii [1Ikonsr OOpa3zoBanus B Hazapbaes YHausepcurere.

Bbl mpurnameHs! NPUHATH ydacTHE B MccdeJOBaHMM MO «lI3ydeHne BOCHpUATHS YyUHUTEISIMU
CHCTEMbI aTTECTallUK YUUTEIeH 1 ee BIUSHUSA Ha caMod(pekTUBHOCT 1 Oiarononydue yuntenei». Llensio
JAHHOTO HCCIIEZIOBAHUS SIBISCTCA M3yYCHHUE BOCHPHATHS YUUTEJSIMH CHCTEMBI aTTECTAllMN y4YHTENIeH U ee
BIUSIHUS Ha caMO3(pPEKTHBHOCTH U Onaromoryune yuaureneid B HUIL B Actane. Mccnemyst 3Ty B3aUMOCBSI3b,
MBI MO’KEM HaWTH CHOCOOBI MOICPXKKH YUHUTEIICH U yITydIIeHns: 00pa3oBaHus B IIKOJIAX.

Bac nonpocar npuHATH y4acTue B MHIUBHIyaJbHOM MHTEPBBIO, C Bamiero paspemeHus oHo Oyaet
3amucaHo. JIrobOast nHpopManus, MojgydeHHas B XOJE ATOTO HCCIENOBaHMs, OyJeT KOH(PHUICHUHUAIbHOW B
npejenax, MpeayCMOTPEHHBIX 3aKOHOM. BymyT mpeAamnpuHSATHI BCe pasyMHBbIC YCHIUS IJis OOecriedeHUs!
KOH(UIeHINAIBHOCTH Bamel niuyHoi nHGOpMany, 0HAKO MOJIHAS KOH(UACHIINAIFHOCTS HE MOXET ObITh
rapaHTHpoBaHa. Barmra muaHas nH(OpMAaIus, uccie10BaTeIbCKHE 3aUCH U JaHHBIe/00pa3Ilbl Oy IyT HaJe:KHO
XpaHUTbCA W IOJUICP)KUBAThCsA. Bama nnuHas wHOOpPMAanUs M HUCCIEAOBATENILCKUEC NaHHBIE OyIyT
COXPaHAThCSA TONBKO B TEUYCHHE HEOOXOIMMOTO BPEMEHH JUIS JOCTIKEHHS Leded uccienoBanus. [lo
3aBEpIICHUH HCCIIeIOBaHUs JaHHbIe OYAyT HaJe)KHO apXHUBUPOBAHbI WITM JOJDKHBIM 00pa30M YHHYTOXKCHBI B
COOTBETCTBHH C HOPMaTHBHBIMH TPEOOBAHMSIMH U TIOJINTHKAMH YUPEKICHHUSL.

BPEMS YUYACTMUS: Baure yyactue notpedyer okoso 60 munym.

PUCKU U TNTPEMMYILIECTBA: Pucku, cBs3aHHbIE C 3THM HCCJEIOBaHHEM, MUHHUMAJIbHBI. MOXeET
BO3HUKHYTH JMCKOM(OPT IPH BCIIOMUHAHWH HEKOTOPBIX CHUTYAIHH, MPOU3OIICANINX B MPOIECCe PabOTHL.
OxupnaeMble BBITOJBI OT 3TOTO UCCIIEIOBAHMS BKIIOYAIOT CaMOAHAJIU3 U Jyyllee MOHMMaHHE KOHLENIUU
SMOIMOHAIEHOTO UHTEJUICKTA U €r0 BIUSHUS HA paboTy.

IMPABA YUYACTHHUKOB: Ecnu Bel npounTany qanHyto GopMy ¥ pelniy NpuHATh y4acTue
B JJAHHOM HUCCIIeIOBaHUU, BBl NOIKHBI TOHUMATh, 4TO Baie ydyactue aBnsierca 100pOBOJIbLHBIM
1 410 y Bac ecTb IpaBo 0TO3BATh CBOE COIVIacHe WJIM MIPEKPATHTD y4acTHe B JII000e BpeMsl
0e3 wTpadHbIX CAHKUMIL U 0e3 OTepH COUMAJIBLHOIO NaKeTa, KOTOpbIii Bam
NPeAOCTABISANIN. B kauecTBe anbTepHaTHBBI MOXKHO HE Y4acTBOBATh B HCCIIeI0BaHUU. Takxke
Bbl nmeete mpaBo He 0OTBEUaTh HA KAKHE-TMOO0 BONPOCHI. Pe3yabTaThl JaHHOTO HCCIICAOBAHUS

MOTryT OBITH MpeaACTaBJICHbI I 0Hy6J'II/IKOBaHI)I B HAYYHBIX WU HpO(l)eCCI/IOHaIII)HBIX OeiIsax.

KOHTAKTHAS THOOPMALIUA:
Bonpocsi: Eciin y Bac ects Bompocsl, 3aMedaHus MU KaJI00BI TT0 IOBOY JaHHOTO
HCCIIEZIOBAHUS, TIPOLEAYPHI €T0 IPOBEICHHSI, PUCKOB M IPEUMYIIECTB, BBl MoXkeTe cBsA3aThCs ¢

PYKOBOIHUTEIISIM MarMCTEPCKOTO Te3uca uccnenosareis: [Ipodeccop dyiimon [lamaros
(duishonkul.shamatov@nu.edu.kz)

He3aBucumble kKOHTaKThI: Eciii Bul He YAOBJICTBOPCHLI MPOBEACHUEM JAHHOTO UCCIICAOBAaHMA,
cCim 'y Bac Bo3HMKIH Kakue-I1100 HpO6J'I€MBI, JKaJI00BI UIIH BOIIPOCHI, BE1 MoxeTe cBs3aThCS ©

Komurerom Hccnenosannii Beicuieii [lIkonsr O6pazoBanus HazapbaeB YHuBepcureTa, OTIpaBruB
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MMICHMO Ha AIIEKTPOHHBIN ajpec gse.irec@nu.edu.kz.

HccienoBaTelib: CTYyJICHT-MarucTpanT 2 Kypca nporpammbl JlunepctBo B O6pazoBanuu, Beicmras [1lkona
Ob6pa3oBanus, Hazapbaes YHuBepcuter, Alimana Manreitaii, aidana.manggytay@nu.edu.kz +7 747 188 61
11

IToxainyiicta, moanuImuTe JaHHYIO GOpMY, eclii BbI cOTIacHbI y4acTBOBATh B HCCIIEAOBAHUY.
* 51 BHUMATEBHO M3Yy4mI(a) MPEICTABICHHYIO HH(OPMAIIUIO;

* MHe npeoCTaBUIIv MOJIHYI0 HHPOPMAIIUIO O IEJISX U MPOLEAYPE UCCIICIOBAHHS,

* 51 noHMMaro, KaK OyyT UCIOIB30BaHbI COOPAHHbIC AaHHBIC, U YTO JOCTYII K JIF000i
KOH(UICHIIMATBHOM HHpOpMAIIHK OyICT HMETh TOJIEKO HCCIICIOBATEIb;

* 5l noHMMaro, YTO BIpaBe B JIF000It MOMEHT OTKa3aThCs OT y4acTHs B JAHHOM

HCCIIeIOBAaHNH 0e3 00BsICHEHUS TIPUYNH;

* C HOJIHBIM OCO3HAHHEM BCETO BBIIIEH3JI0KEHHOTO 51 COTJIACeH PHHAThH yYacTHE B

HUCCICO0BAaHUH 110 COOCTBEHHOI BOJIE.

IMognuce: Jara:

JonmosiHUTEIbHASL KON ITOM MOANMUCAHHON U JATUPOBAHHOI GOPMBI corJiacusi

ocraérces y Bac.


mailto:gse.irec@nu.edu.kz
mailto:aidana.manggytay@nu.edu.kz
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Appendix C: Information Letter (a letter to gatekeeper)

Dear s

My name is Aidana Manggytay, and I am a MSc student at Nazarbayev University
Graduate School of Education. I am currently conducting research for my thesis on the
topic “Exploring the Teachers’ Perceptions of Teacher Appraisal System and Its Influence
on Teachers’ Self-Efficacy and Wellbeing”. The purpose of this study is to explore
teachers’ perceptions of Teacher Appraisal System (TAS) and its influence on teacher self-
efficacy and wellbeing at NIS in Astana. The study will be conducted until January of
2024.

As part of this study, I plan to conduct interviews with 6 teachers from your school
to gather their opinions and experiences related to the research topic. Participation in the
study is entirely voluntary: teachers can withdraw at any time and have the right to skip
any questions they feel uncomfortable answering. The interviews will last approximately
60 minutes at most. All data about the school and participants will be fully anonymized
using pseudonyms or identification numbers to ensure confidentiality.

All collected data, including recordings, interview transcripts, and other materials,
will be securely stored in password-protected files and device, and only my supervisor and
I will have access to this information. The data will be used for my thesis. It is also
important to note that the findings may be used in possible future studies and publications.
All data will be securely destroyed three years after the completion of the research.

I guarantee that all ethical standards and procedures will be followed, including
obtaining teachers’ consent to participate in the study. I am also available to provide any
additional information about the research process if needed.

I would greatly appreciate your consideration of my request to conduct this study in
your school.

If you have any questions, concerns, or complaints about this research, its
procedures, risks, or benefits, please feel free to contact me or my research supervisor:

Researcher: Aidana Manggytay, 2-year student MSc in Educational Leadership,
NU GSE, aidana.manggytay@nu.edu.kz +7 747 188 61 11

Research Supervisor: Duishon Shamatov, Associate Professor, Nazarbayev
University Graduate School of Education, duishonkul.shamatov(@nu.edu.kz

Thank you in advance for your attention to my request.
Sincerely,

Aidana Manggytay


mailto:aidana.manggytay@nu.edu.kz
mailto:duishonkul.shamatov@nu.edu.kz
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Appendix D: Data Collection Instruments

Interview guide

Research title: Exploring Teacher Appraisal System and Its Influence on Teachers’ Self-Efficacy and
Wellbeing

Research questions:

1.

2.

I A o

12.
13.

14.
15.
16.
17.
18.
19.
20.

21.
22.
23.
24.
25.
26.
27.
28.
29.
30.

What are NIS teachers’ perceptions of the Teacher Appraisal System?

What are NIS teachers’ perceptions of the influence of the Teacher Appraisal System on their self-
efficacy?

What are NIS teachers’ perceptions of the influence of the Teacher Appraisal System on their
wellbeing?

Interview questions:

What subjects do you teach?

How long have you been a teacher?

What is your professional category?

How many times have you gone through the TAS? When was the last time?

Where do teachers usually get information about eligibility for TAS?

Who helps teachers with instructions and clarifications?

Who assesses teachers? Who makes decisions?

What do you think are the main purposes of the TAS?

What do decisions made in TAS affect? What usually happens if a teacher goes through TAS
successfully?

. Can describe what kind of components TAS consists of?
. How do you perceive the criteria used to evaluate teachers in the TAS? Can you describe those

criteria?

How would you describe the process of being appraised? Is it clear and understandable?

How fair and transparent is the evaluation process? In your opinion, what is the easiest part of
TAS? Why?

What are the most challenging parts of TAS for teachers? Why?

How do you perceive the feedback you receive from the TAS?

What do you believe could be done to improve the overall effectiveness of the TAS in your school?
How do you think TAS has affected your confidence in teaching?

Does TAS motivate you to improve or change your teaching practices?

How do you think TAS has affected your perceptions of your effectiveness?

In your opinion, how does the TAS foster an environment where you can continuously improve and
feel confident in your abilities? Why or why not?

What emotions do you experience when you undergo evaluation?

What aspects of TAS contribute to positive emotions?

In what ways has the TAS influenced your job satisfaction?

How does teacher evaluation affect your engagement in professional development?

How does TAS affect your ability to create a comfortable educational environment at school?
How do you rate the level of support from colleagues during the TAS process?

How do you rate the level of support from the school during the TAS process?

How does the process of TAS help you feel the meaning of your profession? Why?

How does the evaluation contribute to achieving your professional goals?

What specific achievements or results of TAS are most meaningful to you?
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