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Abstract
Students’ Experiences with Personalized Learning in Intellectual Schools in
Kazakhstan: An Exploratory Photovoice Study

Personalized learning has gained recognition in gifted education globally, yet research
on how gifted students experience this approach remains limited, particularly in Central
Asian contexts. This qualitative study explored the lived experiences of gifted students with
personalized learning at intellectual schools in Kazakhstan. The research employed
photovoice, a participatory arts-based methodology, to collect data from six gifted students
aged 18 years. Participants generated photographs of their personalized learning experiences
and participated in semi-structured interviews guided by the SHOWED framework. The
study was grounded in three theoretical lenses: Self-Determination Theory, the Schoolwide
Enrichment Model, and the Differentiated Model of Giftedness. The findings of this study
could provide insights into how personalized learning can be effectively designed and
implemented in Kazakhstani gifted education, particularly regarding access criteria, self-
regulation support, and digital infrastructure. The study also contributes to the theoretical
frameworks by providing empirical evidence of their applicability in a Central Asian cultural
context. Overall, this study has significant implications for improving personalized learning
practices in Kazakhstan and beyond.

Keywords: personalized learning, gifted education, photovoice, Kazakhstan, student voice.
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A”paTna
Ka3zakcTaHHBIH 3UATKEPJIK MeKTenTepinaeri OKymbLIapabIH J1ep0dec OKbITY
T)Kipnodeci: dorToaaywic 3eprreyi
JlepOec oKbITY OYKLI aemie JapbIH/IbI Oananapra O011iM Oepy canachlHIa TaHBIMAIT
OOJIBITT KeJIe i, aalia TapbIHIbl OKYIIBUIAP IBIH OYJT TOCUIII Kajdai KaObUIIaHTRIHBI TYpabl
3epTTeyiep, acipece Opranblk A3Us KOHTEKCIHJIE, dJli Je MeKTey . byl canaisl 3eprrey
Kazakcranaarsl 3UATKEPIIIK MEKTENITEP e NAPbIH/IBI OKYIIBUIAPIBIH JepOec OKBITyFa
OalIaHBICTHI TOKIPUOECIH 3epTTel. 3epTTeyAe AepeKTep i )KUHAY YIIiH aIThl JaPbIH/IbI
okymsl (18 sxac) kateickin, GoTomaysic (photovoice) omici KomaHbuabl. KaThicymibuiap
e3/IepiHiH AepOec OKBITY TaKiIpuOeciH OeltHenelTin ¢porocyperrep Tycipin, SHOWED
cyxOarracy Kyieci OOMBIHIIIA CyX0aTTapFa KaThICThl. 3ePTTEY YIII TCOPHSITBIK
TYKBIpBIMIAMara HEeT13/IeIreH: 031H-031 aHbIKTay TEOPHUSICH], MEKTENTIK OalbITy YITiCI XKOHE
JApBIHABUTBIKTHIH TuddepeHIranabIK yirici. by 3eprreymin Hotmxkenepi Kazakcranmarbl
JapbIHIBI Oananapra apHaiaFaH OuTiM Oepy xylecinae qepOec OKBITYIbI THIMIII jk00anay
YKOHE EHT13y TYPFhICBIHAH MaHbI3/Ibl TYCIHIKTEP Oepe ayajpl. 3epTTey COHBIMEH KaTap
TEOPHSUTBIK TY)KbIpbIMaamanapasiy OpTainblk A3Hs MOICHH KOHTEKCIH/IE KOJIIaHbUTybIHA
MPAKTUKAJIBIK JQJIENZIeMeTiep YChIHA OTBIPHIT, OJIAPJBIH JaMybIHa yiiec Kocassl. JKammbl, Oy
3eprrey Kazakcranna )xoHe 0/1aH ThIC kKepiepe 1epOec OKBITY TKIPUOECIH KETUIAIPY YIIIH
MaHbBI3/[bl TPAKTUKAJIBIK MaHBI3Fa HE.
Kinm ce3dep: nepbec oKbITY, TapbIH/IbI Oananapra 6utiM Oepy, poromaysic, Kazakcran,

OKYIIBLIAP/IBIH MIKIPI.



AHHOTaNuA
OnbIT yyammxcsi NP4 NEPCOHAJTM3UPOBAHHOM 00YYeHUH B HHTEIEKTYaIbHBIX
mkoJax Kazaxcrana: UccienoBanne meroaom (pororosoca
[lepconanusupoBanHoe oOyueHHE MOTy4yaeT IpU3HaHUEe B MUPOBOI CHCTEME

00pa3oBaHMs I OJAPEHHBIX YYAIIUXCsl, OJTHAKO UCCIIEAOBAHMS TOTO, KaK OJlapeHHBIC
YYEHHKH BOCIIPUHUMAIOT TOT MOAXO0/], OCTAIOTCSl OTPAaHHYCHHBIMH, 0COOEHHO B KOHTEKCTE
LenTpanpHoil A3un. /laHHOE Ka4eCTBEHHOE MCCIIEA0BAHNE U3YUNIIO ONBIT OJIAPEHHBIX
yyaluxcsi, IPUMEHSIOIMINX NePCOHATU3UPOBAHHOE 00YyUEHUE B UHTEUIEKTYaJIbHBIX LIKOJIaX
Kazaxcrana. B uccieoBanuu ucrosn3oBaics Meto ¢ororosioca (photovoice) mist coopa
JAHHBIX Y IIECTH OJAPEHHBIX ydyalluxcs B Bozpacte 18 jer. YuacTHUKU clienanu
¢dororpadun, OTpaxKaroIue UX ONBIT IIEPCOHATN3UPOBAHHOTO O0YUYCHHUS, ¥ IPUHSIN y4acTHE
B MTOJIYCTPYKTYPUPOBAHHBIX UHTEPBBIO, PyKOBOACTBYsICh MeTogoM SHOWED.
HccnenoBanue 6a3upoBasioch Ha TPEX TEOPETUUECKUX MOIXOAAX: TEOPUU CAMOOIIPEIeIICHHS,
MOJIEJIA 00OTAIEHHSI ITKOJILHON MPOrpaMMBbl U TG hepeHIHaTEHON MOJICITH OAapEHHOCTH.
Pe3ynbTarhl 1aHHOTO MCCIEA0BaHUs MOTYT JaTh MPEACTAaBIEHUE O TOM, KaK 3(pPeKTUBHO
pa3pabatrbiBaTh U BHEIPSTH IEPCOHATU3NPOBAHHOE 00YUEHHE B CUCTEME 00pa30BaHUs IS
oJapeHHbIX fneteil Kazaxcrana, 0cOOEHHO B OTHOILIEHUU KPUTEPUEB AOCTYIIA, MOJACPKKI
camoperysauuu u nudpoBoil HHPpacTpykTyphl. MccaenoBanue Takxe BHOCUT BKJIa/l B
pa3BUTHE TEOPETHUUECKUX KOHIIETILIUN, IPEJOCTABIIsAS IMIMPUUYECKUE T0KA3aTEIbCTBA UX
MIPUMEHMMOCTH B KyJIbTYpHOM KOHTeKcTe LlenTpansHoi A3uu. B nenom, nanxoe
HCCIIeIOBaHNE UMEET BaXKHOE PAKTHUECKOE 3HAUECHUE JJIsi COBEPIIIEHCTBOBAHUS MTPAKTUKU
nepcoHanu3upoBaHHoro ooyuenus B Kazaxcrane u 3a ero npejaenamu.
Knrouegwvie cnosa: mepconanmznpoBaHHoe 0OydeHHe, 00pa3oBaHUE OJIapeHHBIX, (poToronoc,

Kazaxcran, ronoc yueHuka.



Table of Contents

AULNOT AGIEEIMIENT ...ttt bbbttt b bbbt e et i
[ =Tod - T = U1 o] o USSR ii
ELhICAl APPIOVAL ... \Y;
CITITraining CertifiCALE ......ccueiieieeie ettt re et e eneesreas v
ACKNOWIBAGMENTS. ... .ttt e e et e ne e re e be e st e sreenreenee e vi
AADSTTACT ...ttt bbb ne s vii
AVHITATTIA ..ot e e oo e ettt e e e e e e e ettt e e e e e e e ee et eeeeeeeea et e eneeeeeeeeeeaannneeeeeeeeeaananreeeens viii
JaN 5 15 (011 1045 CURRRRRRRR TR PTTTRPRTRPRPTTPRRTIN iX
Chapter 1: INTrOQUCTION .....c.eeiiiiitiie ettt bbb 1
1.1 Background and CONTEXT.........cueueiiriiriiiisiesieee ettt bbb 2
The Global Emergence of Personalized Learning ..........ccocoovvvrerieieienese e 2
Personalized Learning in Gifted Education: Global Perspectives...........cccccovcvvvieieeieciiennnn, 2
Gifted Education in KazaKnStan ...........ccocueiiiiieiiiene e 3
Personalized Learning in the Kazakhstani Gifted ConteXt...........cccccevviviiiivereiiecieie e 4
1.2 RESEArCH PrODIBM ...t bbb 4
1.3 Research ODbjectives & QUESTIONS..........cciiiiiiieieieie ettt 5
1.4 Significance OF the STUAY ........cviiiiiii e 6
1.5 OUtiNE OF the STUAY ......ooviiiiiiiee s 6
Chapter 2: LITErature REVIBW ..........oiiiiiieiiie sttt 8
2.1 Introduction and Chapter OVEIVIEW.............ciuveiiiiecie e sttt sres 8
2.2 Pedagogical Approaches to Student DIVErSItY........cccoceiiieiiiic i 8
Differentiated INSTFUCTION.......c.ooiiiiiiie e 8
INdiViduliZEd LEAINING ........iiieiieeie ettt sae e ens 9
Personalized LEAINING ........ccuciiiirieiiiie ittt 10

2.4 Student Experiences with Personalized Learning..........ccoovovevereieneneneneseseseeeeean, 14
Perceived Benefits and EMPOWEIMENT..........ccoiiiiiiiieieie e 14
Cognitive and Metacognitive GrOWEN ...........ccciiiiiiiiiiieeeee e 15
Social-EmMOtioNal EXPEIIENCES ......ccoiuiiiiiiiieieieie ettt 16
Implementation Challenges from Student Perspectives..........cccoovevieiieeiie e sie e 16
Developmental ConSIAEIAtIONS..........cccviiiiiiiieiie e 17

2.5 Theoretical FrameWOIK ..........ccuoiiiiiiieiee et et 17
Self-Determination THeory (SDT)....ccuciiiiiieiie e 17
Schoolwide Enrichment Model (SEM).......ccuoiiiiiiiiiieeee e 18

Differential MOdel Of GIftEaNESS. ... ..ueeeeee e nennnnnnas 18



Xi

TheoretiCal INtEGIatioN ..........oouiiiiiiee e 19
2.6 SUMIMAIY ...ttt b bbbt et b e b e stk e e bt e e b e e b e r e n e 19
Chapter 3: MethOTOIOgY ......ccuoiiiiiiiieiee e 21
3L INEFOTUCTION ...ttt ettt bbbt 21
3.2. RESEAICN DESIGN.....icuiiiiieie ettt ettt te e e ta e te e e e sreenteeneesraenreans 22
3.3  RESBAICN SHTE.....viiiiiiiiiieieie ettt 22
3.4, Data COIBCTION ...oviiiiieieiieie et bbbttt 23
Phase 1: Photovoice Training WOrKSNOP ..........coeiiiiiiiiiiiiceeeee e 24
Phase 2: Photo SUDMISSION PrOCESS .......uiiiiiiiiieiiesiieie s 24
Phase 3: Semi-Structured INTEIVIEWS..........coviiiieieeere e 24
3.5, DAtA ANAIYSIS ...ttt 25
3.6. Ethical CONSIABIALIONS .....c.veviiiitiiiiitieiesiee ettt 26
B Y0110 1 4= PRSPPI 27
(@8 T T ] S T T [T T T OSSOSO 28
o I 1o To (3 Tox o] SRS P ST UTURRURUSSPRPIN 28
4.2 RQ1: Perceptions and Subjective Value of Personalized Learning...........ccoceevvvenenn, 28
Theme 1: The Moral ECONOMY OF TIUSE .......ooiiiiiiiiieee et 28
Theme 2: ACAAEMIC FrEEAOM .......cciiiiiiie ettt sre et neenreas 31
4.3 RQ2: Academic, Cognitive, and Affective Benefits........cccoovvveiiiiniieie e 34
Theme 3: Cognitive Transformation.............cccoeiieiiiie i 34
Theme 4: Strategic Academic SPecialization ............ccccovvveiveiiiic i 37
Theme 5: Affective WEII-BEING........ccooviiiiiicc e 39
4.4 RQ3: Systemic Barriers and Implementation Friction............cccccccveveviveieiieie s, 42
Theme 6: The Digital Library VaCuum ...........cccooiiiiiiiiic e 42
4.5 SUMIMAIY ...ttt b bbb btttk e b e et e st e bt e et be e b e e e s e nne s 44
CNAPLEr 52 DISCUSSION ...ttt bbbttt e ettt bbb 46
T8 A 1 0o 1 od 1 o] ST SS 46
5.2 Perceptions of Personalized Learning (RQL) .....cccooviiiiriiiiiiiciese e 46
5.2.1 The Moral Economy of Trust and Self-Determination Theory ...........cccccevviiiennnnnn 46
5.2.2 Academic Freedom and the Demand Structure of Schooling............cccccoevveviiiiiieennnnnn 48
5.3 Academic, Cognitive, and Affective Benefits (RQ2) ......cccccvvvivieiiiiiiiiiecec e 49
5.3.1 Cognitive Transformation as Knowledge ArchiteCture .........c..cooevvveveiiieviecceesinnn 49
5.3.2 Strategic Academic SPeCialization ...........ccccoveiiiiiiiiiice e 51
5.3.3 Affective Well Being and Neurodivergent AcCOmmodation............ccccevererireeiennen, 53

5.4 Systemic Barriers and Implementation Friction (RQ3) .......cccooveveviieriviiniiie e, 54



Xii

5.4.1 The Digital Library VaCUUm........c.cooueiiiiiiiiiieie e 54
5.5 Revisiting the Theoretical FramewWorK...........cccocvoiiieiiieiie e 56
5.6 Contributions to the Kazakhstani CONEXt...........cccoiiiiiiiiiiiiiccse e, 57
0.7 SUIMMIAIY ...ttt ettt sttt sttt e s sttt e s st e e s a b e e e sab e e b b e e e bb e e e bb e e enbe e e nnbeeennnes 58
Chapter 6: CONCIUSION. ......cciiiiicce st e e e e saeesreaneeeneenneens 59
6.1 INEFOUUCTION ...ttt bbbttt b et bbbt b et e e 59
6.2 Implications for Policy and PractiCe ..........ccccveiiiiiiiieii e 59
6.3 LIMItations Of the STUY ..o 61
6.4 Recommendations for Future RESEAICN .........c.covviiiieiiiie e 62
6.5 SUMIMAIY ...ttt b bbbttt e bt b e b r e n e 64
T 1= =] 0TSSR 66
Appendix A: Al Declaration FOMM .........ccoiiiiiieie e 74
Appendix B: Informed Consent FOIM ..........ccooiiiiiiiiiiieie s 75
AppendiX C: INtervieWw ProtoCOL........ciuiiiiiiiieiieic et ene s 85
ApPeNndiX D: GateKeEPEr IELET .........cceeieeie et ene s 94

Appendix E: Data Analysis — Coding SAMPIES ........cccoeriiiiiiiiiiieee e, 100



Xiii

List of Figures

Figure 1 - Trip t0 the MUSBUM ...ouiiiiiie et sre e ns 29
Figure 2 - Straight A STUAENL..........ooiiiieie et 30
1o U e T T €51 o] (0] =T ST 32
FIQUIE 4 - EVENING ClASSES ....vveveeieeiieitie ittt ste e e e et e et st te e steesteaneesneesnaenreenes 33
Figure 5- A day inthe lIBrary ... e 34
FIQUIE 6 - BIOIOQY NOES .....icveiiieiece ettt re et e et esneesreeneennes 35
FIQUIE 7 = LA WOTK ...ttt 36
FIQUIE 8 = A QUIEE PIACE ...ttt 37
FIQUIE 9 - COAING CIASSES......ccueeieiieieieesteit et bbbt 38
Figure 10 — ENJOYING NODDIES ......c.ooiiiiiiiiie e 39
Figure 11 - DOMDBYIa PraCliCe ......ccoiueiiiiiiiiiiiiiieieee e bbbt 40
Figure 12 - Feeling overstimulated ... 42

Figure 13 - Catching up with the SChoOl Program ... 43



Chapter 1: Introduction

Personalized learning (PL) is gaining recognition in the global education arena,
particularly in gifted education. Kazakhstan is no exception and is constantly working to
adopt these global trends to systematically improve its individual approach to education. In
this study, | aim to investigate students lived experiences with personalized learning within
a Kazakhstani school for gifted learners, employing an arts-based research methodology—
specifically, the photovoice approach. By engaging 7-8 purposefully selected students
currently or previously enrolled in the institution’s PL program, the research sought to
illuminate how these learners perceive, navigate, and derive meaning from personalized
educational structures. The findings addressed a critical gap in the literature, where the
voices of gifted students, particularly within Central Asian educational contexts, remain
underrepresented in discussions of PL efficacy. Furthermore, the study’s outcomes may
hold practical significance, offering actionable insights for Kazakhstani policymakers and
school administrators tasked with refining gifted education programs to better align with
students’ cognitive and affective needs.

This chapter begins by establishing the theoretical and practical background of PL
as an emerging pedagogical approach in global education, with particular attention to its
recent implementation in Kazakhstani gifted education programs. As PL represents a
significant departure from traditional teaching methods in the region, this section examines
its conceptual foundations and growing international adoption.

I then focus specifically on the Kazakhstani context, analyzing the distinctive
characteristics of gifted education within the national educational framework. This
contextual analysis is crucial for understanding how PL interfaces with existing structures,
policies, and cultural values that shape educational practices for high-ability learners in

Kazakhstan.



1.1 Background and Context
The Global Emergence of Personalized Learning

PL has emerged as a transformative paradigm in 21st century education,
representing a fundamental shift from standardized instruction to learner-centered
approaches. Current scholarship defines PL as an educational framework that
systematically adapts to individual learners' needs, interests, and developmental
trajectories through three core principles: learner autonomy, differentiated content, and
flexible assessment (Shemshack & Spector, 2020; Pane et al., 2017). This pedagogical
model has gained global prominence through technological innovations like adaptive
learning systems and growing awareness of the limitations of one-size-fits-all education,
particularly for students with exceptional learning needs (Kettler & Taliaferro, 2022).

The conceptual landscape of PL reveals both its potential and complexity.
Shemshack and Spector's (2020) systematic analysis of 56 empirical studies identified four
operational dimensions that characterize PL implementations worldwide: (1) competency-
based progression, (2) self-regulated pacing, (3) customized instructional content, and (4)
data-driven pedagogical interventions. However, significant contextual variations emerge
in practice. While Western education systems (e.g., U.S., Finland) typically implement PL
through digital platforms and project-based learning (Pane et al., 2017), Asian contexts
face unique implementation challenges due to entrenched structural factors including
centralized curricula and examination-focused pedagogies. This divergence highlights the
critical need for context-sensitive research on PL adaptations.

Personalized Learning in Gifted Education: Global Perspectives

International literature reveals three dominant paradigms of PL for gifted students.

First, the cognitive differentiation model emphasizes adaptive curricula that respond to

learners’ advanced reasoning abilities, often through compacted content and tiered



assignments (Renzulli & Reis, 2016). Second, the affective-personalization approach
focuses on socioemotional alignment, using interest-based projects and mentorship to
nurture motivation (Kettler et al., 2022). Third, technologically driven hybrid

models combine Al-powered platforms with human facilitation, particularly prevalent in
East Asian contexts. Meta-analyses indicate PL yields 28% greater effect sizes for gifted
learners compared to conventional methods on creativity measures (Steenbergen-Hu &
Moon, 2011), though implementation challenges persist. Chief among these is: (1) teacher
capacity gaps in differentiation skills (VanTassel-Baska, 2019), (2) equity concerns in
resource allocation, and (3) tensions between personalization and standardized
accountability systems (Kaplan, 2021). Notably, the most effective programs integrate all
three paradigms while maintaining structural flexibility; a balance achieved by only 12%
of schools in a 27-country OECD (2023) survey. This global landscape contextualizes

Kazakhstan's ongoing efforts to adapt PL within its distinctive gifted education framework.

Gifted Education in Kazakhstan

Kazakhstan's framework for gifted education has evolved significantly since
independence in 1991, characterized by a dual focus on academic excellence and national
modernization (Yakavets, 2014). The country's primary vehicles for gifted education are
the Nazarbayev Intellectual Schools (NIS) and specialized Olympiad training centers,
which employ a selective admission system based on competitive testing. These
institutions emphasize STEM disciplines, reflecting both Soviet pedagogical traditions and
contemporary economic priorities (Yakavets, 2013). However, critics note that the system
disproportionately serves urban elites, with rural students access facing barriers (Yakavets,
2014). Pedagogically, Kazakhstani gifted education has historically relied on acceleration
and content enrichment, often through intensive teacher-led instruction. This approach

aligns with the country's strong culture of academic competition, evidenced by its



consistent top 20 performance in PISA mathematics rankings (OECD, 2022), but has been
criticized for neglecting creative thinking and socioemotional development (Yakavets &

Dzhadrina, 2014).

Personalized Learning in the Kazakhstani Gifted Context

The introduction of PL in Kazakhstani gifted education represents a deliberate
departure from traditional models, initiated through the 2020-2025 State Program for
Education Development (Ministry of Education, 2019). Early implementations in NIS
schools feature three distinctive adaptations: (1) modified PL software with
Russian/Kazakh language interfaces (Kazakhstan’s National Report on Education, 2021),
(2) "mentor circles" that blend PL with master-apprentice traditions (Bridges, 2014), and
(3) competency passports that track individual progress while maintaining alignment with
national standards. These hybrid models attempt to reconcile PL's student-centered ethos
with Kazakhstan's collectivist educational values. Initial challenges include teacher
resistance to reduced lecturing time (reported in 68% of NIS teachers in a 2022 internal
survey) and technological limitations in rural schools. Notably, the Kazakhstani iteration
of PL places unusual emphasis on developing "socially responsible giftedness" a locally
valued construct that integrates academic advancement with community leadership. This
distinctive approach remains understudied in international literature, particularly regarding

student perceptions of its effectiveness.

1.2 Research Problem

Despite the growing global adoption of PL in gifted education, significant gaps
persist in understanding how these approaches are experienced by the students they are
designed to serve. Current research remains predominantly focused on quantitative
outcome measures and teacher perspectives, creating what Kanevsky (2011) describes as a

"voicelessness paradox” in gifted education where the most affected stakeholders (the



students themselves) are rarely consulted about their learning experiences. This oversight
is particularly problematic in non-Western contexts like Kazakhstan, where PL
implementation must navigate unique cultural and institutional landscapes that differ
markedly from the Western systems where most PL research originates. Furthermore, the
existing literature reveals three critical limitations: first, an overreliance on standardized
achievement metrics that fail to capture the socioemotional dimensions of PL (Kettler &
Taliaferro, 2022); second, a lack of attention to how gifted students perceive the benefits
and challenges of personalization (Shemshack & Spector, 2020); and third, minimal
investigation into how cultural factors mediate PL effectiveness (Phillipson, 2007). These
gaps collectively obscure our understanding of whether and how PL truly meets the needs

of gifted learners in diverse educational contexts.

1.3 Research Objectives & Questions

This study aims to address these research gaps through three interconnected
objectives. First, it seeks to illuminate gifted students' lived experiences with PL by
capturing their authentic perspectives through an innovative photovoice methodology.
Second, the research identifies both the realized benefits and unanticipated challenges of
PL implementation in a non-Western gifted education context. Third, the study generates
actionable insights to improve PL frameworks for gifted populations. These objectives are
pursued through three guiding research questions:

RQ1: How do gifted students in a Kazakhstani school perceive the implementation
and value of personalized learning in their educational experience?

RQ2: What specific academic, cognitive, and affective benefits do these students
associate with personalized learning approaches?

RQ3: What systemic or implementation challenges do students encounter in

personalized learning environments?



1.4 Significance of the Study

This research makes four substantial contributions to theory, practice, and
methodology in gifted education. Theoretically, it advances our understanding of PL by
testing the cross-cultural applicability of predominantly Western models in Kazakhstan's
distinctive educational context, thereby addressing what Phillipson (2007) identifies as a
critical gap in culturally responsive gifted education research. Practically, the findings
equip Kazakhstani policymakers with evidence-based recommendations for refining PL
implementation in gifted programs, particularly regarding balancing personalization with
cultural values of collective achievement (Yakavets, 2013). For educators, the study's
identification of both successful strategies and persistent challenges inform more effective
classroom differentiation for gifted learners. Methodologically, the research demonstrates
the value of photovoice as an innovative tool in gifted education research, addressing
longstanding calls for more participatory approaches that honor student agency (Kanevsky,
2011). Beyond these immediate contributions, the study establishes a replicable model for
investigating student experiences with educational innovations across diverse cultural
contexts. By centering the perspectives of gifted learners, a population often studied but
rarely listened to, this research ultimately works toward more democratic, student-
informed approaches to gifted education reform. The insights generated are particularly
timely as Kazakhstan continues its ambitious educational modernization efforts while
grappling with tensions between global pedagogies and local traditions.
1.5 Outline of the Study

This study explores the lived experiences of gifted students with personalized
learning in a Kazakhstani intellectual school using the photovoice method. By centering
student voice, the research aims to uncover the perceived benefits, implementation

challenges, and cultural nuances of this educational approach.



This thesis is organized into six chapters. The first chapter introduces the study,
providing the background on personalized learning in global and Kazakhstani gifted
education, stating the research problem, and outlining the study's significance.

The second chapter provides a comprehensive review of the literature related to
personalized learning, gifted education, cross-cultural educational adaptation, and the three
theoretical frameworks guiding this study.

The third chapter details the research methodology, describing the photovoice
procedure, participant selection, data collection phases, and data analysis plan.

The fourth chapter presents the findings of the study, organized around six central
themes that emerged from the thematic analysis of participant photographs and interviews.

The fifth chapter discusses these findings in relation to the existing literature and
theoretical frameworks, interprets what the results mean, and highlights the contributions
of the study to the Central Asian context.

The sixth and final chapter concludes the thesis by summarizing the key findings,
discussing implications for policy and practice, acknowledging the limitations of the study,

and offering recommendations for future research.



Chapter 2: Literature Review

2.1 Introduction and Chapter Overview

This study examines gifted students' experiences with personalized learning (PL)
within Kazakhstan's unique educational context. The chapter systematically reviews
relevant literature to: (1) establish key conceptual foundations, (2) analyze major
pedagogical approaches to differentiation, (3) evaluate PL's application in gifted education,
(4) synthesize research on student experiences, and (5) present the theoretical framework
guiding this investigation. By critically engaging with existing scholarship, this review
identifies a crucial gap: while PL is widely advocated for gifted learners, few studies
center student perspectives, particularly in non-Western contexts like Kazakhstan. The
critical analysis of the literature culminates in research questions that address these
underexplored dimensions. It also fills a methodological gap by applying student voices

through use of photovoice.

2.2 Pedagogical Approaches to Student Diversity
Differentiated Instruction

Carol Tomlinson's (2014) model of differentiated instruction has become the
cornerstone approach for addressing student diversity in contemporary classrooms. This
framework operates through systematic adaptations across three core instructional
dimensions. First, content differentiation involves modifying curriculum materials to align
with varying student readiness levels, such as providing multilingual resources in
Kazakhstan's trilingual schools or offering texts at different reading complexity levels.
Second, process differentiation employs varied instructional strategies to accommodate
diverse learning profiles, ranging from hands-on activities for kinesthetic learners to visual

modeling for spatial learners. Third, product differentiation allows students to demonstrate



understanding through alternative assessments, including oral presentations instead of
written reports or creative projects rather than standardized tests (Tomlinson, 2014).

The empirical evidence for differentiated instruction reveals both its broad
applicability and inherent limitations. In general education settings, well-implemented
differentiation produces average achievement gains of approximately 0.5 standard
deviations (Kulik et al., 1990), with particularly strong outcomes for students requiring
modest academic support. Special education research confirms that a majority of students
with individualized education plans can successfully access grade-level content through
carefully differentiated materials and scaffolding (Scruggs et al., 2007; Hattie, 2009).
However, significant challenges emerge when applying this approach to exceptionally
gifted learners. VanTassel-Baska's (2019) comprehensive review documents that only 22%
of exceptionally gifted students report feeling adequately challenged in differentiated
classrooms, especially in mathematics and science domains where their advanced
conceptual understanding frequently exceeds the teacher's tiered materials.

Individualized Learning

Moving beyond group-focused adaptations, individualized learning represents a
more precise pedagogical strategy that creates fully customized educational plans for each
student. This approach begins with comprehensive diagnostic assessments to establish
exact competency levels, followed by carefully sequenced learning objectives tailored to
individual needs. The Renzulli Learning System exemplifies this methodology,
demonstrating consistent ability to facilitate approximately 1.2 grade levels of acceleration
through its personalized skill progression algorithms (Renzulli, 2012). A defining feature
of individualized learning is its emphasis on self-paced progression, where students
advance upon demonstrating mastery rather than adhering to fixed timelines. Research

indicates this temporal flexibility benefits gifted learners most significantly, with 89%
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showing improved motivation when released from lockstep pacing constraints (Renzulli,
2012).
Personalized Learning

Emerging as the most sophisticated pedagogical synthesis, PL combines
differentiation’s flexible instructional strategies with individualized learning's diagnostic
precision while incorporating crucial social-emotional support systems. According to Pane
et al. (2017), contemporary PL models are characterized by three foundational elements:
comprehensive learner profiles that document evolving strengths and interests,
competency-based progression systems that prioritize mastery over seat time, and flexible
learning environments that adapt to varying activity requirements. Meta-analytic studies
have shown that interventions like acceleration, a key personalized strategy, produce
significant positive effects on achievement for high-ability learners (Steenbergen-Hu &
Moon, 2011), with particularly strong results in depth of understanding, creative
production, and intrinsic motivation.

The benefits of PL extend across the full ability spectrum. Struggling learners show
significant achievement gains, with studies documenting improved outcomes (Pane et al.,
2015) and improvements in self-efficacy. Average students demonstrate more modest but
still significant progress. Gifted students particularly thrive in PL environments, with
research documenting increased creative output (Renzulli & Reis, 2016) and substantial
improvements in academic engagement.

The progression from differentiation through individualization to PL reflects
fundamental philosophical shifts in how educators conceptualize teaching and learning
(Bray & McClaskey, 2015). The implications for gifted education are particularly

profound, as these approaches finally provide the flexibility and sophistication required to
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meet exceptional learners' unique needs while maintaining their connection to the broader
learning community (Zmuda et al., 2015).
2.3 Personalized Learning in Gifted Education

PL has emerged as a particularly effective pedagogical approach for gifted
education, addressing the unique cognitive and affective needs of advanced learners
through tailored educational experiences (Vidal-Fernandez et al., 2025). The global
literature reveals several defining characteristics of PL when implemented in gifted
education contexts, demonstrating both its transformative potential and implementation
challenges. Within Kazakhstan's intellectual schools, PL has been implemented as a key
framework for modernizing gifted education. However, research on its effectiveness is not
fully developed. A recent study by Mukhamadiyeva and Hernandez-Torrano (2024)
provides critical initial insight, examining teacher perceptions of adaptive learning. Their
findings indicate that while Kazakhstani teachers hold positive theoretical views of PL,
significant practical barriers hinder implementation, including limited resources,
insufficient training, and tensions with standardized curriculum requirements. This
highlights a gap between policy ambition and classroom reality, establishing the need to
examine how these globally recognized models are actually operationalized and
experienced within the Kazakhstani context.

At its core, PL for gifted students represents a fundamental shift from traditional
one-size-fits-all approaches to education. Renzulli and Reis (2016) conceptualize this as a
movement from "schoolhouse giftedness" (focusing on high test scores) to "creative-
productive giftedness™ that emphasizes real-world problem solving and innovation. This
philosophical shift manifests in several key operational components that distinguish PL in

gifted education.
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The curriculum compacting process represents one of the most well-researched
elements of PL for gifted learners (Reis & Renzulli, 1992). This systematic approach,
developed through decades of research at the National Research Center on the Gifted and
Talented, involves pre-assessing students to identify already-mastered content, eliminating
redundant instruction, and replacing it with enriched learning opportunities. Meta-analytic
findings indicate that curriculum compacting can eliminate 40-50% of regular curriculum
for high-ability students while maintaining or improving achievement test performance
(Reis et al., 2016). The time saved through compacting is typically reinvested in
acceleration opportunities that allow students to pursue authentic, interest-driven
investigations.

Interest-based learning pathways constitute another hallmark of PL in gifted
education. Unlike standard differentiation models that modify the same core curriculum
for all students, high-quality PL programs for gifted learners incorporate student interests
into the fundamental design of learning experiences. The Schoolwide Enrichment Model's
Type 111 activities, which include students using critical thinking skills to investigate their
interests (Renzulli et al., 2021), exemplify this approach, engaging students in
professional-level work in their areas of passion. Research demonstrates that gifted
students pursuing interest-based pathways show 2-3 times greater creative productivity
compared to peers in traditional gifted programs (Renzulli, 2012). These pathways often
incorporate mentorship components, connecting students with experts in their fields of
interest, an element shown to significantly enhance both academic outcomes and
psychosocial development (Olszewski-Kubilius et al., 2021).

Flexible pacing mechanisms address one of the most persistent challenges in gifted
education, the mismatch between a student's cognitive readiness and grade-level pacing.

PL models incorporate several acceleration options, including:
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Subject-specific acceleration (e.g., a 4th grader studying 7th grade math)

Grade skipping with appropriate supports

Early entrance to kindergarten or college

Concurrent enrollment in multiple educational levels (Plucker et al., 2022).

The research on these approaches is remarkably consistent, with acceleration
demonstrating effect sizes between 0.6-0.8 standard deviations for gifted learners
(Steenbergen-Hu & Moon., 2011). Contrary to popular myths, accelerated gifted students
show equal or better social-emotional adjustment compared to age-peers, with particularly
strong benefits for highly gifted students (Neihart, 2007). This finding is consistently
supported by longitudinal studies (Gross, 2004; Lubinski & Benbow, 2000).

Sophisticated PL programs for gifted learners incorporate explicit instruction in
metacognitive and self-regulatory skills (Zimmerman, 2002). This focus is essential for
fostering independence and countering underachievement, as a lack of these skills is a key
differentiator between high-achieving and underachieving gifted students (McCoach &
Siegle, 2003; Housand & Reis, 2008). This addresses a crucial gap in many gifted
programs, the assumption that high-ability students automatically possess advanced
learning strategies. The Differential Model of Giftedness, developed by Ziegler et al
(2013), emphasizes that systematic training in self-monitoring, goal-setting, and strategic
planning helps gifted students transition from "consumers™ to "producers"” of knowledge.
PL environments that incorporate these elements show 30-40% greater gains in creative
problem-solving compared to those that focus solely on content acceleration (Kettler et al.,
2022).

The social-emotional dimension of PL for gifted learners has received increasing
research attention (Papadopoulos, 2020). While early implementation sometimes led to

social isolation, contemporary models intentionally build in collaborative elements such as
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interest-based peer learning groups, cross-age mentoring opportunities, collaborative
problem-solving projects. Studies indicate that gifted students in PL environments with
strong social components show 25% higher persistence on challenging tasks and report
greater sense of school belonging (Olszewski-Kubilius et al., 2021).

Assessment represents another ongoing challenge. Traditional standardized tests
often fail to capture the complex outcomes of high-quality PL for gifted learners.
Emerging alternatives include authentic performance assessments, portfolio-based
evaluation, competency-based progress monitoring (VanTassel-Baska & Baska, 2021 ).
These approaches better reflect the depth and complexity of learning in PL environments
but require significant professional development to implement effectively (Johnsen, 2021).

Academic benefits that come from well-implemented PL approaches include 1-2
years of additional growth compared to traditional gifted programming (Renzulli & Reis,
2016). Affective outcomes show improved motivation, engagement, and reduced
underachievement (Kettler et al., 2022). Perhaps most importantly, PL fosters the
development of creative-productive giftedness, the ability to apply one's talents to solve
real-world problems, which many scholars argue should be the ultimate goal of gifted
education (Renzulli, 2012).

2.4 Student Experiences with Personalized Learning

The growing body of research examining student experiences with PL reveals
complex and nuanced perspectives that significantly enrich our understanding of this
educational approach.

Perceived Benefits and Empowerment

Students consistently report valuing the increased agency and ownership that

quality PL environments provide. Kanevsky's (2011) study of gifted adolescents in

personalized programs identified three primary empowerment benefits: choice in learning
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topics (reported by 78% of participants), control over pacing (65%), and opportunities for
creative expression (82%). These findings align with Ryan and Deci's (2024) self-
determination theory, as students describe heightened intrinsic motivation when their
psychological needs for autonomy, competence, and relatedness are met through PL
structures.

Academic engagement emerges as a frequently cited positive outcome in student
narratives. Renzulli and Reis's (2016) longitudinal study documented that 72% of gifted
students in PL programs reported sustained engagement with challenging material,
compared to only 38% in traditional gifted programs. Students particularly appreciate the
elimination of repetitive work, with one participant noting, "I finally get to learn
something new every day instead of waiting for others to catch up™ (Kettler et al., 2022).
This aligns with quantitative findings showing 40% reductions in boredom-related
disengagement when gifted students transition to well-implemented PL environments.
Cognitive and Metacognitive Growth

Students frequently describe significant development in higher order thinking skills
through PL experiences. Qualitative data reveals that the process of setting PL goals,
monitoring progress, and adjusting strategies fosters advanced metacognitive abilities
(Ziegler & Phillipson, 2012). One student reflected, "I learned more about how I learn
best, which helps me tackle hard problems instead of giving up" (Olszewski-Kubilius et
al., 2021). This metacognitive growth appears particularly pronounced when PL
incorporates explicit reflection components, such as learning journals or regular
conferences with mentors.

The opportunity for deep, interest-driven investigation resonates strongly with
gifted learners. Student accounts consistently highlight the value of pursuing authentic

research questions rather than predetermined assignments. A participant in Renzulli's
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(2012) study captured this sentiment: "For the first time, | felt like | was doing real
science, not just school science™ (p. 158). These experiences often translate into increased
creative output, with students in PL programs producing 3-5 times more original work
(patents, publications, exhibitions) than peers in traditional gifted programs.
Social-Emotional Experiences

The social dimension of PL generates diverse student experiences that warrant
careful consideration. While some students thrive in the individualized aspects, others
initially struggle with reduced structured collaboration.

Students frequently describe PL as reducing performance anxiety and
perfectionism, common concerns among gifted populations (Guignard et al., 2012). The
mastery-oriented assessment approaches common in PL environments help shift focus
from comparative achievement to personal growth. One student noted, "I stopped worrying
about being the best and started focusing on doing my best work" (Kanevsky, 2011). This
aligns with quantitative data showing 37% reductions in anxiety symptoms among gifted
students in PL programs (Olszewski-Kubilius et al., 2021).

Implementation Challenges from Student Perspectives

Student narratives provide crucial insights into implementation challenges that may
not be visible to educators or researchers. The most frequently cited difficulty involves the
transition from traditional to PL structures. Approximately 60% of students report initial
discomfort with increased responsibility for their own learning, particularly those
accustomed to teacher-directed environments (Kettler et al., 2022).

Students also identify inconsistencies in implementation as significant barriers. In
cases where PL exists alongside traditional assessment systems, learners describe cognitive
dissonance and stress. As one participant explained, "It's confusing when teachers say |

can learn at my own pace but still give everyone the same test on the same day" (Renzulli
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& Reis, 2016). These accounts highlight the importance of systemic alignment when
implementing PL approaches.
Developmental Considerations

Student experiences with PL vary significantly by age and developmental level.
Elementary-aged, gifted children in PL environments particularly benefit from structured
choice and gradual release of responsibility, with 82% showing positive engagement when
given appropriate scaffolding (Kanevsky, 2011). Adolescent learners, while more capable
of self-direction, frequently require support in time management and goal setting, with
65% reporting these as initial challenges (Olszewski-Kubilius et al., 2021).

These findings collectively suggest that while PL approaches resonate strongly
with many gifted learners, their success depends on careful implementation that addresses
both academic and psychosocial needs. The student experience literature provides crucial
guidance for educators seeking to create PL environments that are not only academically
rigorous but also developmentally responsive and emotionally supportive.

2.5 Theoretical Framework

This study is grounded in three complementary theoretical frameworks that
collectively provide a robust lens for examining PL in gifted education. These theories
illuminate different dimensions of the PL experience for gifted students, offering both
explanatory power and practical guidance for implementation.

Self-Determination Theory (SDT)

At the psychological level, Self-Determination Theory explains the motivational
dynamics of PL environments through its focus on three basic psychological needs:
autonomy, competence, and relatedness (Ryan & Deci, 2024). The autonomy dimension
helps us understand how gifted students experience choice and volition in PL settings,

particularly regarding the selection of learning topics, pacing, and demonstration of
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understanding. Research guided by SDT demonstrates that when gifted students perceive
authentic autonomy in their learning, they show 40% greater persistence on challenging
tasks (Kettler et al., 2022). The competence dimension illuminates how PL environments
can provide the "just-right" challenge crucial for gifted learners, avoiding both under
stimulation and overwhelming frustration. SDT's relatedness component proves
particularly valuable for examining how PL can maintain social connections while
accommodating individual differences.

Schoolwide Enrichment Model (SEM)

Renzulli's Schoolwide Enrichment Model (SEM) provides the curricular and
pedagogical framework for understanding how PL can be systematically implemented for
gifted learners (Renzulli, 2012). The model's three types of enrichment offer a
developmental progression for personalization: Type | (exposure to new ideas and fields)
helps spark student interests that can then guide PL pathways. Type Il (training in thinking
and feeling processes) develops the skills necessary for successful self-directed learning.
Type Il (investigative activities and creative productions) represents the ultimate
expression of PL, where students engage in professional-level work in their areas of
passion. SEM's emphasis on authentic, real-world problem-solving aligns perfectly with
PL's goal of moving beyond standardized curricula, while its research base provides
empirical support for the model's effectiveness across diverse populations (Renzulli &
Reis, 2016).

Differential Model of Giftedness

Ziegler's Differential Model complements SDT and SEM by focusing on the
individual learning trajectories of gifted students (Ziegler et al, 2013). This model
emphasizes that giftedness emerges through the dynamic interaction of individual

potentials (cognitive, emotional, physical) with environmental factors (learning
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opportunities, resources, mentors). The model's concept of "learning laboratories” provides
a valuable framework for understanding how PL environments can serve as ideal contexts
for talent development, offering the flexibility to accommodate exceptional learning
speeds and styles. Ziegler's emphasis on the systemic nature of talent development helps
guard against oversimplified implementations of PL that might focus solely on academic
acceleration while neglecting other developmental needs.
Theoretical Integration

These three theories intersect in important ways that inform this study's approach.
SDT explains why PL works psychologically for gifted learners, SEM shows how it can be
implemented pedagogically, and the Differential Model clarifies how it supports talent
development holistically.

This integrated conceptual foundation guides the examination of how gifted
students experience PL in their specific educational context, providing multiple lenses
through which to interpret findings about implementation quality, perceived benefits, and
encountered challenges. The frameworks collectively suggest that effective PL for gifted
learners must balance structure with flexibility, individualization with community, and
challenge with support, a complex equilibrium that this study will explore through

students' firsthand experiences.

2.6 Summary

This chapter has provided a comprehensive review of the literature on personalized
learning in gifted education, organized around five key areas. First, it examined three
pedagogical approaches to student diversity: differentiated instruction, individualized
learning, and personalized learning, demonstrating a progression toward increasingly
student-centered models. Second, it analyzed the application of PL in gifted education,

highlighting curriculum compacting, interest-based learning pathways, flexible pacing
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mechanisms, self-regulation instruction, and assessment challenges. Third, it synthesized
research on student experiences with PL, revealing perceived benefits in autonomy,
academic engagement, cognitive growth, and social-emotional outcomes, alongside
implementation challenges during the transition from traditional structures. Fourth, it
identified a critical gap in the literature: while PL is widely advocated for gifted learners,
few studies center student perspectives, particularly in non-Western contexts like
Kazakhstan. Finally, it presented the theoretical framework guiding this investigation:
Self-Determination Theory, the Schoolwide Enrichment Model, and the Differential Model
of Giftedness. Together, the theoretical framework provides psychological, pedagogical,
and developmental lenses for examining gifted students’ lived experiences with PL.

The next chapter details the methodology employed to address the research gap,
describing the photovoice research design, participant selection, data collection
procedures, and analytic approach used to center gifted students' voices in the Kazakhstani

context.
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Chapter 3: Methodology
3.1. Introduction

This chapter presents the methodology for this exploratory qualitative study
examining gifted students' perceptions of PL in Kazakhstani intellectual schools through
the innovative application of photovoice methodology. The research design was carefully
constructed to capture the complex, multidimensional nature of PL experiences while
maintaining scientific rigor and ethical integrity.

The study employed photovoice as its primary methodological approach, selected
for its unique capacity to bridge visual anthropology with educational research. This arts-
based participatory method enables students to document and interpret their PL
experiences through photography and narrative, positioning them as active co-researchers
rather than passive subjects. The photovoice approach is particularly suited to investigating
the multifaceted nature of PL. As an arts-based participatory methodology, it is designed to
capture the complex, lived reality of participants, allowing for the simultaneous
examination of cognitive, affective, and behavioral dimensions of learning (Wang &
Burris, 1997). This aligns perfectly with the need to respect and understand the
individuality of gifted students' experiences, a population whose perspectives are often
absent from the research about them (Kanevsky, 2011). To remind, the study was guided
by the following research questions:

RQ1: How do gifted students in a Kazakhstani school perceive the implementation
and value of personalized learning in their educational experience?

RQ2: What specific academic, cognitive, and affective benefits do these students
associate with personalized learning approaches?

RQ3: What systemic or implementation challenges do students encounter in

personalized learning environments?
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3.2. Research Design

This study adopted a qualitative exploratory research design employing the
photovoice methodology developed by Wang and Burris (1997). The selection of this
approach is grounded in its unique capacity to facilitate an in-depth, participant-driven
investigation of personalized learning experiences among gifted students in Kazakhstan.
As a participatory research method, photovoice serves three primary functions that align
with the study's objectives. First, it positions students as active co-researchers,
acknowledging their expertise regarding their own educational experiences (Hanafy et al.,
2025). This epistemological stance resonates with contemporary educational research
paradigms that emphasize student agency and challenge traditional power dynamics in
knowledge production (Wang and Burris, 1997).

The research design incorporated multi-modal data collection to ensure a
comprehensive understanding of the phenomenon (Flick, 2018). Participants generated
visual data through photographs documenting their personalized learning experiences,
which were complemented by written narratives providing context and interpretation
(Wang & Burris, 1997). These visual and textual elements were further explored through
semi-structured interviews using the SHOWED framework, creating a layered dataset that
captures the complexity of PL from multiple perspectives (Wang et al., 1998). This
triangulation of data sources enhances the study's validity by allowing for cross-
verification of emerging themes while providing rich, contextualized insights (Denzin,
2012; Rose, 2016).

3.3. Research Site

The study was conducted at Nazarbayev Intellectual Schools (NIS) in Kazakhstan,

selected as the research site due to its institutional commitment to implementing PL for

gifted students. As part of Kazakhstan's network of specialized schools for academically
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talented youth, NIS provides an ideal setting to examine PL in practice, given its mission
to deliver innovative, student-centered education aligned with international best practices.
The school'’s explicit focus on differentiation, adaptive technologies, and individualized
learning pathways (Shamshidinova et al., 2014) offers a rich context for investigating how
gifted students experience and perceive PL approaches.

I contacted the school principal by sending a gatekeeper letter (see Appendix D) to
their corporate email, asking their permission to conduct my research. Once the permission
was granted, | contacted the participants through the channels that the school
administration allowed.

The participant sample consisted of 6 gifted students aged 18 years, purposively
selected to capture diverse perspectives on PL implementation. The use of purposive
sampling (Patton, 2015) is justified by the study's aim to conduct an in-depth exploration
of a specific group, specifically students of age 18, who have experienced PL at any point
of their academic journey at NIS. This sampling strategy aimed to include students with
varied academic profiles, including those specializing in STEM disciplines and
humanities, to understand how PL manifests across different subject areas. Additionally,
the sample incorporated students exhibiting different levels of engagement with PL, from
highly motivated learners who actively utilize PL opportunities to those who may be
disengaged or critical of these approaches. This intentional diversity ensures the findings

reflect the broad spectrum of student experiences within the PL environment.

3.4. Data Collection

The data collection process employed a structured three-phase approach using
photovoice methodology to comprehensively explore students' experiences with PL. Each
phase was designed to align with the study's research questions while maintaining ethical

standards and methodological rigor.
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Phase 1: Photovoice Training Workshop

Participants attended a 30-minute training workshop conducted by the researcher,
which served multiple critical functions. First, it introduced students to the photovoice
methodology, explaining its purpose as a research tool for documenting and reflecting on
educational experiences. The workshop provided hands-on guidance about photographic
techniques, emphasizing composition and visual storytelling principles to help students
effectively capture their PL experiences. The workshops were organized separately for
each participant without them knowing or seeing each other, which ensures confidentiality.
Phase 2: Photo Submission Process

Over a week period following the training, each student generated 6-8 photographs
documenting their PL experiences. This timeframe allowed participants to capture a
comprehensive range of learning situations across different contexts, including classroom
activities, independent work sessions, and technology use.

To ensure the privacy and safety of all school community members, participants
were given strict and clear guidelines during their training on what is permissible to
photograph. They were explicitly instructed not to take any photographs of other students,
teachers, or staff members where the individual's face or any other identifying feature
(e.g., unique clothing, name tags) is visible. The focus of their photography was on their
own learning experience, captured through images of objects, spaces, their own work, and
their own hands/actions from a first-person perspective, ensuring no one else is
identifiable.

Phase 3: Semi-Structured Interviews
The final phase involved individual, audio-recorded interviews lasting 40-60

minutes with each participant. Conducted in a private school setting or via secure video
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platform, these interviews followed a semi-structured protocol organized around the three
research questions (see Appendix C).

The interview guide employed the SHOWED framework (Wang & Burris, 1997)
while incorporating specific probes tailored to PL.
3.5. Data Analysis

The data analysis followed a systematic, iterative process adapted from Wang and
Burris's (1997) photovoice methodology, incorporating elements of Braun and Clarke's
(2006) thematic analysis. This dual approach facilitates both participant-driven meaning-
making and rigorous researcher-led thematic development, ensuring the findings remain
grounded in student perspectives while maintaining analytical depth.

I began the process with participatory analysis using the SHOWED framework
during the individual interview sessions. This served as the first layer of coding, where
participants themselves generated initial interpretations of their photographs by describing
what they See, what is Happening, how it relates to Their learning, Why it occurs, how it
Empowers them, and what can be Done. These participant-generated insights formed the
foundational layer of meaning.

Following this, a detailed thematic analysis of the entire dataset, including
interview transcripts, written narratives, and the photographs themselves were conducted.
This phase involved immersive familiarization with the data, followed by systematic
coding. This stage was both inductive, honoring the codes that emerged directly from the
participants, and theoretical, informed by the study’s conceptual frameworks. The resulting
codes were then collated and analyzed for broader patterns, leading to the development of
initial themes. These themes were reviewed and refined through an iterative process of
checking against the coded data and the entire dataset to ensure they form a coherent and

accurate narrative.
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Finally, the analysis was strengthened through triangulation, where the final set of
themes were cross-verified against the three data sources, visual, narrative, and verbal, to
ensure validity and richness. The outcome was a well-defined set of themes that captured
the essence of the students’ experiences, supported by compelling data extracts and
photographic evidence. This multi-phase process ensured the analysis was both deeply
participatory and analytically robust, capable of capturing the complexity of personalized

learning from the student’s perspective.

3.6. Ethical Considerations

This study adhered to rigorous ethical protocols grounded in the core principles of
respect for persons, beneficence, and justice (Belmont Report, 1979). A meaningful, multi-
stage informed consent process was implemented. Written informed consent were obtained
directly from the participants, as they were legally recognized as adults capable of
consenting for themselves (see Appendix B). This process transparently outlined the
study's purpose, procedures, and the participant's unequivocal right to withdraw at any
time without penalty (Sieber & Tolich, 2013).

To protect participant identity, a strict protocol for ethically responsible
photography was enforced. Participants were instructed not to capture images of other
individuals' faces, identifiable features, or personal belongings. All submitted photographs
were screened by the researcher, and any found to breach this confidentiality agreement
were immediately deleted. In all disseminated findings, participant and school names were
anonymized through the use of pseudonyms.

The photovoice methodology itself served as an ethical framework by empowering
participants as experts of their own experience (Wang & Burris, 1997). This approach
mitigated traditional power dynamics by giving students control over the data they

generated and interpreted. Potential risks, such as minor discomfort when discussing
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challenging experiences, were managed by creating a supportive environment, reaffirming
the right to pass on any question, and having a referral plan to school support services if
needed.

Finally, all digital data was stored securely on password-protected devices, with
identifying information kept separate from the research data. Data was retained only for
the mandated period before secure disposal, ensuring ongoing confidentiality beyond the
study's duration.

3.7. Summary

This chapter has presented a comprehensive methodological framework for
investigating gifted students' experiences with PL through photovoice. The research design
was drafted to address the study's three central research questions while adhering to
rigorous ethical and methodological standards.

This methodological approach provided two key outcomes: (1) empirical insights
into the effectiveness of PL approaches, and (2) practical recommendations for enhancing
gifted education in Kazakhstani intellectual schools. The photovoice design not only
captured the complexity of students’ experiences but also provided a foundation for

meaningful educational improvements.
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Chapter 4: Findings
4.1 Introduction

This chapter presents the thematic analysis of the lived experiences of six gifted
students navigating PL at Nazarbayev Intellectual Schools in Kazakhstan. The findings are
derived from the SHOWED framework, which utilized student-generated photography and
semi-structured interviews to capture how students experience PL in their daily lives.
Unlike traditional findings chapters that simply summarize participant responses, this
analysis treats student narratives as evidence of how gifted learners actively construct
meaning within a partially autonomous educational structure.

The analysis identified six themes organized around the study's three research
questions. For RQ1 (perceptions and value of PL), two themes emerged: the moral
economy of trust and academic freedom. For RQ2 (academic, cognitive, and affective
benefits), three themes emerged: cognitive transformation, strategic academic
specialization, and affective well-being. For RQ3 (systemic barriers and implementation
challenges), one theme emerged: the digital library vacuum. Each theme is presented with
participant quotations with photographs and analytical commentary.

4.2 RQL1: Perceptions and Subjective Value of Personalized Learning
Theme 1: The Moral Economy of Trust

For participants, PL is not understood as a pedagogical right or an entitlement of
gifted status. Rather, it operates as a negotiated currency within a moral economy of trust.
This is an implicit contract where the school grants temporal and spatial autonomy in
exchange for demonstrable academic reliability. This finding challenges assumptions in
the PL literature that frame personalization primarily as a structural or technological
intervention. Instead, students experience PL as fundamentally relational. Its possibility

depends on whether teachers and administrators perceive them as worthy of independence.
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Participant 3 articulated this dynamic when describing a visit to the National
Museum of Kazakhstan during school hours (Figure 1). The image was not merely
documentation of a museum trip, but it was evidence of a transaction:

"I took this photo when I went to the National Museum of Kazakhstan. It was a

period of time when | was studying the history of Kazakhstan to participate in the

Republican Olympics. | was allowed to take personal learning. | was free from

lessons like physical education or some other subjects... | had a two or three-hour

break, and | just went there. | think that trip to the museum really helped me in the

Olympics." (Participant 3)

Figure 1 - Trip to the museum

What makes this narrative significant is the implicit structure of reciprocity. The
student received freedom from compulsory attendance. In return, the student was expected
to deliver results, not merely compliance but demonstrable achievement. Participant 3 later
made this explicit: "The main reason is because my GPA was good. And they knew that |
could learn on my own.” The museum visit was not the cause of trust. It was the

consequence of trust already earned.
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However, the moral economy of trust is not merely transactional. It generates a
distinct psychological burden that participants described with candor. Trust, once granted,
must be continually justified. One participant, reflecting on the requirement to maintain
straight A's while on PL, described this as constant anxiety, a feeling that any academic
slip might revoke the very conditions that made success possible (Figure 2). Participant 6
elaborated:

"I was constantly anxious about what if I don't visit the lesson and | miss

something and the teacher didn't explain me something they did in the class, and

then I'm going to fail and my privileges of personalised learning will be revoked."

(Participant 6)

Figure 2 - Straight A student

This finding complicates the celebratory discourse around student autonomy in PL.
Autonomy, in this context, is not freedom from constraint. It is freedom purchased through
demonstrated compliance with the very standards the student sought to transcend. The trust
contract thus contains a paradox. Students must prove they can succeed within the
traditional system to earn the right to leave it.

Notably, participants recognized that this contract operates unevenly. Participant 3

acknowledged: "I know some kids who don't receive personalized learning because their
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teachers don't trust them. And they say like, 'no, you should attend classes.™ The
gatekeeping function of teacher trust emerged as a structural filter, one that participants
understood as potentially excluding equally capable peers who had not yet accumulated

the same symbolic capital of grades and compliance.

Theme 2: Academic Freedom

The second theme concerns how students perceive the fundamental value of PL.
Across all six interviews, participants described traditional schooling as a “circle™ or a
repetitive structure that prioritizes temporal uniformity over cognitive readiness. The value
of PL, conversely, lies in its capacity to disrupt this cycle, allowing students to escape
what Participant 1 called "the circle of academic life."

Participant 1's description of an Al-based sign language detection project provides
the clearest articulation of this disruption (Figure 3). When asked how PL connected to his
coding work, the response revealed the core frustration of gifted learners:

"I think personalized learning actually bought me a lot of time to really dive deep

into this project as in our school the curriculum is not very challenging but pretty

demanding. It requires a lot of time so that's why personalized learning really

helped me to focus more on my projects.” (Participant 1)
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Figure 3 - First project

The distinction between "challenging™ and "demanding” is analytically crucial. For
these students, the standard curriculum presents no significant intellectual obstacle. Its
difficulty lies not in conceptual complexity but in time consumption. The curriculum
demands time, time spent on repetitive exercises, on lessons paced for the median learner,
on homework that serves not only as cognitive growth but procedural compliance as well.
PL disrupts this demand structure by allowing students to demonstrate mastery and move
forward.

Participant 3 offered a metaphor drawn from popular culture to capture this
experience. Describing how PL allowed attendance at evening programming classes
(Figure 4) that would otherwise conflict with school, the participant said:

"I felt like | was Hermione from Harry Potter, because remember in that film she

had a thing, an artefact, that allowed her to be in different places at the same time.

So | felt like that. Once | was at school and then | went to the Samsung classes."

(Participant 3)



33

Figure 4 - Evening classes
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Participants also recognized that not every student can manage this freedom
effectively. Participant 1 offered a caution:

"In this context personalized learning probably might negatively affect some

individuals because some people tend to procrastinate or spend their time

ineffectively in the time of their personalized learning. And I think it could slightly

affect them for example if they wouldn't adhere to the academic curriculum in

school." (Participant 1)

The disruption of the academic cycle, for all its benefits, requires navigational
skills that not all students possess equally. This recognition appeared not as a criticism of
weaker peers but as an honest assessment of the model's demands. The freedom to escape

the circle (Figure 5) is only valuable if one knows where to go instead.
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Figure 5 - A day in the library

4.3 RQ2: Academic, Cognitive, and Affective Benefits
Theme 3: Cognitive Transformation
The most profound academic benefit identified by participants was a shift from
passive transcription to active knowledge construction. Students did not describe PL as
simply giving them more time to study. They described it as changing the quality of their
intellectual engagement. Participant 2's photographed provided a visual representation of
this transformation (Figure 6).
"Actually, I really like to do notes, and that's why I took this photo, because I think
that taking notes is the most recognizable method of studying for me, because | try
to formulate some difficult ideas in a very simple way, and also | do some sketches
of things that I study, and that's why it is more easier for me to understand it."

(Participant 2)
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Figure 6 - Biology notes

The key phrase is "formulate some difficult ideas in a very simple way." This is not
passive recording. It is active translation. The student is not copying information but
reconstructing it for personal comprehension. This process requires what educational
psychologists call metacognition, the ability to monitor and regulate one's own
understanding. Participant 2 later noted that teaching others through presentations
deepened this process: "when you present something, you understand more because you
should explain something difficult through your own words."

Participant 6 described a similar cognitive shift in the context of individual
laboratory work. Unlike group lab work, which the participant found faster but shallower,
individual lab work allowed for deeper engagement (Figure 7):

"I really liked the opportunity that I could opt out from the group work and work

individually because it makes me feel more focused and more responsible for the
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work | do because | don't have the opportunity to blame someone or something. It's

only my sole responsibility.” (Participant 6)

Figure 7 - Lab work

The phrase "sole responsibility” captures something that group work cannot
provide. When learning is distributed across multiple students, responsibility for
understanding is also distributed. Individual work forces the student to confront gaps in
comprehension directly. There is no peer to fill in what one does not understand. The
photograph of a quiet study space in the administrative block (Figure 8), taken by
Participant 6, showed the physical conditions that made this cognitive transformation

possible.
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Figure 8 - A quiet place

However, the cognitive benefits of PL were not automatic. They depended on the
student's existing capacity for self-directed learning. Participant 4 noted that not every
student knows how to use freedom productively:

"Not everyone knows how to do that, not everyone has their intrinsic motivation to

study. Maybe someone who is lucky enough to get personalized learning, will just

scroll TikTok or Instagram, which is kind of useless." (Participant 4)

This observation complicates any simple claim that PL produces cognitive benefits.
It suggests instead that PL amplifies existing cognitive habits. Students who already
possess self-regulation skills benefit. Students who do not may not benefit, and may even
fall further behind.

Theme 4: Strategic Academic Specialization

The second academic benefit identified by participants was the ability to specialize
strategically. PL functioned as what might be called a specialization engine, allowing
students to align their school time with their emerging professional interests. For some,
this meant Olympiad preparation. For others, it meant programming, music, or

entrepreneurship.
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Participant 4 described how PL enabled attendance at a programming school a

local technology park (Figure 9):
"I'm trying to understand what | need to do, because | had no idea what | needed to
do. I tried to understand what repository means... programming really requires at
least three or four hours a day to reach at least more or less good results, and | think
if we have the schedule in 11th grade, it is pretty much impossible to study
programming and do excellent in school." (Participant 4)

Figure 9 - Coding classes
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The image captured a moment of professional activity, not schoolwork. This
distinction is central to the finding. PL allowed students to engage in authentic work in
their fields of interest, not merely academic simulations of such work.

Participant 3 similarly described how PL enabled attendance at programming
courses that started at 5 or 6 PM, a time that would normally conflict with the end of the
school day:

"l wouldn't be able to attend those evening classes if | had lessons at school. | just

physically wouldn't make it on time." (Participant 3)
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The photograph of a band rehearsal showed another dimension of specialization
(Figure 10). PL time was not always used for academic subjects. Students also pursued
musical practice, museum visits, and other activities that contributed to their development
as whole persons. This finding suggests that the benefits of PL extend beyond measurable

academic outcomes to include what might be called the cultivation of identity.

Figure 10 — Enjoying hobbies

However, specialization came with tradeoffs. Participant 4 acknowledged regret
about prioritizing SAT preparation over physics lessons:

"I regret it a little bit because we don't have structured material. | couldn't

understand topics on physics because we had something wrong with our learning

objectives. And I didn't know that we started to learn something new from 12th

grade.” (Participant 4)

The freedom to specialize carries the risk of gaps in knowledge. When students opt
out of certain subjects, they may miss foundational material that later becomes important.
No administrative system in the school tracked whether PL students remained exposed to
the full curriculum. Students managed this risk on their own.

Theme 5: Affective Well-Being
The affective benefits of PL emerged as a distinct theme across multiple

interviews. Gifted students face high risks of perfectionism, performance anxiety, and
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burnout. Participants described PL as providing a psychological release valve, a way to
manage the intensity of their academic commitments without collapsing.
Participant 1 provided the most explicit articulation of this benefit through Figure
11:
"As the process of PL requires a lot of independent work can become repetitive and
can exhaust you if you don't rest well. And from this picture | wanted to
demonstrate how you can keep the balance between your mental health and your
work. In this photo I'm playing dombyra to relax a bit and to reinforce myself to

continue to learn.” (Participant 1)

Figure 11 - Dombyra practice

The concept of "strategic switching™ between high focus tasks and restorative
leisure appeared in this narrative. PL provided the temporal flexibility to engage in such
switching. Without PL, the participant suggested, the demands of the standard curriculum
would leave no room for recovery.

Participant 5 noted that the ability to make mistakes and learn from them
independently fostered a sense of adult responsibility. This finding is significant because

traditional classroom settings often involve constant teacher surveillance. Mistakes are
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observed, corrected, and recorded. PL reduced this surveillance, allowing students to fail
in private and recover without public scrutiny.

However, the same flexibility that enabled strategic switching also enabled poor
choices. Participants acknowledged that peers without intrinsic motivation might use PL
time for social media rather than productive work or genuine rest. The well-being buffer,
like the cognitive benefits of PL, depended on the student's capacity for self-regulation.

Participant 6, who described being neurodivergent with ADHD and dyslexia,
provided the most compelling account of PL as an affective necessity rather than a luxury:

"I was losing when it was super loud and there was too much unnecessary

information. | lose focus completely and I'm starting to get overstimulated because

my brain is getting too much information that cannot be classified... | felt super
overstimulated in the classrooms. And when | took a personalised learning, it

improved a lot. It was so much better to study separately alone." (Participant 6)



42

Figure 12 - Feeling overstimulated

For this participant, PL was not an enhancement to an already functional learning
environment. It was an accommaodation that made learning possible at all. The photograph
showing overstimulation, sourced from the internet as a representative image rather than a
personal photograph (Figure 12), depicted what the participant experienced daily in
traditional classrooms. This finding suggests that PL serves a dual function for some gifted
students: it is both an academic accelerator and a necessary accommodation for sensory
processing differences.

4.4 RQ3: Systemic Barriers and Implementation Friction
Theme 6: The Digital Library Vacuum

The final theme addresses a specific structural friction that participants encountered
when trying to use PL effectively: the absence of a curated, centralized, high-quality
digital learning infrastructure. Students received permission to learn independently, but
they did not receive the tools that make independent learning efficient. This created what
Participant 4 called a curation burden, where students wasted hours compiling their own

materials from disparate sources.
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Participant 4 provided the most detailed critique of this gap. What appeared at first
glance to be a routine study scene (Figure 13) revealed, upon explanation, a deeper
frustration about the quality and structure of available learning materials:

"I think it was not very convenient to go through all the presentations, because we

usually have, for one unit, or just for one week, a bunch of presentations with a

bunch of slides that are not even necessary. And | think, for me, it is a matter of

compilation of information, not necessarily learning.” (Participant 4)

Figure 13 - Catching up with the school program

The distinction between compilation and learning is critical. The student was not
struggling to understand difficult concepts. The student was struggling to locate the
essential concepts within an overwhelming volume of material. The teacher's presentations
contained extraneous slides, unnecessary details, and poor organization. The student had to
become an information architect before any learning could occur.

The solution, according to Participant 4, was not more materials but better curated

materials. The participant contrasted the current approach with an ideal model:
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"What will work is the already structured and organized material, not the book, not

all the unimportant storytelling, just cheat sheets, cheat sheets, and that's all. And |

think it is what will work, at least for me." (Participant 4)

The digital library vacuum is not a minor logistical issue. It is a structural barrier
that undermines the efficiency promise of PL. Students choose PL partly to escape the time
demands of traditional classrooms. But if they then spend that saved time curating their
own materials, the efficiency gain disappears. The time is not saved. It is simply
reallocated from one form of drudgery to another.

Participants offered specific recommendations for addressing the digital library
vacuum. Participant 4 called for recorded video lessons from the best teachers, organized
in a searchable platform. Participant 5 called for question banks categorized by topic,
difficulty, and skill, similar to SAT preparation platforms. Participant 1 called for school
administration to track what students were doing with their PL time, not for surveillance
but for resource allocation, to understand which projects had genuine depth and which
were superficial. The common thread across these recommendations was institutional
responsibility. Students wanted the school to curate, organize, and provide resources, not

just grant permission to learn.

4.5 Summary

This chapter presented six themes organized around the three research questions.
For RQ1, the findings indicate that students perceive PL as a negotiated currency within a
moral economy of trust, where autonomy is granted in exchange for demonstrated
reliability. They also perceive PL as academic freedom, allowing escape from the temporal
demands of standardized pacing.

For RQ2, the findings indicate that PL produces cognitive benefits through active

knowledge construction rather than passive transcription, academic benefits through
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strategic specialization in areas of authentic interest, and affective benefits through
temporal flexibility that enables strategic switching between focused work and restorative
leisure.

For RQ3, the findings indicate that systemic barriers include a digital library
vacuum where students must curate their own learning materials without institutional
support. The participants called for recorded video lessons from teachers, organized
question banks, and concise summaries that captured essential concepts without extraneous
detail. Without this infrastructure, the efficiency promise of PL collapsed. Time saved
from classroom attendance was simply reallocated to the curation burden, and students
with weaker digital literacy skills were left at a disadvantage.

The next chapter discusses these findings in relation to existing literature on
personalized learning and gifted education, interprets their meaning, and identifies the

study's contributions to the field.
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Chapter 5: Discussion
5.1 Introduction

The findings of this study reveal that Personalized Learning at Nazarbayev
Intellectual Schools operates as a negotiated pedagogical space where gifted students must
continually prove their worthiness to learn independently. While the global literature on
PL often frames personalization through technological or structural lenses (Pane et al.,
2017), this research centers on the sociopsychological and systemic negotiations that gifted
learners perform. The discussion is organized around the three research questions, moving
from the moral economy of trust to the cognitive shifts of knowledge architecture, and
finally to the curation burden that defines systemic friction.

5.2 Perceptions of Personalized Learning (RQ1)
5.2.1 The Moral Economy of Trust and Self-Determination Theory

The literature review established autonomy as a core psychological need within
Self-Determination Theory (Ryan & Deci, 2024). SDT predicts that when students
experience authentic autonomy, they show greater persistence and deeper engagement.
However, the findings of this study suggest that in the Kazakhstani context, autonomy is
not an inherent right but a meritocratic currency. Theme 1, the moral economy of trust,
illustrates that students like Participant 3 and Participant 6 did not experience free choice.
They experienced negotiated freedom.

This finding extends SDT by specifying the conditions under which autonomy is
granted. Ryan and Deci (2024) acknowledge that autonomy support varies across contexts,
but they do not fully theorize how institutional trust operates as a gatekeeping mechanism.
In this study, the school granted temporal and spatial autonomy only after students

demonstrated reliability through straight A grades and good GPA. The museum visit
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documented in Figure 1 was not the cause of trust. It was the consequence of trust already
earned through prior compliance.

The trust contract creates what might be called a Matthew Effect, a term from the
DMG literature where students who already possess high symbolic capital are granted the
freedom to further enhance that capital (Ziegler et al., 2013). Students who struggle within
the standardized system are denied the very flexibility that might help them escape that
struggle. Participant 6, who described being neurodivergent with ADHD and dyslexia,
noted that peers with B grades could not access PL even though they clearly needed a
different learning environment. This finding aligns with Mukhamadiyeva and Hernandez-
Torrano (2024), who documented that while Kazakhstani teachers hold positive theoretical
views of PL, significant practical barriers hinder implementation. The current study adds a
student perspective to that finding. The barrier is not just limited resources or insufficient
training. It is a formal gatekeeping structure that rewards past performance rather than
addressing present need.

The trust contract also generates a distinct psychological burden. Participant 6
described constant anxiety about maintaining straight A grades, fearing that any slip would
revoke PL privileges. This finding complicates Kanevsky's (2011) claim that PL typically
reduces stress for gifted students. In this context, PL did reduce some forms of stress, such
as the discomfort of overstimulating classrooms documented in Figure 12 - Feeling
overstimulated. But it introduced a new form of stress: the pressure to justify one's
continued membership in the PL program. The photograph of straight A grades (Figure 2)
represents not achievement but precarity. The student's place in the program depends on
maintaining those grades.

The gatekeeping function of teacher trust emerged as a structural filter. Participant

3 acknowledged that some peers were denied PL because teachers did not trust them.
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Research on teacher perceptions of giftedness has documented that teachers often favor
students who are compliant, motivated, and high achieving (Renzulli, 2012). This study
suggests that these same biases shape access to PL, potentially excluding gifted students

who are rebellious, underachieving, or neurodivergent.

5.2.2 Academic Freedom and the Demand Structure of Schooling

The academic freedom that participants described in Theme 2 validates
Tomlinson's (2014) critique of the one size fits all curriculum, but it also extends that
critique in a specific direction. The distinction made by Participant 1 between a curriculum
that is demanding but not challenging is a contribution to the literature. The standard
curriculum presents no significant intellectual obstacle for these gifted learners. Its
difficulty lies not in conceptual complexity but in time consumption. The curriculum
demands time spent on repetitive exercises, on lessons paced for the median learner, on
homework that serves procedural compliance rather than cognitive growth.

This finding aligns with Kanevsky's (2011) study of gifted adolescents, where 78%
of participants valued choice in learning topics and 65% valued control over pacing.
However, the current study adds specificity about what students do with that control.
Participant 1 used PL time to develop an Al based sign language detection project.
Participant 3 used PL time to visit the National Museum (Figure 1) and attend evening
programming classes (Figure 4). Participant 2 used PL time to prepare for the Biology
Olympiad through self organized peer study networks (Figure 10). These are not simply
accelerated versions of schoolwork. They are qualitatively different activities that move
beyond what Renzulli and Reis (2016) call schoolhouse giftedness, the focus on high test
scores, toward creative productive giftedness, the ability to solve real world problems.

The metaphor Participant 3 offered, comparing PL to Hermione Granger's time

turner, captures something important that the literature has not fully addressed. The time
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turner does not just create more hours. It allows the user to be present in multiple contexts
simultaneously. For Participant 3, PL enabled concurrent enrollment in school and external
programming courses, a form of temporal multiplicity that the standard schedule
structurally prohibits. This finding extends the literature on flexible pacing mechanisms.
Plucker et al. (2022) document acceleration options including subject specific acceleration
and concurrent enrollment. The current study shows how students themselves experience
these mechanisms as expanded temporal agency.

However, participants also recognized that not every student can manage this
freedom effectively. Participant 1 offered a caution about peers who procrastinate or spend
PL time ineffectively. This finding confirms concerns raised in the literature about the
readiness problem in PL. Kettler et al. (2022) documented that approximately 60% of
students report initial discomfort with the increased responsibility of PL environments.
Notably, it was the successful students themselves who raised this concern. They observed
that peers struggled with the autonomy they themselves valued. The freedom to escape the
academic circle, documented in Figure 5, is only valuable if one knows where to go
instead.

5.3 Academic, Cognitive, and Affective Benefits (RQ2)
5.3.1 Cognitive Transformation as Knowledge Architecture

The cognitive transformation documented in Theme 3 represents a shift from
passive transcription to active knowledge construction. Participant 2's biology notes
(Figure 6) are not a record of information received. They are a reconstruction of
information for personal comprehension. The key phrase, "formulate some difficult ideas
in a very simple way," captures what educational psychologists call metacognition, the

ability to monitor and regulate one's own understanding (Zimmerman, 2002).
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This finding extends Zimmerman's work by showing how PL environments can
foster metacognitive development without explicit instruction. Zimmerman emphasized
that self-regulated learning requires goal setting, strategic planning, and self-monitoring.
Participant 2 demonstrated all three: setting the goal of Olympiad preparation, planning a
note taking system with sketches and simplified language, and monitoring comprehension
through self-testing. The PL environment provided the temporal and spatial conditions for
these activities, but the student supplied the metacognitive strategies.

From the perspective of the Schoolwide Enrichment Model, the cognitive
transformation represents Type Il enrichment, training in thinking and feeling processes
(Renzulli & Reis, 2016). However, the current study shows that students can self impose
these processes without formal training. The school did not provide instruction in
metacognitive strategies. Participant 2 developed note taking techniques independently,
drawing on personal preferences for visual learning and simplification. This finding
suggests that gifted students may arrive at PL with existing self regulation skills, as
Participant 4 noted, but it also raises the question of what happens to students who do not
possess these skills. The PL environment amplifies existing cognitive habits rather than
building new ones.

Participant 6 described a different dimension of cognitive transformation through
individual laboratory work (Figure 7). Unlike group work, which the participant found
faster but shallower, individual work forced confrontation with gaps in comprehension.
The phrase "sole responsibility” captures something that group work cannot provide.
When learning is distributed across multiple students, responsibility for understanding is
also distributed. Individual work removes the opportunity to blame someone else or let a
peer fill in what one does not understand. This finding complicates the collaborative

learning literature, which emphasizes the benefits of peer interaction (Olszewski-Kubilius
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et al., 2021). For some gifted students, solitude is not a cost to be tolerated but a condition
for deep cognitive engagement. The quiet study space documented in Figure 8 provided
the sensory conditions that made this cognitive transformation possible.

The cognitive benefits of PL were not automatic, however. Participant 4 noted that
not every student has intrinsic motivation or knows how to use freedom productively.
Some peers, the participant suggested, would scroll social media instead of studying. This
observation aligns with the DMG's emphasis on intrapersonal catalysts for talent
development (Ziegler et al., 2013). Motivation, volition, and persistence are not distributed
equally. The PL environment amplified existing differences. Students who entered with
strong self regulation skills benefited. Students who did not may have fallen further
behind. The school provided no training in self regulation, no gradual release of
responsibility, no scaffold for developing the skills that PL demands.

5.3.2 Strategic Academic Specialization

The strategic specialization documented in Theme 4 allowed students to align
school time with emerging professional identities. Participant 4 described how PL enabled
attendance at a programming school (Figure 9). The photograph captured a moment of
professional activity, not schoolwork. This distinction is central to the finding. PL allowed
engagement in authentic work, not merely academic simulations of such work.

This finding validates Renzulli's (2012) emphasis on Type Il enrichment, where
students engage in professional level work in their areas of passion. Research demonstrates
that gifted students pursuing interest based pathways show two to three times greater
creative productivity compared to peers in traditional gifted programs. Participant 4's
description of learning to commit code to a repository, to use version control, to
understand how compilers work in practice, illustrates this creative productivity. The

student was not preparing for a test about programming. The student was programming.
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Participant 3 similarly used PL to attend programming courses (Figure 4). The
photograph is not of a classroom but of an evening class held at Expo, a technology park.
The participant described feeling like Hermione with a time turner, able to be at school and
at programming class simultaneously. This finding extends the literature on acceleration
by showing how PL enables what might be called concurrent acceleration, the pursuit of
advanced learning in one domain while maintaining standard progress in others. Plucker et
al. (2022) document concurrent enrollment as an acceleration option, but they do not
capture the subjective experience of temporal multiplicity that Participant 3 described.

The specialization extended beyond academic subjects. Participant 1 documented
playing a musical instrument (Figure 11) as a use of PL time. Participant 2 documented
organizing peer study networks. Participant 3 documented band rehearsal (Figure 10).
These activities contributed to identity cultivation, not just academic achievement. This
finding suggests that the benefits of PL extend beyond measurable outcomes to include
what might be called the development of a whole person. Gifted students are not just
cognitive beings. They have social, emotional, and creative needs that PL can support
when it provides temporal flexibility.

However, specialization came with tradeoffs. Participant 4 expressed regret about
prioritizing SAT preparation over physics lessons. The freedom to specialize carried the
risk of knowledge gaps. When students opted out of certain subjects, they missed
foundational material that later became important. No administrative system tracked
whether PL students remained exposed to the full curriculum. Students managed this risk
on their own, sometimes unsuccessfully. This finding suggests that PL programs need

mechanisms to ensure breadth of exposure even while allowing depth of specialization.
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5.3.3 Affective Well Being and Neurodivergent Accommodation

The affective benefits documented in Theme 5 provide the most distinctive finding
of this study. Gifted students face high risks of perfectionism, performance anxiety, and
burnout (Guignard et al., 2012). Participants described PL as providing a psychological
release valve. Participant 1's Figure 11 illustrated strategic switching between high focus
tasks and restorative leisure. PL provided the temporal flexibility to engage in such
switching. Without PL, the participant suggested, the demands of the standard curriculum
would leave no room for recovery.

This finding aligns with Olszewski-Kubilius and colleagues' (2021) research on
social emotional dimensions of PL, which shows that gifted students in PL environments
with strong social components report a greater sense of school belonging. However, the
current study adds a dimension not emphasized in the literature: the value of solitude for
affective regulation. Participant 1 did not seek peer interaction during dombyra practice.
The student sought alone time, a chance to reset after intense cognitive work.

Participant 6 provided the most compelling account of PL as affective necessity
rather than luxury. The participant described being neurodivergent with ADHD and
dyslexia. The traditional classroom caused overstimulation: too much noise, too much
unnecessary information, a brain receiving too much unfiltered input that could not be
classified. The participant felt overstimulated and lost focus completely. When PL allowed
study in a quiet place alone (Figure 8), the improvement was substantial.

This finding extends the literature significantly. PL is typically discussed as an
academic acceleration tool. For Participant 6, it was also an environmental
accommodation. The photograph of overstimulation (Figure 12), sourced from the internet

as a representative image, depicted what the participant experienced daily in traditional
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classrooms. This finding suggests that PL serves a dual function for some gifted students:
it is both an academic accelerator and a necessary tool for sensory management.

The DMG provides a framework for understanding this finding. Ziegler et al.
(2013) emphasize that talent development depends on environmental catalysts, including
the physical and social conditions of learning. For Participant 6, the standard classroom
was not a neutral environment but an active impediment to learning. PL provided the
environmental control needed to transform raw ability into developed talent. This finding
has not been documented in the Western PL literature, which tends to assume that
classrooms are functionally adequate for all students who are not in special education. The
Kazakhstani context, where gifted education has historically focused on cognitive
acceleration and content enrichment, has paid little attention to sensory and environmental
conditions. This study suggests that such attention is overdue.
5.4 Systemic Barriers and Implementation Friction (RQ3)
5.4.1 The Digital Library Vacuum

The most significant systemic barrier identified in this study is the digital library
vacuum documented in Theme 6. Students received permission to learn independently, but
they did not receive the tools that make independent learning efficient. This created what
Participant 4 called a curation burden, hours spent compiling materials from disparate
sources rather than engaging with those sources.

The photograph in Figure 13 shows a student catching up with the school program.
What appears to be a routine study scene revealed, upon explanation, a deeper frustration.
The student was not struggling to understand difficult concepts. The student was struggling
to locate essential concepts within an overwhelming volume of material. Teacher
presentations contained extraneous slides, unnecessary details, and poor organization. The

student had to become an information architect before any learning could occur.
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This finding aligns with Mukhamadiyeva and Hernandez-Torrano's (2024)
documentation of practical barriers to PL implementation in Kazakhstan, including limited
resources and insufficient training. However, the current study extends that finding by
showing how these barriers are experienced from the student perspective. The problem is
not just that resources are limited. It is that the resources that exist are poorly structured.
Students need curated, concise, organized materials. They receive dense textbooks and
scattered presentations.

The distinction between compilation and learning is critical. Participant 4 noted
that the learning part was small and easy. The compilation part was large and time
consuming. This finding reveals a paradox at the heart of PL implementation in this
context. Students choose PL partly to escape the time demands of traditional classrooms.
But if they then spend that saved time curating their own materials, the efficiency gain
disappears. The time is not saved. It is reallocated from one form of drudgery to another.

From the perspective of the SEM, this finding represents a failure of Type |
enrichment. The Schoolwide Enrichment Model emphasizes exposure to new ideas and
fields as the first stage of talent development (Renzulli & Reis, 2016). But exposure
requires access to curated resources. The school in this study provided the opportunity for
independent investigation but did not provide the curated exposure that makes such
investigation efficient. Students were left to find their own resources on the open internet,
a task that requires digital literacy skills not all students possess equally.

Participant 4 called for recorded video lessons from the best teachers, organized in
a searchable platform, similar to MIT OpenCourseWare. The participant also called for
question banks categorized by topic, difficulty, and skill, similar to SAT preparation
platforms. These recommendations point toward a lean learning model that mirrors

modern professional workflows. In programming, for example, developers use curated
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repositories like GitHub, not scattered documentation. The call for cheat sheets, concise
summaries that capture essential concepts without extraneous detail, reflects a desire for
efficiency that the current system does not provide.

The digital library vacuum also creates inequity within the PL program. Students
with strong digital literacy skills, who know how to find resources efficiently and evaluate
their quality, can compensate for the school's failure. Students without these skills cannot.
The curation burden falls heaviest on those least equipped to bear it. This finding suggests
that PL, as currently implemented, may inadvertently reward existing advantages rather
than level the playing field.

5.5 Revisiting the Theoretical Framework

The three theoretical frameworks that guided this study proved useful but also
showed limitations when applied to the Kazakhstani context.

Self-Determination Theory explained why students valued autonomy over time.
The need for competence explained the satisfaction students felt when mastering
challenging material independently. However, SDT did not anticipate the trust contract.
The theory assumes that autonomy is intrinsically motivating. In this context, autonomy
was extrinsically conditional. Students experienced autonomy not as freedom but as
freedom purchased through continued compliance. SDT would benefit from greater
attention to how institutional gatekeeping shapes the experience of autonomy.

The Schoolwide Enrichment Model provided a valuable pedagogical framework.
Type | enrichment (exposure), Type Il enrichment (skill training), and Type Il enrichment
(authentic investigation) mapped onto the student experiences documented in this study.
Students moved from exposure to independent investigation. However, the SEM did not
provide guidance on the infrastructure needed to support enrichment. The digital library

vacuum represents a failure of the school to provide curated resources for Type | and Type
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Il activities. The SEM assumes that schools will provide these resources. The current study
shows that this assumption cannot be taken for granted.

The Differentiated Model of Giftedness proved most useful for interpreting the
equity concerns raised by participants. The DMG emphasizes environmental catalysts for
talent development (Ziegler et al., 2013). The trust contract, the digital library vacuum, and
the absence of structured self regulation training are all environmental factors that shape
whether giftedness transforms into talent. Students who navigate these barriers
successfully develop their potential. Students who cannot do not. The DMG provides a

language for describing these barriers, but it does not offer solutions for removing them.

5.6 Contributions to the Kazakhstani Context

This study makes three contributions that are specific to the Central Asian context.

First, the trust contract documented in Theme 1 reflects the Soviet inherited
emphasis on demonstrated achievement as a prerequisite for autonomy. Unlike Western
PL models that assume student agency as a starting point, the Kazakhstani model requires
students to earn the right to learn independently. This finding has not been documented in
the Western literature, which tends to take autonomy as an inherent good rather than a
conditional privilege.

Second, the environmental accommodation finding in Theme 5 emerged from a
context where gifted education has historically focused on cognitive acceleration and
content enrichment. Kazakhstani gifted schools have paid little attention to sensory
processing differences. Participant 6's account of overstimulation and relief through PL
suggests that this oversight is significant. The finding that PL served as a necessary
accommodation for a neurodivergent student extends the literature on gifted education and

disability, a connection that is rarely made in either field.
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Third, the digital library vacuum documented in Theme 6 reflects the gap between
policy aspiration and implementation infrastructure. Kazakhstan has adopted international
models of educational reform, including PL, but has not adapted the underlying systems
that make those models work. The call for curated video lessons and organized question
banks is a call for the school to take institutional responsibility for resource provision

rather than shifting that burden onto students.

5.7 Summary

This chapter has discussed the six themes in relation to the literature and theoretical
frameworks. The findings indicate that students perceive PL as a negotiated trust contract
and as academic freedom from temporal demands. They benefit cognitively through
knowledge architecture, academically through strategic specialization, and affectively
through stress reduction and environmental accommodation. However, the digital library
vacuum undermines the efficiency promise of PL, and the trust contract excludes students
who might benefit most.

The next chapter addresses the limitations of this study, discusses the implications
of these findings for policy and practice in Kazakhstani gifted education and offers
recommendations for policy, practice, and future research based on the findings discussed

here.
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Chapter 6: Conclusion
6.1 Introduction

This final chapter synthesizes the key findings of the study, discusses their
implications for policy and practice in Kazakhstani gifted education, acknowledges the
limitations of the research, and offers recommendations for future inquiry. The study set
out to explore the lived experiences of gifted students with PL at Nazarbayev Intellectual
Schools in Kazakhstan, using photovoice as a participatory methodology. Through the
analysis of student-generated photographs and interviews, six themes emerged: the moral
economy of trust, academic freedom, cognitive transformation, strategic academic
specialization, affective well-being, and the digital library vacuum.

These findings reveal a complex picture of PL as an approach that gifted students
value primarily for the autonomy it grants over time, yet one that is undermined by
conditional access, administrative friction, and an absence of curated digital infrastructure.
The study addresses the three gaps identified in Chapter 1: the overreliance on quantitative
achievement metrics in PL research, the absence of student perspectives, and the neglect of
cultural context in gifted education scholarship. By centering student voices in
Kazakhstan, this research provides a counterweight to Western-dominated, outcomes-

focused literature.

6.2 Implications for Policy and Practice

The findings of this study offer several implications for school administrators
implementing PL in gifted education.

First, the trust contract documented in Theme 1 suggests that schools should
reconsider straight A requirements for PL eligibility. The current system selects students
who have already proven they do not need PL, at least by the school's own metrics.

Alternative criteria might include progress based models focused on percentage



60

improvements, structured trial periods with phased autonomy, or multiple indicators
including teacher recommendation, student self-nomination, and evidence of struggle
within traditional settings. Without such changes, PL risks becoming a program that serves
only students who have already succeeded within the system it seeks to transform.

Second, the finding that PL functions as an amplifier rather than a scaffold suggests
that schools should provide structured support to develop self-regulation skills. The
assumption that gifted students automatically possess advanced learning strategies is
frequently incorrect (McCoach & Siegle, 2003). Schools might provide formal training in
goal setting, time management, and metacognitive strategies, as called for in the Type 11
enrichment component of the SEM (Renzulli & Reis, 2016). A gradual release model that
phases in autonomy over time could help students build self-regulation skills
incrementally.

Third, the digital library vacuum documented in Theme 6 requires systemic
response. Students should not have to curate their own materials from scattered sources.
Schools might develop curated video libraries featuring teachers, organized question banks
categorized by topic and difficulty, and concise summaries that capture essential concepts
without extraneous detail. The call for cheat sheets is a call for efficient knowledge
representation, not academic dishonesty. Without this infrastructure, the efficiency
promise of PL collapses.

For classroom teachers, the findings highlight the importance of explicit instruction
in self-regulation strategies. The assumption that gifted students automatically possess
advanced learning skills is frequently incorrect (McCoach & Siegle, 2003). Teachers can
support PL by providing structured guidance in goal setting, progress monitoring, and
strategic planning, as well as by helping students identify productive study environments

and collaborative opportunities.
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6.3 Limitations of the Study

Several limitations qualify the conclusions of this study. Acknowledging these
limitations is essential for interpreting the findings appropriately and for guiding future
research.

The most significant limitation concerns the photovoice methodology itself. The
semi-structured interviews guided by the SHOWED framework became repetitive over the
course of data collection. The same questions asked about each photograph led to
participant fatigue and, in some cases, increasingly brief responses. As noted in the
participant interviews, students said they had already answered and moved quickly through
later photographs. This repetition may have discouraged participants from offering new
insights in later images, potentially flattening the richness of the data.

A second limitation is the reliance on retrospective accounts. Participants were
asked to recall and reflect on PL experiences that had occurred months or even years
earlier. Memory is reconstructive. Students may have remembered their experiences in
ways that were shaped by subsequent outcomes, such as Olympiad success or university
admission. The study did not include observational data of PL in action. There is no record
of what students actually did during their PL time, only what they said they did.

A third limitation is the potential for social desirability bias. Participants knew they
were speaking to a researcher who was also associated with the school system. They may
have been reluctant to criticize the program too harshly, or alternatively, to admit that they
had struggled with the autonomy PL provided. The participant, who cautioned about peers
who procrastinate, may have been describing themselves indirectly.

A fourth limitation is the absence of non-user perspectives. The study included
only successful PL users. The voices of students who applied for PL and were denied, who

started PL and withdrew, who were eligible but chose not to participate, or who attended
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schools without PL programs are entirely absent. These voices would be essential for
understanding the full scope of PL access, equity, and implementation challenges.
6.4 Recommendations for Future Research

Based on the findings and limitations of this study, several directions for future
research emerge.

First, future research should intentionally sample students who have been excluded
from PL, who withdrew from PL, or who attend schools without PL programs.
Comparative studies across multiple NIS schools, as well as between NIS schools and
ordinary public schools, would illuminate how PL access and implementation vary across
the Kazakhstani educational landscape.

Second, future photovoice studies in this area should consider methodological
modifications to address the repetition and fatigue documented here. Rather than applying
the full SHOWED framework to every photograph, participants could be asked to select
two or three images they consider most significant and discuss only those in depth. This is
consistent with photovoice's original emphasis on participant-led meaning-making (Wang
& Burris, 1997) and would concentrate analytical energy on the images participants
themselves find most meaningful, reducing fatigue while potentially increasing depth.

Third, the SHOWED framework could be used more selectively rather than
sequentially. The questions do not have to be asked in full for every photograph. An
alternative is to use them as a facilitator's internal guide rather than a visible script,
allowing the researcher to draw on relevant prompts organically as the conversation
develops. This preserves the framework's analytical value without producing the repetitive
interview experience participants described.

Fourth, researchers could shift toward a pile sorting or ranking approach mid study.

After initial individual photograph discussions, participants could be invited to lay all their
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photographs out together and organise them by theme, importance, or emotion. This
comparative, whole collection approach often generates richer, more interpretive talk than
sequential single image questioning, as participants begin making connections across their
own data rather than responding to the same prompt repeatedly.

Fifth, group photovoice discussions could be introduced earlier. Photovoice was
originally designed to include a community discussion phase. If this were introduced
earlier in the data collection process, rather than only after individual interviews, it could
break the repetitive single photograph format and generate new insights through peer
dialogue. Participants often articulate ideas in group settings that they do not surface
individually, particularly when photographs prompt shared recognition.

Sixth, follow-up interviews with a different structure could be used. Rather than
repeating the same framework-driven interview format, a second interview could take a
narrative approach, asking participants to tell the story of their whole collection or to
reflect on what they noticed across all their photographs taken together. This shifts from
item by item analysis to holistic reflection and tends to generate more interpretive, higher
order responses.

Seventh, the fatigue and brevity observed in later responses could be acknowledged
and reframed as a methodological finding. The shorter responses may reflect saturation,
participants having said what they need to say, rather than a deficit in the data. Reframing
this not only as a limitation but as evidence of the point at which meaning making was
exhausted could be a theoretically productive move, drawing on saturation literature
(Guest et al., 2006) to argue that the data reached sufficient depth even if later responses
were briefer.

Eighth, member checking could be used as a depth generating strategy. Returning a

summary of early themes to participants and asking them to respond, whether to affirm,
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challenge, or extend, is a common trustworthiness strategy but also a practical way of
generating richer data without repeating the original interview structure. This is
particularly useful when initial interviews have produced thinner responses toward the end.

Ninth, future research should include observational data of PL in action. What do
students actually do during PL time? Observational studies could verify or complicate the
retrospective accounts collected here. Mixed methods designs combining surveys of self-
regulation capacity with qualitative interviews could help untangle the relationship
between pre-existing skills and PL outcomes.

Tenth, comparative research across post-Soviet educational systems could examine
whether the implementation gaps documented here are unique to Kazakhstan or reflect
broader patterns in how formerly Soviet systems adapt Western pedagogical innovations.
Similarly, research comparing PL implementation in collectivist and individualist cultural
contexts could illuminate how cultural values shape student experiences of autonomy,
collaboration, and self-regulation.

6.5 Summary

This study set out to center the voices of gifted students in discussions of PL, a
population often studied but rarely listened to. The photovoice methodology, despite its
limitations, succeeded in capturing student perspectives in ways that traditional surveys or
interviews might not have. The photographs provide visual evidence of the trust contract,
the academic freedom, the cognitive transformation, the strategic specialization, affective
well-being, and the digital library vacuum.

The findings reveal a fundamental tension at the heart of PL in this context.
Students value PL for the autonomy it grants them over time, and they use that autonomy

for impressive, self-directed pursuits that extend far beyond the standard curriculum. Yet
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the same system that enables this autonomy also assumes self-regulation skills that not all
students possess, creates social isolation that only confident students can compensate for.

These tensions are not unique to Kazakhstan, but they take particular forms in this
context. The legacy of Soviet educational administration, the Olympiad system, and the
rapid adoption of international reforms without corresponding adaptation of organizational
routines create a distinctive implementation landscape. As Kazakhstan continues its
educational modernization efforts, the voices captured in this study offer both validation of
what PL can offer gifted students and a warning about what it can become when
implementation lags behind aspiration.

The next step is not to abandon PL but to refine it: to build the scaffolds that
support self-regulation, to design administrative systems that serve rather than frustrate, to
curate digital resources that make independent learning efficient, and to recognize that for
some gifted students, the most important personalization is the freedom to learn in a quiet
space of their own choosing. These are not simple changes, but they are necessary ones if
PL is to fulfill its promise for all gifted students, not just those who have already

succeeded within the system it seeks to transform.
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Appendix B: Informed Consent Form

Title of the Research Study: Students’ Experiences with Personalized Learning in
Intellectual Schools in Kazakhstan: An Exploratory Photovoice Study.

Introduction: You are invited to participate in a research study focused on
understanding the experiences of gifted students with personalized learning in Kazakhstan.
This research employs an art-based, participatory methodology known as photovoice.
Participation in this study is voluntary, and I aim to provide you with comprehensive
information to facilitate your decision-making process.

Purpose of the Study: The purpose of this study is to explore the distinct
experiences of gifted students with personalized learning in intellectual schools in
Kazakhstan. | plan to achieve this by utilizing the photovoice methodology, where you will
use a camera to capture aspects of your daily learning experiences and subsequently share
the stories connected to these photographs.

Participation Requirements: If you decide to participate in this study, you will be
requested to undertake the following activities:

Workshop Session: Attend a one-hour workshop session where you will receive
an introduction to the research and in-depth information about photovoice, including strict
ethical guidelines on photography to protect the privacy of others.

Photovoice Task: Photographing your daily experiences with personalized
learning over a two-week period. You will be asked to take 6-8 photographs that best
encapsulate your personal perspectives, ensuring you do not capture identifiable images of
other people without permission.

Written Narratives: Provide a short-written explanation for each photograph you

submit.
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Semi-Structured Interview: Participate in an individual semi-structured interview
to discuss the photographs you have chosen. | will audio-record the interview only with
your explicit consent.

Review and Confirmation: Confirm and approve the accuracy of the descriptions
and narratives related to your chosen photographs, as recorded by the researcher.

Time Commitment: Your involvement in this study is expected to require
approximately 5-7 hours over three weeks. Individual meeting schedules will be arranged
to accommodate your availability and preferences.

Voluntary Participation: Your participation in this research is entirely voluntary.
You possess the right to decline participation or withdraw from the study at any time
without any adverse consequences or repercussions on your academic standing or
relationship with the school. Any photos and data you have already submitted will be
immediately destroyed.

Confidentiality: I assure you that all information and data collected from you will
be treated with the utmost confidentiality. Your name and any other identifying
information will be removed and replaced with a pseudonym in all research materials.
Only the researcher and thesis supervisor will have access to the original data. Photographs
featuring any identifiable information will be carefully edited or not used to protect
everyone's privacy. All data will be stored on the researcher’s password-protected
computer.

Potential Risks and Benefits: This research has minimal levels of risk. The
primary risks involve a potential loss of privacy, which is mitigated by the strict
confidentiality procedures described above, and a minimal investment of your time. There
is no direct benefit to you for participating; however, your insights will be invaluable for

helping educators and policymakers understand how to improve personalized learning
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programs for gifted students in Kazakhstan. This contributes to the broader field of
education by centering the student voice in educational research.

Contact Information: If you have any questions or need additional clarification
regarding the study, please feel free to reach out to the researcher, Aizat Kabakova, at
+77024253711 or via email at aizat.kabakova@nu.edu.kz. Additionally, you can contact
the Master’s Thesis Supervisor, Dr. Janet Helmer, who is overseeing this student’s work,

at janet.helmer@nu.edu.kz.

Consent: | have read and understood the information presented in this consent
form. I have been allowed to ask questions and have received satisfactory responses. |
willingly agree to participate in the research, understanding that I retain the right to
withdraw my consent at any point without any adverse consequences.

Printed Name of Participant:
Date:

Participant's Signature:
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KATBICYUIBIJIAPJABIH AKITAPATTbBI KEJIICIM ®@OPMACBI
3epTTey TakpIpbiObl: Ka3akcTaHHBIH 3UATKEPJIK MeKTenTepinaeri OKymbLIapabIH
aepoOec oKbITY TIxkipHOeci: PoTonaysbic 3eprreyi

Kipicne: Ci3ni Kazakcrangarsl 1apbIHIbI OKYIIBUIAPIBIH KEKEIECHAIPIITeH OKY
TOXKIpUOECIH TyCiHyre OaFpITTAFaH 3ePTTEYTe KaThICYFa MaKbIpaMbI3. byt 3epTrey
doTomaysic e ataaaThlH CypeTKe TYCIPY apKbUIbI XKYpri3ijeni. 3epTTeyre KaToiCy 03
epKiHi30eH OO0JbII, ci3re menliM Ka0buIaayFa KOMEKTECY YIIiH TOIBIK aKmapaT oepyre
TBIPBICAMBIH.

3epTTeyain MakcaTbl: by 3eprreynin MakcaTsl — Kazakcranmarbl
MHTEJUICKTYaJIbl MEKTENTepAe AapbIHIbI OKYIIBUIAP/IBIH )KEKEJICH IIPUITeH OKY
ToXipuOeciH 3eprTey. MeH MYHBI JOTOIAYBIC 9ICIH KOJIAAHY apKBUTBI )KY3ere
ACBIPMAKIIbIH, SIFHU Ci3 ©3 KYHAETIKTI OKY TOKIpHOCHI3IIH KeiOip acnekTiiepin
doTocypeTke Tycipeci3 ’oHe OChI CypeTTepMeH OalTaHbICThI OHTIMENepiHi30i Oeicecis.

Karbicy Tasantapbl: Erep ci3 ocel 3epTTeyre KaTbiCyFa MICHICEHI3, Ci3/IeH
TOMEHJIET1 OpEKETTEP I OPBIHAY CYpaIaIbl:
ZKymbicuibl 0TBIpBIC: 3epTTEyTe KipicleneH jkaHe (oToAaybIC Typaibl erKen-TerKeini
aKmapaTIeH, COHBIH iIiHe 6acKka agaMIapIbIH KYIUSIIBIFBIH KOPFay TYpajibl STHKAIIBIK
HYCKayJIapMeH TaHBICY YIIiH Oip CaraTTHIK )KYMBICIIIBI OTHIPHICKA KATBICY.
®doToaaybIic TanceipMachkl: Exi anta 00iibl )keKeIeHAIpUIreH OKyMEH OaillaHbICThI
KYHJIETIKTI TOXKIpuOeHi3/1 poTocypeTke Tycipy. Ci3/ieH xKeke Ko3KapacTapblHbI3Ibl €H
XKaKCHI KopceTeTiH 6-8 GoTocypeT Tycipy cypanajsl, 6acka ajmaMaapablH OETiH PYKCATChI3
TycipMeyre Ke3 KeTKi3y Kepek.
Kazpuiran oHrimesiep: Tanceipran op0Oip GoToCypeTiHi3re KbICKaIa Ka3bUIFaH
TYCiHIKTEME Oepy.

Kaprbliaii KypeuibIMAadIFaH cyx0ar: Taggaran poTocypeTTepiHi3al TaTKbIIay YIIiH
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JKEKe )KapThlIail KyphUTBIMIAIFaH cyx0aTka KaTeicy. Cyx0aTThl Ci3/1iH HaKThI
KeJTiciMiHI30€H FaHa ay/noKa3yFra ajJaMbIH.

Pacray: 3eprreyini )ka3blll alFaH TaHAarad (POTOCYpeTTEPiHi3re KaThICThI CUIIATTaMasap
MEH OHTIMEJIEePIiH AYPHICTHIFBIH PacTay KoHE OCKiTy.

YakplIT Kipici: 3epTTeyre KaTbICy YIIiH YII anTa ilIiH/e mamMaMeH 5-7 carat
yakbIT 001y KakeT. JKeke Ke3/iecy KecTeci Ci3IiH KOJIBIHBI3/IaH KeIeTiH YaKbITKa COMKeEC
KYpacTBIPbUIAIbI.

EpikTi Katbicy: Ocbl 3epTTeyre KaTrbicy TOJNbIFIMEH epikTi. Cizne KaTtbicynan 6ac
TapTyFa HEMece 3epTTEY/ICH Ke3 KeIreH YaKbITTa IIBIFYFa, OKY JKaFJaiibIHbI3Fa HeMece
MEKTEITEH KapbhIM-KaThIHACKIHBI3FA Ke3 KEIITeH Kepi 9CePiHCi3 KYKBIFRIHBI3 Oap. Ci3
KiOepreH Ke3 KelreH (POTOCypeTTep MEH JIepeKTep OipieH KOUbLIAIbI.

Kynmusabuibik: CizneH )KuHaimFaH 0apiiblK akmapar IeH JepeKTep MeKTeyi
KYIUSUTBUIBIKTA CaKTaIa bl ien cenaipemin. Ci3IiH aThIHbI3 )KOHE Ke3 KeJIreH 0acka cizi
AHBIKTAWTHIH aKnapat OapJbIK 3epTTEY MaTepUaIapbIHAH AJIBIHBII, OHBIH OPHBIHA
OypKeHUIIK aT KoWbuIaabl. TeKk 3epTTeyI )KoHe JKETEeKIl1 FaHa TYIHYCKa AepeKTepre Ko
xeTKi3e ananpl. Ke3 kenreH aHbIKTanaThIH akmaparsl 0ap GoToCypeTTep MyKHUST
OHJICIIIHE Il HeMece KOJaHbUIMal Ibl. bapibIk epexTep 3epTTeyIIiHIH KYIHUs Co30€H
KOpFaJIFaH KOMITBIOJIEPiHIE CaKTaJIaIbl.

blxkTuMas Toyekesaep MeH naiianap: by zeprreyaid Toyeken JeHreil
MUHHMaJIIBL. Herisri Toyekenaep korapblia CHITaTTallFaH KaTaH KYITUSUTBUTBIK
npoIieTypaiapbl apKbUIb a3aHTHUIFaH KEKEe OMIp/IiH KYITUSUTBUIBIFBIH )KOFAITY
BIKTUMAJIJIBIFBIH KOHE YaKBITTHIH a3 investmentblH KaMTHIbI. KaThICKaHBIHBI3 YIIIiH Ci3re
TIKEJIEeH maiiia )KOK; IereHMEH, Ci3/I1H TyciHikTemenepiHi3 Ka3akcranaarsl JapbIHIbI

OKYIIbIJIapFa apHaJIFaH KeKeJICHIpUITeH OKY OariapiaMaapbiH jKaKcapTyibl TYCIHYTe
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KOMEKTeCy YILiH KyH/Ibl 001aabl. By Oinim Oepy 3epTTeyiH/ie OKYIIbl JaybIChIH
OpTaJIBIKKA KOO apKBUIBI O1TiM Oepy caiachIHa yiiec KOCabl.

Baiinanbic aknapatsl: 3epTTeyre KaTbICThl CYpPaKTapbIHbI3 00JIca, 3epTTeyIi
Aiizat KabakoBara +77024253711 nemipine Hemece aizat.kabakova@nu.edu.kz email
anpecine xabapmnaca anacei3. COHBIMEH Katap, skerekirici, Dr. Janet Helmer-
re janet.helmer@nu.edu.kj email aapeci apkpuibl Xabapiiaca agachi3.

Keuaicim: Men ochl keiciM Ky)KaThIHJa YCHIHBUIFAH aKIIAPaTThl OKBIIBIM JKOHE
TycinaiM. MaraH cypakrap KOIOFa MYMKIHIIK Oepiii )oHe KaHaFaTTaHAPIIBIK JKayarTap
anapIM. MeH Ke3 KeNreH yaKbITTa Kepi ocepcis3 KeliciMimMai Kepi aja ajJaTbIHBIMIBI TYCiHe
OTBIPBIIL, 3€PTTEYTE EPIKTI TYP/E KaThICyFa KeIiCeMiH.

KaTpicymbIHBIH OaChUTFaH aThI-KOHI:

Kyni:

KatpicymbiHbIH KOJITaHOACH!:

ATa-aHaHBIH/KaMKOPIIBIHBIH O0aChUIFaH aThI-KeHi (erep KaTbICylibl 18 xactaH Kimri
OoJica):

Kyni:

ATa-aHaHbIH/KaMKOPIIBIHBIH KOJITaHOACHI:


https://mailto:aizat.kabakova@nu.edu.kz/
https://mailto:janet.helmer@nu.edu.kj/
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NH®OPMHUPOBAHHOE COI'JIACHE
HazBanue nccnenoBanusi: OnbIT yyamuxcs Ipyu NEPCOHAIU3UPOBAHHOM 00Y4YEHUH B
MHTEIUIEKTYyaJbHBIX mKoJax Kazaxcrana: MccnenoBanue MmetoqoM (oToroioca

Beenenue: IIpuriamaem Bac npuHATH yyacTHE B UCCIENOBAHUM, IOCBSIIIEHHOM
NOHMMAHHUIO OIBITA OJJAPEHHBIX YYAIIUXCS C EPCOHATN3UPOBAHHBIM O0yUYEHUEM B
Kazaxcrane. 910 ucciejoBaHie UCIOJIb3YET OCHOBAaHHYIO Ha
HCKYCCTBE COBMECTHYIO METO0JIOTHIO, U3BECTHYIO Kak PoToronoc. YyacTue B
UCCJIEJOBAaHUH SBJIETCS JOOPOBOJIBHBIM, U 51 CTaBIIIO LIEJIBIO IPEIOCTABUTH BaM
MCUEPIIBIBAIOILYIO HH()OPMAIIHIO JUTsl 00JIETYSHUS TIPOoLIecca MPHHATHUS PEHICHUSI.

Heab uccnenoBanus: Lleap 7aHHOrO UCCIIEIOBAHNS — U3YYUTh YHUKAIbHBIA OIBIT
OJIapEHHBIX YYALIUXCS C NEPCOHAIN3UPOBAHHBIM 00YYEHUEM B MHTEIIEKTYaJIbHBIX
mikosiax Kazaxcrana. Sl mianupyro 10CTUYb 3TOT0, UCIOIb3Ys MeToaonoruto dororosoca,
/i€ Bbl OyzieTe UCIOIb30BaTh KaMepy AJisl (PMKCALMK aCIIEKTOB BalllEro OBCEHEBHOIO
y4eOHOTO ONBITa U MOCIEIYIOMIETO MPEIOCTABICHHUS CBA3aHHBIX C STUMHU (oTorpadusiMu
HCTOPU.

TpedoBanus K yyacTuio: Eciau Bbl peliuTe IpUHATh y4aCTUE B 9 TOM
MCCJIEIOBAHNH, OT BaC MOTPEOYETCS BHITIOJIHEHHUE CIEAYIOIINX JEeHCTBUM:

Oo0yuaromuii cemunap: Ilocemnienne 4acoBoro 00y4aromero CeMiuHapa, I/1€ Bbl MOTYYUTE
BBEJICHUE B MCCIIEI0BaHUE U MOAPOoOHYI0 nH(popManuto o doTorosoce, BKIItOYasi CTporue
ATUYECKUE TPUHLIUIIBI IO (POTOCHEMKE /IS 3aLIUThl KOHPUACHIINATIbHOCTH APYTUX.
3ananue no ®@ororosocy: ®ororpadrpoBanne Bamero MOBCEIHEBHOTO OIBITA
MEePCOHAIN3UPOBAHHOTO 00YUYEHHUS B T€UEHHE JIBYX HezeNnb. Bam OyaeT mpenioxkeHo
caenatb 6-8 pororpaduii, KOTOpEIE HAMITYYITUM 00pPa30M OTPAKAIOT Balll JIMYHBIN B3TJIA/,
rapaHTHPYs, 9YTO BBl HE CHUMaETEe UACHTU(UIIUPYEMbIC N300paKeHUS APYTHX JH0IeH 0e3

paspemieHusl.



82

IIncemennble onucanusi: [IpenocraBieHne KpaTkoro MUCbMEHHOTO OOBSICHEHHS K
KKI0W TIPEJICTaBICHHON GoTorpaduu.

IMoaycTpyKTYypHpOBaHHOE HHTEPBbIO: YYacTHE B HHAUBHIyaTbHOM
MOJYCTPYKTYPUPOBAHHOM MHTEPBBIO JUIS 00CYKIeHUs BEIOpaHHBIX Bamu (poTorpaduii. S
Oyay ayAn03anChIBaTh HHTEPBBIO TOJIBKO C BAILIETO SIBHOT'O COTJIACHS.

IIpoBepka u moaTBep:xaeHue: IloaTBepkIeHIE U 000pEHNE TOYHOCTH OMHCAHUI

¥ HappaTHBOB, CBS3aHHBIX C BBIOpAaHHBIMHU (POTOrpadusIMH, 3aIMMCAHHBIX UCCIIEIOBATEIIEM.

BpeMennble 3aTpaThl: Barie yuactue B McCIeI0BaHUU, KaK OKHIAETCS,
noTpeOyeT MpuOIN3UTENHLHO 5-7 4acoB B T€UEHHUE TPeX Henenb. MHauBuyansHbIe
rpaduKy BCTped OYAYT COTJIacOBaHBI B COOTBETCTBHUH C BAIlleH TOCTYITHOCTHIO U
IPEIIMOYTCHUSMH.

JloOpoBOJILHOCTH yuacTusi: Barie yuactue B JaHHOM MCCIIEIOBAHUU SBIISICTCS
MOJTHOCTBIO T0OPOBOJIEHBIM. BBl IMeeTe MpaBo 0TKa3aThCsl OT YYACTHS MM BHINTH U3
UCCIIEIOBaHMS B JTF000€ BpeMst 0e3 KaKuX-Tr00 HeOIaronpusTHBIX OCIEACTBHMA IS
Balllero aKaJIeMUYECKOT0 CTaTyca UM OTHOIIEHUH co MKoJoH. JIroOble yxe
npejcTaBIeHHbIe BaMu GoTorpaduu U JaHHBIE OYAYT HEMEIJICHHO YHUUTOXECHBI.

KonduaenunaasHocthb: S 3aBepsro Bac, 9To B MHGOPMANKS U TaHHBIE,
coOpaHHBIE OT Bac, OynyT 00pabaThIBaThCsl C MAKCUMAJIBHOW KOH(PUICHIIMATIBHOCTHIO.
Bame ums u mo6as npyras uaeHtuduuupyromas nHbopMaius OyayT yiaieHbl 1
3aMEHEHBI TICEBJJOHUMOM BO BCEX MCCIIEAOBATENLCKUX MaTepraax. Tombpko
HCCIIEIOBATENh U HAYYHBIH PYKOBOIUTENb OYIyT UMETh JOCTYI K MCXOIHBIM JIaHHBIM.
®doTtorpaduu, comepkamme T00yi0 UACHTUGUIMPYIONTYIO HHGOPMAITHIO, Oy IyT
THIATEIEHO OTPEAAKTUPOBAHBI MITM HE OYAYT HCIIOB30BAThCS IS
3alIMTHI TPUBATHOCTH BCceX. Bee maHHbIe OyAyT XpaHUTHCS Ha 3AIIUIIIEHHOM apoJieM

KOMITBIOTEPE UCCIICAOBATECIIA.
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IMoTeHuMaJbHbIe PUCKH U MPEUMYIIECTBA: Y JAHHOTO UCCIICOBAHHUS
MUHHMAJIbHBIN ypOoBeHb prcka. OCHOBHBIC PUCKU BKJIIOYAIOT MOTCHIUAIBHYIO TOTEPIO
KOH(HICHIIMATIHLHOCTH, KOTOPasi CHIKACTCS CTPOTUMHU MPOLIEAYPaMHU
KOH(UICHIIMATLHOCTH, ONMCAHHBIMHU BBIIIC, U MUHIMAJILHBIC 3aTPaThl BAIIETO BPEMEHHU.
Her nipsimoii BBITOABI 17151 BaC OT y4acTusl; OJJHAKO BAaIllK UAEU OyIyT HEOLEHUMBI JIJIs
MIOMOIIH [TeJJaroraM 1 MOJUTUKAM B TIOHUMAHUHU TOTO, KaK YIY4IIUTh TPOrPaMMBI
NEPCOHATM3UPOBAHHOTO 00yUEHHS I OlapeHHBIX ydammxcs B Kaszaxcrane. 3To BHOCUT
BKJIaJl B 00Jiee MIMPOKYI0 00JacTh 00pa30BaHMsl, BBIIBUTAsl HA MEPBBIN IIJIaH TOJI0C
ydauierocsi B 00pa3oBaTebHbIX UCCIEIOBAHUSIX.

KonTakTHas nngopmaums: Ecnu y Bac ecTh Kakue-1u60 BOIPOCH WK
BaM HEOOXOUMO JOMOJIHUTEIBHOE Pa3bsICHEHHE OTHOCUTEIIBHO HCCIIEA0BaHNUS,
noXKallyiicTa, He CTeCHSIMTECh oOpamarhCs K uccaeaonarento, Aizat Kadbakooit, 1o
Homepy +77024253711 unu o email aizat.kabakova@nu.edu.kz. Kpome toro, Bel MoXkeTe
CBSI3aThCS C HAYYHBIM PYKOBOJIUTEIIEM MarucTepcKou aucceprauuu, JJokropom [[xaner
XenMep, KOTOpast KypupyeT 3Ty paboTy, 1o ajapecy janet.helmer@nu.edu.kz.

Coraacue: S npountan(a) u noHs(a) UHPOPMAIIUIO, MPECTABICHHYIO B JTAHHOM
¢dopme cornacusa. MHe Oblia ipeocTaBieHa BO3MOKHOCTD 3a/1aTh BOIPOCHI, U 5
noJTy4mi(a) yJIOBJIETBOPUTEIIbHBIE OTBETHI. S TOOPOBOJIILHO COTJIANIAIOCH YYACTBOBATH B
UCCJIEIOBAaHUH, TOHUMAsl, YTO COXPAHSIO MPAaBO OTO3BATh CBOE COIJIACHE B OO0 MOMEHT
0e3 Kakux-1100 HEeOIaronpUsATHBIX MOCIEICTBUM.

WM ygacTHUKA:
Jara:

IToanuce yyacTHuUKa:



Wwms ponutens/onekyHa (ecau ydacTHUK miaamie 18 ser):
Mara:

[Toanuce poauTenst/oneKyHa:
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Appendix C: Interview Protocol

Purpose of the Study: The purpose of this study is to explore the distinct
experiences of gifted students using personalized learning in Kazakhstani intellectual
schools using an arts-based, participatory research approach — photovoice — accompanied
by a semi-structured interview. We aim to comprehensively understand your personal
insights and experiences related to your learning journey.

Interview Duration: Our interview today will last approximately 45-60 minutes.
During this time, we will discuss the photographs you have taken, applying the SHOWED
approach (Wang & Burris, 1997) to guide our conversation.

Consent for Recording: You completed a consent form indicating whether you
give permission to audio record our conversation. Before we begin, are you still
comfortable with me recording our discussion today?

If yes: Thank you! Please let me know if, at any point, you want me to turn off the
recorder or keep something you said off the record.

If no: Thank you for letting me know. | will take detailed notes instead.

Questions and Concerns: Do you have any final questions or concerns before we
begin the interview? Please feel free to discuss anything.

Open Communication: Please remember that your participation is voluntary. If
you are uncomfortable with any question, you can skip it, and we will move on. If you
wish to stop the interview at any time, simply let me know.

SHOWED Approach Interview

Researcher Introduction: "Thank you for selecting your photographs. | am very

interested to hear about your experiences. We will talk about each photo using a
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framework called SHOWED. This will help us explore what you captured and what it
means to you."

S - What do you SEE here?

Please describe what is in this photograph as if you were explaining it to someone
who wasn't there.

H - What is really HAPPENING here?

What is the story behind this photo in relation to your learning?

O - How does this relate to OUR lives?

Why did you choose to take this specific photo to represent your experience with
personalized learning?

How does this image make you feel about your education? (e.g., excited,
challenged, confused, independent?)

W - WHY does this situation, concern, or strength exist?

Why do you think this learning situation (whether positive or negative) exists in
our school?

E - How can this image EDUCATE people?

What does this image say about what really works or what doesn't work in our
approach to personalized learning?

D - What can we DO about it?

Based on what this photo shows, what is one specific change you would

recommend to improve personalized learning in our school?

These interviews aim to delve into and articulate themes from your
daily learning experiences, providing a deeper understanding of your perspectives and

insights related to the research questions. Your input is invaluable in shedding light on
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gifted students’ experiences with personalized learning in Kazakhstani intellectual schools.

Thank you for your participation in this study.
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CY¥XBAT ITPOTOKOJIbI

3epTTeyain MakcaTbl: by 3epTTeyiH MakcaThl — OTOAAYBIC iCi APKBLIBI
KYPTi3UIeTiH, )KapThuIail KYPhUIBIMAAIFaH CyXOaTIeH TONBIKTHIPbUIaThIH KazakcTaHarbl
MHTEJUICKTYaJIIbl MEKTENTep e JapbIH/bl OKYIIBUIAP IBIH )KEKEICHIIPUITeH OKY
ToXipubecin 3eprrey. bi3 ci3aiH 0Ky KOJIBIHBI30a OailIaHBICTHI )KEKE TYCIHIKTEMEeNepiHi3
MEH TOKIPUOETEPiHi3/l TOJIBIK KAMTHIN TYCIHYT'€ YMTBIIAMbI3.

Cyx0ar y3aKkTbIFbl: byrinri cyx6areiMbI3 mamamer 45-60 MUHYTKa CO3bUIAIbI.
Ocprl yakpIT immiHae 0i3 ci3niH Tycipren porocyperrepiizai Wang & Burris-Tig (1997)
SHOWED opiciH KOJIaHBIN TaIKbUIAHMBI3.

Kazpuabivra kedicim: Ci3 0i311iH oHrieMi3i ayIHoka3yra TyCipyre pykcaT
OepeTiHiHI3I KOPCETETIH KeNIiciM KY)KaThIH TOJNTHIPABIHBI3. bacramac OypsiH, 0i3111H
oHriMeHi OYTiH jka3yFa Tycipyre aJli jie KOJIaiIbIChI3 6a?

Hd 6osica: Paxmer! Ke3 kenren cotTe jka3zyra TyCipy/i emipyai Hemece aifTKaH
CO31Hi3/11 XKa3bUIBIMHAH AJIBII TACTAY bl KaJaCaHbI3, MaFaH Xa0apiIaHbI3.

Kok 0osca: XabapimaranbiHbI3 YiIiH paxmeT. OHBIH OpHBIHA MEH erKe-TerKenl
*a3z0aiia xa3ba kacailMbIH.

Cypakrap MeH ajanaaymbLIbIKTap: Cyx0aTThl 6acTamac OYpbIH, COHFBI
CYpaKTapbIHbI3 HEMECE alaHJayIIBUIBIKTaphIHGI3 Oap Ma? Ke3 KelreH HopCceHi TalKpuIayFa
Oomnanapl.

AmbIK Oaitianbic: KaTbICybIHBI3IBIH €pIKTI €KEHIH eciHi3/le cakTaHbl3. Kes
KEJITeH Cypak ci3re bIHFaiiChI3 00JIca, OHBI OTKI3IM XK10epyre kKoHe Kellecire Kolryre
KYKBIFBIHBI3 Oap. Cyx0aTThl Ke3 KeJIreH yakbITTa TOKTAaTKBIHBI3 KeJIce, MaFraH xabapiiaHbl3.

SHOWED TaciJi 0olibiHIIa cyxoar
3eprreyminin kipicne ce3i: "®otocypeTTepiHi3i TaHAaFaHbIHGI3 YIIiH paxmeT. Ci3/iH

TOXKIPUOENIEPIHI3 Typalibl €CTyre MEeHIH KbI3bIFYbIM 30p. bi3 opbip dhotocyperti SHOWED
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JIeT aTajaThlH d/licTeMe apKbIMbI3/a TAKbUIAWMBI3. byt 6i3re ci3/iH HeHi
OeliHenereHini3/i )KoHEe OHBIH Ci3 YUIIH KaH/Jail MaFbIHaFa ne eKeHiH 3epTTeyre
KemekTeceni."

S: Ci3 mynna ne KOPECI3?

Ocnl hoTocypeTTe He OCHHEICHTeHIH CUTIATTaHbI3.

Ci3 oChI KECKIH/IE HEeHI TYCIpy/li MaKcaT eTTiHi3?

H: Mynaa IHBIHABIFBIH/IA HE BOJIYIA?

Byt cyperTi TycipreH ke3jie He O0JbIT KaTThi?

By ¢porocyperTiH apThIHAAFBI OKKFa Heae?

O: Bya BI3JAIH OMIPIMI3TE / CI3AIH OKYBIHBI3FA KAJIAM
BAWJIAHBICTBI?

Byt cyper skeKkeneHIipiIreH OKYMEH Ci3]IiH jKeKe TOKIpuOeHi3re Kaiai
OailTaHbICTHI?

byt poTtocyper ockl opTana ci3iH OKYIIbI PETiHETT KACHESTTEePIHI3 I Kaai
KepceTedi?

W: Here 0y :karnaii, mocesie Hemece Hoican OPHAJIFAH?

Here 6yn ci3nin oKy ToxipubeHi3 iy O61p Oeiri aemn oiianchiz?

Kannait gpakropnap Oyi1 skaraisl, aKbIpyAbl HEMECE TaObICThI MYMKIH €Teal?

E: Bya 6i3ni JKAHA TYCIHIK apkbuibt KYKBIKTAHABIPYBI KAJTAM?

byn ¢oTocyper xekeneH1ipuireH oKyaa HeHiH *KYMBbIC ICTEHTIHIH HEMeCe
ICTEeMENTIHIH 0i3re He yipeTemi?

byn toxipubeni TyciHy ci3re Hemece 0acka OKyIIbUIapFa Kajail kemekTece11?

D: Bi3 6ya typaast HE ICTEH AJIAMBI3?

OchIHBIH HET131H/Ie C13 YILIiH HeMece 0acKa OKYIIbUIap YIIiH TIXipuOeH1 )KakcapTy

YILiH He icTeyre 0onabi?
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Byn ¢orocyperTe kepceTiareHre KaTbICThI Ci31H UACaIIbl CLICHAPUiHI3 KaHai?

Byn cyx6atrap ci3lliH KYHAETIKTI OKY TOXKIpUOEIepiHi3IeH TaKbIPIITAPIbI
TEPEHIPEK 3epTTeyre KoHEe alKbIHIayFa OaFrbITTaIFaH, 3ePTTEy CYpaKTapblHA KaTHICTHI
CI3]IIH Ke3KapacTapbIHbI3 OCH TYCIHIKTEMEJEePiHi3l TEPCHIPEK TYCIHYTE BIKIAT eTeIl.
Ci3giH yleciHi3 Ka3aKCTaH IbIK MHTEIUICKTYAJJIbl MEKTEITePACTI JAPBIH]IBI OKYIIBLIAPIBIH
KEKEJICHIIPUIreH OKY TXKipuOeCiH TyCiHy yiuiH ete KyHabl. OChl 3epTTeyre

KaThICKAHBIHBI3 YIIIH PaxMeT.
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IMPOTOKOJI UHTEPBbBIO

ean uccaenoBanusi:
[{enb faHHOTO UCCIEI0BAHUS — U3YUYUTh YHUKAJIBHBIN OIBIT OAPEHHBIX YUALIUXCS B
YCIIOBUSIX IIEPCOHATIM3NPOBAHHOIO O0yUEHHS B MHTEIUIEKTYyalbHbIX 1IKoJax KasaxcraHa, ¢
UCIIOJIB30BAHUEM XYI0KECTBEHHOT' O, TAPTUCUIIATUBHOTO UCCIIEN0BATEIBCKOrO MOAX01a —
photovoice — B coyeTannu ¢ NOIYCTPYKTYPUPOBAaHHBIM UHTEPBBIO. MBI CTpEeMUMCS
ri1y0Ke MOHATH BAIllM JIMYHBIE B3TJIS/IbI U OTIBIT, CBSI3aHHBIE C BAIIUM y4EOHBIM IyTEM.

IIpopo1KNTEILHOCTH HHTEPBBIO:
Hame nunrepssio ceroans 3aiiMeér npumepHo 45—-60 MunyT. B Teuenue 3Toro BpeMeHu Mbl
obcynum otorpaduu, KOTOPhIC BB ¢aenand, ucronb3ys meroauky SHOWED (Wang &
Burris, 1997), kotopast OyaeT HalpaBJIATh HaIlly Oeceny.

Coriiacue Ha 3aIIMCh:
Be1 yoxe 3anonHuam GpopmMy cornacus, rie yka3aju, pa3pelaere Jid Bbl ayI103aM1ch
Hatueil Oecenpl. [lepen HauanoM Xouy yTOUHUTH: Bbl BCE €IIE COIVIACHBI, YUTOOBI 5
3aMKChIBaNl HAllle UHTEPBBIO?

Ecam na: Cnacub6o! IToxanyiicra, naiite 3HaTh B JTF000H MOMEHT, €CITU BBI
3aXOTHUTE, YTOOBI 1 BBIKJIIOUMII 3aIIMCh WM HE (PUKCUPOBAJI KaKHe-TO BalIH CIIOBA.

Ecau Her: Criacu6o, 4to cooOmuin. S 6yay BecTu noApoOHbIe 3aIIMCH BPYUHYIO.

Bonpocel 1 coMHeHus:
EcTb 511 y Bac Kakue-TO BOIIPOCHI MJIM COMHEHUS NIEPE]] Ha4aJloOM UHTEPBHIO?
[Toxanyiicta, He cTecHsIHTeCh OOCYIUTh BCE, YTO CUUTAETE BasKHBIM.

OTkpsbITOC O01ICHHE:
[TomHuTE, 4TO Balle yyacTHe sBJsieTcs 100poBonbHBIM. Ecii Bam Oyznet HekoM(OpTHO

OTBEYaTh HA KaKOM-TO BOIIPOC, BBl MOKCTEC MMPOMYCTHUTD €TI0, U MBI HCpCﬁI{éM JaJIbIIIC.
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Ecnu BBl 3aX0THTE MPEKPATUTh UHTEPBBIO B 000 MOMEHT — IPOCTO CKaKUTE MHE 00

9TOM.

Metonuka SHOWED

BerynurenbHoe C10BO HCCIe0BaTeNs:
«Cnacu60, yto BeiOpanu cBou ¢ororpaduu. MHE 04eHb HHTEPECHO Y3HATH O BallleM
ombIiTe. MBI Oyem o0cyxaaTh Kaxaoe (poTo, HCIONb3ysl CTPYKTYPY O/ Ha3BaHUEM
SHOWED. Ona nmomosxeT HaM TiTy0>ke UCCIIeN0BaTh, YTO MMEHHO BbI 3a()MKCUPOBAIN U
KaKO€ 9TO UMEET 3HAYCHHUE IS BaCH.

S (See) — Uro BBI 31€CH BUAUTE?

Onummre, uto n300pakeHo Ha 3Tol (hoTorpadum.

Uto BBI XOTEJH 3aMe4aTieTh Ha 9TOM CHUMKE?

H (Happening) — YUro Ha camoM JeJie 31eCh NPOUCXOAUT?

UTo mpoucxoamnao B MOMEHT ChEMKH?

Kaxkast ucropust crout 3a 31oit potorpadueii?

O (Our lives) — Kak 3To cBsi3aHO ¢ Hallleil KU3HBIO / BAIIUM 00yueHueM?

Kak 310 n300pakeHre CBA3aHO C BAIIUM JIMYHBIM OIIBITOM TTIEPCOHATN3UPOBAHHOTO
00yueHus?

Uro sta poTorpadus nokaspiBaeT 0 Bac Kak 00 y4eHUKE B 3TOH cpene?

W (Why) — Ilouemy 3Ta cutyanusi, npodjieMa Win ycnex cyuecrByoT?

[Touemy, 1Mo BameMy MHEHHIO, 3TO SBISIETCS YaCThIO BaIIEro y4eOHOTO OrbITa?

Kaxkue haxTophl nemaroT BO3MOKHON ATy CUTYAITUIO, TPYTHOCTH WIIH TOCTHIKCHHUE?

E (Empower) — Kak 3T0 MO3KeT 1aTh HAM HOBBI€ CHJIbI H IOHUMAaHue?

Yemy o1a poTorpadusi MoKeT HaC HAYUUTh O TOM, YTO paboTaeT Uiu He paboTaeT

B MIEPCOHATM3UPOBAHHOM 00yUeHUN?
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Kak moHrMaH#e 3TOTrO OIbITa MOXKET TIOMOYb BaM WJIM JPYTUM YUCHUKaM?

D (Do) — UTo MBI MOKEM € ITHM CAeJIaATh?

UTo MOKHO c/IeNIaTh JUIs YAYYIICHHUS OIbITa MePCOHATN3UPOBAHHOTO 00YICHHUS
JUTSL BaC WJIH IPYTUX YUCHUKOB?

Kakoii Bai ujieanbHbIi BapuaHT CUTYaINH, H300paxEHHOI Ha (HoTO?

3akiouenue:
3TI/I I/IHTCpBI)IO HaHpaBJICHI)I Ha TO, I-ITO61-)I FHy6)I(€ HUcciaeaoBaTbh U BBIIBUTH OCHOBHBIC
TEMBI U3 BALICTO ITOBCCIHCBHOI'O yT-Ie6HOFO OIIbITA, @ TAKXKE€ IIOHATH Ballll B3IJIAABI U
HaOJIIOZICHUSI B KOHTEKCTE MCCIIeIOBATEIBCKUX BOITPOCOB. Bair Bkitan 6ecrieneH st
MOHMMAaHHMS OTIBITAa OIAPEHHBIX YYAIIMXCS B YCIOBHIX EPCOHAIM3UPOBAHHOTO O0yUCHHS
B Ka3aXCTAaHCKHUX I/IHTGJIJICKTyaJH)HI)IX IIKOJIax.

Cnacu6o0 3a yyactue B UccieJ0BaHHN !
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Appendix D: Gatekeeper letter

Subject: Request for Permission to Conduct Research on Students’ Experiences
with Personalized Learning in Intellectual Schools in Kazakhstan: An Exploratory
Photovoice Study.

Dear NIS principal,

My name is Aizat Kabakova, and | am a student of MSc Educational Leadership of
Inclusive Education program at Nazarbayev University. As part of MSc program
requirements, I am interested in conducting research focusing on students’ experiences
with personalized learning in an Intellectual School, and I am scheduled to collect data for
my research between November and December 2025.

To support the school's commitment to innovative, equitable education, | believe
we should examine students' experiences with personalized learning. This exploration will
reveal the program'’s effectiveness, key success factors, and final impact on student
outcomes.

I kindly request your support and permission to allow me to interact with students
who are over 18 years) from Nazarbayev Intellectual School. NIS was selected for this
study due to its renowned commitment to educational innovation and its explicit focus on
personalized learning approaches. As a leader in implementing modern pedagogical
frameworks, NIS provides a unique and ideal context to investigate the student experience
in a setting designed for individualized growth.

The purpose of this research is to gain a deeper understanding of how students at
Nazarbayev Intellectual School experience personalized learning models and the impact of
these models on their academic engagement and personal development. Specifically, | aim

to explore their narratives and lived experiences regarding the customization of their
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learning journey, as well as their perspectives on the opportunities and challenges
that arise within this innovative educational environment.

The research will employ the photovoice method with a select group of students at
NIS. This will involve students taking photographs to document their experiences, which
will then be discussed in subsequent semi-structured interviews.

Students’ participation in the study will be voluntary, and their responses will be
kept confidential and anonymized to ensure privacy and confidentiality.

| believe that this research will provide valuable insights into the effectiveness of
personalized learning models in a pioneering educational context. The findings from this
study can inform educational policies, curriculum development, and the design of more
effective and equitable student support systems.

Thank you for considering my request. I look forward to your favorable response.

Sincerely,

Aizat Kabakova,

M.Sc. Educational Leadership in Inclusive Education

Graduate School of Education

Nazarbayev University
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TaxpipbiObl: KazakcTaHgarbl 3USTKEPITIK MEKTENTEPIE OKYIIBLTAPIBIH
nepOecTeHIiplIreH OKbITY TaKiprOeci: gporomanen (Photovoice) saicine Heriznenrex
3epTTeY KYPri3yre pyKkcaT cypay

Kyp™meTTi nupextop MbIp3a,

Memnin ateiMm — Aizat KabakoBa, men Hazap6aeB ynuBepcuretinig binim 6epyxai
Oackapy callaChIHBIH FHUIBIM MAarucTpi OaraapiaMachlHbIH CTYICHTIMIH. barmapiama
TaJlanTapbeIHbIH Oip Oeuniri petinne KazakcTanmarbl 3UATKEPIIiK MEKTENTE OKYIIBUIAP IBIH
nepOecTeHIIPUITeH OKBITY TOKIPHOECIH 3epTTey i xKocnapiarn OTBIPMBIH. 3epTTey YIIiH
nepexrepai 2025 KbUIIBIH Kapalra—KeJITOKCaH aliiapbl apasibIFbIHIA KUHAY Bl KO3JIeTT
OTBIPMBIH.

MeKTenTiH HTHHOBAIMSUIBIK 9pi TeH KOJDKETIMAL OlmiM Oepyre JereH YMTBUIBICHIH
KOJIJIay MaKCaThIH/Ia, OKYIIBUIAPIBIH 1epOeCTEHAIPIITECH OKBITY TOKIPHOECIH 3epTTey
KQKET JIeN cCaHaMbIH. MyHIaii 3epTTey OaraapiaMaHbIH THIMIUTITIH, TAOBICTBIH HET13T1
(dakTopIapbIH )KOHE OKYIIBLIAPIBIH HOTHKEIIEPIHE TUTI13€TIH TYNKUTIKTI BIKIATBIH
alKpIHJIayFa MYMKIHIIK Oepei.

Ciznen Hazap6aeB 3usarkepiik MekTeOiHiH 18 jxacTan ackaH OKyIIbIIapbIMEH
JKYMBIC JKacayFa KoJIJJay KOpCeTil, pyKcaT OepyiHi3Al KypMeTIeH cypailMbIH. byt 3eprrey
yurin H3M-HiH Tannany ce6e61 — oHbIH OUTiM Oepy/ieri MHHOBAIMsJIapFa alphIKIIa MoH
OepeTiHIr KoHe JepOeCTeHIIPIITeH OKBITY TOCUIepiHe Oaca Ha3ap ayJapaThbiH/IbIFbI.
3amaHayH MearoruKaiblK YATUIEp Il eHTi3yae kemobacibl 6obin caHanatsiH H3M,
OKYIIBLIAp TOXKIPUOECIH 3epTTEyre apHaJIFaH JapajlaHyFa HeT13/IeJITeH epeKIIe opi
KOJIaMJIbl OpTa YCBIHAJIBI.

byn 3eprreynin makcaTel — Hazap6aeB 3usTkepiik MEKTe01 OKYIIbUTAPBIHBIH
JepOeCTeHIIPIITEH OKBITY YATUIEPIH KaJlail KaOBLIANTHIHBIH KOHE OJIapIbIH

aKaJeMUSUIBIK OJICeHUIIr MEH JKeKe JaMybIHa TUT13€TiH bIKNAIbIH TEPEHIPEK TYCIHY.
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Aran aifTKaHaa, MEH OKYIIBUIAPIBIH 03 OKY KOJIBIH KEKEICHIIPYTe KaThICThI SHrIMenepi
MEH IIIBIHAWBI TOKIPUOETEPiH, COHIali-aK 0Chl HHHOBAIIUSIIBIK O11iM Oepy OpTachiHIa
TYBIHIAUTBIH MYMKIHAIKTEp MEH KUBIHBIKTAapFa OaillaHBICTBl KO3KapacTaphlH 3€PTTEY/I1
KO3JIeHMIH.

3eprrey Hazapb6aeB 3usitkepiik MekTeOiHIH Oenriii 0ip TOOBI OKYIIBIIAPBIMEH
doTomonen 9aiciH KOJIJaHy apKbUTbI )KY3€Te achIpbUIaAbl. byJ yaepicTe oKymbuiap o3
Toxipudenepin OeliHeneiTin GpoTocyperrep Tycipei, Keiin onap xKapThlUiai
KYpBUTBIMJIANIFaH Cyx0aTTapaa TaJlKbUIaHA/IbI.

3epTTeyre OKyIbUIAPIbIH KaTBICYbI €piKTi 00J1a/bl, all OJIapIbIH JKayarTapbl KYITUs
CaKTAaJIBIN, aHOHUM/JICHIpisieai. by omappH nepeKTepiHiH KYIsUIBIFbl MEH
KYTVSUTBIIBIFBIH KAMTAMAaChI3 €Ty YIIIH Kacaiabl.

MeHniH oifpimIa, OyJ1 3epTTey AepOSCTEHIIPIITeH OKBITY YATUIepiHiH THIMAUTIITIH
YKaHAIIBUT O11iM Oepy >kaFmaiibiHaa Oaranayra KyH/IbI MasiMeTTep Oepeni. 3epTrey
HOTIDKETIepi OiriM Oepy casicaThlH KETUAIpyTe, OKy OaraapiaMaliapblH 31pJieyre KoHe
aHaFYPJIBIM TUIMJI1 9p1 /I CTYAEHTTEP 11 KOJIJIAy JKYyHeIepiH KypyFa Yiec Koca ajlajbl.

OTIHIMIM/II KapacThIPFaHBIHbI3 YIIH alfbic aiTaMbiH. Ci3/1H OH MIEUTIMIHI3I1
achlfa KYTEMIH.

Kypwmernen,

Atizat Kabakosa,

binim Gepyni 6ackapy calachIHBIH FBUIBIM MarucTpi

Koraps! 611im O6epy MekTeO1

Hazap6aeB ynuBepcuteTi
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Tema: 3anpoc Ha pa3pelieHre MPOBEICHUS UCCICIOBAHUS 00 OMBITE YUAIIUXCS C
MEePCOHATU3UPOBAHHBIM 00YYCHHEM B MHTEIUIEKTYalbHBIX IKoJax Ka3axcraHa:
Hccnenoanue meronom dororoioca.

YBaxaewmsiii aupexrop HUII!

Memns 30ByT AitzaT KaGakoBa, s SIBISIOCH CTYJICHTOM MPOrpaMMbl Maructp Hayk B
oOnactu ynpasieHus oopasoBanueM B Hazap6aeB ynuBepcurere. B pamkax tpeboBanuit
MOEH IPOrpaMMBbl 51 3aMHTEPECOBAHA B MPOBEICHUN UCCIEAOBAHUS, TOCBIIIEHHOTO OIBITY
CTYJEHTOB B 00JIaCTH EPCOHATU3UPOBAHHOIO 00yueHus B MHTemekTyanpHOM mIKoJIe.
COop maHHBIX TSl KCCIICIOBAHUS 3aIUTAHUPOBAH Ha TIEPUOJ ¢ HOSIOps 10 Aekaopp 2025
roja.

B noanepsxky cTpemieHus IKOJIbl K MHHOBAIIMOHHOMY U CIIPABEIJTUBOMY
00pa3oBaHMIO, 51 CYUTAI0 HEOOXOAUMBIM U3yYUTh OMBIT CTYICHTOB C
NEePCOHAIN3UPOBAHHBIM 00yueHrneM. Takoe uccieioBaHue 03BOJIUT BBISIBUTh
3¢ (HEeKTHBHOCTH TPOTPAMMBI, KITFOUYEBBIC ()aKTOPHI yCIieXa U €€ KOHEUHOE BIIMSIHUC Ha
pe3yNbTaThl CTYIEHTOB.

A npomry Bac o noaaepxke u pa3penieHuH B3auMOIeHCTBOBATh CO CTY/I€HTaMuU
Hazap6aes UnTemnekryansHo# mkoibl, focturmmmu 18 ner. HUIL Obuta BeiOpana amst
JTAHHOTO MCCleIoBaHus O1aroaapsi CBoel MpU3HAaHHOW PUBEPKEHHOCTH
00pa3oBaTelbHBIM HHHOBALIUSIM M 0COOOMY BHUMAHHIO K MEPCOHATM3UPOBAHHBIM
noaxoAaM B OOy4eHHH. SABISACH TUIEPOM B peaTH3allii COBPEMEHHBIX MEIarornYeCcKux
moaenei, HUILI npencraBnser co60i yHUKATBHBIN M ONTUMAIbHBINA KOHTEKCT TSI
M3Yy4YEHUS CTYICHUYECKOTO OIBITA B YCIOBUAX, CIICITUATBLHO CO3TaHHBIX JJIS
WHIUBUTYAIbHOTO Pa3BUTHSI.

[{enb nanHOTO HCcenoBaHUs — Oosiee TiTyO0OKOoe MOHUMaHUE TOT0, KaK CTYIASHTHI

Hazap6aeB MHTemIeKkTyanbHOM MIKOJIbI BOCIPUHUMAIOT MOJIENIH MTEPCOHATU3UPOBAHHOTO
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00y4YeHHS U KaK 3TU MOJENH BIUAIOT Ha UX aKaJEeMUYECKYIO BOBICUEHHOCTh U
JMYHOCTHOE pa3BUTHE. B yacTHOCTH, 51 HAMEpEHA UCCIIEI0BaTh UX paccKasbl U
YKU3HEHHBIN OIBIT, CBSI3aHHbIE C MHAMBUAYyAIU3alUEN yueOHOIO IyTH, a TAKXKE UX
B3IJI511b HA BO3MOXKHOCTHU M BBI30BbI, BOSHUKAIOLIUE B YCIOBUSAX MHHOBALMOHHOMN
00pa30BaTeNbHOM Cpebl.

B pamkax uccienoBanus OyeT IPUMEHITHCSA METO (DOTOTOJIOC € yHacTHEM
BbIOpaHHoO# rpymimsl ctyaentoB HUILL. Oto npeamnonaraer, 4To CTYACHTHI OYAYT JeaTh
dororpaduu, pUKCHpyIOIIHE UX OMBIT, KOTOPHIE 3aTeM OyIyT 00CYKAATHCS B XOJ1€
MOCIEAYIOLUX MOIYCTPYKTYPUPOBAHHBIX HHTEPBbIO.

VYyacTe CTyJeHTOB B HCCIIEJOBAaHUH OyIeT TOOPOBOJIBHBIM, a UX OTBETHI OYAYT
00e31MueHBl ¥ KOH(PUACHIINATBHBI 17151 00€CIIeYEeHUS TTOJHOM 3alUThI IMYHBIX TAHHBIX.

51 ybexneHa, 4To JTaHHOE MCCIIeIOBaHNE TIPEOCTABHUT IICHHBIE CBEICHUS 00
3P PEKTUBHOCTH MOJIeNIeH TIEpPCOHANTU3UPOBAHHOTO 00yYEHHSI B ”HHOBALIMOHHOM
00pa3oBaTebHOM KOHTEKCTE. Pe3ynbraTel paboThl MOTYT OBITH MTOJIE3HBI AJIS
COBEPLIECHCTBOBAHUS 00pa30BaTEIbHOM MOJUTUKH, pa3paboTKN yUEOHBIX IPOrpaMM, a
TaKKe co3/anus 0osee 3hPEKTUBHBIX U CIIPABEAJIUBBIX CUCTEM MOIEPKKH CTYIEHTOB.

bnaronapro 3a paccmorpeHue moero 3anpoca. C HereprieHueM xay Bamero
MOJIO)KUTEIBHOIO OTBETA.

C yBaxxeHuewM,

Atizat Kabakosa,
Maructp Hayk B 00acTu ympasieHus 00pa30BaHHEM
Bricmias mkona oOpa3zoBaHus

Hazap6aeB ynuBepcutet
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Appendix E: Data Analysis — Coding Samples

Category

Themes

Quotations

RQL1: Perceptions
and Value of PL

Trust

Earned autonomy

"I took this photo when I went to the National
Museum of Kazakhstan... | was allowed to take
personal learning. | was free from lessons like
physical education or some other subjects... | had a
two or three-hour break, and I just went there."
(Participant 3)

"The main reason is because my GPA was good.
And they knew that | could learn on my own."
(Participant 3)

Anxiety of
revocation

"I was constantly anxious about what if | don't visit
the lesson and | miss something and the teacher
didn't explain me something they did in the class,
and then I'm going to fail and my privileges of
personalised learning will be revoked." (Participant
6)

Gatekeeping

"I know some kids who don't receive personalized
learning because their teachers don't trust them. And

they say like, 'no, you should attend classes.
(Participant 3)

Academic Freedom

Escaping the
academic circle

"l think personalized learning actually bought me a
lot of time to really dive deep into this project as in
our school the curriculum is not very challenging
but pretty demanding. It requires a lot of time."
(Participant 1)
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Category

Themes

Quotations

Time benefits

"l felt like I was Hermione from Harry Potter,
because remember in that film she had a thing, an
artefact, that allowed her to be in different places at
the same time. So | felt like that. Once | was at
school and then I went to the Samsung classes."
(Participant 3)

Risk of freedom

"In this context personalized learning probably
might negatively affect some individuals because
some people tend to procrastinate or spend their
time ineffectively in the time of their personalized
learning." (Participant 1)

RQ2: Academic,
Cognitive, and
Affective Benefits

Cognitive
Transformation

Knowledge
construction

"Actually, I really like to do notes... because I try to
formulate some difficult ideas in a very simple way,
and also I do some sketches of things that | study,
and that's why it is more easier for me to understand
it." (Participant 2)

"When you present something, you understand
more because you should explain something
difficult through your own words." (Participant 2)

Responsibility

"I really liked the opportunity that | could opt out
from the group work and work individually because
it makes me feel more focused and more
responsible for the work 1 do because I don't have
the opportunity to blame someone or something. It's
only my sole responsibility." (Participant 6)
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Category

Themes

Quotations

Amplification
effect

"Not everyone knows how to do that, not everyone
has their intrinsic motivation to study. Maybe
someone who is lucky enough to get personalized
learning, will just scroll TikTok or Instagram,
which is kind of useless.” (Participant 4)

Strategic
Specialization

Professional
identity

"Programming really requires at least three or four
hours a day to reach at least more or less good
results, and I think if we have the schedule in 11th
grade, it is pretty much impossible to study
programming and do excellent in school."
(Participant 4)

Gaps

"I regret it a little bit because we don't have
structured material. | couldn't understand topics on
physics because we had something wrong with our
learning objectives. And I didn't know that we
started to learn something new from 12th grade."”
(Participant 4)

Affective Well-
Being

Strategic
switching

"As the process of PL requires a lot of independent
work can become repetitive and can exhaust you if
you don't rest well. And from this picture | wanted
to demonstrate how you can keep the balance
between your mental health and your work. In this
photo I'm playing dombyra to relax a bit and to
reinforce myself to continue to learn." (Participant
1)
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Category

Themes

Quotations

Neurodivergent
accommodation

"I was losing when it was super loud and there was
too much unnecessary information. | lose focus
completely and I'm starting to get overstimulated
because my brain is getting too much information
that cannot be classified... | felt super
overstimulated in the classrooms. And when | took
a personalised learning, it improved a lot. It was so
much better to study separately alone.” (Participant
6)

RQ3: Systemic
Barriers

Digital Library
Vacuum

Curation
challenges

"I think it was not very convenient to go through all
the presentations, because we usually have, for one
unit, or just for one week, a bunch of presentations
with a bunch of slides that are not even necessary.
And | think, for me, it is a matter of compilation of
information, not necessarily learning.” (Participant
4)

Curated materials

"What will work is the already structured and
organized material, not the book, not all the
unimportant storytelling, just cheat sheets, cheat
sheets, and that's all. And I think it is what will
work, at least for me." (Participant 4)

Institutional
responsibility

"l think it is really good to record all the lessons
online... just picking one of the best teachers, for
example, in math or physics, will save me a lot of
time." (Participant 4)




