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Abstract
Curriculum Internationalization and National Identity: A Quantitative Study on the
Perceived Impact of the IB Curriculum in Kazakhstani Schools

This study examines how the International Baccalaureate (IB) curriculum is perceived in
relation to national identity in Kazakhstan, with a particular focus on civic and ethnic identity
dimensions. Situated within the broader context of curriculum internationalization and post-
Soviet nation-building, the study addresses the tension between global educational
frameworks and state-driven identity priorities. Adopting a quantitative, non-experimental,
cross-sectional survey design, data were collected from 114 educational stakeholders across
IB schools in Kazakhstan. The study utilized validated instruments to measure civic and
ethnic identity alongside perceptions of 1B curriculum implementation and related school-
and classroom-level practices. Descriptive and inferential statistical analyses, including
correlation, t-tests, and ANOVA, were conducted to examine patterns and differences across
demographic groups. The findings indicate that the IB curriculum is generally perceived to be
associated with stronger civic identity, particularly through its emphasis on global
citizenship, critical thinking, and intercultural understanding. In contrast, its relationship with
ethnic identity appears weaker and less consistent, with concerns related to the
marginalization of local language, culture, and historical narratives. The results also highlight
the central role of teacher mediation and school-level practices in shaping how global
curricular principles are interpreted and adapted within local contexts. This study contributes
to the literature by providing empirical evidence from a post-Soviet context, demonstrating
that the relationship between international curricula and national identity is not uniform but
mediated through implementation processes. The findings point to a structural misalignment
between policy objectives and curriculum practice, highlighting the need for more deliberate

and systematic approaches to curriculum localization.
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Axparna
XanbIKapaJbIK OKY 0aFaapjaMachl ;KoHe YITTBIK Oipereiiik: Kazakcran
MekTenTepingeri XanbikapaJjasiK bakanaspuar (XB) 6arnapiiaMacbhbiHbIH BIKNAJIBIH
Ka0bL11ay 00MBIHIIA CAHABIK 3ePTTEY

byn 3eprrey Kazakcrangars Xansikapansik bakanaspuat (Xb) oKy OarmapiaMachIHBIH
WITTHIK OipereisikneH Kanai OaiaHpIcTa KaObUIIAaHATHIHBIH KAPacThIPaIbl, a3aMaTThIK
KOHE ITHUKAJBIK OipereiIik ememMaepine 6acTel Ha3ap ayJapbuiaibl. 3epTTey
XaJIBIKApaIIbIK O11iM Oepy KoHE MOCTKEHECTIK MEMIIEKETTEPET] YT KaJIbIITACTHIPY
YyAepicTepi KOHTEKCTIHE KYPTi3iiil, xahanasik 611iM Oepy MOJenbaepi MEH MEMJICKETTIK
OlpereisTik casicaTTapbl apachIHIAFbl ITUEICHICTI TAANWIbl. 3€PTTEY CaHIBIK,
AKCTIEPUMEHTTIK eMec, KoJIeHeH (cross-sectional) cayariHama nu3aiHbl HET131HIE JKY3€re
acelpelbl. Jlepextep Kasakcrannarel Xb Mekrenrepinae xymsbic icteltin 114 Oimim Oepy
CaJIaChIHBIH OKIICPIHCH JKUHABL. 3ePTTEY/Ie a3aMaTThIK KOHE dTHUKAJIBIK O1peTeiKTI
eJIIIIeyre apHaJIFaH TEKCEPUITeH Kypayiaap, conaai-axk IB OarmapiamMachIHBIH Ky3ere
acChIPBUIYbIHA KOHE MEKTEI MEH ChIHBIN JIEHIeiliHer1 TaKipuOenepre KaThICThI

Ka6mn)1aynap)151 aHBIKTaﬁTLIH IKajgajap KOJJaHblIIbI. MSJ’IiMeTTep cHUIIaTTaMaJbIK XOHEC

MH(EPEeHIMSUTBIK CTATUCTUKANBIK 9JIiCTEep apKbUIbI (Koppesiius, t-tect, ANOVA) Tanmanbl.

Hormxkenep Xb 6armapiamMachIHBIH a3aMaTTHIK OlpereimikiieH oy OaiiylaHbICcTa
KaOBLITaHATHIHBIH KOPCETE N, acipece xahaHIbIK a3aMaTThIK, CBIHU OMJIay JKOHE
MOJICHHETapaJIbIK TYCIHICTIKKE 0aCBIMIBIK O€py apKbLIbl. AJl STHUKAJIBIK O1peTeisTiKneH
OaltTaHBICHI QJICI3 9pi OIpKeIKi eMec OOJBI MIBIKTHI, OYJI )KePTiTIKTI TiJl, MOACHHUET JKOHE
TapyuXu Ma3MYHHBIH JKETKITIKCi3 KOpiHiC TaOybIHA KATHICTHI aJaHAayIbUIBIKTAPMEH
OaiinanpIcThl. COHBIMEH KaTap, 3epTTey HOTIXKEIEPl MyFaTiMICPIiH JSIAAIBIK POTi MEH
MEKTEeN JCHreHiHAeT1 ToKIprOenepaiH menTyIT MaHbI3bIH KOPCETT1, OUTKEHI 191 OCHI

neHreiine xahanIbIK 0Ky Ma3MYHBI KEPriliKTI KOHTeKCKe OeriMIene.



By 3epTTey oneOueTke MOCTKEHECTIK KOHTEKCTEH ASMITMPUKAIIBIK JIJIEIIep KENATipy apKbUIbI
yJ1ec Kocazsl, OyJ1 XanbIKapajblK OKy OaFapiaMaiapbl MEH YITTHIK COWKECTIK apachlHIaFbl
OaiinaHpIC OIpKeNKi emMec, KepiCiHIIIe €HTi3y MPoIecTepl apKbUIbI XKY3€Te achIPbUIATHIHBIH
kepcereni. Hotmkenep 6isiM Oepy casicaTbl MEH OKY OaFmapiiaMaiapblH OehimMaeyae xKyiemni
KOHE MAKCATThI JOKAJIH3AIHS TOCUIACPIHIH KOKETTUIIT1H allKbIHIaNIbI.

Kinm coe30ep: oKy OarnapiiaMachbiHBIH HHTEPHAIIMOHAIIAHYBI; YITTHIK O1pereTKTIH
KaJIBIITACYbl; a3aMATTHIK JKOHE STHUKAJBIK Oipereiik; Xanpikapanblk Oakanaspuar (IB);
»ahaHBIK a3aMaTTHIK O1TIM Oepy; OKY OarqapiaMachiH JIOKATU3aIusIay; MyFaTIMHIH

JENIANABIK Pell; cascaT IeH MPAKTUKA apachIHAAFbl COMKECCI3IIK.
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AHHoOTanUA
MexayHapoaHbie yueOHbIe IPOrpaMMbl H HAMOHAJIbHAS HIEHTHYHOCTh:
KOJIMYEeCTBEHHOE HUCCJIe/I0BAHME BOCTIPUATHS BJAUSIHUSL NPOrpaMMbl MeKI1yHaApPOIHOr O
Bbakanaspuara (MB) B ka3aXCTaHCKHX HIKO0JIaX

JlaHHOE HCClleI0BaHHE pacCMaTPUBAET, Kak mporpaMma MexyHapoaHoro bakairaspuara
(MB) BociprHMMAaETCsl B KOHTEKCTE HAIlMOHAJIBHON uaeHTHYHOCTU B Kazaxcrane, ¢ 0coObIM
aKLIEHTOM Ha I'Pa)<IaHCKYIO U 3THUYECKYIO €€ cocTaBisitonye. Pabora BeIoNHEHa B paMKax
0oJiee MUPOKUX TUCKYCCHI 00 MHTEPHAMOHAIM3AIMHA 00pa30BaHMs U poIIeccax
HAIlUECTPOUTENBCTBA B IOCTCOBETCKUX CTPAaHAX, Il r100allbHble 00pa30BaTeIbHbBIE MOEIIN
COCYHIIECTBYIOT C TOCYAAPCTBEHHBIMH IPUOPUTETAMH YKPEIUICHNS HALIMOHAJIbHON
UJIEHTUYHOCTH. MccneqoBaHne OCHOBAHO HA KOJIMYECTBEHHOM, HEOKCIIEPUMEHTAIBHOM,
KpPOCC-CEKIIMOHHOM ONPOCHOM JAH3aiiHe. DMIUPUYECKHUE JaHHble OblIu coopans! y 114
y4acTHHUKOB (yuuTeneii), paboTaromux B mkojiax ¢ nporpammoii IB B Kazaxcrane. B
UCCJIeIOBAaHUH UCIIOJIb30BAIMCH BAIUIMPOBAHHBIE HHCTPYMEHTHI 1JIs1 U3MEPEHUS
TPKIAHCKOW M STHUYECKON UACHTUYHOCTH, a TAKXKE IIKAJIbI, OTPAXKAIOIINE BOCIIPUATHE
peanuzanuu nporpaMmsl IB 1 CBA3aHHBIX C HEW IIKOJIBHBIX U KJIIACCHBIX MPAKTUK. AHAIIN3
JAHHBIX TIPOBOJMIICS C TPUMEHEHUEM OMHCATEIbHON 1 MH(EepeHInaNbHON CTaTUCTUKH,
BKJIIOYasl KOPPEISIMOHHBIN aHaIu3, t-TecThl U 0JHO(PAKTOPHBINA AUCTIEPCUOHHBIN aHATU3
(ANOVA). Pe3yabTaThl OKa3bIBaIOT, 4TO porpamma IB B 11e10M BOCIIpUHUMAETCS KaK
CBsI3aHHAA ¢ 60JIee BHICOKUM YPOBHEM I'pa)1aHCKOW UACHTUYHOCTH, B YACTHOCTH 32 CUET
aKIIeHTa Ha I100aJIbHOM IPakJaHCTBE, KPUTHUECKOM MBIIUICHUH U MEXKYIbTYPHOM
B3anMOJIeHCTBUH. B TO ke Bpemst €€ CBsI3b C STHUUECKON NACHTUYHOCTBIO ABIAETCS Oolee
c1a0oil 1 HeOTHO3HAYHOM, UTO COMPOBOKIACTCS ONMACCHUSIMU OTHOCUTEIBHO HEJAOCTATOUHOM
MPEACTaBICHHOCTH JIOKAJIBHOTO S3bIKA, KYJIBTYpPbl 1 HCTOPUYECKOTO KOHTEKCcTa. Kpome Toro,

PE3YJIbTAThI HO,I[‘IépKI/IBaIOT KIIFOYCBYIO POJIb y‘II/ITeJIeﬁ H HIKOJIBHBIX IIPAKTHK B Ka4CCTBC



Xii
MOCPETHUKOB, Yepe3 KOTOPBIX TII00aIbHbIE 00pa30BaTEIbHBIC IPHUHIINATIBI
MHTEPIPETUPYIOTCA U aJalITUPYIOTCS K JIOKAaJIbHOMY KOHTEKCTY. McciieioBaHre BHOCUT
BKJIaJl B HAYYHYIO JUTEPATYPY, IPEAOCTABIIASL OMIIMPUUECKUE TAHHBIE U3 IIOCTCOBETCKOTO
KOHTEKCTa U IEMOHCTPUPYS, YTO CBA3b MEXKIY MEXKAYHAPOJHBIMU yUeOHBIMU IPOrpaMMaMu
Y HallMOHAJBHOUN MJCHTUYHOCTHIO HE SIBJISCTCS OAHOPOIHOM, @ ONOCPEIyeTCsl MPOLECCaMu
peanu3anyy Ha ypoBHE IIKOJBL. [loydeHHbIe pe3yapTaThl YKa3bIBalOT HA CTPYKTYpHOE
HCECOOTBETCTBUC MCIKAY IMOJIMTUYCCKUMH LCIIAMU U HpaKTHKOﬁ BHCAPCHUA U HOI[‘-IépKI/IBaIOT
HEOOXO0MMOCTh 00JI€e CHCTEMHOTO H LIEJICHANIPABICHHOTO ITOIX0/1a K JIOKAIH3aLuH
MEXTyHAPOJIHBIX 00pa30BaTEIbHBIX TPOTPAMM.
Kniouegule cnosa: nHTEpHAMOHAIN3ALNS y4eOHON TPOrpaMMBL; (POPMHUPOBAHHE
HaIII/IOHaJ'II)HOI\/’I HACHTUYHOCTHU, I'paXKaaHCKasd U STHHUYCCKAad WICHTUYHOCTD,
Me:xnynaponnbiii 0akanaBpuar (IB); o6pa3oBanue B 001acTH 17106aIbHOTO TPaKIaHCTBA;
JIOKaJM3aIysi yaeOHOM MpOorpaMMBbl; TIOCPEIHIYECKAs POJIb YUUTEIS; HECOOTBETCTBHE MEXTY

ITOJINTUKOM W MPAKTUKOM.
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Chapter 1: Introduction

This chapter establishes the rationale for examining how the International
Baccalaureate (IB) curriculum is perceived in relation to national identity in Kazakhstani
schools. The study is situated within broader debates on the internationalization of
education, where global curricular models promoting intercultural understanding and
global citizenship intersect with national priorities of civic cohesion and cultural
preservation.

The chapter begins by outlining the global expansion of international education,
with particular attention to the growth of the IB curriculum and its increasing adoption in
Kazakhstan. It highlights the tension between global citizenship frameworks and national
identity priorities, an issue that is especially pronounced in post-Soviet contexts where
nation-building and global integration occur simultaneously.

Building on this context, the chapter defines the research problem, emphasizing the
need to understand how educational stakeholders interpret the relationship between the 1B
curriculum and national identity. While national identity can be conceptualized through
multiple dimensions, including civic, ethnic, hybrid, and transnational forms, this study
focuses exclusively on civic and ethnic identity as the only empirically measured
dimensions, due to the fact that civic and ethnic identity are the most theoretically
established and policy-relevant dimensions of national identity in Kazakhstan.

Accordingly, the study examines stakeholders’ perceptions of civic and ethnic
identity and how these are associated with perceived IB curriculum implementation. The
chapter then presents the purpose of the study, formulates the research questions, and
explains the significance of the research for educational policy, curriculum development,

and academic discourse in comparative education and identity studies.



Background Information

Kazakhstan’s education system has undergone significant reform over the past
decade, driven by a strategic ambition to align with global standards and enhance
international competitiveness (Government of the Republic of Kazakhstan, 2025). A
central element of this reform agenda has been the increasing adoption of international
curricula, particularly the International Baccalaureate (IB), across both public and private
schools.

The 1B curriculum promotes international-mindedness, intercultural understanding,
and global citizenship, encouraging students to engage with diverse perspectives and
global issues (IB, 2021). These aims align with Kazakhstan’s broader aspirations for
global integration (President of the Republic of Kazakhstan, 2020). However, they also
introduce potential tensions within a national context where education plays a key role in
fostering civic cohesion, cultural continuity, and national identity.

This tension is particularly significant in post-Soviet contexts such as Kazakhstan,
where processes of nation-building continue alongside efforts toward globalization
(Seidikenova et al., 2020). Educational policy is expected to prepare students for
participation in a globalized world and to reinforce shared values, language, and cultural
identity. The introduction of international curricula therefore raises critical questions about
how global and national priorities are balanced within the education system.

Within this context, understanding how educational stakeholders interpret the
relationship between the IB curriculum and national identity becomes essential. While
international education is often associated with the development of global perspectives, its
implications for civic and ethnic identity within national contexts remain contested and

insufficiently explored, particularly in Kazakhstan.



Research Problem

The rapid internationalisation of education has led to the widespread adoption of
global curricula, with the International Baccalaureate (IB) emerging as a prominent model
across diverse national contexts. Designed to promote global citizenship, intercultural
understanding, and critical thinking, the IB is often positioned as a benchmark of
educational quality (Dervin & Yuan, 2023; Resnik, 2012). In Kazakhstan, its expansion
forms part of a broader state-driven effort to modernise the education system and align it
with global standards.

However, this shift occurs within a policy environment that simultaneously
prioritises national identity. Kazakhstan’s education system is expected to foster civic
cohesion, cultural continuity, and ethnic harmony, reflecting ongoing post-Soviet nation-
building objectives (Boman & Mussakhanova, 2024; Niyozov et al., 2020). This creates a
structural tension: while international curricula promote global orientations, national
policy frameworks emphasise the consolidation of a unified national identity.

Although the IB framework allows for contextual adaptation, concerns have been
raised regarding its cultural implications in transitional societies. Scholars argue that
international curricula, often grounded in Western epistemological traditions and delivered
primarily in English, may marginalise local languages, histories, and value systems
(Niyozov et al., 2020; Tan & Bibby, 2011). Others suggest that such curricula may
contribute to the emergence of hybrid or transnational forms of identity, which do not
always align with national identity priorities (Murray, 2008; Rizvi, 2009). This debate is
particularly relevant in Kazakhstan, where initiatives such as Mangilik El explicitly
position education as a tool for strengthening civic and cultural identity (Kurakbayev,

2026).



Despite these concerns, existing research has largely focused on student
experiences or higher education contexts, with limited empirical attention to school-level
implementation and the perspectives of key actors responsible for interpreting and
delivering the curriculum (Urkunova et al., 2025). In Kazakhstan, teachers play a central
role in mediating how global curricular principles are translated into local practice. Their
perceptions are therefore critical for understanding how identity-related tensions are
interpreted and negotiated within schools.

This study addresses this gap by examining how educational stakeholders perceive
the IB curriculum implementation national identity in Kazakhstan. Using a quantitative
survey design, the study focuses specifically on two measures of national identity
development: civic and ethnic identity. The study contributes to ongoing debates on
curriculum internationalisation and national identity by providing context-specific
evidence from a post-Soviet, multi-ethnic setting, while offering grounded insights into
how global and national priorities are interpreted within schools.

Purpose Statement

The purpose of this study is to examine how educators in Kazakhstan perceive the
International Baccalaureate (I1B) curriculum national identity, with a specific focus on civic
and ethnic identity dimensions. By focusing on the perspectives of stakeholders directly
involved in curriculum implementation, the study seeks to provide context-specific
evidence on how international curricula are interpreted in relation to national identity
priorities.

The study aims to explore whether perceptions of IB curriculum implementation,
such as global-mindedness, intercultural learning, and pedagogical practices, are

associated with variations in civic and ethnic identity. It also examines how these



perceptions differ across selected demographic characteristics, including professional role
and experience.

This study contributes to a more grounded understanding of how international
curricula are perceived within national education systems by addressing the limited
empirical evidence in the Kazakhstani school context. The findings are intended to inform
ongoing discussions on curriculum internationalization and national identity, particularly

in post-Soviet and multi-ethnic contexts.

Research Questions
For the purpose of this study, the following questions will be addressed:

1. How do educators in Kazakhstan perceive the influence of the IB curriculum
on the development of national identity, particularly in relation to civic and
ethnic identity dimensions?

2. How do stakeholder perceptions vary across demographic characteristics?

Definition of Terms/Variables

International Baccalaureate (IB) Curriculum refers to a globally recognized

educational framework designed to develop students’ intellectual, personal, emotional, and
social competencies in an increasingly interconnected world. It emphasizes international-
mindedness, intercultural understanding, and inquiry-based learning across its three main
programs: the Primary Years Programme (PYP), Middle Years Programme (MYP), and
Diploma Programme (DP) (International Baccalaureate Organization [IBO], 2020).

National Identity is conceptualized as a multidimensional construct reflecting an

individual’s sense of belonging to a nation. In this study, national identity is
operationalized through two primary dimensions: civic identity and ethnic identity

(Niyozov et al., 2020; Smith, 1991).



Civic identity refers to identification with a political community, grounded in
shared civic values, citizenship, rights and responsibilities, and commitment to national
unity (Yemini, 2017).

In this study, civic identity is measured through participants’ perceptions of how
the IB curriculum supports values such as civic responsibility, social participation, and
national cohesion.

Ethnic Identity refers to an individual’s sense of belonging to a particular cultural
or ethnic group, including attachment to language, traditions, and cultural heritage
(Umafia-Taylor et al., 2004).

In this study, ethnic identity is measured through perceptions of how the IB
curriculum supports or challenges the preservation of local culture, language, and
historical identity.

Hybrid Identity refers to identity orientations that extend beyond national

boundaries, shaped by global mobility, intercultural exposure, and participation in
international educational frameworks (Resnik, 2012).

In this study, hybrid identity is understood as the coexistence and interaction
between national and global identity elements within the IB learning environment;
however, it is not directly measured and is used only as a theoretical lens for interpreting
the findings.

Transnational Identity is an identity orientation characterized by multiple or

overlapping affiliations that transcend traditional nation-state boundaries, often shaped by
global mobility, exposure to international curricula, and engagement with diverse cultures

(Resnik, 2012).



In this study, transnational identity is conceptualized as a sense of global belonging
and identification beyond the nation-state; however, it is not directly measured and is
included only as part of the broader theoretical framework.

Curriculum Internationalization refers to the integration of international,

intercultural, and global dimensions into curriculum content, pedagogy, and institutional
practices (Knight, 2004).

In this study, it provides the broader conceptual framework within which the IB
curriculum is situated.

In this study, stakeholders are the primary unit of analysis, as the research focuses
on their perceptions of how the IB curriculum relates to identity formation within

educational settings.

Significance of the Study

This study contributes to the literature on curriculum internationalization and
national identity by providing empirical evidence from the perspective of educational
stakeholders in Kazakhstan.

First, it addresses a gap in the existing literature by examining how teachers
perceive the relationship between the International Baccalaureate (IB) curriculum and
national identity. While prior research has often focused on student experiences or higher
education contexts (Cai et al., 2025; Ganga & Masha, 2020; Piontkovska, 2017), less
attention has been given to the actors responsible for interpreting and implementing
international curricula at the school level. Through an explicit focus on these stakeholders,
the study highlights the level at which global curricular principles are actively mediated
and adapted.

Second, the study provides context-specific insight into how Kazakhstan navigates

the tension between global integration and nation-building within its education system.



Third, the findings contribute to ongoing discussions on education policy and
practice by offering indicative insights into how international curricula are perceived
within schools. These insights may be useful for educators when considering issues related
to curriculum adaptation, language use, and pedagogical approaches in internationally
oriented programmes.

Finally, the study extends comparative education research by providing evidence
from a post-Soviet, multi-ethnic context that remains underrepresented in the literature.
While the findings are context-specific, they may offer insights relevant to other education
systems facing similar tensions between global educational models and national identity
priorities.

Outline of the Thesis

This thesis is organized into six chapters. Chapter 1 (Introduction) introduces the
research topic by providing background on Kazakhstan’s educational reforms and the
internationalization of curriculum. It defines the research problem, outlines the purpose of
the study, presents the research questions, and explains the significance of the research.
Key concepts and variables guiding the study are also introduced. Chapter 2 (Literature
Review) critically examines existing scholarship on curriculum internationalization,
national identity, and the implementation of the International Baccalaureate (IB) in diverse
contexts, with particular attention to Kazakhstan. It presents the theoretical framework
underpinning the study, focusing on civic and ethnic identity as the primary analytical
dimensions, while situating the research within broader discussions of hybrid and
transnational identity. Chapter 3 (Methodology) outlines the research design, sampling
strategy, and data collection procedures. It explains the quantitative survey approach,
details the operationalization of variables, and describes the statistical techniques used for

data analysis. Ethical considerations guiding the research are also addressed. Chapter 4



(Findings) presents the results of the statistical analysis, including descriptive statistics,
correlation analyses, and group comparisons examining stakeholders’ perceptions of IB
curriculum implementation and their association with civic and ethnic identity. Chapter 5
(Discussion) interprets the findings in relation to the conceptual framework and existing
literature. It examines how the results contribute to understanding how IB curriculum
implementation is perceived in relation to civic and ethnic identity within the Kazakhstani
context. Finally, chapter 6 (Conclusion) summarizes the key findings of the study and
outlines their implications for policy discussions, educational practice, and future research.
It also addresses the limitations of the study and provides recommendations for further

investigation.

Chapter Summary

This chapter has established the foundation for examining the relationship between
curriculum internationalization and national identity in the context of Kazakhstani schools.
It has shown that the expansion of the International Baccalaureate (1B) curriculum occurs
within a policy environment characterized by a dual agenda: advancing global integration
while simultaneously strengthening civic cohesion and cultural continuity.

The chapter highlighted a central tension underlying this study while international
curricula promote global citizenship and intercultural competencies, national education
policies emphasize the consolidation of a shared national identity. Despite the growing
presence of the IB in Kazakhstan, there remains limited empirical evidence on how this
tension is interpreted and negotiated at the school level, particularly by those directly
responsible for implementing the curriculum.

In response to this gap, the chapter defined the research problem and articulated the
purpose of the study, focusing on stakeholders’ perceptions of the IB curriculum’s

influence on national identity formation, with particular emphasis on civic and ethnic
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identity as the primary measured dimensions. While hybrid and transnational identities are
acknowledged within the broader theoretical framework, they are not empirically
examined in this study. The research questions, key terms, and variables were also
clarified to ensure conceptual and analytical coherence.

Overall, this chapter positions the study within a broader theoretical and policy
context and establishes its relevance for both academic inquiry and educational practice.
The following chapters build on this foundation by examining the existing literature,

outlining the methodological approach, and presenting the empirical findings of the study.
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Chapter 2: Literature Review

This chapter critically reviews the scholarly literature on curriculum
internationalization and national identity formation, with a particular focus on international
schooling and the role of educators in shaping identity-related outcomes. It situates the
study within existing academic debates and establishes the conceptual and theoretical
foundations necessary for analyzing how the International Baccalaureate (1B) curriculum
is perceived to influence civic, ethnic, hybrid, and transnational identity dimensions in
Kazakhstani schools.

The chapter synthesizes both theoretical and empirical research on the global
expansion of education, the positioning of international curricula such as the IB, and their
sociocultural implications. Particular attention is given to ongoing debates surrounding
global citizenship, intercultural understanding, and national identity, especially within
post-Soviet contexts where processes of nation-building intersect with global integration
(Niyozov et al., 2020; Resnik, 2012). Engaging with these debates, the chapter identifies a
critical gap in the literature: the lack of quantitative, school-level studies examining
stakeholders’ perceptions of identity formation within internationalized curricula.

The chapter is organized into six sections. The first section, International Education
and the 1B Curriculum, outlines the global expansion of international curricula and
introduces the core principles of the IB framework. The second section, National Identity:
Conceptualization and Educational Implications, examines how national identity is defined
and shaped through education, with particular attention to post-Soviet contexts. The third
section, Theoretical Perspectives on National Identity, reviews key approaches to identity
formation, focusing on civic and ethnic identity as the primary analytical dimensions,
while also engaging with hybrid and transnational perspectives to situate the study within

broader global debates. The fourth section, International Curricula, Identity Tensions, and
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Curriculum Implementation, analyses how programs such as the IB interact with national
identity agendas and local cultural contexts. The fifth section presents the Conceptual
Framework guiding the study, outlining the conceptual model used to interpret the
relationship between curriculum internationalization and identity formation. The final
section synthesizes the key insights from the literature and links them directly to the
research questions and methodological approach of the study, establishing a clear
foundation for the empirical analysis.
International Education and the IB Curriculum

The expansion of international education has significantly reshaped national
schooling systems, particularly in countries pursuing educational modernization and global
integration (Bunnell et al., 2017; Hayden & Thompson, 2013). Since the late twentieth
century, international curricula such as the International Baccalaureate (IB) have been
promoted as frameworks capable of enhancing educational quality while fostering
intercultural competence and global citizenship (Hughes, 2009; IBO, 2021). These
developments align with the strategic objectives of many post-Soviet states, including
Kazakhstan, which seek to integrate into global educational systems while maintaining
national cohesion (Niyozov et al., 2020; Resnik, 2012).

The IB curriculum comprises three core programs: the Primary Years Programme
(PYP), Middle Years Programme (MYP), and Diploma Programme (DP) is underpinned
by a mission to develop internationally minded learners through intercultural
understanding and respect (IBO, n.d.). While this orientation reflects a commitment to
universal and humanistic values, it also raises questions about compatibility with nation-
state priorities in contexts where education serves as a key instrument of identity

formation.
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A central concern identified in the literature is the potential tension between global
curricula and local cultural contexts. International programmes such as the IB have been
criticized for decontextualizing education by privileging global knowledge frameworks
over local linguistic, cultural, and historical narratives (Dulfer et al., 2024; Resnik, 2012).
Empirical studies from diverse settings illustrate this tension. For instance, teachers in
Mauritius have expressed concern that the IB’s emphasis on global competencies does not
sufficiently reflect local cultural identities (Poonoosamy, 2010), while research in Israel
highlights inconsistency regarding its alignment with national civic objectives (Yemini,
2013).

At the same time, the IB demonstrates a degree of structural flexibility, allowing
for contextual adaptation through components such as the Theory of Knowledge (TOK),
the Extended Essay, and project-based learning (Fitzsimons, 2019; IBO, 2021). However,
the extent to which such adaptation occurs depends largely on teacher agency and school-
level interpretation. Fitzsimons (2019) shows that educators play a critical role in
mediating the relationship between global curricular principles and local identity priorities,
either reinforcing or mitigating perceived tensions.

The institutional landscape of international education further complicates this
dynamic. International schools vary in their orientation and purpose, with Type C schools,
often private institutions targeting local elites being particularly associated with the
adoption of IB programmes (Hayden & Thompson, 2013, as cited in Oztabak, 2022). In
Kazakhstan, the expansion of IB education largely reflects this model, raising concerns
about educational stratification and unequal access to globally oriented curricula (Oztabak,
2022; Resnik, 2012).

Moreover, critical scholarship suggests that the IB’s emphasis on global citizenship

may be underpinned by Western-centric epistemological assumptions, potentially
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marginalizing non-Western knowledge systems (Dale, 2000; Oztabak, 2022;). In post-
Soviet contexts such as Kazakhstan, where language revival and cultural consolidation
remain central policy objectives, this dynamic may have implications for both civic and
ethnic identity formation (Niyozov et al., 2020).

Despite the growing body of research on international education, empirical studies
focusing on teacher perceptions in post-Soviet contexts remain limited (Hernandez-
Torrano et al., 2021). This is a significant gap, given that teachers are central actors in
interpreting and implementing the curriculum at the classroom level. Understanding their
perspectives is therefore essential for analyzing how global curricular models are
translated into local identity outcomes.

This study addresses this gap by examining how educators in Kazakhstan perceive
the influence of the IB curriculum on students’ civic and ethnic identities. While hybrid
and transnational identities are acknowledged in the broader theoretical discussion, they
are not directly measured. The study focuses on civic and ethnic identity because these
dimensions represent the most policy-relevant and theoretically grounded components of
national identity in Kazakhstan. Civic identity aligns with state-led narratives of unity,
citizenship, and participation (e.g., Mangilik El), while ethnic identity reflects cultural,
linguistic, and historical belonging. Together, they capture the core tension between
globalized educational frameworks such as the 1B and national identity priorities, making
them the most appropriate and measurable dimensions for this study.

National Identity: Conceptualization and Educational Implications

National identity is a complex and multidimensional construct that reflects an
individual’s sense of belonging to a political, cultural, and social community
(Grozdanovska, 2016). Contemporary scholarship conceptualizes national identity through

several overlapping dimensions, most commonly civic, ethnic forms (Kylyshbayeva et al.,
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2024). These dimensions are particularly relevant in globalized and multicultural contexts,
where identity is not fixed but continuously negotiated across local and global influences.

This section outlines the key conceptual approaches to national identity, with
particular attention to civic and ethnic dimensions as the primary analytical focus of this
study. It also situates these perspectives within broader discussions of hybrid and
transnational identity, which provide additional context for understanding how identity
may evolve in internationally oriented educational settings.

A Conceptualization of National ldentity

National identity is widely understood as a multidimensional construct
encompassing both traditional and emerging forms of belonging shaped by sociopolitical
and global dynamics (Fitzsimons, 2019; Resnik, 2012; Smith, 1991;). In educational
research, it is most commonly conceptualized through two foundational dimensions: civic
and ethnic identity, which together capture the political and cultural bases of national
belonging (Anderson, 2020; Niyozov et al., 2020).

Ethnic identity refers to an individual’s sense of belonging to a cultural group
defined by shared ancestry, language, traditions, and historical memory (Smith, 1991). It is
rooted in symbolic and cultural continuity and often serves as a basis for group cohesion
and the preservation of heritage (Umafa-Taylor et al., 2004). In contrast, civic identity is
grounded in membership within a political community, emphasizing shared values,
citizenship, participation in public life, and commitment to state institutions (Anderson,
2020; ICCS, 2022). Unlike ethnic identity, it promotes an inclusive form of national
belonging that transcends cultural and linguistic differences.

While these two dimensions have traditionally dominated the literature, recent
scholarship highlights the increasing relevance of hybrid and transnational identities in

globalized educational contexts. Hybrid identity reflects the integration of local and global
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affiliations, where individuals negotiate multiple cultural influences simultaneously
(Kipng’etich, 2024; Fitzsimons, 2019). This concept is particularly salient in international
schooling environments, where global citizenship discourses intersect with local cultural
frameworks.

Closely related is transnational identity, which extends beyond the nation-state and
captures individuals’ affiliations with global networks, communities, and value systems
(Resnik, 2012; Yemini, 2013). In educational settings, this form of identity is often
associated with multilingualism, mobility, and exposure to internationally oriented
curricula (Bunnell et al., 2017). Taken together, these four dimensions (i.e., civic, ethnic,
hybrid, and transnational) provide a comprehensive framework for understanding national
identity in contemporary educational contexts. In this study, civic and ethnic identity
constitute the primary analytical dimensions, while hybrid and transnational perspectives
are used to contextualize and interpret the findings.

The Role of Education in Identity Formation

In Kazakhstan, education plays a central role in nation-building and identity
formation. National education policy explicitly aims to foster civic unity, strengthen the
Kazakh language, and preserve ethnic diversity, while simultaneously preparing students
for participation in a globalized world (Boman & Mussakhanova, 2024; Niyozov et al.,
2020). Policy frameworks such as Mangilik El (Eternal Nation) and the Trilingual
Education Policy reflect this dual objective by promoting national consciousness alongside
international competitiveness.

Within this context, schools function as key sites of identity construction, where
both civic and ethnic dimensions of national identity are actively shaped. Through
curriculum content, language policy, and pedagogical practices, the education system

transmits shared values, historical narratives, and cultural norms that contribute to a
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cohesive sense of national belonging. At the same time, the emphasis on multilingualism
and global skills introduces new forms of identity negotiation, particularly among students
exposed to international educational environments.

The increasing adoption of international curricula, particularly the International
Baccalaureate (IB), intensifies this dynamic. While the IB promotes global citizenship,
intercultural understanding, and critical thinking (IBO, 2021), its implementation within a
nation-building context raises important questions about the compatibility of global and
national identity goals. Scholars have argued that international curricula may contribute to
the decontextualization of knowledge by prioritizing global competencies over local
cultural and historical content (Resnik, 2012).

These concerns are particularly salient in Kazakhstan, where education is closely
tied to cultural revival and linguistic policy. Research suggests that international
programmes may unintentionally marginalize national languages and weaken engagement
with local identity narratives, especially during formative stages of identity development
(Poonoosamy, 2010). At the same time, other perspectives emphasize that exposure to
global curricula can support the development of more complex identity orientations,
including hybrid and transnational forms of belonging.

This tension highlights the importance of examining how international curricula are
interpreted and implemented at the school level. In practice, the impact of programmes
such as the IB is not uniform but mediated by teachers, school leaders, and institutional
contexts. Understanding how these actors perceive and negotiate the relationship between
global educational frameworks and national identity priorities is therefore critical.

This study builds on this perspective by focusing on stakeholders’ perceptions of

how the IB curriculum influences multiple dimensions of identity in Kazakhstani schools,
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providing insight into how national and global identity processes intersect within

educational practice.

Theoretical Perspectives on National Identity

Scholarly interpretations of national identity offer multiple lenses for understanding
how identity is constructed and reproduced within educational systems. This study draws
primarily on two complementary perspectives such as ethnosymbolism and constructivism
while also incorporating insights from globalization literature to account for emerging
identity forms in internationalized educational contexts.

From an ethnosymbolist perspective, national identity is rooted in shared cultural
and historical foundations. Smith (1991) conceptualizes the nation as a community defined
by common myths, historical memory, language, and cultural traditions. This perspective
emphasizes continuity and the transmission of symbolic elements across generations.
Within education systems, this is reflected in curricula that prioritize national history,
language, and cultural heritage as mechanisms for sustaining collective identity (Immonen
& Sivula, 2025). Ethnosymbolism is particularly relevant for understanding ethnic identity,
as it highlights the role of education in preserving cultural distinctiveness.

In contrast, constructivist approaches conceptualize national identity as socially
produced rather than inherited. Anderson (2020) describes the nation as an “imagined
community,” formed through shared symbols, narratives, and institutional practices.
Education plays a central role in this process by standardizing language, disseminating
common knowledge, and fostering civic values that bind individuals to the state. This
perspective aligns closely with civic identity, where belonging is defined through
participation, shared institutions, and political membership rather than cultural ancestry.

Building on these foundations, globalization literature introduces additional

complexity by highlighting the emergence of hybrid and transnational identities. Resnik
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(2020) argues that international curricula may disrupt traditional identity formation by
promoting decontextualized knowledge and global value systems that are not anchored in
national narratives. Similarly, Fitzsimons (2019) suggests that international schooling
environments facilitate hybrid identity formation, enabling individuals to navigate between
local and global cultural frameworks.

These theoretical perspectives are particularly relevant in post-Soviet contexts such
as Kazakhstan, where education serves both as a tool for nation-building and as a
mechanism for global integration. Niyozov et al. (2020) highlight the coexistence of these
objectives, noting that education reforms often attempt to reconcile the preservation of
national identity with the demands of global competitiveness.

Taken together, these perspectives provide a coherent framework for analyzing
national identity as a multidimensional construct shaped by both cultural continuity and
social construction, as well as by global influences. In this study, ethnosymbolist and
constructivist approaches inform the analysis of civic and ethnic identity, while
globalization perspectives guide the examination of hybrid and transnational identity
dimensions. This integrated framework enables a systematic interpretation of how the IB

curriculum is perceived to influence identity formation in Kazakhstani schools.

International Curricula, Identity Tensions, and Curriculum Implementation

The International Baccalaureate (I1B) positions itself as a globally oriented
educational framework that promotes multilingualism, intercultural understanding, and
active global citizenship (IBO, 2021). Through its Learner Profile, the IB seeks to develop
students who are open-minded, principled, reflective, and communicative, aligning closely
with broader global education agendas such as UNESCO’s Education for Sustainable

Development (UNESCO, 2020). While these principles reflect a commitment to universal
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values, they also raise questions about their compatibility with nationally grounded
identity objectives.

A central debate in the literature concerns the extent to which international
curricula can accommodate local cultural and national narratives. Critics argue that,
despite its inclusive rhetoric, the 1B is underpinned by Western-centric pedagogical
assumptions that may privilege global norms over local knowledge systems (Dale, 2000;
Oztabak, 2022). In contexts such as Kazakhstan, where education policy simultaneously
promotes international competitiveness and the revitalization of national language and
culture, this creates a structural tension between global and national identity priorities
(Niyozov et al., 2020).

However, the impact of international curricula on identity formation is not
determined solely by curriculum design. It is mediated through processes of curriculum
implementation at the school and classroom levels. Abdul-Jabbar (2024) emphasizes that
implementation involves how teachers interpret curricular goals, structure learning
experiences, and assess student outcomes. Mechanisms such as horizontal and vertical
alignment aim to ensure consistency across classrooms and grade levels (Wiles & Bondi,
2014, as cited in Abdul-Jabbar, 2024). While such standardization supports coherence, it
may also constrain opportunities for localization and reinforce globally dominant
knowledge frameworks (Tweedie & Kim, 2015, as cited in Abdul-Jabbar, 2024).

In IB schools, this dynamic is particularly significant. Teachers operate within
overlapping frameworks that combine global curricular expectations with national policy
requirements. In Kazakhstan, this includes the simultaneous promotion of global
competencies and national identity through language policy and civic education. As a
result, teachers play a critical mediating role, navigating between potentially competing

priorities in their classroom practices.
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Comparative research suggests that these tensions are not unique to Kazakhstan.
Studies in Israel, Mauritius, and China highlight similar patterns, with educators
expressing concern that IB programmes do not fully reflect national cultural or civic
priorities (Poonoosamy, 2010; Tan & Bibby; 2011 Yemini, 2013; Wright et al., 2024). At
the same time, other studies suggest that international curricula can facilitate the
development of hybrid and transnational identities, enabling students to engage with
multiple cultural frameworks (Cruz et al., 2023; Fitzsimons, 2019).

Taken together, this literature suggests that identity outcomes in international
schooling are shaped not only by curricular content but by how that content is interpreted
and enacted in practice. This study builds on this insight by examining how educators in
Kazakhstan perceive and negotiate identity tensions within 1B implementation, with
particular attention to how classroom practices influence civic, ethnic, hybrid, and
transnational identity development.

Educators as Identity Mediators

While existing research on international education has largely focused on students’
experiences, the role of educators in shaping identity outcomes remains comparatively
underexplored (Fitzsimons, 2019). This represents a critical gap, as teachers are not
passive implementers of curriculum but active agents who interpret, adapt, and mediate
curricular content through their own cultural, linguistic, and ideological frameworks
(Arnot et al., 2013; Resnik, 2012;).

In international and IB school settings, educators occupy a central position at the
intersection of global and national discourses. Their pedagogical decisions such as
language use, selection of examples, and emphasis on local versus global perspectives
directly influence how students construct and negotiate their identities (Bunnell et al.,

2017; Fitzsimons, 2019). Empirical studies demonstrate that classroom practices can shape
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the emergence of hybrid and transnational identities, particularly in environments where
global citizenship is actively promoted (Fitzsimons, 2019).

Within the IB framework, this mediating role is institutionally recognized. The IB
authorization and evaluation processes involve educators, administrators, and external
experts tasked with ensuring that curriculum implementation is responsive to local cultural
contexts (Abdul-Jabbar, 2024). Mechanisms such as curriculum alignment, professional
development, and external review are designed to balance global standards with cultural
sensitivity. However, as Abdul-Jabbar (2024) notes, standardization processes may also
reinforce dominant global norms, limiting the extent of meaningful localization and
increasing the risk of cultural marginalization.

These dynamics are particularly pronounced in Kazakhstan, where educators
operate within overlapping policy frameworks that promote both global competencies and
national identity formation (Urkunova et al., 2025). Teachers are expected to support civic
unity, linguistic development, and cultural continuity while simultaneously implementing
internationally oriented curricula, often delivered in English. This places them at the center
of competing identity demands.

As a result, identity outcomes in IB schools are not determined solely by
curriculum design but by how educators interpret and enact it in practice. Teachers’ beliefs
about national identity, their approach to multiculturalism, and their pedagogical choices
directly shape how students experience civic, ethnic, hybrid, and transnational forms of
belonging (Arnot et al., 2013; Yemini, 2013).

Despite this central role, empirical evidence on how Kazakhstani educators
perceive the IB’s influence on identity formation remains limited. This study addresses this
gap by examining the perspectives of teachers, thereby positioning educators as key

mediators in the relationship between curriculum internationalization and national identity.
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IB and Identity Construction in Diverse Contexts

The expansion of the International Baccalaureate (1B) across diverse educational
settings has generated increasing scholarly attention to how global curricula interact with
national identity formation. While the 1B promotes intercultural understanding,
multilingualism, and global citizenship, its impact on identity is not uniform but highly
dependent on local socio-political contexts, institutional structures, and processes of
curriculum implementation (IBO, 2021; Resnik, 2012).

A consistent finding across empirical studies is the emergence of tension between
global curricular frameworks and local cultural and national identity priorities. In Israel,
Yemini (2013) found that although the IB supported the development of global
competencies among Palestinian-Arab students, teachers expressed concern that it
insufficiently reflected local histories and cultural narratives. Similarly, in Mauritius, the
IB Diploma Programme was recognized for fostering critical thinking but criticized for
marginalizing local knowledge systems and language revitalization efforts in a post-
colonial context (Poonoosamy, 2010). In Shanghai, the 1B has been described as a
“necessary threat” valued for enhancing global competitiveness while simultaneously
perceived as undermining national educational sovereignty and cultural priorities (Tan &
Bibby, 2011).

Taken together, these cases reveal a recurring pattern: international curricula
simultaneously enable global mobility and generate concerns about cultural displacement.
This dual function reflects a broader structural tension between global educational agendas
and locally grounded identity frameworks (Niyozov et al., 2020; Resnik, 2012).

Crucially, the literature also highlights that these outcomes are not determined
solely by curriculum design but are mediated through school-level practices, particularly

teacher interpretation and implementation. Teachers play a central role in shaping how
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global curricular principles are translated into classroom experiences, thereby influencing
how students negotiate national, hybrid, and transnational identities (Cruz et al., 2023).

Despite these insights, existing research remains limited in two key respects. First,
much of the literature relies on qualitative approaches, with insufficient quantitative
evidence on how identity outcomes are perceived across different stakeholder groups.
Second, regional coverage remains uneven, with Central Asia, particularly Kazakhstan
largely absent from empirical analysis. As a result, there is limited understanding of how
international curricula operate within post-Soviet, multilingual, and nation-building
contexts.

This study addresses these gaps by providing quantitative, school-level evidence
from Kazakhstan, examining how educators perceive the influence of the IB curriculum on
multiple dimensions of identity. In doing so, it contributes to a more contextually grounded
understanding of how global curricula interact with national identity formation in non-

Western educational settings.

Conceptual Framework

This study is grounded in a multi-dimensional conceptual framework that explains
how international curricula interact with national identity formation through school-level
processes. Rather than treating identity as a fixed outcome, the framework conceptualizes
it as a dynamic construct shaped by the interaction between global curricular models and
locally mediated educational practices.

At the center of the framework is the International Baccalaureate (IB) curriculum,
which functions as a global educational model promoting intercultural understanding,
multilingualism, and global citizenship (IBO, 2021). In this study, the IB curriculum is
conceptualized as the primary independent variable, representing the process of curriculum

internationalization. The dependent variables in this study are two dimensions of national
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identity: civic identity and ethnic identity. These variables are operationalized using
validated survey instruments and analyzed quantitatively. While hybrid and transnational
identity are recognized as relevant theoretical perspectives that reflect the complexity of
identity formation in globalized educational environments, they are not included as
measured variables in this study.

Figure 1

Conceptual Framework

Global Level

IB Curriculum (Independent)
Global citizenship
Interculturalunderstanding
Multilingualism

Mediating Process
Y

Teacher Agency & School Context
Interpretation
Pedagogical choices
Curriculum localization Y,

Identity Outcomes

National Identity (DV)
Civic Identity (Constructivist — Anderson)
Ethnic Identity (Ethnosymbolist — Smith)

Contextual Layer

Hybrid & Transnational Identity
(Bhabha; Resnik; Yemini) Not measured

Risk: Denationalisation (Resnik, 2012)

Ethnic and civic identity are grounded in classical theories of nationalism. From an
ethnosymbolist perspective, Smith (1991) conceptualizes ethnic identity as rooted in
shared cultural heritage, language, and historical memory, emphasizing continuity and
cultural preservation. In contrast, Anderson’s (2020) constructivist theory frames civic
identity as a socially constructed form of belonging, shaped through state institutions such

as education, which promote shared values, citizenship, and political participation.
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To account for the influence of globalization, the framework draws on theories of
hybrid and transnational identity as supporting perspectives. Bhabha’s (1994) concept of
the “Third Space” explains how hybrid identities emerge through the interaction of local
and global cultural influences, while Fitzsimons (2019) demonstrates how international
schooling environments may facilitate the development of such identities. Transnational
identity, as discussed by Resnik (2012) and Yemini (2013), refers to affiliations that
extend beyond national boundaries and are shaped by exposure to global knowledge
systems and intercultural experiences. While these perspectives enrich the theoretical
understanding of identity formation, they are not directly operationalized in the present
study.

Importantly, the framework does not assume a direct relationship between the IB
curriculum and identity outcomes. Instead, it introduces teacher agency as a mediating
variable, which plays a central role in shaping how the curriculum is interpreted and
enacted in practice. Drawing on Arnot et al. (2013) and Fitzsimons (2019), teachers are
conceptualized as active mediators who adapt curriculum content through their
pedagogical choices, cultural perspectives, and professional beliefs.

This mediation process may influence whether global curricular elements are
perceived to reinforce civic identity, weaken ethnic identity, or relate to broader forms of
belonging, such as hybrid and transnational identity. In this sense, identity outcomes are
not solely attributed to the curriculum itself, but are interpreted through how it is
implemented within specific socio-cultural contexts.

Additionally, the framework incorporates the concept of denationalization (Resnik,
2012) as a potential outcome of curriculum internationalization. This perspective

highlights the risk that global curricula may marginalize local cultural narratives,
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particularly in contexts where education plays a central role in nation-building, such as
Kazakhstan.

Based on these theoretical frameworks and conceptualizations, this study examines
levels of civic and ethnic identity and analyses how teachers’ demographic characteristics
are associated with variations in these identity dimensions.

Summary

This chapter critically examined the literature on curriculum internationalization
and national identity formation, with a particular focus on how international curricula such
as the International Baccalaureate (IB) are understood in relation to identity development
in diverse educational contexts. The review demonstrated that national identity is not a
fixed construct but a multidimensional and dynamic phenomenon, encompassing civic,
ethnic, hybrid, and transnational dimensions, while this study focuses primarily on civic
and ethnic identity as the core analytical dimensions.

Across global and post-Soviet scholarship, a consistent pattern emerges:
international curricula simultaneously promote global competencies while generating
tensions related to cultural continuity and national belonging. These tensions are especially
pronounced in contexts such as Kazakhstan, where education policy is expected to
reconcile two competing priorities, strengthening national identity and advancing global
integration.

The literature further established that identity outcomes are not determined solely
by curriculum content, but are mediated through school-level processes, particularly
teacher interpretation and implementation. Teachers, therefore, function as key agents in
shaping how global curricular frameworks are translated into local educational
experiences, influencing whether identity formation reinforces national belonging or shifts

towards hybrid and transnational orientations.
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Despite these insights, the review identified two critical gaps. First, existing
research is predominantly qualitative, with limited quantitative evidence examining how
different stakeholder groups perceive the identity-related effects of international curricula.
Second, Central Asia and Kazakhstan in particular remains underrepresented in empirical
studies, leaving a significant gap in understanding how curriculum internationalization
operates within post-Soviet, multilingual, and nation-building contexts.

Drawing on ethnosymbolist, constructivist, and globalization theories, this chapter
established a structured conceptual foundation for analyzing the relationship between
international curricula and identity formation. It clarified the key constructs used in this
study and informed the development of a model in which the IB curriculum influences
identity outcomes through the mediating role of teacher agency.

Overall, this literature review moves beyond descriptive synthesis by identifying
key patterns, theoretical perspectives, and gaps, thereby providing a clear justification for
the study. It sets the stage for the next chapter, which outlines the methodological
approach designed to empirically examine how educators in Kazakhstan perceive the IB
curriculum’s influence on civic and ethnic identity formation, while situating these

findings within broader discussions of hybrid and transnational identity.
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Chapter 3. Methodology

This chapter outlines the methodological approach used to examine how the
International Baccalaureate (IB) curriculum is perceived in relation to national identity in
Kazakhstan. Building on the theoretical framework developed in the previous chapter, the
study focuses on stakeholders’ perceptions of IB curriculum implementation and their
association with two empirically measured dimensions of identity: civic identity and ethnic
identity. While broader identity perspectives, including hybrid and transnational identity,
are addressed in the conceptual framework, they are not directly measured in this study
and are used only for interpretive purposes.

The study adopts a quantitative, non-experimental, cross-sectional survey design.
This approach is appropriate for analysing relationships between variables and identifying
statistically significant patterns across a relatively large sample of educational stakeholders
(Creswell & Creswell, 2018; Cohen et al., 2018; Fraenkel et al., 2019).

More specifically, the study employs a correlational design to examine associations
between key constructs. The independent variable is stakeholders’ perceptions of IB
curriculum implementation, operationalized through items related to global-mindedness,
intercultural learning, and pedagogical practices. The dependent variables are civic identity
and ethnic identity, measured using validated survey instruments. In addition, demographic
and professional characteristics (e.g., teaching subject, years of experience, and school
type) are included as grouping variables to examine differences in identity perceptions
across stakeholder groups.

The study does not seek to establish causal relationships but instead focuses on
identifying statistically significant associations and group differences. This allows for an
empirical examination of how perceptions of the IB curriculum relate to variations in civic

and ethnic identity across different educational contexts.
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The chapter is organized as follows. The first section outlines the research design
and its alignment with the study’s conceptual framework. The second section describes the
sampling strategy, including participant selection and limitations related to
representativeness. The third section presents the survey instrument and the
operationalization of variables. The fourth section explains the data collection procedures
and recruitment process. The fifth section details the data analysis strategy, including
descriptive and inferential statistical techniques. The sixth section addresses ethical
considerations, including informed consent and data confidentiality. The final section
provides an overview of the research timeline.

Through this methodological approach, the study generates empirically grounded
insights into how the IB curriculum is associated with identity-related perceptions in

Kazakhstan’s education system.

Research Design

This study adopts a quantitative, non-experimental, cross-sectional survey design to
examine how educators in Kazakhstan perceive the International Baccalaureate (1B)
curriculum and how these perceptions are associated with national identity. Consistent
with the conceptual framework of the study, the study focuses on two empirically
measured dimensions of identity: civic identity and ethnic identity. While hybrid and
transnational identity are acknowledged within the broader conceptual framework, they are
not included as measured variables and are used only for interpretive purposes.

A quantitative approach is employed to enable the systematic analysis of statistical
relationships and group differences across a diverse sample of educational stakeholders
(Creswell & Creswell, 2018; Cohen et al., 2018; Fraenkel et al., 2019). The cross-sectional
design captures perceptions at a single point in time, reflecting how stakeholders interpret

the role of the IB curriculum within the current educational context.
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The study uses a correlational design to examine associations between key
variables. The independent variable is stakeholders’ perceptions of IB curriculum
implementation, operationalized through survey items related to global-mindedness,
intercultural learning, and pedagogical practices associated with IB programmes. The
dependent variables are civic identity and ethnic identity, measured using validated scales.

Demographic and professional characteristics including subject area, years of
experience, and age are included as grouping variables to examine differences in identity
perceptions across stakeholder groups.

The study does not attempt to establish causal relationships, as no experimental
manipulation is involved. Instead, the analysis focuses on identifying statistically

significant associations and differences across groups.

Population

The target population for this study consists of educators involved in the
implementation of the International Baccalaureate (IB) curriculum in Kazakhstan. This
includes teachers and other education professionals working in IB-authorized schools.

Focusing on IB-affiliated stakeholders aligns with purpose of the study to examine
perceptions of curriculum internationalization in contexts where the IB is actively
implemented. These participants are directly engaged in curriculum delivery and
interpretation, making them well-positioned to assess how IB-related practices are
associated with identity-related outcomes in schools.

Participants were recruited by contacting IB schools listed in the official 1B
database and distributing the survey through school leadership and programme
coordinators. Participation was voluntary, resulting in a non-probability sample.

As a result, the sample reflects a subset of 1B practitioners rather than a fully

representative national population. Accordingly, the findings are interpreted as indicative
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of patterns within 1B school contexts, particularly in relation to civic and ethnic identity,
rather than generalizable to all educational stakeholders in Kazakhstan.
Sampling Method

This study employs a combination of purposive and convenience sampling.
Purposive sampling is used to select participants with direct professional experience in the
implementation of the International Baccalaureate (IB) curriculum, ensuring alignment
with the research objectives (Creswell & Creswell, 2018; Cohen et al., 2018).

Participants were recruited from IB World Schools in Kazakhstan. Inclusion
criteria required that participants were currently employed as teachers involved in IB
programme delivery or curriculum-related decision-making.

Convenience sampling was used to facilitate access to participants through school
networks. The survey was distributed via school administrators and 1B coordinators, who
shared the survey link with eligible staff members.

This sampling approach enabled access to participants across multiple institutions
but introduces limitations, including self-selection bias and the potential
overrepresentation of more engaged or internationally oriented educators. As participation
was voluntary, respondents may differ systematically from non-respondents.

The sample is therefore not statistically representative of all educational
stakeholders in Kazakhstan. Findings are interpreted as reflecting patterns within IB school

contexts rather than being fully generalizable to the broader population.

Sample Size

A total of 196 responses were initially collected through the online survey. After
data screening, 20 responses were excluded because they were incomplete and did not
provide sufficient data for analysis. The final analytic sample therefore consisted of 114

participants.
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This sample size was adequate for the statistical procedures used in the study,
including descriptive statistics, correlational analysis, and group comparison tests. In line
with established statistical guidance, a sample of this size is generally sufficient to detect
medium effect sizes with a statistical power of 0.80 at the 0.05 significance level in
correlational research (Cohen, 1988; Faul et al., 2009). The final sample also allowed for
subgroup comparisons across selected demographic variables, although some subgroup
analyses remained limited by unequal group sizes.

Given the non-probability nature of the sampling strategy, the final sample is
interpreted as providing context-specific evidence rather than a fully representative
national picture. Nevertheless, the achieved sample size was sufficient to support the
study’s analytical objectives and to identify meaningful patterns in stakeholders’

perceptions of the IB curriculum and national identity formation

Participant Characteristics

The sample consisted of 114 participants. Table 1 presents the demographic
characteristics of the respondents, including years of experience and subject area
distribution. Table 1 presents the demographic characteristics of the respondents, including
gender, years of teaching experience, teaching time, and subject area distribution. In terms
of teaching experience, most participants had between 5-10 years of experience (n = 68,
38.6%), while smaller proportions reported less than 5 years (n = 42, 23.9%) and more

than 10 years (n = 66, 37.5%).



Table 1

Demographics of Respondents

Category N

34

%

Male 16

Female 98

r <5 years 42

14.0

86.0

23.9



Category

%

35

5-10 years

>10 years

Humanities

68

66

54

38.6

37.5

30.7



Category

%

36

Sciences
Languages

Other

<20%

49

38

35

22

27.8

21.6

19.9

19.5
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Category N %

40-59% 29 25.7

11
60-79% 9.7

>80% 27.4
31

Participants also varied in their teaching time allocation, reflecting differences in
workload and instructional engagement. The sample included both male and female
participants, allowing for comparison across gender groups. In terms of subject areas, the

largest groups were from humanities (n = 54, 30.7%) and sciences (n = 49, 27.8%),
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followed by languages and other disciplines. Overall, the sample reflects a diverse range of
demographic and professional characteristics relevant to the variables analyzed in

Research Question 2.

Data Collection Methods

Data for this study were collected through a structured online questionnaire
designed to capture participants’ perceptions of the International Baccalaureate (IB)
curriculum and associated dimensions of national identity.
Instrument 1: Civic Identity Scale

Civic identity was measured using an adapted scale consisting of 25 items derived
from the teacher-related components of the International Civic and Citizenship Education
Study (ICCS) Teacher Questionnaire (IEA, 2022). The items were selected and adapted to
reflect educators’ perceptions of civic belonging, democratic values, and civic
responsibility within the context of IB schools in Kazakhstan. The scale included items
related to attachment to national civic identity, support for democratic principles, and
beliefs about civic responsibility. Sample items included: “It is important for students to
develop a sense of responsibility toward their country” and “Schools should promote
respect for democratic values and institutions.” All items were measured using a five-point
Likert scale ranging from 1 (Strongly Disagree) to 5 (Strongly Agree). The use of ICCS-
based items was considered appropriate due to their extensive validation in international
comparative research and their alignment with the conceptualization of civic identity as a
value-based and participatory construct. The internal consistency of the civic identity scale
was o = .89, indicating good reliability within the study sample.
Instrument 2: Ethnic Identity Scale

Ethnic identity was measured using an adapted version of the Multigroup Ethnic

Identity Measure (MEIM) (Phinney, 1992; Phinney & Ong, 2007), consisting of 17 items.
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The original scale captures multiple dimensions of ethnic identity, including exploration,
commitment, and affirmation toward one’s ethnic group. For the purposes of this study,
items were adapted to reflect the sociocultural context of Kazakhstan’s multiethnic society.
Modifications included contextualizing references to ethnic belonging, cultural practices,
and language use to ensure relevance for participants from diverse ethnic backgrounds,
including Kazakh, Russian, and other ethnic groups represented in IB school settings. The
scale measured respondents’ sense of belonging to their ethnic group, pride in cultural
heritage, and engagement with cultural traditions and language. Sample items included: “I
feel a strong sense of belonging to my ethnic group” and “Maintaining my cultural
traditions is important to me.” Responses were recorded using a five-point Likert scale
ranging from 1 (Strongly Disagree) to 5 (Strongly Agree). The internal consistency of the

ethnic identity scale was a = .88, indicating good reliability within the study sample.

Translation and Pilot Testing

The questionnaire was made available in both Kazakh and Russian to ensure
accessibility for participants across Kazakhstan. A translation process was conducted to
maintain linguistic equivalence between versions. The survey was initially developed in
English and subsequently translated into Kazakh and Russian, with attention to preserving
the meaning of key constructs. Prior to full data collection, the questionnaire was pilot-
tested with a small group of approximately 20 participants who had similar characteristics
to the target population. The purpose of the pilot test was to assess clarity of wording,
comprehension of items, and overall structure of the survey. Based on feedback from the
pilot phase, minor revisions were made to improve the clarity and contextual relevance of

selected items. Pilot responses were not included in the final dataset used for analysis.
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Procedures

Data were collected through an anonymous, self-administered online survey
distributed using Qualtrics. Participants were recruited through direct outreach to IB-
affiliated schools and educational networks across Kazakhstan. School administrators and
IB coordinators were contacted via email and invited to distribute the survey link to
eligible participants, including teachers and school leaders involved in IB programme
implementation. Upon accessing the survey, participants were presented with an informed
consent form outlining the purpose of the study, the voluntary nature of participation,
confidentiality assurances, and their right to withdraw at any time. Only participants who
provided consent proceeded to complete the questionnaire.

The survey included demographic items followed by scales measuring perceptions
of the IB curriculum and multiple dimensions of identity. Completion time was
approximately 10-12 minutes and no financial or material incentives were offered. Data
collection was conducted over a period of approximately four weeks. Reminder messages
were sent through participating institutions to encourage response rates. All responses
were collected and stored securely using Qualtrics. Access to the raw data was restricted to
the researcher. Following data collection, responses were screened for completeness,
resulting in a final analytic sample of 114 participants.

Ethical approval for the study was obtained from the Nazarbayev University
Graduate School of Education Institutional Review Subcommittee prior to data collection.
All procedures adhered to established ethical guidelines for research involving human
participants, including informed consent, voluntary participation, confidentiality, and the

right to withdraw at any time (Mertens, 2020; BERA, 2018).
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Data Analysis

Data were analyzed using Jamovi statistical software (Version 2.7.17; The jamovi
project, 2024). Prior to analysis, the dataset was screened for missing values and data
consistency. Responses with substantial missing data were excluded, resulting in a final
sample of 114 cases. Remaining missing values were minimal and handled using listwise
deletion.

Descriptive statistics were computed to summarize participant characteristics,
including gender, professional role, years of experience, and regional distribution.
Measures of central tendency (mean) and dispersion (standard deviation) were calculated
for all key variables, including perceptions of the IB curriculum and identity dimensions.

To address the first research question, correlation analyses (Pearson’s r) were
conducted to examine associations between perceptions of 1B curriculum implementation
and the two measured identity dimensions: civic identity and ethnic identity.

To address the second research question, group comparison analyses were
conducted. Independent samples t-tests were used to examine differences between binary
groups, while one-way ANOVA was applied to assess differences across multiple
categories, including region and professional role. Effect sizes were reported to assess the
practical significance of findings, including Cohen’s d for t-tests and n? and €2 for ANOVA

(Cohen, 1988). Statistical significance was evaluated at the 0.05 level.

Ethical Issues

This study adhered to established ethical standards for research involving human
participants, ensuring anonymity, confidentiality, and voluntary participation. Ethical
approval was obtained from the relevant university review body prior to data collection, in
accordance with recognized guidelines for educational research (BERA, 2018; Mertens,

2020).
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Participation in the study was entirely voluntary. Before accessing the survey,
participants were presented with an informed consent form outlining the purpose of the
research, procedures involved, and their rights, including the right to withdraw at any stage
without penalty. Participants could skip any question or exit the survey at any point. To
ensure anonymity, no personally identifiable information (such as names, contact details,
or specific school identifiers) was collected. Confidentiality was ensured through the use
of an anonymous online survey with no collection of personally identifiable information,
secure data storage on encrypted, password-protected university servers, restricted access
to the dataset limited to the researcher, and reporting of results only in aggregated form to
prevent identification of individual participants and schools.

Given the nature of the study, risks to participants were minimal and comparable to
routine professional activities. However, participants were provided with contact
information for the university’s ethics office in case of any concerns regarding the research
process. All data were handled in accordance with data protection principles, including
secure storage, restricted access, and planned deletion of raw data following completion of
the research.

Summary

This chapter outlined the methodological framework used to examine how the
International Baccalaureate (I1B) curriculum is perceived in relation to national identity in
Kazakhstani schools. A quantitative, cross-sectional survey design was employed to
analyse stakeholder perceptions of IB curriculum implementation and their association
with two measured dimensions of identity: civic identity and ethnic identity. The chapter
detailed the sampling strategy, participant recruitment process, and characteristics of the
final sample, as well as the structure of the survey instrument and the operationalization of

key variables. Data collection procedures and ethical considerations were also described,
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ensuring voluntary participation, confidentiality, and secure data handling. The analytical
approach was presented, including descriptive and inferential statistical techniques used to
examine relationships between perceptions of the IB curriculum and identity dimensions,
as well as differences across demographic groups. Overall, this methodological approach
provides a clear and consistent basis for examining how IB-related practices are associated
with variations in civic and ethnic identity within the Kazakhstani educational context. The

next chapter presents the findings derived from this analysis.
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Chapter 4: Findings

This chapter presents the findings of the study examining educators’ perceptions of
the influence of the International Baccalaureate (IB) curriculum on national identity
development in Kazakhstan. National identity is conceptualized through two core
dimensions: civic identity and ethnic identity. In addition, the study examines a set of
related school and classroom-level conditions, including school civic culture, student voice
and participation practices, intercultural teaching practices, school behavior and safety, and
classroom environment, which are theorized to be associated with identity formation
processes.

The findings are organized around two research questions. The first research
question investigates overall levels of perceived civic and ethnic identity development and
examines how these outcomes are associated with school and classroom level practices
within IB schools. To address this question, descriptive statistical analyses were first
conducted to establish the central tendencies and reliability of the main study variables.
These were followed by correlational analyses to explore relationships between identity
outcomes and key pedagogical and contextual factors.

The second research question examines whether educators’ perceptions differ
across selected demographic characteristics, including gender, subject area, teaching
experience, and the proportion of teaching time. To address this question, group
comparison analyses were conducted using independent-samples tests and non-parametric
procedures, depending on distributional assumptions, to identify potential differences in
perceptions across demographic groups.

Overall, this chapter integrates descriptive, correlational, and group comparison
analyses to provide a comprehensive and multi-level account of how the IB curriculum is

perceived to relate to national identity development in Kazakhstan. The chapter first
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establishes baseline levels of civic and ethnic identity development and associated school
and classroom level conditions. It then examines patterns of association between identity
outcomes and pedagogical practices, before exploring whether these perceptions vary
systematically across educator characteristics. Together, these analyses offer an
empirically grounded overview of the ways in which identity related outcomes and

contextual factors are perceived within IB schools.

RQL. Descriptive Statistics for Main Study Variables

RQ 1 examined the levels of national identity, particularly with regard to civic and
ethnic identity, and related school- and classroom-level conditions such as civic culture,
student voice, intercultural teaching practices, school safety, and classroom environment
among IB curriculum educators in Kazakhstan. Table 2

Descriptive Statistics for Main Study Variables

Ommo6ka! UcTouHuK cChbUIKH He HaiieH. presents descriptive statistics and
internal consistency estimates for the main study variables. Overall, respondents reported
relatively high levels of perceived civic identity development (M = 52.60, SD = 9.32) and
ethnic identity development (M = 49.53, SD = 8.81). Reliability for both scales was strong
(Cronbach’s a = .89 and a = .88, respectively), indicating good internal consistency. With
regard to school and classroom level practices, perceptions of school civic culture were
moderate (M = 25.14, SD = 4.30; o. = .78). Student voice and participation practices also
showed moderate levels (M = 20.90, SD = 4.38), although the reliability coefficient for this
scale was comparatively lower (o = .61), suggesting modest internal consistency.
Intercultural teaching practices demonstrated moderate levels (M = 10.40, SD = 3.41) with
acceptable reliability (o = .79). The School Behavior and Safety Problems Index produced
a low mean score (M =1.29, SD = 0.28; a = .75), indicating that behavioral and safety

problems were generally perceived as infrequent. Classroom environment scores were
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relatively high (M = 6.90, SD = 2.29) and exhibited strong internal consistency (o = .89),

suggesting generally positive classroom climates.



Table 2

Descriptive Statistics for Main Study Variables
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Variable N M SD o

Civic Identity Development 89 52.60 9.32 .89
Ethnic Identity Development 76 49.53 8.81 .88
School Civic Culture 101 25.14 4.30 .78
Student Voice & Participation Practices 102 20.90 4.38 .61
Intercultural Teaching Practices 107 10.40 3.41 .79
School Behaviour and Safety Problems Index 110 1.29 0.28 75
Classroom Environment 112 6.90 2.29 .89
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Pearson correlation analyses were conducted to examine the relationships between
civic identity development, ethnic identity development, and school- and classroom-level
practices. Table 3 presents the correlation matrix among the main study variables. Four
interesting trends can be observed in the correlation matrix.

First, there is no statistically significant correlation between ethnic identity and
civic identity scores. Second, civic identity development was positively and significantly
associated with school civic culture (r = .30, p = .006) and intercultural teaching practices
(r=.32, p=.002). These results indicate that stronger perceptions of school-wide civic
culture and more frequent use of intercultural teaching practices are associated with higher
perceived levels of civic identity development. No statistically significant relationship was
observed between civic identity development and IB civic pedagogy practices (r =—.06, p
=.530) or between civic identity development and the School Behavior and Safety
Problems Index (r = .01, p = .960). Civic identity development also showed no significant
association with classroom environment (r = .02, p = .853).

Third, ethnic identity development demonstrated a small but statistically significant
positive association with the School Behavior and Safety Problems Index (r = .24, p =.04)
and with classroom environment (r = .25, p =.030). No statistically significant
associations were found between ethnic identity development and school civic culture (r =
.18, p =.148), IB civic pedagogy practices (r = .45, p <.001 shows relationship with
school civic culture), or intercultural teaching practices (r = —.08, p = .537).

School civic culture was moderately and positively correlated with IB civic
pedagogy practices (r = .26, p =.012) and strongly correlated with intercultural teaching
practices (r = .43, p <.001), suggesting that schools characterized by stronger civic

cultures tend to implement more participatory and intercultural pedagogical approaches.



Table 3

Correlation Between Variables
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1 2 3 4 5 6
1. Civic Identity —
2. Ethnic Identity -12 —
3. School Civic Culture 30** 18 —
4. 1B Civic Pedagogy Practices -.07 A5Fx* .26* —
5. Intercultural Teaching Practices 33** -.08 A3FF* -.03 —
6. School Behaviour and Safety Problems Index .01 24* 32** 28** 266** —
7. Classroom Environment .02 25% ABFF* 32%* .326%** B1F**

Note. * p < .05, ** p < .01, *** p < .001.
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School civic culture was also positively associated with classroom environment (r
= .48, p <.001).

IB civic pedagogy practices were positively related to the School Behavior and
Safety Problems Index (r = .28, p = .005) and to classroom environment (r = .32, p =
.001). Intercultural teaching practices were also positively associated with the School
Behavior and Safety Problems Index (r = .27, p = .007) and classroom environment (r =
.33, p <.001). Finally, a strong positive correlation was observed between classroom
environment and the School Behavior and Safety Problems Index (r = .61, p <.001).
RQ2. Differences in Stakeholder Perceptions based Demographic Factors

To address the second research question, group comparison analyses were
conducted to examine whether educators’ perceptions differed across key demographic
characteristics, including gender, subject area, teaching experience, and age. Depending on
the distributional properties of the data, appropriate parametric and non-parametric tests
were applied. This section presents the results of these analyses, focusing on whether
statistically significant differences emerge across groups.
Gender

Table 4 presents the results of the analysis examining differences in stakeholder
perceptions by gender. Independent samples t-tests indicated that there were no
statistically significant differences between male and female participants across any of the
study variables (all p > .05). This suggests that perceptions of civic and ethnic identity
development, as well as related school and classroom practices, are broadly consistent

across gender groups within the sample.



Table 4

Gender Differences in Civic and Ethnic Identity and Related School- and Classroom-Level Conditions
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Variable Male Female Statistic df p Effect size
M SD M SD
Civic identity 51.1 9.87 52.8 9.28 t=-0.60 87.0 549 -.19
Ethnic identity 53.33 7.31 49.01 8.92 U =215 215 .166 -.29
School civic culture 24.3 4.19 25.4 4.28 t=-0.86 98.0 .390 -.24
IB Civic Pedagogy Practices 22.7 4.94 20.6 4.25 t=1.68 100.0 .096 48
Intercultural Teaching Practices 10.27 2.76 10.47 351 U =681 681 993 01
School Behaviour and Safety Problems Index 1.34 0.31 1.28 0.28 U =664 664 487 -11
Classroom environment 6.93 2.25 6.93 2.29 U =684 684 754 -.05

Note. t = value of the independent samples t-test; U = Mann—-Whitney U statistic; df = degrees of freedom; p = significance level; effect size =

Cohen’s d (for t-tests) or r (for Mann—Whitney tests).
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Overall, the findings suggest that stakeholder perceptions of identity development,
school civic culture, pedagogical practices, and classroom conditions do not vary
substantially by gender.

Subject Area

Tables 5 and 6 present the results of the analysis examining differences across
subject areas. One-way ANOVAs indicated that there were no statistically significant
differences across subject groups for any of the study variables (all p >.05). Effect size
estimates (€2 < .02) further indicated negligible practical differences. These findings
suggest a high level of consistency in stakeholder perceptions across disciplinary groups.

No statistically significant differences were found across subject areas for civic
identity development, %> (1) = 0.51, p = .474. Mean scores were relatively similar across
Language Arts (M = 51.84, SD = 9.22), Human/Social Sciences (M = 48.17, SD = 9.05),
Mathematics (M = 50.82, SD = 8.67), Sciences (M =53.80, SD = 7.43), and Other subjects
(M =59.00, SD = 12.36).

Similarly, ethnic identity development did not differ significantly by subject area,
¥? (1) = 0.07, p =.763. Although Language Arts teachers reported slightly higher mean
scores (M =52.09, SD = 7.75) than Mathematics teachers (M = 46.56, SD = 7.54), these
differences were not statistically significant.

Perceptions of school civic culture also showed no statistically significant
differences across subject groups, 2 (2) = 2.53, p = .281. Mean scores ranged from 22.77
(Human/Social Sciences) to 27.09 (Mathematics), indicating broadly comparable
perceptions of school-level civic culture.

No statistically significant subject-area differences were observed for IB Civic
Pedagogy Practices, y* (2) = 1.7, p = .427, or for Intercultural Teaching Practices, y* (4) =

0.05, p = .821.



Table 5
Difference of Variables by Subject

Variable Language Arts Social Sciences Mathematics Sciences Other
M SD M SD M SD M SD M SD

Civic Identity 51.84 9.22 48.17 9.05 50.82 8.67 53.88 7.43 59 12.37
Ethnic Identity 52.09 7.75 50.00 9.42 46.56 7.54 49.91 9.22 44.90 9.68
School Civic Culture 25.49 4.25 22.77 4.97 27.09 3.36 25.50 4.23 24.33 3.32
IB Civic Pedagogy Practices 21.70 3.82 20.00 3.74 20.31 4.15 20.92 5.26 20.08 5.09
Intercultural Teaching Practices 9.77 2.99 7.71 2.09 11.93 3.81 11.43 2.94 11.90 4.46
School Behavior and Safety Problems 1.24 0.31 1.30 0.24 1.31 0.30 1.97 0.27 1.24 0.22
Classroom Environment 6.81 2.63 5.86 1.99 7.73 1.79 7.10 2.23 7.18 1.54
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Table 6

Statistical Comparison of Study Variables Across Subject Areas
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Variable

df

X p €
Civic Ildentity 0.51 1 474 0.01
Ethnic Identity 0.07 1 793 6.66
School Civic Culture 2.53 2 281 0.02
IB Civic Pedagogy Practices 1.7 2 A27 0.02
Intercultural Teaching Practices 0.05 1 821 5.98
School Behavior and Safety Problems Index 0.28 1 595 0.003
Classroom Environment 0.86 2 .650 0.008

Note. ¥? = Chi-square statistic; df = degrees of freedom; p = significance level; ¢ = effect size (epsilon squared).
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Likewise, subject-area differences were not statistically significant for the School
Behavior and Safety Problems Index, ¢* (1) = 0.28, p =.595, or classroom environment, ¥? (2)
=0.86, p = .650.

Overall, effect sizes for all comparisons were small (g2 < .02), indicating negligible
practical differences between subject groups.

Teaching Time

Statistically significant differences were observed for the School Behavior and Safety
Problems Index and classroom environment, indicating that teaching time is associated with
perceptions of school conditions. To examine whether stakeholder perceptions differed
according to the proportion of teaching time allocated to the target grade, group comparison
analyses were conducted across five categories (less than 20%, 20-39%, 40-59%, 60—79%, and
80% or more). Depending on distributional assumptions, Fisher’s ANOVA or Kruskal-Wallis
tests were applied.

No statistically significant differences were observed across teaching-time groups for
civic identity development, F (4,83) = 1.90, p = .245, or for ethnic identity development, F
(4,71) = 1.51, p = .135. Mean scores for civic and ethnic identity development were broadly
comparable across all groups.

Similarly, perceptions of school civic culture did not differ significantly by teaching
time, F (4,94) = 1.19, p = .453, nor did perceptions of IB Civic Pedagogy Practices, F (4,96) =
1.88, p =.163. Intercultural Teaching Practices also showed no statistically significant
differences across groups, ¥* (4) = 4.05, p = .399.

In contrast, statistically significant differences were found for the School Behavior and
Safety Problems Index, ¥* (4) = 18.22, p = .001, with a small effect size (2=0.17). Educators
who spent less than 20% of their teaching time in the target grade reported higher levels of
behavior and safety problems (M = 1.50, SD = 0.30) compared to those teaching 20-39% (M =

1.18, SD =0.16) and 40-59% (M = 1.21, SD = 0.20) of their time in the target grade.
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and Note. x2 = Chi-square statistic; df = degrees of freedom; p = significance level; &2 = effect

size (epsilon squared).

presents descriptive statistics and test results.

No statistically significant differences were observed across teaching-time groups for
civic identity development, F (4,83) = 1.90, p = .245, or for ethnic identity development, F
(4,71) = 1.51, p = .135. Mean scores for civic and ethnic identity development were broadly
comparable across all groups.

Similarly, perceptions of school civic culture did not differ significantly by teaching
time, F (4,94) = 1.19, p = .453, nor did perceptions of IB Civic Pedagogy Practices, F (4,96) =
1.88, p = .163. Intercultural Teaching Practices also showed no statistically significant
differences across groups, ¥* (4) =4.05, p = .399.

In contrast, statistically significant differences were found for the School Behavior and
Safety Problems Index, y? (4) = 18.22, p = .001, with a small effect size (:2=0.17). Educators
who spent less than 20% of their teaching time in the target grade reported higher levels of
behavior and safety problems (M = 1.50, SD = 0.30) compared to those teaching 20-39% (M =

1.18, SD = 0.16) and 40-59% (M = 1.21, SD = 0.20) of their time in the target grade.



Table 7
Differences Between Variables by Teaching Time
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Variable Less than 20% 20-39% 40-59% 60-79% 80% or more
M SD M SD M SD M SD M SD
Civic Identity 49.75 7.09 51.56 9.89 53.90 8.89 59.56 9.65 51.63 9.92
Ethnic Identity 51.80 8.4 48.87 8.83 45.74 8.76 50.22 9.3 51.83 8.47
School Civic Culture 26.17 4.69 25.15 4.08 24.78 3.95 27.10 5.65 24.18 3.71
IB Civic Pedagogy Practices 22.37 4.19 18.95 4.43 20.46 3.39 22.18 5.12 21.25 4.67
Intercultural Teaching Practices 10.95 3.87 9.85 2.35 10.21 3.67 12.55 4.3 31 10
School Behavior and Safety Problems 1.50 0.3 1.18 0.16 1.21 0.2 1.34 0.36 1.27 0.3
Classroom Environment 8.48 2.23 6.5 212 6.78 2.08 7.00 2.324 6.35 2.21

Note. x2 = Chi-square statistic; df = degrees of freedom; p = significance level; ¢2 = effect size (epsilon squared).



Table 8

Statistical Comparison of Study Variables Across Teaching Time

58

Variable F X2 df P Effect Size
Civic Identity F=1.90 4,83 245 n%=0.084
Ethnic Identity F=1.51 471 135 n%=0.078
School Civic Culture F=1.19 4,94 453 n%=0.048
IB Civic Pedagogy Practices F=1.88 4,96 163 n%=0.072
Intercultural Teaching Practices X?=4.05 4 399 £2=0.0389
School Behavior and Safety Problems Index X?=18.22 4 .001 £2=0.1702
Classroom Environment X?=13.59 4 .009 £°=0.1246

Note. ¥? = Chi-square statistic; df = degrees of freedom; p = significance level; ¢ = effect size (epsilon squared).
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Significant differences were also observed for classroom environment, y* (4) = 13.59, p
=.009, with a small effect size (2= .12). Respondents with less than 20% teaching time in the
target grade reported more positive classroom environment scores (M = 8.48, SD = 2.23)
compared to those in higher teaching-time categories, particularly the 20-39% group (M =
6.50, SD = 2.12) and the 80% or more group (M = 6.35, SD = 2.21).

Differences in Stakeholder Perceptions by Age Group

Tables 9 and 10 present the results of the analysis examining differences across age
groups. A statistically significant difference was found for ethnic identity development across
age groups (p < .001), indicating that perceptions vary by age.

To examine whether stakeholder perceptions differed across age groups, group
comparison analyses were conducted using Fisher’s ANOVA, Welch’s ANOVA, or Kruskal—
Wallis tests depending on distributional assumptions.

No statistically significant differences were observed across age groups for civic
identity development, F (4,84) = 2.34, p = .653, nor for school civic culture, F (4,95) = 1.27, p
=.600. Similarly, no significant age-group differences were found for IB Civic Pedagogy
Practices, ¥ (4) = 8.64, p = 0.71, or for Intercultural Teaching Practices, y* (4) =0.71, p = .951.
Perceptions of the School Behavior and Safety Problems Index also did not differ significantly
across age groups, x> (4) =6.19, p = .185.

In contrast, statistically significant differences were found for ethnic identity
development, Welch’s F (4,71) = 3.08, p <.001, with a moderate effect size (n? =.203).
Respondents aged 25-29 reported the highest mean levels of perceived ethnic identity
development (M = 54.69, SD = 5.77), followed by those aged 30-39 (M =51.32, SD = 8.51).
Lower mean scores were observed among respondents aged 40-49 (M = 42.77, SD = 5.48) and
50-59 (M = 45.56, SD = 9.81). However, no statistically significant age-group differences were

found for classroom environment, y* (4) =4.27, p = .371.



Table 9
Differences Between Variables by Age Group
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Variable Less than 25 25-29 30-39 40-49 50-59

M SD M SD M SD M SD M SD
Civic Identity 49.44 9 52.28 8.66 52.53 8.87 52.42 14.06 55.83 6.16
Ethnic Identity 49.60 10.23 54.69 5.77 51.32 8.51 42.77 5.48 45.56 9.81
School Civic Culture 24.69 3.55 26.61 4.9 24.98 4.62 24.38 3.97 25.45 2.38
IB Civic Pedagogy Practices 19.82 5.04 22.37 3.89 21.56 4.26 18.53 4.03 20.08 4.48
Intercultural Teaching Practices 10.73 241 10.38 3.93 10.57 3.45 10.21 4.04 10.14 2.71
School Behavior and Safety Problems Index 1.21 0.16 1.34 0.36 1.65 0.31 1.19 0.19 1.19 0.16
Classroom Environment 6.92 2.15 7.10 2.49 7.12 2.46 5.93 1.79 7.07 1.86




Table 10
Statistical Comparison of Study Variables Across Age Group
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Variable F X2 df P Effect Size
Civic Identity F=2.34 4,84 653 n%=0.028
Ethnic ldentity W=3.08 4,71 <.001 n?=0.203
School Civic Culture F=1.27 4,95 .600 n?=0.028
IB Civic Pedagogy Practices X?=8.637 4 0.71 £2=0.08551
Intercultural Teaching Practices X?=0.706 4 951 £2=0.00672
School Behavior and Safety Problems Index X?=6.194 4 185 £2=0.05735
Classroom Environment X?=4.270 4 371 £°=0.03882

Note. x> = Chi-square statistic; df = degrees of freedom; p = significance level; &2 = effect size (epsilon squared)
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Summary

This chapter presented the findings of the study examining educators’ perceptions of the
influence of the International Baccalaureate (IB) curriculum on national identity development
in Kazakhstan, with a particular focus on civic and ethnic identity dimensions and related
school and classroom-level conditions.

Addressing the first research question, descriptive analyses indicated that educators
generally perceived relatively high levels of civic and ethnic identity development among
students in IB schools. School civic culture, student voice and participation practices,
intercultural teaching practices, classroom environment, and school behavior and safety were
perceived at moderate to positive levels overall, suggesting that IB school contexts are viewed
as broadly supportive of identity-related processes. Correlational analyses further demonstrated
that civic identity development was positively associated with school civic culture and
intercultural teaching practices, whereas ethnic identity development showed weaker and less
consistent associations with pedagogical practices, suggesting that civic and ethnic identity
dimensions may function differently within IB educational settings.

In relation to the second research question, group comparison analyses revealed limited
variation in perceptions across most demographic characteristics. No statistically significant
differences were observed by gender or subject area across identity outcomes or school and
classroom-level practices, indicating a high degree of consistency in perceptions across these
groups. Differences by teaching time were observed for school behavior and safety problems
and classroom environment, suggesting that workload-related factors shape perceptions of
contextual school conditions rather than identity outcomes themselves. Differences by age
group were identified only for ethnic identity development, with younger educators reporting
higher perceived levels than older educators; however, post-hoc analyses did not identify
statistically significant pairwise differences, indicating that this effect reflects broader variation

across age groups rather than distinct group separations.
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Taken together, the findings suggest that educators’ perceptions of civic and ethnic
identity development within IB schools are more strongly related to school-level culture and
pedagogical orientation than to individual demographic characteristics. Civic identity appears
to be more closely connected to school civic culture and intercultural teaching practices, while
ethnic identity demonstrates greater stability and weaker associations with instructional
practices. Overall, the results highlight the role of school-wide and classroom-level conditions
in shaping perceptions of identity development within IB educational contexts.

The next chapter discusses these findings in relation to existing literature on curriculum
internationalization, identity formation, and the role of international education programs. It also
considers the implications of the results for educational policy and practice in Kazakhstan, as

well as the limitations of the study and directions for future research.
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Chapter 5: Discussion

This chapter discusses the findings of the study examining educators’ perceptions of the
relationship between the International Baccalaureate (IB) curriculum and national identity in
Kazakhstan. The analysis focuses on civic and ethnic identity as the primary measured
dimensions, interpreting how these are associated with perceptions of 1B curriculum
implementation.

The discussion interprets the results in relation to the research questions, the conceptual
framework, and existing literature on curriculum internationalization and national identity.
Given the cross-sectional and perception-based design of the study, the findings are interpreted
in terms of associations and patterns rather than causal effects.

The chapter is organized around two key areas. First, it examines overall patterns in
civic and ethnic identity and their association with perceived I1B-related practices. Second, it
analyses differences in perceptions across demographic groups. The chapter then considers the
theoretical implications of the findings, their relevance for policy and practice, as well as the

limitations of the study and directions for future research.

Discussion of Findings Related to Research Question 1

The findings related to Research Question 1 reveal a consistent pattern in how educators
perceive the relationship between the IB curriculum and national identity dimensions. Overall,
the results indicate that civic identity is more strongly associated with the implementation of
the IB curriculum than ethnic identity. This suggests that the values embedded within the IB
framework, particularly global citizenship, critical thinking, and intercultural understanding are
more closely aligned with civic-oriented conceptions of identity rather than culturally specific
or ethnically grounded forms.

Importantly, this pattern does not imply the absence of ethnic identity within 1B
contexts, but rather highlights its comparatively weaker integration within curriculum practices.

The lack of strong association between IB implementation and ethnic identity suggests that
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local cultural, linguistic, and historical elements may not be systematically embedded within
the curriculum. Instead, these elements appear to depend largely on contextual adaptation at the
school or classroom level.

This divergence between civic and ethnic identity dimensions points to a broader
structural tension inherent in curriculum internationalization. While the IB curriculum
promotes universal values and transnational perspectives, these may not fully correspond to
national identity agendas that prioritize cultural preservation and ethnic continuity. As a result,
identity formation within IB schools appears to be shaped by a selective alignment, where civic
identity is reinforced through formal curriculum structures, whereas ethnic identity remains
more peripheral and contingent.

Furthermore, the findings highlight the mediating role of educators and school-level
practices in bridging this gap. Variations in how teachers interpret and implement IB principles
suggest that identity-related outcomes are not determined solely by the curriculum itself, but by
the ways in which it is enacted in specific institutional contexts. This reinforces the argument
that curriculum internationalization is not a neutral process, but one that is actively negotiated
within local environments.

Civic Identity and Curriculum Internationalization

The findings indicate that educators generally perceive the IB curriculum as supportive
of civic-oriented values, particularly critical thinking, intercultural understanding, and global
awareness. This aligns with the IB’s stated emphasis on developing internationally minded
individuals (IBO, 2021) and reflects broader arguments that international education is
associated with the promotion of civic competencies (Resnik, 2012; Schulz et al., 2023).

From a theoretical perspective, these results are consistent with constructivist accounts
of civic identity, which view identity as shaped through institutional contexts such as education

(Anderson, 2020). In this case, the IB curriculum is perceived as providing a framework
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through which civic values are articulated in ways that extend beyond narrowly defined
national narratives.

However, the findings also point to a potential tension. While educators associate IB-
related practices with civic-oriented values, these values are often framed in global rather than
explicitly national terms. This support concerns in the literature that international curricula may
reframe civic identity in ways that are less directly tied to nation-specific narratives (Dulfer et
al., 2024; Resnik, 2012).

In the Kazakhstani context, where civic identity is closely linked to state-led nation-
building initiatives such as Mangilik EI (Niyozov et al., 2020), this raises questions about how
globally oriented civic values are interpreted alongside national priorities. Rather than
indicating a shift in identity itself, the findings suggest that educators perceive a coexistence
and at times a tension between global civic orientations and nationally grounded expectations
within the curriculum.

Ethnic Identity and Cultural Tensions

In contrast to the findings on civic identity, the results indicate more limited and less
consistent alignment between perceptions of IB curriculum implementation and ethnic identity.
Educators appear more uncertain about the extent to which IB-related practices support cultural
and linguistic dimensions of identity. This pattern is consistent with existing literature, which
suggests that international curricula are often perceived as less aligned with the reinforcement
of local cultural and linguistic identities (Abdullah & Ali, 2026; Mahajan & Anburaj, 2024;
Yemini, 2013).

From an ethnosymbolist perspective, ethnic identity is grounded in shared culture,
language, and historical continuity (Smith, 1991). In this context, the findings suggest that
educators may perceive a misalignment between globally oriented curricular practices and the

preservation of these elements. This perception is particularly salient in Kazakhstan, where
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language revival and cultural continuity remain central to national policy agendas (Nosko,
2026).

Rather than indicating a direct weakening of ethnic identity, the findings point to a
perceived tension between global curricular orientations and locally embedded cultural
priorities. This aligns with broader critiques that international curricula may be experienced as
insufficiently connected to local narratives and cultural frameworks (Zhang, 2025).

Overall, the results suggest that ethnic identity is not displaced, but negotiated within
the school context, where educators interpret and balance global curriculum expectations
alongside national cultural priorities.

Hybrid and Transnational Identity Formation

Although hybrid and transnational identity were not directly measured in this study, the
patterns observed in the findings allow for a cautious interpretation in relation to these broader
theoretical constructs. In particular, the coexistence of globally oriented civic values and more
locally grounded ethnic identity suggests that educators perceive students as navigating
multiple identity frameworks within IB school contexts. This interpretation is consistent with
Bhabha’s (1994) concept of the “Third Space,” where identities are constructed through the
interaction of global and local cultural influences. Similarly, research on international
education has highlighted the potential for such environments to be associated with more
cosmopolitan or transnational orientations (Cruz et al., 2023).

However, it is important to emphasize that these interpretations are inferential rather
than directly derived from measured variables. The findings do not provide empirical evidence
of hybrid or transnational identity, but rather suggest that educators perceive a coexistence of
global and local identity orientations.

This raises an important question for future research: how these different identity
orientations are balanced in practice, and whether globally oriented curricular frameworks are

perceived as complementing or competing with locally grounded identity priorities.
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Role of School and Classroom-Level Factors

The findings highlight the perceived importance of teachers and school-level practices
in how the relationship between the 1B curriculum and identity is interpreted within schools.
Educators reported that identity-related outcomes are not attributed solely to the curriculum
itself, but are shaped through processes of implementation, interpretation, and adaptation at the
classroom level.

This is consistent with arguments in the literature that position teachers as key
mediators of curriculum in practice (Arnot et al., 2013; Fitzsimons, 2019; Kelly et al., 2013). In
this study, educators emphasized practices such as language use, the inclusion of local
examples, and the balance between national and global content as relevant to how identity is
addressed in the classroom. The findings also suggest a perceived tension between standardized
curriculum frameworks and the need for local adaptation. While alignment practices aim to
ensure consistency in IB implementation, educators indicated that these structures may be
experienced as limiting opportunities for contextualization. This reflects broader arguments that
internationally standardized curricula can constrain local flexibility in practice (Abdul-Jabbar,
2024; Banu, 2025).

In the Kazakhstani context, this places educators in a position where they are required
to navigate between nationally oriented identity priorities and globally oriented curricular
expectations. The findings therefore suggest that the relationship between curriculum and
identity is mediated not only by the curriculum itself, but by how it is interpreted and enacted

within specific institutional and policy contexts.

Discussion of Findings Related to Research Question 2

The findings related to Research Question 2 provide further insight into how
perceptions of the relationship between the IB curriculum and national identity are shaped
across stakeholder groups. Although some differences were observed across demographic and

professional characteristics, these were neither uniform nor consistently strong. This suggests
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that perceptions of identity within 1B contexts are not determined by demographic position
alone, but are mediated through institutional roles, experiences of curriculum implementation,
and local school environments. This interpretation aligns with the study’s conceptual
framework, which conceptualizes identity formation not as a direct outcome of curriculum
design, but as a process shaped through the interaction between global curricular models and
locally mediated educational practice.

More specifically, the limited and uneven variation across groups supports the argument
that educators function as mediators of curriculum rather than passive recipients of it. As
discussed by Hizli1 Alkan and Priestley (2019) and Fitzsimons (2019), teachers and school
actors interpret and adapt international curricula through their own pedagogical choices,
professional beliefs, and sociocultural positioning. In this sense, differences across roles or
experience levels may reflect variation in how closely stakeholders engage with the practical
enactment of the IB, rather than stable demographic divisions. Abdul-Jabbar (2024) similarly
argues that curriculum implementation is shaped through interpretation, alignment, and
adaptation at the school level, which helps explain why differences in perception may appear
fragmented rather than systematic.

At the same time, the absence of strong and consistent differences across most
demographic categories may indicate a degree of convergence produced by shared exposure to
the IB’s core philosophy. The IB framework promotes common values such as intercultural
understanding, critical thinking, and global citizenship, which may generate broadly similar
orientations across educators regardless of subject background or gender (Main, 2024). This
interpretation is consistent with Anderson’s (2020) constructivist perspective, in which civic
forms of identity are shaped through institutional practices and shared symbolic frameworks.
However, the persistence of some variation also suggests that such convergence remains partial

and does not eliminate the influence of context.
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These findings also resonate with broader literature on the tensions between
international curricula and nationally grounded identity priorities. Kim (2021) argues that
international education may promote decontextualized global norms, while Niyozov et al.
(2020) show that post-Soviet education systems continue to carry strong nation-building
expectations. The weak and inconsistent demographic pattern found in this study may therefore
reflect the coexistence of these competing pressures: stakeholders operate within a shared IB
structure, but interpret its implications through different professional responsibilities and local
institutional realities. Comparative studies in Mauritius, Israel, and China similarly suggest that
the meaning of international curricula is not uniform, but filtered through national, cultural, and
school-level contexts (Poonoosamy, 2010; Tan & Bibby, 2011; Yemini, 2013).

Overall, the findings for RQ2 reinforce the central argument of this study: the
relationship between the IB curriculum and national identity is not shaped in a linear or
uniform way by stakeholder characteristics alone. Rather, it is dynamically constructed through
the interaction of curriculum frameworks, institutional settings, and educator agency. In this
respect, the results support the study’s broader claim that curriculum internationalization in
Kazakhstan operates through mediation and negotiation, rather than through a single,
standardized pattern of identity formation.

Differences Across Professional Roles

The findings indicate that perceptions of the relationship between IB curriculum
implementation and national identity vary across professional roles, although these differences
are not consistent across all variables. These differences can be understood through the lens of
curriculum mediation. Educators do not engage with the IB framework in a uniform way;
rather, their interpretations are shaped by their roles, responsibilities, and proximity to
classroom practice. Teachers, who are directly involved in curriculum enactment, may engage
more actively with pedagogical elements such as intercultural understanding and learner profile

attributes, whereas policymakers may interpret the curriculum at a more structural or strategic
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level. This aligns with Tor (2017) and Abdul-Jabbar (2024), who argue that curriculum
implementation is inherently interpretive and mediated by institutional roles and professional
contexts.

At the same time, the absence of strong and consistent differences across all
professional groups suggests that these variations are not purely structural. Instead, they reflect
a more complex interaction between professional experience and shared exposure to the IB
philosophy. The IB promotes a relatively coherent set of values, including global citizenship
and intercultural awareness, which may contribute to a degree of convergence in how identity-
related concepts are understood across stakeholder groups. This supports Anderson’s (2020)
view of identity as socially constructed through shared institutional practices, while also
reflecting Smith’s (1991) distinction between civic and ethnic identity as coexisting and
negotiated dimensions.

These findings also resonate with broader literature on international education, which
highlights the tension between globally oriented curricula and nationally grounded identity
agendas. Fitzsimons (2019) argues that international programmes may promote universalistic
values that are not always aligned with national identity priorities, while Golikov (2019)
demonstrate how post-Soviet education systems continue to function as instruments of nation-
building. The variation observed across professional roles in this study may therefore reflect
differences in how stakeholders navigate this tension, depending on their institutional position
and level of engagement with curriculum implementation.

Overall, the findings suggest that professional role shapes, but does not determine how
educators perceive the relationship between the IB curriculum and national identity. Rather
than producing uniform interpretations, curriculum internationalization operates through
processes of mediation, negotiation, and contextual adaptation. This reinforces the study’s

broader argument that identity formation within IB contexts is not a direct outcome of



72

curriculum design, but a dynamic process shaped by the interaction between global
frameworks, institutional settings, and educator agency.
Differences Across Subject Areas and Demographics

The analysis revealed variation in perceptions across selected demographic and
professional characteristics, including subject area, years of experience, and professional role.
However, these differences were neither consistent nor uniformly significant across all
variables, indicating that stakeholder perceptions of the relationship between IB curriculum
implementation and civic and ethnic identity do not follow a clear structural pattern.

This finding suggests that identity-related perceptions are not primarily determined by
demographic characteristics alone, but are shaped through processes of curriculum mediation
and contextual interpretation. As argued by Haque and David (2022) and Abdul-Jabbar (2024),
curriculum implementation in international education settings is inherently interpretive, with
educators actively constructing meaning based on their roles, experiences, and institutional
contexts. The fragmented nature of the differences observed in this study supports this
perspective, indicating that stakeholders engage with IB principles in varied and context-
dependent ways.

At the same time, the limited strength of these differences points to a degree of
convergence across stakeholder groups. Shared exposure to the 1B framework, particularly its
emphasis on global citizenship, intercultural understanding, and critical thinking may
contribute to broadly similar orientations toward identity across educators. This aligns with
Anderson’s (2020) constructivist perspective, which views identity as shaped through shared
institutional practices, while also reflecting Smith’s (1991) distinction between civic and ethnic
identity as coexisting and negotiated dimensions within national contexts.

These findings also reflect broader tensions identified in the literature between
international curricula and national identity agendas. Poddar (2025) argues that international

programmes promote globalized values that may not fully align with national priorities, while



73

Rutland (2023) highlight the continued role of education in post-Soviet contexts as a tool for
nation-building. The absence of strong and consistent demographic patterns in this study
suggests that stakeholders navigate these competing influences in diverse ways, rather than
responding to them in a uniform manner. Overall, the findings reinforce the argument that the
relationship between the IB curriculum and national identity is not shaped in a linear or
uniform way by stakeholder characteristics. Instead, identity formation within IB contexts
emerges through the interaction of global curricular frameworks, institutional settings, and
educator agency, resulting in patterns that are variable, context-dependent, and mediated rather

than structurally determined.

Summary

This chapter synthesized the study’s findings by interpreting them in relation to the
conceptual framework and considering their implications for policy and practice. The results
demonstrate that the IB curriculum in Kazakhstan is predominantly perceived as supporting
civic-oriented and globally aligned competencies, while its relationship with ethnic identity
remains uneven and less clearly defined. This pattern reflects an underlying structural tension
between globally oriented curricular frameworks and nationally grounded identity priorities.

Importantly, the findings confirm that the relationship between curriculum and identity
is not inherent to the curriculum itself, but is mediated through processes of interpretation and
implementation at the school level. Educators play a central role in this process, actively
negotiating how global curricular principles are adapted to local cultural and national contexts.
This supports the study’s core theoretical argument that identity formation within international
education is not a direct outcome of curriculum design, but a socially constructed and context-
dependent process. At the same time, the findings indicate that multiple dimensions of identity,
particularly civic and ethnic are perceived to coexist within IB contexts, although not always in
a balanced or integrated manner. While broader theoretical perspectives suggest the emergence

of hybrid or transnational identities, this study finds that such integration is not explicitly
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articulated in practice, pointing instead to parallel and sometimes competing identity
orientations. Variation in implementation across schools further reinforces the role of
institutional context and professional interpretation in shaping identity-related outcomes. These
differences suggest that curriculum internationalization does not operate through a uniform
model, but through diverse and locally mediated practices, which can either reinforce or
complicate national identity priorities. The implications of the study are therefore not merely
procedural, but structural. There is a clear need for more deliberate and coherent approaches to
curriculum localization, including stronger guidance on integrating national identity objectives
within international frameworks, as well as targeted support for educators who are responsible
for mediating these tensions in practice. Without such alignment, the risk remains that global
and national priorities will continue to coexist without meaningful integration.

These findings should be interpreted in light of the study’s limitations, particularly its
reliance on stakeholder perceptions and the use of a non-probability sample, which limit
generalizability. Nevertheless, the study provides important insights into how curriculum
internationalization is experienced and interpreted within the Kazakhstani context. Future
research should move beyond perception-based and cross-sectional designs to include
qualitative, longitudinal, and student-focused approaches, in order to capture how identity is
constructed and experienced over time within internationalized education systems. Overall, this
study demonstrates that curriculum internationalization in Kazakhstan does not produce a
unified model of identity formation. Instead, it operates within a persistent tension between
global and national priorities, where outcomes are shaped through negotiation, mediation, and

context-specific practice rather than through curriculum design alone.
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Chapter 6: Conclusion
This study examined how educators in Kazakhstan perceive the relationship between
the International Baccalaureate (IB) curriculum and national identity, with a particular focus on
civic and ethnic identity dimensions. Using a quantitative, cross-sectional survey design, the
research analyzed patterns in stakeholder perceptions across 1B school contexts.
Situated within the broader context of curriculum internationalization and nation-
building, the study addressed a central tension between globally oriented educational

frameworks and nationally grounded identity priorities in a post-Soviet setting.

Summary of Key Findings

This study set out to examine how the International Baccalaureate (IB) curriculum is
perceived to influence national identity formation in Kazakhstan, with a particular focus on
civic and ethnic identity dimensions. The findings provide a clear response to this purpose by
demonstrating that the perceived influence of the IB curriculum is not uniform across identity
dimensions. This aligns with scholarship suggesting that international curricula do not produce
fixed or universal identity outcomes, but interact with local sociocultural and political contexts
(Rutland, 2023; Seidikenova et al., 2020).

In relation to Research Question 1, the results indicate that educators generally perceive
IB-related practices as strongly aligned with civic-oriented and global competencies, including
critical thinking, intercultural understanding, and participation-related values. This is consistent
with the IB’s emphasis on international-mindedness, global citizenship, and intercultural
understanding (IBO, 2021), as well as constructivist views of civic identity as shaped through
participation, shared values, and engagement with institutions (Martin et al., 2023). The
findings therefore suggest that the 1B curriculum is perceived to contribute positively to civic
identity development, particularly by encouraging engagement with broader societal and global

issues.
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In contrast, the relationship between IB curriculum implementation and ethnic identity,
associated with language, cultural heritage, and historical continuity, is perceived as less
consistent and more dependent on contextual factors. This reflects ethnosymbolist
understandings of ethnic identity as rooted in culture, language, collective memory, and
historical continuity (Acharya, 2018). It also supports concerns raised in the literature that
international curricula may marginalize local languages, histories, and cultural narratives when
localization is weak (Niyozov et al., 2020; Poonoosamy, 2010; Resnik, 2012). This indicates
that while civic identity development is more explicitly supported within 1B frameworks, ethnic
identity is less systematically integrated and may rely more heavily on local adaptation and
school-level practices.

In relation to Research Question 2, the findings reveal that perceptions of the
relationship between the IB curriculum and identity vary across certain demographic and
professional characteristics, including subject area, years of experience, and professional role.
However, these differences are neither strong nor consistently significant across all variables.
This suggests that stakeholder characteristics alone do not determine how identity is perceived
within IB contexts. Instead, the results point to a more complex and context-dependent process,
where perceptions are shaped through professional experience, institutional positioning, and
engagement with curriculum implementation. This supports literature emphasizing that
curriculum effects are mediated through educators’ interpretation and enactment rather than
determined by curriculum design alone (Fitzsimons, 2019; Makumane & Khoza, 2020).

Taken together, these findings suggest a perceived imbalance between globally oriented
and nationally grounded dimensions of identity within IB school contexts. Rather than
indicating a transformation or replacement of identity, the results point to the coexistence of
civic and ethnic identity dimensions, which are not always fully aligned. This reflects broader
debates on the tension between international curricular frameworks and national identity

priorities, particularly in post-Soviet and multicultural contexts where education is expected to
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support both global integration and national cohesion (Mnatsakanyan, 2025 ; Nudalo-Gonzaga
& Regina, 2025).

Importantly, the study also demonstrates that the relationship between curriculum and
identity is not inherent to the curriculum itself. Instead, it is mediated through interpretation and
implementation at the school level. Educators play a central role in this process, shaping how
IB principles are enacted in practice and how identity-related content is integrated into teaching
and learning (Fitzsimons, 2019; IBO, 2021). Institutional context, including school policies and
approaches to curriculum localization, further influences how these processes unfold. Overall,
the findings directly address the study’s purpose by showing that the perceived impact of the IB
curriculum on national identity in Kazakhstan is differentiated across identity dimensions and
mediated by contextual factors. Identity formation within IB contexts does not follow a single,
uniform pattern, but emerges through the interaction of global curricular frameworks, local

cultural expectations, and educator agency.

Theoretical Contributions

The findings suggest that no single theoretical perspective fully captures how identity is
perceived in the context of internationalized education. Instead, the results are best interpreted
through a combination of complementary frameworks. This supports broader arguments in the
literature that identity formation in globalized educational contexts is inherently complex,
multidimensional, and shaped by overlapping influences rather than a single explanatory model
(Niyozov et al., 2020; Yemini, 2013).

Constructivist perspectives are particularly useful in interpreting the observed
association between IB-related practices and civic-oriented values, as they emphasize the role
of education systems and institutions in shaping shared meanings, participation, and civic
engagement (Anderson, 2020). This aligns with the IB’s emphasis on international-mindedness,
global citizenship, and intercultural understanding (IBO, 2021), and explains why civic identity

IS more consistently associated with IB implementation.
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At the same time, ethnosymbolist approaches provide a more appropriate framework for
interpreting ethnic identity, as they conceptualize identity as rooted in language, culture,
historical continuity, and collective memory (Acharya, 2018; Smith, 1991). From this
perspective, the weaker and less consistent relationship between IB practices and ethnic
identity is not surprising, as these dimensions are less easily shaped through formal curriculum
and more dependent on broader sociocultural contexts. This interpretation is consistent with
research highlighting the potential marginalization of local cultural and linguistic elements
within international education settings (Poonoosamy, 2010; Resnik, 2012).

Taken together, these perspectives highlight that different dimensions of identity are
understood through distinct theoretical lenses, rather than being adequately explained by a
single unified model. This reinforces the need to treat civic and ethnic identity as analytically
separate constructs, particularly in empirical studies of curriculum and identity.

While broader theories of hybrid and transnational identity offer a useful conceptual
backdrop for understanding the coexistence of global and local orientations (Amin et al., 2025),
these constructs were not directly measured in this study and are therefore interpreted with
caution. Their inclusion remains primarily theoretical, rather than empirical.

Overall, the findings suggest that identity in international curriculum contexts is best
understood as multidimensional and context-dependent, emerging through the interaction
between global curricular frameworks, local cultural expectations, and institutional mediation.
This aligns with existing research emphasizing that identity formation in international
education does not follow a linear or uniform trajectory, but is shaped through negotiation,
adaptation, and context-specific implementation processes (Fitzsimons, 2019; Yemini, 2013).
Practical and Policy Implications

The findings of this study offer several implications for educational policy, school
leadership, and classroom practice in Kazakhstan, particularly in the context of expanding

international curricula such as the International Baccalaureate (IB). Overall, the results suggest
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that while IB-related practices are perceived as aligned with civic-oriented and global
competencies, their relationship with nationally grounded identity dimensions, particularly
ethnic identity, is less consistent. This reinforces existing research indicating that international
curricula tend to prioritize global competencies, sometimes at the expense of locally embedded
cultural and linguistic dimensions (Resnik, 2012; Poonoosamy, 2010).

At the policy level, the findings point to the importance of more structured approaches
to curriculum localization. Rather than relying solely on broad principles of international-
mindedness, policymakers may consider providing clearer international curricula tend to
prioritize global competencies, sometimes at the expense of locally embedded cultural and
linguistic dimensions guidance on how national content—such as historical narratives, cultural
references, and civic priorities—can be meaningfully integrated within internationally oriented
programmes. This aligns with scholarship emphasizing that successful curriculum
internationalization requires deliberate alignment with national priorities rather than passive
coexistence (Vera Cruz, 2018). Without such guidance, implementation is likely to remain
uneven across schools.

At the school level, the results emphasize the central role of teachers in interpreting and
enacting the curriculum. This supports the argument that curriculum effects are mediated
through educator agency rather than determined by curriculum design alone (Fitzsimons, 2019;
Tierney et al., 2023). As such, professional development should move beyond technical
training and focus more explicitly on helping teachers navigate the tension between global
curriculum frameworks and local cultural contexts. This may include strategies for integrating
local examples, working across multiple languages, and critically engaging with curriculum
materials.

The findings also suggest that current approaches to evaluating school performance may
not fully capture how identity-related aspects of education are addressed in practice. While

academic outcomes remain central, there may be value in expanding evaluation frameworks to



80

include cultural and civic dimensions of education. This reflects broader debates on the
limitations of performance-based accountability systems in capturing complex educational
outcomes such as identity formation and citizenship (Danau & Pauly, 2018).

In addition, the results highlight the importance of clearer positioning of IB schools
within the national education system. As institutions operating at the intersection of global and
national priorities, 1B schools require more explicitly articulated expectations regarding their
role in supporting national identity goals. Greater clarity at the system level could reduce
ambiguity and support more consistent implementation across different school contexts, an
issue also noted in comparative studies of international schooling (Milo, n.d.).

Finally, the findings suggest that educators perceive a coexistence of global and local
identity orientations within IB contexts. This reflects broader theoretical discussions on the
interaction between globalization and national identity, where identities are not replaced but
reconfigured through ongoing negotiation (European Institute of the Mediterranean [IEMed],
n.d.). Rather than treating these orientations as mutually exclusive, there is potential for
pedagogical approaches that intentionally connect local and global perspectives, for example,
by linking national issues to broader international contexts within classroom practice.

Overall, these implications highlight the importance of aligning curriculum
internationalization with national priorities through context-sensitive policy design and school-
level implementation. At the same time, given the perception-based and non-representative
nature of the study, these implications should be interpreted as indicative rather than
prescriptive. Nevertheless, they contribute to ongoing debates on how global educational
frameworks can be meaningfully adapted within national contexts.

Limitations of the Study

This study provides important insights into educators’ perceptions of the relationship

between curriculum internationalization and national identity in Kazakhstan; however, several

limitations must be acknowledged.
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First, the study relies on self-reported survey data, which introduces the risk of social
desirability bias. Participants may have provided responses aligned with perceived professional
or national expectations, particularly given the sensitivity of identity-related topics. As a result,
the findings reflect perceived attitudes rather than observed practices or behaviors.

Second, the study focuses exclusively on educators without including students. While
this aligns with the study’s aim to examine stakeholder perceptions, it limits the ability to
understand how identity is experienced or interpreted by students themselves. The findings
therefore represent interpretations of identity rather than direct evidence of student
perspectives.

Third, the study adopts a cross-sectional design, capturing perceptions at a single point
in time. As such, it does not account for how perceptions may evolve over time or across
different stages of exposure to international curricula.

Fourth, the study employs a non-probability sampling strategy based on voluntary
participation, which limits the generalizability of the findings. Participants who chose to
respond may differ systematically from those who did not, potentially introducing self-selection
bias.

Fifth, although the study uses validated instruments to measure civic and ethnic identity,
these constructs are operationalized through standardized scales that may not fully capture the
contextual and culturally specific dimensions of identity in Kazakhstan. This is particularly
relevant given the complex historical and sociopolitical factors shaping national identity in the
region.

Sixth, the study does not include objective measures of curriculum implementation,
such as classroom observations or curriculum content analysis. As a result, it cannot assess the

extent to which reported perceptions correspond to actual pedagogical practices.
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Seventh, the statistical analysis is based on correlational methods, which allow for the
identification of associations between variables but do not permit causal inference. The
findings should therefore be interpreted as indicating relationships rather than effects.

Finally, the focus on the IB curriculum limits the transferability of the findings to other
curricular models. While the IB provides a relevant case of curriculum internationalization, the

results should be understood within this specific institutional context.

Directions for Future Research

Future research can extend this study in several targeted ways, building directly on its
methodological and conceptual limitations.

First, qualitative research such as classroom observations and teacher interviews would
provide deeper insight into how identity-related meanings are interpreted and enacted in
practice. This would allow for a closer examination of how teachers mediate the relationship
between global curricular frameworks and locally grounded identity priorities.

Second, future studies should incorporate student perspectives to better understand how
identity is experienced within 1B school contexts. Comparing educator and student perceptions
would provide a more comprehensive picture of how identity-related dynamics are understood
across different stakeholder groups.

Third, longitudinal research designs would enable the examination of how perceptions
of identity and curriculum alignment develop over time, particularly in relation to sustained
exposure to international curricula.

Fourth, future research could expand the scope of identity measurement by directly
operationalizing hybrid and transnational identity constructs. This would allow for a more
systematic examination of how global and local identity orientations coexist within

international education settings.
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Fifth, comparative studies across different types of schools (e.g., IB vs national
curriculum schools) and across national contexts would help to identify whether the patterns
observed in Kazakhstan are context-specific or more broadly applicable.

Finally, further research could investigate the role of specific mediating factors such as
language of instruction, curriculum localization strategies, and teacher training in shaping how

international curricula are interpreted in relation to national identity.

Final Reflection

This study shows that curriculum internationalization is not a neutral process, but one
that actively reshapes how identity is constructed within educational systems. In the case of
Kazakhstan, the IB curriculum is perceived to support the development of civic and globally
oriented identities, while its contribution to ethnic identity remains limited and uneven. The
central issue is therefore not whether international curricula should be adopted, but how they
are structurally integrated within national education systems. In its current form,
implementation relies heavily on individual teacher mediation, resulting in fragmented and
inconsistent identity outcomes across schools. The findings point to a deeper systemic issue: a
misalignment between policy objectives and implementation mechanisms. While national
frameworks emphasize civic cohesion and cultural continuity, these priorities are not
systematically embedded within international curriculum delivery. Ultimately, this study
suggests that without deliberate structural alignment, curriculum internationalization will
continue to produce hybrid and globally oriented identities in ways that are not fully
coordinated with national identity goals. The challenge is not managing globalization, but

governing how it is translated into educational practice.
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Appendices

Appendix A: Completed Generative Al Declaration Form

/N
“A

Proposal Title: Curriculum Internationalization and National Identity: A Quantitative
Study on the Perceived Impact of the IB Curriculum in Kazakhstani Schools

Declaration of the Use of Generative Al

I hereby declare that I have read and understood NUGSE’s policy concerning appropriate use
of generative Al tools and composed this work independently (please check one):

with the use of generative artificial intelligence tools, or
L1 without the use of generative artificial intelligence tools.

(If you have used generative Al tools, please complete the rest of this form.)

During the preparation of this proposal/thesis, | used chatGPT, Consensus, Quilbot to search,
structure, proofread and paraphrase my ideas and text itself.

I also declare that |
am aware of the capabilities and limitations of generative Al tool(s),

have verified that the content generated by Al systems and adopted by me is factually
correct,

am aware that as the author of this thesis I bear full responsibility for the statements and
assertions made in it,

have submitted complete and accurate information about my use of generative Al tools in
this work, and

acknowledge that there may be disciplinary consequences if | have breached NU Student
Code of Conduct or not followed NUGSE’s guidelines regarding appropriate Al use.

Name: Ferizad Kanafina Signature:
Date: 26.04.26 % }kﬂ
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Appendix B: Online Consent Form

Dear Teacher,

You are invited to participate in a research study entitled “Curriculum
Internationalization and National Identity in Kazakhstan: Educators’ Perspectives on the IB
Curriculum.”

This study aims to explore how Kazakhstani educators perceive the influence of the
International Baccalaureate (IB) curriculum on students’ identity formation, including civic,
ethnic, hybrid, and transnational identities.

Participation: If you agree to participate, you will be asked to complete an online
survey. The survey is anonymous and self-administered, and it should take approximately 15—
20 minutes to complete. You will be asked to respond to a series of closed-ended questions
based on your experiences and perceptions of IB curriculum implementation in your school.

Voluntary Nature of the Study: Please note that participation in this study is strictly
voluntary. If you choose to take part, you may withdraw at any time without any negative
consequences or prejudice.

Risks. There are minimal risks associated with participation in this study. However, you
may experience minor psychological discomfort due to reflecting on your professional
practices or identity-related topics.

Benefits. Although you may not receive direct personal benefits, your participation will
contribute to: Providing insights into how global curricula interact with local identity goals.
Informing national and school-level policy decisions on curriculum localization. Advancing
academic research on international education in post-Soviet contexts. Your contribution is
highly valued, and your responses will help shape a deeper understanding of identity-oriented
curriculum implementation in Kazakhstan.

Compensation. No tangible compensation will be provided for your participation.
However, a summary of the research findings will be made available upon request after the
conclusion of the study. If you are interested in receiving these results, you may contact the
researcher directly.

Confidentiality & Privacy. This survey is anonymous and does not collect any
personally identifiable information (e.g., name, IP address, or email). All responses will be
stored on a secure, password-protected file on the researcher’s personal computer. Only the
primary researcher will have access to the data. The information will be used solely for
academic purposes and will be deleted after the project is completed and the thesis is submitted.
Although every reasonable effort will be made to protect your confidentiality, please note that
complete anonymity cannot be fully guaranteed due to the nature of online data collection.

Points of Contact. It is understood that should any questions or comments arise
regarding this project, or a research related injury is received, the Principal Investigator,
Ferizad Kanafina, +77026660190, ferizad.kanafina@nu.edu.kz should be contacted. Any other
questions or concerns may be addressed to the Nazarbayev University Institutional Research
Ethics Committee, resethics@nu.edu.kz.

Statement of Consent.

By clicking “I agree” below you are indicating that you are at least 18 years old, have
read and understood this consent form and agree to participate in this research study.

o | have read and understand the above consent form. | certify that | am 18 years
older and, by clicking next button to enter the survey, I indicate my willingness
to voluntarily take part in the survey

o | do not wish to participate in this survey
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Kypmerti myraiim,

Cizni “Kazakcrangarbl oKy OaraapiaMachlH MHTEPHAIIMOHAIN3ALUSIIAY KOHE YITTHIK
Oipereiinik: IB oKy OarmapiamacheiHa KaTBICTHI TIEAATOTTEP/IIH KO3KapacTapbl aTThI 3e€PTTEYTe
KATBICYFa IaKbIPaMBbI3.

Bbyn 3eprreynin makcatel — KazakcTanmarsl MyFamiMaep/IiH XadbIKapaJlbIK
bakanaBpuat (IB) oky 6arnapiamMachlHBIH OKYIIBUIAPIBIH a3aMaTTHIK, STHUKAIBIK, THOPUITI
KOHE TPAHCYITTBIK OipereiIiKTepiHiH KaJbINTaCcyblHA 9CEPiH Kajail KaObUITalTHIHBIH
3epaeney.

Karwbicy TopTibi: Erep 3eprreyre kaTbicyFra KeicCeHI3, Ci3re OHJIaiH cayaJHaMaHbI
TONTHIPY YChIHBLIAAbI. CayaqHamMa aHOHUM/I1, ©31HIIIK TOATHIPY (hopMaThIHAA, )KOHE IIaMaMeH
15-20 munyT yakbITThI anaasl. Ciznen MmektenTeri IB oky OarmapiamaceiH Ky3ere achlpyra
KATBICTHI ©3 TOXIprOeHI3 O€H KO3KapacTapbIHbI3 HET131H/IE Ka0bIK CypaKTapra kayar 0epy
cypanajsbl.

3eprTeyre KaTblCyAbIH epikTidiri: By 3epTTeyre KaTbICy TONBIKTal epikTi O0JIBII
Tabbiaabl. KaTeicyFa menriM KaObligacaHbl3, Ke3 KeNTeH YaKbITTa eIIKaH 1al )KaFbIMChI3
caJIIapchl3 HEMece KhICHIMCBI3 0ac TapTyFa KYKBIFBIHBI3 Oap.

Tayekenaep: 3epTTeyre KaTbICyMeH OQiIaHBICTHI TOYEKEIIEp 6T TOMEH. Aaiina
KociOM TOXKIpUOCHI3Te HeMece JKeKe OipereiTiKke KaThICThl CYpaKTap Typasbl OWIaHy
OapbIChIH/IA a3/1aFaH TICUXOJIOTHSIIBIK JKaUChI3IbIK CE€31HYIHI3 MYMKIH.

Maiinacer: Tikenel )keke maiia KyTrnereHiHi30eH, Ci31iH KaThICYBIHBI3 KeJeci
OarpITTapFa yJiec Kocabl:

* sxahaH/BIK OKY OarIapiamManapbIHbIH KEPTiTiKTI Oipereinik MakcaTTapbIMEH KaJlaii
OpEKeTTECeTIHIH TYCIHIIPYTE;

* OKy OarapjamMachiH JIOKaTu3alusuiay OOUBIHIIA YITTHIK KOHE MEKTEITIK ICHTeHIer
casicaTKa aKMapaTThIK HET13 KaIbIITaCThIPYFa;

* MOCTKEHECTIK KOHTEKCTE XaJIbIKapabIK Oi71iM Oepy KOHIHAETI FRUTBIMU 3€pTTEeYIIEP/Ii
JaMBITYFa.

Ci3miH yIeciHi3 )KOFaphl OaraaHa bl XKOHE JKayanTapblHe3 KazakcTanmars
Oipereiinikke OarpITTaNFaH OKY OaFgapiaManapbiH )Ky3ere acblpyabl TEPEHIPEeK TYCIHyTre
KOMEKTECE]I].

OTteMakbl: byl 3epTTeyre KaTbICKaHBIHBI3 YIIIIH MAaTEPUATIBIK OTEMAaKbI
KapacThIpblIMaraH. Ayaiia 3epTTey asKTaJIFaHHAH KeH1H HOTHKEJIEePIiH KbICKAIla
KOPBITBIHBICHI CYPayBIHBI3 OOMBIHINA YCHIHBIIAABI. Erep HoTHXKenep/ii aafbIHbI3 KeTce,
3epTTEyIIMEH TiKeNel OailaHpIica ajlachi3.

KynusaiabuibIK K9He epOec qepekTepai Kopray: CayaqrHama aHOHUMI JKOHE Ci3Ai
KeKe colikecTeH1ipyre O0NaThIH aKnapaTThl (aTbI-KeHIHI3, [P MekeHkalbl, 371EKTPOHABIK
MOILITAHBI) )KHHAMaM1bl. BapiblK xKayanTap 3epTTeyIIiHIH )KeKe KOMIbIOTEPiHIe Kyus co30eH
KoprauiFaH (haiinga cakraniaabl. JlepekTepre TeK HET13T1 3epTTeyIli FaHa KOJI )KETKI3€ alajibl.
JKvnanraH akmapar TeK akaJeMUsUTBIK MaKcaTTa KOJIIaHbLUIAIbI )KOHE 5K00a asKTaIbIIL,
JUCCepTaIlis TalChIPbUIFAaHHAH KEeHiH jkoibuiabl. OHIIAlH qepeKTep )KUHAYBIH TaOUFaThIHA
0aiiJIaHbICThI TOJBIK AHOHUMJIIKKE KeNUIIIK Oepy MyMKIH €MECTIT1H €CKepiHi3, JereHMeH
KYIMASUTBUTBIKTBI KOPFay YIIiH OapJiblK mapanap KaObU1aHa bl

Baiinanbic HykTeJiepi: Erep sko0ara KaThICThI CYpaKTapbIHbI3 HEMECE MiKipJIepiHi3
0oJica, He 3epTTeyre OAMIaHBICTHI KE3 KeJITeH Macese TybIHIaca, JKeTekmi 3epTreymi —
®epuzan Kanadpuna, +77026660190, ferizad. kanafina@nu.edu.kz GaitnanbicybIHbI3Fa 604 IBL.
Osre cypakTap HeMece aJlaHayIIbUIBIKTap OoiibiHIa HazapOaeB yHUBEPCUTETIHIH
MHCTUTYIMOHAIBIK 3ePTTEY 3TUKACHI KOMHUTETIHE XKYTriHyre 0omasr: resethics@nu.edu.kz

Kemicim Typansl monimaeme. Temenneri «MeH keaiceMin» 0aTbIpMachiH 0acy apKbLIbI
Ci3/1iH achIHBI3 KeMiHzae 18-11e eKeHIiriH, 0Chl KeiciM (popMachIH OKBII, TYCIHI'€HIHI3/I1 )KOHE
3epTTeyre KaTbICyFa KETCETIHIHI3A1 pacTalChI3.

o MeH )XoFapbLaarsl KeiciM (hopMachiH OKBII, TOJIBIK TYCiHAIM. MEHiH KachbM
18-neH ackaHbIH pacTaiiMbIH KOHE cayajqHamara eTy yuriH «Keneci»



mailto:resethics@nu.edu.kz

OaTeIpMachIH 0acy apKbUIbI OCHI 3ePTTEYre €PIKTI Typ/e KaThICyFa JaiblH
eKeHiM/II O1aipeMiH.
o MeH Oy cayanHaMara KaThICy/IbI KaTaMalMBbIH.
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YBaxkaeMplii(as1) yauTenb,

[Tpurnamaem Bac MPUHATH y4aCTHE B UCCIIEAOBAHUU TI0]] HA3BaHUEM
«MHTepHAIMOHATTH3AINS YIeOHOH MPOrpaMMBbl M HAITMOHAIbHAS HIEHTHYHOCTH B Kazaxcrane:
B3TJISIBI TIEIATOTOB Ha yueOHYIo nporpammy IB».

Llens TaHHOTO MCCIIEIOBAHUS . H3YIHTh, KaK Ka3aXCTAaHCKHUE MEAarord BOCIPUHUMAIOT
BIMsiHUE y4eOHO# mporpammel International Baccalaureate (1B) na popmupoBanue
UJCHTUYHOCTHU y4YaIIUXCs, BKIIOYas TPakJaHCKYI0, STHUYECKYI0, THOPUAHYIO U
TPaHCHAIIMOHAIBHYIO UJICHTUIHOCTH.

YuacTue: eciu Bbl COTJIaCUTECh IPUHATH YYacTHE, BaM OyJIeT MPeJI0KEHO 3all0JIHUTh
oHJaitH-onpoc. Onpoc SBISIETCS aHOHUMHBIM, CAMOCTOSTEIHHBIM U 3aHUMAET rpuMepHo 15-20
MUHYT. BaM HY>KHO OyZIeT OTBETUTH Ha CEPHUIO 3aKPHITHIX BOIIPOCOB, OCHOBAHHBIX Ha BallleM
OTIBITE U BOCTIPUATHY peanu3alnu yueOHoi mporpammer |B B Barmeil mkoure.

J{00poBOJILHOCTD YYaCTHs: 00paTUTE BHUMAHUE, YTO Y4aCcTHE B UCCIIEIOBAaHUH
MOJIHOCTHIO I0OpOBONILHOE. ECiii BBI penmTe NpUHATH y4aCTHE, BBl MOXKETE OTKA3aThCs B
0001 MOMEHT 0€3 KaKUX-THO0 MOCIEICTBUI WU MPEAB3ITOCTH.

Pucku: Yuactue B uccieI0BaHUU CBSI3aHO ¢ MUHUMAJIBHBIMHU pUCKaMH. TeM He MeHee,
BbI MOKETE UCIIBITaTh HE3HAYUTEIbHBINA ICUXOIOTHUYECKHI TUCKOM(OPT, pa3MBIILISSA O CBOEH
npodeCCHOHATFHON IEATEIHOCTH HITH BOIPOCAX, CBA3AHHBIX C UACHTUYHOCTHIO.

IIpenmymecTBa: XOTs BbI HE MOJIYYUTE MPSIMOM JIMYHON BBITO/IbI, Ballle y4acTHe
BHECET BKJIAJ B!

* IOHUMAaHKE TOT0, KaK T100aIbHble y4eOHbIe MPOrpaMMbl B3aUMOCHCTBYIOT C LENISAMU
HAI[MOHATILHOW UJCHTHYHOCTH;

* nH(OPMHUPOBaAHHE PEIICHUI O TOKAIU3AIMH YUeOHBIX MPOTpaMM Ha HAllMOHAILHOM U
IITKOJIbHOM YPOBHSIX;

* pa3BUTHE HAYYHBIX HCCIEIOBAHUN B 00JaCTH MEKAYHAPOAHOTO 00pa3oBaHus B
MTOCTCOBETCKOM KOHTEKCTE.

Baim Bkj1aa BEICOKO IIEHUTCSI, U Balll OTBETHI TOMOTYT TITy0Ke MOHSATH OCOOCHHOCTH
peaym3aryu yaeOHBIX MPOrpaMM, OPUCHTUPOBAHHBIX Ha HIICHTUYHOCTH, B Kazaxcrane.

Bo3narpaskaenue: MatepuaabHOE BO3HArPaXACHHUE 33 y4aCTHE HE MPEIYCMOTPEHO.
OnHako 10 3ampocy BaM MOXET OBITh IPEIOCTABICHO KPATKOE PE3IOME Pe3yIbTaTOB
UCCIIeIOBaHMS TOCJe ero 3aBeplieHus. Eciiy Bbl 3auHTepecOBaHbl B OTYYCHUH STUX JAHHBIX,
BbI MOKETE CBS3ATHCS C HCCIIEOBATEIIEM HAIIPSIMYIO.

KonduaeHunaabHOCTh M 3a1IUTa JaHHBIX: ONpoC SBISETCS aHOHUMHBIM U HE
coOMpaeT MepcoHaIbHBIE TaHHBIE, TO3BOJISIONINE YCTAHOBUTH Ballly JINYHOCTH (HaImpumep,
ums, IP-anpec, anekTpoHHYIO OYTY). BCe 0TBETHI OyayT XpaHUTHCS B 3alIUIIEHHOM MapoJieM
(haiisie Ha JTMYHOM KOMITBIOTEPE HccienoBaTessl. JJoCTyI K JaHHBIM OyIeT UMETh TOJIBKO
OCHOBHOI uccienoBatenb. MHbopMalus OyaeT UCTONb30BaThCs UCKIIFOUUTENBHO B
aKaJIeMUYECKHX IeJISX U OyIeT yaaleHa IOocie 3aBEpIICHHS TPOEKTa U CIaYH JUCCEPTAIIUH.
Hecmotps Ha TO, yTO OyayT MPEANPUHSITH BCE pa3yMHBIE MEPBI JUIsl COXPaHEHUS
KOH(UIEHIINATIBHOCTH, IPOCUM YUUTHIBATh, UTO [OJIHAE aHOHUMHOCTH HE MOKET OBITh
rapaHTHpOBaHa M3-3a 0COOCHHOCTEH OHJIAH-cOOpa JaHHBIX.

KoHTakTHBIE 1aHHBIE: €CJIM Y BaC BOZHUKHYT BOIPOCH! MJIM KOMMEHTapUu
OTHOCHUTEIFHO JJAHHOTO MPOEKTa, THO0 €CIM y4acThe B UCCIICIOBAHUH BHI30BET KaKHe-T100
3aTPyAHECHUS, BBl MOXKETE CBA3ATHCA C PyKOBoUTeIeM uccieaoBanus: Oepusan Kanadgunoii,
+77026660190, ferizad.kanafina@nu.edu.kz. ITo apyrum BompocaM Bbl MOKETE OOPATHTHCS B
Komwurer o uccienoBarenbckoii atuke Hazapbaes Yuusepcutera: resethics@nu.edu.kz

3asBnenue o cornacuu. Haxxumas KHOTIKY «S1 coryaceH(a)» HIKe, BB IOATBEPKAACTE,
YTO BaM MCHOJIHWIOCH 18 JIeT, BBl MPOUUTAIH U MOHSIIN JaHHYIO (OpMY CcOrjiacusi U
BbIpa)kaeTe CBOE corjlacue NPUHATh YUaCTHE B TOM HCCIIEOBAHUH.

o S nmpouwnTan(a) u noHUMaIO MPUBEIEHHYIO BhIle popMy coriacus. S
MOATBEPIK/1at0, YTO MHE MCIIOIHUIIOCH 18 JieT, 1, Haxxumasi KHOTIKY «Jlanee» ms
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nepexoja K onpocy, BbIpakaro CBOE JOOPOBOJIBHOE COIIACHE IIPUHSTH ydacTue
B UCCIICAOBAaHHUMU.
o S He XO4y y4acTBOBaTh B 3TOM OIIPOCE.
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Appendix C: Data Collection Instrument: Full Questionnaire (English Version)

National Identity in IB schools

Q1 What subject are you teaching for the majority of hours per week in this school during the
current school year? (If you teach more than one subject for the same number of hours,
please tick as many boxes as appropriate.)

Language Arts ([Mother tongue, Foreign language]) . (1)

Human/Social Sciences ([History, Geography, Civics,Law, Economics, etc.]) (2)
Mathematics (3)

Sciences ([Physics, Chemistry, Biology, Geology, Earth sciences, etc.]) (4)
Religion/Ethics ([Religion, History of religions, Religion culture, Ethics]) (5)

Other ([Music, Art, Physical education, Home, economics, Personal and social
development, etc.]) (6)

Q2 What percentage of your classroom teaching time is at [target grade] during the current
school year at this school? (Please tick only one box.)

Less than 20% (1)
20-39% (2)
40-59% (3)
60—79% (4)

80% or more (5)



Q3 In the current school year, how many schools are you teaching in at [target
grade]? (Please tick only one box.)

Only in this school (1)

In this and another school (2)

In this and in two other schools (3)

In this and in three or more other schools (4)

Q4 How old are you? (Please tick only one box.)

Less than 25 (1)

25-29 (2)

30-39 (3)

40-49 (4)

50-59 (5)

60 or over (6)

Q5 What is your [gender]? (Please tick only one box.)

Male (1)

Female (2)

Other. (3)

100
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Q6 Below is a list of activities related to teachers’ participation at school. In your opinion, how
many teachers have participated as follows in the current school year? (Please tick only one
box in each row.)

Allor nearly  Most of them Some of None or
all (1) 2 them (3) hardly any (4)

Working together when
devising teaching activities

1)

Helping each other to
solve conflicts between
students in the school (2)

Taking on tasks and
responsibilities in addition
to teaching (such as
organising school projects,
school trips etc.) (3)

Actively taking part in
school
[development/improvement
activities] (4)

Engaging in [tutoring and
counselling activities] (5)

Actively cooperating with
[parents/guardians] (6)
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Q7 Please indicate how frequently each of the following problems occurs among students at
this school. (Please tick only one box in each row.)
Never (1) Sometimes (2) Often (3) Very often (4)

Vandalism (1)

Truancy (2)

Ethnic
intolerance (3)

Religious
intolerance (4)

[Bullying] (5)

Violence (6)

Sexual
harassment (7)

Drug abuse (8)

Alcohol abuse

)
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Q8 Below is a list of activities that may be carried out by the school in cooperation with
external groups/organisations. During the current school year, have you and your [target
grade] students taken part in any of these activities? (Please tick only one box in each row.)

Yes (1) No (2)

Activities related to
environmental sustainability
(e.g. [energy and water
saving, recycling]) (1)

Activities related to human
rights (2)

Activities for underprivileged
people or groups (3)

Cultural activities (e.g.
theatre, music) (4)

Multicultural and intercultural
activities within the [local
community] (e.g. [promotion
and celebration of cultural
diversity, food street market)).

()

Activities to raise people’s
awareness of social issues,
such as [poverty, gender
equality, domestic violence
against women, sexual
violence against women,
violence against children] (6)

Activities aimed at protecting
the cultural and historical
heritage inthe [local
community] (7)

Visits to political institutions
(e.g. [Parliament house,
Prime Minister's/President’s
official residence]) (8)

Sports events (9)

Activities to raise people’s
awareness of global issues
(e.g. climate change, world
poverty, international
conflicts, child labour) (10)

Q9 In your opinion, how many of your [target grade] students ... Please answer referring to all
[target grade] classes you teach. (Please tick only one box in each row.)



All or nearly all

(1)

get on well with
their
classmates? (1)

are well
integrated in the
class? (2)

respect their
classmates even
if they have
different
opinions? (3)

have a good
relationship with
other students?

(4)

Most of them

(@)

Some of them

3)
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None or hardly
any (4)

Q10 To what extent do you involve your [target grade] students in the following activities?

(Please tick only one box in each row.)



To a large
extent (1)

Taking part in
decisions
related to

teaching content

(1)

Contributing to
classroom
activities
planning. (2)

Participating in
establishing
assessment

criteria (3)

Participating in
school self-
evaluation

processes (4)

Contributing to
the choice of the
teaching
materials (e.g.
textbooks,
educational
software,
multimedia
resources ...)

(%)

Taking part in
establishing
classroom rules

(6)

To a moderate
extent (2)

To a small
extent (3)
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Not at all (4)
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Q11 During classes, differences among students can be addressed in various ways. To what
extent do you undertake the following activities during your lessons with [target grade]
students? (Please tick only one box in each row.)

To a large To a moderate To a small

extent (1) extent (2) extent (3) Not at all (4)

| discuss cultural
differences with
students (1)

| encourage

students to

understand
different points
of view in class
discussions. (2)

| ask students to

explore different
cultural

perspectives. (3)

| encourage
students from
different
backgrounds to
work together
(e.g. in group
works, peer
learning
activities). (4)

| involve
students in
discussions on
gender issues
(e.g. gender
equity, gender
stereotypes and
gender
diversity). (5)

| ask students to

explore different
social and
economic

perspectives. (6)
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Q12 Students attending school have different cultural and ethnic backgrounds. This may have
different implications for teaching and learning. How much do you agree or disagree with the
following statements? (Please tick only one box in each row.)

Cultural and
ethnic
differences
among students
are an important
resource for
teaching. (1)

Cultural and
ethnic
differences
among students
make it difficult
to deal with
controversial
issues during
classes. (2)

Cultural and
ethnic
differences
among students
make teaching
activities more
difficult. (3)

Cultural and
ethnic
differences
among students
strengthen
students’ sense
of empathy. (4)

Cultural and
ethnic
differences
among students
promote
students’ civic
mindedness. (5)

Cultural and
ethnic
differences
among students
make it difficult
to have a good
classroom
climate (6)

Strongly agree

Strongly

Agree (2) Disagree (3) disagree (4)

(1)
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Q13 Students attending school have different social and economic backgrounds. This may
have different implications for teaching and learning. How much do you agree or disagree with
the following statements? (Please tick only one box in each row.)

Social and
economic
differences
among students
are an important
resource for
teaching. (1)

Social and
economic
differences
among students
make it difficult
to deal with
controversial
issues during
classes. (2)

Social and
economic
differences
among students
make teaching
activities more
difficult. (3)

Social and
economic
differences
among students
strengthen
students’ sense
of empathy. (4)

Social and
economic
differences
among students
promote
students’ civic
mindedness. (5)

Social and
economic
differences
among students
make it difficult
to have a good
classroom
climate. (6)

Strongly agree

Strongly

Agree (2) Disagree (3) disagree (4)

(1)
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Q14 Below is a list of activities related to sustainability issues. During the current school year,
have you carried out any of the following activities with your [target grade] students? (Please

tick one box in each row.)
Yes (1) No (2)

Writing letters to newspapers
or magazines to support
actions about the
environment (e.g. [waste
collection, recycling]) (1)

Signing a petition on
environmental issues (e.g.
[climate change, water
pollution, noise pollution,
plastic pollution]) (2)

Posting on social network,
forum or blog to support
actions about the
environment (e.g. [waste
collection, recycling]) (3)

Activities to make students
aware of the environmental
impact of excessive
consumption of resources
(e.g. water, energy) (4)

[Clean-up activities] outside
the school (5)

Recycling and waste
collection in the [local
community] (6)
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Q15 Below is a list of activities related to the critical and responsible use of digital
technologies. During the current school year, have you undertaken any of the following
activities with your [target grade] students? (Please tick one box in each row.)

Once a month More than once

Never (1) Once (2) 3) a month (4)

Activities on
information and
data literacy
(e.g. searching
and managing
data, evaluating
online content).

(1)

Activities aimed
at encouraging
students to
contribute to
online
discussions on
civic and social
issues (2)

Activities aimed
at improving
students’ skills
to find
information
about civic and
social issues on
the internet (3)

Activities aimed
at developing
students’
awareness of
issues related to
online
responsibility
(e.g. safe and
responsible
internet use to
avoid [cyber-
bullying]) (4)
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Q16 What do you consider the most important aims of civic and citizenship education at
school? Indicate the three aims you consider the most important by ticking the three
appropriate boxes.

Promoting knowledge of social, political and civic institutions (1)

Promoting respect for and safeguard of the environment (2)

Promoting students’ knowledge of the connections between local and global issues (3)

Developing students’ skills and competencies in conflict resolution (4)

Promoting knowledge of citizens’ rights and responsibilities (5)

Promoting students’ participation in the [local community] (6)

Promoting students’ critical and independent thinking (7)

Promoting students’ sense of belonging to the global community (8)

Supporting the development of effective strategies to reduce racism (9)

Preparing students for future political engagement (10)

Promoting the capacity to defend one’s own point of view (11)

Promoting students’ participation in school life (12)

Promoting students’ engagement for a fairer and more peaceful world (13)



Q17 In your
opinion, how
important are
the following
behaviours for
your students to
become good
adult citizens?
(Please tick only
one box in each
row.)

Voting in every
national election

(1)

Joining a
political party (2)

Following
political issues in
thenewspaper,
on the radio, on
TV oron
thelnternet (3)

Engaging in
political
discussions (4)

Participating in
peaceful
protests against
laws believed to
be unjust (5)

Participating in
activities to
benefit people in
the [local
community] (6)

Taking part in
activities
promoting
human rights (7)

Taking part in
activities to
protect the

environment (8)

Showing interest
in different
cultures and
languages (9)

Very important

(1)

Quite important

(2)

Not very
important (3)
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Not important at
all (4)



Making changes
to one’s
personal lifestyle
in order to
become more
environmental
friendly (10)

Supporting
initiatives that
promote equal

opportunities for
all people across
the world (11)

Helping people
in less
developed
countries (12)
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Q22 Instructions: Kazakhstan
is home to people from many
different ethnic and cultural
backgrounds. There are broad
ethnic categories, such as
Kazakh, Russian, or Uzbek,
and more specific ethnic
identities, such as Uyghur,
Tatar, Korean, Dungan,
Chechen, Ukrainian, German,
and others. The following
statements refer to your
ethnic or cultural identity —
how you personally identify Does not
with your ethnic describe me
background(s) or heritage. As at all (1)
you read the following
phrases, please think about
the ethnic group(s) you feel
most connected to. For each
statement, choose the option
that best describes what you
have experienced, thought, or
felt in the past year. There are
no right or wrong answers.
We are simply interested in
learning more about your
experiences and
perspectives.

My feelings about my ethnic-
racial identity are mostly
negative. (1)

I have not participated in any
activities that would teach me
about my ethnic-racial
identity. (2)

| am clear about what my
ethnic-racial identity means to
me. (3)

| have experienced things that
reflect my ethnic-racial

identity, such as eating food,
listening to music, and
watching movies. (4)

| have attended events that
have helped me learn more
about my ethnic-racial
identity. (5)

Describes
me a little (2)

Describes
me well (3)
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Describes
me very well

(4)



| have read
books/magazines/newspapers
or other materials that have
taught me about my ethnic-
racial identity. (6)

| feel negatively about my
ethnic-racial identity. (7)

| have participated in activities
that have exposed me to my
ethnic-racial identity. (8)

| wish | were of a different
ethnic-racial group. (9)

| am not happy with my
ethnic-racial identity. (10)

| have learned about my
ethnic-racial identity by doing
things such as reading
(books, magazines,
newspapers), searching the
internet, or keeping up with
current events. (11)

| understand how | feel about
my ethnic-racial identity. (12)

If I could choose, | would
prefer to be of a different
ethnic-racial group. (13)

| know what my ethnic-racial
identity means to me. (14)

| have participated in activities
that have taught me about my
ethnic-racial identity. (15)

| dislike my ethnic-racial
identity. (16)

| have a clear sense of what
my ethnic-racial identity
means to me. (17)
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