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ABSTRACT

WILEY

The aim of this case study was to reconcile Kazakhstani educators' self-assessed readiness with actual outcomes, as highlighted
by the 2018 Programme for International Student Assessment results in Western Kazakhstan. An online questionnaire survey of
340 prospective primary school teachers and 1200 in-service teachers and a complementary document analysis of the Pedagogy
course at a pedagogical university were conducted. Despite self-reported readiness and practical skills for teaching global skills
development, deficiencies in secondary school teacher preparedness, teaching and assessment methods, and professional de-
velopment, as well as unsatisfactory Programme for International Student Assessment 2018 outcomes, were identified. This
combination of survey data and contextual document analysis provided insight into teacher perceptions and curriculum align-
ment. Further investigation into classroom activities, curriculum content, teaching strategies, and assessment methods is recom-
mended. This study establishes a basis for continued research into how teachers' perceptions affect student outcomes, aiming to

improve educational methods and future achievements.

1 | Introduction

Globally, education reforms have introduced new teaching meth-
ods, market-driven strategies, and accountability measures such
as high-stakes testing to enhance efficiency (Donaldson 2014).
In Kazakhstan, reform efforts have included raising teacher
salaries, improving social benefits, and enhancing qualifica-
tions (Fitzpatrick et al. 2018). However, these initiatives remain
hindered by poor coordination and limited understanding of
the foundational educational principles necessary for sus-
tained progress at both the national and international levels
(Nazarbayev University Graduate School of Education 2014).

Kazakhstan's participation in international comparative
studies signals its intention to align with global education
standards (Organisation for Economic Co-operation and
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Development [OECD] 2018a; Sarmurzin et al. 2021). The
country joined the Programme for International Student
Assessment (PISA) in 2009, 2012, 2015, and 2018 to bench-
mark student performance. PISA evaluates the applied knowl-
edge and problem-solving abilities of 15-year-olds in real-life
contexts, assessing their readiness for modern societal and
workforce demands (OECD 2001). However, major challenges
persist in teaching, assessment, and teacher preparation
(OECD 2018b, 2019a). In 2018, Kazakhstan ranked 69th out
of 79 countries in global competence, a decline linked to an
outdated curriculum and pedagogy focused on theory rather
than critical thinking (Azhmukhambetov 2020; OECD 2018a;
Fimyar et al. 2014; Yakavets et al. 2017). Similar issues were
evident in 2009, with rote learning undermining the devel-
opment of essential reasoning skills (Nazarbayev University
Graduate School of Education 2014). Although the Teaching
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and Learning International Survey (TALIS) 2019 reported
progress in professional development, Kazakhstani teachers
still trail international peers in organising lessons, adapting
instruction, and responding to student needs; many remain
uncertain about their teaching abilities and how to apply inno-
vative methods (OECD 2019a, 2019b). Shuinshina et al. (2023)
noted that most teachers struggle to articulate or implement
strategies to foster global skills.

While Kazakhstan clearly aspires to meet these international
education targets, systemic barriers rooted in legacy practices,
centralised governance, and inflexible curricula significantly
constrain their practical implementation. Bridging the gap be-
tween global educational ambitions and local pedagogical reali-
ties requires examining how educators perceive and enact these
global objectives within their classrooms.

With globalisation accelerating, educators are increasingly ex-
pected to cultivate students’ global skills and support lifelong
learning (Zharylkassyn 2023). Skills such as critical thinking,
collaboration, problem-solving, and intercultural communica-
tion are now central to educational reforms aligned with labour
market needs (World Savvy, n.d.; Breslow 2015). Effective glob-
ally oriented teaching connects learning to real-world contexts,
values student diversity, and nurtures higher-order thinking
(Tichnor-Wagner et al. 2019). However, many schools continue
to rely on teacher-centred instruction and rote memorisation,
limiting opportunities for students to develop problem-solving
abilities (Echazarra et al. 2016).

In this case study, how global skills and perspectives are ad-
dressed in Kazakhstan's teacher education is examined through
the exploration of pre-service teachers' perceived readiness,
in-service teachers’ classroom practices, and the integration of
global perspectives into pedagogy course content.

2 | Literature Review

2.1 | Theoretical Foundations of Global Skills
and Global Competence

Programs such as PISA, as well as agendas such as the
United Nations Sustainable Development Goals, have high-
lighted the importance of equipping students with the capac-
ity to navigate global challenges through education (United
Nations Educational, Scientific and Cultural Organisation
[UNESCO] 2022). Central to this effort is the concept of global
competence, which the OECD (2018a) defines as the ability to
critically examine local, global, and intercultural issues; un-
derstand and appreciate multiple perspectives; communicate
respectfully across cultures; and take responsible action for col-
lective well-being and sustainable development. UNESCO (2015,
22) adds that the cognitive domain of global competence includes
“the knowledge and thinking skills needed to better understand
the world and its complexities.”

Although “global competence,” “global skills,” “global citizen-
ship,” “global awareness,” and “intercultural competence” are
sometimes used interchangeably, they have nuanced differences
and may be applied inconsistently (Oxley and Morris 2013;

Tichnor-Wagner et al. 2019). Global competence is widely rec-
ognised as a multidimensional construct encompassing cogni-
tive, socio-emotional, and behavioural domains (OECD 2018a;
Reimers 2009; UNESCO 2015). Global skills, while sometimes
treated as a subset, closely align with the cognitive domain of
global competence. These skills include critical thinking, com-
munication, collaboration, creativity, intercultural competence,
digital literacy, emotional regulation, and well-being (Mercer
et al. 2019). Similarly, Bourn (2018) describes global skills as the
ability to communicate and collaborate across diverse contexts,
appreciate international perspectives, solve problems, under-
stand global impacts, and participate actively in society. These
competencies are essential not only in classrooms and work-
places but also for broader social engagement and cooperation.

Building on this, Bourn (2020) argues that global skills should
extend beyond economic or labour market needs to support so-
cial justice, equity, and sustainability. From this perspective,
global education requires a transformative pedagogy that chal-
lenges dominant assumptions, fosters critical reflection, and
engages learners with the ethical, political, and environmental
dimensions of global issues.

2.2 | Fostering Global Skills Through Curriculum
and Pedagogy

Higher education institutions play a pivotal role in preparing
students for the demands of 21st-century life and work. Beyond
academic and technical preparation, universities are increas-
ingly responsible for fostering global skills that support adapt-
ability in a rapidly changing world. Beck (2000) observes that
globalisation reshapes education by challenging traditional,
lecture-based methods and calling for more dialogic, interactive
approaches that promote critical thinking and curricular inter-
nationalisation. These shifts require educational institutions to
develop pedagogical strategies that support student engagement
with complex global issues.

Critical pedagogy contributes to this effort by encouraging stu-
dents to examine knowledge through ideological and societal
lenses, emphasising the value of active participation and social
change (Bourn 2018). As Newell-Jones (2007) highlights, foster-
ing such competencies means cultivating the ability for critical
engagement in real-world contexts.

Integrating global perspectives into curricula is essential for
developing cultural awareness, flexible thinking, and a deeper
understanding of global interdependence (UNESCO 2014). The
inclusion of diverse international content across disciplines al-
lows students to encounter multiple worldviews and strengthens
their sense of global citizenship (Diano Jr et al. 2023). According
to Tiana et al. (2011), however, the effective development of
these competencies requires a coherent and well-structured cur-
riculum framework; fragmented or superficial inclusion often
fails to yield meaningful outcomes.

Teachers, as key facilitators, must create environments that
support deep learning and intellectual curiosity. This involves
applying varied strategies tailored to learners' needs, establish-
ing trust, and promoting collaboration. In such environments,
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students are encouraged to think critically, integrate diverse
sources of knowledge, and engage creatively—skills funda-
mental to both academic and global competence (Caena and
Redecker 2019).

2.3 | Gapsin Pre-Service Teacher Education in
Kazakhstan

The quality of teacher education profoundly shapes classroom
practices and student outcomes. Blomeke et al. (2015) em-
phasise that the knowledge and skills acquired during initial
training influence how teachers organise instruction. In line
with global trends, many countries have reformed teacher
education by integrating theoretical foundations with class-
room practice to better equip educators for 21st-century de-
mands (Goodnough et al. 2009). Kazakhstan has followed this
path, participating in efforts to modernise its teacher educa-
tion model.

Globally, the recognition of the pivotal role of teacher edu-
cation has led countries, including Kazakhstan, to develop
more responsive and effective teacher preparation systems
(Sharplin et al. 2016). For example, the Teacher Education
Reform program demonstrates Kazakhstan's commitment
to preparing educators for contemporary educational chal-
lenges (Cochran-Smith and Zeichner 2005). However, signif-
icant structural barriers remain. The education system is still
perceived as largely inherited from the Soviet era, character-
ised by rigid specialisation, strong theoretical emphasis, and
teacher-centred approaches (Ahn et al. 2018). These features
often marginalise practical training in favour of content-heavy
instruction. Criticisms have underscored the prioritisation of
abstract knowledge over practical classroom competencies
(Yakavets et al. 2017). Teachers trained under the Soviet sys-
tem were expected to strictly adhere to prescribed methods,
and any deviation risked humiliation or job loss (Courtney
et al. 2023). These fear-based experiences continue to shape
institutional cultures and are believed to fuel senior teach-
ers' resistance to pedagogical innovation (Burkhalter 2013).
Consequently, despite efforts by the Ministry of Education
and Science to promote progressive teaching strategies, their
classroom implementation remains inconsistent and often
ineffective.

According to TALIS, over 85% of Kazakhstani teachers receive
training in both pedagogy and subject-specific content. Teachers
rate their preparation relatively highly—=89% for content knowl-
edge and 84% for pedagogy—surpassing the OECD (2019a)
average. Moreover, 94% of teachers report participating in col-
laborative practices such as peer observations and mentoring.
Yet, these quantitative indicators do not reflect the persistent
qualitative deficiencies within Kazakhstan's pedagogical uni-
versities and training centres.

Kulakhmetova et al. (2015) and Sharplin et al. (2020) highlight
enduring theory- practice gaps in Initial Teacher Education pro-
grams. Curricula remain heavily weighted toward theoretical in-
struction and poorly aligned with real-world teaching contexts.
Pre-service teachers often receive limited exposure to inclusive
education, inquiry-based methods, and interdisciplinary skills,

leaving them underprepared for diverse and evolving school en-
vironments. The dominance of subject-specific, lecture-based
models undermines efforts to build reflective and innovative
teaching practices.

These issues are further compounded by weak alignment
between teacher education curricula and the reformed sec-
ondary education system. Although secondary education in
Kazakhstan underwent significant updates in 2016—includ-
ing the adoption of competency-based standards and inclusive
pedagogies—universities have been slow to integrate these
reforms into teacher training (Ministry of Education and
Science 2018). As a result, anticipated learning outcomes in
Initial Teacher Education programmes continue to empha-
sise theoretical mastery over classroom application and lack
coherence with national professional standards (Sharplin
et al. 2020).

According to Duisembekova's (2013) examination of the educa-
tional landscape, while student practicums are a formal require-
ment in Kazakhstani teacher education, their quality varies
significantly across institutions. Practical components are often
disconnected from broader curricular goals and lack structured
supervision. Moreover, curricula for prospective teachers omit
global perspectives, interdisciplinary approaches, and research
training—critical elements in preparing teachers for global
skills development (Courtney et al. 2023; Pons et al. 2015).

2.4 | Systemic Barriers to In-Service Teacher
Development

Kazakhstan's transition from a Soviet-era, teacher-centered
education system to a student-centered framework aligned
with global standards has presented numerous challenges for
in-service teachers. Historically, the Soviet education system
emphasised rote memorisation, passive learning, and ideolog-
ical conformity (Kanayeva 2019). These practices left a legacy
of centralised governance, described by Castells (2011) as “stat-
ism,” which continues to limit teacher autonomy and innovation
(Kanayeva 2019). While reforms aim to modernise pedagogy,
significant barriers remain in supporting in-service teachers to
adapt to the evolving educational landscape.

Implementing student-centered and inquiry-based approaches,
central to global education, requires teachers to adopt new ped-
agogical mindsets and methods. Yet, many in-service educators
have had limited exposure to contemporary teaching practices,
thereby struggling to integrate strategies such as collaborative
learning, critical thinking, and problem-solving into everyday
classroom instruction (Zhunussova et al. 2022). Bureaucratic
structures and entrenched hierarchies further impede the shift
towards flexible and responsive pedagogies (Kulakhmetova
et al. 2015).

Professional development plays a crucial role in facilitating
this transition. According to TALIS 2018, 86% of Kazakhstani
teachers reported professional development's positive impact
on lesson planning—above the OECD (2020a) average of 82%.
However, professional development remains insufficiently fre-
quent, often disconnected from real classroom needs, and overly
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generic (Sarmurzin et al. 2023). The requirement for formal
professional development every 5years is viewed by many edu-
cators as outdated and inadequate for keeping pace with educa-
tional reforms.

Institutional and cultural barriers also complicate the profes-
sional learning environment. Ayubayeva (2018) found that
teachers often hesitate to share pedagogical opinions, perceiv-
ing that academic researchers and curriculum designers hold
greater authority than practitioners. This power imbalance dis-
courages collaborative curriculum development and margina-
lises practical classroom knowledge.

Heavy workloads further constrain teacher development.
Kazakhstani teachers work an average of 49 h per week—sig-
nificantly more than the OECD average of 39 h—with only
15 h spent on actual teaching. The remainder is consumed by
administrative tasks, student assessment, and curriculum ad-
aptation (OECD 2020a). Time constraints and rigid schedules
remain major obstacles: 35.5% of teachers report a lack of time as
a barrier to engaging in professional development, and 35% cite
conflicting work schedules (Zhumabekov et al. 2024). Despite
these challenges, many educators express strong motivation to
improve their practice, especially in areas such as integrating
technology and active learning.

Kazakhstan's performance in international assessments un-
derscores the need to address these systemic issues. In both
PISA 2018 and 2022, Kazakhstani students scored below the
OECD (2018a, 2023) average in reading, mathematics, and
global competence. Shuinshina et al. (2023) found that teach-
ers attributed these outcomes to outdated curricula, insufficient
classroom time, and excessive non-teaching responsibilities.
While new instructional materials include real-life and inquiry-
based content, their effective use is limited by a lack of training,
confidence, and institutional support.

To overcome these barriers, the OECD (2020b) recommends in-
creasing teacher autonomy, strengthening foundational literacy
and numeracy, and expanding access to targeted, relevant, and
timely professional development. Sustainable change will re-
quire not only improving resources and training opportunities
but also shifting institutional mindsets to value teachers as cen-
tral agents in Kazakhstan's educational transformation.

2.5 | Comparative Insights From Other Post-Soviet
Contexts

While the focus of this study is Kazakhstan, a brief comparative
glance at neighbouring post-Soviet education systems provides
valuable context. Pre-service teacher education in Kyrgyzstan,
Azerbaijan, and Tajikistan, for example, often remains institu-
tionally stagnant, under-resourced, and socially undervalued.
Silova (2009) highlighted how, in Azerbaijan and Kyrgyzstan,
teacher education programs frequently attract students with
lower academic achievements, reflecting diminished career
prestige and limited professional opportunities. Soto (2022) sim-
ilarly identifies structural limitations in Kyrgyzstan's vocational
teacher education, such as outdated qualification frameworks,
fragmented legislative support, and insufficient integration

of pedagogical theory and practical skills. Momunalieva
et al. (2024) further underscore persistent gaps between policy
aspirations, such as alignment with the Bologna process and
digital transformation, and the actual experiences of teacher
educators, who often lack adequate resources and professional
development.

In-service teacher development in these contexts also faces
substantial barriers. Tajikistan's teacher training infrastruc-
ture has deteriorated since the Soviet era, undermining teacher
retention, qualification upgrades, and institutional capacity
(Dastambuev 2024). Likewise, Joldoshalieva (2007) observes that
Kyrgyzstan's continuing professional development programmes
remain fragmented, underfunded, and disconnected from re-
form narratives. Chattopadhay and Jankunaite (2023) argue that
without systemic investments in structured induction, mentor-
ing programmes, and digital infrastructure, professional devel-
opment in these countries risks remaining superficial rather
than transformative.

Compared to these neighbouring systems, Kazakhstan's more
centralised approach demonstrates comparatively stronger insti-
tutional coherence and alignment with global educational stan-
dards, despite its ongoing structural challenges. Recognising
these regional differences clarifies Kazakhstan's relative prog-
ress and highlights persistent systemic vulnerabilities common
to post-Soviet educational contexts.

3 | Materials and Methods
3.1 | Research Design

A quantitative methodology was used, employing a question-
naire for data collection. The methodology was supported
with document analyses to provide the broad contextual back-
ground for the study. These approaches facilitated the study's
focus on global perspectives in teacher education and the de-
velopment of global skills. The goal was twofold: to examine
in-service and primary school teachers' preparedness for de-
veloping students’ global skills as well as identifying the ex-
tent to which global perspectives are integrated into teacher
education.

To deepen the contextual understanding, this research adopted
elements of a case study design (Yazan 2015), drawing upon the
interpretive perspective articulated by Stake (1995) and structured
protocols described by Yin (2014). This hybrid approach allowed
for an in-depth examination of the complex interactions between
teacher perceptions, curriculum content, and institutional prac-
tices within the specific context of Western Kazakhstan. By in-
tegrating qualitative document analysis with quantitative survey
data, methodological triangulation was employed to strengthen
the validity and robustness of the study's findings.

The study's direction was guided by the following research
questions:

RQ 1. To what extent are global perspectives integrated into the
Pedagogy course within the “Pedagogy and Methods of Primary
Education” program?
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RQ 2. How do primary pre-service teachers in Western
Kazakhstan assess their preparedness to use teaching methods
for fostering students' global skills?

RQ 3. What factors do in-service teachers perceive as supporting
or hindering students’ acquisition of global skills?

RQ 3a. What instructional strategies do in-service teachers report
using to develop students’ global skills in classroom settings?

3.2 | Research Context and Participants

This study was conducted in Western Kazakhstan, a region
that has ranked low in PISA global competence assessments
(OECD 2018a). Participants included 340 pre-service teach-
ers from pedagogical universities and 1200 in-service primary
teachers from urban and rural schools. The pre-service teachers
were predominantly women (99%) and students in their second
to fifth year of study (Table 1). The in-service teacher sample
also reflected high female participation (99%) and included a
wide range of teaching experience and education levels (Table 2).
This gender distribution aligns with broader national patterns; in
Kazakhstan, the Pedagogy and Methods of Primary Education
programme predominantly attracts women. As a result, pri-
mary teaching has become one of the most feminised profes-
sions in the country, more so than in many other OECD nations
(OECD 2019a).

3.3 | Data Collection Procedures

Data were collected via an online survey administered through
the “Qualtrics” platform. Ethical approval was obtained from
relevant institutional bodies, and informed consent was col-
lected from all participants. The survey was distributed via
WhatsApp through official university and school channels with

TABLE1 | Pre-service teachers' background information.

Characteristics Categorization %
Gender Men 1
Women 99
Nationality Kazakh 94
Other 6

University A University 37
B University 11

C University 19

D University 10

E University 23

Bachelor's degree course 2 19
(year of study) 3 37
4 36

Master's degree course 8

TABLE 2 | Primary in-service teachers' background information.

Characteristics Categorization %
Gender Men 1
Women 99
Age (years) 19-25 10.1
26-30 10.2
31-40 25.6
41-50 33.4
51-60 19.8
>61 1
Teaching work <1 1.1
experience (years) 15 15.5
6-10 14.6
11-15 11.6
16-20 15.3
21-25 10.8
26-30 14.7
>30 16.4
Education Secondary specialised 26.3

education (college)

Bachelor's degree 57.3
Master's degree 15.6
PhD 0.8

authorisation from the Department of Education and university
administration.

The instruments were adapted from validated international
tools (Ainley and Carstens 2018; Damiani 2020) and translated
into Kazakh and Russian using a forward-backward trans-
lation method to ensure linguistic accuracy and equivalence.
A pilot test was subsequently conducted with 15 participants
(10 pre-service, 5 in-service) to assess item clarity, cultural
relevance, and technical functionality. Participant feedback
during pilot testing resulted in revisions, including the reword-
ing of ambiguous items, adjustments to Likert-scale wording
for consistency, and minor structural refinements to enhance
readability.

Following the pilot test, survey responses were systematically
coded according to predefined constructs—teachers' pre-
paredness, perceptions of global skills, instructional strategies,
and professional development—as outlined in the adapted
instruments (Ainley and Carstens 2018; Damiani 2020).
Responses were numerically organised and entered into SPSS
for statistical analysis, facilitating the identification of re-
sponse patterns and relationships within the data. The final
survey instrument demonstrated strong internal consistency,
with Cronbach's alpha coefficients exceeding 0.86 across
subscales.
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3.4 | Research Instrument

A survey was conducted to collect the self-reported perspectives
of both pre-service and in-service teachers. The pre-service
teacher questionnaire consisted of three sections: (1) demo-
graphic information, (2) perceived preparedness in teaching
methods, and (3) self-assessed readiness to foster students’
global skills. Items were rated on a 4-point Likert scale rang-
ing from 1 (very poorly prepared) to 4 (well-prepared). The in-
service teacher questionnaire also included three sections: (1)
demographic information, (2) factors influencing global skills
development, and (3) frequency of using various teaching strat-
egies. Items were rated on a 5-point Likert scale: for agreement
(1=strongly disagree, 5=strongly agree) and for frequency
(I=never, 5=always). A summary of the questionnaire con-
structs, sample items, scale formats, and reliability coefficients
is presented in Appendix 1.

3.5 | Data Analysis

Both descriptive and correlational approaches were used to
analyse quantitative data. The descriptive component of quan-
titative research provides a detailed account of the characteris-
tics of the participants or phenomena under investigation, while
the correlational aspect explores associations among variables
(Creswell and Creswell 2017). In this study, descriptive statistics
were used to summarise participants’ background characteris-
tics and self-assessed preparedness, while Spearman's rank cor-
relation was applied to examine relationships between teacher
characteristics (e.g., work experience) and reported practices
related to global competence. Correlation coefficients were in-
terpreted using Cohen's (1988) criteria: small (r~0.10), medium
(r=~0.30), and large (r>0.50).

The survey data were first coded and organised using Microsoft
Excel and then imported into SPSS Statistics version 26.0 (IBM
Corp., Armonk, NY, USA) for statistical analysis. Frequencies
and percentage distributions were calculated to represent pat-
terns across responses. Correlation analyses were conducted to
identify potential associations, such as between teaching expe-
rience and the frequency of using global competence-related in-
structional strategies.

The curriculum analysis of the Pedagogy course was conducted
using a deductive content analysis approach. Course elements
were reviewed and mapped against internationally recognised
frameworks for global competence (e.g., OECD, UNESCO) to
evaluate the inclusion of and emphasis on global themes. While
the document analysis served as a qualitative element, it was
not designed as an independent qualitative strand but rather as
a contextual supplement to support the interpretation of quanti-
tative findings.

4 | Results

4.1 | Primary Pre-Service Teachers'
Self-Preparedness and Fostering of Global Skills

More than half of the participants (53.9%-65.1%) reported feel-
ing well prepared to employ all the teaching methods and ap-
proaches listed in the questionnaire to enhance global skills
among future students (Figure 1). Effective methods for foster-
ing global skills include pair and group work, role play, class-
room discussion, and problem-solving (Shieh and Chang 2014).
For instance, pair and group work encourages collaboration and
intercultural communication, whereas role play enhances cul-
tural understanding and empathy.

2,7
8,7
Problem solving 65,1
23,6
Research work 64,5
22,4
Role play 58,8

24,8

Classroom discussion 62,3
24,9

45
Pair and group work 53,9
34,1
0,0 10,0 20,0 30,0 40,0 50,0 60,0 70,0

| feel very poor prepared

FIGURE1 |

m | feel poor prepared

M | feel well prepared M| feel quite well prepared

Participants’ answers to the question “How well prepared do you feel to use the following teaching methods and approaches?” The

scale reliability of the variables is of good quality, and the Cronbach's « coefficient is > 0.876.
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Similar results were found for teachers’ preparedness to foster
students’ global skills (Figure 2). The majority of pre-service
teachers (54%-68.4%) felt well prepared to enhance skills such
as critical thinking, cultural diversity appreciation, and conflict
resolution.

While pre-service teachers reported a high degree of perceived
readiness, the in-service data revealed gaps between intention
and implementation, highlighting tensions between pedagogi-
cal ideals and practical realities.

4.2 | Factors Influencing Students’ Acquisition
of Global Skills Based on Teachers' Perspectives

In the survey of in-service teachers, 66% agreed or strongly
agreed that their work experience significantly contributed to
developing students' global skills (Figure 3). Furthermore, an
equivalent proportion of participants (65%) emphasised the im-
portance of teachers' research and information and communi-
cations technology skills in enhancing global skills within the
classroom.

Most teachers, representing 78% of the participants, concurred
that the teaching methods employed in the classroom had an
impact on students’ skill development. In this case, only a minor
proportion (11%) reported disagreement with teaching methods
as a factor influencing the development of students' global skills.
Additionally, 74.2% of the teachers considered continuous pro-
fessional development an influential activity for teaching global
skills.

Table 3 shows a statistically significant but very weak nega-
tive correlation between in-service teachers' work experience
and their research skills (r=-0.129, p <0.01), suggesting that

Conflict resolution

Knowledge of diferrent cultures

Respect for cultural diversity

Critical thinking

0,0 100 200

H | feel quite well prepared ® | feel well prepared ™ |feel poor prepared

300 400 500 600 700

younger teachers might be more engaged in research practices.
Similarly, classroom teaching methods and strategies showed
no significant correlation (r=-0.011, p=0.706). Teachers' con-
tinuous professional development demonstrated a small but
significant positive correlation with work experience (r=0.065,
p<0.05), indicating a limited relationship. ICT skills showed
no significant correlation (r=0.032, p=0.272). These findings
suggest that although some relationships were statistically sig-
nificant, the effect sizes were generally small, indicating limited
practical relevance.

4.3 | Developing Students’ Global Skills: Methods
and Strategies Used by Teachers

In-service teachers’ survey responses (Figure 4) revealed the
frequency with which they employed teaching methods and
strategies to enhance students’ global skills during lessons. The
data revealed that certain strategies were frequently incorpo-
rated into classroom practice; these included “Teaching through
real-life examples” (35.7%), “Using problem-solving strategies”
(38.4%), “Cultivating students’ self-study abilities” (37.3%), and
“Encouraging teamwork among students” (39.7%), as frequently
indicated (“often”) on the Likert scale. This finding suggests
that in-service teachers frequently integrate these approaches
into their teaching methods.

A significant proportion of the participants indicated “some-
times” (32.3%) or “often” (34.3%) for “Using research-based
and creative learning,” suggesting the importance they placed
on integrating creative and project-based learning into their
teaching methods. Providing individualised feedback to stu-
dents was deemed highly important for fostering engagement,
with 75.5% of the participants indicating they “often” or “al-
ways” employed this strategy. The small number of “never”

< &

6,3

800 900 100,0

| feel very poor prepared

FIGURE2 | How well prepared do you feel to foster students’ knowledge, skills, and attitudes? The scale reliability of the variables is of good qual-

ity, and the Cronbach'’s «a coefficient is > 0.867.
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100,0

0,0
Teacher's Work
Experience Skills

B Strongly disagree M Disagree

Teacher's Research Teacher's ICT Skills Classroom Teaching

80,0
57,4 57,2 55,8
60,0 66,6 61,4
40,0
20,0

Teacher's
Methods and Continuous
Strategies Professional
Development
M Neutral Agree M Strongly agree

FIGURE 3 | Factors influencing students' acquisition of global skills based on teachers' perspectives. The scale reliability of the variables is of

good quality, and the Cronbach's a coefficient is >0.888.

TABLE 3 | Spearman’s rank correlation of in-service teachers' skills and work experience.

Work experience

Spearman’s rho Teachers' research skills

Teachers' ICT skills

Classroom teaching
methods and strategies

Teachers' continuous
professional development

Correlation coefficient —0.129b
Sig. (2-tailed) 0.000
N 1202
Correlation coefficient 0.032
Sig. (2-tailed) 0.272
N 1202
Correlation coefficient -0.011
Sig. (2-tailed) 0.706
N 1202
Correlation coefficient 0.065%
Sig. (2-tailed) 0.024
N 1202

Abbreviation: ICT, information and communications technology.
aCorrelation is significant at the 0.05 level (2-tailed).
bCorrelation is significant at the 0.01 level (2-tailed).

responses (0.5%) suggests a widespread assumption among in-
service teachers regarding the effectiveness of individualised
feedback.

Table 4 reports the findings of Spearman's rank correlation
coefficient between in-service teachers’ work experience and
their use of strategies and teaching methods to develop students’
global skills. As shown in the table, five of the six teaching strat-
egies demonstrated no statistically significant correlation with
experience. “Facilitating teamwork among students” showed a
small but significant negative correlation (r=-0.080, p <0.05),
and “Applying project-based, research-based, and creative
tasks” also showed a very weak negative correlation (r=-0.071,
p<0.05). These findings suggest that less experienced teachers

may be more inclined to use student-centered approaches, al-
though the effect sizes are minimal. Overall, the magnitudes
of the significant correlations were small (r<0.10), consistent
with Cohen's (1988) guidelines, and underscore the weak associ-
ation between teaching experience and the use of global-skills-
oriented strategies.

4.4 | Course Content in the Primary Education
Curriculum: A Document Analysis

General pedagogical competence refers to the foundational
knowledge required for effective teaching, especially in pri-
mary education (OECD 2019a, 2019b). Specific pedagogical
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TABLE 4 |
foster students’ global skills.

39,7

37,9 37,6

30,0
25,0
20,0
15,0
10,0
5,0
0,0
Providing Teaching Using probl
individualized throughreal-life solving strat:
feedback to a examples'
student
W N¢

Teaching methods and strategies used by teachers to develop students’ global skills in the classroom. The scale reliability of the vari-

Spearman’s rank correlation coefficient for in-service teachers' work experience and their use of strategies and teaching methods to

Work experience

Spearman’s rho Creating conditions for students to gain

experience in real-world activities

Focusing students on problem-solving tasks

Developing students' self-education skills

Applying project-based, research-

based, and creative tasks

Facilitating teamwork among students

Giving students individual feedback

Correlation coefficient —0.015
Sig. (2-tailed) 0.608
N 1202
Correlation coefficient 0.031
Sig. (2-tailed) 0.276
N 1202
Correlation coefficient —0.024
Sig. (2-tailed) 0.397
N 1202
Correlation coefficient -0.0712
Sig. (2-tailed) 0.014
N 1202
Correlation coefficient —0.0802
Sig. (2-tailed) 0.005
N 1202
Correlation coefficient -0.012
Sig. (2-tailed) 0.674
N 1202

aCorrelation is significant at the 0.05 level (2-tailed).

competence involves understanding how to teach particular
subjects to specific learner groups, while pedagogical content
knowledge bridges the gap between general pedagogy and
subject-specific instruction (L. S. Shulman 1986). In OECD
countries, including Kazakhstan, most teachers receive training
in both general and subject-specific pedagogy, as confirmed by
TALIS data (OECD 2019a).

Kazakhstan's Initial Teacher Education programme is designed
to produce highly qualified educators proficient in modern
pedagogy, creativity, and professionalism, with a focus on in-
tegrating scientific knowledge (Ministry of Education 2020).
Structured across post-secondary, higher pedagogical, and post-
graduate levels, the system aims to develop specialists capable
of meeting diverse learner needs, including those with special
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educational needs (Ministry of Education and Science 2018).
Teachers are assessed within a formal career structure, where
advancement is linked to demonstrated methodological exper-
tise. As they progress, teachers are expected to show mastery in
teaching methods, subject matter, and understanding of student
learning processes (L. Shulman 1987; Tschannen-Moran and
McMaster 2009).

In this study, the content of the pedagogy course within the
“Pedagogy and Methods of Primary Education” program was
analysed to evaluate the integration of global perspectives.
The course, delivered in the second year of study over 120h
(four credits), includes foundational topics in general peda-
gogy, education theory, and didactics (Appendix 2). Students
explore pedagogical processes, teaching strategies, and mod-
ern educational technologies. By the course's end, they are
expected to apply key concepts and methods in professional
settings.

Despite its comprehensive academic coverage, the course
lacks a systematic focus on global educational issues, limit-
ing the development of global skills through content. While
modern technologies and references to global and national
cultural elements are included, the overall emphasis remains
on local systems, policies, and teaching methods. This nar-
row focus restricts students’ exposure to broader global edu-
cation challenges—such as international standards, global

inequality, and cross-cultural pedagogies. The absence of
comparative perspectives further limits students' ability to
evaluate Kazakhstan's education practices in an international
context. Without exposure to global benchmarks, future
teachers may be ill-prepared to work in diverse environments
or engage in global professional discourse. Additionally, while
the course references educational technologies, it lacks depth
in exploring international pedagogical innovations—knowl-
edge essential for adapting global strategies to local practice.
The course also minimally addresses how cultural diversity
shapes pedagogical approaches. A more critical examination
of global cultural contexts could enhance students’ ability to
teach in multicultural settings and apply inclusive, culturally
responsive practices.

Table 5 summarises the key intended content areas typically
associated with global competence development and contrasts
them with what was found—or missing—in the analysed ped-
agogy course.

Moreover, pre-service teachers should be given meaningful
opportunities to apply theoretical knowledge through practi-
cal experience. While the Initial Teacher Education program
includes practicums in the first 3years of study, evidence sug-
gests that theory continues to dominate, with insufficient
alignment to actual classroom needs (Bridges 2015; Fimyar
et al. 2014; Duisembekova 2013). Addressing this issue requires

TABLE 5 | Comparison of intended vs. missing global content areas in the pedagogy course.

Intended content area

Evidence found in course content

Missing or underdeveloped
content

Integration of global skills and
competence

Intercultural understanding and
global citizenship

Comparative/global education
perspectives

International pedagogical
innovations

Inclusive and culturally
responsive pedagogy

Practical application of global
concepts

Critical thinking, collaboration,
and problem solving (as
components of global skills)

Teacher professional identity in a
global context

No explicit reference

“Global and national culture as
methodological basis” (Module 3)

None

“Innovative Teaching Practices”
mentioned in Module 6

Inclusive education mentioned (Module 1, Topic 2)

Practicums mentioned in program overview

Vygotsky's developmental approach, student cognitive
activity, and self-education (Module 4, Topics 9-11)

“Professional competence and pedagogical
skill” (Module 6, Topic 15)

No mention of OECD/UNESCO
frameworks or SDG 4.7

Lacks explicit treatment of
intercultural pedagogy, global
citizenship education

No comparison of education
systems or cross-national
policy references

No detailed exploration of
international best practices
or case examples

Limited engagement
with inclusion in global/
multicultural contexts

Poor alignment of theoretical
content with global pedagogical
challenges in classroom practice

Not framed within global skills
or global competence discourse

Does not explicitly
connect teacher identity
to global citizenship or
international engagement
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stronger collaboration between universities and schools. As
Bridges (2015) argues, engaging practicing teachers in curric-
ulum development can help cover the gap between university
instruction and classroom realities.

5 | Discussion

Examining teacher preparedness is essential for understand-
ing how initial and ongoing training align with classroom real-
ities (Tutyandari 2020; Caena 2014). In this study, pre-service
teachers' self-perceived readiness to develop global skills in
their students was investigated and how in-service teach-
ers support the development of these competencies through
classroom strategies was examined. The findings highlight
a recurring gap between perceived preparedness and actual
classroom practice, shaped by systemic limitations, curricular
design, and cultural norms.

5.1 | Pre-Service Teacher Preparedness
and Perceived Readiness

Many pre-service teachers expressed confidence in their abil-
ity to use classroom strategies such as group work, discus-
sion, and problem-solving to foster global skills. These results
are consistent with international findings linking teacher
self-efficacy to structured, well-supported training environ-
ments (Downing and Dyment 2013; Giannakaki et al. 2011;
Ingvarson et al. 2007). However, this self-perceived readiness
does not always translate into effective practice. For exam-
ple, Cheng et al. (2010) found that despite learning student-
centered approaches, Hong Kong pre-service teachers rarely
implemented them consistently in real classroom settings.
Pre-service teachers often encounter a discrepancy between
theory and practice, potentially leading to inflated self-
assessments of their readiness (Tutyandari 2020).

This contradiction may also be visible in Kazakhstan, where
both pre-service and in-service teachers rate their prepared-
ness positively, despite significant shortcomings in curriculum
content and teaching practice. One reason for this could be
the authoritarian institutional environment, where students
and teachers may overstate their confidence owing to fear of
criticism or administrative repercussions (Burkhalter 2013;
Courtney et al. 2023). Soviet educational legacies continue to
shape expectations and behaviours, fostering passivity, dis-
couraging independent thinking, and reinforcing obedience to
authority (Tishman et al. 1993). These dynamics directly influ-
ence the cognitive, socio-emotional, and behavioural domains of
global competence outlined in our conceptual framework, shap-
ing how pre-service teachers perceive and enact global skills in
classroom settings.

5.2 | In-Service Teachers' Experience and Practice

In-service teachers reported frequent use of strategies such
as project-based learning, real-life examples, and individual-
ised feedback. These align with global recommendations for
promoting students' global competence (Mercer et al. 2019;

Tichnor-Wagner et al. 2019). Given the highly feminised nature
of the primary education workforce, pedagogical approaches
may reflect gendered dispositions, such as greater emphasis
on empathy and collaboration—though this warrants further
exploration in future research. Yet, the relationship between
teaching experience and the consistent use of these strategies
appears limited. While teacher effectiveness often correlates
with experience (Labone 2004), more experienced educators
may encounter challenges in adapting to innovative pedago-
gies, particularly in environments constrained by heavy work-
loads and rigid institutional norms (Timova 2012; Webster
et al. 2015). Supporting innovation in teaching requires not
just methodological training but also cultural change within
schools.

Professional development is one of the primary mechanisms for
supporting that change. Teachers acknowledge its importance,
yet available programmes in Kazakhstan are often infrequent,
overly theoretical, and not tailored to teachers' day-to-day needs
(OECD 2020a; Sarmurzin et al. 2023). Leu and Price-Rom (2006)
stress that successful teaching in modern classrooms requires
more than content delivery; it also demands reflective capacity,
professional adaptability, and responsiveness to evolving student
contexts. Without high-quality, practical professional develop-
ment opportunities, even motivated teachers may struggle to im-
plement effective strategies consistently. This gap constrains the
development of global skills—particularly those related to inter-
cultural communication, collaboration, and problem-solving—
as defined in the study’s conceptual framework.

5.3 | Curriculum, Theory-Practice Divide,
and Structural Barriers

Analysis of the Pedagogy course content revealed that global
perspectives, multicultural understanding, and international
benchmarks are only superficially addressed, if at all. This
finding supports earlier studies that criticise Kazakhstani
teacher education for overemphasising theoretical instruc-
tion at the expense of applied practice (Duisembekova 2013;
Fimyar et al. 2014; Sharplin et al. 2020; Yakavets et al. 2017).
Structured and coherent practicum experiences are widely re-
garded as essential for bridging the persistent divide between
theory and practice. These include opportunities for lesson plan-
ning, assessment, classroom engagement, and reflection (Boyd
et al. 2009; McLean Davies et al. 2015). Scholars argue that the
success of practicums depends on meaningful university—school
partnerships that support alignment between coursework and
classroom realities. Practical training must also be paired with
a strong theoretical foundation and opportunities for profes-
sional mentoring (Korthagen 2010). Research consistently cri-
tiques fragmented programmes that separate pedagogical theory
from actual classroom demands (Hoban 2004; Dilshad 2010).
Leiken and Levav-Waynberg (2007) further emphasise that clear
and shared pedagogical language among educators can help
strengthen coherence across training institutions. In the context
of this study, the superficial integration of global perspectives
and limited practical alignment restrict the development of core
global skills, such as critical thinking, intercultural communi-
cation, and collaborative problem-solving, identified in the con-
ceptual framework as essential outcomes of teacher education.
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5.4 | Policy Implications, Global Relevance,
and Future Research

The findings suggest the need for systemic reform to ensure that
teacher preparation aligns with international frameworks for
global competence. This includes redesigning teacher education
curricula to incorporate intercultural awareness, civic respon-
sibility, and critical thinking. Comparative cases from Estonia
and Australia demonstrate how national standards, structured
professional development, and revised practicum systems can
enhance teacher preparedness (OECD 2019a, 2019b).

The challenges observed in Kazakhstan are not unique. Similar
patterns have been identified in other post-Soviet and devel-
oping countries, where reforms are introduced under global
frameworks but face resistance owing to historical, structural,
or cultural factors. Niyozov and Dastambuev (2013) describe
this dynamic as a “hybrid system” in which formal alignment
with global norms masks deeper continuities with inherited
institutional practices. Calderhead (2001) adds that vague pol-
icy objectives and lack of stakeholder consultation often lead to
superficial implementation. For instance, in Kyrgyzstan, resis-
tance to World Bank reforms stemmed from educators' rejection
of imposed models that clashed with their professional traditions
(DeYoung 2002; Niyozov and Dastambuev 2013). Tajikistan and
Turkmenistan faced deeper constraints owing to conflict and po-
litical isolation (Shafiyeva 2023). The OECD/World Bank (2015,
19) recommends that reforms be localised, inclusive, and de-
signed in collaboration with practicing educators.

To move beyond superficial alignment with international frame-
works, we recommend that teacher education programmes in-
corporate mandatory modules on global skills with a specific
focus on intercultural communication, ethical decision-making,
and sustainability. Practicum assessments should be revised to
include criteria for intercultural awareness, inclusive pedagogy,
and real-world problem-solving. Additionally, partnerships with
international education institutions and NGOs could provide
structured opportunities for cross-border collaboration, virtual
exchanges, and professional learning communities that expose
teachers to diverse global perspectives.

6 | Conclusion

The literature reveals inadequate teacher training, teaching,
and assessment methods in secondary schools, as well as unsat-
isfactory PISA 2018 outcomes, despite positive self-reported pre-
paredness among pre-service and in-service teachers. However,
owing to the sole reliance on surveys, this study lacks the depth
of understanding that qualitative interviews could provide.
Additionally, the content analysis was limited to a single sub-
ject—Pedagogy—restricting broader insights into how global
perspectives are integrated across the curriculum.

Despite these limitations, this study offers important initial
findings on pre-service teachers' perceived readiness and the
teaching strategies employed to foster students’ global skills.
Moreover, the examination of pedagogy course content sheds
light on the extent to which global perspectives are embedded
within teacher education programmes in Kazakhstan.

To strengthen these findings, future research—under the cur-
rent grant—will include qualitative interviews with university
faculty and in-service teachers, expanded content analysis of
teacher education curricula, and classroom observations. This
more comprehensive mixed-methods approach will provide
deeper insights into pedagogical practices and institutional sup-
port systems shaping global skills development.

Large-scale, comparative studies are needed to explore the
global skills teacher education professionals require in a rap-
idly evolving educational landscape. Future research should not
only examine practices in Kazakhstan but also compare them
with international benchmarks to inform improvements. A lon-
gitudinal and integrated mixed-methods design would enable a
more holistic understanding of the local context, institutional
challenges, and reform outcomes. Findings from this case study
may hold relevance for other developing and post-Soviet coun-
tries undertaking similar efforts to modernise teacher education
and improve global skills.

While situated in Kazakhstan, these findings may offer insights
for post-Soviet and Global South education systems navigating
similar tensions between inherited pedagogies and global per-
spectives goals. International collaboration in teacher training
design may foster more culturally grounded yet globally respon-
sive pedagogical reforms.
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Appendix 1

Questionnaire Constructs With Sample Items and Reliability (Cronbach's «)

Construct Sample item No. of items Scale type & response options Cronbach's o
Preparedness in teaching I feel well prepared to use 5 4-point Likert scale (very poorly 0.870-0.853
methods (pre-service pair and group work in my prepared to quite well prepared)

teachers) teaching

Preparedness to foster I feel well prepared to foster 4 4-point Likert scale (very poorly 0.856-0.801
global skills (pre-service students' critical thinking prepared to quite well prepared)

teachers) skills

Factors influencing global Teacher's continuous 5 5-point Likert scale (strongly 0.875-0.868
skills development (in- professional development disagree to strongly agree)

service teachers) positively influences

teaching practices

Teaching strategies used Iregularly use real-life 6 5-point Likert scale (never to 0.872-0.867
in classroom (in-service examples to develop students’ always)
teachers) global skills

Note: Reliability was assessed using Cronbach's alpha coefficient, demonstrating strong internal consistency for each subscale.

Appendix 2
Pedagogy Course Content

# Topic name Key topics covered

Module 1. Theoretical and methodological foundations of pedagogy

1 Pedagogy as a Science. Basic Pedagogy Development; Pedagogy Object and Subject; Pedagogy System and Branches; Modern
Concepts of Pedagogy Requirements for Teachers; Theory and Practice in Pedagogy
2 Kazakhstan's Education System and ~ Education as a Process and Activity; History of Education; Contemporary Education Paradigm;
Its Legislative Basis Structure of Kazakhstan's Education System; Kazakhstani State Educational Policy; Updated

Content of Education; Inclusive Education System in Kazakhstan

Module 2. Pedagogical Process as a Subject of Pedagogical Science and an Object of Professional Activity

3 Student Development and Personality as a Psychological and Pedagogical Category; Heredity, Environment, and
Socialisation Upbringing; Age and Individual Characteristics; Schoolchildren’'s Development and Education;

Individual Approach to Education

4 Essence, Structure, and Activity Pedagogical Process as a Social System; Structure and Characteristics of Comprehensive
Aspects of the Holistic Pedagogical Pedagogical Process; Functions of the Integral Pedagogical Process; Key Characteristics of the
Process Pedagogical Process

Module 3. Education in the Holistic Pedagogical Process

5 Purpose and Essence of Education Goals of Education as a System-Forming Factor; Goals of Education as a Concrete Historical
in the Holistic Pedagogical Process Phenomenon; Contemporary Concepts, Types, and Models of Education; Global and National
Culture as Methodological Basis; Laws and Principles of Education

6 Directions of Education in a Modern Education as Part of a Holistic Pedagogical Process; Education in the Context of Socialisation;
School Educational Space as a Factor in Socialisation; Innovative Aspects of National Education in
Kazakhstan
7 Methods and Means of Education in Means, Forms, and Methods of Education; General Methods of Education
a Modern School
8 Interaction Between School and Family as a Socialisation Factor; Pedagogical Process in the Family;
Family in the Comprehensive Parental Pedagogical Culture; Parental Involvement in Education; School-Family Cooperation

Pedagogical Process

Module 4. Didactic Foundations of the Holistic Pedagogical Process

9 Contemporary Didactics: Theory of Learning and Education, Focusing on the Principles and Methods of Teaching;
Psychological and Pedagogical Conceptual Foundations of Learning; Students' Cognitive Activity; Self-Education

Foundations of Teaching

10 Content of Education in a Modern Educational Content; Theories of Educational Content; Component of Integral Pedagogical

School Process; School Curricula
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Appendix 2 (Continued)

# Topic name Key topics covered

11 Patterns and Principles of Teaching Principles of Learning in Didactics; Traditional System of Didactic Principles; Developmental
Nature of Learning by L. S. Vygotsky

Module 5. Organisational and Activity-Based Foundations of Teaching in a Modern School

12 Methods and Means of Teaching in Teaching Aids; Forms of Extracurricular Educational Work; Method as a Component of a
a Modern School Holistic Pedagogical Process; Classifications of Teaching Methods
13 Assessment in the Pedagogical Psychological Essence of Feedback; Main Functions of Assessment; Requirements for
Process Assessment; Criteria for Assessment; B. Bloom's Taxonomy; Didactic Tests (Achievement

Tests); Self-Assessment Skills; Academic Performance
Module 6. Basics of Technological and Scientific Research Culture of a School Teacher

14 Contemporary Educational Traditional and Innovative Approaches;
Technologies Concept of Pedagogical Technology;
Conceptual Foundations and Innovation; Types of Lessons and Their Structure; Small Rural
School Lessons; Innovative Teaching Practices

15 Teacher and Professional Content of Research; Methodological Foundations; Teachers' Research Methods; Theory and
Competence Practice Interaction;
Contemporary Education Concepts; Pedagogical Vocation and Abilities; Personal Relationships
in Education; Modern Teacher Requirements; Professional Competence and Pedagogical Skill
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