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Abstract. This article presents the development and implemen-
tation of an educational model that integrates national values into the
academic learning process in secondary schools of Kazakhstan. The
model is based on Bloom’s taxonomy and Self-Determination Theory
(SDT), enriched with the philosophical insights of Abai and Al-Farabi. A
mixed-methods approach was employed, involving surveys, interviews,
and classroom observation in two urban schools. The intervention focused
on embedding cultural, moral, and national values into the teaching of
core subjects such as mathematics and chemistry. The findings indicate
that such an approach fosters greater academic motivation, enhances
student behavior, and promotes reflective thinking. Teachers noted in-
creased engagement and value-based discussions among students. The
model aligns with the national priority of “birtutas tarbie” (unified up-
bringing) and can be adapted to different school contexts in Kazakhstan.
This study contributes to the discourse on values-based education and
offers practical strategies for integrating ethics and character develop-
ment into mainstream curricula.

Keywords: values-based education; academic motivation; holistic
education; self-regulation; Kazakh education

Introduction

In contemporary education, academic achievement is no longer understood solely as the
result of intellectual ability or the accumulation of subject knowledge. It is increasingly viewed
as a multidimensional outcome shaped by cognitive, emotional, social, motivational, and cul-
tural factors. Over the past two decades, educational research and international policy agendas
have emphasized the need to move beyond narrowly defined academic success and to support
the development of learners’ emotional intelligence, civic responsibility, ethical awareness, and
reflective thinking. From this perspective, education should not only prepare students for ex-
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Aligning Academic Goals with National Values

aminations and future employment but also help them become responsible, morally aware, and
socially engaged individuals.

Values-based education has therefore become an important pedagogical approach in
many education systems. It integrates ethical, cultural, civic, and moral values into curriculum
content, classroom interaction, school culture, and teacher-student relationships. Its purpose
is not to replace academic learning but to enrich it by connecting knowledge with meaning, re-
sponsibility, and personal development. Countries such as Finland, Singapore, and Japan have
incorporated values into national curricula and linked them with life skills, citizenship education,
social-emotional learning, and holistic student development.

Kazakhstan is also moving in this direction through educational reforms that emphasize
national values, civic responsibility, and holistic upbringing. Policy initiatives such as the Con-
cept for the Development of Education, the State Program for the Development of Education and
Science, and Rukhani Zhangyru highlight the importance of national identity, ethical behavior,
social responsibility, and cultural continuity. This vision is closely connected with the concept of
birttutas tarbie, which views education as an integrated process of intellectual, moral, emotional,
and civic development. The philosophical heritage of Abai and Al-Farabi provides an important
cultural foundation for this approach, as both thinkers emphasized self-knowledge, wisdom,
moral responsibility, and service to society.

Despite the declared importance of values-based education, a gap remains between pol-
icy intentions and everyday classroom practice. In many senior secondary schools, particularly
in Grades 10-11, teaching continues to be strongly influenced by examination requirements,
curriculum pressure, and didactic forms of instruction. As a result, there is often limited space
for ethical inquiry, reflective dialogue, student agency, or the systematic development of values.
Students may experience stress, low motivation, and disengagement, while teachers often find it
difficult to integrate values into subject lessons because of limited time, methodological support,
and professional training.

This mismatch is particularly important during adolescence, when students are actively
forming their identities, personal values, academic aspirations, and future life goals. If schooling
does not connect academic learning with students’ personal meaning and value orientations,
engagement may decline, and learning may become externally driven. Theoretical frameworks
such as Schwartz’s theory of basic human values, Self-Determination Theory, and Zimmerman’s
model of self-regulated learning all suggest that values, autonomy, goal-setting, and reflection
play an important role in students’ motivation and academic development.

However, these theoretical perspectives have rarely been examined in relation to Kazakh-
stan’s senior secondary school context. To address this gap, the present study proposes and
empirically examines a contextualized model of values-based education designed for senior sec-
ondary schools in Kazakhstan. The model integrates international pedagogical and psychological
theories with Kazakh cultural values such as adal (integrity), parassat (wisdom), responsibility,
respect, and otansuygishtik (patriotism). It aims to strengthen not only students’ academic mo-
tivation and self-regulation but also their ethical awareness, classroom engagement, and sense
of personal and civic responsibility.

Unlike studies that discuss values-based education mainly at the conceptual, policy, or
extracurricular level, this research embeds national values directly into regular academic subjects
and evaluates their influence on students’ motivation, self-regulation, classroom behavior, and
value internalization. The proposed model also differs from existing international approaches
by combining widely used psychological and pedagogical theories with the national philosoph-
ical heritage of Abai and Al-Farabi. In this regard, the study contributes not only a theoretical
framework but also a practical classroom mechanism for aligning academic learning with moral,
civic, and cultural development.
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The study is guided by the following research questions:

- What is the current state of value orientation, academic motivation, and goal-setting
among senior secondary students in Kazakhstan?

- How does the implementation of a values-based pedagogical model influence students’
academic motivation, learning engagement, self-regulation, and classroom behavior?

- What structural and pedagogical conditions are necessary for the successful integration
of a holistic values-oriented approach into senior secondary teaching?

By addressing these questions, the study seeks to contribute to the development of val-
ues-based education in Kazakhstan and to offer practical strategies for integrating national values
into mainstream academic instruction.

The novelty of this study lies in the development and empirical examination of a localized
values-based pedagogical model designed specifically for senior secondary schools in Kazakh-
stan. Unlike studies that discuss value-based education mainly at the conceptual, policy, or ex-
tracurricular level, this research embeds national values directly into regular academic subjects
and evaluates their influence on students’ motivation, self-regulation, classroom behavior, and
value internalization. The proposed model also differs from existing international approaches by
combining widely used psychological and pedagogical theories with the national philosophical
heritage of Abai and Al-Farabi. In this regard, the study contributes not only a theoretical frame-
work but also a practical classroom mechanism for aligning academic learning with moral, civic,
and cultural development. The model integrates international pedagogical theories with national
philosophical traditions, particularly the concept of birttutas tarbie, and aims to strengthen stu-
dents’ academic motivation, ethical awareness, and engagement in the learning process.

Traditionally, academic achievement was measured mainly through test scores, grades, and
standardized exams. However, contemporary research views achievement as a multidimensional
concept that also includes motivation, engagement, and personal meaning in learning. Within
this perspective, values-based education connects academic learning with students’ personal
goals and moral development, fostering deeper engagement and stronger academic outcomes.

Foundations of Values-Based Education

The theoretical foundation of the proposed model is based on several complementary
perspectives that explain how values, motivation, social interaction, and self-regulation influ-
ence learning. Bloom’s taxonomy provides an important starting point because it includes not
only cognitive learning outcomes but also the affective domain, such as receiving, responding to,
valuing, organizing, and internalizing values. From this perspective, meaningful learning occurs
when students connect academic knowledge with personal beliefs, emotional responses, and
ethical commitments.

Vygotsky'’s sociocultural theory supports the social and dialogic dimension of values-based
education. It emphasizes that learning develops through interaction, guided dialogue, and par-
ticipation in meaningful social practices. In this study, peer discussion, reflective questioning,
teacher guidance, and collaborative tasks were used to help students develop ethical reasoning
and value awareness.

Self-Determination Theory explains the motivational dimension of the model. Students
are more likely to develop intrinsic motivation when their needs for autonomy, competence, and
relatedness are supported. Therefore, the intervention included student choice, collaborative
learning, reflective goal-setting, and opportunities to connect academic tasks with personal
meaning.

Schwartz’s theory of basic human values informed the interpretation of students’ value
orientations, including self-direction, benevolence, achievement, responsibility, tradition, and
civic awareness. Zimmerman's theory of self-regulated learning provided the basis for the model’s
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focus on goal-setting, planning, self-monitoring, and reflection. In the proposed model, values were
treated not only as moral ideals but also as practical regulators of students’ academic behavior.

Taken together, these theories provide a multidimensional foundation for the model.
Bloom explains value internalization, Vygotsky highlights the role of dialogue and interaction,
Self-Determination Theory clarifies the motivational role of autonomy and meaning, Schwartz
provides a framework for understanding value orientations, and Zimmerman explains how
values can support self-regulated academic behavior. These theoretical perspectives were con-
textualized through the philosophical ideas of Abai and Al-Farabi and the Kazakhstani concept
of birttutas tarbie.

Global Research on Values-Based Education

International research shows that values-based education can support academic, motiva-
tional, and socio-emotional development when values are embedded into the broader learning
environment rather than taught as isolated moral content. Studies on character education, so-
cial-emotional learning, and citizenship education suggest that value-oriented approaches are
more effective when they are integrated into curriculum content, classroom interaction, teacher
modelling, and school culture.

Several international models illustrate this integrated approach. Finland emphasizes trans-
versal competences, including cultural competence, interaction, participation, responsibility, and
sustainable development. Singapore’s Character and Citizenship Education connects values with
social-emotional competencies, moral responsibility, and active citizenship. The OECD Learning
Compass 2030 highlights student agency, attitudes, values, and transformative competencies,
while UNESCO’s humanistic vision of education emphasizes dignity, solidarity, cultural diversity,
and the common good.

Recent meta-analytic evidence further supports the relevance of values-based and char-
acter-oriented approaches in education. Studies on character education have shown positive
associations with students’ academic achievement, behavioral outcomes, and socio-emotional
development. Research grounded in Self-Determination Theory also demonstrates that auton-
omy-supportive and meaning-oriented learning environments are associated with stronger au-
tonomous motivation and more positive academic outcomes. Similarly, studies on self-regulated
learning show that interventions focused on goal-setting, monitoring, reflection, and strategy use
can improve students’ learning behavior and academic performance. These findings provide an
empirical foundation for the present study, which integrates values, motivation, and self-regu-
lation into a culturally adapted pedagogical model for senior secondary schools in Kazakhstan.

The model proposed in this study shares these international assumptions but differs in its
local cultural grounding and subject-based implementation. Unlike broad national frameworks
that mainly define expected competencies at the policy level, the proposed model translates
values into classroom-level strategies for senior secondary teaching. Its distinctive feature is the
integration of universal educational principles with Kazakhstan’s national philosophical heritage,
particularly the ideas of Abai and Al-Farabi, and the principle of birttutas tarbie. Therefore, the
model is not a direct transfer of international experience but a culturally adapted pedagogical
mechanism designed for the Kazakhstani school context.
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Figure 1. Flowchart of the research design and data analysis process

The flowchart presents the stages of the qualitative case study design, including par-
ticipant selection, data collection, inductive thematic analysis, and strategies used to ensure
trustworthiness.

The Kazakhstani Educational Landscape

Kazakhstan’s philosophical and cultural heritage provides a strong foundation for val-
ues-based education. Abai Kunanbaiuly emphasized self-knowledge, moral responsibility, the
pursuit of wisdom, and respect for learning as essential conditions for personal development.
Similarly, Al-Farabi’s concept of the virtuous society, based on reason, ethics, and civic respon-
sibility, offers a valuable philosophical basis for connecting education with moral and social
development.

These philosophical traditions are reflected in current educational policy and reform
initiatives in Kazakhstan. Programs such as Rukhani Zhangyru, the updated school curriculum,
and the concept of birttutas tarbie emphasize national identity, patriotism, civic responsibility,
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respect, integrity, and holistic student development. In this framework, education is understood
not only as the transmission of academic knowledge but also as a process of developing intellec-
tually capable, morally responsible, and socially engaged citizens.

At the same time, a gap remains between policy-level intentions and everyday classroom
practice. In many schools, values-based education is more visible in extracurricular activities,
class-hour discussions, and school events than in regular subject teaching. Teachers generally
recognize the importance of values-based education, but they often lack practical methodological
tools, training, and time to integrate values meaningfully into academic lessons. This indicates the
need for a pedagogical model that translates national values into concrete classroom practices.

Figure 2. Priority Values by Category
Research Gaps and Local Needs

Although Kazakhstan has supportive policy frameworks and a strong cultural foundation for
values-based education, there remains a lack of empirical research examining how values-based
teaching influences students’ academic motivation, self-regulation, classroom behavior, and value
orientation. Existing studies in the Kazakhstani context are often conceptual, policy-oriented, or
descriptive, while fewer studies provide intervention-based evidence from real classroom settings.

This gap is especially important at the senior secondary level, where students face aca-
demic pressure, career-related decisions, and the transition to higher education and adult life.
International models provide useful reference points, but their direct transfer to Kazakhstan
is insufficient because values are shaped by cultural expectations, language, historical mem-
ory, family traditions, and national identity. Therefore, values-based education in Kazakhstan
requires a culturally responsive model that reflects both universal educational principles and
local philosophical traditions.

The present study addresses this need by developing and piloting a culturally grounded
values-based pedagogical model aimed at improving senior secondary students’ motivation,
self-regulation, classroom engagement, and value internalization. In doing so, the study links
international theories of motivation, values, and self-regulated learning with Kazakhstan’s na-
tional educational priorities and classroom realities.
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Materials and Methods

This study employed a mixed-methods design to develop, implement, and evaluate a val-
ues-based pedagogical model for senior secondary education in Kazakhstan. The research process
consisted of three main stages: theoretical model development, diagnostic needs assessment,
and pedagogical intervention. The combination of quantitative and qualitative methods made
it possible to examine the influence of values-based instruction on students’ academic motiva-
tion, self-regulation, classroom behavior, and value orientation from multiple perspectives. This
methodological approach also allowed for the triangulation of findings obtained from surveys,
interviews, student reflections, and classroom observations.

Research Design

The study was conducted within a sequential exploratory mixed-methods framework.
This design was selected because the research aimed not only to measure the outcomes of a
values-based pedagogical intervention but also to develop and contextualize the model before
its empirical implementation. Therefore, the study combined theoretical modelling, qualitative
exploration, diagnostic assessment, classroom-based intervention, and quantitative pre/post
evaluation.

The research process consisted of three interconnected stages. At the first stage, a the-
oretical and conceptual model was developed based on international educational theories and
Kazakhstan’s national philosophical and pedagogical traditions. This stage informed the selec-
tion of values, the structure of the intervention, the development of lesson templates, reflective
journals, teacher prompts, and observation tools.

At the second stage, diagnostic data were collected to identify students’ initial levels of
academic motivation, value orientation, and self-regulated learning. These diagnostic findings
helped refine the intervention activities and ensured that the model responded to the actual
needs of senior secondary students.

At the third stage, the values-based pedagogical model was implemented in real classroom
conditions over a 12-week period. The intervention component followed a school-based qua-
si-experimental one-group pretest-posttest design. The same cohort of students was assessed
before, during, and after the intervention. This made it possible to examine changes in students’
motivation, self-regulation, classroom behavior, and value orientation over time.

Thus, the sequential exploratory mixed-methods design describes the overall logic of the
study, while the one-group pretest-posttest design describes the quantitative evaluation of the
intervention outcomes. Since no random assignment or separate control group was used, the
findings are interpreted as changes associated with the intervention rather than as direct causal
effects. To strengthen the credibility of the results, quantitative data were triangulated with teacher
observations, student reflective journals, semi-structured interviews, and classroom evidence.

Research Questions

The study was structured around the following research questions:

What is the current state of values-based education, academic motivation, and goal-setting
among senior secondary students in Kazakhstan?

How does the implementation of a values-based pedagogical model influence students’
academic performance, motivation, and classroom behavior?

What structural and pedagogical conditions are necessary for integrating holistic, val-
ues-based education into senior secondary teaching?
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Research Sites and Participants

The fieldwork was conducted in two general education schools: one school located in an
urban area of Astana and one school located in a rural district of Akmola region. These schools
were selected because they had administrative support for experimental implementation, teach-
ers willing to participate in values-based pedagogical training, and senior secondary classes
suitable for the intervention.

A total of 200 students from Grades 10-11 participated in the study. The sample included
104 students from the urban school and 96 students from the rural school. In terms of gender
distribution, 53% of the participants were female and 47% were male. Purposeful sampling
was used because the study required schools and teachers that were institutionally prepared to
implement the intervention under real classroom conditions.

The inclusion criteria for students were enrolment in Grades 10-11, attendance in the se-
lected classes, and participation in the pre-intervention, mid-intervention, and post-intervention
stages. Twelve teachers also participated in the study. They represented different subject areas,
including history, mathematics, self-knowledge, Kazakh language, and related humanities and
science subjects. The teachers took part in the implementation of the model and received targeted
training in values-based pedagogy before and during the intervention period.

No separate randomized control group was formed. Therefore, the study does not make
strong causal claims in the manner of a randomized controlled trial. Instead, it examines changes
within the same group of students over time and strengthens interpretation through repeated
measurement, teacher observation, student reflection, and interview data.

Theoretical Model Development

The first stage of the study focused on developing a conceptual model for integrating
values into regular classroom instruction. The model was constructed on the basis of several
complementary theoretical and cultural foundations: Bloom's taxonomy, particularly the affective
domain of learning; Vygotsky’s sociocultural theory, with its emphasis on dialogue and guided
interaction; Zimmerman'’s theory of self-regulated learning, especially goal-setting, monitoring,
and reflection; Schwartz’s theory of basic human values; and the philosophical ideas of Abai and
Al-Farabi, which helped localize the model within Kazakhstan’s national cultural and moral context.

The resulting model included four interconnected components. The first component was
cognitive engagement, developed through meaningful subject content, questioning strategies, and
problem-solving tasks. The second component was emotional and ethical reflection, supported
through reflective journals, peer discussion, and Socratic questioning. The third component was
value internalization, encouraged through teacher modelling, storytelling, moral dilemmas, and
community-oriented activities. The fourth component was goal-related behavior, developed
through academic planning, feedback cycles, self-assessment, and reflection on personal re-
sponsibility for learning.

To support implementation, lesson templates, pre- and post-lesson reflection prompts,
student journal formats, and teacher training materials were developed. These tools helped
teachers embed value-related aims into subject instruction without separating them from aca-
demic content.

Diagnostic Assessment Tools

The second stage of the study involved diagnosing students’ baseline levels of value ori-
entation, academic motivation, and self-regulated learning. Three adapted instruments were
used for this purpose. The Academic Motivation Scale was used to assess intrinsic motivation,
extrinsic regulation, and amotivation. The Modified Schwartz Value Survey was used to identify
the values prioritized by students, including achievement, conformity, benevolence, tradition,
self-direction, and responsibility. The Self-Regulated Learning Interview Schedule was used to
assess students’ goal-setting, planning, monitoring, and reflection skills.
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All instruments were translated into Kazakh and Russian and then back-translated to
ensure linguistic accuracy and cultural appropriateness. The internal reliability of the adapted
instruments was checked using Cronbach’s alpha. All scales demonstrated acceptable internal
consistency, with alpha values above .80. In addition to survey data, semi-structured interviews
were conducted with 20 students and 8 teachers to explore perceptions of classroom moral
climate, teacher support, values-based discussions, and changes in learning behavior.

The validity of the adapted instruments was addressed through several procedures. First,
content validity was ensured by aligning the survey items with the theoretical constructs used in
the study: academic motivation, value orientation, self-regulated learning, and classroom behavior.
The selected items reflected the main dimensions of Self-Determination Theory, Schwartz’s theory
of basic human values, and Zimmerman'’s model of self-regulated learning. Second, the adapted
items were reviewed by specialists in pedagogy, psychology, and school practice to assess their
relevance, clarity, and cultural appropriateness for senior secondary students in Kazakhstan.

Construct validity was supported by the theoretical consistency between the instruments
and the conceptual model of the study. The Academic Motivation Scale was used to measure
intrinsic motivation, extrinsic regulation, and amotivation; the Modified Schwartz Value Survey
was used to assess students’ value priorities; and the Self-Regulated Learning Interview Schedule
was used to examine goal-setting, planning, monitoring, and reflection. These constructs corre-
spond directly to the components of the proposed values-based pedagogical model. In addition,
qualitative data from interviews, reflective journals, and classroom observations were used to
triangulate the survey findings and strengthen the interpretive validity of the results.

Because the instruments were adapted for the Kazakhstani school context, linguistic
and cultural equivalence was also considered. The instruments were translated into Kazakh
and Russian, back-translated, and checked for semantic consistency. Items that were unclear or
culturally inappropriate were revised before the main data collection. Thus, the validity of the
instruments was supported through theoretical alignment, expert review, linguistic adaptation,
and methodological triangulation.

Figure 3. Institutions Influencing Values Education
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Intervention Design and Implementation

The pedagogical model was implemented over a 12-week period, corresponding to one
academic term. Before the intervention, participating teachers attended two training workshops
focused on values-based pedagogy, reflective teaching, and methods for integrating moral, civic,
and cultural values into regular subject lessons. During the implementation period, teachers
received ongoing methodological support through weekly mentoring meetings and feedback
sessions with the research team.

The intervention was implemented as a one-group pretest-posttest pedagogical intervention.
Its effectiveness was evaluated by comparing students’ indicators before and after the 12-week
implementation period, with additional mid-intervention monitoring. A separate control group
was not formed because the study was conducted under real school conditions and depended on
institutional readiness, teacher participation, and ethical considerations related to equal access to
the educational model. To reduce the limitations of this design, repeated measurements, teacher
observations, student reflective journals, short weekly surveys, and qualitative interviews were
used for triangulation.

The intervention included several classroom strategies. Moral and civic themes were in-
tegrated across subject areas; weekly reflective journals encouraged students to connect values
with their academic behavior; moral dilemmas were discussed in small groups to develop ethical
reasoning and empathy; community-oriented mini-projects helped students apply internalized
values in practice; and student-led goal monitoring supported academic planning and self-reg-
ulation.

To make the integration of values systematic rather than declarative, each lesson was
designed around three linked elements: an academic objective, a value focus, and a reflective
learning task. The academic objective was taken from the regular curriculum, while the value focus
was selected from the national and moral themes of the model, such as integrity, responsibility,
perseverance, respect, cooperation, and civic awareness. The reflective task required students
to connect subject content with personal behavior, ethical reasoning, or social responsibility.

For example, in mathematics lessons, perseverance and responsibility were integrated
through problem-solving tasks that required students to explain not only the correct solution
but also the learning strategy they used, the mistakes they corrected, and the effort required to
complete the task. In history lessons, honesty, justice, and civic responsibility were discussed
through historical events and moral dilemmas related to leadership, public duty, and collective
memory. In Kazakh language and literature lessons, the ideas of Abai and other national thinkers
were used to connect textual analysis with self-knowledge, moral choice, and respect for others.
In self-knowledge lessons, students used reflective journals to examine how values such as em-
pathy, responsibility, and self-discipline influenced their academic behavior and relationships
with classmates.

The integration mechanism followed a common instructional sequence. First, the teach-
er introduced the academic topic and identified the value focus of the lesson. Second, students
completed a subject-based task that included a moral or reflective dimension. Third, students
discussed the value-related meaning of the task through guided questions, peer dialogue, or a
short written reflection. Finally, students linked the value to their own learning goals or classroom
behavior. In this way, values were not added as a separate moral lesson but embedded into the
content, method, and reflection stage of regular instruction.

Data Collection and Analysis

Quantitative data were collected at three stages: pre-intervention (Week 0), mid-inter-
vention (Week 6), and post-intervention (Week 12). The main quantitative indicators included
academic motivation, value orientation, self-regulated learning, and selected classroom behavior
indicators. Academic motivation was measured through intrinsic motivation, extrinsic regulation,
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and amotivation scores. Value orientation was assessed through shifts in students’ prioritization
of self-direction, benevolence, responsibility, national identity, and related moral values. Self-reg-
ulated learning was evaluated through goal-setting, planning, monitoring, and self-assessment
indicators. Classroom behavior was assessed using teacher observation sheets focusing on par-
ticipation, off-task behavior, cooperation, and engagement in values-based discussions.

Paired-sample t-tests were used to compare pre- and post-intervention mean scores for
indicators measured before and after the intervention. Where data from all three measurement
points were available, repeated-measures analysis was used to examine developmental trends
across the intervention period. The threshold for statistical significance was set at p <.05. Effect
size was calculated where the available statistical information allowed its estimation. Qualitative
data from student interviews, teacher interviews, reflective journals, and classroom observations
were used to explain and contextualize the quantitative findings.

The reliability of the adapted instruments was checked before the main analysis. The Aca-
demic Motivation Scale, Modified Schwartz Value Survey, and Self-Regulated Learning Interview
Schedule demonstrated acceptable internal consistency, with Cronbach’s alpha values above
.80. Qualitative data were analyzed thematically using NVivo 14 software. The coding process
was conducted by two independent coders, and inter-rater reliability reached Cohen’s kappa =
.81, indicating substantial agreement. The combination of statistical analysis, classroom obser-
vation, student reflection, and interview data strengthened the validity of the findings through
methodological triangulation.

To ensure consistency in reporting, the study distinguished between statistically tested
quantitative indicators and descriptive implementation indicators. Mean scores, significance val-
ues, confidence intervals, and effect sizes were reported for indicators where sufficient statistical
information was available. Percentage changes were used for behavioral and implementation
indicators, such as weekly planner use, participation in group work, and off-task behavior, which
were obtained from student weekly surveys and teacher observation sheets. Value-orientation
indicators were reported descriptively because they reflected shifts in students’ value priorities
based on the adapted value scale. In the results table, each indicator is therefore presented to-
gether with its measurement source and the method used to interpret the change.

Ethical Considerations

The study was conducted

in accordance with ethical principles for educational research. Approval was obtained
from the Institutional Research Ethics Committee of L.N. Gumilyov Eurasian National University.
Before data collection, school administrations, teachers, parents, and students were informed
about the aims, procedures, and voluntary nature of the study. Written informed consent was
obtained from parents, and formal assent was collected from students.

Participants were assured that their responses would remain anonymous and confiden-
tial. No identifying information was included in the analysis or reporting of results. Students and
teachers were informed that participation was voluntary and that they had the right to withdraw
from the study at any stage without any negative consequences.

Limitations

Although the study provides useful empirical evidence on values-based education in
Kazakhstan, several limitations should be acknowledged. First, the intervention lasted for one
academic term, which limits the ability to assess the long-term sustainability of the observed
changes. Future longitudinal studies are needed to examine whether improvements in motivation,
self-regulation, and value internalization are maintained over time.

Second, the study was conducted in only two schools, one urban and one rural. Therefore,
the findings cannot be generalized to all schools in Kazakhstan. Third, the study used a school-
based quasi-experimental one-group pretest-posttest design without random assignment or a
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separate control group. This limits the strength of causal conclusions. Fourth, teachers acted both
as implementers of the model and as providers of observation data, which may have introduced
implementation or reporting bias.

Despite these limitations, the study offers a useful basis for further research and broader
pedagogical implementation. Future studies should test the model with larger and more diverse
samples, include control or comparison groups where possible, and examine the model across
different regions, school types, subjects, and age groups.

Results and Discussion

This section presents the main findings of the study in relation to students’ academic
motivation, value orientation, self-regulated learning, classroom behavior, and perceptions of
the values-based pedagogical model. The results are organized according to the logic of the in-
tervention: baseline diagnostic findings, post-intervention outcomes, interpretation of findings,
and implementation challenges. Quantitative results are supported by qualitative evidence from
student journals, teacher interviews, and classroom observations.

Diagnostic Findings Before the Intervention

The baseline assessment showed that many senior secondary students demonstrated
limited intrinsic motivation and weak alignment between personal values and academic behav-
ior. On the Academic Motivation Scale, 62.5% of students showed stronger extrinsic motivation,
meaning that their learning was mainly associated with grades, external expectations, or future
admission requirements. In contrast, only 18.3% of students demonstrated a high level of auton-
omous motivation, which refers to learning for personal growth, curiosity, or internal interest.

The results of the adapted Schwartz Value Survey indicated that students tended to prioritize
externally oriented values such as achievement, security, and conformity. Values associated with
internal moral reasoning, such as benevolence, self-direction, and universalism, were less strongly
expressed. This tendency was particularly visible among some rural male students, suggesting
that value orientation may vary depending on social, cultural, and educational context. These
findings confirm the importance of developing pedagogical approaches that connect academic
learning with students’ personal meaning, responsibility, and ethical reflection.

The baseline results for self-regulated learning also revealed several areas requiring ped-
agogical support. According to the Self-Regulated Learning Interview Schedule, many students
had difficulty with goal-setting, time management, progress monitoring, and self-assessment.
Only 27.2% of students reported that they regularly kept a study plan or reflected on their aca-
demic progress. Teacher interviews supported these findings. Teachers described many students
as disciplined but passive learners who were more concerned with examination requirements
than with deeper understanding or personal development. As one teacher noted, students often
asked whether a topic would be included in a test rather than why it was important for their
learning or life.

Overall, the diagnostic stage confirmed the need for a structured values-based pedagogical
model aimed at strengthening intrinsic motivation, reflective learning, ethical reasoning, and
self-regulation.

Intervention Outcomes

The 12-week intervention produced positive changes in students’ motivational, behavio-
ral, and self-regulatory indicators. Since the same cohort of students was assessed before and
after the intervention, paired-sample t-tests were used to compare pre- and post-intervention
scores where statistical information was available. The significance threshold was set at p <.05.
Qualitative data from reflective journals, interviews, and observations were used to explain and
contextualize the quantitative findings.

Academic motivation showed a statistically significant improvement after the interven-
tion. Students’ intrinsic motivation increased from the pre-intervention stage (M = 2.31) to the
post-intervention stage (M = 2.83). The mean difference was 0.52, and the result was statistically
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significant, £(199) = 7.12, p <.001. The 95% confidence interval for the mean difference was
[0.38, 0.66], indicating that the observed improvement was unlikely to be due to chance. The
within-subject effect size was moderate, Cohen’s dz = 0.50, suggesting that the increase in intrinsic
motivation was not only statistically significant but also educationally meaningful. In addition,
amotivation decreased significantly (p <.01), showing that students became less dependent on
external pressure and more able to connect learning with personal meaning.

Student reflective journals supported this statistical trend. Many students began to de-
scribe learning not only as a requirement but also as a process connected with self-development,
responsibility, and future goals. One student wrote: “When we read Abai’s views on knowledge, |
started thinking about why I study, not just what I study.” This reflection illustrates how nation-
al philosophical content helped students connect academic learning with moral and personal
meaning.

Positive changes were also observed in students’ value orientation. The adapted value scale
was used to examine changes in students’ prioritization of selected value domains before and
after the intervention. The indicators of self-direction, benevolence, and responsibility /national
pride were interpreted descriptively because they reflected shifts in the distribution of students’
responses rather than continuous mean-score comparisons. Post-intervention results showed
an increase in the proportion of students demonstrating higher prioritization of self-direction
(+17%), benevolence (+14%), and responsibility and national pride (+21%). These descriptive
changes suggest that students became more attentive to autonomy, prosocial behavior, respon-
sibility, and cultural identity after participating in values-based learning activities.

Self-regulated learning improved after the intervention. The mean SRLIS score increased
from 1.94 to 2.51 (p <.001), indicating progress in goal-setting, planning, monitoring, and
self-assessment. Although the available summary data did not allow a separate effect size to be
calculated for this indicator, the direction and magnitude of change suggest a meaningful improve-
ment in students’ self-regulatory behavior. Behavioral indicators supported this interpretation:
weekly planner use increased from 24% to 71%, and more than 80% of students participated
in self-assessment activities by the end of the intervention. One student reflected: “I no longer
wait for reminders—I set goals and review them weekly.”

Classroom behavior and participation also improved during the intervention. Observa-
tion data showed that off-task behavior decreased by 28%, while participation in group work
increased by 34%. Teachers reported that students were more willing to take responsibility for
group tasks, engage in dialogue, and connect academic content with real-life situations. Activities
involving moral dilemmas, teamwork, and community-oriented mini-projects were particularly
effective in improving classroom climate. For example, one class organized a charity initiative,
linking empathy and responsibility with practical civic action.

The reliability of the adapted instruments was checked before the main analysis. The Aca-
demic Motivation Scale, Modified Schwartz Value Survey, and Self-Regulated Learning Interview
Schedule demonstrated acceptable internal consistency, with Cronbach’s alpha values above .80.
Qualitative data were coded independently by two researchers, and inter-rater reliability reached
Cohen’s kappa = .81, indicating substantial agreement. The convergence of survey results, teacher
observations, student journals, and interview data strengthens the validity of the findings.

Because the study combined standardized scales, adapted value measures, weekly stu-
dent surveys, and teacher observation sheets, not all indicators were analyzed using the same
statistical procedure. Therefore, statistically tested outcomes and descriptive implementation
indicators are clearly separated in Table 1. This distinction allows the results to be interpreted
more cautiously and transparently.
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Table 1. Pre- and Post-Intervention Changes in Key Student Outcomes

Table 1. Summary of Pre- and Post-Intervention Changes in Student Outcomes

Outcome Measurement | Pre- Post- Type of evidence Interpretation of
indicator source intervention | intervention change
result result
Intrinsic Academic M=231 M=2383 Mean difference = Statistically
motivation Motivation Scale 0.52; 95% CI [0.38, significant moderate
0.66]; t(199) ="7.12, improvement
p <.001; Cohen’s dz
=0.50
Amotivation Academic Not reported | Decreased p<.01 Significant re-
Motivation Scale | as mean score duction in lack of
motivation
Self-regulated | SRLIS M=1.94 M=25l1 p <.001 Improvement in
learning goal-setting, plan-
ning, monitoring,
and reflection
Self-direction | Adapted Baseline Higher post- | +17% descriptive Increased autonomy
Schwartz Value | distribution intervention change and independent
Survey prioritization learning orientation
Benevolence Adapted Baseline Higher post- | +14% descriptive Improved prosocial
Schwartz Value | distribution intervention change value orientation
Survey prioritization
Responsibility | Adapted value Medium level | High level +21% descriptive Positive shift in val-
and national scale change ue internalization
pride and civic identity
Weekly planner | Student weekly | 24% 71% +47 percentage points | Strong increase
use survey in goal-setting
behavior
Participation in | Student weekly | Not More than Descriptive Increased reflective
self-assessment | survey / teacher | systematically | 80% implementation learning behavior
records reported indicator
Participation in | Classroom Moderate High level +34% descriptive Increased
group work observation sheet | level change collaborative
engagement
Off-task Classroom Baseline Lower post- —28% descriptive Improved
behavior observation sheet | observation intervention change behavioral
level level engagement
Instrument AMS, Modified |— — Cronbach’s o > .80 Acceptable internal
reliability Schwartz Value consistency
Survey, SRLIS
Qualitative Interviews, — — Cohen’s k = .81 Substantial inter-
coding journals, and rater agreement
reliability classroom obser-
vations

Note. AMS = Academic Motivation Scale; SRLIS = Self-Regulated Learning Interview Sched-
ule; CI = confidence interval. Statistical tests are reported where sufficient quantitative data were
available. Percentage values for self-direction, benevolence, responsibility /national pride, weekly

Gumilyov Journal of Pedagogy No3(156)/ 2026 85
ISSN: 3080-1710. eISSN: 3104-462X



Z.Y. Telyukanov, A.A. Nurlakov, ]. Madalinska-Michalak, S.N.Almagambetov, N.P. Albytova

planner use, group-work participation, and off-task behavior are reported as descriptive changes
based on survey distributions or classroom observation records. The categories “medium” and
“high” refer to the interpretive levels used in the adapted value scale.

Discussion of Findings

The findings suggest that the values-based pedagogical model had a positive effect on
students’ motivation, self-regulation, classroom participation, and value internalization. The
increase in intrinsic motivation is especially important because it indicates that students began
to perceive learning as more personally meaningful. This result is consistent with Self-Determi-
nation Theory, which emphasizes that students are more likely to develop internal motivation
when learning supports autonomy, competence, and relatedness. In this study, reflective journals,
goal-setting tasks, student choice, and value-based discussions helped students connect academic
work with personal responsibility and self-development.

The findings also support the role of values in self-regulated learning. When students
reflected on responsibility, perseverance, integrity, and self-discipline, they became more at-
tentive to planning, monitoring, and evaluating their own learning. This confirms Zimmerman'’s
view that self-regulated learning involves not only cognitive strategies but also motivational and
behavioral regulation. In the context of this study, values functioned as practical regulators of
academic behavior: students used them to explain effort, persistence, cooperation, and respon-
sibility for learning outcomes.

The effectiveness of the model also depended on the depth of subject-specific integration.
Lessons in which values were connected to concrete academic tasks produced stronger engagement
than lessons where values were mentioned only at the discussion stage. For instance, mathemat-
ics lessons encouraged students to connect perseverance with problem-solving strategies, while
literature and history lessons created opportunities for ethical interpretation, civic reflection,
and discussion of national identity. This suggests that values-based education becomes more
effective when values are embedded into the internal logic of the subject rather than presented
as an additional or external component.

In comparison with international models, the findings show both convergence and contex-
tual specificity. Similar to the Finnish emphasis on transversal competences, the proposed model
treats values as cross-curricular elements rather than isolated moral topics. Similar to Singapore’s
Character and Citizenship Education, it links values with social responsibility, self-regulation, and
classroom behavior. It also corresponds to the OECD Learning Compass by strengthening student
agency, reflective learning, and goal-oriented behavior. However, the Kazakhstani model differs in
the way it connects academic motivation with national cultural identity. The use of Abai’s moral
philosophy, Al-Farabi’s idea of the virtuous person, and the principle of birttutas tarbie allowed
students to interpret academic learning not only as preparation for examinations but also as a
process of personal and civic formation.

The qualitative findings further demonstrate that teachers perceived values-based education
as compatible with academic goals. Teachers noted that embedding moral and civic content did
not distract from subject learning. On the contrary, it increased students’ engagement, supported
classroom dialogue, and improved behavior. This is an important finding because values education
is sometimes viewed as separate from or secondary to academic instruction. The results of this
study suggest that values-based education can strengthen academic learning when it is carefully
integrated into curriculum content, teaching methods, and reflective assessment.

At the same time, the findings should be interpreted with caution. The study used a one-
group pretest-posttest design without random assignment or a separate control group. Therefore,
the results cannot be interpreted as strong causal evidence in the same way as findings from a
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randomized controlled trial. However, the consistency of improvements across quantitative in-
dicators, classroom observations, reflective journals, and interviews provides credible evidence
that the intervention was associated with positive educational changes.

Challenges and Considerations

Despite the positive outcomes, the implementation of the model revealed several challenges.
First, teachers needed additional time to redesign lessons and connect academic objectives with
value-related tasks. In examination-oriented contexts, this created tension between curriculum
coverage and deeper reflective learning. Second, some teachers initially lacked confidence in
facilitating ethical discussions, moral dilemmas, and student reflection. This indicates the need
for systematic professional development and methodological support.

Third, assessing values-based learning remains challenging. While motivation, self-reg-
ulation, and behavior can be measured through surveys and observations, deeper changes in
ethical reasoning, civic responsibility, and value internalization are more difficult to capture
through standard assessment tools. Therefore, future implementation should combine quantita-
tive indicators with portfolios, student self-assessment, reflective writing, teacher observation,
and project-based evaluation.

Finally, the sustainability and scalability of the model require institutional support. For
values-based education to become part of regular school practice, teachers need clear curricu-
lum guidance, practical lesson materials, assessment tools, and administrative encouragement.
The findings suggest that the proposed model has potential for wider use, but further research
is needed across different regions, school types, subjects, and age groups.

Conclusion

This study examined the implementation of a values-based pedagogical model and its
association with academic motivation, self-regulated learning, classroom behavior, and value
internalization among senior secondary school students in Kazakhstan. Drawing on international
educational theories and Kazakhstan'’s cultural and philosophical heritage, the study developed
and piloted a localized pedagogical model that integrates national, moral, and civic values into
regular academic instruction. The findings suggest that values-based education may contribute
to students’ moral awareness, academic engagement, reflective thinking, and responsibility for
learning when it is systematically embedded into subject teaching.

The results indicate that academic achievement and value formation should not be treated
as separate or competing aims of schooling. When ethical, cultural, and civic values were integrated
into subject learning, students appeared to perceive academic work as more personally mean-
ingful. The intervention was associated with positive short-term changes in intrinsic motivation,
self-regulated learning, classroom participation, and value-related reflection. These findings
suggest that values-based education can create conditions for deeper learning by connecting
academic goals with students’ identity, moral reasoning, and sense of purpose.

The study also demonstrated the pedagogical relevance of Kazakhstan’s intellectual her-
itage in contemporary schooling. The integration of Abai’s moral philosophy, Al-Farabi’s concept
of the virtuous person, and traditional Kazakh values helped students interpret learning not
only as preparation for examinations but also as a process of personal and civic development.
This cultural relevance appeared to contribute to students’ sense of belonging and provided a
meaningful context for reflective learning. In this regard, the concept of birttutas tarbie can be
understood not only as a policy priority but also as a practical pedagogical framework linking
intellectual growth, moral integrity, and civic responsibility.

Methodologically, the study showed that values can be integrated into the curriculum
without separating them from academic content. Teachers from different subject areas, includ-
ing mathematics, language, history, and self-knowledge, applied values-based strategies such as
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storytelling, ethical discussion, reflective journaling, moral dilemmas, and community-oriented
mini-projects. These practices made learning more dialogic, participatory, and student-centered.
Importantly, the integration of values did not appear to reduce academic rigor; rather, it was
associated with improved motivation, self-regulation, and classroom engagement during the
12-week intervention.

At the same time, the findings should be interpreted with caution. First, the intervention
lasted for one academic term, which limits conclusions about the long-term sustainability of the
observed changes. Future longitudinal studies are needed to determine whether improvements
in motivation, self-regulation, and value internalization are maintained over time. Second, the
study was conducted in two schools; therefore, the findings cannot be generalized to all schools
in Kazakhstan. Third, teachers acted both as implementers of the model and as providers of
observational data, which may have introduced implementation or reporting bias. Finally, the
absence of random assignment and a separate control group limits the strength of causal claims.

The findings point to several practical recommendations. First, curriculum standards
should more clearly define expected outcomes of values-based learning and provide examples
of how national values can be integrated into different subjects and grade levels. Second, teacher
education programs should include practical modules on moral pedagogy, reflective practice,
culturally responsive teaching, and classroom facilitation of ethical discussions. Third, assess-
ment practices should be expanded to include indicators of self-regulation, ethical reasoning,
collaboration, and reflective learning through portfolios, self-assessment, teacher observation,
and project-based evaluation. Fourth, policy initiatives related to holistic upbringing should be
supported by concrete implementation mechanisms, including teacher training, methodological
materials, and institutional support. Fifth, further research should examine the model across
different regions, school types, and age groups using longitudinal and mixed-methods designs.
Finally, schools should strengthen cooperation with parents and local communities, as value
formation is most effective when school-based learning is reinforced by family and community
practices.

Overall, the study contributes to the development of a more humanistic and student-cen-
tered approach to education in Kazakhstan. In the context of rapid social, technological, and
cultural change, schools are expected not only to prepare students for academic success but also
to help them become ethical, reflective, and socially responsible citizens. The model proposed
in this study offers one possible way of translating this aim into classroom practice. Embedding
values into mainstream education should therefore be viewed not as an optional addition, but
as a strategic condition for developing thoughtful, principled, motivated, and socially engaged
learners. However, the long-term effectiveness and scalability of this model require further em-
pirical testing in broader and more diverse educational contexts.

Funding Information

This research received no external funding and was conducted as part of the authors’
academic and institutional responsibilities.

Acknowledgements

The authors express their gratitude to the scientific leadership of the department and
colleagues for their methodological support during the preparation of the article.

Contribution of the authors:

Zhiger Y. Telyukanov - Conceptualized the study; developed the theoretical model; led
the research design, data interpretation, and manuscript writing,.

Arofat A. Nurlakov - Conducted the diagnostic phase; assisted in survey implementation,
data collection, and contributed to the statistical analysis.

88 Ne3(156)/ 2026 Gumilyov Journal of Pedagogy
ISSN: 3080-1710. eISSN: 3104-462X



Aligning Academic Goals with National Values

Joanna Madalinska-Michalak - Facilitated teacher training workshops, gathered quali-
tative data from reflective journals, and reviewed the manuscript for alignment with educational
policy frameworks.

Sagadat N. Almagambetov - Participated in classroom intervention; provided cultur-
al-literary content integration and contributed to the literature review and discussion.

Nazymgul P. Albytova - Facilitated teacher training workshops, gathered qualitative data
from reflective journals, and reviewed the manuscript for alignment with educational policy
frameworks.

All authors reviewed and approved the final version of the manuscript.

References

Al-Farabi (1998). The Virtuous City: Al-Madina al-Fadila. Translated by R. Walzer. Oxford:
Clarendon Press.

Brown, M., McGrath, R. E., Bier, M. C,, Johnson, K., & Berkowitz, M. W. (2023). A comprehen-
sive meta-analysis of character education programs. Journal of Moral Education, 52(2), 119-138.
doi:10.1080/03057240.2022.2060196

Bloom BS (1956) Taxonomy of Educational Objectives: The Classification of Educational
Goals. New York: David McKay Company.

Dauyenov Y, Amanova A, Ladzina N and Myshbayeva G (2024). ‘National identity estab-
lishment for secondary school students through project activities’, Scientific Herald of Uzhhorod
University. Series Physics, (56). https://doi.org/10.54919 /physics/56.2024.199wl7

Karatabanov, R., 2024. The value-based model of a school graduate: theoretical ration-
ale and design approach. Bilim. Scientific and Pedagogical Journal, 1, pp.10-18. https://doi.
org/10.59941/2960-0642-2024-1-10-18

Magzumova, N.K,, Danek, ], Mandykayeva, A.R., 2024. Group values in high school students’
communicative competence enhancement. Bulletin of L.N. Gumilyov Eurasian National University.
Psychology Series, 148(3), pp.170-182. https://doi.org/10.32523/2616-6895-2024-148-3-170-182

Medetbekova, A., Abdugalina, S., Adebiyetova, A. and Romkhankyzy, Z., 2025. Ethnodidactic
ideas of Kazakh folk pedagogy in high school teaching. SHS Web of Conferences, 212. https://doi.
org/10.1051/shsconf/202521204067

Musakhanova G, Kalybekova A, Polatova S and Lekerova G (2023). ‘Ethno-cultural education
in Kazakhstan, civic values and self-identity: Findings from a survey of undergraduates’, Cypriot
Journal of Educational Sciences, 18(3), pp. 556-577. https://doi.org/10.18844 /cjes.v18i3.8787

OECD (2020) Future of Education and Skills 2030: OECD Learning Compass 2030. Retrieved
from https://www.oecd.org/education/2030-project/

Ryan RM and Deci EL (2000) ‘Intrinsic and extrinsic motivations: Classic definitions and
new directions’, Contemporary Educational Psychology, 25(1), pp. 54-67. https://doi.org/10.1006/
ceps.1999.1020

Schwartz SH (1992). ‘Universals in the content and structure of values: Theoretical ad-
vances and empirical tests in 20 countries’, Advances in Experimental Social Psychology, 25, pp.
1-65. https://doi.org/10.1016/S0065-2601(08)60281-6

Tanirbergenova, A.Sh., 2023. Birttutas tarbie bagdarlamasy: zertteuler men iske asyru
tetikteri. Bulletin of the National Academy of Education named after Y. Altynsarin, 3, pp.143-156.
https://doi.org/10.59941/2960-0642-2023-3-143-156

Tanirbergenova, A., Userbayeva, K. and Nurakhmetova, G., 2024. Research results on moral
education of primary school students in schools. Bulletin of the National Academy of Education
named after Y. Altynsarin, 2, pp.88-97. https://doi.org/10.59941/2960-0642-2024-2-88-97

UNESCO (2021). Reimagining Our Futures Together: A New Social Contract for Education.
Retrieved from https://unesdoc.unesco.org/ark: /48223 /pf0000379707

Gumilyov Journal of Pedagogy No3(156)/ 2026 89
ISSN: 3080-1710. eISSN: 3104-462X


https://doi.org/10.54919/physics/56.2024.199wl7
https://doi.org/10.59941/2960-0642-2024-1-10-18
https://doi.org/10.59941/2960-0642-2024-1-10-18
https://doi.org/10.32523/2616-6895-2024-148-3-170-182
https://doi.org/10.1051/shsconf/202521204067
https://doi.org/10.1051/shsconf/202521204067
https://doi.org/10.18844/cjes.v18i3.8787
https://www.oecd.org/education/2030-project/
https://doi.org/10.1006/ceps.1999.1020
https://doi.org/10.1006/ceps.1999.1020
https://doi.org/10.1016/S0065-2601(08)60281-6
https://doi.org/10.59941/2960-0642-2023-3-143-156
https://doi.org/10.59941/2960-0642-2024-2-88-97
https://unesdoc.unesco.org/ark:/48223/pf0000379707

Z.Y. Telyukanov, A.A. Nurlakov, ]. Madalinska-Michalak, S.N.Almagambetov, N.P. Albytova

Vygotsky LS (1978). Mind in Society: The Development of Higher Psychological Processes.
Cambridge, MA: Harvard University Press.

Wu S, Wang C, Kuo SC, Shieh SH and Hwu Y (2020) ‘Evaluation of an oral hygiene education
program for staff providing long-term care services: A mixed methods study’, International Journal
of Environmental Research and Public Health, 17(12). https://doi.org/10.3390/ijerph17124429

Zimmerman BJ (2002). ‘Becoming a self-regulated learner: An overview’, Theory into
Practice, 41(2), pp. 64-70. https://doi.org/10.1207 /s15430421tip4102_2

Zohar D and Marshall I (2000) SQ: Connecting with Our Spiritual Intelligence. New York:
Bloomsbury.

K.E. Temokanos*!, A.A. Hyp.siakos?, M. MaganuHcka-Muxanak?®,
C.H. Axibmaramé6etor?, H.I. A16biTOBa’
1245 J1H. T'ymuses amuindarsl Eypasus yammulk yHueepcumemi, Kasakcman
*Bapwasa Ynueepcumemi, Bapwasa, [loavwa
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AHHOTauMs. B 1aHHOM cTaThe Npe/icTaB/JeHa pa3paboTKa U anpobanus 06pa3oBaTebHON

MO/IeJ1{, HallpaBJIEHHOW Ha MHTEerpanuio HallMOHaJbHbIX KyJIbTYPHBIX U HPaBCTBEHHBIX
LIeHHOCTeW B CUCTeMY cpeJiHero obpaszoBaHus Pecnybsiriku KazaxcraH. TeopeTrieckor 0CHOBOM
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MO/IeJIU MTOCJAYKUJIU TakcoHOMUS biiyma u Teopusi camoseTepMmuHanuu (Self-Determination
Theory), nonosnHeHHble PUI0COPCKO-NIEAATOTUUECKMMY B3IVISIAAMU BbIJAIOLUXCSA Ka3aXCKUX
MmbicauTesner — Abas KyHan6aeBa u anb-®apabu. Mojiesb 6bly1a peajin3oBaHa B IByX FOPOACKUX
06111e06pa30BaTeIbHbIX LIK0JIAX C IPUMEHEHHEM CMellaHHbIX METO/0B UCCJ/Ie/l0BaHUs], BKJIIOYas
aHKeTHUPOBaHUe, NoayGopMair30BaHHbIe UHTEPBBIO U NeJlaroruyeckoe HabJsogeHue. B pamkax
MHTEPBEHIIMH B COJieprKaHHUe MPeIMETOB, TAKHUX KaK MaTeMaTHKa U XMMHUS, ObLJIM UHTETPUPOBAHBI
3JIEMEHTBI IPAXK/JaHCKOT0 BOCIIMTAHUS, MOPa/IbHO-HPABCTBEHHbIE OPUEHTHUPBI U 3THOKY/IBTYPHbIE
cMbIC/blL [lolyueHHbIE pe3yibTaThl IOKa3aJ1 3HAYUTENbHOE OBBIIIEHHE BHYTPEHHEN MOTUBALlUU
yYalluxcs, yaydlleHue JUCLUIJIMHBI U Pa3BUTHE CIOCOOHOCTH K caMopedJ/ieKCUU. YUUTe IS TaKxKe
OTMETHUJIM POCT UHTEpeca LIKOJbHUKOB K 00CYK/IeHUIO LIEeHHOCTHBIX TeEM U aKTUBHOE y4acTHe
B yueOHOM mnpoluecce. [IpeaaraeMas Moziesib COOTBETCTBYET HAallUOHAJIbHOMY IPUOPUTETY
bOpMUPOBaHUS «eIUHOTO BOCIUTAHUS» U MOXKET OBbITh aZJallTUPOBAHA K YCJA0BUSIM Pa3JIUYHbBIX
1koJ1. TakuM 06pa3oM, HccieloBaHue JieslaeT BKJIa/L B pa3BUTHE LLeHHOCTHO-OPUEHTUPOBAHHOTO
06pa3oBaHU{ U IPeJlOCTABJISIET NeJjlaroraM NpakTHU4YeCcKue MHCTPYMEHTHI AJ1s1 QOPMUPOBAHUS
3TUYeCKU 000CHOBAHHOM y4ye6GHOU cpesibl B luKo1ax KasaxcraHa.

KirloueBble €J10Ba: LLlEeHHOCTHO-OPUEHTUPOBaHHOe 06pa3oBaHUe; akaJeMuiecKas
MOTHBAIKS; [JeJIOCTHOE BOCIIUTAaHUE; CAMOPETYJISALUS; Ka3aXCTaHCKasl CHCTeMa 00pa30BaHUS.
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