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QUALITY ASSESSMENT OF PROJECT MANAGEMENT IN KAZAKHSTAN: MIXED-METHODS

This paper examines the quality of Project Management educational programs in Kazakhstan through a mixed-
methods design combining curriculum content analysis and a survey of 193 project management professionals. The
study identifies clear structural differences between Master’s and doctoral programs: Master’s curricula are
primarily oriented toward professional specialization and applied managerial preparation, whereas doctoral
programs place greater emphasis on research methodology, digital transformation, sustainability, and analytical
depth. Although all reviewed programs demonstrate formal alignment with international standards, important
differences remain in the extent to which practice-oriented components are embedded in the curriculum. Survey
findings reveal a statistically significant gap between soft and hard competencies, with behavioral and interpersonal
skills receiving higher evaluations than technical and methodological preparation. Respondents consistently identify
practical orientation as the most important criterion of program quality. Overall, Project Management education in
Kazakhstan, within the framework of the considered institutional and professional context, appears institutionally
established and academically developed; however, stronger alignment between curriculum design and stakeholder
needs is required to ensure balanced competency formation.

Keywords: project management education, quality assessment, competency-based approach, curriculum
analysis, higher education reform, hard and soft skills, respondent.

Kinm ce30ep: 6inim bepyoeei scobanrapovl backapy, cananvi 6azaniay, Ky3ulpemmiiikke He2iz0eieeH macil, 0Ky
bazoapramanapvin manoay, xco2apul Oiim 6epyoi pepopmanay, Kammol HCIHE HCYMCAK 0AeObLIAD, CAYATHAMASA
KAmulCyutbl.

Knwouesvie cnosa: ynpasienue npoekmamu 6 00pazoeanuu, OYenka Kayecmed, KOMNemeHmHoCmHblil n00Xoo,
AHAIU3 YUEOHBIX NPOSPAMM, PehopMa 6blCUE20 0OPA308ANUSL, ACECHKUE U 2UOKUE HABBIKU, PECROHOEHN.

Introduction Project management has developed into a strategic discipline that influences
organizational performance, public governance, and global digital transformation. As project-based work
becomes more common in the economy, the demand for skilled project managers is also growing [1]. This
change shows how important it is to have structured and skills-based educational programs that can prepare
specialists for complex and changing project environments.

International professional frameworks, such as the PMBOK Guide [1], the IPMA Individual
Competence Baseline [2], and PRINCE2 [3], delineate standardized knowledge domains, procedural
models, and competency dimensions for project management practice. These frameworks are extensively
utilized as benchmarks in curriculum development and professional certification systems [4]. Research
demonstrates that formal adherence to international standards does not guarantee effective competency
development or practical preparedness [5].

Contemporary research highlights that the evaluation of quality in higher education must utilize
multidimensional frameworks that encompass learning outcomes, student engagement, pedagogical
innovation, and labor market relevance [6, 7]. In project management education, experiential learning,
serious games, and practice-based methodologies have demonstrated efficacy in improving competency
development and student engagement [8, 9]. Simultaneously, emerging technologies like artificial
intelligence and digital simulation tools are revolutionizing instructional design and competency evaluation
in project management programs [10].

Notwithstanding these global advancements, numerous national quality assurance systems
predominantly depend on regulatory compliance and accreditation processes instead of discipline-specific
competency assessments. This challenge is especially pertinent in developing higher education systems,
where institutional frameworks remain in flux [11].
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Project management has acquired heightened institutional importance in Kazakhstan's national
modernization and digital transformation initiatives [12]. Universities have augmented Master's and
doctoral programs in Project Management to address labor market demand and trends in
internationalization. Even though regulatory and accreditation frameworks make sure that State Mandatory
Educational Standards are followed, there is currently no organized way to check the professional quality
of Project Management educational programs.

Current studies emphasize the necessity of synchronizing educational curricula with global standards
and industry demands [13, 14]. Nevertheless, there is a paucity of empirical evidence concerning the degree
to which Kazakhstani programs successfully incorporate technical, behavioral, and strategic competencies
in alignment with professional practice standards. Moreover, scant research integrates curriculum analysis
with stakeholder perceptions to assess program efficacy.

This establishes a methodological disparity between:

The increasing strategic significance of project management in national development; the numerical
increase of educational initiatives; and the lack of a thorough, evidence-based framework for evaluating
their substantive quality.

This study employs a mixed-methods approach, integrating content analysis of Master’s and doctoral
Project Management programs in Kazakhstan with an empirical survey of 193 project management
professionals to address this gap. The research seeks to discern structural patterns, competency
discrepancies, and stakeholder anticipations, while formulating a structured and analytically grounded
framework for evaluating program quality.

Literature review. The notion of quality in higher education has transitioned from a compliance-
focused interpretation to a multidimensional, outcome-driven comprehension. Conventional quality
assurance systems have predominantly concentrated on accreditation criteria, regulatory compliance, and
institutional resources. Contemporary scholarship underscores that educational quality should be evaluated
based on learning outcomes, competency development, stakeholder satisfaction, and labor market relevance
[7]. In professional domains such as project management, quality cannot be limited to curriculum design
or credit allocation; rather, it must reflect the program's ability to prepare graduates for complex,
unpredictable, and interdisciplinary project environments. Studies show that student engagement and
intrinsic motivation have a big impact on how well students learn, especially in online and blended formats
[6]. Consequently, modern evaluation frameworks increasingly incorporate behavioral and competency-
based indicators alongside traditional academic metrics.

Global professional frameworks that define organized knowledge areas and skill requirements have a
big effect on project management education. The PMBOK Guide [1] gives a process-based way to group
project management knowledge areas. The IPMA Individual Competence Baseline [2] takes this a step
further by adding technical, behavioral, and contextual skills. PRINCE2 [3] presents governance-focused
principles extensively utilized in public administration and corporate settings. These frameworks function
as normative standards for curriculum development and professional certification [4]. Nonetheless, studies
demonstrate that the formal incorporation of international standards does not inherently guarantee thorough
competency development. Marcelino and Domingues [5] illustrate that educational simulations aligned
with PMBOK frequently prioritize planning and execution, while inadequately addressing stakeholder
integration and contextual factors. This indicates that effective quality assessment should examine both the
existence of standards in curricula and the extent of their pedagogical integration and alignment with
professional practice.

In light of the growing complexity in project environments, pedagogical innovation has emerged as a
pivotal element of project management education. Experiential learning, serious games, simulations, and
Agile project work are progressively utilized to augment applied competencies and strategic thinking.
Jaaskd and Aaltonen [8] indicate that game-based learning techniques markedly enhance engagement and
conceptual comprehension, whereas Barbosa and Rodrigues [13] illustrate that portfolio simulation
exercises bolster strategic and resource allocation skills. Likewise, Marnewick [9] concludes that Agile
project-based learning improves retention and practical preparedness. Nonetheless, the efficacy of
innovative approaches is contingent upon the quality of instructional design and the competencies of
educators [15], while superficial gamification may not facilitate significant competence development.
Simultaneously, digital transformation is revolutionizing educational delivery, as artificial intelligence and
data analytics progressively facilitate adaptive learning and performance-based assessment [10]. These
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developments highlight the necessity to assess not only curriculum content but also instructional methods
and technological integration when evaluating program quality.

Despite extensive research on project management education and competency frameworks, few
empirical studies have combined curriculum analysis with stakeholder perceptions to assess program
guality, especially in developing higher education systems. In contexts like Kazakhstan, where project
management education has proliferated due to national modernization and digital transformation initiatives
[12], quality assurance mechanisms predominantly remain regulatory and institution-focused. Although
national standards guarantee formal adherence, they lack discipline-specific metrics that assess professional
efficacy and alignment with the labor market. This establishes a methodological disparity among
international competency frameworks, research on pedagogical innovation, and the practical evaluation
systems implemented at the national level. Bridging this gap necessitates a comprehensive evaluation
strategy that incorporates structural curriculum analysis, alignment of competencies with international
standards, and empirical data from industry stakeholders — a goal of the current study.

Methodology. This research employs a data-driven mixed-method approach that integrates
curriculum content analysis with an empirical survey of project management professionals. The empirical
component relies on a structured survey administered in 2026 to 193 professionals engaged in project-
oriented positions in Astana. The sample comprises Project Managers, Program Managers, Portfolio
Managers, Product Managers, Scrum Masters, and Team Leads working in corporate business, 1T/digital,
public administration, and engineering sectors. Due to the concentration of project-based activities in
Astana, the city serves as a pertinent professional context for analyzing labor market expectations. A sample
of 193 respondents, with a 95% confidence level and a conservative assumption (p = 0.5), yields an
approximate margin of error of +7% for a managerial population segment, deemed acceptable for
exploratory professional research.

From a methodological perspective, this study is conceptualized as an exploratory and diagnostic
investigation aimed at identifying prevailing trends and potential structural imbalances in project
management education, rather than at drawing statistically generalizable conclusions. Empirical surveys
and curriculum content analysis are combined to identify converging patterns, perspectives, and
institutional characteristics of various educational programs. In this context, the proposed quality
assessment system should be understood as an analytical and structuring framework that defines key aspects
of assessment, rather than as a fully implemented model of quantitative measurement. Accordingly, the
study prioritizes analytical consistency and the coherence of interpretation over an exhaustive, indicator-
based assessment. Accordingly, the proposed quality assessment system is used in this method as an
interpretative and structuring basis rather than a fully implemented digital assessment tool.

The survey's dependent variables were defined as perceived competency development in two primary
dimensions: hard (technical-methodological) skills and soft (behavioral-managerial) skills. Both variables
were assessed utilizing a five-point Likert scale, with 1 representing minimal development and 5 denoting
maximal development. Furthermore, participants were requested to assess the significance of practical
orientation in educational curricula and to specify their preferred methods of competency evaluation. For
specific analytical procedures, Likert responses were dichotomized, with responses 4 (“high”) and 5 (“very
high”) assigned a value of 1 (indicating high competency perception), while responses 1-3 were assigned
a value of 0 (indicating low-to-moderate competency perception). Responses categorized as “no answer”
or incomplete submissions were omitted from analysis through pairwise deletion to maintain the maximum
number of available observations for each statistical test.

The analytical strategy was executed in two phases. Initially, descriptive statistics (means, standard
deviations, and frequency distributions) were computed to encapsulate the distribution of competency
perceptions and evaluation preferences. Secondly, inferential analysis was performed to investigate
disparities and correlations among principal variables. A paired-samples comparison was employed to
determine if the mean difference between soft and hard skill ratings was statistically significant. The effect
size was calculated using Cohen's d to assess the magnitude of the observed disparity. Chi-square (y?) tests
were utilized to analyze associations between perceptions of competency and preferences for practice-
oriented assessment formats, treating variables as categorical, while Cramer’s V was employed to assess
the strength of these relationships. The study's primary objective is exploratory, concentrating on
identifying structural patterns rather than developing predictive models; thus, multivariate regression
models were not utilized. All statistical analyses were conducted utilizing SPSS Statistics (version 29).
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The qualitative aspect of the study involved a systematic content analysis of 18 Master's and 5 doctoral
(PhD) programs in Project Management conducted in Kazakhstan. Official curricula and course catalogs
were obtained from university websites and the national Register of Educational Programs. Disciplines
were classified based on established competency categories sourced from international frameworks,
including PMBOK [1], IPMA ICB [2], and PRINCE2 [3]. The coding categories encompassed technical
competencies, behavioral competencies, strategic and portfolio management, digitalization and Al
integration, sustainability (ESG), research intensity, and practice-oriented elements (internships, capstone
projects, simulations). Quantitative metrics, including credit allocation and the ratio of specialized fields,
were computed, while qualitative analysis evaluated coherence and logical sequencing. The amalgamation
of survey results and curriculum evaluation facilitated triangulation and bolstered the creation of a
comprehensive quality assessment framework.

Results. The results are presented in two parts: (1) findings from the survey of project management
professionals and (2) findings from the content analysis of educational programs.

Survey Results. The sample (n = 193) exhibited a systematic depiction of professionals involved in
project-based endeavors in Astana. The predominant age group was 24—34 years (34.8%), succeeded by
3544 years (29.5%), signifying that most respondents are early- to mid-career professionals. Regarding
sectoral distribution, 30.4% were employed in corporate business, 26.1% in IT/digital industries, 17.4% in
public administration, while the remaining respondents were engaged in engineering, consulting, and social
sectors. In terms of professional roles, 21.7% identified as Project Managers, 30.4% as Team Leads, while
the remaining individuals held positions including Program Manager, Portfolio Manager, Product Manager,
and Scrum Master.

The survey reflects the general professional perception of competency development, shaped by the
respondents’ broader educational and professional experience. Since the study design does not require
respondents to evaluate specific educational programs, the results reflect general trends and expectations
rather than an assessment of the effectiveness of individual training programs.

Descriptive statistical analysis indicated a significant disparity between the development of perceived
soft and hard competencies. The average score for soft skills was M = 4.3 (SD = 0.72), signifying a high
level of perceived behavioral competence. Conversely, the average score for hard skills was M = 3.2 (SD
= 0.81), indicating a moderate degree of perceived technical-methodological readiness. The mean
difference between the two variables (A = 1.1) signifies a substantial disparity on a five-point scale.

Table—1
Descriptive Statistics of Perceived Competency Development
Competency Type Mean (M) Standard Deviation (SD)
Soft Skills 4.3 0.72
Hard Skills 3.2 0.81
Mean Difference (A) 1.1 —

*compiled by the authors

A paired-samples analysis validated that this difference is statistically significant (p < 0.001). The
computed effect size (Cohen’s d = 1.41) signifies a substantial practical effect, indicating that the identified
competency disparity is both statistically relevant and substantively important. This discrepancy reflects
the perceived emphasis on competence among professionals and should not be interpreted as a direct
measure of the effectiveness of instruction within specific educational programs. Additionally, 74% of
participants reported that soft skills constitute over fifty percent of professional success in project
management positions. When responses were categorized into high versus low-to-moderate competency
perception, a significantly greater proportion of respondents indicated elevated levels of soft skills in
comparison to hard skills.

In assessing the quality of educational programs, 65.2% of respondents recognized practical
orientation as the foremost criterion of program efficacy. Furthermore, 39.1% underscored that competency
evaluation ought to be predicated on actual project results rather than conventional academic testing
methods. Chi-square (y?) analysis revealed a statistically significant correlation between elevated soft-skill
perception and a preference for practice-oriented evaluation methods (p < 0.05), with Cramer’s V
suggesting a moderate strength of association.
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Results of Content Analysis
An analysis of 18 Master's and 5 doctoral programs revealed three consistent structural models at the
Master's level: practice-oriented (60 ECTS), hybrid (90 ECTS), and academic (120 ECTS).

Table — 2

Comparative Analysis of Master’s and Doctoral Programs in Project Management in Kazakhstan

Comparison Criteria Master’s Programs Doctoral Programs (PhD)

Level of Training Professional and/or academic Research-oriented academic training
specialization

Duration 1 year (60 ECTS), 1.5 years (90 ECTS), 2 | 3 years (180 ECTS)
years (120 ECTS)

Primary Objective Preparation of project management Preparation of researchers and
specialists for organizations and industry | academic professionals in project

management

Professional Core Project Management, Risk Management, Advanced Models and Methods in
Portfolio Management, Financial Project and Portfolio Management,
Evaluation, International Standards International Competency

Frameworks

Research Component Minimal (1-year), moderate (1.5-year), Central and mandatory component;
strong (2-year academic) advanced research design and

methodology

Final Assessment Applied project or master’s thesis Doctoral dissertation with publication
(depending on format) requirements (Scopus/WoS in many

cases)

Digital Technologies Project management software (MS Artificial Intelligence, Machine
Project, GanttPro, Asana, Bitrix24); some | Learning, Big Data, advanced data
data analysis tools analytics

Sustainability / ESG Present mainly in 1.5-2-year programs Integrated as a strategic and research-

oriented theme

Pedagogical Training Included primarily in 2-year academic Not always formalized as pedagogy
master’s programs courses, but oriented toward academic

career development

Interdisciplinary Management, finance, entrepreneurship, Management, economics, Al,

Integration digitalization sustainability, intellectual property,

entrepreneurship, organizational
behavior

Competency Profile Practice-oriented / Hybrid / Academic Research-intensive, strategic, digital,
(depending on duration) sustainability-oriented

Orientation to Based on PMI, I1SO 21500, IPMA Analytical and critical study of

International Standards frameworks international standards and

competency models

Language of Instruction Russian, Kazakh, English (increasing Strong international orientation;
internationalization) significant use of English

*compiled by the authors

Digitalization and Al modules were predominantly found in 1.5-year and 2-year programs, whereas
ESG and sustainability themes were more commonly incorporated into longer academic formats.
Internships and compulsory industry placements were not consistently integrated across institutions,
reflecting variability in practice-oriented execution.

All doctoral programs exhibited a robust research focus, encompassing advanced methodology
courses, publication mandates, and the incorporation of digital transformation topics. Although alignment
with international standards existed across programs, the extent of integration differed, especially
concerning the development of behavioral competencies and organized experiential learning.

To organize the results of the content analysis and support their structured interpretation, a set of
quality assessment criteria is presented below. These criteria combine regulatory requirements, curriculum
characteristics, faculty capabilities, and practice-oriented elements identified across various programs, and
serve as an analytical framework rather than a basis for comprehensive quantitative assessment.
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Table — 3

Quality Assessment Criteria and Metrics for Project Management Educational Programs

No. | Criteria Block Criterion Metric (What is Source / Method of
Evaluated) Assessment
1 Regulatory and Presence of the Inclusion of the Official Register of
Institutional program in the official | educational program in the | Educational Programs
register Register (epvo.kz), level (epvo.kz)
(Master’s / PhD)
Licensing Compliance with licensing | MSHE RK official
requirements of the documents
Ministry of Science and
Higher Education (MSHE
RK)
Program accreditation Existence of external IAAR/ IQAA / ARQA,
accreditation agency and etc.
validity period
2 Structural and Curriculum logic Coherence of disciplines, Curriculum, course
Content presence of mandatory PM | catalog
core
Share of specialized Percentage of Project Content analysis
disciplines Management disciplines in
total curriculum
Alignment with Coverage of PMI domains | PMBOK 7, content
PMBOK (integration, risk, cost, etc.) | analysis
Agile and flexible Availability of courses in Curriculum
methodologies Agile, Scrum, Kanban
Digitalization and Al Courses in digital PM, data | Curriculum
analytics, Al
3 Faculty Capacity Academic qualification | Percentage of faculty with | University website,
PhD / doctoral degree program profiles
Practical experience of | Presence of practitioner- Faculty biographies
faculty lecturers
International PMP, IPMA, PRINCE2 Open data sources
certifications certifications among
faculty
4 Practice Orientation | Project-based learning | Availability of project- Syllabi
based learning and case
studies
Capstone project Final applied project Curriculum
instead of / in addition to
thesis
Internships Availability of mandatory | Curriculum
internships
5 International and English-medium Availability of courses University website
Industry Integration | instruction taught in English
Academic mobility Exchange programs, University website
double degree programs
Industry collaboration Industry partners, employer | Program documentation,
involvement reports
6 Internal Quality Program update Regular curriculum review | Program documents

Assurance System

Feedback mechanisms

Student and employer
surveys

IQAS (Internal Quality
Assurance System)

Use of evaluation
results

Curriculum adjustments
based on QA results

QA reports

*compiled by the authors
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Systematic framework of quality evaluation criteria established through comparative and regulatory
analysis. The framework comprises six interrelated components: regulatory and institutional compliance,
structural and content alignment, faculty capacity, practice orientation, international integration, and
internal quality assurance mechanisms. In this study, the system is used for comparative and interpretive
purposes and does not imply a weighted evaluation or ranking of educational programs. Its main
contribution is to identify structural patterns and institutional gaps across different programs, rather than to
produce summary quality ratings.

The regulatory and institutional framework guarantees program legitimacy by inclusion in the official
educational register, adherence to licensing requirements, and accreditation status. The structural and
content block assesses curriculum coherence, the ratio of specialized Project Management disciplines,
alignment with PMBOK domains, integration of Agile methodologies, and inclusion of digitalization and
Al elements.

The faculty capacity block assesses academic qualifications, practical experience of instructors, and
the existence of international professional certifications. The practice-oriented block evaluates the presence
of project-based learning, applied capstone elements, and compulsory internships. Criteria for international
integration encompass English-medium instruction, academic mobility initiatives, and organized industry
collaboration. The internal quality assurance unit assesses curriculum review cycles, feedback systems, and
the application of evaluation outcomes for ongoing program enhancement.

Discussion.The findings of this study indicate that Project Management educational programs in
Kazakhstan exhibit institutional stability and formal alignment with international standards, while also
revealing structural differentiation in competency orientation across various academic levels. The
comparative analysis (Table 2) demonstrates a distinct vertical progression.

The organized system of quality assessment criteria (Table 3) indicates that the national quality
assurance framework is predominantly regulatory and compliance-oriented. Accordingly, the criteria are
used to interpret systemic characteristics and institutional trends, rather than to evaluate the effectiveness
of individual programs. The criteria prioritize licensing, accreditation, curriculum consistency, and formal
alignment with global standards. Nonetheless, as demonstrated in the results section, practice-oriented
elements such as internships, employer engagement, and capstone integration are not consistently
institutionalized across programs. This observation aligns with international research indicating that formal
acknowledgment of PMBOK domains does not inherently ensure thorough competency development [5].
Nijhuis [4] contends that the professionalization of project management education necessitates a more
profound integration of standards into pedagogical practices, rather than mere symbolic incorporation into
curricula.

The empirical survey results indicate a structural disparity between curriculum focus and stakeholder
perception. Although Master's programs assign a consistent professional foundation to technical and
methodological subjects, participants evaluated soft skills considerably higher (M = 4.3) than hard skills
(M = 3.2), exhibiting a statistically significant and substantial effect size. Furthermore, 65.2% of
participants recognized practical orientation as the foremost criterion for program quality, while 39.1%
highlighted assessment formats based on project performance. This discovery corresponds with [IPMA’s
competency model, which amalgamates behavioral and contextual competencies with technical domains,
and substantiates Cicmil and Gaggiotti’s [7] assertions that effective project management education must
encompass reflective, leadership, and ethical dimensions. This aligns with research indicating that
experiential and project-based learning enhances competence acquisition [8, 9].

Comparative analysis of international educational models reveals that Kazakhstani programs exhibit
robust academic and research integration, especially at the doctoral level; however, they show
comparatively weaker systematic industry integration than PMI GAC-accredited programs in the United
States. Although digital transformation, artificial intelligence, and ESG elements are progressively
incorporated into Master’s and PhD programs, the extent of structured employer involvement and
compulsory practice-based assessment varies significantly. This indicates that the system emphasizes
academic rigor and structural adherence rather than outcome-oriented professional evaluation. Mariani et
al. [10] assert that digital transformation in project management education necessitates adaptive and
practice-integrated evaluation mechanisms to guarantee effective competency development.

The findings collectively indicate a methodological disparity among regulatory compliance,
curriculum design, and labor market expectations in Kazakhstan. The enduring focus on robust technical
and research orientation within the curriculum, alongside stakeholder prioritization of behavioral and
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applied competencies, indicates the necessity for a multifaceted assessment strategy. These discrepancies
should be interpreted as analytically identified trends, rather than as causal evidence of program
inefficiency.

Conclusion. This study has analyzed the quality of Project Management educational programs in
Kazakhstan using a mixed-methods approach that integrates curriculum content analysis with an empirical
survey of project management professionals. The findings reveal that although Kazakhstani programs,
within the framework of the considered institutional and professional context, formally align with
international professional standards and exhibit a coherent academic progression from Master’s to doctoral
levels, significant discrepancies persist between curriculum focus and stakeholder expectations.

Another observation pertains to structural differentiation among program models. Practice-oriented
Master’s programs focus on operational tools, whereas academic formats emphasize research methodology
and analytical preparation. Doctoral programs increasingly focus on digital transformation, artificial
intelligence, and the integration of sustainability. This vertical progression guarantees academic legitimacy
but may not entirely align with industry expectations for structured experiential learning and outcome-
based evaluation.

The results obtained indicate that within the framework of the considered institutional and professional
context, the Kazakh project management education system has achieved institutional stability and
international recognition, yet it is still transitioning in terms of competency balance and discipline-specific
quality assessment. To better match academic preparation with what employers want, we could improve
systematic learning in the workplace, make sure that soft skills are included, and use multidimensional
evaluation frameworks that include feedback from stakeholders. From a policy point of view, making
quality assessment tools that are specific to each field is important to make sure that both rules are followed
and professionals are effective. Adding competency-based indicators, practical orientation, faculty
capability, and international benchmarking to national evaluation frameworks could make Project
Management programs more transparent, comparable, and competitive.

Future research should examine longitudinal graduate outcomes, employer performance evaluations,
and comparative studies with other developing higher education systems.

This research is supported by the Committee of Science of the Ministry of Science and Higher
Education of the Republic of Kazakhstan through Grant No. BR27198643, “Development of digital
competencies of human capital in industry and logistics through cluster collaboration of science, education
and industry”.
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Kunerosa H., UcmauisioBa P.A., AMpanunoBa B.B., Typereasaunosa A.K.
KA3AKCTAHJATBI 7)KOBAJIAPJIBI BACKAPY CAITACBIH BAFAJIAY: APAJIAC 9JICTEP
Anjarna

Byn wmaxkamama kepinm oTeIpraHmapeiHbRAad Kazakctanmarel xoOamapapl Oackapy OoibiHIIA OinmiM Gepy
OarmapramManapbIHBIH camackl apanac 3epTTey SfiCHAMachl HETi3iHAe KapacTHIPBUIAIBI, OJ OKY >KOCIApIapbIHBIH
Ma3MYHBIH TaJlIayIbl XKoHe jkobamapasr Oackapy camachlHAarsl 193 MaMaHFa KYpPTi3UIreH cayairHama HOTHXKeJepiH
OipikTipeni. 3eprrey OapbiChlHAa MarucTparypa MeEH JOKTOpaHTypa OariapiiaMaiapbl apachlHIarbl alKbIH
KYPBUIBIMIBIK afbIpMallbUIBIKTAp aHBIKTAaJ/Ibl: MarucTpilik OaFjapiamaniap HeETi3iHEeH KociOM MaMmaHAaHy MeH
KoJlaHOabl  GacKapyIUbUIBIK JasipiblKKa OaFbITTalFaH, aj JOKTOPJBIK OaFjapiaManap FBUIBIMH 3epTTey
olicHaMachkIHa, MUQPIIBIK TPaHCPOPMAIIUIFa, TYPAKThI TaMyFa COHBIMCH KaTap aHAJUTHUKAJIBIK TCPCHIIKKE KoOIpeK
MoH Oepeni. KapacTeipbutiran OaraapiaMaiapabiH OapiIbiFbl XaabIKapaiblK cTaHAapTTapra GopMalabl TYpIe Colkec
KEJITeHIMEH, OKy YIEpiCiHe NpaKTHKaIbIK-OaFbITTalfaH KOMIIOHEHTTEp/IH eHTi3ily JeHreiinge eneydi
affBIpMaIIBUIBIKTap cakTadanpl. CayanmHaMa HOTIDKETEpi JKYMCAaK »JKOHE KaTThl KY3BIPETTep apachbIHIAFbI
CTAQTUCTUKAJIBIK MOHJI aJIIAKTHIKTBl KOPCETTi: MiHe3-KYJIBIKTBHIK )KOHE KOMMYHUKALMSIBIK NaFIbulap TEXHHKAIBIK
JKOHE SiCHAMAaJIbIK JAspIIBIKKA KaparaHaa >KOFapbl OarajaHalpl. PeCiOHAEHTTEp NpaKTHKAIBIK OaFbITTHUIBIKTEI
OarIapiamManap calachblHBIH HETi3Ti KpUTEpUidi peTiHAe TYpaKkThl TypAe atam oTTi. JKanmsl anranna, Kasakcranmarsl
JKobanmap el OacKapy calackIHIAAFHI OiTiM Oepy KapacThIPBUIFaH HHCTUTYIIHOHAIIBIK KOHE KOC10M KOHTEKCT asChIHIA
MHCTUTYLMOHAIIBI TYPIE KAIBINTACKAH JKOHE aKaJeMUSUIBIK JaMbIFaH OOJIBIN KOpiHel; NereHMEH KY3bIpeTTeplIiH
TEHrepiMIi KaJIBINTACYbIH KaMTaMachl3 €Ty VIIiH OUIiM Oepy Ma3MyHBIH MyIAENi TapanTap/blH TalanTapbIMeH
YHIIECTIpY i KYIICHTY KaxeT.

KuneroBa H., UcmaunoBa P.A., AmpainunoBa b.b., Typereabaunona A.2K.
OLEHKA KAYECTBA YIIPABJIEHUSA TIPOEKTAMMU B KASAXCTAHE: CMEINIAHHBIE METO/bI
AHHOTALUA

B nmaHHOI cTaThe paccMaTpHBaeTCs KadyecTBO 00pa30BaTENBHBIX NPOTPaMM TI0 YIIPABICHHIO MPOCKTAMH B
PecniyOnmke KaszaxcraH Ha OCHOBE CMEIIAHHOTO HCCIEIOBATEIbCKOTO IHM3aifHa, BKIFOYAIOMIET0 KOHTCHT-aHAJN3
y4eOHBIX IJIAHOB M pe3ybTaThl onpoca 193 cnenuanicToB B 006JacTH yIpaBieHUs MPOeKTaMu. B xoie nccienoBaHmst
BBISABJICHBI YCTKUE CTPYKTYPHBIC PA3JINYUA MCKAY MAruCTCPCKUMU U JOKTOPCKUMMU ITpOorpaMMaMu: MaruCTepCKue
MporpaMMbl B OOJBIIEH CTENEHW OPHEHTUPOBAHBI HAa MPOMECCHOHATBHYIO CIEIUANTM3AINI0 U TPUKIATHYIO
YIPABIEHYECKYIO MOATNOTOBKY, TOTJa KaK JIOKTOPCKHME IPOTPaMMBI JENAIOT aKLUEHT Ha METOMOJOIMH Hay4YHBIX
HCCIIeI0OBaHUH, IUPPOBOI TpaHCHOPMAIIUH, YCTOWIMBOM PAa3BUTHH U aHATUTHYECKOU riiyouHe. HecMoTpst Ha TO, 94TO
BCE PACCMOTPCHHBIC IMPOrpPaMMBbl (POPMAJIBHO COOTBETCTBYIOT MEXKAYHAPOIHBIM CTaHIAPTaM, COXPAHSIOTCS
CYIIECTBEHHBIC PA3IMYMs B CTCIICHH WHTETPAIUH MIPAKTUKO-OPHECHTHPOBAHHBIX KOMIIOHEHTOB B 00pa30BaTEIbHBIN
npouecc. Pe3ynpTarthl onpoca 1EMOHCTPUPYIOT CTATUCTUUECKH 3HAYUMBIA pa3pblB MEXAY MATKUMHU U KECTKUMH
KOMITETEHIIUSIMU: TIOBEIEHYECKUE U KOMMYHHKATUBHbIE HABBIKM OLIEHUBAIOTCS BBILIE, YEM YPOBEHb TEXHUUECKOU U
METOJI0JIOTUYECKOM MOATrOTOBKHU. PECIIOHIEHTHI TAKKe MOCIIE0BATEIBHO BBIIEIAIOT IPAKTUYECKYH0 HAIIPABJIEHHOCTD
KaK KJII0YeBOW KPUTEPHUH KadyecTBa 00pa30oBaTENBHBIX MporpamMMm. B memom, oOpasoBaHue B OOJNACTH YIpaBICHUS
npoekTamMu B KazaxcraHe, B paMKax paccMaTpHBaeMOr0 WHCTUTYHHOHAIBHOTO U MPO(ECCHOHANBHOTO KOHTEKCTA,
MpEeACTABIACTCA HWHCTUTYHHOHAJIBHO YCTOABIIUMCA W AKAACMHWYCCKU pPa3BUTBIM; OJHAKO JJIsA oOecrieueHust
cOanaHCUpoBaHHOTO (HOPMHUPOBAHMSI KOMIIETCHIIMM HeoOXoauMa Oojiee TeCHass B3aMOCBS3b MEXIY pa3paboTKoi
y4e0HBIX IPOTrPaMM U MOTPEOHOCTSIMH 3aHHTEPECOBAHHBIX CTOPOH.
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