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MEDIA COMPETENCE AND MEDIA ART: APILOT STUDY OF A CANVA
AND WORDWALL/ LEARNINGAPPS WORKSHOP FOR TEACHERS IN
ALMATY

Abstract. This pilot study examined whether participation in a short, practice-oriented workshop
based on Canva and Wordwall/LearningApps was associated with short-term changes in the self-
assessed media competence of in-service school teachers working under Kazakhstan’s updated
content of education. A one-group pretest—posttest design was used with a convenience sample of 26
teachers from eight general education schools in Almaty. Media competence was assessed with a
nine-indicator self-assessment instrument developed for the workshop (four-point scale) covering
cognitive, technological, methodological, and aesthetic-reflective domains; a readiness item served
as a secondary measure. The overall score (percentage of the maximum possible score) increased
from 16.7% before the workshop to 82.8% immediately after it (Wilcoxon z = —4.46, p <.001; d; =
3.27, 95% CI [2.28, 4.24]), and changes in all nine indicators remained significant after Holm-—
Bonferroni correction. Gains were of similar size across the four domains (62.8—70.5 percentage
points), although two participants changed very little. Because the design lacked a control group,
relied on self-assessment, and used a small local sample, these results are interpreted as preliminary
evidence of short-term change associated with workshop participation rather than as a causal effect.
They suggest that accessible cloud-based tools may support rapid growth in teachers’ confidence in
producing digital learning resources; whether this growth reflects demonstrated competence,
including the quality of visual design, requires performance-based assessment. The study outlines a
professional-development model for resource-constrained school contexts that warrants testing with
controlled and longitudinal designs.

Keywords: Canva, Kazakhstan, media art, media competence, teacher professional
development, updated content of education, Wordwall

Introduction

The digitalization of school education has become a strategic priority in Kazakhstan, but the pace
of technological adoption has been uneven across schools and teacher groups. International readers
may not immediately recognize the local term “updated content of education,” which refers to the
large-scale curriculum renewal introduced through piloting from 2015 and then expanded across
mainstream schools. This reform changed not only curricular content but also pedagogical
expectations, assessment practices, and the use of student-centered and competency-based
approaches in everyday teaching. In practice, the reform increased pressure on teachers to design or
adapt digital learning resources rather than rely exclusively on static textbook materials (Yakavets et
al., 2023).

At the classroom level, this policy shift created a practical contradiction. Teachers are expected
to organize active, visually engaging, and formative learning with digital support, yet many still work
under time constraints, uneven infrastructure, and limited access to extended professional
development. A systematic review of research on teachers’ digital competence found that many
studies still rely on self-report data (Smestad et al., 2023), and a survey of primary school teachers in
Almaty showed that their technological competence and digital literacy lag behind their pedagogical
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competence (Orakova et al., 2024). This gap is especially important in contexts where schools need
scalable solutions that function with ordinary devices and limited budgets.

In this article, media competence is treated as a teaching-related capacity that integrates
technological use, pedagogical design, and reflective visual judgment. It is narrower than digital
competence in the DigCompEdu sense, which also covers professional engagement, assessment, and
learner empowerment (Redecker, 2017), and is closest to the DigCompEdu area of digital resources,
that is, the selection, creation, and modification of digital learning materials (Heine et al., 2023). The
term media art is used in an applied educational sense rather than in a narrow fine-arts sense: it refers
to the creation of multimodal, visually structured, and interactive learning products that combine text,
image, layout, motion, and user interaction. Media art is therefore treated not as a separate
competence but as the productive-aesthetic facet of media competence: the point at which
technological knowledge, pedagogical intention, and subject content (Mishra & Koehler, 2006) are
expressed in the visual and interactive form of a teacher-made resource. This framing is justified
because teachers working with cloud-based design and gamification platforms do more than operate
software; they shape visual communication, instructional sequencing, and learner participation
through media forms. For that reason, Canva and Wordwall can be examined not only as digital tools
but also as accessible media art technologies for school practice.

Operationally, the study does not measure media art with a separate scale. The media art facet is
captured by the indicators that concern the form and interactivity of teacher-made products:
integrating multimedia content (Indicator 4), designing game-based interaction (Indicators 5 and 6),
and using advanced graphic functions in Canva (Indicator 8). The remaining indicators capture the
underlying knowledge and the technical and methodological conditions for such production (see the
Instruments section and Table 4). Accordingly, statements about media art in this article refer only to
these indicators and should not be read as an assessment of artistic quality in a broader sense.

The choice of platforms is also contextually important. Canva allows teachers to create and
personalize lesson plans, infographics, posters, videos, worksheets, and presentations through a drag-
and-drop interface, while Wordwall offers more than 30 interactive activity types, assignment
options, printable output, and device-flexible delivery (Canva, n.d.; Wordwall, n.d.). LearningApps
provides additional interactive and multimedia learning blocks and remains widely used in post-
Soviet educational contexts because of its multilingual interface and free access model
(LearningApps.org, n.d.). Together, these platforms fit the needs of schools that require low-threshold
tools for immediate instructional use rather than expensive immersive technologies.

The present study responds to a gap in the literature. Recent scholarship has produced strong
conceptual and comparative work on teacher digital competence, but much of it focuses on higher
education, pre-service teachers, or broad competence frameworks rather than short, school-based
interventions with practicing teachers (Basilotta-Gdmez-Pablos et al., 2022; Cabero-Almenara et al.,
2023; Fernandez-Morante et al., 2023; Suzer & Koc, 2024). Empirical evidence from Kazakhstan is
growing but remains largely survey-based (Niyazova et al., 2022; Orakova et al., 2024), and there is
little quantitative research examining whether brief, affordable training around specific cloud
platforms is accompanied by changes in teachers’ competence profiles under the conditions of
curriculum renewal. The purpose of this pilot study was therefore to describe short-term changes in
the media competence of in-service teachers from general education schools in Almaty that were
associated with participation in a one-day workshop based on Canva and Wordwall/LearningApps.

Literature Review

Recent literature converges on the idea that teacher digital competence is multidimensional.
Framework-oriented studies consistently move beyond narrow technical literacy and emphasize
combinations of professional engagement, digital resource design, teaching and learning, assessment,
learner support, and reflective adaptation (Caena & Redecker, 2019; Redecker, 2017). Large-scale
empirical studies based on DigCompEdu and related models likewise show that competence levels
vary by context, professional role, and prior experience, while methodological and pedagogical
dimensions often remain less developed than basic operational skills (Lucas, Bem-Haja, et al., 2021;
Suzer & Koc, 2024). Instruments designed specifically for primary and secondary school teachers
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have also been developed and applied (Tzafilkou et al., 2023), which matters because the tasks of
school teachers differ from those of university lecturers.

Systematic reviews also point to unresolved issues that are directly relevant to the present study.
Smestad et al. (2023) found that many studies do not clearly distinguish who benefits from teacher
digital competence or how competence translates into concrete classroom design. Basilotta-Gomez-
Pablos et al. (2022) similarly noted that the literature often overrepresents higher education and
underexplores school-based interventions that connect competence development to authentic
teaching tasks. The field therefore has well-developed frameworks but relatively few compact
intervention studies that show what teachers can actually learn in short, practice-oriented formats.

A second strand of literature concerns teacher professional development in digital environments.
Reviews of technology-enabled teacher professional development show that structured interventions
can improve teachers’ knowledge and instructional confidence, especially when training is active,
collaborative, and directly linked to teaching practice (Amemasor et al., 2025; Huang et al., 2024). A
DigCompEdu-aligned pilot training program in Portugal likewise illustrates how compact, structured
formats can be used to develop in-service teachers’ digital competence (Lucas, Dorotea, & Piedade,
2021). However, these reviews also report uneven attention to feedback, reflection, equity, and
sustained follow-up. This means that short workshops may succeed in triggering immediate skill
gains but still leave unresolved questions about long-term transfer and depth of competence.

A third strand addresses gamification and interactive instructional design. Reviews of
gamification in education generally report positive effects on engagement and motivation, especially
when the activity design is closely aligned with learning goals rather than used as superficial
entertainment (Ruiz et al., 2024). What matters for teachers is not the abstract presence of game
elements, but the ability to embed those elements into purposeful classroom tasks. Wordwall and
LearningApps are relevant here because they translate gamified interaction into formats teachers can
produce quickly and modify for different subjects and grade levels.

The visual dimension of digital teaching deserves separate attention. Canva is pedagogically
attractive because it lowers the entry barrier to visual communication, yet visual literacy does not
develop automatically through access to templates. Research on teacher competence suggests that
operational familiarity with tools can grow faster than reflective design judgment, aesthetic balance,
or multimodal coherence (Fernandez-Morante et al., 2023; Gutiérrez-Castillo et al., 2023). For this
reason, the present study examined the aesthetic-reflective component separately from the
technological and methodological components.

Kazakhstan is a relevant setting for this kind of study. National and international analyses of
educational change in the country show that curriculum renewal has increased expectations for more
active, flexible, and technology-supported pedagogy, while teachers still face diverse local conditions
in implementation (Yakavets et al., 2023). School-based surveys point in the same direction: a survey
of 2,840 teachers in the Turkestan region, which also examined how teachers develop multimedia
educational materials, concluded that urgent measures were needed to build teachers’ digital
competencies (Niyazova et al., 2022), and a study of 223 primary school teachers in Almaty found
that their digital literacy and technological competence were at a moderate level, whereas their
pedagogical competence was high (Orakova et al., 2024). A recent case study from Kazakhstan also
links teachers’ digital literacy to their ability to design engaging learning environments and to
integrate digital tools into instruction (Temirkhanova et al., 2024). Yet there remains little evidence
on short interventions centered specifically on widely accessible cloud platforms. The present pilot
study responds to that gap by examining whether participation in a one-day workshop was
accompanied by measurable short-term changes across cognitive, technological, methodological, and
aesthetic-reflective components of teacher media competence.

Methods and materials

Research Design
The study used a quantitative evaluative design with quasi-experimental features, specifically a
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one-group pretest—posttest model (Shadish et al., 2002). This design was selected because the
workshop was delivered in a real professional-development setting and the immediate goal was to
capture competence change under natural conditions rather than to build a tightly controlled
laboratory comparison. The approach is therefore appropriate for pilot-level intervention evaluation,
although it does not permit causal claims. Accordingly, results are reported as pre—post changes
associated with workshop participation, not as effects of the workshop, and threats to internal validity
such as testing, expectancy, and novelty effects are considered in the Discussion.

Participants and Setting

The sample was formed through convenience recruitment among teachers who had expressed a
need to learn how to design their own digital educational resources. Participation criteria were at least
two years of teaching experience, basic digital literacy, regular use of ready-made digital materialsin
lessons, and no prior experience of independently creating interactive tasks. The final sample included
26 teachers from eight general education schools in Almaty during March and April 2025. Because
the study concerned in-service teacher development rather than student achievement, all participants
were adult professionals. As recruitment was by convenience within one city, the sample is not
representative of teachers in Kazakhstan, and the findings are interpreted only for this group.

The disciplinary composition of the sample reflected the practical diversity of mainstream school
staffing. Eight participants were primary school teachers (30.8%), seven taught language subjects
(26.9%), five taught natural sciences (19.2%), three taught social sciences or humanities (11.5%), and
three taught mathematics or informatics (11.5%). The mean age was 34.6 years (SD = 6.2), and the
mean teaching experience was 7.8 years (SD = 3.4). The profile describes a mid-career cohort rather
than novice teachers. Although experienced in teaching, these teachers had not previously created
interactive resources themselves, which is consistent with the low pretest self-ratings reported below.

Table 1

Participant Profile (N = 26)
Variable Value
Schools 8 general education schools in Almaty
Data collection period March—April 2025
Mean age 34.6 years (SD = 6.2)
Mean teaching experience 7.8 years (SD = 3.4)
Primary teachers 8 (30.8%)
Language teachers 7 (26.9%)
Natural sciences 5 (19.2%)
Social sciences/humanities 3 (11.5%)
Mathematics/informatics 3 (11.5%)

Note. Values are n (%) unless otherwise indicated. SD = standard deviation.

Intervention

The intervention was a one-day online intensive workshop entitled “Designing an Interactive
Educational Environment with Canva and Wordwall/LearningApps.” The total duration was six
academic hours. The workshop format was deliberately practice-oriented because the target problem
was not abstract awareness of digital tools but teachers’ ability to produce classroom-ready resources
within the constraints of ordinary school work. Each participant worked with tasks related to their
own subject area and grade level.

The workshop consisted of four stages. First, the diagnostic stage included pretesting. Second,
the cognitive stage introduced the instructional affordances of the selected platforms in relation to
digital resource design under the updated curriculum. Third, the activity stage focused on hands-on
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creation of multi-page learning materials in Canva, including worksheets, visual explanations, and
infographic elements, together with game-based exercises in Wordwall/LearningApps, such as
quizzes, matching activities, and formative assessment tasks. Fourth, the reflective-evaluative stage
included posttesting, a readiness questionnaire, and short pedagogical reflection on classroom
transfer.

In the activity stage, all participants worked in Canva for the visual component. Wordwall and
LearningApps were introduced as two interchangeable tools for the game-based component because
they offer comparable template-based activity types (quizzes, matching, sorting); each participant
chose one of the two platforms for the game-based tasks (Wordwall: n = 11; LearningApps: n = 15).
The instrument assessed the game-based component with platform-neutral indicators (Indicators 5
and 6 refer to Wordwall/LearningApps jointly), the platform subgroups were self-selected and too
small for separate comparison, and all tools were used within one integrated workshop. Consequently,
the design does not allow the observed changes to be attributed to any single platform; the results
refer to the workshop as a whole.

Table 2
Workshop Structure and Data Sources
Stage / source Duration or format Focus
Diagnostic stage 1 academic hour Pretest of nine competence indicators
Coanitive stage 1 academic hour Instructional affordances of Canva and
g g Wordwall/LearningApps
. . Creation of visual and interactive materials for
Activity stage 3 academic hours .. , :
participants’ own subjects
Reflective—evaluative . Posttest, readiness questionnaire, short
1 academic hour . X
stage pedagogical reflection
. i _Smgle self-report Intended classroom use of self-created materials
Readiness item item, end of -
within two weeks (secondary outcome)
workshop
Instruments

Data were collected with two instruments. The core instrument was a structured Google Forms
self-assessment questionnaire containing nine indicators of teacher media competence (the full list is
given in Table 4), each rated on a four-point scale. The indicators are grouped into four domains, and
this structure is used consistently throughout the article: a cognitive domain (one indicator:
knowledge of interactive learning principles; Indicator 1), a technological domain (three indicators:
navigation and account setup in the platforms, integration of multimedia content, and organization of
synchronous and asynchronous online polling; Indicators 2, 4, and 9), a methodological domain (four
indicators: designing the structure of a digital learning module, understanding game mechanics in
Wordwall/LearningApps, creating interactive exercises, and adapting templates to subject and grade
level; Indicators 3, 5, 6, and 7), and an aesthetic-reflective domain (one indicator: using advanced
graphic functions in Canva; Indicator 8).

Participants rated themselves on each indicator against the following level descriptors: 1 = not
demonstrated (the action cannot yet be performed); 2 = partially demonstrated (the action is
performed only with step-by-step guidance); 3 = demonstrated (the action is performed independently
with minor errors); 4 = highly demonstrated (the action is performed independently and can be
adapted to a new subject or task). All competence ratings were self-assessments. Each participant
completed the same questionnaire individually at pretest (diagnostic stage), before any instruction,
and at posttest (reflective-evaluative stage), after completing the practical tasks. To reduce the
vagueness typical of confidence ratings, each level was described in terms of a concrete action that
the participant could or could not perform, and participants rated themselves with reference to the
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tasks they had actually attempted. No external rating of the participants’ products was carried out, so
the scores reflect perceived rather than independently verified competence.

For reporting, ratings were converted to percentages of the maximum possible score: for each
indicator, percentage score = (mean rating — 1) + 3 x 100, so that a rating of 1 corresponds to 0% and
a rating of 4 to 100%. Domain scores are unweighted means of the indicator percentages within each
domain, and the overall score is the unweighted mean of all nine indicator percentages; all indicators
therefore carry equal weight. For example, a mean indicator rating of 1.5 corresponds to (1.5 — 1) +
3 x 100 =16.7%.

Content validity was addressed by aligning the indicators with the DigCompEdu areas of digital
resources and teaching and learning (Redecker, 2017) and with the tasks practiced in the workshop.
Before the workshop, the indicators were also reviewed by three experts holding doctoral or candidate
degrees in pedagogical sciences; the content validity index (CVI) was .89. Internal consistency of the
nine indicators was Cronbach’s a = .76 at pretest and o = .92 at posttest. Because the instrument was
developed for this workshop and has not undergone full psychometric validation (e.g., factor
analysis), and because the cognitive and aesthetic-reflective domains are each represented by a single
indicator, the study is interpreted as an applied pre—post evaluation rather than an instrument-
validation project, and single-indicator domain scores are interpreted descriptively.

The secondary instrument was a readiness item administered at the end of the workshop, which
asked participants how likely they were to use the resources they had created in their own teaching
during the following two weeks. Responses were given on a five-point scale (1-5), with higher values
indicating greater readiness, and participants who chose 4 or 5 were classified as ready. Because it is
a single, non-validated self-report item, readiness is reported descriptively as a secondary outcome
and is not used to support the main conclusions. The facilitator monitored task completion during the
workshop for organizational purposes only; this monitoring was not systematically recorded or
analyzed and is therefore not treated as a data source.

Data Analysis

Statistical analyses were conducted in Python 3 with the SciPy library (version 1.17). The
Shapiro-Wilk test showed that the pre—post differences in the overall score deviated from normality
(W = .83, p = .001), mainly because two participants changed very little. The overall score was
therefore compared between pretest and posttest with the Wilcoxon signed-rank test, with the effect
size r = |z| / VN, where N is the number of pairs. For comparability with other pre—post studies, a
paired-samples t test and Cohen’s d for dependent samples, d; = Mairs / SDgire = t / \n, are also reported,
with a 95% confidence interval (CI) based on the noncentral t distribution and Hedges’ small-sample
corrected value g, (Lakens, 2013); effect sizes were interpreted with conventional benchmarks
(Cohen, 1988). Because individual indicators are single ordinal items, indicator-level pre—post
differences were also tested with the Wilcoxon signed-rank test (normal approximation with
correction for ties). To control the familywise error rate across the nine indicator tests, p values were
adjusted with the Holm—Bonferroni procedure (Holm, 1979). Domain scores were not tested
separately because they are aggregates of the same indicators. Internal consistency was estimated
with Cronbach’s a. The significance level was set at o = .05.

Ethical Considerations

The study was approved by the Ethics Committee of Abai Kazakh National Pedagogical
University (Protocol No. 16, March 9, 2025). Participation was voluntary. Before the pretest, all
participants received information about the aims and procedures of the study and gave informed
consent. Responses were anonymized before analysis, and data are reported only in aggregated, de-
identified form. No procedure in the workshop involved physical or psychological risk beyond
ordinary professional training activity.

Results

The pretest—posttest comparison showed a large increase in the overall self-assessed media
competence score. The mean overall score increased from 16.7% (SD = 9.8) before the workshop to
82.8% (SD = 19.6) immediately after the workshop, Mdir = 66.1 percentage points, 95% CI [57.9,
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74.3]. The overall score increased for all 26 participants (Wilcoxon z=—-4.46, p <.001, r = .87), and
the paired t test led to the same conclusion, t(25) = 16.67, p <.001, d, = 3.27,95% ClI [2.28, 4.24], 9,
= 3.17. The standardized change is very large; however, because there was no control group and the
scores are self-assessments, it represents a short-term change in perceived competence associated
with workshop participation rather than a demonstrated effect of the workshop.

Domain-level averages are shown in Table 3 and Figure 1. The cognitive domain increased from
12.8% to 83.3%, the technological domain from 15.8% to 83.3%, the methodological domain from
17.3% to 82.1%, and the aesthetic-reflective domain from 20.5% to 83.3%. Because the cognitive
and aesthetic-reflective domains each consist of a single indicator, their domain scores coincide with
the corresponding indicator scores and are interpreted descriptively. The gains were of similar size in
all four domains (62.8—-70.5 percentage points). The aesthetic-reflective domain had the highest
pretest score and the smallest gain, but the difference from the other domains was small: in this
sample, self-rated visual-design skills changed at roughly the same pace as operational and
instructional-design skills.

Table 3

Pretest and Posttest Scores by Domain
Domain Pretest (%0) Posttest (%) Gain (pp)
Cognitive (1) 12.8 83.3 +70.5
Technological (2, 4, 9) 15.8 83.3 +67.5
Methodological (3, 5-7) 17.3 82.1 +64.7
Aesthetic-reflective (8) 20.5 83.3 +62.8
Overall (1-9) 16.7 82.8 +66.1

Note. pp = percentage points. Scores are percentages of the maximum possible score (see the
Instruments section); domain and overall scores are unweighted means of the indicator percentages
in Table 4. Indicator numbers are given in parentheses.

Figure 1
Pretest and Posttest Mean Percentage Scores by Domain

[ Pretest E Posttest
100

83.3 83.3 83.3 82.8

=] o]
(=] =]
1 1

Mean score (% of maximum)
S
o
1

16.7

\e)
o
1

15.8

Cognitive Technological Methodological Aesthetic- Overall
reflective

Domain

Note. Scores are percentages of the maximum possible score. The cognitive and aesthetic-
reflective domains consist of one indicator each. N = 26.

Indicator-level results are presented in Table 4. The largest gains were recorded for organizing
synchronous and asynchronous online polling (+73.1 percentage points), knowledge of interactive
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learning principles (+70.5), and designing the structure of a digital learning module (+69.2). The
smallest gains were found for creating interactive exercises (+59.0), platform navigation and account
setup (+62.8), and using advanced graphic functions in Canva (+62.8). After Holm—Bonferroni
adjustment, all nine changes remained significant (all adjusted p < .001), with effect sizes from r =
.86 to r = .89. No participant gave a lower rating at posttest than at pretest on any indicator. Given
the narrow range of gains (59.0—73.1 percentage points), differences between individual indicators
should not be over-interpreted.

Individual trajectories were less uniform than the group means suggest. Twenty-four participants
increased their overall score by 44.4 to 92.6 percentage points, whereas two participants, both from
the LearningApps subgroup, changed by only 7.4 and 11.1 percentage points. These two cases
account for the deviation of the pre—post differences from normality noted above and indicate that
the workshop format did not work equally well for everyone. For descriptive purposes only, the mean
overall gain was 68.7 percentage points (SD = 13.1) in the Wordwall subgroup (n = 11) and 64.2
percentage points (SD = 24.5) in the LearningApps subgroup (n = 15). Because the subgroups were
self-selected and small, and the difference between them depends largely on the two low-change
participants, these figures are not interpreted as a platform effect.

The readiness item provides secondary, descriptive context for these findings. After the
workshop, 24 of the 26 participants (92.3%) chose 4 or 5 on the five-point scale and were classified
as ready to use self-created materials within the following two weeks (19 chose 5 and five chose 4).
The two participants who chose 1 were the same two who showed little change in competence.
Although self-reported readiness should not be equated with actual classroom implementation, the
result still matters because the materials were created for real lessons rather than for abstract
demonstration purposes.

Table 4
Indicator-Level Change in Media Competence
. . Pre Post  Gain
No. Indicator Domain (%) (%) (o) z PHolm r
Knowledge of interactive Cognitive 128 833 +705 -437 <.00L .86
learning principles
o Navigationandaccountseupin o onoionical 167 795  +62.8 445  <.001 .87
the platforms
3 Designing the structure of a Methodological 14.1 833 +69.2 -445 <.001 .87
digital learning module
g4 Integrating multimedia content o o1oical 170 846 +667 445  <.001 .87
(video, audio, links)
Understanding game mechanics . _
5 in Wordwall/LeamningApps Methodological 179 833  +654 4.52 <.001 .89
6 Creating interactive exercises Methodological 205 795  +59.0 —4.45 <.001 .87
for digital resources
Adapting templates to subject . _
7 and grade level Methodological 16.7 821  +654 4.38 <.001 .86
8 Usmg adv_anced graphic Aesthe_tlc- 205 833 4628 —4.48 < 001 88
functions in Canva reflective
g  Organizingsynchronousand o oiocical 128 859 4731 438 <.001 .86

asynchronous online polling

Note. Pre and Post are percentages of the maximum possible score; Gain is in percentage points
(pp). z = standardized Wilcoxon signed-rank statistic; prom = p value adjusted with the Holm—
Bonferroni procedure across the nine tests; r = [z] / YN (N = 26 pairs).

Discussion
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The findings are consistent with the view that participation in narrowly targeted, practice-based
training built on accessible cloud-based tools can be accompanied by substantial short-term gains in
in-service teachers’ self-assessed competence, particularly when training is connected to immediate
teaching needs. The size of the pre—post change in this study should not be compared directly with
effects reported in reviews of technology-related interventions (Huang et al., 2024), because one-
group pre—post designs typically yield larger standardized changes than designs with a comparison
group, and because intervention length, instruments, and samples differ across studies. This caution
applies with particular force here: the standardized change reported above is far larger than is typical
of professional-development research, which is what would be expected when a low self-rated
baseline, a single group, self-assessment, and an immediate posttest are combined. What is more
defensible is the cautious conclusion that short professional-development formats may be efficient
when they focus on specific production tasks teachers can complete and immediately reuse.

Contrary to what the literature led us to expect, gains were not concentrated in the technological
and methodological dimensions: self-ratings in the aesthetic-reflective dimension rose almost as
much. Previous research suggests that operational competence and pedagogical application often
develop earlier than deeper reflective or design-oriented expertise (Ferndndez-Morante et al., 2023;
Lucas, Bem-Haja, et al., 2021). The present data do not so much contradict this view as show the
limits of self-assessment for testing it. Teachers who had just produced their first visually attractive
materials with Canva templates may reasonably have felt far more capable in graphic design, but a
self-rating cannot show whether composition, visual hierarchy, stylistic restraint, and multimodal
coherence improved to the same extent. The media art framing used in this article is useful precisely
because it separates these questions: the productive-aesthetic facet of media competence needs to be
assessed through the products themselves.

The Wordwall/LearningApps results can be read in a similar way. The large gains in
understanding game mechanics (+65.4 percentage points) and in organizing online polling (+73.1,
the largest of all indicators) suggest that teachers found the platform logic intuitive and instructionally
transferable. This is consistent with broader research on gamified learning, which shows that game-
like structure can support engagement when it is tied to concrete educational purposes rather than
treated as a novelty effect (Ruiz etal., 2024). In this study, a plausible explanation is that the template-
based logic of these tools transformed a difficult design task into a set of manageable, editable
templates that teachers could align with their own classroom content. Because Wordwall and
LearningApps were assessed jointly within an integrated workshop, however, this interpretation
cannot be tested separately for each platform.

The Canva results require a more differentiated interpretation. Canva appeared useful for
preparing worksheets, explanations, and visually structured resources, and self-rated use of advanced
graphic functions rose by 62.8 percentage points, close to the gains for the other indicators. Template-
based accessibility supports entry into digital production. However, the broader literature on digital
competence repeatedly warns against collapsing tool use, pedagogical effectiveness, and aesthetic
judgment into a single undifferentiated construct (Gutiérrez-Castillo et al., 2023; Smestad et al.,
2023), and self-assessment is poorly suited to separating them. Whether mature visual literacy can
develop in a one-day format therefore remains an open question.

The Kazakhstan context helps explain why these results matter beyond the immediate workshop.
Under the updated content of education, teachers are expected to move toward more active, formative,
and flexible classroom design. However, national reform pressures do not automatically provide
schools with costly technology infrastructure. In such circumstances, low-threshold platforms that
operate across common devices and freemium access models become important because they allow
teachers to produce usable digital resources without waiting for expensive infrastructure. The findings
therefore speak directly to the practical conditions of curriculum implementation in resource-
constrained school systems.

Several limitations must be stated clearly. First, the sample of 26 teachers from eight Almaty
schools was small and recruited by convenience, which limits generalization beyond this group; the
study should be read as a pilot, and its findings do not describe teachers in Kazakhstan as a whole.
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Second, the study used a one-group pretest—posttest design, so testing effects, novelty effects,
expectancy and social desirability effects, and short-term enthusiasm cannot be separated from
workshop participation. Third, the posttest was administered immediately after the workshop, which
means the study does not show whether the gains were sustained over time or transferred into stable
classroom routines. Fourth, the competence instrument was applied as an evaluative workshop tool
rather than a fully validated scale, and two of its four domains are represented by a single indicator.
Fifth, all competence ratings were self-assessments, so the study shares the reliance on self-report
noted in the literature (Smestad et al., 2023). Self-ratings given immediately after an engaging
workshop may be inflated by social desirability, and they are also open to response-shift bias: after
the workshop, participants may understand the skills differently and therefore use the rating scale
differently than at pretest. The results are therefore best interpreted as pilot evidence of change in
perceived competence rather than as a definitive measurement of teachers’ demonstrated media
competence. In addition, the very low pretest self-ratings, which match the inclusion criterion of no
prior experience in creating interactive tasks, and the concentration of posttest ratings near the top of
the scale mean that the size of the change partly reflects where participants started, and that ceiling
effects may have compressed differences between indicators. Sixth, because all tools were used in
one integrated workshop and the game-based component was assessed jointly for Wordwall and
LearningApps, the observed changes cannot be attributed to a specific platform.

Conclusion

This pilot study found that participation in a short intensive workshop built around Canva and
Wordwall/LearningApps was associated with a large short-term increase in the self-assessed media
competence of 26 in-service teachers from general education schools in Almaty. The overall gain of
66.1 percentage points suggests that even a compact intervention may be accompanied by substantial
change when it is grounded in concrete classroom production tasks; in the absence of a control group,
however, this change cannot be attributed causally to the workshop. Gains were of similar size in all
four domains, while two of the 26 participants changed very little, which shows that the format did
not suit everyone equally.

Within these limits, the study suggests three tentative conclusions. First, accessible cloud
platforms may serve as realistic entry points for teacher-created digital educational resources in
schools that do not have the budget, time, or technical support required by more complex systems.
Second, teachers’ self-assessed technological, methodological, and aesthetic-reflective skills appear
to improve rapidly in short-term formats, especially when teachers create resources for their own
classes during training. Third, self-assessment alone cannot show whether advanced visual literacy
and design judgment develop in a one-day format; this question requires assessment of the materials
that teachers produce.

From a professional-development perspective, the findings and their limitations point to a tiered
model rather than a one-size-fits-all approach. A first level can focus on rapid-entry competence with
Canva and Wordwall for immediate classroom use. A second level should address visual literacy,
design thinking, and iterative peer feedback. A third level could move toward subject-specific
repositories, collaborative adaptation, and evidence of classroom impact. Such differentiation is more
realistic than expecting one short training event to produce both operational fluency and advanced
media art skills.

Future research should extend this pilot in several directions. Replication with larger samples
drawn from different regions of Kazakhstan, including rural schools, is needed before the findings
can be generalized. Longitudinal studies are needed to determine whether post-workshop gains are
maintained over time. Controlled designs would help separate intervention effects from testing or
novelty effects, and designs that vary the platform would clarify the specific contribution of each tool.
Because competence in this pilot was self-assessed, future studies should also evaluate teacher-made
products with a performance-based rubric applied by independent trained raters, so that perceived
and demonstrated competence can be compared. Finally, the next stage of inquiry should move from
teacher competence alone to student-level consequences, including engagement, formative
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assessment quality, and learning outcomes in classrooms where teacher-created digital resources are
implemented regularly.
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WORDWALL/LEARNINGAPPS CEMHUHAPBIHBIH ITNJIOTTBIK
3EPTTEYI

Anaarna. by nunorteik 3eprreyne Canva xone Wordwall/LearningApps Heri3inieri Kpicka,
npaKTUKara OarpITTalFaH CEMUHApFa KAaThICYIbIH Ka3zaKCTaHHBIH JKaHApPTBUIFAH OLTiM Ma3MYHBI
asCHIHAA JKYMBIC ICTEHTIH MEKTeN MyFaliMIEpiHiH Meaua Ky3bIpeTTimirinmaeri (e3iH-e3i Oaranay
OOMBIHIIIA) KBICKAa MEP3iMJII ©3repicTepMeH OailmaHbIChl 3epTTeNai. bip TolKa apHanFaH alblH ana
JKOHE KOPBITBIHJBI TECTIJIEY NU3aiHbI KOJAAHBUIBI; KODKETIMII ipikTeMere AMaThl KaJlaChIHBIH
ceri3 skanmsl OiniM OepeTiH MekTeOiHIH 26 MyFamiMi eHai. Menua Ky3bIpeTTUTIK CeMHHAp YIIiH
O3IpJICHT€H, MYFaIIMIECPIIH ©31H-031 OaramayblHa HETI3/IEJTeH, KOTHUTUBTIK, TEXHOJOTHSIIBIK,
ONICTEMENIK JKOHE 3CTETHUKAIBIK-PEe(ICKCUSIIBIK TOMEHAEPAl KAMTUTBIH TOFbI3 KOPCETKIIITI
KypainMmeH (TepT OaiblK IIKana) OarajaH]ibl, )KacallFaH MaTepHaiapAbl MalJananyra JaibIHIbIK
TypaJbl Cypak KOChIMINIA KOPCETKIII peTiHAe KOAAaHbUIAbl. JKammbl KepceTKiml (€H »KoFapbl MYMKIH
OanablH MalbI3bIMEH) ceMUHapra Jedinri 16,7%-1an cemuHapaaH keifin OipaeH 82,8%-ra neliiH ecTi
(YuikokcoH kputepuiii Z = —4,46, p < .001; d; = 3,27, 95% CA [2,28; 4,24]); TOFbI3 KOPCETKIIITIH
OapibIFbIHIAFEl e3repicTep XonmM—boHbeppoHn Ty3eTyiHeH KeiiH e MoHII O0JbIn Kamabl. Ocim
TOPT AOMeHJe mamanac 6omnel (62,8—70,5 malb3ABIK TapMak), ajaiia eKi KaThICyIIblaa e3repic
mramaisl Oonabl. bakpiinay ToObl OonMaraHAbIKTaH, Oaranay ©31H-e31 OarajiayFa HeTri3eIreHAIKTeH
JKOHE 1pIKTEME LIAFbIH 9Pl KEPruIiKTi OOJIFaH/bIKTaH, HOTHUXKENIEp JJIENIEHIeH ce0en -caliapIiblK
ocep peTiHae eMec, CeMUHapra KaThicCyMeH OaiIaHbICThI KbICKA MEP3IM/L e3repicTep Typasibl ajlIbiH
aja JepeKkTep peTiHAe KapacThIpbuiaabl. Onap KOJDKETIMII OYJITTBIK Kypayigap MyFaliMIepaiH
U pIBIK OKY pecypcTapbiH XkacayFa JEreH CEeHIMJIUITIHIH XbUIaM oCyiHe bIKIal €Te ajJaThbIHbIH
Kepcereni; OyJ1 ©CIMHIH HaKTbhl KOPCETUINeH KY3bIPETTIIIKTI, COHBIH I1IIIHJAE BHU3yaJAbl AU3ailH
canacblH, O111peTIH-01IIpMENTIHIH jKacajFaH eHIMJep/li Oaranay apKbUIbl TEKCEPY KaxkeT.

Tyiiin ce3nep: Canva, Kazakcran, meana eHep, Menua Ky3bIpETTIIIK, MYFaIiMAEPIiH KociOu
JaMybl, )KaHapThuIraH OiaiM ma3myHssl, Wordwall
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MEJUAKOMIIETEHTHOCTDb 1 MEIUAAPT: IINJIOTHOE
NCCIEJOBAHUE CEMHUHAPA 110 CANVA 1
WORDWALL/LEARNINGAPPS JIJIS1 YYUTEJIEA AJIMATBI

AHHOTanus. B 1aHHOM MUJIOTHOM HMCCIIEOBAHUH U3y4ajoCh, CBA3aHO JIM y4acTUE B KPATKOM
MIPaKTUKO-OPUECHTUPOBAaHHOM ceMuHape Ha ocHoBe Canva u Wordwall/LearningApps ¢
KpPaTKOCPOYHBIMU U3MEHEHUSIMHU METUAKOMIIETEHTHOCTH (TI0 CAMOOIIEHKE) AEHCTBYIOIINX Y4 UTeNen
0011e00pa30BaTeNbHBIX MIKOJ, pa0OTAIONIMX B paMKaxX OOHOBJIEHHOTO COJIEpKaHUs 00pa3oBaHUS
Kazaxcrana. Vcnonp3oBancs nu3ailH ¢ NMpeABAPUTEIbHBIM U HUTOTOBBIM TECTHPOBAHHEM OJHOM
Ipynnbl; yA00HYI0 BBIOOPKY cOCTaBWIIM 26 yuuTenaed U3 BOCBMHU 00111€00pa30BaTENIbHBIX IIKOJ
Anmatel. MeaMakOMIIETEHTHOCTh OILICHHBAJIACh C IOMOIIBI0 pPa3pa0OTaHHOTO ISl CeMUHapa
MHCTPYMEHTa CAMOOIICHKH M3 JEBATH MOKaszarenel (4eTblpéxOaluibHas MIKaja), OXBaTBHIBAIOIIETO
KOTHUTUBHBIA, TEXHOJIOTUYECKUI, METOIUYECKII U ICTETUKO-Pe(ICKCUBHBIM JOMEHBI; BOIPOC O
TOTOBHOCTH HMCITOJIb30BAaTh CO3/IaHHBIEC MATEPUAJIBI CITY>KUJI IOMOJIHUTEIILHBIM oka3atenemM. O0mui
MoKasarenb (B MPOIEHTaX OT MaKCUMaJIbHO BO3MOXKHOTr0 0amia) Beipoc ¢ 16,7% mo cemuHapa 110
82,8% HEmoCpeaCTBEHHO Mociie Hero (Kputepuit Yuiakokcona Z = —4,46, p < .001; d, = 3,27, 95%
JAN [2,28; 4,24]); n3MeHEHUs 110 BCEM JIEBSITH MOKA3ATENISIM OCTAJUCh 3HAUMMBIMHU T1OCJIE TOMPABKU
Xonmma—bordepponu. Ilpupoct OBIT comocTaBUM BO BceX dYeThIpéx nomeHax (62,8—70,5
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IPOIICHTHOrO IMYHKTA), OJHAKO Yy JABYX YYaCTHHKOB H3MCHCHHS OKa3aJHCh HE3HAYUTEIbHBIMU.
[Mockonbky KOHTPOJIBbHAS TPYIIa OTCYyTCTBOBaja, OLEHKA CTPOHMJIACh HAa CaMOOLICHKE, a BhIOOpKa
ObU1a HEOOJBIION U JIOKAIBHOM, pe3ybTaThl PACCMATPHBAIOTCS KaK MpPEABAPUTEIILHBIC JaHHBIC O
KPaTKOCPOYHBIX UBMCHCHUAX, CBA3AHHBIX C YHaCTHUEM B CCMHUHAPEC, a HC KaK I[OKa?;aHHBII\/'I HpI/I'-II/IHHI)II\/'I
a¢ddext. OHN yKa3bIBAIOT HA TO, YTO JOCTYIIHBIE OOJAYHBIE HHCTPYMEHTHI MOTYT CIIOCOOCTBOBATh
OBICTPOMY POCTY YBEPEHHOCTH YUUTEJICH B CO3JIaHUH ITU(PPOBBIX YICOHBIX PECYPCOB; OTpaXKaeT U
9TOT POCT pC€aJIbHO NPOACMOHCTPUPOBAHHYKO KOMIICTCHTHOCTD, B TOM YHCJIC KaU€CTBO BU3YaJIbHOI'O
nu3aiiHa, TpeOyeT MPOBEPKH C TOMOMIBIO OLEHKH CO3JaHHBIX YUUTEISIMH ITPOILYKTOB.
Kuarwouessbie cioBa: Canva, Kazaxcran, MeanaapT, MeIHaKOMIIETCHTHOCTb, PO(eCccHOHaIbHOE
pa3BuUTHE yuuTeNeH, OOHOBIHHOE coziepxkanue odpasosanus, Wordwall
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