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ABSTRACT

With the increasing adoption of the International Baccalaureate (IB) curriculum in Japan, actively
promoted by the Ministry of Education, Culture, Sports, Science and Technology (MEXT), there is a
need to understand its impact on educators. This study explores how teaching within IB contexts
shapes the educational philosophies of Japanese teachers. Through semi-structured interviews with
two experienced Japanese language teachers—one from the Primary Years Programme (PYP) and
one from the Middle Years Programme (MYP)—this research investigates the influence of the IB
framework on their professional beliefs and practices. Reflective thematic analysis of the interview
data reveals three core themes: (1) the enrichment of life through learning, where education is seen
as a means to cultivate curiosity and see interconnectedness in the world; (2) the development of
lifelong learners, a goal that teachers apply not only to their students but also to their own professional
growth; and (3) a belief in the potential of the IB to foster holistic development by focusing on “how
to learn.” The findings suggest that the IB curriculum influences teachers to develop a more student-
centered, long-term, and reflective approach to education. This study also indicates that prior teaching
experience can be an asset for successfully integrating the IB philosophy and highlights the
importance of reflective practice. These insights have implications for teacher training programs and
educational policy as Japan continues to expand its IB offerings.
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1 INTRODUCTION

1.1 Background on the International Baccalaureate (IB) Curriculum

The International Baccalaureate (IB) curriculum is a globally recognized educational framework
fundamentally designed to cultivate well-rounded, globally minded individuals through a holistic and
inquiry-based approach to education (IBO, 2024a). This foundational philosophy extends beyond
academic instruction, aiming to foster critical thinking, international-mindedness, and a
comprehensive view of learning. The overarching goal of all IB programmes is to develop individuals
who, recognizing their common humanity and shared guardianship of the planet, contribute to
creating a better and more peaceful world (IBO, 2013).

The IB curriculum is divided into four key programmes, each targeting specific educational
outcomes for different age groups:

1. Primary Years Programme (PYP): For students aged 3 to 12, the PYP focuses on inquiry-based
learning and transdisciplinary themes, promoting a whole-child approach that encourages students to
explore local and global issues.

2. Middle Years Programme (MYP): For students aged 11 to 16, the MYP builds on the PYP by
developing critical thinking, research, and communication skills. It prepares students for more
rigorous academic challenges while maintaining a holistic view of education.

3. Diploma Programme (DP): For students aged 16 to 19, the DP is a pre-university course that offers
a balanced range of subjects, combining in-depth academic study with research and service-oriented
projects.

4. Career-related Programme (CP): Also designed for students aged 16 to 19, the CP is geared toward
those seeking a career-specific education. It integrates academic rigor with practical, hands-on
learning experiences.

(IBO, 2024c)

There are 5,800 schools in 162 countries and areas as of 2024, and their number is increasing
(IBO, 2024b).

1.2 Characteristics of IB Programme: Learner Profile and Approaches to Learning

The Learner Profile is the central key of the IB curriculum to help learners to reach the goal of the
learning. The goal of the IB is as follows: “The aim of all IB programmes is to develop internationally
minded people who, recognizing their common humanity and shared guardianship of the planet, help
to create a better and more peaceful world” (IBO, 2013). The Learner Profile provides ten attributes
that the IB curriculum expects learners to develop. These attributes are inquirers, knowledgeable,
thinkers, communicators, principled, open-minded, caring, risk-takers, balanced, and reflective (IBO,



2013). A distinctive characteristic of the IB curriculum is its abstract nature, more like a person unlike
the national curriculum that provides exactly what learners will learn (e.g., MEXT, 2024b). This
abstractness implies a focus on conceptual understanding, skills development, and dispositional
learning rather than prescriptive content delivery. Approaches to Learning (ATL) is a core component
of the IB curriculum. According to the IB, “The IB Approaches to Learning skills (ATL) are grounded
in the belief that learning how to learn is fundamental to a student’s life in and out of a school context”
(IBO, 2025a, Approaches to learning skills, para. 1). The IB defines ATL as a set of core skills that
underpin student learning, including thinking, communication, research, self-management, and social
skills (IBO, 2025a). These are not simply tools for academic performance but are central to cultivating
a mindset and way of learning that continues beyond school.

1.3 IB in Japan: Context and Policy Initiatives

In Japan, the adoption of the IB curriculum has been growing, with 251 IB-accredited schools as of
2024. The distribution across the four programmes includes 65 PYP, 39 MYP, 69 DP, and 0 CP
schools (MEXT, 2024c). The Japanese Ministry of Education, Culture, Sports, Science and
Technology (MEXT) has actively championed the expansion of IB education. This includes the
entrance examination reforms to expand the use of IB-inclusive entrance examinations (MEXT,
2020). Additionally, MEXT often holds seminars for educators, students, and their parents to promote
understanding of the IB (MEXT, 2024a).

Despite the growing interest in IB education in Japan, empirical research remains limited,
especially regarding how the IB curriculum affects teachers’ educational philosophies and
instructional decision-making. Previous studies have mainly focused on IB students’ outcomes and
policy-level analyses (e.g., Lee et al., 2021; Shukur, 2024; Tan, 2021). However, there is a lack of
research examining how Japanese teachers themselves interpret and internalize IB philosophy in their
daily practices. Given the recent policy initiatives by MEXT to increase the number of IB-accredited
schools and to promote IB-inclusive university admissions, understanding how teachers’ beliefs and
decision-making processes evolve within IB contexts is both timely and significant. Therefore, this
study explores the following research question: How do the IB contexts shape teachers’ educational
philosophies?

2 LITERATURE REVIEW

2.1 Teachers’ Beliefs as Foundations of Educational Philosophy

Teachers’ beliefs in IB education serve as guidelines for embodying IB’s educational philosophy. For
example, these beliefs provide a foundation for implementing IB values such as student-centered
learning, cross-cultural understanding, and critical thinking development in the classroom, deeply
influencing teachers’ decision-making and educational policies (International Baccalaureate Global
Research Department, 2013).

Beliefs are understood as propositions held consciously or unconsciously, accepted as truth,
and serving as guidelines for thought and action (Borg, 2001). They reflect a subjective reality that
shapes the interpretation of new experiences (Davis & Andrzejewski, 2009). Solis (2015) adds that



beliefs are constructed through interactions with others and across different contexts, influencing
teaching approaches as well as students’ learning and performance in the classroom.

Teachers’ beliefs emerge from multiple sources, including personal life experiences,
educational and learning histories, and the professional training they have received (Richardson,
1996). They form the foundation for teachers’ values and educational philosophies, making them
significant in teaching. Yet, as Davis and Andrzejewski (2009) note, beliefs often remain unconscious
and implicit, which can lead to unintended consequences if left unexamined. Since beliefs directly
affect practice, values, and decision-making, exploring them is essential in understanding how IB
contexts shape teachers’ educational philosophies.

2.2 Curriculum and Teachers’ Beliefs and Decision-Making in IB Contexts

Teachers’ beliefs not only shape but are also shaped by curriculum design and decision-making in IB
contexts. These beliefs are integral to implementing IB’s learner-centered and inquiry-based
principles in practice (International Baccalaureate Global Research Department, 2013). How teachers
interpret and apply the IB Mission Statement in student guidance often depends on their individual
beliefs, and it is important to understand the impact of beliefs (Lineham, 2013). This is because
unawareness of one’s own beliefs can undermine teaching effectiveness. For example, Xu (2012)
mentions that without belief reassessment, teachers risk bringing unexpected consequences in the
classroom.

Conversely, curriculum design can also influence teachers’ beliefs. Kelly’s (2022) research
on MYP teachers found that beliefs about “good instruction,” “meaningful learning,” and “quality
curriculum” closely aligned with MYP’s educational philosophy. These beliefs typically emphasize
fostering student independence, adopting constructivist approaches, promoting cross-cultural
understanding, and valuing diverse perspectives. In turn, they inform teachers’ criteria for curricular
decision-making, shaping actual classroom activities and instructional planning.

3 METHODOLOGY AND PROCEDURES
3.1 CONTEXT AND PARTICIPANT SELECTION

In 2024, we conducted semi-structured interviews with two Japanese language teachers—one
teaching the PYP and the other the MYP—at an IB school in western Japan. The PYP teacher has 26
years of teaching experience, including 10 years teaching abroad and 8 years in the PYP in Japan.
The MYP teacher has 18 years of teaching experience, 17 of which have been within the IB
framework in Japan, along with one year of experience teaching in a Japanese national curriculum
school. Both participants were selected through purposive sampling to capture diverse and in-depth
perspectives on IB curriculum implementation across the primary and middle years. The two
participants were purposively chosen because of their extensive and rich teaching experience, as well
as their deep familiarity with these specific IB contexts. This allows us to examine the shaping of
teachers’ educational philosophies rather than short-term adoption.

The selected school, located in western Japan, provides a unique context because it offers
continuous programmes from the PYP to the DP and has been implementing IB education since the
1990s. The institution places strong importance on deepening the understanding of the IB philosophy



through ongoing teacher training and by actively providing information to parents and learners. The
school’s acquisition rate of the IB Diploma is highly successful. Thus, exploring teachers’ philosophy
within this specific, unique context is meaningful.

This study draws on a sample of two teachers from a single school, and it does not necessarily
seek empirical generalizability across broad populations. Instead, as a qualitative inquiry, it aims to
capture the rich, subjective lived experiences of individuals as they make sense of their specific
lifeworlds. Research of this nature focuses on uncovering nuanced insights that may be overlooked
in larger-sample studies (Lim, 2024). This study adopts a phenomenological, interpretive approach
that is inherently context-based, recognizing that participants’ interpretations are shaped by their
situational and personal contexts.

3.2 Data Collection and Analysis

Before the interview, we conducted a questionnaire to understand the participants’ teaching
backgrounds. Using this questionnaire as a guide, we carried out in-depth interviews to further
explore their perspectives. We obtained informed consent and recorded the interviews, each lasting
approximately 60 minutes.

For data analysis, we employed reflective thematic analysis following Braun and Clarke’s
(2022) six-phase framework: (1) familiarization with data, (2) generating initial codes, (3) searching
for themes, (4) reviewing themes, (5) defining and naming themes, and (6) producing the report. This
approach allowed us to identify patterns and themes that reflect the interplay between teachers’ beliefs
and the IB curriculum. Following the analysis, member checking was conducted to enhance
credibility and trustworthiness by inviting participants to review and comment on emerging findings.

3.3 Researchers’ Positionality

Positionality refers to the stance of researchers within the research process and the broader social and
political context of the study. It influences every phase of research, including the formulation of
research questions, the research design, and the interpretation of findings (Rowe, 2014).

In this study, the first author initiated the overarching conceptual framework of the study and
proposed the central thematic lens that guides the analysis. She oversaw the overall research design
and ensured coherence between theoretical framing and empirical interpretation. Positioned with
analytical distance from the IB institutional structure, she contributed a critical perspective that
enabled interrogation of taken-for-granted assumptions embedded in participants’ narratives. The
second author conducted the preliminary review of IB-related literature and led the development of
the interview protocol. She was primarily responsible for coding the interview transcripts and
extracting analytical categories from the data. Drawing on her prior engagement with IB discourse,
she contributed interpretive depth in identifying tensions between official IB ideology and teachers’
lived experiences. The third author brought contextual expertise regarding IB implementation in
Japan. She refined themes related to the Japanese IB landscape and facilitated participant recruitment.
Her familiarity with local educational structures enhanced the cultural and linguistic sensitivity of the
analysis, particularly in interpreting how global curriculum discourses are negotiated within
institutional settings.



Collectively, the research team represents a combination of insider, semi-insider, and
comparative perspectives toward the IB programme. We acknowledge that the IB, as a global
curriculum framework, carries particular normative assumptions regarding international-mindedness,
learner-centered pedagogy, and global citizenship. These assumptions may shape not only
participants’ responses but also researchers’ interpretations. As scholars engaged in cross-cultural
and transnational education research, the team remained attentive to how global curricular ideals are
localized, reinterpreted, and sometimes contested within specific institutional and national contexts.

Throughout the analytical process, reflexive dialogue among the researchers served as a
mechanism for examining how their respective positions influenced coding decisions and thematic
development. Interpretations were negotiated rather than individually imposed. Member checking
was also conducted.

4 FINDINGS

4.1 Enrichment of lives through learning

In the interviews, both PYP and MYP teachers believe that the IB enriches lives through learning.
For example, the PYP teacher mentions that the IB is a programme that broadens life perspectives —
taking something as simple as a desk and using it to demonstrate how education is about cultivating
interest in one’s surroundings and understanding interconnections. He applies his own learning
experiences from the IB to his teaching approach, embracing opportunities for growth. While teaching
the curriculum, he develops his educational approaches and philosophies alongside their students.

PYP:H/DANAETHIB THEATEZE 52TV DI XoED NERELD-T-ATT &
2, BDICIGH, FATEZ EENEEIZHZ WA Z EE, BRICLT IS
THL, &, AR EICHRAZFFSDOIRENE VD &, BN HDR D)
STRWZ EN o TET,

BEVD DIIANENENTT D, NERENTT D EMNENIDEZR T L XIT,
HORNZH STEBARKIZL X 9 bay, fIXITZORENTTEHHUCSDNT, Eh
SHWHIRZRf > TREN D NTIEE B O AT &L, Thdpne | ZiZoilebi T,
THZ MDA LEDORNYNRZD, ZInbidEEIRESET, e Zno
DIRMONRZAD LD, TOWI NEORBEZIKNFSETINLGT 7T LIZE-S
A G442, [What I learned in my own life through IB... it really changed my life. I apply what

I learned and what I teach my students to myself as well. And the reason I become interested in
various things is that while teaching, I realize what I don’t understand.

Education enriches life. When I think about what it means to enrich life, it’s about how much
interest you can have and how much you can talk about something that's right in front of you -
something that might seem trivial, like this desk made of wood. Without that, it’s just a desk.
But when you can see some kind of connection here - when you can branch off into topics from
this, when you can see connections between this and that - I think it’s a programme that broadens
your perspective on life.]



The MYP teacher shared that she has witnessed students thrive after discovering their interests and
passions, often growing remarkably and inspiring those around them. These experiences have been
deeply motivating for her and have reinforced her sense that teaching in the IB is rewarding.

MYPEME & D H D BHFE R b DEMODLHEE > TV D DN, THENAYITE D
ATTINEL, ®oT, £Zx2b vy 5L 60T IMMOL L, FHENES
AELTLD L, TS L TAERE DMRER ICE LK< R SHNETHUD
STV HFEBIZMEL R TNDLDT, RoiFV T IIFARLGIZELNEN DN, £Z
FTEZIZEPNTE S &ETHWWTT L4, [Each learner has different aptitudes and
interests that help them grow, and when those elements are truly aligned, their growth can be
remarkable. I’ve seen many cases where students become genuinely engaged and vibrant, and
even parents and others around them feel inspired to support them. When that kind of
transformation happens, it’s truly beautiful—and being part of that process is incredibly
rewarding.]

4.2 Lifelong learners

The interview reveals that the IB curriculum forms a cornerstone of MYP teachers’ educational
philosophy. The MYP teacher develops her own educational principles, focusing primarily on
instilling the essence of the IB in each student — creating better lifelong learners. This connects with
the IB’s goal of developing internationally minded people to create a better world.

MYP: A DEFREITH L TE IR THEMTE 20> TN HIDEEZXLNDL LI
RoTDT, AT UV EVNIRZADP>TVIZEEVE, BOHEAITHLR
SFEY LY RBWAEEFEEE STV D& E )R> TED—~ AN — ANOEEITHE AT
TWF D2 TN I DON—FED T 4 —H A2 >T-D T, FEFITE ZITERWE(L,
FOLE SR EBVET, WPICEORWAREZ, WAHAARBZ T Z2F-> THL
RN B> THARICHEMTE L AZESTWT D0 TV AEBFTCHHICHEDD =
EMNTEToTW D &2 AN, [I’'ve become able to think about how I can contribute
to today’s learners, so rather than focusing on how to teach content, my main focus has shifted
to how I can instill in each individual student the IB philosophy of becoming a better lifelong
learner. I think that was a very positive change and learning experience for me. It’s about
being involved in a place where we can nurture good human beings - people who have diverse
ways of thinking, show compassion, and can contribute to society.]

While the MYP teacher focuses on guiding students to become lifelong learners, the PYP teacher
shares that he himself has become a lifelong learner while teaching the IB. Furthermore, he has gained
confidence in his learning approach when engaging with new topics.

PYP:IB #E ZHi> > TH 5, Lifelong learner & U CRLE &, RS, #R%, iR L
HOF DR~ 72 Z LICHKRAEZ RS, IR<HA D LWV BEDHFIZONZEE LT TW
F9, Flo. N HOVWTHESE, BAOPRDFOROT 7 u—FRNE LW EfEET
EHLHREEFRATELEZILENTEDL LI o B vWE T, [Since becoming

involved in IB education, I feel that I have developed an attitude of being a lifelong learner,



taking a deep interest in various aspects of the world such as history, economics, and
geography. Additionally, when learning something new, I believe 1 have gained the
confidence to trust that the approach I take to learning is the right one.]

4.3 Beliefs About the Potential of the IB

Both PYP and MYP teachers believe in the potential of the IB. The PYP teachers find that the strength
of the IB lies in showing connections to learning, which leads to enjoying life. The MYP teachers
believe that the IB makes learning possible by focusing on how to learn and developing mindsets
rather than on content itself through ATL. Both groups believe that the IB helps students learn how
to learn in ways that enrich their lives.

PYP:IB |38 TIEARWEBWET, TN X, WIRERNRMmEaE AR5 L &I
FTIKHZIZKWED, o TWIDEHY ET L, Enb, ZBEELRHEE TITRWVWA
TTFEDL, TH, B EZEIELTEHLoTWVI, .oV ERSTNH Z &I,
RoFVANAEZRELDLTEDDOLDIZERDHATT L, 200, AXBD5, TD%K
DB ZTLS 500 1B OHEERLEES ATT, [Idon’t think IB is perfect. For
instance, when it comes to teaching foundational knowledge, it can be really difficult to teach,
and so it's not perfect education. But I believe in IB... Learning is ultimately connected to
enjoying life. I think IB education is where you start to see that, where those connections
become visible.]

MYP: A4 (2 ATL(Approaches to learning) & V9 72>, Z @ 124/, & L <X 6 4EfH,
SHEM. IB OHE TEALLOEZOa T Y BFEHELoTHHI 2L
T FOHED, DOMEY TFHRINREZ LD, TITVF LA TEITHZ
AN LRV ATTITE, THOREREIIALIIKRELRA LR R0 REENET,
T, TNETEXDHDONRE5 IB ThHhDHELESTUVWET, [What's really important
about ATL (Approaches to Learning) is that what students learn over these 12, 6, or 5 years
of IB education isn’t just about the content or the numbers they can produce. It’s more about
how to learn and their mindset, and while that might sound like idealistic talk, I genuinely
believe it’s incredibly important. And I think the IB is the one that can make this kind of
learning possible. ]

S DISCUSSION

5.1 Teachers’ Beliefs in IB Contexts: Alignment and Extension

The findings from the interview data highlight teachers’ beliefs about education, particularly their
emphasis on viewing education through the lens of learners rather than content. This perspective is
reflected in the three themes identified in this study: enrichment of lives through learning, lifelong
learners, and belief in the potential of the IB. These themes are closely connected to the Learner
Profile. For example, the interview illustrates traits such as “Inquirers,” describing learners as curious
and able to make connections between ideas, and “Caring,” which reflects a learner’s personal growth
and empathy. At the same time, these Learner Profile attributes are not limited to students. Teachers
themselves are also described as “Reflective,” as they continuously assess their teaching practices



and recognize both their knowledge and areas for growth. In this sense, the findings are broadly
consistent with the IB philosophy, impacting teachers’ educational philosophies.

The first theme, enrichment of lives through learning and the second theme, lifelong learners, align
with Kelly’s (2022) research, which explored teachers’ beliefs about the purpose of education within
the MYP programme. Kelly found that MYP teachers believe education should be “life-worthy,” a
love of learning/lifelong learning. This research extends that this happens not only to students but
also to teachers of PYP and MYP. As the PYP teacher in the interview mentioned, IB could be “life-
changing” for the teacher. Lifelong learning is not only a goal for students but also part of teachers’
own educational growth.

The third theme, belief in the potential of the IB, also links to the previous IB literature. Both
participants’ beliefs show that IB supports holistic and learner-centered education, which is consistent
with prior IB research (Bahn, 2022; Chaerunnisa et al., 2024; Kelly, 2022). At the same time, their
views were not uncritical; their comments suggest a practical and balanced understanding of the IB,
including awareness of the challenges of implementation in real teaching contexts. This point is
important because it shows that teachers’ belief in the IB includes both commitment and reflection.
Therefore, the findings not only align with international literature on IB practices, but also add to it
by showing how these ideas are understood by teachers.

Overall, in this study, the PYP and MYP teachers did not express contrasting views. We speculate
that their similar perspectives may stem from shared understandings of the IB philosophy. For future
research, it would be valuable to investigate multiple IB schools—some offering the full continuum
from PYP to DP, and others offering only a single programme—to compare how teachers’ beliefs
and approaches may differ based on the school context and programme structure.

5.2 Practical Suggestions for Teaching in IB Contexts

Despite the growing interest in the IB in Japan, teaching within an IB context can be challenging.
Dickson et al. (2020) identified several difficulties, including discrepancies between the IB
curriculum and national curricula, differences in practices and terminology, and the need to
differentiate for varying student levels. Indeed, concept-based teaching can be particularly
demanding. Although the participants in this study had extensive teaching experience, new teachers
may struggle to develop their own educational philosophies. During the interview, the MYP teacher
provided an insightful suggestion about teaching in IB contexts, which serves as an important tip for
educators.

MYP: EA R TH EARBEAFT—LTHLNOWND T, o X0 HOEREHE &
WIHEDERS THD, X THDLEWVIDIFIFEFICREL LB S>THET, 1
MNEAADEEREEETHH-TCH, TAVITH, FZOETHLVWATTITRE
b, HHEOHIM., ColXVHE L UTAEMICHZ D, AEDRICW D IR#EE &
Bz 95, £EO 1EM, 240, 3EMEV I DIxET 5, AL LT
FAUCAYFaT ATHNTHDEAL FFICEH VS 2 2B L T, BOOHEE
BEVOLONRRZITET, ZOLETRIZ IB EW)ONEREE L THD EES
ATT LA,



AFTHARTEEZEZAZIZ IB NRBE L TWRWOT, IB MO ATV N

ATTITNE S, RoEVERRYDHEBEBLENHEDOANT 7 F v —Lh, FH

% x5 W%Uﬁoﬁ@of%?@%ﬁof%é%iﬂ*%ﬁ " A L— R
SHEBFITHH LT, ZOHRICHWDHMSAICH L TEKENRTEDLEEZTVET,

ROT, ZNEZTTHSHI B EIZRN D Lo TV I DIELHEAARS 5T, R

SED B TRATERR LIZ D HATZD | AFELTHIZD . WAWAMHRE L THIZY
STNHIETZAT, BoTnb, BoTNHLEWVWIDELREL IB 2TV I HD
o CWITDATEA D 7 & > TuvET, [I believe that regardless of the school or
educational framework—whether it’s Japan’s national curriculum, the American system, or
any other—it’s very important for teachers to actually experience teaching to some extent. By
spending a certain period of time teaching students, communicating with their parents,
supporting students over one, two, or even three years, and collaborating with fellow teachers
working under the same curriculum, you begin to form your own philosophy of education.
From there, I think the IB becomes one possible option to pursue.

In Japan, since IB is not yet widely adopted, there are still few teachers who begin their careers
with IB. However, I believe that teachers who already have a clear educational philosophy,
an understanding of educational structures, and compassion for learners are the ones who can
most smoothly and effectively support both students and their parents.

That’s why I don’t believe there’s any programme that will automatically make you a teacher.
It’s about trial and error, struggling, researching, and having conversations with others.
Through that process of growth—or rather, while growing—you can start to make meaningful
use of the IB framework.]

The teacher emphasized that prior teaching experience in any educational system—whether Japan's
national curriculum, the American system, or any other—is crucial for developing a teacher's
foundational educational philosophy before they engage with the IB programmes. Instead of teaching
the IB programmes at the beginning of their careers, it can be an option chosen after teachers have
established their own educational philosophy to some extent. By doing so, they can then integrate the
IB framework into their own teaching style, growing through a process of trial and error.

Reflective practice is also essential. During the interview, the MYP teacher mentioned the
risk of becoming too comfortable with routine teaching, which can hinder professional growth. In
this context, ongoing teacher development is crucial, and teacher training programs must evolve to
stay relevant in a changing educational landscape. One example of such ongoing development is the
IBO’s (2025b) vision for the future of education. They envision a system that continually adapts to
meet the evolving needs of the era, emphasizing that concept-based teaching and learning will play a
key role. Teachers are therefore expected to continually update themselves by critically examining
their beliefs and deepening their understanding of the times.



6 CONCLUSION

This study aimed to investigate how the IB curriculum influences teachers’ educational philosophies.
The findings suggest that teachers perceive the IB as fostering a love of learning and promoting the
development of lifelong learners, which also enriches and transforms their own educational
philosophies. They believe in the potential of the IB to broaden students’ perspectives, teach them
how to learn, and shape their mindsets. The study also offers practical suggestions for teaching in the
IB, such as engaging in reflective practice and developing a personal educational philosophy through
teaching experience. These findings have implications for teacher training and professional
development in Japan. Specifically, pre-service and in-service programs could place greater emphasis
on reflective practice, encouraging teachers to critically examine and articulate their beliefs.

However, this study has several limitations. First, it focuses on only two teachers from a single
IB school. Rather than seeking broad generalizability, this research aims to deepen the understanding
of a specific context characterized by a PYP to DP continuum PYP to DP, active commitment to IB
philosophy, and a high IB Diploma attainment rate. Nevertheless, including a larger and more diverse
sample of participants in future research would provide a more comprehensive understanding of the
IB’s broader influence. Second, the study relied solely on interviews as the research method.
Incorporating additional methods, such as classroom observations, could offer richer insights into the
interactions between teachers and students. Future research should consider integrating these
approaches. Furthermore, it would be valuable to explore how novice teachers transform their
educational philosophies in IB contexts.
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