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Abstract
Rural School Stakeholders’ Perceptions and Practices of Trilingual Education:
Same or Different?

Trilingual education is one of the drastic reforms in education in the Republic of
Kazakhstan that aims at shaping a future generation fluent in Kazakh, Russian and English.
Although such initiative appears important, studies say that stakeholders’ perceptions of
trilingual education may impact the way they practice it in their domains, thus, there is a
need to study these perceptions to ensure a successful implementation of the reform. The
purpose of the study was to explore various groups of stakeholders’ perceptions and
practices of trilingual education in a rural school in Almaty Oblast. The study sought
answers to the research questions regarding stakeholders’ perceptions, practices in different
domains and similarities and/or differences in their perceptions of trilingual education. The
study applied a qualitative case study design with semi-structured interviews as data
collection instrument. The sample included ten participants from the following groups of
stakeholders: parents, teachers and administrators. The findings revealed that the
stakeholders’ perceptions of trilingual education vary from understanding it mostly as the
teaching of English to the teaching of three languages or teaching in three languages. As
for the language use, the triangulated data uncovered that all three languages were used
within their domains, though Russian was neglected in certain levels. From the study
findings, it is possible to conclude that the application of triangulation of data sources:
parents, teachers and administrators was beneficial because it disclosed insights into the
way how trilingual education is differently perceived and practiced by various groups of
stakeholders. Thereby, there is an urgent need for creating efficient communication and
information channels between policy-makers and schools, between parents and schools to

explain trilingual education and its implementation processes.
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AHHOTAIUA
BocnpusiTue 1 npuMeHeHHe TPEXBAZBIYHOI0 00pPa30BaHUs CTIMKX0JIePaAMH B

Ka3aXCTAHCKOMH ceIbCKOM 1IKOoJIe: HAeHTHYHBI JIM WJIH OTJIMYHBI APYT OT Apyra?
TpéxpsazpruHoe 00pa3oBaHue SABISCTCA OJHON U3 KapIUHAIBHBIX peGopM B 00pa30BaHUH B
Pecny6nuke Kazaxcran, HanpaBieHa Ha (popMupoBaHue Oy yliero MoKoJIeHus, CBOOOIHO
BJIA/ICIOIIMM Ka3aXCKHM, PYCCKMM U QHTJIMICKUM SI3bIKAMU. XOTS HHULIMATHBA SIBIISIETCA
BAJKHOM, UCCIIEIOBAHUS II0KA3bIBAIOT, YTO BOCIIPUATHS CTOUKXOJACPOB TPEXBAZBIYHOIO
00pa3oBaHMs MOTYT MOBIHUATH HA CIIOCOO €ro MPUMEHEHUS B OTACIBHON cdepe
JESITebHOCTH, M3 YEro CIEeIyeT, YTO N3yUYEeHUE BOCTIPUSATHS CTIUKXOJIEPOB HEOOX0AUMO
111 o0ecTeyeHrs yCIeHoM peanu3auu pedopmel. Llensio uccnenoBanus sBisieTcs
U3y4YeHHE BOCTIPUATHS TPEXBA3BIYHOTO 00Pa30BaHUs M €r0 MPAKTUKA PAa3THUYHBIMU
CTIUKXOJIIEPAMH B OJTHOM CENIbCKOM IIKoJie AIMaTHHCKOM oOnactu. B xoze nccnenoBanus
ObUIN TOJTYYEHBI OTBETHI HA BOIIPOCHI UCCIIEIOBAHUS O BOCTIIPUSTHU U MPAKTHKH B
pa3NUYHBIX 00IACTAX, @ TAKXKE CXOJCTBA U / UJIM PA3IUYHs B UX BOCIIPUSATHU
TPEXBA3BIYHOTO 00pa3oBaHus. B riccnenoBaHny OBUT UCIIONIB30BAH KAUYECTBEHHBIN JU3aiH
TEMaTUYECKOr0 UCCIIEI0BAHUS C IPUMEHEHUEM MOJIYCTPYKTYPHUPOBAHHOTO UHTEPBBIO B
KayecTBe MHCTpYMEHTa Jisi cOopa naHHbIX. Llenenanpasnennas crparerus Obuia
HCTOJIb30BaHa MPH 0TOOPE AECATH YUACTHUKOB U3 CIEAYIOLIMX TPYII: POJUTENCH,
yUUTENEeW U aAMUHUCTPATOPOB. Pe3ynbTaThl Mokas3ain, 4To BOCHPHUATHS CTIHKXOJAEPOB
TPEXBSI3BIYHOTO 00PA30BaHMS BapbUPYIOTCS OT TOHUMAHUS €T0 B BUJE MPETIOIaBaHUS
AHTJIMIICKOTO SI3bIKa J10 MPENOIaBaHus TPEX SA3bIKOB WM IPENOAABAHMS HAa TPEX S3bIKAX.
KacarenpHO NCIOIB30BaHuUs A3bIKA, TPUAHTYJIMPOBAaHHBIE JAHHBIE I0KA3aJIM, YTO BCE TPU
s3bIKa OBUIN MCTIONIb30BaHBI BO BCEX YPOBHAX 00pa30BaHMA, XOTS B HEKOTOPBIX 00JIACTIX
CTAUKXOJIIEpHI MPEeHEOperaiu pycCKUM S3bIKOM. M3 pe3ysibTaToB UCCIe10BaHUS MOKHO

CACJIaThb BbIBO, UYTO IPUMCHCHUC TPUAHTYJIAIIMA UCTOYHUKOB JAaHHBIX! pOHHTeHeﬁ,
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YUYUTENIEH U aIMUHUACTPATOPOB OKA3aJI0Ch IIOJIE3HBIM, IIOCKOJIBKY OHO PACKPBLIO
MIOHUMAaHHE TOTO, KaK TPEXBA3BIUHOE 00pa30BaHUE MMO-Pa3HOMY BOCTIPUHHMAETCS U
MPAKTUKYETCS PA3IMYHBIMU TPYTIIAMHU CTIHKX0IAepoB. Takum 06pa3oMm, CyIIecTByeT
0CTpasi HEOOXOIUMOCTh CO3aHNs FPPEKTUBHBIX KOMMYHUKAITMOHHBIX U
MH(POPMALMOHHBIX KaHAJIOB MEX/1y MOJMTHKAMH U IIKOJIAMHU, MKy POIUTEISIMH U

HIKOJIAMHU JJ1s1 OOBSCHEHUS TPEXBSI3BIYHOIO 00PAa30BaHMA U MPOLIECCOB €r0 pealn3aliuu.
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Anaarna
AyBUIIBIK MeKTeNl CTIHKXO0J/AePIapbIHbIH YII TijIAi Ol1iM Gepyre KaTbICThI
TYCIHIri MeH KoJ11aHbIChI: Oipaeil HeMece IpTYpJi?
Y tingai 6imim Gepy — Oonamak KazakcranapIkrap sl Ka3ak, OpbIC )KOHE aFbUIIIBIH
TIEPiH epKiH MeHrepyre OarpiTTanFan Kazakcran PecriyOnukachiHbIH OiniM 6epy
KyHeciHIeri MaHbI3abl peopManapbiHbIH Oipi. 3epTTeynepre cyiHeHcek,
CTAUKXOJIepIapAbIH YII TUIII O11iM Oepyai TYCiHy1 oJlapbIH Kanan
KOJIJAaHATBIHBIKTAPbIHA 3CEP €Tyl MYMKiH, COH/IBIKTaH pe(OpMaHbIH COTTI Ky3ere
aChIPBUTYBIH KAaMTaMachl3 €Ty YILIIH CTAUKXOJAepIapAblH Y Tl 6itiM O6epyai Kanai
TYCIHETIH/ITH 3epTTey KaxkeT. OChI 3epTTeyliH MaKcaThl AJIMAaThl 00IBICHIHAAFbI
ayBULABIK MEKTET CTIUKXOJACPIIAPbIHBIH YII T O171iM Oepyre KaThICTBI TYCIHITT MEH
KOJIJAHBICHIH aHBIKTay OO0JIBIN TaObLIaAbl. 3epTTey CypaKTaphbl CTIHKXONAepAapAbIH YIII
Tinai 6i1iM Oepyre KaThICTBI TYCIHITIH, KOJIaHBICHIH KOHE TYCIHIKTepiHACT]
YKCaCTBIKTaphl MEH albIpMAIIBIIBIKTAPBIH aHBIKTayFa OaFbITTaNIFaH. 3epTTeyAe KapThliai
KYpbUIBIMJAJIFaH CyX0aTTappl KOJAaHa OTBIPBII Callaibl 3epTTey TYPi KOJIJaHbUIIBL.
3epTTeyre ara-aHanap, MyFajliMIep *KoHE OKIMIIUTIK TONTAPhIHAH OH KATHICYIIBI KATHICTHI.
Ocbl 3epTTey HOTHXKENEPiHE KEJICEK, CTINKXOIepaapAblH KO yII TUTl OimiM
Oepyi aFbUIIIBIH TUIIH OKBITY JIET TYCiHCe, a3 0eJIiri yII TUII OKY YKOHE YII TUIAE OKBITY
nen tyciuai. Tinnepain naiiganaHbLTybIHA KEJIETiH OO0JICaK, YII TUT OapIbIK JOMEHIEpIe
KOJITaHBUIATBIHABIFBI, OipaK, opbIC T Oenrii 6ip JoMeHaepae MaiaanaHbUIMadTHIHIBIFbI
aHBIKTAJIIBI. OPTYPIIl CTIRKXOIAEpIApBIH YII TULII O11iM Oepyai Kajaid TYCIHETIHIIT1H
’KOHE KOJIZIAHATBIHBIFBIH aHBIKTAy OapbICHIH/IA IEPEK KO3ep/Ii )KUHAYJaFbl
TPUAHTYJISLUSHBI KOJIJaHy Maigansl 605116l OChl 3€pTTEY )KYMBICBIHBIH HOTHXKECI

casicaTKepJyiep MEH MEKTENTep, aTa-aHajiap MEH MEKTENTep apachlHAarbl YII TUIAL OiniM
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Oepyi >koHe OHBI JKY3€Tre achIpy MPOLECTEePiH TYCIHAIPY YIIIH THIM/II KOMMYHHUKAIHSIIBIK

’KOHE aKNapaTTHIK apHAIAP/Ibl KYPY KaKETTUIIr TybIHAaHTBIHBIH KOPCETE .
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Introduction

This chapter provides a background to the study considering the international
experiences of tri/multilingual education and trilingual education in the Kazakhstani
context. Within the national context, the policy documents, school types and the subjects
that are taught under the frame of trilingual education are meticulously described. The
problem statement provides the rationale for exploring various groups of stakeholders'
perceptions and practices of trilingual education. This chapter also outlines the research
purpose, research questions, and research benefits to various groups of stakeholders.

Multilingual education suggests the use of multiple languages of instruction and
languages-in-education (Cenoz, 2009). The literature analysis revealed a number of
multilingual education types: bilingual education refers to teaching academic content in
two languages (Cenoz, 2009); trilingual education covers teaching three languages and
teaching in three languages (Cenoz, Hufeisen & Jessner, 2001), and multilingual education
applies two and more languages in education (Cenoz, 2009). As seen from these
definitions, all three types of education refer to using two and more languages in education
(Cenoz, 2009). Consequently, the terms bilingual education, trilingual education, and
multilingual education are interchangeably used within the scope of this thesis.

Tri/multilingual education is widely used across the world, to illustrate the diversity
of its practices a number of examples are presented. The first example of tri/multilingual
education relates to the context of Luxemburg. Trilingual education in Luxemburg
involves languages such as Luxembourgish, German and French that are primarily
introduced as languages in education (Juffermans, 2013). The second example of trilingual
education is practiced in the Basque Country, it aims at achieving communicative
competence in the Basque, Spanish and English languages. These three languages are used

as the mediums of instruction from the primary stage (Cenoz, 2008). Thirdly, trilingual
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education in Finland has two mediums of instruction: Finnish and Swedish, whilst German
and/or English are the mandatory foreign languages (Bjorklund, 2005). As for the Asian
context, numerous languages and its dialects exist that are regional, local, minority or
dominant languages. For instance, the context of Hong Kong has three languages of
instruction from primary schooling: Cantonese, the local language; Putonghua is a lingua
franca; and English is used as a medium of instruction to meet the international standards
in education (Wang & Kirkpatrick, 2013). Overall, trilingual education practices vary from
teaching in three languages to teaching in two languages with an additional foreign
language. If trilingual education refers to teaching in three languages in Luxemburg,
Basque and Hong Kong contexts, in the Finnish context it means teaching in two
languages with an additional foreign language. It is important to identify the variety of
trilingual education practices from around the world because such awareness of its
diversity provides an opportunity for Kazakhstani policymakers to adapt more effective
trilingual education policy within our context. Generally, evidence suggest that trilingual
education is being practiced across the world, and Kazakhstan is no exception.

The development of trilingual education in Kazakhstan started by the suggestion of
the first president N. Nazarbayev in early 2004. The project named “Trinity of Languages”
was launched in 2007 which aimed at expanding the use of Kazakh as the state language,
Russian as an official language for interethnic communication, and English as an
instrument for entering the world arena (MoES, 2010a). This project was supported by a
number of policy documents such as State Program for Education Development for 2011-
2020 (MoES, 2011), State Program for Development and Functioning of Languages for
2011-2020 (MoES, 2011), “Strategy Kazakhstan-2050: New Political Course of the
Established State” (Nazarbayev, 2012), Nation’s Plan “100 Concrete Steps” (2015), and

Road Map for trilingual education 2015-2020 (MoES, 2015). In the frame of trilingual
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education, the State Programme for Development and Functioning of Languages in the
Republic of Kazakhstan for 2011-2020 (2011) foresees Kazakhstanis as the future
trilingual, speaking Kazakh, Russian, and English. The Nation’s Plan “100 Concrete
Steps™ (2015) portrays a gradual transition of high schools and higher educational
institutions to English medium instruction. Thus, all these policy documents proclaim the
importance and advantages of trilingual education that contributes to the development of
economic competitiveness in the world (Nazarbayev, 2012).

Trilingual education in the Kazakhstani context is similar to some international
practices. It involves three languages as the mediums of instruction, but, it is used as
mediums of instruction from the 7" grade (Road Map, 2015). Namely, the “History of
Kazakhstan" is expected to be taught in Kazakh and "World History" in Russian in all
schools of the country, regardless of schools’ language of instruction from 2018-2019
academic year; secondary schools should offer two of these subjects “Informatics",
"Chemistry", "Biology", "Physics" in English depending on schools’ choice from 2019-
2020 (Road Map, 2015). Consequently, trilingual education in Kazakhstan refers to using
three languages: Kazakh, Russian and English as mediums of instruction for the
aforementioned subjects from the 7" grade, and as separately taught languages in
education from the 1* grade.

The implementation of trilingual education has already started in some schools,
though, the majority of schools seem to be neglected by policymakers because of schools’
poor conditions (Irsaliyev et al., 2017b). The schools that practice trilingual education tend
to have better financial support that include Daryn schools, Nazarbayev Intellectual School
(NIS) and Bilim-Innovation Lyceums (BIL) (Mehisto, Kambatyrova & Nurseitova, 2014;
Irsaliyev et al., 2017b). According to the Road Map for trilingual education 2015-2020

(MoES, 2015), the implementation of the reform in all mainstream schools tend to
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continue, regardless of schools’ condition and regions by 2020-2021. With that in mind,
the number of schools in Kazakhstan is around 7450 units, including various types of
schools such as international schools, Daryn schools, NIS, BIL, ungraded schools, and
mainstream schools (Irsaliyev et al., 2017a). And 76.3% out of 7450 units of schools are
located in rural regions and have insufficient resources and conditions (Irsaliyev et al.,
2017a) to implement trilingual education. Thus, the implementation of trilingual education
in all mainstream schools from 2020-2021 seems to be unrealistic.

The literature review regarding trilingual education within the Kazakhstani context
revealed a shortage of empirical studies. Some of the studies focused on gifted education in
the frame of trilingual education (Yakavets, 2014), while others investigated language
policy from various perspectives (Ayazbayeva, 2017; Iyldyz, 2017; Karabassova, 2018;
Mehisto et al., 2014). The study done by Mehisto et al. (2014) found that teachers, head-
teachers, and government officials positively viewed trilingual education accepting its
advantages, though, encountered some difficulties such as poor material-technical base,
poor linguistic skills, a lack of theoretical guidance and teacher training. More recent
studies conducted under the frame of trilingual education in Kazakhstan uncovered
stakeholders’ unpreparedness and misunderstandings about policy implementation
(Ayazbayeva, 2017; Iyldyz, 2017; Karabassova, 2018). Overall, these empirical data
disclosed that various groups of stakeholders have faulty understandings about trilingual
education, although it is planned to be implemented in all schools regardless of those

challenges.

Statement of Problem

The Kazakhstani government has an aim of raising and educating trilingual society
by 2020, which is likewise demanded from all school including rural schools (Kazakhstan

2050; SPED 2011-2020). In this regard, the primary aim of trilingual education is the
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development of multicultural and plurilingual individuals that will be competitive in the
world.

Despite these set goals, a number of problems exist within the implementation of
trilingual education in Kazakhstan. Firstly, there is an inadequate improvement of
infrastructure, poor teaching materials, and teacher training (Mehisto et al., 2014) that
seems to make unrealistic the implementation of trilingual education in all schools, yet,
around 76% out of 7450 units are located in rural areas (Irsaliyev et al., 2017a).
Consequently, rural school children might suffer from poor educational facilities that seem
to reduce their chances of quality in education (Altinyelken, Moorcroft & Draai, 2014;
Oladejo, 2006). Therefore, there is an urgent need to investigate rural school stakeholders’
perceptions and practices of trilingual education because the number of rural schools
outweigh the number of urban ones.

Secondly, there is a necessity to investigate perceptions of parents, teachers and
school administration, because previous studies revealed different stakeholders’
misunderstandings of the concept of tri/multilingual education (Lee, 1999; Sheffer, 2003).
Stakeholders’ misunderstanding may lead to certain challenges, impact their practices of
tri/multilingual education and/or hinder the reform implementation. Thus, raising the issue
of the rural school stakeholders’ understanding is significant because rural schools are in
much worse conditions compared with the urban schools (National report, 2017). The
successful implementation of the educational reform directly depends on principals’
knowledge (Padron & Waxman, 2016; Menken & Solorza, 2015), parental involvement
(Ritches & Curdt-Christiansen, 2010; Sui-Chu & Willms, 1996; Lao, 2004) and teachers’
classroom practices (Oattes, Oostdam, Graaff, & Wilschut, 2018).

Thirdly, the literature review revealed a number of studies that investigated

trilingual education from different perspectives, separately. The literature analysis shows a
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lack of research on triangulated data by sources, especially from rural contexts. Thus, this
study aims at filling in this gap.

In response to these problems, this research proposes to explore rural school
parents, teachers and school administrators’ perceptions and practices that they apply under
the frame of trilingual education. Exploring these stakeholders’ perceptions and practices
of trilingual education is crucial because firstly, it investigates the current situation of
trilingual education practices at the rural school from various perspectives. Secondly, the
findings of the research are compared to find out similarities and/or differences in three
groups of stakeholders’ responses in relation to their perceptions, thus, to take steps in
preventing any misunderstandings, if such occur. Thirdly, the data is triangulated to fill the

gap in the existing literature of Kazakhstan.

Research Purpose

The purpose of this qualitative case study is to explore various groups of
stakeholders’ perceptions and practices of trilingual education in one rural school in
Almaty Oblast. In this study, different stakeholders refer to parents, teachers and school
administrators. To achieve this purpose, the research questions posed in the study are:

1. How do the stakeholders perceive trilingual education?
2. How do the stakeholders practice trilingual education?

3. How similar or different are these stakeholders’ perceptions?

This study does not aim to generalise its findings to all secondary school parents, teachers
and administrators of rural regions of Kazakhstan. Rather, it focusses on a single case of
this specific rural school in Almaty Oblast as this school has been practicing trilingual
education since 2007. A qualitative case study with interviews being the main research

instrument was applied to achieve the research purpose and answer the research questions.
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Significance of the Study

The findings of this study can be of great importance to a number of stakeholders.
Firstly, the results of the study might contribute to parents’ better understanding of the
aims of trilingual education and the importance of parental involvement. Secondly,
teachers and school administrators have a chance to self-evaluate their own perceptions
and knowledge about trilingual education, that would contribute to the successful policy
implementation within schools and better classroom practices. On the other hand, this
study can disclose the challenges or any issues that parents, teachers and school
administrators encounter which further can be considered and solved by policymakers.
Moreover, the study contributes to the field of multilingual education research in the
Kazakhstani context as there is a scarce number of triangulated studies related to trilingual
education. Triangulation is advantageous to validate the data. This study can be an asset
and valuable resource for more effective policy implementation.

Thesis Outline

The thesis structurally composes of six major chapters, references and appendices.
Firstly, the Introduction chapter includes background information about the research topic,
the problem statement, the research questions and purpose, and the significance of the
study. The Literature review is the second chapter that contains key concepts, various
groups of stakeholders’ perceptions and practices of multilingual education within the
international and national contexts. Thirdly, the Methodology chapter provides the
descriptions of the applied research design, method, research instruments, data collection
procedures and used data analysis. The fourth chapter is the Findings, where the major
study results that answer the research questions are represented thematically. Within the
Discussion, which is the fifth chapter, the findings are interpreted in relation to the

previous research. Finally, the Conclusion chapter summarizes the entire study, briefly
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restating the major findings, giving recommendations, implications, limitations of the

study and suggestions for further research.
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Literature Review
The purpose of the study is to explore and compare rural school parents, teachers,
and school administrators’ perceptions and practices of trilingual education within their
domains. Therefore, the current chapter provides a review of the existing literature on the
notion of trilingual education, different groups of stakeholders’ perceptions and practices
of trilingual education exploring them in the national and international contexts.
Investigating these notions is crucial because it contributes to answering the research

questions:

1. How do the stakeholders perceive trilingual education?
2. How do the stakeholders practice trilingual education?

3. How similar or different are these stakeholders’ perceptions?

The qualitative approach with a case study design was applied to answer these research
questions. The outline of the literature review is as follows: firstly, it starts with the
explanation of the key concepts; secondly, it describes the concept of trilingual education.
Thirdly, it provides the analysis of stakeholders’ perceptions on tri/multilingual education
with four major subcategories: stakeholders’ understanding of the concept of multilingual
education, stakeholders’ perceptions of the role of languages, stakeholders’ views towards
the time of introducing trilingual education, and stakeholders’ concerns regarding
trilingual education, respectively. Fourthly, it presents the data regarding the stakeholders’
practices in providing multilingual education. The subcategories include stakeholders’ use
of the languages in their domains, teachers’ practices of translanguaging, parents’ use of
additional resources, respectively. Finally, the literature review addresses the studies

related to trilingual education in the Kazakhstani context.



TRILINGUAL EDUCATION: PERCEPTIONS AND PRACTICES 10

Key Concepts

This section provides the key concepts that help to understand the central
phenomenon of the study. The central phenomena are the concepts of perception and
practice. According to Imenda (2014), it is essential to apply a certain framework because
it facilitates to “an integrated understanding of issues within a given field of study, which
enables the researcher to address a specific problem” with clarity (p. 5). Therefore, the
study uses two concepts: perceptions and practices to further guide and answer the
research questions. The outline of the conceptual framework section is as following: firstly,
it defines the concept of perceptions from various scholars’ perspectives and summarizes
with the one that corresponds to this study; secondly, it explores the concept of practices in
education from a number of researchers’ viewpoints, then, concludes with the one that is
suitable for this study.

The concept of perception

The explanation of the concept of perception is significant because the primary
purpose of this study is to explore various groups of stakeholders’ perceptions towards
trilingual education. Moreover, the main research questions are: how do the stakeholders
perceive trilingual education? And How similar or different these stakeholders’ perceptions
are? Therefore, the discussion of this concept is significant in this study.

The definition of the concept of perception is multidimensional. The literature
analysis showed that the concept of perception is defined differently in various fields
(Dulton-Puffer & Smit, 2013; Hochberg & Hochberg, 2010; lannone, 2001; McLeish,
1993; Sandywell, 2011). In philosophy, the concept of perception refers to the
understanding of objects by mode of sense (Iannone, 2001; McLeish, 1993). According to
Iannone (2001), it is translated from Latin as “gaining knowledge through the senses” and

“apprehension with the mind”. Generally speaking, the concept of perception in
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philosophy is a process of interpreting specific information as one’s understanding
(Sandywell, 2011). On the other hand, in psychology, the term refers to the “experience of
obtaining sensory information about the world of people, things, and events and the
underlying processes” (Hochberg & Hochberg, 2010). However, the earlier definition of
the concept of perception was as a “process by which things, events, and relationships
become phenomenally "here," "now" and "real” (Hochberg, 1956, p. 401). Collectively,
analysing the above definitions of the concept of perception it might be explained that
perception is a process of interpreting the knowledge and making it one’s own belief,
though it might not correspond with the actual knowledge.

As for its use within the educational field, the concept of perception was applied
within previous empirical studies that explored parents’ perceptions of multilingual
education (Ramos, 2007; Riches & Curdt-Christiansen, 2010); teachers and administrators’
perceptions of bi/multilingual education (Dulton-Puffer & Smit, 2013; Padron & Waxman,
2016; Skinnari & Nikula, 2017; Xhaferi & Xhaferi, 2012; Yurdakul, 2015). According to
Yurdakul (2015) perceptions are made of by assigning a meaning to the knowledge.
However, some scholars interchangeably used the concept of perception with the concept
of beliefs (Dulton-Puffer & Smit, 2013; Riches & Curdt-Christiansen, 2010; Spolsky,
2007). According to Dulton-Puffer and Smit (2013), the psychological terms “perceptions
or beliefs are not identifiable nor observable”. Moreover, Dulton-Puffer and Smit (2013)
adapt the definition of beliefs provided by Barcelos (2003) to the concept of perception and
define it as “the participants’ intuitive and subjective knowledge of their teaching and
learning” (as cited in Dulton-Puffer & Smit, 2013, p. 549).

All things considered, the definition of the concept of perception was defined and
explained by various scholars’ perspectives in order to make it clear for the purpose of this

study. This investigation shows that the concept of perception can be applied in various
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fields starting from phycology to philosophy and education. Based on the above analysis, a
suitable definition of the concept of perception to this study was chosen which refers to a
process of obtaining a subjective knowledge and understanding about certain educational
features (Dulton-Puffer & Smit, 2013; Hochberg & Hochberg, 2010). The next subsection
below discusses the concept of practices in education.

The concept of practices

Another key concept that needs explanation is the stakeholders’ practices. The
explanation of the concept of practices is significant because the primary purpose of this
study is to explore various stakeholders’ practices of trilingual education in certain
domains. Moreover, one of the main research questions is: how do the stakeholders
practice trilingual education? Therefore, discussing and understanding this concept is
essential to achieve the research purpose. The concept of practices has been applied to a
number of empirical studies. If some scholars investigated multilingual education trends
and practices (Bahous, Bacha & Nabhani, 2011; Manan, Dumanig & David, 2017; Pastor,
2009), others explored various groups of stakeholders’ practices of bi/multilingual
education (Altinyelken et al., 2014; Lao, 2004; Nunan, 2003).

One of the definitions of the concept of practice is provided by Spolsky (2007).
The scholar (2007) defines practices as “the observable behaviours and choices — what
people actually do” (p. 3). Similarly, in their studies Dalton-Puffer and Smit (2013) and
Shohamy (2006) applied Spolsky’s (2007) conceptualization of practices, saying that
practices are noticeable actions. In a similar vein, Sutton and Levinson (2001) introduced
the concept of appropriation, which also refers to the actual practices. Considering the
definitions of the concept of practices above, a suitable definition of practices outlined as
follows. In the scope of this thesis, the concept of practices would refer to the various

groups of stakeholders’ actual practices in enacting trilingual education in their domains
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which might include: involvement, applying certain strategies and/or pedagogical
approaches (Spolsky, 2007; Sutton & Levinson, 2001).

To sum up, the key concepts that are being applied within this study are perceptions
and practices. As this study explores various groups of stakeholders’ perceptions and
practices of trilingual education it is determinative to clearly explore these two concepts
because it helps to answer the research questions and achieve research purpose. In the
scope of this study, the concept of perception would refer to the process of obtaining a
subjective knowledge and understanding about certain educational features (Dulton-Puffer
& Smit, 2013; Hochberg & Hochberg, 2010), and the concept of practices would refer to
the various groups of stakeholders’ actual practices in enacting trilingual education in
certain domains which might include: involvement, applying certain strategies and/or
pedagogical approaches (Spolsky, 2007; Sutton & Levinson, 2001).

The Concept of Trilingual Education

This section of the literature review discusses the concept of trilingual education
and its practices in the international context. The paragraphs are outlined as follows:
firstly, it discusses the concept of trilingual education from different scholars’ perspectives.
Secondly, the chapter explains the distinction of trilingual education from third language
acquisition because of the misunderstanding of these two concepts by various stakeholders.
Lastly, it provides a review of the language components in the frame of tri/multilingual
education across the world as there is a tendency to consider tri/multilingual education as
learning English.

The concept of trilingual education should be clearly defined in order to reach the
research aim and answer the research questions. The scholars in the field of multilingual
education do not achieve a consensus regarding the definition of the concept of trilingual

education because of the complexity of the term. Some scholars claim that the concept of
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trilingual education refers to teaching in three languages (Ytsma, 2001), while others give
a broader definition saying that the concept of trilingual education refers to two-way
immersion with an additional foreign language (Cenoz, 2009). The only feature of the
trilingual education that all scholars agree with is the complexity of its definition (Brohy,
2005; Cenoz, 2009; Ytsma, 2001). The earlier paper of Cenoz et al. (2001) define trilingual
education as the “use of three languages of instruction” (p. 3). On the other hand, Brohy
(2005) claims that the concept of trilingual education is an umbrella term for different
types of education. Moreover, Brohy (2005) provides the different forms of trilingual
education: a) strong form — three languages as mediums of instruction; b) intermediate
form — bilingual education with third language acquisition; c) weak form — L2 and L3
language classes (p. 140). Finally, Ytsma (2001) proposes a definition of the concept of
trilingual education where “three languages are both taught as school subjects and used as
mediums of instruction” (p. 12). Considering those definitions, Ytsma’s (2001) definition
seems to be more suitable to the scope of this thesis, because it corresponds with the
explanation of the concept of trilingual education (Road Map, 2015) which is applicable in
the Kazakhstani context. The next subcategory provides the distinction of trilingual
education from third language acquisition.

Another aspect that needs clarification in the frame of trilingual education is the
distinction between trilingual education and third language acquisition. It is significant to
identify its differences for this study because the accepted definition of trilingual education
by the Kazakhstani policy documents is different from third language acquisition.
According to Brohy (2005) and Cenoz et al. (2001) there is not yet a clear distinction
between trilingual education and third language acquisition. Plenty of empirical studies
investigated the role of third language acquisition (Bardel & Falk, 2007; Cenoz, 2003;

Magiste, 1984; Sanz, 2000). A number of studies have explored trilingual education from
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different perspectives such as ethnic language speakers, various contexts and majority
languages (Adamson & Feng, 2009; Cenoz et al., 2001; Genesee & Lambert, 1983; Ytsma,
2001). However, the distinction between the following two notions: third language
acquisition and trilingual education have not yet been separated. It is blurred (Cenoz et al.
2001). For the purposes of this study, it is crucial to identify the difference of trilingual
education from third language acquisition because this study seeks to explore how various
groups of stakeholders perceive trilingual education. The misidentification of these
concepts may lead to misinterpretation and subsequently, incorrect findings. Although
there is no clear consensus upon these two concepts, trilingual education would refer to
using three languages as mediums of instructions and third language (L3) acquisition
would refer to learning a third foreign language in the scope of this thesis.

Finally, another aspect that needs clarification within the frame of trilingual
education is its language components. Basically, the language components mean the
languages involved in trilingual education. Although the literature review explores various
contexts, the language which is mostly associated with multilingual education is — English.
English is used as a lingua franca, medium of instruction and as an international foreign
language (Lao, 2004; Oladejo, 2006). For instance, English in the US context is used as the
medium of instruction with additional Spanish and Chinese languages (Lao, 2004; Menken
& Solorza, 2013; Padron & Waxman, 2016; Shin & Krashen, 1996). On the contrary, in
Hong Kong, China, Finland, the Netherlands - English is used as an additional foreign
language which is introduced as a mandatory international language or the language of
instruction (Chung, 2008; Jian, 2013; Oladejo, 2006; Wang & Kirkpatrick, 2013; Xhaferi
& Xhaferi, 2012). Knowing that English is a widely applied language component of
multilingual education across the world is significant to this study because the Kazakhstani

context is no exception. It also employs English as a component of trilingual education. An
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awareness of the role of English within international contexts may explain some

stakeholders’ perceptions of trilingual education which is discussed in the next paragraph.

Stakeholders’ Perception of Tri/multilingual Education

This section provides an analysis of the international literature on three different
groups of stakeholders’ perceptions towards bi/multilingual education. The subcategories
include stakeholders’ understanding of the concept of multilingual education,
stakeholders’ perceptions of the role of languages, stakeholders’ views towards the grade
of introducing trilingual education, stakeholders’ concerns regarding trilingual education.
Due to the variety of international literature, within the scope of this thesis, the concepts
such as bi/multilingual education and trilingual education are used interchangeably.

Stakeholders’ understanding of the concept of tri/multilingual education.
Stakeholders’ clear understanding of multilingual education appears to be crucial for its
development and successful implementation. With this regard, a number of studies exist
that investigated multilingual education from various stakeholders’ perspectives. Most
studies tend to focus on parents’ views on language aspects of bilingual education and their
reasons for enrolling children to such schooling (Chung, 2008; Oladejo, 2006, Lao, 2004;
Ramos, 2007). Other scholars investigated teachers and administrators’ perceptions of
language policy implementations at schools (Basurto, Wise, & Unruh, 2006; Menken &
Solorza, 2013; Wang, 2008). As for stakeholders’ understanding of educational reform, all
three groups of stakeholders had contrasting views.

Firstly, the studies show that parents had various understandings regarding
bilingual education (Lao, 2004; Lee 1999; Shannon & Milian 2002; Sheffer, 2003). If
some parents had a clear understanding of the concept and its principles, viewing it as
development of academic English and native language (Lao, 2004; Shannon & Milian

2002), others misunderstood the educational goals and even were unaware of education
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type their children enrolled to (Lee, 1999; Sheffer, 2003). In the surveys conducted by Lao
(2004) and Shannon and Milian (2002), the majority of the parents valued and understood
the underlying principles of bilingual education. Lao (2004) states that parents understood
the importance of “being bilingual and biliterate” (p. 113) and its advantages. As for those
who misunderstood the concepts, Lee (1999) and Sheffer (2003) found that some parents
were not aware of the education type and its goals that their children were enrolled to.
Sheffer (2003) discovered that only a small proportion of parents who were surveyed knew
the peculiarities of bilingual education, others were unacquainted with it. Similarly, the
earlier study done by Lee (1999) concluded that although some parents were aware of
bilingual education in general, they had “little understanding of different models and
programmes” of it (p. 204).

Secondly, educators’ understanding regarding bi/multilingual education differed,
too. In general, teachers and administrators’ understandings of the concept of
bi/multilingual education mostly depended on their prior knowledge and educational
background. The scholars found a correlation between these variables such as educators’
educational background and knowledge with their understandings of the educational
reform (Menken & Solorza, 2015; Menken & Solorza, 2013; Shin & Krashen 1996). The
earlier study of Shin and Krashen (1996) investigated how teachers understood bilingual
education and its theoretical underpinnings and found that around 70% of surveyed
respondents’ answers were “in agreement with the underlying principles of bilingual
education” (p. 48). In other words, the surveyed teachers’ understandings of bilingual
education coincided with its definition. Moreover, the scholars (1996) claim that those
teachers who had sufficient background and knew more about bilingual education tended
to support it. Similarly, Menken and Solorza (2015) and Menken and Solorza (2013)

concluded that the school administrators that had an educational background in
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bilingualism had a clear understanding of the concept of bilingual education, those who did
not have appropriate education misunderstood the concept.

Collectively, these studies show the importance of all three groups of stakeholders’
understandings regarding bi/multilingual education as they are the main actors of education
provision. Misunderstanding of certain educational concepts by those stakeholders
probably hinder its implementation process, impact their practices or even change its
direction. Therefore, further investigation is needed to explore various groups of
stakeholders’ understandings and the factors that affect their understanding and/or
misunderstanding. The next section below presents the literature review regarding the
stakeholders’ perceptions of the role of languages.

Stakeholders’ perceptions of the role of languages. This section of the literature
review will cover various groups of stakeholders’ perceptions towards the role each
language plays in tri/multilingual education. This part is outlined as following: firstly, it
describes how different groups of stakeholders perceived their primary language, first
language or native language, secondly, it examines how three groups of stakeholders
perceived the role of English, thirdly, as Russian is one of the components of trilingual
education in Kazakhstani context, it will investigate the role of Russian in our context.

A large and growing body of literature has investigated different groups of
stakeholders’ perceptions towards native language, though, most of them were from
parents’ perspective (GuatPoh et al. 2017; Park & Sarkar, 2007; Riches & Curdt-
Christiansen, 2010; Shin, 2000; Zhang & Slaughter-Defoe, 2009). Moreover, various
concepts were utilized to describe one’s first language. Therefore, in the scope of this
research, the terms: primary language, first language, mother tongue and/or native
language would refer to the speaker’s main language and would be interchangeably used.

Much of the current literature on learners’ L1 pays particular attention to how parents
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perceive their native language (GuatPoh et al. 2017; Park & Sarkar, 2007; Riches & Curdt-
Christiansen, 2010; Shin, 2000; Zhang & Slaughter-Defoe, 2009) because parents’ views
towards their native language impacts on the type of education they choose for their
children. Analysis of these studies revealed that parents’ views towards the first language
can be divided into two directions. If some parents considered maintaining their first
language (L1) as advantageous for literacy transfer skills (Shin, 2000), others perceived L1
as a bridge to maintain culture and identity (GuatPoh et al. 2017; Riches & Curdt-
Christiansen, 2010). On the one hand, Shin (2000) found that the majority of respondents
maintain their L1 as it helps them to acquire English better, stating that “primary language
is necessary to facilitate acquisition of English” (p. 96). In other words, his research
participants emphasized that knowing L1 is important to better foster the acquisition of
other language components of tri/multilingual education. On the other hand, Riches and
Curdt-Christiansen (2010) claim that L1 is necessary as it describes one’s ethnic and
sociocultural identity and a “sense of belonging within their culture” (p. 550). Similarly,
GuatPoh et al. (2017) found that one’s native language is an important feature that defines
one’s ethnic identity. In short, those studies declare that most respondents stress the
importance of preserving their first language and/or native language as they perceive it
would facilitate children to identify their culture and ethnicity.

As for the role of English as one of the main language components of
tri/multilingual education, it is perceived the language of higher education and better
employment by some groups of stakeholders (Curdt-Christiansen & Wang, 2018; Lao,
2004; Ramos, 2007; Shin, 2000; Young & Tran, 1999). According to Crystal (1997),
English is the global language, it occupies the role of the foreign language in education,
and taught in more than one hundred countries. Such positive perceptions towards the role

of English is supported by a number of groups of stakeholders within empirical studies
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below. Curdt-Christiansen and Wang (2018) assert that English plays a significant role in
education, as the majority of respondents of their study claimed that English brings
“professional opportunity, educational possibility and international social mobility” for
learners (p. 13). Moreover, such practical advantages of English were defined as an
instrumental value of the English language, meaning its advantages for education,
employment and socialization (Curdt-Christiansen & Wang, 2018). In the same vein,
Ramos (2007) and Shin (2000) investigated that the majority of parents valued English for
its career-related advantages and positive self-image of the speaker. As for the school
administrators, Wang and Kirkpatrick (2013) claim that they perceive the role of English
as the language of “learning environment” (p. 107). Overall, there is a tendency to consider
English as the language of higher education and career-related opportunities for students
by various groups of stakeholders.

As for Russian, its role in the Kazakhstani society is defined by the Law on
Languages (1997) where it states that Russian can be used in all managerial positions along
with the Kazakh language. Moreover, the amendment to the Law on Education (2007)
asserts that Russian is a mandatory subject in all educational levels. Furthermore, the State
Program of Education Development 2011-2020 set an aim that 90% of all population will
speak Russian by 2020 (MoES, 2011). The current language policy developed from the
project “Trinity of Languages” initiated by the President in 2007 outlines the roles of each
of three languages as following: “Kazakh as the national language, Russian as the language
of interethnic communication, and English as the language of successful integration in the
global economy” (Nazarbayev, 2007, p. 38). Collectively, these initiatives demonstrate the
importance of the Russian language in the Kazakhstani society. It seems to impact various
groups of stakeholders in the way they perceive the role of Russian in the Kazakhstani

context. According to Pavlenko (2006), Russian is mostly used as a lingua franca in
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Kazakhstan. Similarly, an empirical study was done by Matuszkiewicz (2010) also found
that Russian is used in most domains regardless of the speakers’ ethnicity. Those studies
are supported by a more recent one done by Sabitova and Alishariyeva (2015), who
investigate the use of Russian in Kazakhstan. Sabitova and Alishariyeva (2015) found that
Russian “functions in parallel with the Kazakh language and which increasingly gains the
role of the leading language” (p. 216). Based on these empirical data and official
documents, Russian seem to have a role of lingua franca in the Kazakhstani context.
However, Smagulova (2005) states that there is a lack of research regarding the role of
Russian in our society and further research is needed.

The stakeholders’ views towards the time of introducing multilingual
education. Stakeholders’ views towards the grade of introducing trilingual education are
important because it affects the way stakeholders perceive multilingual education.
Opposing views exist among various groups of stakeholders towards the age of foreign
language acquisition. Some scholars claim that based on the Critical Period Hypothesis
(Singleton, 2005) foreign language acquisition is beneficial at an early age. The Critical
Period Hypothesis refers to an ideal time span to acquire a foreign language, that appears
to be from arrival until puberty (Lenneberg, 1967). Others negate the idea of the Critical
Period Hypothesis and that learning a foreign language would be successful until puberty,
stating that foreign language acquisition can be successful at any time (Dechert, 1995;
Rothman, 2008). For this study, it is crucial to be aware of such theories of foreign
language acquisition because it seems to be a foundation for various groups of
stakeholders’ understanding regarding the introduction time of language components of
multilingual education.

Review of the literature on parents’ views towards the introduction time of the

language components of multilingual education revealed mostly unanimous respond.
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Recent evidence suggest that the majority of parents viewed the early introduction of
foreign languages as beneficial for their children. Moreover, English was mostly associated
as a foreign language in most cases (Chung, 2008, Griva & Chouvarda, 2012; Enever &
Moon, 2009; Oladejo, 2006). Oladejo (2006) found that parents’ preference for the early
introduction of a foreign language was linked to parents’ anxiety of failure to meet the
international standards of English proficiency level by their children. In the same vein,
Chung (2008) discovered that parents viewed the early introduction of the foreign language
advantageous because the majority of parents believed that early start will “bring about
better learning results” for their children (p. 433). Some scholars adopted a broader
perspective claiming that parents’ supported the early foreign language introduction, in
these cases English, because they believed it to have social and economic benefits for
social mobility, better employment opportunities and status (Griva & Chouvarda, 2012;
Enever & Moon, 2009). The evidence presented in this section suggests that the majority
of parents’ group of stakeholders perceived early foreign language introduction as useful
because of its social benefits.

As for the teachers’ views regarding the time of foreign language introduction, it
was also revealed that the majority of teachers positively perceived early introduction.
Surveys such as that conducted by Othman and Kiely (2016) have shown that around 95%
of all responding teachers expressed that “the earlier English is taught to children the better
the results” (p. 53). Similarly, such teachers’ beliefs regarding the early introduction of
foreign languages correspond with earlier works done by Moon (2000) and Liao (2007).
Although several studies have explored teachers’ beliefs towards the early introduction of
foreign languages and revealed positive perceptions towards it, (Mufioz, 2010; Nikolov &
Djigunovic, 2011; Roothooft, 2017), there is still insufficient data because these studies

mostly focused on teachers’ foreign language teaching methodology to young learners. As
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for the school administrators, no studies were found regarding administrators’ perceptions
of early foreign language introduction. Collectively, these studies outline a critical role for
the early foreign language introduction, parents perceived early foreign language
introduction to be important for social and economic benefits, teachers tend to focus more
on educational benefits of early foreign language introduction.

Stakeholders’ Practices of Tri/multilingual Education

This section provides the literature review regarding the different groups of
stakeholders’ practices of multilingual education in homes, classrooms and school
domains. The analysis is presented under the following two subcategories: stakeholders’
use of the languages in their domains and stakeholders’ concerns regarding trilingual
education and. The first subcategory also covers teachers’ practices of translanguaging
and parents’ use of additional resources.

The stakeholders’ use of the languages in their domains. This part of the
literature review analysis various groups of stakeholders’ language use in different
domains. Firstly, before reviewing actual practices of languages in different domains, there
is a need to explain the notion of domain because it is a multidimensional term and can be
understood differently. Crystal (2008) defines domains as a social group of people who
share a common set of behavioural rules such as domains of the family, church, workplace,
etc. Similarly, Spolsky’s (2007) generalization of the notion of domains also refers to a
specific social community such as homes, public media, government and workplace that
share the same linguistic regulation and location. Therefore, domains would refer to
homes, classrooms, schools in the scope of this study. Now, after identifying the notion of
the domain, in order to explore various groups of stakeholders’ language practices under
the frame of multilingual education, it is necessary to investigate their language practices

in those domains which include: language use at school, language use at classroom and
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language use at home domains.

Plenty of studies exist that investigated language policy from various perspectives.
However, a limited number of studies were found regarding the actual practices of
languages in multilingual education within school domains (Mensah, 2015; Nyaga &
Anthonissen, 2012; Probyn et al. 2002; Shameem, 2002). According to Mensah (2015),
public school administrators have no choice except for following the rules set by
authorities about the languages that should be used at school levels. In other words, public
schools seem to be required to use certain languages as mediums of instruction that were
prescribed by higher educational authorities or educational policy initiatives. However,
such prescribed linguistic requirements appear to be not practiced in reality (Nyaga &
Anthonissen, 2012; Probyn et al., 2002; Shameem, 2002). Probyn et al. (2002) claim that
there is a wide gap between the required language policy and the actual language practices
at school levels. Similarly, Nyaga and Anthonissen’s (2012) school observations revealed
that certain school administrators misinterpreted the language policies and practiced it
differently from what was required. Both studies of Probyn et al. (2002) and Nyaga and
Anthonissen (2012) show that certain languages e.g. local languages were misused opting
the use of a more prestigious one. In the same vein, Shameem (2002) found that actual
language practices at the school level are quite different from what was assumed in the
policy level. For instance, within the policy level, schools were required to teach in mother
tongue at the primary level in Fiji, though, in practice English immersion was promoted by
the administration. Overall, evidence suggests that public schools and administration are
required to follow the language policies set by higher educational authorities and/or policy
documents. However, the extent to which administrators explicitly apply the required
languages within schools seems to be questionable. According to Probyn et al. (2002),

Nyaga and Anthonissen (2012) and Shameem (2002), there is a tendency to neglect certain
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languages in the frame of language policy by school administrators and educators. Possible
explanations for that are the status of languages: prestigious or low status (Mensah, 2015;
Probyn et al. 2002) and/or poor teaching resources in local languages (Nyaga &
Anthonissen, 2012).

As for the languages used within classrooms, its practices likewise differed.
Analysing the literature regarding language use within classrooms in multilingual
education revealed that some teachers strictly followed monolingual approach or
immersion in teaching (Bostwick, 2001; Cheng et al., 2010; Jeon, 2008), while others
allowed the use of L1 or bilingual approach (Cook, 2001; Kang, 2012; Karathanos, 2009;
Tarnopolsky & Goodman, 2014). Although different definitions of the monolingual and
immersion approach exist, it would be referred to as an approach for teaching through the
medium of the target language within the scope of this thesis (Jeon, 2008). There is a
widespread assumption that L2 is more successfully acquired if students are immersed in
the target language (Bostwick, 2001; Jeon, 2008). The study done by Cheng et al. (2010)
confirms that the learners’ target language proficiency within the immersion program was
much better than those of non-immersion. Similarly, the study done by Shameem (2002)
and Shameem (2004) also revealed that the monolingual approach in teaching was best to
facilitate learning from teachers’ perspective. On the other hand, other teachers encouraged
the use of L1 when teaching through the medium of the target language (Cook, 2001;
Kang, 2012; Karathanos, 2009; Tarnopolsky & Goodman, 2014). Cook (2001) and Kang
(2012) point out that the use of L1 helps to develop the target language proficiency and
increases the meta-cognitive process. Moreover, Cook (2001) claims that students’ L1
should be treated as a resource so that teachers can meaningfully use it to better explain the
subject. The empirical studies of Karathanos (2009) and Tarnopolsky and Goodman (2014)

support that L1 use within classrooms positively impacts students’ academic achievement.
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An ethnographic study done by Tarnopolsky and Goodman (2014) found out that teachers
and students were quite positive to use their L1 when studying through the medium of the
target language. From their point of view, the use of L1 made learning “easier and faster,
not damaging or slowing down the process of target language acquisition” (p. 394).
Collectively, that evidence suggest that language use within classrooms varied, from
applying the monolingual approach to the bilingual approach in teaching the content
through the medium of the target language. Application of monolingual or bilingual
approach seems to depend on teachers’ attitudes towards the role L1 plays in the
classroom: as a resource (Cook, 2001) or problem.

Another domain of language use under the frame of multilingual education relates
to home domains. There is a necessity to investigate languages used at home because
certain language practices at home may hinder or succeed in multilingual education, thus,
impact learning (Branum-Martin et al., 2014). The parents’ language use within homes can
be divided into two subcategories: firstly, those that maintained their first language (L1)
and promote the target language (Curdt-Christiansen, 2009; Riches & Curdt-Christiansen,
2010; Tuominen, 1999); secondly, those who shifted to target language (Lao, 2004; Curdt-
Christiansen & Wang, 2018). Within the first subcategory, parents maintained their first
language (L1) because of cultural values the L1 entails and promoted the target language
because of its practical advantages to their children’s future (Curdt-Christiansen, 2009;
Riches & Curdt-Christiansen, 2010). For instance, Chinese families in Canada preserved
their L1 as a linchpin for traditions and cultural values, whereas, French and English were
learned at school level (Riches & Curdt-Christiansen, 2010). Similarly, the earlier study
done by Tuominen (1999) found out that some parents purposefully used their native
language with their children to preserve it as parents believed that native language connects

their children with the home country, and the target language was acquired within schools.
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On the contrary, the studies done by Lao (2004) and Curdt-Christiansen and Wang (2018)
discovered that some parents shifted to the target language within the home domains and in
communication with their children. Lao (2004) explains such practices as poor language
proficiency of parents’ native language and a lack of activities in native languages. On the
other hand, Curdt-Christiansen and Wang’s (2018) interpretations of such findings relate to
the high status of the target language, English in this case, and the low status of the native
language. Overall, language use within home domains varied, if some parents preserved
their L1 and promoted the target language, other parents shifted to the target language
because of a lack of exposure to the native language and high status of the target language.

Collectively, this section of the literature review provides the language used within
different domains such as schools, classrooms, and homes. It was significant to identify the
language used within different domains because it helps to answer the research question of
how various groups of stakeholders practice tri/multilingual education in their domains.
The literature analysis revealed that school administrators are required to use the languages
set by policies, though misuses occurred. Similarly, teachers’ practices of languages within
tri/multilingual education differed from what was required by school administration and
policies. As for the parents’ language use within homes, some of them succeeded in
preserving their L1 and supporting the target languages, while others shifted to the target
language. Below, the teachers’ practices of translanguaging are analysed as it pertains to
the stakeholders’ language use within different domains subcategory.

Teachers’ practices of translanguaging. The literature analysis revealed two major
practices within tri/multilingual education that teachers use in classroom domains such as
codeswitching and translangauging. Those practices are explained below.

Firstly, one of the most common practices applied by teachers in tri/multilingual

education appears to be translanguaging. Otheguy, Garcia and Reid (2015) explain
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translanguaging as the “deployment of a speaker’s full linguistic repertoire” (p. 281).
Another definition of translanguaging is provided by Lewis, Jones and Baker (2012) who
state that translanguaging is a practice of two or more languages for learning and teaching
purposes in one class. Garcia (2009) states that learners’ language repertoire should be
used as a resource, and argues that translanguaging is separate from codeswitching.

As for the studies related to teachers’ practices of translanguaging, the researchers
affirm that teachers were aware of the translanguaging strategy and its goals in teaching
(Creese & Blackledge, 2010; Hornberger & Link, 2012). Hornberger and Link (2012)
declared that translanguaging appears when bilingual learners use different linguistic
features to meaningfully communicate. Moreover, Hornberger and Link (2012) argue that
teachers’ translanguaging practices help them to identify how to use learners’ language
repertoires for successful educational experiences. As for Creese and Blackledge (2010),
they highlighted the major reasons for teachers’ translanguaging practices. It included
classroom management, students’ easy understandings of the learning processes, the
inclusion of all students, encouraging participation, development of informal relationships
between teacher and learner and eliciting ideas (Creese & Blackledge, 2010).

Codeswitching is another type of practice used by teachers in tri/multilingual
educational environment, it refers to mixing two or more languages or its varieties in one
speech (Milroy & Muysken, 1995). Although the literature clearly demonstrates a
distinction between codeswitching and translanguaging practices for teaching purposes,
some scholars investigated teachers’ practices of codeswitching in multilingual education
(Altinyelken et al., 2014; Bahous et al., 2011; Henn-Reinke, 2012; Oattes et al., 2018;
Wang & Kirkpatrick, 2013).

As aforementioned, some scholars utilized the concept of codeswitching to describe

teachers’ practices within the classroom domains (Altinyelken et al., 2014; Bahous et al.,
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2011; Henn-Reinke, 2012; Oattes et al., 2018; Wang & Kirkpatrick, 2013). The literature
analysis uncovered a number of reasons for teachers’ practices of codeswitching. Wang
and Kirkpatrick (2013) reported that Hong Kong teachers mostly codeswitched from
English to Cantonese because of learners’ low level of English proficiency, to help them
understand the learning materials. On the other hand, other teachers practiced
codeswitching to help to facilitate learners’ education progress (Altinyelken et al. 2014).
According to Altinyelken et al. (2014), some teachers in Uganda purposefully
codeswitched to English in performing certain tasks to prepare learners to transition to
EMI in the upper secondary level, thus, adapting the bottom-up approach in teaching.
Collectively, these studies indicate that teachers’ practices of codeswitching and/or
translanguaging take place in multilingual education implicitly and explicitly, but, the
reasons why teachers’ switched the languages appear to be the same, to facilitate learners’
educational progress. The next section covers the parents’ use of additional resources as it
is the part of stakeholders’ language use in different domains subcategory.

Parents’ use of additional resources. This section presents the literature review
regarding parents’ use of additional resources for children in providing tri/multilingual
education. Parents’ practices within tri/multilingual education are usually associated with
their investment (Guryan, Hurst, & Kearney, 2008) and involvement (Hoover-Dempsey &
Sandler, 1995) in children’s education. However, this literature review will cover only
those studies that focus on parents’ use of private language tutoring for children as an
additional resource because it seems to be one of the widely used practices in supporting

children’s education from parents’ perspective

The majority of the studies unanimously affirmed that parents provide their
children with private language tutoring to enhance their children’s linguistic skills (Bray,

1999; Nunan, 2003; Park, Byun, & Kim, 2011; Reichelt, 2006; Xuesong, 2006). The
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earlier study done by Nunan (2003) found that English has affected the major education
dimensions such as university entry requirement, job progression, curriculum, and
research. That seems to be one of the common reasons why parents send their children to
private sectors to master English, so children could gain those facilities. In a similar vein,
Reichelt’s (2006) analysis showcase that parents send their children to private English
tutoring in order to facilitate children’s progress to “get ahead” and “earn certificates such
as those in the Cambridge certificate system” (p. 8). Overall, Xuesong (2006) determines
such parental practices as a strategy to provide a child with “extended language exposure,
enhance interest, and increase confidence in learning English” (p. 291).

Although such private language tutoring appears to be a widespread practice in
education, little research is undertaken in this direction. According to Bray (1999), private
tutoring is a “phenomenon that has escaped the attention of researchers and education
planners” (p. 7) and emphasizes to investigate its impact on students’ academic progress.
Bray (1999) names private tutoring metaphorically as a “shadow education system”
because it provides supplementary tutoring of the main educational system as its shadow.
However, in the view of Park, Byun and Kim (2011), private tutoring is an educational
“service that can be customized to the specific needs of the child” (p. 6). In other words,
parents’ use of additional resources such as private language tutoring seems to be today’s
demand and response to the education system and development of English. Taken together,
these studies stress the necessity to further explore such parental practices to find out the
reasons behind and its educational outcomes in the Kazakhstani context.

Stakeholders’ concerns regarding tri/multilingual education provision at
schools. This section of the literature review provides the major concerns that different

groups of stakeholders face in providing multilingual education. The concerns include the
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regional inequalities of rural-urban schools and external factors that impact various groups
of stakeholders in implementing multilingual education.

Firstly, analysis of the literature revealed that tri/multilingual education
implementation within rural schools fell behind than those in urban schools (Altinyelken et
al., 2014; Nunan, 2003; Oladejo, 2006; Wang, 2008). Some groups of stakeholders were
concerned about the regional inequalities because of the poor access to effective English
instruction (Altinyelken et al., 2014; Nunan, 2003; Wang, 2008). For instance, Altinyelken
et al. (2014) said that parents’ group of stakeholders were concerned with the provision of
tri/multilingual education in rural schools because rural schools taught English as a subject,
whereas, urban schools used English as a medium of instruction. Similarly, Wang (2008)
found that rural teachers demonstrated their concerns towards the regional inequalities of
rural schools saying that rural schools struggled with poor foreign language proficiency. In
other words, various groups of stakeholders perceived the regional inequalities of rural-
urban schools as their major concern in providing tri/multilingual education because of the
poor quality of English.

Secondly, the teachers’ group of stakeholders were concerned with the external
factors that impacted the implementation of educational reform. According to Wang and
Cheng (2009), the external factors refer to the influence from “outside the classroom such
as sociocultural, political, or administrative, that teachers have little or no control over” (p.
139). In other words, the external factors included curriculum, large class sizes, teaching
materials, ill-equipped classrooms, and support from other departments which are not
controlled by each group of stakeholder. For instance, Altinyelken et al. (2014) claims that
some teachers were unfamiliar with the teaching methodology used to teach the content
through the medium of the foreign language. On the other hand, Wang (2008) and Skinnari

and Nikula (2017) found that some schools failed to provide teachers with clear theoretical
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guidance and support to provide multilingual education, thus, the absence of theoretical
support caused teachers certain issues.

Another external factor that different groups of stakeholders were concerned with
relates to the lack of resources. For instance, Jian (2013) stated that the majority of the
teachers in his study were concerned with the lack of course books to provide
tri/multilingual education. Similarly, the school administrators group of stakeholders also
problematized the shortage of teaching materials in providing effective multilingual
education that further hindered its implementation (Negron, 2015). Furthermore, Bahous et
al. (2011) concluded that although some teachers are in favour of and support providing
tri/multilingual education, due to the lack of resources the majority of the teachers failed to
teach. All things considered, these studies demonstrate that different groups of
stakeholders had various concerns regarding the provision of multilingual education. If
most parents were concerned with the regional inequalities of the schools, teachers
problematized the lack of theoretical guidance and administrators stressed the importance
of teaching materials in providing multilingual education.

Taken together, the abovementioned studies demonstrate a diversity of
stakeholders’ concerns in providing tri/multilingual education. The literature analysis
clearly shows that a number of factors affect various groups of stakeholders’ practices of
tri/multilingual education in their domains. Although plenty of studies exist in relation to
different groups of stakeholders’ perceptions and practices of tri/multilingual education in
the international contexts, there is a shortage of studies done in Kazakhstan in the frame of
trilingual education. Therefore, this study aims to fill in this gap and will be an asset and a
foundation for future studies in the field of tri/multilingual education.

Trilingual Education in the Kazakhstani Context

The chapters above discussed a broader picture of multilingual education within the
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international contexts and from the various perspectives, this chapter provides the studies
related to trilingual education in the Kazakhstani context. The literature review regarding
trilingual education in Kazakhstan revealed scarce research in this field. Some studies
explored the implementation of trilingual education and language policy in the
Kazakhstani context from different perspectives (Mehisto et al., 2014; Karabosava, 2018).
Mehisto et al. (2014) conducted three case studies in the schools that provide trilingual
education in three different regions. The scholars (2014) explored educators and
government officials’ perceptions of trilingual education. The findings revealed that
although teachers, head-teachers, and government officials positively viewed trilingual
education accepting its importance and advantages, they encountered some difficulties.
These difficulties were related to the lack of learning materials, teacher developmental
courses, the poor linguistic skills of both teachers and students, and the appropriate
guidance in trilingual education implementation. The findings revealed that the study
participants had limited knowledge of trilingual education implementation (Mehisto et al.,
2014). A more recent study which was done in the frame of trilingual education in the
Kazakhstani context explored teachers’ conceptualization of CLIL pedagogy
(Karabassova, 2018). Here, the scholar found that teachers were unaware of their role in
facilitating students’ linguistic proficiency. In other words, content teachers were inclined
to teach explicitly the content matter neglecting teaching the target language (Karabassova,
2018).

Review of Nazarbayev University masters and doctoral dissertations revealed some
qualitative studies that explored parents’ and teachers’ views and practices of trilingual
education. For instance, Ayazbayeva (2017) explored parents’ views on trilingual
education, language ideology, and practices. In her research, she found that participating

parents had a limited understanding of the educational policy, which might hinder its
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implementation. Another doctoral thesis done by Iyldyz (2017) investigated teachers’
beliefs and classroom practices of trilingual education in secondary schools in Kazakhstan.
Here, the author (2017) found that participating teachers interpreted and enacted the policy
through the prism of their beliefs to facilitate their students’ knowledge. A few more
papers were found in relation to multilingualism, education and language policy in the
Kazakhstani context, but, they do not reflect trilingual education so far (Gaipov et al. 2013;
Zharkynbekova et al. 2014; Smagulova, 2008). Overall, these studies demonstrate the
complexity of the implementation of the policy, as to succeed in providing trilingual
education, policy-makers should take into account all stakeholders’ viewpoints, past
studies in the multilingual education field, international experiences, and other relevant
factors.

Overall, these studies served as a foundation for the current research. Though they
investigated different aspects of trilingual education enactment and perceptions of different
stakeholders, there are no studies that use the data triangulation method to explore the
perceptions and practices of the various groups of stakeholders. Such triangulated studies
are important because it may give a broader picture of the current situation and identifies
the gaps in trilingual education implementation. Review of the existing literature in the
Kazakhstani context discovered a gap, such as a lack of triangulated data from different
perspectives such as those of parents, teachers and school administrators. Moreover, the
abovementioned studies were mostly conducted in the urban areas of Kazakhstan.
However, it was previously stated in the introduction chapter that around 76.3% of all
schools in Kazakhstan are situated in rural areas (National report, 2017). Therefore,
making use of these studies, and adapting them to some extent would facilitate my research
which aims to explore the rural school stakeholders’ perceptions and practices of trilingual

education.
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To sum up, the literature review demonstrated the complexity of trilingual
education and its implementation. The literature analysis indicates that some similarities
and differences exist in stakeholders’ perceptions and practices. As abovementioned, the
purpose of the current study was to determine how major stakeholders perceive and
practice tri/multilingual education in their domains in the international and local contexts.
Firstly, the literature review started by discussing the key concepts, secondly, it covered
the concept of trilingual education. Then, it addressed the various groups of stakeholders’
perceptions and practices of tri/multilingual education, respectively. Lastly, after these
discussions, it was narrowed down to the explanation of trilingual education within the
Kazakhstani context. The above literature analysis gave a foundation for developing
research instruments for this study which aimed at exploring the rural school stakeholders’

perceptions and practices of trilingual education. The next chapter discusses the

methodological approach that the study applied.
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Methodology
The purpose of this study is to explore various groups of stakeholders’ perceptions
and practices of trilingual education. To achieve this purpose, the study sought answers to
the following research questions:
1. How do the stakeholders perceive trilingual education?
2. How do the stakeholders practice trilingual education?

3. How similar and/or different are the stakeholders’ perceptions?

The previous chapter reviewed the literature that was relevant and answered the research
questions. This chapter focuses on the methodology of the study. According to Bell (2003),
any study requires an appropriate methodology to generate a “complete piece of research”
(p. 115). The central phenomena of this study are the rural stakeholders’ perceptions and
practices of trilingual education. The qualitative approach was undertaken to explore these
phenomena. This chapter presents the methodology that guided the researcher in exploring
how these stakeholders perceived and practiced trilingual education, and whether their
perceptions were similar or not. Below, I provide the rationale for employing a qualitative
instrumental case study that guided me in answering the research questions mentioned
above. The paper provides information on the research site, and how the research
participants were selected by providing justification on the sample. It also justifies the
applied research method, describes the research procedure and how the data was analysed.
Finally, it discusses the ethical considerations of the study.

Research Design

This section provides a description of the research approach and design applied in
the study. To explore rural school stakeholders’ perceptions and practices of trilingual
education the study applied the qualitative approach. The qualitative approach best deals

with exploring an issue and developing a detailed understanding of the central



TRILINGUAL EDUCATION: PERCEPTIONS AND PRACTICES 37

phenomenon (Creswell, 2014). Moreover, to unveil participants' voices, the qualitative
approach is more appropriate as it employs close interactions with participants rather than
the quantitative approach which deals with numbers and statistics (Denzin & Lincoln,
2005). The way participants interpret and attribute their experiences is the basic feature of
the qualitative approach (Merriam & Tisdell, 2009).

Within the qualitative approach, a case study design was used to examine the
central phenomenon. According to Merriam (1988), the qualitative case study is a holistic
description and analysis of a single phenomenon. However, Stake (1995) claims that the
case study addresses the importance of a particular case. Although these case study
explanations supplement each other, Creswell (2014) explicitly defines it as “an in-depth
exploration of a bounded system based on extensive data collection” (p. 493).
Additionally, Hamilton and Corbett-Whittier (2013) present key elements of the case study
that include a “bounded unit — a person, a group or an institution; employment of two or
more perspectives; location within (local, professional, regional) communities” (p. 11).
These key elements assist to triangulate the data and strengthen the authenticity and
reliability of the collected data (Hamilton & Corbett-Whittier, 2013). Thus, this study fully
corresponds to Hamilton and Corbett-Whittier’s (2013) explanation of the case study, as
aforementioned the study was conducted within the rural community with three different
groups of stakeholders: parents, teachers and school administrators. Moreover, Laws
(2003) highlights that the triangulated data allows the researcher to observe the “same
thing from different perspectives and thus to be able to confirm or challenge the findings”
(p. 281). Similarly, triangulation by “data source” was pointed out as one of the types of
triangulation used to verify the findings (Meijer, Verloop, & Beijaard, 2002, p. 146).

Furthermore, this study applied an instrumental case study which deals with the

issue within the case and seeks to lighten up the particular issue (Creswell, 2014; Stake,
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1995). In educational research, instrumental case study deals with aspects such as teaching,
learning, policy implementation, and curriculum development (Hamilton & Corbett-
Whittier, 2013). Therefore, to achieve the research purpose and answer the research
questions the study employed the qualitative instrumental case study as according to
Hamilton and Corbett-Whittier (2013) this design deals with investigating policy
implementation from various perspectives and within certain communities.

Overall, the instrumental case study was applied to achieve the research purpose
and answer the research questions. Hamilton and Corbett-Whittier (2013) claim that the
case study design fully corresponds to explore the central phenomena from three different
perspectives within rural areas that belong to one bounded unit.

Research Site. The above section justified the employed research methodology of
the study. This paragraph provides the details of the research site where the study was
conducted. The study took place in one of the districts of Almaty Oblast. The research site
is located in a small village, around 100 km away from Almaty city and pertains to a
particular district of Almaty Oblast. That is why the research site is considered as a rural
school. The education within this research site is divided into two approaches: 1.
Mainstream education; 2. Trilingual education. The school provides mainstream education
starting from the 1% grade. After the completion of the 6™ grade students are required to
pass an examination. If students get high results in these examinations, then, students start
studying the 7" grade within the trilingual education approach. If they fail, they continue
studying in the mainstream part of the school. My study was conducted within the part of
the school that provides trilingual education. Within this school, History of Kazakhstan and
World History are taught in Kazakh; the subjects such as Physics, Chemistry, Biology, and
Informatics are taught in English starting from the 7" grade. Therefore, the reasons for

choosing this research site are: firstly, it provides trilingual education; secondly, the school
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uses two different mediums of instructions; and thirdly, it is located in the rural area. To
ensure participants’ anonymity and confidentiality of the gathered data the site is named as
a rural secondary school in Almaty Oblast.

Sample. The target population of the study was the parents, teachers, and
administration of one rural secondary school that provides trilingual education in Almaty
Oblast. The study had 10 participants, including 3 parents, 5 teachers (1 from each of
subjects Physics, Chemistry, Biology, Informatics and History of Kazakhstan) and from the
administration: a principal and a vice principal. Table 1 provides the details of the research
participants. This number is justified by the previous researches. The findings of the
studies done by Skinnari and Nikula (2017), Wang and Kirkpatrick (2013), and Wang
(2008) implicitly showed data saturation from their sample size which is close to the
sample size in my study. Based on these studies’ data saturation (Marshall et al., 2013), the
sample size of 10 participants was enough to collect rich data.

Table 1 Research Participants Profile

N | Interviewee Occupation Teaching Mol
1 Al School principal

2 A2 Vice principal

3 T1 Biology teacher English
4 T2 Chemistry teacher English
5 T3 Physics teacher English
6 T4 Informatics teacher English
7 TS5 History teacher Kazakh
8 P1 Parent 1

9 P2 Parent 2

10 P3 Parent 3
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To select parents, a homogeneous sampling strategy was applied which involves
selecting individuals with a similar characteristic (Creswell, 2014). This similar
characteristic was to be 7" graders’ parents. The reason for choosing the parents of 7"
grade is that this grade has been practicing the trilingual education program for a year.
Moreover, as the 7" graders passed the entry examination mentioned earlier, assumingly,
parents were expected to have a clear vision of trilingual education. The parents’ of 7"
graders were sent recruitment letters (see Appendix A) via the social messenger as a whole
school used such messengers to communicate with parents. The researcher allowed three
days for the parents’ group to respond. The researcher interviewed the first three parents
who contacted the researcher first, as it was stated in the recruitment letter.

The teachers’ sample was chosen using a maximal variation sampling strategy,
which “purposefully seeks variation in sample selection” (Merriam & Tisdell, 2009, p.
259). The selection criteria included: different medium of instruction (English and
Kazakh); different subjects (Physics, Chemistry, Biology, Informatics, and History of
Kazakhstan); a different teaching experience (more than 2 years); and being 70 graders’
teachers.; Firstly, to recruit participants, all the 7" graders’ teachers’ phone numbers were
requested from the administration not mentioning any selection criteria. Then, the
recruitment flyers were sent directly to all teachers that matched the selection criteria
through the messenger (see Appendix B). None of the selection criteria were mentioned to
the gatekeeper and the school administration to protect teachers’ identification. The
researcher allowed 3 days for participants to respond. Then, those teachers that matched
the selection criteria and those who contacted the researcher first were selected to be
interviewed, as was stated in the recruitment flyer. From the school administration,
applying a purposeful sampling strategy the principal and vice principal were asked to be

interviewed.
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Data collection instrument. In the sections above, research design, research site,
and participants were justified. This section presents the data collection instrument that
was employed to collect the data and the way that data was collected. As mentioned above,
this study applied the qualitative instrumental case study design with interviews being the
main method. Thus, the data collection instrument for this study was one-on-one semi-
structured interviews which refers to an in-depth interview where participants answer
open-ended questions (Creswell, 2014). Edwards and Holland (2013) claim that semi-
structured interviews usually follow a pattern of themes and/or topics, and these topics
should be prepared in advance. Such interviews allow the researcher to obtain as much
information as possible through verbal and non-verbal communication, too (Cohen,
Manion & Morrison, 2011). Therefore, the semi-structured interviews were based on the
topics and questions that needed to be explored by the researcher (Creswell, 2014). Some
of the studies from the literature review applied semi-structured interviews as their data
collection instrument in exploring perceptions and practices of tri/multilingual education
(Altinyelken et al., 2014; Curdt-Christiansen & Wang, 2018; Wang, 2008).

The interview consisted of 15 open-ended questions, that were purposefully
developed for this study and based on the research questions and the literature review. The
interview questions were comprised of three parts: the first part focused on eliciting some
background information, such as experience, teaching subjects, number of children; the
second section focused on how different groups of stakeholders understood and perceived
trilingual education: negatively, positively or neutral; advantages or disadvantages that
were under the perceptions theme. Thirdly, the rest of the questions were related to how
these stakeholders used languages at home, classroom and school, those questions looked

for stakeholders’ practices of trilingual education (see Appendices C for the protocols).
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Before going to the site, I conducted pilot testing of my interview questions in three
languages (English, Russian, Kazakh) upon testers’ choice. It was revealed that the
interview questions had too much focus on background information, thereby, I shortened
some of them.

Research Procedures

The process of thesis writing started long before the data collection period, by
identifying the research problem and developing the research purpose. Then, the research
questions were elaborated to achieve the established research purpose. Before conducting
the study, I have passed the CITI training and got approval from the NUGSE Research
Ethics Board. Then, I conducted a pilot testing of my interview questions in three
languages (English, Russian, Kazakh) and made certain changes.

The data collection procedure started with some difficulties. Initially, the study
intended to be conducted in a rural lyceum, and interview 10™ graders’ parents, teachers
and the school administrators. However, due to unseen circumstances, the study was
conducted in a rural mainstream school that had been piloting trilingual education from
2007. As the study intended to be conducted in another school, I did not have any
gatekeepers in the second research site. Therefore, I directly approached the principal of
the second mainstream school, provided him/her with an official letter from NUGSE
which contained the purpose and procedures of the research, and got the permission to
conduct the study. The second challenge that I encountered was the absence of a staff room
to distribute my recruiting flyers. Consequently, I distributed my recruiting flyers through
the social messenger directly to all participants, which was an appropriate way of
protecting their identification.

The data collection procedure and recruitment process were started only after

getting all these permissions. Firstly, a list of all teachers was obtained from the school
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administration without mentioning any selection criteria. The list contained such
information as teachers’ names, teaching subjects and phone numbers. Then, the
recruitment flyers were directly sent to those teachers who matched the selection criteria
through the social messenger “What’sApp” that was used at this school for communication
purposes. Secondly, to approach parents the class teachers were asked to send the
recruitment flyers to the parents’ messenger groups. Thirdly, from the administrators, the
school principal and vice-principal who is responsible for trilingual education
implementation within the school were asked to be interviewed. After distributing the
recruitment flyers, I allowed 3 days for teachers and parents to respond. The recruitment
flyers contained information that those who contact the researcher first and match the
selection criteria would be interviewed. There were a few parents who contacted later on,
but, they were politely rejected.

After getting the responses from the participants who expressed willingness to
participate in the research I negotiated with each of them a venue outside the school to
keep their identification from the school administration; set the time for carrying out
interviews so that it would suit both, me and participants. Overall, I interviewed ten
participants, three parents, five teachers, and two school administrators. The semi-
structured, face-to-face interviews were conducted outside the school, except for two
participants who had private rooms.

Before I started each interview, I gave a participant the consent form to read and
explained them anonymity and confidentiality procedures; talked about voluntary nature
and their right to withdraw from the participation at any time. The interview started after
participants signed the consent form. The informed consent form was written in three
languages: Kazakh, English, and Russian languages and was given upon the participant’s

choice (see Appendices D for the consent forms); The majority of participants preferred to
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speak Kazakh, although they codeswitched a lot to Russian. The interviews were audio-
taped with the participants’ permission. During the interviews, extra prompts emerged,
thus, few more questions were added to elicit further information. The interviews
approximately lasted for 35 — 50 minutes. The data collection started on December 13,
2018, and ended on December 28, 2018. The next step after the data collection was to
organize and analyse the raw data according to Creswell (2014) and interpret the findings.
The findings were discussed according to the previous literature.

Data analysis. The data analysis followed the six steps described in Creswell
(2014). Those steps included: organization of raw data, coding the data, creating themes
from codes, representation, and discussion of themes, interpreting the findings and making
a conclusion (Creswell, 2014). Patton (2015) highlights the challenging part of organizing
a massive amount of qualitative data into one scheme. Therefore, I organized the data by
participants’ pseudonyms, stored files in separate folders with different colours (Creswell,
2014), and made sure to date the data (Patton, 2015). As there were ten participants, all
data was transcribed by hand. The sample of transcribed data is provided (Appendix E).
Additionally, the field notes were typed. After the data was fully transcribed, I thoroughly
read the transcriptions to get a general understanding of it and to take notes near each
paragraph to better understand the data. I started labelling them using initial coding. After
the first coding I had around a hundred codes, which then were reduced and combined with
other codes. After doing such initial coding, broader themes and categories that cover the
most important coding were formed (Creswell, 2014; Patton, 2015; Punch, 2005). The
major categories that emerged from these coding include: stakeholders’ understanding of
the concept of trilingual education, stakeholders’ use of the languages, stakeholders’
perceptions of the role of three languages, stakeholders’ concerns regarding trilingual

education. These themes were further used to elaborate on the findings chapter.



TRILINGUAL EDUCATION: PERCEPTIONS AND PRACTICES 45

Consequently, the findings and literature review chapters were used to develop the
discussion part of the study.

Ethical Considerations

The nature of qualitative research involves close interaction with people, that is
why any ethical issues need to be carefully safeguarded by the researcher (Creswell, 2014).
The participants were notified throughout the study of the voluntary nature of the research.
The data collection process started only after participants signed the consent form which
was meticulously explained to ensure participants’ anonymity, safety and respect of human
rights (Creswell, 2014). The Consent Form was written in three languages (Kazakh,
Russian, English) depending on participants’ choice, and was available in two copies, for
the researcher, and another for the participants. The interview was audiotaped with the
permission of the participants.

Regarding the anonymity consideration, the study neither collected any unique
identifiers about individuals as family names, addresses, the site address, nor participants'
photos were taken. To protect participants’ anonymity, the interviews took place outside
the school in a convenient place for participants and their names were replaced with
pseudonyms in all stages of the study. The description of the research site was generalized
as a rural school in Almaty Oblast to protect the school’s and individuals’ identity
(Creswell, 2014).

With respect to maintaining the confidentiality of the collected data, only the
researcher had access to it. To strengthen the level of confidentiality any recognizable data
was replaced by pseudonyms or generalized names. The gathered field notes and audio-
taped recordings were safely stored within a locker in the researcher’s room. To prevent

unauthorized access, the transcribed data was securely kept within password protected
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computer folders with no internet access. All collected data would be destroyed two years
following successful graduation NU GSE, masters course.

This chapter presented the methodology chapter that was used to conduct the study.
The study applied the qualitative approach with the instrumental case study being the
research design. The semi-structured interviews were utilized to achieve the research
purpose and answer the research questions. Overall, ten research participants were
recruited using the purposeful sampling strategy. The study was conducted within the rural
school in Almaty Oblast. The chapter started with an explanation of the research approach
and research design. Then, the rationale for choosing the research site and sample were
meticulously explained, respectively. After that, the research instruments and data analysis
approach was discussed and justified by the literature. Finally, the ethical considerations

were described. The next chapter that follows presents the findings for the study.
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Findings
The purpose of this chapter is to present the findings of the study which explored
the rural school stakeholders’ perceptions and practices of trilingual education.
Subsequently, to achieve this purpose, the research questions posed in the study were:
1. How do these stakeholders perceive trilingual education?
2. How do these stakeholders practice trilingual education?

3. How similar or different are these stakeholders’ perceptions?

For the achievement of the research purpose and respond to the research questions, the
qualitative case study with semi-structured interviews was employed. The findings chapter
is outlined as following: firstly, the findings on stakeholders’ perceptions of trilingual
education are presented under the following three subcategories that include: stakeholders’
understanding of the concept of trilingual education, stakeholders’ perceptions of the role
of three languages, and stakeholders’ views towards the age of introduction of trilingual
education. Secondly, the finding on similarities and/or differences of stakeholders’
perceptions is represented which answer the third research question. Thirdly, the finding
on stakeholders’ practices of trilingual education consists of two subcategories:
stakeholders’ use of three languages in different domains and stakeholders’ concerns
regarding trilingual education. The first subcategory includes teachers’ practices of
translanguaging and parents’ use of additional resources. Finally, the chapter provides the
list of the main findings and conclusion.

Stakeholders’ Perceptions of Trilingual Education

This section presents the findings on stakeholders’ perceptions of trilingual
education. It includes four subcategories: stakeholders’ understanding of the concept of

trilingual education, stakeholders’ perceptions of the role of three languages, and
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stakeholders’ views towards the age of introduction of trilingual education that are
presented below, respectively.

Stakeholders’ understanding of trilingual education. This section presents the
findings regarding the stakeholders’ understanding of trilingual education. The
stakeholders’ perception of the concept of trilingual education varied from understanding it
as the teaching of English to teaching three languages and teaching in three languages (see
Table 2).

The majority of all three groups of participants perceived trilingual education as the
teaching the English language. Some representative comments include: “trilingual
education is a necessity, English is needed everywhere” (Parent 1). “It [trilingual
education] is the demand of globalization, everything requires the knowledge of English”
(Teacher 5). Meanwhile, the concept of trilingual education as an acquisition of three
languages (Kazakh, Russian, and English) was perceived as by a few participants. If the
school administrator viewed it as “... paying attention to all three languages” (Admin 2), “it
[trilingual education] is learning three languages at the same time” (Parent 3) was the way
how one of the parents expressed his understanding of trilingual education. The concept of
trilingual education as using three languages as mediums of instruction was perceived by
one participant. “It is teaching science subjects in English, Histories [history of Kazakhstan
and World history] in Kazakh and Russian languages” (Teacher 3) was the way how
Physics teacher understood trilingual education.

Table 2 illustrates the way three groups of stakeholders understand trilingual
education. As shown in table 2, the majority of three groups of stakeholders perceived it as
teaching English, some of them consider it as teaching three languages. Only one
participant’s understanding it like teaching in three languages coincides with the concept

explanation which is accepted by Kazakhstani policy documents.
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Stakeholders’ perceptions of the role of three languages. All three groups of
stakeholders are very positive towards trilingual education and specifically with the roles
that these languages play. Below, the findings that reflect the role of each language by the
different groups of stakeholders are considered.

Regarding Kazakhs language, stakeholders perceived its role as a mother tongue, as
a language of communication with the elderly, and as a necessity for developing
patriotism, though there were some views such as Kazakh restricts access to the
globalization. The majority of all three groups of stakeholders saw it as the native
language which should be preserved: “Kazakh is our mother tongue; we must know it”
(Teacher 3) was the way how teachers understood its role. On the other hand, the group of
parents perceived the role of Kazakh as a communication tool with elderly people, a way
of showing their patriotism and a good opportunity for finding a governmental job
position. “We speak only Kazakh with our grandparents” (Parents 1), “it [knowledge of
Kazakh] shows our patriotism, it is our heritage” (Parent 3) and “the knowledge of Kazakh
language is required to get a good governmental job” (Parent 2) were the ways how the
group of parents expressed the role of Kazakh in their domains.

Parents were more positive about the role of Kazakh than the school administrators
and teachers, who considered the Kazakh language as restricting the access to the global
arena. For instance, “By knowing only Kazakh, we cannot see the other world” (Admin 1)
and “Kazakh is our mother tongue, but, we must speak other foreign languages to enter the
globe” (Teacher 1) was how some of the teachers and administrators understood the role of
Kazakh. Overall, the majority of all three groups of stakeholders perceived Kazakh as a
mother tongue which should be maintained. But, the exact role of Kazakh language turned
out to differ in each stakeholders’ group. If the parents’ group saw it mostly as a

communication bridge with elderly people, teachers and administrators though considered
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it as native/mother language that needs to be maintained, still hold the view that it as
limiting access to the world.

As for the Russian language, the majority of all three groups of stakeholders
perceived its role as the language for social media, socialization and interethnic
communication though, there were some voices that were against studying this language.
The majority who supported the need for Russian as the language for social media and
socialization were the parents’ group. They expressed this idea in different ways: “children
start using Russian when they leave home” (Parent 1), “My daughter speaks in Russian
with all her friends” (Parent 2) and “I noticed that my children use Instagram, WhatsApp,
and Facebook mostly in Russian” (Parent 3). The school administrators and most teachers
considered Russian as the language of interethnic communication. “It [Russian language)]
is used to speak with people of other nationalities in our society” (Admin 1) and
“according to Elbasy [the first president], it is the language of interethnic communication”
(Teacher 1) were the ways how some groups of stakeholders indicated their perceptions
towards the role of Russian. However, there were some opinions that revealed negative
attitudes towards Russian, connected with their perception of this language as something
that is already in the past or that is not needed now because of limited resources which can
be vividly seen in following quotes: “I agree with studying Kazakh and English, but not
Russian because of Russian limits education. It is our past”. (Teacher 2). “I don’t use
Russian because there aren’t many resources in Russian” (Teacher 4). Taken together, the
majority of participants of all three groups of stakeholders mostly perceived the role of
Russian as the language of interethnic communication, social media, and socialization,
though some teachers had negative attitudes towards it.

Regarding the English language, all groups of stakeholders perceived the role of

English within trilingual education unanimously positive and important. The finding
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revealed three major roles of English such as educational purposes (P1, P2, P3, A1, A2),
better carrier opportunities (P1, A1, T2, T4, TS) and travelling (P1, P2, P3, T3). The vast
majority of all three groups of stakeholders considered the role of English as immense for
educational purposes. The parents’ group stated its importance to obtaining “higher
education” (P1, P2). The teachers perceived the role of English within trilingual education
to be significant for searching for additional teaching materials. “You can find plenty of
teaching materials in English” (Teacher 1), “Some information exists only in English”
(Teacher 4) and “80% of all information on the internet is in English” (Teacher 2) were the
teachers’ perceptions towards the role of English in their domains. As for the
administrators, they also considered the role of English to be important for educational
purposes. “Obtaining higher education” (Admin 1) and “searching for additional teaching
materials” (Admin 2) were the school administrators’ perceptions towards the role of
English.

The role of English for better career opportunities was considered as important also
by nearly all groups of stakeholders. Some parents expressed it as following “to get a well-
paid job, children must know English” (Parent 1). “By knowing English, one can get a
promotion” was the way how the teacher of Chemistry considered the role of English for
career-related opportunities. As for the administrators, they also indicated that the
knowledge of English is crucial for a future career, expressing it as “who speaks English
get better jobs in future” (Admin 1).

Traveling was another role for speaking English expressed nearly by all
participants. Interestingly, all parents with one voice indicated that the role of English is
important for “traveling” (P1, P2, P3) because “by speaking English abroad they [children]
feel confident and learn the language better” (Parent 3). “My daughter can fluently use

English when we travel abroad” (Parent 2) and “I was proud when my son spoke in
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English to the guide in the museum, when we were in the USA” (Parent 1) were the ways
how the parents expressed their views towards the role of English for travelling. Some
teachers also considered English to be important for travelling, but for “conference related
trips” (Teacher 3).

All three groups of stakeholders were quite positive towards the role of English
within trilingual education providing their own perceptions. If the parents’ group viewed
its role as good for traveling and better career opportunities, the teachers’ group saw it as
access to additional teaching materials in English. The administrators had similar views of
the role of English with both groups of stakeholders, they considered English to be useful
for future career-related opportunities and teaching resources.

The stakeholders’ views towards the age of introducing trilingual education.
This paragraph demonstrates the findings regarding the stakeholders’ views towards the
starting age for introducing language components of Kazakhstani trilingual education. The
data analysis revealed different views on this issue. While the majority of participants of
all three groups of stakeholders considered the early introduction of trilingual education as
significant, some considered that primary education should only be in mother-tongue.

Teaching three languages: Kazakh, Russian and English from the first grade as
language components of trilingual education in Kazakhstani context was positively viewed
by the majority of all three groups of stakeholders. This consensus among respondents can
be seen in the following quotations: “children at young age are like sponges, they learn
languages [Russian and English] very quickly” (Parent 1), “languages are learnt better at a
young age” (Admin 1) and “it is beneficial to learn foreign languages from the first grade”
(Teacher 3).

As said, there were those who considered that primary education should be only in

mother-tongue, though, it was expressed by a few participants. The representative
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quotations include: “Primary education must be in students’ mother tongue” (Teacher 2),
“I don’t agree with teaching foreign languages, be it Russian or English, from the first
grade” (Teacher 5) and “studying all three languages at once confuses my child” (Parent
3).

According to these respondents, some of the primary reasons for such attitudes include
students’ language confusion and language anxiety. In general, most participants from all
three groups of stakeholders considered the early introduction of language components of
trilingual education the better and beneficial, though few were against it.

Stakeholders’ Practices of Trilingual Education

This section discusses the findings on stakeholders’ practices of trilingual
education. It includes the following two subcategories: stakeholders’ use of the languages
in their domains and stakeholders’ concerns regarding trilingual education. The first
subcategory also covers feachers’ practices of translanguaging and parents’ use of
additional resources. It is significant to explore those subcategories because they help to
answer the second research question.

Stakeholders’ use of the languages in their domains. The findings on the
stakeholders’ use of the languages in different domains revealed that all three languages
are practiced in school, classroom and home domains. But, if three languages were widely
supported at the school level, classroom and home domains revealed the preference for
using two languages with mostly negligence of Russian.

As said, all three languages are found to be equally used within the school domain.
It can be vividly seen from the school administrators’ responses: “we promote all three
languages” (Admin 1) and “certain school activities are held in three languages” (Admin

2). The field notes also indicated that the majority of the in-school signs such as
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announcements, school rules on the wall, and artefacts were written in three languages:
Kazakh, Russian and English.

As for the classroom domains, the findings revealed different practices that teachers
apply in classrooms with the majority of them giving freedom of choice of the languages to
use in classrooms by their students, and others setting specific rules for their use. The
majority of the teachers indicated that they do not set a specific rule for using certain
languages within classrooms. “Students are free to use any of the three languages”
(Teacher 1) and “they [children] are too young to master English, that is why I allow them
to speak any language they prefer” (Teacher 4) were a few teachers’ responses to the
question about the language used within classrooms. However, there were those who set
specific rules. A couple of teachers were against using three languages simultaneously
because of difficulties in providing the translation of a word in three languages. “I ask
students to use English and Kazakh” (Teacher 2) and “I prefer to use English and Kazakh,
or English and Russian, using three languages is difficult” (Teacher 3) were the ways how
teachers preferred to use the languages in the classroom domains.

In relation to the languages used at home domains, the parents’ group were
unanimous in using Kazakh and promoting English, though children used Russian for
socialization and social media. All parents asserted to speak mostly Kazakh at home. “We
live with our grandparents and only speak Kazakh” (Parent 1) was the way how one of the
parents phrased it. Some of the parents claimed to forbid the use of Russian at home which
is shown in the following quote “I ask my daughter to speak Kazakh, not Russian at home”
(Parent 3) because they believed that Kazakh should speak the Kazakh language.

Overall, the findings on the stakeholders’ language use in various domains revealed
that all three languages were being practiced in three domains. However, the practices

differed. If the school administrators promoted all three languages within school domains,
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some teachers practiced all three languages at the classroom level, while others neglected
the use of Russian. Similarly, the parents’ group also tried to neglect the use of Russian at
home, maintaining Kazakh and promoting English.

Teachers’ practices of translanguaging. The teachers’ practices of
translanguaging is the section that relates to the findings on the stakeholders’ use of the
languages in their domains. All teachers responded that they practiced translanguaging
when teaching, though they were not familiar with the concept of translanguaging. All
science teachers specified that they purposefully utilize Russian and/or Kazakh to explain
the content which is taught English. It can be observed form the following quotes “Yes! I
use Russian and Kazakh when teaching” (Teacher 1) and “I allow to mixing languages”
(Teacher 4). Meanwhile, the teacher of History reported that she purposefully uses Russian
to explain Kazakh content. “I add some Russian elements such as videos and slideshows”
phrased the approach that he/she applies in teaching History. From the interview talks with
the teachers, it was observed that all teachers practiced translanguaging, purposefully using
Kazakh and/or Russian languages to explain the English content. Moreover, all teachers
had positive attitudes towards such practices of mixing the languages. As found above, the
teachers’ group purposefully mixed the languages when teaching: English with Kazakh
and/or Russian to better explain the content, even though they were not acquainted with the
concept of translanguaging.

Parents’ using additional resources. Another finding that was revealed within the
stakeholders’ language use in different domain section is parents’ use of additional
resources. All interviewed parents unanimously expounded that they provided their
children with additional resources to assist their educational progress. “My son goes to
private English tutor” (Parent 1), “English supplementary classes are required to master

those science subjects in English” (Parent 2), “private English lessons are a must-have”
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(Parent 3) were the ways how parents’ expressed their practices of trilingual education.
From the interview with the parents, it seemed that the parents were obliged by class
teachers or the school environment to provide their children with such private classes. It
was observed from this statement, too “we must provide our child with paid English
classes, otherwise, she might face difficulties in her study” (Parent 3). All parents were
providing their children with English supplementary classes at the time of the interview.
The reasons for such parental practices were quite different. Some reasons that were
expressed by parents include: “language anxiety and confusion” (Parent 1) and
“contribution to easing the education load” (Parent 2) and “to master English” (Parent 3).
All interviewed parents used additional resources such as supplementary English classes to
assist their children’s trilingual education progress, which was practiced as a must-have
activity among parents.

The stakeholders’ concerns regarding trilingual education provision at the
school. This paragraph provides the findings on the stakeholders’ concerns regarding
trilingual education that is being practiced at the school. All three groups of stakeholders
mostly positive about trilingual education at the school, but expressed certain concerns.
Those concerns mostly related to the school infrastructure, course books, and teaching
staff. All three groups of stakeholders unanimously considered the school infrastructure
such as the absence of scientific laboratories, lack of rooms and teachers’ room,
overcrowded classrooms, old building, which was initially built as a hospital, the major
issues in providing trilingual education. Those issues can be vividly seen in the following
quotations: “My son said that they don’t have laboratories” (Parent 1), “there are only two
schools in this area” (Adminl), “you saw, we don’t have teacher’ rooms” (Admin 2), “the
school initially was built as a hospital, the building is too old” (Teacher 5) were some of

the responses.
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Another issue that addresses teachers’ concerns relates to course book provision. A
few teachers had concerns regarding course books that were used to teach science subjects.
According to those teachers, the course books were chosen by authorities from the
ministry, therefore, their voices were not taken into account. “We hadn’t any opportunity
to choose the course books ourselves” (Teacher 3) and “I’ve been to book exhibition this
summer in Astana, where I saw science course books with additional students’ books and
teachers’ books. The course books that we use now are normal, but not the best” (T 4).
Those quotations present the teachers’ major concerns regarding trilingual education
within classroom domains. The vast majority of all participants problematized the poor
school infrastructure as old buildings, lack of nearby schools, overcrowded school and a
lack of laboratories as the major concerns in providing trilingual education.

Similarities and/or Differences in Stakeholders’ Perceptions

This section of the findings chapter displays the answers to the third research
question that seeks the answer to how similar and/or different the stakeholders’ perceptions
are. Similarities and/or differences in stakeholders’ perceptions are represented as
following: stakeholders’ understandings of the concept of trilingual education,
stakeholders’ perceptions of the role of three languages, and stakeholders’ views towards
the age of introducing trilingual education.

The stakeholders’ understanding of the concept of trilingual education varied from
understanding it as just teaching of the English language to the teaching of three languages
or teaching in three languages. As illustrated in Table 2, the majority of all three groups of
participants perceived trilingual education as the teaching English as a foreign language,
while one participant from each group considered trilingual education as the teaching of
three languages. Only one teacher’s understanding of the concept was applicable with its

definition accepted by Kazakhstani policy documents.
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Table 2 Stakeholders’ understanding of the concept of trilingual education

N Participants Teaching in 3 @ Teaching of 3 = Teaching of
languages languages English language

1 Parent 1 +

2 Parent 2 +

3 Parent 3 +

4 Admin 1 +

5 Admin 2 ¥

6 Teacher 1 +

7 Teacher 2 +

8 Teacher 3 +

9 Teacher 4 +

10 Teacher 5 +

As for the stakeholders’ views of the role of three languages, the findings revealed
different perceptions, though had some similarities. All three groups of stakeholders
unanimously perceived Kazakh as a mother-tongue that needs to be maintained. If the
parents’ group considered the Kazakh language as a characteristic of patriotism, a tool for
communication with elderly people and getting an official job, the school administrators

and some teachers regarded it as a restriction of access to the world..

Table 3 Stakeholders’ perceptions of the role of three languages

Kazakh language

Mother tongue | + + + + + + + + +

Communication with | + + +

elderly

Patriotism — +

Official jobs +

Restriction to world + +

English
Education purposes | + + + + + +

Better employment | + + + ox ox

Traveling | + + + +

Russian

Social Media | + + +

Interethnic + 4F + + +

communication

Lack of resources + +

Lastly, the findings on the stakeholders’ views towards the time of introducing the
language components of trilingual education revealed different views. As shown in Table

4, the majority of all three groups of stakeholders considered the early introduction of the
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language components of trilingual education as positive and beneficial for students.
However, some of the participants from teachers and parents’ groups negatively perceived
the early instruction of language components claiming that primary education needs to be

in mother-tongue, referring to the Kazakh language.

Table 4 Stakeholders’ views towards the time of introducing trilingual education

N Participants Early introduction of | Primary education
language components in mother-tongue

1 Parent 1 +

2 Parent 2 +

3 Parent 3 +

4 Admin 1 +

5 Admin 2 +

6 Teacher 1 +

7 Teacher 2 +

8 Teacher 3 +

9 Teacher 4 +

10 Teacher 5 +

This section of the findings chapter presented the stakeholders’ perceptions of
trilingual education. The three group of stakeholders’ perceptions were explored through
the lens of their understandings of trilingual education, the role each language plays, and
their views towards the time of introducing language components of trilingual education.
Moreover, the answer to the third research question on similarities and/or differences in
stakeholders’ perception was displayed. The next section provides the findings related to

the stakeholders’ practices of trilingual education.
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List of the main findings

1. The stakeholders’ perceptions of the concept of trilingual education varied from
understanding it as the teaching of English language to the teaching of three
languages or teaching in three languages with the majority of all participants
perceiving trilingual education as the teaching English as a foreign language.

2. All three groups of stakeholders were very positive towards trilingual education
and specifically with the roles these languages play. The Kazakh language was
perceived as a mother tongue and tool for communication with elderly people,
while, Russian was considered as the language of socialization and social media
and English as a language of higher education, career, and travel by the majority of
all three groups of stakeholders.

3. The majority of three groups of stakeholders considered the early introduction of
the language components of trilingual education as beneficial, though, some
opposing views existed.

4. All three languages were practiced in all three domains, but, if three languages were
widely supported at the school level, it was revealed the preference for using two
languages with mostly negligence of Russian within classroom and home domains.

5. Teachers’ practices of trilingual education can be seen from their practices of
translanguaging in classroom domains, though they were not familiar with the
concept of translanguaging. All teachers specified that they purposefully utilized
Russian and/or Kazakh languages to explain the content which was in English and
Kazakh.

6. Parents’ practices of trilingual education can be observed from the provision of

their children with additional resources. All parents unanimously stated that they
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provide their children with additional resources such as private English language
tutoring to assist their educational progress.

7. The major issues in providing trilingual education were related to the school’s poor
infrastructure from all three groups of stakeholders’ perspectives. The
administrators were challenged by the lack of nearby schools; teachers underwent
issues with course-books’ provision, while parents were bothered with the lack of

laboratories for science classes.

The purpose of this chapter was to present the main findings of the study. The
findings were divided into two main categories. Firstly, the findings sections covered the
stakeholders’ perceptions of trilingual education category which were presented under the
following categories: stakeholders’ understanding of the concept of trilingual education,
stakeholders’ perceptions of the role of three languages and stakeholders’ views towards
the time for introducing trilingual education. Secondly, it displayed the findings on the
stakeholders’ practices of trilingual education category, which consisted of two
subcategories: stakeholders’ language use in different domains and stakeholders’ concerns
regarding trilingual education. The first subcategory of language uses comprised of
teachers’ practices of translanguaging and parents’ use of additional resources. Thirdly, it
represented the findings on the third research question similarities and/or differences in
stakeholders’ perceptions of trilingual education. Finally, the list of main findings

composed of the seven major findings was presented.
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Discussion

The previous chapter presented the main findings that were developed from the
data analysis. This chapter discusses the possible explanations of the key findings by
connecting and interpreting it with the previous literature. The purpose of this qualitative
case study was to explore different stakeholder groups’ perceptions and practices of
trilingual education. The research questions were: 1. How do these stakeholders perceive
trilingual education? 2. How do these stakeholders practice trilingual education? 3. How
similar or different are the stakeholders’ perceptions?

The discussion chapter is organized in the same vein as the findings chapters
reflecting the research questions. Firstly, it starts with the discussion of findings on
stakeholders’ perceptions of trilingual education. It is composed of three subcategories that
include: stakeholders’ understanding of the concept of trilingual education, stakeholders’
perceptions of the role of three languages, and stakeholders’ views towards the
introduction of trilingual education. Secondly, it discusses the findings on stakeholders’
practices of trilingual education under the following subcategories, including stakeholders’
use of three languages and stakeholders’ concerns regarding trilingual education. The
first subcategory covers feachers’ practices of translanguaging and parents’ use of
additional resources sections as it relates to stakeholders’ language use. Thirdly, the
findings on the third research question about similarities and/or differences in
stakeholders’ perceptions are discussed. Finally, it provides the answers to the research

questions.

Stakeholders’ Perceptions of Trilingual Education

This section presents the discussion of the main findings obtained from the data
analysis. Within the first category of stakeholders’ perceptions of trilingual education,

three major subcategories emerged. Those subcategories include stakeholders’
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understanding of the concept of trilingual education, stakeholders’ perceptions of the role
of three languages, and stakeholders’ views towards the introduction of trilingual
education.

Stakeholders’ understanding of trilingual education. As the findings show, the
majority of all three groups of stakeholders understood trilingual education as a teaching of
the English language. Some of them perceived it as learning three languages, and, only one
respondent’s answer corresponded with the definitions of trilingual education accepted in
Kazakhstan, which is teaching in three languages. Such discrepancies in stakeholders’
understandings were also revealed in the literature.

The prior studies done by Lao (2004) and Shannon and Milian (2002) found that
the majority of parents clearly understood the educational programme that their children
were enrolled in. It is similar to the current study, the majority of all three groups of
stakeholders were aware of trilingual education. However, their understandings differed.
Although parents were familiar with trilingual education to some extent, it does not mean
that they clearly understood its goals and principles (Lee,1999). In this study, trilingual
education was mostly misunderstood by parents as teaching English by parents. This
finding is supported by the previous study. In the same vein, Sheffer (2003) for example,
found that half of the respondents understood multilingual education as learning English.
Moreover, Sheffer (2003) in his study identified the major reasons for parents’
misunderstandings. It included a “serious and problematic lack of communication between
the school and the parents” (p. 334), low socioeconomic status and education of parents.

As for the educators, their understandings regarding trilingual education differed,
too. In the current study, the majority of teachers and administrators perceived it as
teaching English, while some of them considered it as a teaching of three languages. This

finding reveals a mismatch in educators’ understandings with its understanding by the
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policymakers in Kazakhstan. The similar mismatch is observed in the prior research
literature. The earlier study done by Shin and Krashen (1996) found that less than a half of
the teachers misunderstood the concept of bilingual education perceiving it as an English
immersion programs. Moreover, some studies found a correlation between educators’
understandings of bilingual education with their educational background and knowledge
(Menken & Solorza, 2013; Menken & Solorza, 2015; Shin & Krashen, 1996). Menken and
Solorza (2013) states that those educators who were knowledgeable in bilingual education
valued it. Similarly, Shin and Krashen (1996) claims that those “supplementary training
showed stronger support for bilingual education” (p. 53). Those studies show that there is a
need to further investigate the Kazakhstani teachers and administrators’ understandings of
the concepts of trilingual education in correlation with their educational background, and if
a mismatch occurs, take further steps.

Collectively, the current study and prior literature show a discrepancy in
stakeholders’ understandings of multilingual education. These results should be interpreted
with caution because these interpretations seem to directly affect the vulnerable population,
the students. Thus, s possible explanation of parents’ misunderstanding of the concept of
multilingual education in the current study can be explained by a lack of communication
(Riches & Curdt-Christiansen, 2010) low socioeconomic status and/or education (Sheffer,
2003), whereas, educators misunderstanding could be explained by the lack of appropriate
training (Shin & Krashen, 1996) related to trilingual education implementation. Hence, it
could conceivably be assumed that parent-school communication and educators’ training
are the major sources of managing trilingual education. This finding has important
implications for enhancing the current parent-school communication system and pre-
service and in-service teacher training programs. Therefore, further research in these

directions is required.
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Stakeholders’ perceptions of the role of three languages. All three groups of
stakeholders were very positive towards trilingual education and specifically with the roles
that these languages play. The Kazakh language was perceived as a mother tongue and tool
for communication with elderly people, while, Russian was considered to be the language
of socialization and social media and English as a language of higher education, career,
and travel by the majority of all three groups of stakeholders.

Regarding the Kazakh language, the three groups of stakeholders unanimously
perceived it as a mother tongue, as a language of communication with the elderly, and as a
necessity for developing patriotism. This finding is in agreement with Shin (2000) and
Riches and Curdt-Christiansen (2010) findings which showed that most stakeholders
expressed the necessity for maintaining their primary language because of its association
with their culture, history, and identity. It also correlates with the findings from GuatPoh et
al. (2017) who found that maintaining the mother tongue as crucial for defining one’s
“ethnic identity, to better understand one’s culture and heritage” (p. 529). Similarly, the
stakeholders in this study perceived the role of Kazakh as an engine that connects one’s
identity, culture, historical roots and shows one’s patriotism. Moreover, this study confirms
that the mother tongue, the Kazakh language in this case, which is associated with the
language of communication with elderly people, grandparents, finds its support in Braun
(2012) and Cummins (1999) research stating that within multilingual families,
communication with grandparents serves as a natural resource for maintaining a positive
relationship to preserve mother tongue.

As for the Russian language, the majority of all three groups of stakeholders
perceived its role as the language for social media, socialization, and interethnic
communication. However, some groups of stakeholders were against its studying within

schools. The debate over the role of Russian in the Kazakhstani society is ongoing since
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the country’s independence (Matuszkiewicz, 2010). However, the role of Russian in the
Kazakhstani society has been identified by the Law on Languages (1997) where Russian is
used in all spheres of management as an official language along with Kazakh. Moreover,
the current language policy evolved from the project “Trinity of Languages” delineates the
role of Russian as the language of interethnic communication (Nazarbayev, 2007).

The way how the different groups of stakeholders perceived the role of Russian is
quite different. The parents’ group viewed the role of Russian as a tool for using social
media and socialize with friends. During the interviews, most parents claimed that their
children speak Russian with friends at school and outside. These findings correspond with
the earlier studies of Sabitova and Alishariyeva (2015), where Russian was considered as
the language for communication. According to Sabitova and Alishariyeva (2015), Russian
was viewed as lingua franca and for communication purposes and dominated in social
media, which is similar to this study. There are a number of possible explanations. Firstly,
there is a society-wide perception that speaking Russian seems more prestigious than
Kazakh (Matuszkiewicz, 2010), thus, the younger generation appears to use the high-status
language. The second possible explanation for such a role of Russian in society is an
implicit parental influence. In this study, most parents were Russian dominant, though they
switched to Kazakh due to children’s education. During the interviews, parents affirmed
that they frequently codeswitched between Russian and Kazakh. Consequently, such
parental codeswitching may impact children’s language use at home, school and outside. In
turn, parents tend to perceive the role of Russian as the language of socialization. As for
administrators and teachers, they perceived the role of Russian as the language of
interethnic communication which coincides with the major policy documents (Law on

Languages, 1997). However, Smagulova (2005) claims that no studies exist that explore
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such interethnic communication strategies of Kazakhs with people of other nationalities in
Kazakhstan.

Regarding the English language, all three groups of stakeholders perceived the role
of English within trilingual education unanimously positive and important. The majority of
the participants of all three groups of stakeholders believed that the role of English is
immense for higher education and career-related opportunities. As mentioned in the
literature review, such practical advantages regarding the role of English was found in the
literature, too (Curdt-Christiansen & Wang, 2018; Lao, 2004; Ramos, 2007; Shin, 2000;
Young & Tran, 1999). These studies demonstrate that research participants valued job
opportunities, the positive self-image of being multilingual, communication skills, better
cognitive development and better academic quality that multilingual education entailed.
Curdt-Christiansen and Wang (2018) explain stakeholders’ such attitude towards the role
of English within society as English having superiority over other languages because of
globalization and being one of the frequently used languages. The scholars (2018) name it
as “instrumental value of English” which refers to the advantages of knowing English.

It seems possible that these results are due to the dominant role of English in our
society and throughout the world. For example, all three groups of stakeholders are well
aware that studying higher education abroad and even in Kazakhstan requires the
knowledge of English. Subsequently, well-paid jobs also require English proficiency.
Moreover, the group of teachers and administrators of this study rephrased policy
documents’ aims that there is a need to know at least three languages to be competitive in
the world arena. These reasons tend to magnify the dominance of the role of English in our
society.

The stakeholders’ views towards the time of introducing trilingual education.

The majority of participants of all three groups of stakeholders considered the early
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introduction of the language components of trilingual education as beneficial, though,
some opposing views existed. Those stakeholders, who were against the early foreign
language introduction, based their arguments on their past experiences.

As was found in the previous studies, the majority of the parents viewed early
foreign language introduction to be beneficial for educational, social and economic reasons
(Chung, 2008, Griva & Chouvarda, 2012; Enever & Moon, 2009; Oladejo, 2006). The
same applies to this study. The majority of all three groups of stakeholders’ considered
early foreign language introduction useful and advantageous. In this study, the parents’
group were in favour of introducing foreign language components of trilingual education at
the early ages because of its practical advantages such as travelling, better education, and
future job. Similarly, Griva and Chouvarda (2012) found that most parents believed that
“early language learning contributes to psychosocial, linguistic and educational progress of
the children” (p. 2). Furthermore, Enever and Moon (2009) explained that some
stakeholders from the parents’ group believed that early foreign language learning entails
social and economic benefits for children, which was similar to this study.

As for teachers and administrators of this study, most of them also positively
considered the early foreign language introduction. Recent evidence suggests that teachers
perceived the early foreign language introduction to be useful for students. In the survey
conducted by Othman and Kiely (2016), it was found that the majority of teachers
underlined the importance of early language learning and its benefits for further education,
stating “children get better results” (p. 53). However, the previous studies were mostly
concerned with the methodological aspect of foreign language teaching to young learners
(Munoz, 2010; Nikolov & Djigunovic, 2011; Roothooft, 2017). In this study, the teachers

and administrators who considered foreign language learning at a younger grade as
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beneficial stated its practical advantages such as being multilingual and lucrative for
education and career.

Regarding those who had opposing views towards the early introduction of foreign
languages, they stated the difficulties that they faced and past practices. Firstly, one of the
parents pointed out that they frequently encountered their children’s language learning
anxiety and confusion of languages, that is why they did not support the early foreign
language learning. It contradicts to what was found in the literature, some parents preferred
the early foreign language introduction as a component of multilingual education to avoid
such learning anxiety among their children (Oladejo, 2006). Secondly, one of the teachers
was also against the early foreign language learning. The teacher remembered his/her past
teaching experience in the Soviet teaching system, where primary education was only in
the mother tongue.

There are several possible explanations for such findings. As for parents, who
preferred the early introduction of foreign language components of trilingual education,
they might consider that by early introduction they better prepare their children to the
current educational system, thus, be more competitive than others. With respect to the
administrators and teachers, who supported the early introduction of trilingual education,
they probably follow the lead of policymakers and officials as Spolsky (2007) said school
representatives are required and checked over policy enactment. Although it might be true,
further investigation is needed from teachers and school administrators’ perspectives. The
early learning of the language components may impact a successful integration into
trilingual education when a student starts the 7" grade, a required grade by policies for
beginning trilingual education in Kazakhstan (Road Map, 2015). Therefore, these findings
have important implications for policymakers to explain rural stakeholders the benefits of

early foreign language learning.
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Stakeholders’ Practices of Trilingual Education

The section provides a discussion of findings on stakeholders’ practices of
trilingual education. The main subcategories include stakeholders’ use of three languages
and stakeholders’ concerns regarding trilingual education. The first subcategory contains
teachers’ practices of translanguaging and parents’ use of additional resources because it
reflects stakeholders’ use of languages. It is crucial to cover those subcategories because
they help to answer the research questions and achieve the purpose of the study.

Stakeholders’ use of the languages in their domains. Three groups of
stakeholders’ language use vary in their domains. If the school administrators promote all
three languages within the school domain, some teachers also used three languages at the
classroom level, while others refused such practices. Meanwhile, the parents’ group prefers
to use Kazakh at home, promote English, and tend to forbid the use of Russian for home
use. A strong relationship between various domains and language use has been reported in
the previous literature (Ricento, 2009; Spolsky, 2007). Ricento (2009) states that
individuals tend to purposefully use certain languages for different domains (e. g., schools,
work, home, leisure) because of its status such as being prestigious or low-status

languages.

As for this study, the findings regarding administrators’ language use within school
domains partially corresponds to what was found in the literature. According to Mensah
(2015), school administrators are required to follow the rules set by policy initiatives.
However, Nyaga and Anthonissen (2012), Probyn et al. (2002) and Shameem (2002)
discovered that certain schools do not apply the languages that were prescribed by
authorities. As for the practices of school administrators of this study, they seem to strictly
follow the rules set by authorities, which is similar to Mensah’s (2015) findings. As both of

the administrators stated that they support all three languages and field notes also indicate



TRILINGUAL EDUCATION: PERCEPTIONS AND PRACTICES 71

the presence of all three languages in a form of artefacts on the walls. A possible
explanation for this is that school administrators are checked over the policy
implementation by higher educational departments. Spolsky (2007) explains the
administrators’ such practices as being under the “control of the central government” (p.
9). In other words, schools and administrators might be regularly checked for the
enactment of trilingual education within the school or they provide reports of activities
related to trilingual education, therefore, obliged to use three languages. However, further
research in exploring administrators’ explicit practices of trilingual education within
schools is needed because some studies question the extent administrators practice the
required rules (Probyn et al., 2002; Shameem, 2002).

As for the language use within classroom domains, two different approaches that
teachers use when teaching were disclosed: full immersion to the target language and
bilingual approach where teachers used L1 to facilitate learning (Cheng et al., 2010; Jeon,
2008; Kang, 2012; Karathanos, 2009). The findings of this study fully correspond with the
earlier studies that applied the bilingual approach in teaching the content through the
medium of the target language. In other words, the teachers of this study stated that they
purposefully used L1 to facilitate and encourage learning (Kang, 2012; Karathanos, 2009).
Although the teachers of this study did not link the use of L1 when teaching through the
medium of the target language with the increase of target language proficiency and “meta-
cognitive process” (p. 32), they linked it with a positive impact on students’ academic
achievement (Tarnopolsky & Goodman, 2014). This finding confirms that L.1 use when
teaching through the medium of target language positively impacts the learning,
encourages students, thus contributes to better academic achievement. There are several
possible explanations for this result. Firstly, students may have poor language skills, thus

teachers use L1 to explain the content in a more comprehensible way. Secondly, teachers
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may feel anxious about their language skills, so they switch to L1 due to the poor
vocabulary or speaking skills when teaching. Thirdly, teachers do not assess students’
target language skills, they assess the content, therefore, the teachers may not explicitly
focus on the target language proficiency. This result needs to be interpreted with caution
because teachers’ practices were revealed through the interviews, not through observations.
Therefore, further study with more focus on the observation of teachers’ practices is
suggested. The next section below provides language use within home domains.

Another domain that needs an explanation for language use is — home domains.
According to Branum-Martin et al. (2014), home language practices impact tri/multilingual
education success or failure. As said in the literature review, language use at home has two
subcategories: firstly, those who maintain their L1 and support the target language;
secondly, those who shifted to the target language (Riches & Curdt-Christiansen, 2010;
Tuominen, 1999 Lao, 2004). The findings of this study correspond with the first
subcategory, where parents preserved their L1 and supported the target language. The
parents’ group of this study unanimously claimed that they use Kazak because they are
Kazaks, use Kazakh to communicate with elderly people and it describes their identity and
culture. Similar findings were discovered within Riches and Curdt-Christiansen (2010) and
Tuominen’s (1999) studies. The earlier study done by Tuominen (1999) found that some
parents spoke predominantly their native language at home so children have exposure to it.
A more recent study of Riches and Curdt-Christiansen (2010) disclosed that parents
maintained Chinese (their L1) through providing their children with literacy resources and
support as parents believed that L.1 connects their children with culture and shows their
identity. As for the support of the target language within homes, both studies indicated that
mainly English was supported because of its “instrumental motivation” (Riches & Curdt-

Christiansen, 2010, p. 549) such as pursuing higher education, better employment, and
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travelling. Moreover, this study revealed that Russian was also used within homes, though,
some parents tend to forbid its use at homes. On the other hand, Russian was used for
social communication and social media domains as parents reported. The use of Russian
for social communication and social media can be explained by the prestige of Russian
over the Kazakh language. There is an ongoing debate about the status of Russian and
Kazakh languages in society as one being more prestigious than the other. These results
match those observed in earlier studies asserting the high status of Russian and low status
of Kazakh (Brown, 2013; Dave, 1996; Smagulova, 2008). The earlier survey of Dave
(1996) found that “the prestige score for Kazakh remains quite low than the one of
Russian, ... for Kazakh schools as well” (p. 67). A more recent study of Smagulova (2008)
has similar findings. Although the use of Russian within homes, social communication and
social media seem to correlate with its prestige over the Kazakh language, these results
should be interpreted with caution, because of the small sample size it cannot be
generalized and claimed that Russian is used in those domains by the majority of
stakeholders. Therefore, further investigation is required regarding the role and use of
Russian in certain domains.

Teachers’ practices of translanguaging. The findings illustrate that all teachers
practiced translanguaging when teaching science and history, though they were not
familiar with the concept of translanguaging. They purposefully utilized Russian and/or
Kazakh to explain the content which was in English and Kazakh. From the interviews, it
was clear that the concept of translanguaging was not familiar for them, but, the teachers
purposefully switched to the language which was convenient for the students. There were
two views of such practices in the literature review. Firstly, some scholars reported that
their participants applied codeswitching (Altinyelken et al. 2014; Wang & Kirkpatrick,

2013), while others used the term translanguaging (Creese & Blackledge, 2010; Martinez,
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Hikida, & Duran, 2015).

Overall, there are several possible explanations for such teachers’ practices. Firstly,
as the teachers reported themselves, students are not proficient in English, therefore, the
teachers switched to Russian and/or Kazakh to facilitate their learning and understanding.
The same practices were reported in the previous literature (Creese & Blackledge, 2010;
Hornberger & Link, 2012). In the current study, the teachers switched to students’ native
language or first language, to encourage and contribute students’ learning. Creese and
Blackledge (2010) state that teachers use of translanguaging strategy in teaching to help
students to easily understand the learning process, to encourage participation and inclusion
of all students regardless of their linguistic skills. Secondly, the teachers themselves might
not be enough proficient in English, thus codeswitch themselves. Such issues regarding
teachers’ low level of language proficiency and its anxiety were stated by Irsaliyev et al.
(2017b). However, these data must be interpreted with caution because the teachers were
interviewed about their practices, not observed. It is one of the main limitations of this
study. Therefore, further research is needed to find teachers’ practices of trilingual
education in classrooms using observation as one of the primary instruments.

As for the history teacher’s translanguaging practices to Russian, it is the most
interesting finding which corresponds with the previous literature. In this study, the teacher
of the History of Kazakhstan purposefully used Russian language and teaching materials in
Russian, although the history of Kazakhstan is required to be taught in Kazakh language
(Road Map, 2015). The history teacher explained his/her purposeful switch to Russian by
his/her willingness to prepare students for the next academic year. According to the history
teacher, the school intends to use the Russian medium for teaching the World History in
the next academic year. Altinyelken et al. (2014) in their study also found out that some

teachers initiated such bottom-up approaches in teaching certain subjects in another
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language, not waiting for the reform to be enacted. Although only one teacher initiated
such bottom-up practices in this study, it is an important finding because it seems to show
some teachers’ awareness and readiness to new initiatives from the bottom-up. Therefore,
further comparative research is needed to explore teachers’ practices of trilingual education
from the bottom-up approach in three different mediums of instruction, using observations
as the main tool.

Parents’ use of additional resources. The parents’ group unanimously expressed
that they provided their children with additional resources such as private language
tutoring to assist children’s educational progress. As aforementioned, the majority of three
groups of stakeholders associated trilingual education with the teaching of the English
language. Consequently, in this study, English was the language that parents attempted to
assist to facilitate learning progress at the school. These findings are consistent with those
of Nunan (2003), Reichelt (2006) and Xuesong (2006), where parents send their children
to private English tutoring to develop the linguistic capital of their children. The reason for
such interest in acquiring English is the instrumental value of English (Curdt-Christiansen
& Wang, 2018) which covers social and practical advantages of English such as being
multilingual, travelling, better employment, and studying abroad (Curdt-Christiansen &
Wang, 2018; Lao, 2004; Feng & Adamson, 2014; Ramos, 2007). Overall, previous
empirical research and this study illustrate that most parents tend to use additional
resources such as private language tutoring to facilitate their children’s learning progress,
to ease the educational overload, and/or better equip their children to be more competitive
than others (Curdt-Christiansen & Wang, 2018; Lao, 2004; Feng & Adamson, 2014;
Ramos, 2007).

A number of possible explanations for such results can be developed. Firstly, some

scholars have speculated that English being the global language has an enormous value in
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the world (Crystal, 1997). The role of English is critical for higher education, travelling,
and employment, thus, such perceptions regarding the role of English in society tend to
impact the parents’ practices in better equipping their children with appropriate knowledge.
Secondly, the implementation of trilingual education may be the other reason for such
parental practices. As said, the majority of all three groups of stakeholders perceived
trilingual education as the teaching of the English language. Therefore, some parents as a
response for such policy initiative try to provide their children with English language
courses to facilitate their learning at school, to better understand the subject matter in
English and/or to overcome children’s foreign language anxiety. It is similar to Reichelt’s
(2006) analysis, where parents provided children with private language tutoring to be
ahead of others. It is also true that the private English tutoring sector appears to be not
investigated in Kazakhstan, as Bray (1999), it is the shadow of the Kazakhstani educational
system. However, with small sample size, caution must be applied, as the findings might
not be transferable to all parents from rural areas. A further study with more focus on such
parental practices and the bigger sample size is therefore suggested.

The stakeholders’ concerns regarding trilingual education provision at the
school. All three groups of stakeholders mostly positive about trilingual education at the
school, but expressed certain concerns. Those concerns mostly related to the school
infrastructure, course books, and teaching staff. All three groups of stakeholders
unanimously considered the school infrastructure such as the absence of scientific
laboratories, lack of rooms and teachers’ room, overcrowded classrooms, old building as
the major issues in providing trilingual education.

One unanticipated finding was that all three groups of stakeholders did not
consider rural-urban differences as a problem. Therefore, some findings of the current

study do not support the previous research. Nunan (2003) and Oladejo (2006) found that
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stakeholders were mostly concerned with the education quality within rural schools,
claiming rural children fall behind of urban ones because of rural-urban school differences
in providing facilities. Such stakeholders’ concerns were explained by Altinyelken et al.
(2014) and Wang (2008) who found that multilingual education poorly functioned in rural
schools than in urban schools because of the improper facilities of the rural schools. It is
difficult to explain such inconsistency of the findings, but it might be explained in the
following ways. Although the research site of the current study is located in the rural area,
it is a part of megapolis Almaty, approximately an hour drive from the city, thus, it might
impact stakeholders.

On the other hand, the following findings support those observed in earlier studies.
In this study, all three groups of stakeholders unanimously considered the school
infrastructure such as the absence of scientific laboratories, lack of rooms and teachers’
room, overcrowded classrooms, old building as the major issues in providing trilingual
education. The studies done by Altinyelken et al. (2014) and Lao (2004) found that
stakeholders were concerned with poor resources such as classrooms for providing
multilingual education in rural areas. In other contexts, teachers faced difficulties with
teaching materials and provision of course books needed to teach within multilingual
education (Bahous et al., 2011; Jian, 2013; Negron, 2015). However, the findings of this
study are not as much deplorable as in the above literature. Although the school building is
old and was built as a hospital, from the interview it was observed that all three groups of
stakeholders managed to teach there. As for the absence of the course books, it was solved
by the parents’ sponsorship. A possible explanation for these findings may be the lack of
adequate funding and poor work of educational departments in providing schools with
adequate infrastructure and facilities (Irsaliyev et al. 2017b). Thus, further research may be

required to investigate departments’ contribution to schools that provide trilingual
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education.

Similarities and/or Differences in Stakeholders’ Perceptions

This section of a discussion represents the answers to the third research question
that seeks for similarities and/or differences in stakeholders’ perceptions. In this study, the
vast majority of all three groups of stakeholders understood trilingual education as teaching
English. It corresponds with the studies done by Sheffer (2003), Lee (1999) and Shin and
Krashen (1996), where respondents misunderstood the tri/multilingual education
perceiving it mostly as an English immersion program. As for the stakeholders’ views
of/on the role of three languages, some similarities and differences occurred. The greater
number of stakeholders unanimously perceived Kazakh as their mother-tongue that reflects
their culture and history (GuatPoh et al. 2017; Riches & Curdt-Christiansen, 2010). All
three groups of stakeholders had similar perceptions of the role of English. It was
perceived as the beneficial language for education, better employment, and travelling
(Curdt-Christiansen & Wang, 2018; Lao, 2004; Ramos, 2007; Shin, 2000; Young & Tran,
1999). On the other hand, the role of Russian was perceived differently by stakeholders. If
the parents’ group considered Russian as a language for communication and social media
(Sabitova & Alishariyeva, 2015), the teachers and administrators viewed it as the language
of interethnic communication (Nazarbayev, 2007). The stakeholders’ responses regarding
the time for introducing trilingual education differed. The majority of all three groups
considered the early introduction as significant for education (Chung, 2008, Griva &
Chouvarda, 2012; Enever & Moon, 2009), while, a few teachers and parents opted for
mother-tongue based primary education (Oladejo, 2006). This triangulation of data sources
shows that trilingual education was differently understood by three groups of stakeholders

which might further impact the success and/or hindrances of its implementation, though
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some similarities in their perceptions occurred. Therefore, further research is needed to
explore the factors that affect stakeholders’ perceptions of trilingual education.

Answers to the Research Questions

This section presents the answers to the research questions in order to explore
whether the research purpose has been achieved and research questions answered. The
discussion of the findings above is utilized to answer the research question.

RQ 1: How do the stakeholders perceive trilingual education. The answer to
this research question is based on the following findings that were obtained from the data
analysis: stakeholders’ understanding of the concept of trilingual education (Findings 1),
stakeholders’ perceptions of the role of three languages (Finding 2) and stakeholders’
views towards the time of introducing trilingual education (Finding 3). The majority of all
participants positively perceived trilingual education, though a few respondents had
negative views. The findings suggest that the greater number of all stakeholders perceived
trilingual education as the teaching of the English language. The stakeholders’ perceptions
of trilingual education were impacted by the roles each language played: Kazakh was
perceived as a mother-tongue, Russian as the language for communication and media, and
English for education and employment. The majority of all three groups of stakeholders
were satisfied with the current introduction of trilingual education and its language
components. Overall, these findings propose that the researcher has answered the research
question. The majority of three groups of stakeholders perceived trilingual education as
teaching English and preferred the early introduction of language components of trilingual
education.

RQ 2: How do the stakeholders practice trilingual education? The answer to
this research question is based on the following findings: stakeholders’ use of the

languages in their domains, teachers’ practices of translanguaging, parents use of
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additional resources, and stakeholders’ concerns regarding trilingual education. The
findings show that all three languages were used in all domains, though, the use of Russian
was neglected by some teachers and parents. It was mostly the school administrators who
supported the use of three languages. Within classroom domains, the teachers practiced
translanguaging to assist students and ease the education load. This finding answers to the
second research question because teachers’ practices of translanguaging are one of the
widely used teaching practices in multilingual education (Garcia, 2009). Furthermore, all
parents were providing their children with additional resources such as private language
tutoring. The parents explained it as a desire to help, ease and support the education of
their children. All participants shared certain concerns regarding trilingual education such
as the school’s poor infrastructure and course-book provision which impacts its practice at
the school. Overall, the findings suggest that the school administrators promoted the use of
three languages in the school, the teachers and parents practiced different strategies to
facilitate students’ education process within trilingual education.

RQ 3: How similar or different are the stakeholders’ perceptions? The greater
number of all participants had similar perceptions regarding trilingual education, it was
perceived as the teaching of English. Similarly, English was unanimously perceived as the
language of education, employment, and travel by all three groups of stakeholders. On the
contrary, the role of Kazakh and Russian was considered differently. As for Kazakh, all
three groups of stakeholders declared Kazakh to be their mother-tongue. Moreover, the
parents regarded Kazakh important for official jobs and a tool for communication with
elderly people, meanwhile, the teachers and administrators believed that Kazakh restricts
access to the world. The role of Russian was differently understood by three groups of
stakeholders, too. The parents’ group perceived it as the language for media, whereas, the

teachers and administrators accepted it as the language of interethnic communication. As
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for the time of introducing trilingual education, the vast majority of stakeholders agreed
with the current introduction of the language components of trilingual education. Such data
triangulation shows that trilingual education differently perceived by three groups of
stakeholders and such misunderstandings seem to impact their practices. For example, as
the second research question answered, the use of Russian is being neglected by some
stakeholders in certain domains.

The purpose of this chapter was to provide a discussion of the main findings. The
discussion chapter started with an introduction section that covered research purpose and
research questions. Then, the chapter presented two major categories: stakeholders’
perceptions and practices of trilingual education, respectively. In order to achieve the
research purpose and answer the research questions, it was significant to discuss and
interpret those findings. Finally, the last section of the discussion chapter structurally
answered the research questions. The next chapter Conclusion synthesizes the prior

chapters, considers the further recommendations, and limitations of the study.
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Conclusion

The previous chapters presented the introduction, literature review, methodology,
findings and discussion chapters of the thesis. The variety of relevant literature on
multilingual education from international and national contexts was analysed, covering key
concepts and aspects related to various groups of stakeholders’ perceptions and practices of
multilingual education. The purpose of this chapter is to summarize all the obtained
findings coinciding with the research purpose and research questions. Moreover, this
chapter presents the limitations of the study and implications for the practices of trilingual
education.

Various groups of stakeholders’ misunderstanding of trilingual education and poor
school condition within rural regions motivated the researcher to conduct this study
because misunderstanding and poor facilities might impact stakeholders’ practices. The
purpose of this study was to explore various groups of stakeholders’ perceptions and
practices of trilingual education. To achieve this research purpose, the study was guided by
three research questions: 1. How do these stakeholders perceive trilingual education? 2.
How do these stakeholders practice trilingual education? 3. How similar or different are the
stakeholders’ perceptions? The qualitative approach with the case study design was applied
in order to answer these research questions. The data collection instrument was semi-
structured, one-on-one interviews. The overall sample included ten participants: parents,
teachers and school administrators from one rural school in Almaty Oblast.

Overall, the study findings suggest that rural school stakeholders’ perceptions of
trilingual education are important because the number of rural schools outweigh the
number of urban ones (Irsaliyev et al., 2017a). This study revealed that three groups of
stakeholders’ perceptions were dissimilar and their practices of trilingual education varied,

too. The majority of all three groups of stakeholders considered trilingual education as
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teaching English, some of them believed it to be the teaching of three languages, only one
teacher’s view corresponded with the accepted explanation of trilingual education in
Kazakhstan, which is teaching in three languages. As for the practices of trilingual
education, three languages were used to some extent by all participants. The administrators
promoted the use of three languages within the school domain, meanwhile, some teachers
used three languages in the classroom, and few teachers ignored the use of Russian. As for
the parents’ language use, it was also revealed that Russian was omitted by parents within
home domains. Moreover, for the purposes of facilitating students’ academic achievement,
ease education overload and assist students, the teachers and parents used certain practices:
the teachers practiced translanguaging, while parents provided their children with private
language tutoring. Despite achieving the purpose of the study and answering the research
questions, the study had some limitations presented below.

Limitations

While achieving the research purpose and answering the research questions, the
study has a number of limitations. Those limitations mostly concern the methodological
aspects of the study. The first limitation relates to small sample size. Ten participants were
interviewed in the scope of this research: three — parents, five — teachers, two — school
administrators. Although the study applied a case study design that does not aim at
generalizing its findings to all rural schools, the sample size is still small compared to the
whole research site population. It would be better to interview more parents of the school
whose children study under the frame of trilingual education; and teachers that provide
trilingual education in order to make more reliable its findings with the research site
population. The second limitation relates to the data collection instrument. As the purpose
of the study was to explore various stakeholders’ perceptions and practices of trilingual

education, it could have been more reliable to employ observation as an additional
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instrument for data collection to investigate the stakeholders’ practices in their domains.
However, due to the limited allocated time for data collection and the small-scale nature of
the research, this study utilized a single instrument — interviews. The interviews mostly
focus on participants’ memory, therefore, when talking about their practices the
stakeholders could have reported wrong information. However, to avoid such
discrepancies, the researcher applied probes and the member checked the respondents’
answers. Collectively, those limitations of the study suggest that similar studies could be
conducted with more research participants and using observations as an additional data
collection tool.

Implications for Practices

This section of the conclusion chapter provides the implications for practices and
further research. The findings of the study revealed that the majority of the three groups of
stakeholders perceived trilingual education as the teaching of English. Such
misunderstanding of the concept of trilingual education helps us to understand that there is
a lack of collaboration among policymakers and rural school stakeholders. A possible
solution for such issues is creating communication and information channels where the
policymakers can explain trilingual education implementation processes and especially,
rural school stakeholders can collaborate to discuss certain issues, share experiences, and
speak about the expected outcomes of trilingual education. However, policymakers should
take into account that such channels should not be carried out as a mandatory task for all
stakeholders, as, otherwise it could get opposite results. Before establishing such
educational platforms, it is advisable to conduct studies in exploring the most suitable
mode where various stakeholders can exchange their ideas. After establishing such

communication and information channels comparative studies could have been carried out
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to investigate its effectiveness and impact on policy implementation, and if needed to make
some changes.

Another implication for practices concerns the teachers and school administrators.
As found in the study, the teachers misunderstood the concept of trilingual education that
may further impact their teaching practices, therefore, it is advisable to establish in-service
and pre-service teacher training. Although such teacher training courses exist in
Kazakhstan, it mostly focuses on the content matter rather than the trilingual education
implementing process. The findings revealed that the school administrators also
misunderstood trilingual education, thus there is a need for establishing developmental
courses for leadership in trilingual education. Such developmental courses would facilitate
the stakeholders’ understandings of trilingual education, teaching and leadership practices,
and successful policy implementation. However, further qualitative and longitudinal
research is required to find out what factors impact teachers and administrators’

(mis)understandings of trilingual education.
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Appendix A
Parents’ recruitment flyer in two languages

RURAL SCHOOL STAKEHOLDERS’ PERCEPTIONS AND PRACTICES OF
TRILINGUAL EDUCATION: SAME OR DIFFERENT?

Dear Parents,

v" Would you like to make your child’s study at school more fruitful?
v" Would you like your voices to be heard?

If you answered Yes, then you are the person that I am looking for. You as a parent is

one of the important people who can influence the development of language policy.

My name is Shakhrizat Agaidarova, I am carrying out a research related to trilingual
education. The purpose of this research is to explore different stakeholders’ perceptions and

practices of trilingual education in a rural school in Almaty Oblast.

I would be very grateful if you have some time to participate in my study and share
your experience. Your voice is important. You will be asked questions related to trilingual
language and its practices at home. Please, note that all the information that you will provide

will be confidential and participation will be anonymous.

You will have an indirect benefit from participating in this study as raising awareness
of trilingual education and its implementation, thus reconsidering the importance of parental
involvement in your child’s education. If you do agree to participate, please contact me
directly on xxx xxx by December 12 2018. Due to the limited time, only first contacted three

parents will be interviewed.

If you have further questions, don’t hesitate to contact me.

Contact Information

Researcher: Shakhrizat Agaidarova
Phone number: +x
Email: shakhrizat.agaidarova@nu.edu.kz
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AYJIAHJBIK MEKTEI CTUKXOJIAEPJAPBIHBIH, YIII TIIJI BIJIIM BEPYTE KATBICTBI
TYCIHITT MEH KOJIJAHBICBI

KypmerTi ara-ananap,

v BalaHbI3[bIH OKYBIH MEKTENTE KEMICTI OOJIYbIH Kallaichi3 0a?

v' O3 0ilbIHBI30EH O6JIICKiHI3 Keneai Me?

Erep ci3 Uo nen xayan Gepceni3, Ci3 0i3re kepek ara-aHachl3. ATa-aHa PeTiHJE Ci3 Til

casiCaThIHBIH JaMybIHA 9CEp €TE aJaThlH MaHBI3/Ibl aAaMaapbH Oipi OOJIbIN TaObLIACKHI3.

Mewnin ecimim Ilaxpuszar AraiizapoBa, MEH Ka3ipri yakbITTa YII TUIII OKBITYFa KaTbICTBI
3epTTey JKYMBICBHIH JKYPIi3ill >KaTBIPMbIH. 3€pPTTEy >KYMBICHIHBIH MAaKcaTbl - ayJaHJIbIK
MEKTEN CTIUKXONACpNapblHbIH YII TUIAI OuTiM Oepyre KaThICTBl TYCIHIKTEpI MEH

TOXipuOesepiH 3epTrey.

MeHiH 3epTTey KYMBICBIMAa KaTBICYJApbIHBI3AbI JKoHE TaXipuOeMeH OedicynepiHizai
cypaiiMbiH. ATta-aHa pertinfe Ci3fiH HaybIChIHBI3 ©Te MaHbI3Abl. Ci3 YCHIHATBIH OapJbIK
aKmapar Kymusi OOJbBIN TaOBLIAAbI KOHE KATBICYIIBIHBIH aThI-)KOHI KOPCETIIMEHTIHIITH
eckeptemis. Erep ci3 kaTeicyFa kenmicceHi3 12 XKenTokcanra el xabapiachiHbI3. Y akpIT

TBHIFBI3IBIFBIHA OAMTAHBICTHI, ATFAIIKEI XabapiiacKaH YIII aTa-aHaJaH cyx0aT aibIHa/IbL.

Bajiianbic Homepi
3eptreymwi: Hlaxpuszar Araiinaposa
Tenedon HeMipi: XX

OnexTpouablk momra: shakhrizat.agaidarova@nu.edu.kz
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Appendix B
Teachers’ recruitment flyer in two languages

RURAL SCHOOL STAKEHOLDERS’ PERCEPTIONS AND PRACTICES OF
TRILINGUAL EDUCATION: SAME OR DIFFERENT?

Dear teachers,

v" Are you a teacher with experience of more than two years?
v Do you teach your subject either in English or Kazakh?
v" Are you eager to share your experience for the purposes of research?

If you answered “yes” to these questions, then you are the person that I am looking for.
You are important because you can contribute to the policy implementation. I would really
appreciate if you take part and share your experience. If you do agree to participate, please
contact on xxx by December 12, 2018. Please, note that all information that you will provide
will be confidential and participation will be anonymous.

The purpose of the research I am conducting is to explore different stakeholders’
perceptions and practices of trilingual education in one rural school in Almaty oblast. Your
voice as teachers are important as you are the major implementers of the trilingual education.

Please, note that due to the time limit first contacted five teachers will be interviewed.

Contact Information

Researcher: Shakhrizat Agaidarova
Phone number: + xxx

Email: shakhrizat.agaidarova@nu.edu.kz
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AYJAHJBIK MEKTEII CTOUKXOJIJIEPJIAPBIHBIH Y1 TLJIAE BLIIM
BEPYI'E KATBICTbBI TYCIHITT MEH KOJITAHBICbI

KypwmerTi apinrecrtep,

v' Ci3 6iiiM Gepy canacslHIarbl 3epTTeyiepre 03 YIECiHi3Mi KOCKbIHBI3 Keye Me?
v Ci3in eHOeK TOXKIpHOEHI3 €Ki JKbIIIaH acKaH 0a?
v Ci3 e3iHi3/1iH cabarbIHBI3/bI aFBUIIIBIH HE Ka3ak Tiiaepinge oepecis 0e?

Erep ne ci3 ocel cypakrapra “uo” gem skayan OepceHi3, oHma “Ci3” 0i3 i3mereH
myFanimci3. Ci3miH NaybICBIHBI3 MaHBI3ZbI, cebedl Ci3 TiNl cascaThlH iCKe achIpyFa yIiec
KOCBIII X9HE Irepi TaMbITyFa 63 CenTiriHi3ai turizecis. Ciz 6epeTin OapiblK aKnapaT KyIHs

00JIBITT TAOBLTABI XKOHE KATHICYIIBIHBIH aThI-)KOH1 KOPCETIIMEUTIH IITH €CKEePTEMIH.

MeHniH aTbl-)keHIM Araiinaposa lllaxpu3zaT, Ka3ipri yakeTTa yi Tl Oinim 6epyre
KaTBICTBI 3€PTTEY AKYMBICHIH XKYPIi3il )KaThIpMbIH. Erep ocel 3epTreyre KaTbICKbIHBI3
KeJice, MblHa HoMepre xxx 12 XKentokcanra feiin xabapiaacybIHbI3IbI CYpaiiMbIH.

VYakpIT meKTeysi O0oNFaH/bIKTaH, aFAIlKbl 0eC MyFaIiMHEH cyx0aT ajabIHa/bI.

Baiisianbic aknmapaTtbl

3eptreymwi: Hlaxpuszar Araiinaposa

Tenedon HeMIpi: XXX

OnexTpouablk momra: shakhrizat.agaidarova@nu.edu.kz
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Appendices C
Interview protocols for three groups of stakeholders in two languages

Time:
Interviewer: Shakhrizat Agaidarova
Position of interviewee: A parent

Good day! My name is Shakhrizat, | am a Master student at Nazarbayev University
Graduate School of Education. I am conducting a research study on stakeholders’
perceptions and practices of trilingual education. Thank you for your agreeing to
participate in the research. Before we start the interview I would kindly request you to sign
the Consent form devised to meet our university requirements. Essentially, this document
states that: (1) all information will be held confidential, (2) your participation is voluntary
and you may stop at any time if you feel uncomfortable, and (3) we do not intend to inflict
any harm. For your information, only me as a researcher on the project will have access to
the tapes which will be eventually destroyed after they are transcribed. To facilitate our
note-taking, I would like to audio tape our conversations today only based on your
permission. Finally, I greatly appreciate your contribution in the present study which
attempts to understand your perceptions and practices. Your participation will take
approximately 30-45 minutes. Can we start the interview?

Interview questions

1. How many children do you have?

2. What language do you usually speak in?

3. Have you heard about Trilingual education? What do you think it is? How do you
understand it?

4. Regarding your child, when did he/she start studying in trilingual education? How
do you think starting at that age (time) was successful for children or not? Why?

5. Do you think that trilingual education is beneficial for your child? If yes, then how?
Probes: Better education opportunities in general; Better content knowledge;
Awareness of different Linguistic & Cultural values; Aspiration to further study;
Academic achievement in general;

6. How is the knowledge of Kazakh (Russian, English) beneficial for your child?
Probes: Increase job opportunity in future; Develop English/Russian/Kazakh

literacy skills; Positive self-image of being multilingual; Effective communication
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10.

11.

12.

13.

14.

skills in three languages What about maintaining primary language and culture?
Notes:

Can you think of your child’s success stories in language learning? If any?

Can you think of any issues children face studying in TE?

Probes: Your examples; Any difference of TE between urban-rural areas; Language
learning anxiety in children; Resources: lack of learning material, books, classroom
size; Resources provided in rural VS urban school; How do you deal with such
issues?

What language is usually spoken at home with your child?

Probes: Do you try to preserve your ethnic language; Shifted to dominant language;
languages at home; How do you perceive mixing languages?

Does your child prefer to speak a particular language at home? Or do you
encourage

him/her? Which language? Why do you think he prefers to speak that language(s)?
Does anybody help him/her at home with education? Probes: Monitor out of school
activities; Assist home task; Limit TV time; Attend school meeting and volunteer; Reading
at home (past & now);

What resources do you have to develop your child’s English at home? (Kazakh,
Russian?) Probes: Books; Providing with Internet access;

Do you provide your child any additional support to language learning?

Probes: Providing private lessons or tutoring; Online learning classes;
Supplementary classes with their teachers;

What language does your child watch TV in? Probes: Communicate with friends;
Read books; Play computer games; Use social media.

Is there anything you would like to add that was not mentioned here? Suggestions?
Notes:
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Interview Protocol
Rural school stakeholders’ perceptions and practices of trilingual education:
same or different?

Time:
Interviewer: Shakhrizat Agaidarova
Position of interviewee: A teacher

Good day! My name is Shakhrizat, | am a Master student at Nazarbayev University
Graduate School of Education. I am conducting a research study on stakeholders’

perceptions and practices of trilingual education. Thank you for your agreeing to
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participate in the research. Before we start the interview I would kindly request you to sign

the Consent form devised to meet our university requirements. Essentially, this document

states that: (1) all information will be held confidential, (2) your participation is voluntary

and you may stop at any time if you feel uncomfortable, and (3) we do not intend to inflict

any harm. For your information, only me as a researcher on the project will have access to

the tapes which will be eventually destroyed after they are transcribed. To facilitate our

note-taking, I would like to audio tape our conversations today only based on your

permission. Finally, I greatly appreciate your contribution in the present study which

attempts to understand your perceptions and practices. Your participation will take
approximately 30-45 minutes. Can we start the interview?

Interview questions

1. What subject do you teach? What is your teaching experience? (In this Mol)
What language do you usually speak?
What do you think of it? How do you understand it?

D

What is the value of trilingual education for students?

Probes: Better academic achievement; Better content knowledge; Language skills

5. How is it beneficial to speak three languages? Probes: Language development;

fluency;
6. Have you taken any developmental courses on TE?

7. Do you receive any support from other? If any, how does it help you?

Probes: Any support you received from other schools; educational departments;

PaitOO, I'opOO; parents, akimat.
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8. How long does it take you to prepare for the lessons?

Probes: Time consuming or not? Does it take longer to prepare materials, are you
satisfied?

9. Can you think of your students’ success stories in language learning? If any?
Probes: Are they successful in certain languages? How?

10. Can you think of any issues you face providing trilingual education?

Probes: Your examples; Any difference in Rural Vs Urban areas; Resources: books,
other teaching materials, ICT; Do you have appropriate methodology; How do you
deal with issues, if any you have?

11. What language do you usually speak in your class?
Probes: Use your L1 when teaching your subject; or prohibit code-switching;
Correct any linguistics by giving feedback;

12. How do you think what impacts to students’ L2/L3 proficiency?
Probes: L1 & L2 proficiency impact L3;

13. Have you observed the impact of students’ language proficiency level on their
content knowledge at your lesson? Probes: When teaching and they respond or not;
e.g. Students don’t want to answer because of their low level of language
proficiency;

14. Do/Did you collaborate with language teachers when preparing a lesson?

Probes: If any? How beneficial is this? Notes:
15. Do you usually encourage students to speak a particular language? If any?
E.g. One-language-at-a-time; Set rules?

16. Is there anything you would like to add that was not mentioned here? Suggestions?
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Interview Protocol

Rural school stakeholders’ perceptions and practices of trilingual education:
same or different?
Time:

Interviewer: Shakhrizat Agaidarova

Position of interviewee: An administrator

Good day! My name is Shakhrizat, | am a Master student at Nazarbayev University
Graduate School of Education. I am conducting a research study on stakeholders’

perceptions and practices of trilingual education. Thank you for your agreeing to
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participate in the research. Before we start the interview I would kindly request you to sign

the Consent form devised to meet our university requirements. Essentially, this document

states that: (1) all information will be held confidential, (2) your participation is voluntary

and you may stop at any time if you feel uncomfortable, and (3) we do not intend to inflict

any harm. For your information, only me as a researcher on the project will have access to

the tapes which will be eventually destroyed after they are transcribed. To facilitate our

note-taking, I would like to audio tape our conversations today only based on your
permission. Finally, I greatly appreciate your contribution in the present study which
attempts to understand your perceptions and practices. Your participation will take
approximately 30-45 minutes. Can we start the interview?

Interview questions

1. Can you tell about your experience in this position?

2. What language do you usually speak in?

3. What do you think of it? How do you understand TE?

4. Have you obtained any developmental courses related TE? If any?
Probes: What kind of? Were they helpful?

5. How is it beneficial speaking Kazakh (Russian, English)?

6. Do you receive any support from others? If any, how does help you?

Probes: Any support you received from other schools, educational departments,

PaitO0, I'opOO; parents, akimat;
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7.

10.

11.

Can you think of your students’/teachers’ success stories in language learning? If
any?

Can you think of any issues you/school face providing trilingual education?
Probes: Any difference in Rural vs Urban areas; Teachers fail teaching due to
language proficiency; Too much codeswitch when teaching; Lack of resources;

How do you deal with such issues?

What kind of activities are held within the school? in what languages are they held?
Who organizes/develops activities related to trilingual education? What type of
activities? Who is responsible?

Do you think parental involvement and support is important in trilingual education?
probes: School-parents collaborating advantages; Parent-child collaborating
advantages

What language is mostly used at your school?

Probes: Allow or prohibit code-switching at school level; Purposeful

translanguaging;

12.

13.

Do your teachers collaborate among each other? If any?

Probes: Have you observed it? Do you encourage that? A content teacher
collaborates with the language teacher? How beneficial is that? e.g. History teacher
collaborates with Kazakh or Russian language teacher.

What language is mostly used at school meetings?

Probes: Strictly follow Kazakh only policy, or mix?

How would you like to develop teachers’ understanding and practices of trilingual
education? Probes: Provide developmental courses; Purposefully choose new

teachers with multilingual background;

14. Is there anything you would like to add related to TE? Suggestions?
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NHTepBbIO XaTTaMacsl

AyYBUIIBIK MEKTEN CTIMKXOJIepIapAbIH YIII TUIAL OimiM Oepyre KaTbICThI TYCIHITT MEH

KOJITaHBICHL: Oipeit He opTyp:i?

VY aKsbIThI:
Kyprizymi: [llaxpuzat Araiinaposa
PecnionzieHT no3unusicel: ATa aHa
Kaiipipner kyn! Menin ecimim Illaxpusar, men Hazap6aeB YHuBepcureriniy JKorapbl
binim bepy MekTe6iHiH MarucTpaHThIMEeH. AyJaHIbIK CTIUKXOJACPIapbIHBIH YII Ti1e
617iM Oepyre KaThICTBI TYCIHITT MEH KOJJIAaHBICBIHA KATHICTHI 3ePTTEY JKYMBICBHIH JKYPIi3in
KATBIPMBIH. 3epTTeyre KaThICyFa KeniciM OepreHiui3 yurin paxmer. MHTepBbIoai 6acramac
OypbIH, 013/11H YHUBEPCUTET TaJlanTapblHA COMKeC Kelicy opMachiHa KOJI KOIOBIHBI3IbI
etineMiH. Herizinen, Oy Kyxarra: (1) 6apibIk aknapat KoHGUIEHITUAIIbI OOTATHIHEI, (2)
Ci3/1iH KaThICYBIHBI3 €PIKT1 OOJIBIN TAOBIIATHIHBI )KOHE Ke3 KEJITeH yaKbITTa TOKTaTyFa
OonateIiHbl XkoHE (3) 013 emKaHaali 3UsAH KeATIPMEUTIHAIrIMI3 Typasibl XKa3bUIFaH. ATarn
©TETIH Tarbl Oip Macesie, 3epTTeyIli PETiHAE OChI TACIaHbl TEK KaHa MEH KOJIAaHAMBIH,
KOHE Jie OyJT Tacma TpaCKpHILMsIIaHFaHHAH KeiiH emipineTin 6onansl. Ci3eH ochl
cyx0aTThI Tacmara >kazyra pykcat cypaiimbiH. Ci3/1iH KaThICybIHBI3 IIaMameH 30-45
MUHYTTHI anajbl. OHriMesnecyai 6acrayra Oonaabl Ma?

HHTepBbIO CypaKTapbl
Ciznix Kanma 6anaHsi3 6ap?
Ci3 ozeTTe KaHgaii Tinge ceilnececis?
Y Tingai 6imimM Gepy Typasbl ecTin na einiz?

Ci3 Oy 6imiM Oepy Typasisl He oinaice3? Kamaii Tycineciz? MaHbBI3AbUIBIFBI?

A o e

Enpi, Ci3aig 6anaHbpI3Fa KEJICeK, O YII Tije OUTiM amy/Isl Kail yakeITTa 6acTtaasl?
Koceivmia: Ci3 Kanaii oiaiichI3, OCBI ’KacTaH OacTar yIl TUIIE OKY
OanmaHpI3 YIIiH coTTI Oonaer Ma? anje koK na? Hemikren? Eckepty:

6. Y Tl okeITy OanaHbI3 YIIiH MaiAansl qen oinaiiceis 6a? Erep kemicceHi3, oHaa

KaJlai maiimannr?

KoceiMina: sxanmel OUTiM amy bl )KaKCapTThl; Ma3MYH/IBI JKaKChl TYCIH/I;
OPTYPIIi TULIEP/I XKOHE ONapAbIH MOJACHHUETIH OIIIi; O1TiMIe IereH

KYIITapJIBIFBIH aPTTHIPY; cabaFbl jKaKcapabl
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7. BanaHpI3IbIH TN YHPEHYET1 COTTI OKUFAIaphl Typajbl alThin Oepe anacki3 6a? bap
6onca?

Koceivmia: bananpi3 keitOip Tinaepai okyaa TadeicThl 0ol Ma? Kanaii?
O kanmai T )KaKChIpaK MEHIepren?

8. Y Tinge GiniM anyaarsl OanaHbI3AbIH KaHJal a 6ip KMBIHIIBUIBIKTaphl Oapma?
Koceivma: Kamaneik-aygaHIbIK MEKTENTEP apachIHAAFbl albIPMAITBUTBIK,
Oap mem oitnaiice3 6a; banamapaarel Tij YHpEHyTe JETeH alaHIayIIbUTBIK;
Pecypcrap: oKy MaTepuangapbIHbIH, KiTaITapAbIH XKETiCIEYIIIIri,
CBHIHBINTHIH OJIIEM/IEPiHIH YIKEHIr; AylanablK VS KalaablK
MEKTEeOIHIeT1 pecypcTap apTypii;

9. DBamaHBI3BIH Kaii TUII KETiK OireHiH Kanakce3? Hemikren?

10. Opnerre yiiae 6anaHbI30eH KaHaai Tinne ceitececizaep?

Koceimiia: AHa TiTiH cakTayFa TeIpbicachizgap Ma? JIOMUHAHTTHI TiITe
KeluTiHi3aep Me? Yiiie Tinaepal apanacTeipsin ceneliciznep me? Tinnepai
apajacThIpbII CONseyre Kajail Kapaicsl3?

11. bananpI3 yiige Genrini 6ip TiAl ceifyereHai Kajaaiasl ma?

Kocevma: Kaii Tinai? HemikTeH ochl Tie coney/i YHaTaabl Aet
oinaiice3? Hemece, Ci3 Oip Tinae ceilyiereHiH Kanaichi3 6a? Mbicambl,
OpPBIC TUTIH TaMBITYHI YIIIiH, OFaH OCHI TUIJIE K6OIpeK cosieyiH cypanchI3
6a?

12. Cabak okyra KaHaaii 1a 0ip KeMeK KkepceTecizaep me?

Kocsimina: yii »kyMbICBIH O0aKbuiay; Y TancelpMacbiHa kemekTecy; TB
YaKbITBIH IIEKTeY; MeKTenKe ui OapbIn TYpy, BOJIOHTEP O0IIy; KiTal OKY
(eTKeH xoHE Ka3ip), cabarblH OKyFa KeJepri eTrey;

13. Yii sxarnaiibiana, 6amaHbI3IbIH TITIH JaMBITY YIIiH KaHAai 1a 6ip pecypcrapMeH
KaMTaMchI3 eTeci3 6e? KockiMia: Ka3ak, opbIC, aFbUIIIBIH TUIAEPIH/IE KiTanTap;

14. bananpI3ra TULIEpal YipeHyre KOChIMIa KOJIlay HeMece JKafFaail kepcerecis 6e?

Kocsimia: sxeke cabakrap, perneturop; OHIIaliH OKBITY cabaKTaphbl;
MyranimaepaeH KochIMIla cabakTap cypay;

15. Ciznin GanaHsI3 yiiae Teneauaapanl Kait Tinae kepeai? Koceimma: JloctapeiMeH
Kaii Tinge apanacaabl; KitanTel Kaii Tinae okuabl; KoMmbloTepiik oibIHIAp B Kaid
TiN/Ie OMHAMIBI; ONEyMETTIK MeIMaHbl Kail Tinjae naiaananaasi: What’s up,
Facebook, Instagram...

16. Ci3nin cypakTapbIHbI3 0apMa, He KOCKBIHBI3 KEJIETIH OislapbIHbI3 6ap Ma?
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NHTepBbIO XaTTaMacsl
AyYBUIIBIK MEKTEI CTIMKXONIIepIapbIHBIH Y Tij/1e O611iM Oepyre KaThICTBI TYCIHITT MEH
KOJITAHBICHL: Oipeit He opTyp:i?

VY aKpbIThI:

Kyprizymi: [llaxpuzat Araiinaposa

PecnionienT nosunusicsl: Myranim

Kaiisipnel kyH! Menin ecimim [llaxpusar, men Hazap6aeB YuuBepcureriniy XKorapbl
binim bepy MekTe6iHiH MarucTpaHThIMEeH. AyJaHIbIK CTIMKXOJACPIapbIHBIH YII Ti11e
617iM Oepyre KaThICTBI TYCIHITT MEH KOJIJIaHBICBIHA KATHICTHI 3ePTTEY JKYMBICBHIH JKYPIi3in
KATBIPMBIH. 3epTTeyre KaThICyFa KeniciM OepreHii3 yuria paxmer. MHTepBbIoai 6acramac
OypbIH, 013/11H YHUBEPCUTET TaJlaliTapblHA COMKeC Kellicy opMachiHa KOJI KOIOBIHBI3IBI
eTinemiH. HerizineH, Oyn Kyxatrta: (1) Oapislk aknapat KoH(pUIeHIHAN bl O0TaTHIHEI, (2)
Ci3/1iH KaThICYBIHBI3 €PIKT1 OOJIBIN TAOBIIATHIHBI )KOHE Ke3 KEJITeH yaKbITTa TOKTaTyFa
6onateiHbl XkoHE (3) 013 emKaHaali 3UsAH KeATIPMEUTIHAIrIMI3 Typasibl Ka3bUIFaH. ATarn
OTETIH TaFbl Oip Mocene, 3epTTEYIIi PETIHAE OCHI TACMIAHBI TEK KaHA MEH KOJIJTaHAMBIH,
KoHe Jie OyJT Tacna TpacKpHILMsIIaHFaHHAH KeiiH emipineTin 6onansl. Ci3eH ochl
cyx0aTThl Tacmara >ka3yra pykcaT cypaiiMbiH. OCBI 3epTTEy KYMBICHIHA KaThICyFa pyKcat
Oepreninizre Cisre anrpIchM mmekci3. Ci3liH KaTbICYbIHbI3 mamMaMeH 30-45 MUHYTTHI
anajel. OHriMenecy i 6acrayra 6omaapl mMa?

HHTepBbIO CypaKTaphl

Kaii monnin myranimiciz? OKbITY ToKiprHOeHi3 KaHaan?
Y Tingai Oimim Gepyni Kanai TyciHeci3?

Y1 tinai 6imiM Gepy Typabl He OIaichI3?

el N

Ocpl yuI Tinai 611iM OepyaiH OKyIIBUIApFa KaHIal MaHbBI3bI Oap Jem Oinainch3?
Kocsimia: 6imimi sxakcapaasl Ma? Ma3MyH[IbI )Kakehl urepeai Me? Y1
TiZIE ceinieyi xaKkcapaabl Ma?

5. Y tinai 6iimM Oepyai JaMbITyFa apHaIFaH KypcTapsl oTTiHI3 6e?

6. MyraiiMm petinze yuI Tiaai 6isim 6epyre KaThICThl KOMEK ajachl3 6a?

Kocpimina: kitanxaHa KepekTi Mariymar 6epe me? backa MekTenTepacH

Kongay kepcere ma? PaitOO, ['opOO; 06100, ara-ananap, oKiMIIKTEp,

aKuMmar.

7. YKana cabakThl JaibIHAAYFa KaHINA YaKbIT KeTeIl?
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10.

11.

12.

13.

14.

15.

Kocsimma: Cabakka naiibIHAaIy y3aK YaKbIT KeTe/l Me JKOK 1ma?
Marepuanaapbl JaibIHIay Y3aK YaKbITThI K&KET eTelll Me, Ci3
KaHaraTTaHachI3 0a?

OKyLIbIIapbIHBI3ABIH T1T YUPEHYIET] jkeMiCcTi O0JIFaH Ke3/epi aita anacslz 6a?

Kannmaii?
Kocsimina: Tit MeHrepyeri xeTicTikrepi, 6acka ga oruMIragaiap

Y Tingai Oinim Gepyre KaThICTHI KaHaiina 6ip e3ekTi mocenenep 6apma?
Koceivma: Aysuinslk VS kananslk ayganaapaa Y bbae alibipManibiibik
6apma?
Kabunerrep? Pecypcrap: kitantap, UHTEpHET, 6acKa OKy-o/1iCTEMEIiK
MaTepuanaap keTkinikTi Ma? Ocbl Macenenepal Kanail memnryre
ThIpbIcachI3aap?

Ci3 cabak GapbIChIHIA 9MIETTE Kail Tie coneiiciz?
Koceimma: T1-ai TakpIpbINTHI TYCIHAIPY Ke3iHae KongaHace3 6a? Tinnepai
apaacThIpbIl ceitneiici3 6e? OKyubuIapFa TULAESPAl apaJacThIPBII
ceilieyre THIIBIM canachl3 6a?

CizniH oiibiHbI3IIA OKyIIbLTApABIH T2 / T3 epkiH ceiineynepine He acep eTesi?
Kocsimia: Kazak TimiMeH OpbIC TUTIH KaKChl MEHIrepreH 0aa AFbUIIIBIH
TUTIH epKiH ceitneini ma?

Ci3 cabak naifpiHiay GapbIChIHIA Ka3aK, OPbIC, aFbUILIBIH ITOH MYFaliMIepiMEeH

aKpUIIACKaH
Ke3nepini3 6omapl ma? Koceimina: He ceGenri apanacaceiz? by
KAHIIAIBIKTHI Maiaanel 6onaei? He cebernri apanacnaiiceiz?

Ci3 »xaHa TaKpIPBHINTH 6TKEHHEH KeWiH OHBI Kaiail 6ekiteciz? MbIcalibl: OKyLIbLIap
KOPBITBIHIBIIAM Ma, 9J/1e ci3zie KopbIThiHAbLIaiich3 6a? Kocbimma: Ci3
’aHa TaKbIPBITITHI OCKITY YIIH Kai Tijai Koiamanack3? OKyIbuiapra
TLIEP/Ii apaacTBIPBIN Coilfieyre KaHIIAIBIKTHI pyKcat oepeci3?

Cabakra KoJIJaHaTBIH TUIAepre KaThICThI Tarbl 0ip cypak. OKyIibuiapra Tek 0ip

Tinne
ceiineyre makpipacbi3 6a? Meicansl: Tek Ka3akiia, aFblUIIIBIHIIA. Epexe
KosichI3 0a? OKymbLIapAsIH Oip TIIe ceiieynepine KaHaai na 0ip skaraait
Kacaiicelz 6a? Erep okymibl,

Ci3ziH cypaKTapbIHBI3 HE KOCKBIHBI3 KETIETIH OWIaphIHBI3 Oap Ma?
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NHTepBbIO XaTTaMacsl
AynaHabIK MEKTET CTIUKXOJIepIapbIHbIH YIII TUIII O1iM Oepyre KaThICThI TYCIHITT MEH
KOJITAHBICHL: Oipeit He apTyp:i?
VY aKsbIThI:
Kyprizymi: [llaxpuzat Araiinaposa
PecrionieHT no3uusIChl: OKIMIIiTiK
Kaiipipnel kyH! Menin ecimim Illaxpusar, men Hazap6aeB YHuBepcureriniy XKorapbl
binim bepy MekTeOiHIH MarucTpaHThIMEH. AyAaHIBIK CTIUKXOJIAEPIAPBIHBIH YIII T
617imM Oepyre KaThICTBI TYCIHITT MEH KOJIJIaHBICBIHA KATHICTHI 3ePTTEY JKYMBICBIH JKYPIi3in
KATBIPMBIH. 3epTTeyre KaThICyFa KeniciM OepreHii3 yurin paxmer. MHTepBbioai 6acramac
OypbIH, 013/11H YHUBEPCUTET TaJlaNiTapblHA COMKeC Kellicy opMachiHa KOJI KOIOBIHBI3IbI
etineMiH. Herizinen, Oy Kyxarra: (1) 6apibIk aknapat KoHGUIEHITUAIIBI OOIATHIHEI, (2)
Ci3/IiH KaThICYBIHBI3 €PIKT1 OOJIBIN TAOBIIATHIHBI )KOHE Ke3 KEJITeH yaKbITTa TOKTaTyFa
6onateiHbl XKoHE (3) 013 emKaHaal 3UAH KeATIPMEUTIHAIrIMI3 Typasibl xKa3bUIFaH. ATarn
©TETIH Tarbl Oip Macesie, 3epTTeyIli PETiHAE OChI TACIaHbl TeK KaHa MEH KOJIAaHAMBIH,
KOHE J1e OyJT Tacna TpacKpHILMsIIaHFaHHAH KeiiH emipineTid 6onansl. Ci3eH ochl
cyx0aTThI Tacmara >ka3yra pykcaT cypaiiMblH. OCBI 3epTTEy KYMBICHIHA KaThICyFa pyKcat
Oepreninizre Cisre anrbIchM mmekci3. Ci3liH KaTbICYbIHbI3 mamMaMeH 30-45 MUHYTTHI
anajel. OHriMenecy i 6acrayra 6onaapl Ma?
HHTepBbIO CypaKTaphl

Ocsl naya3sIMaarsl TOXIpUOEHI3 Typalisl aiiTa ajnacel3 6a?

Ci3 aneTTe KaHzail Tinne ceinececiz?
Y tinai 6inim 6epy Typansl He oinaiicez? Kanaii tycineciz?

Ocsl ymI tinai 6imiM Gepyre KaThICTHI KaHal fa Oip 1aMBITy KypCTapblH OTTiHI3 6e?

vk L=

MexkTen oKiMIIiTiri peTiHae yi Tt 6is1iM 6epyre KaTbICTHI KOMEK/ lemey anachl3 6a?
KoceiMma: kiTanmxana kepekTi MariayMmaT Oepe me? backa MekTenTep Kojiaay
kepcete ma? PaitOO, I'opOO; ata-anamap, oKiMIIKTEp, aKUMAT.

6. Y Tinge Oinmim OepyAi JaMBITATBIH/ KOJJAHTHIH ic-IIapanapbsl YiIMAacThIpacs3 6a?

Koceimma: kim yiteiMaacteipanst? KiM jkayanTsl, KiM KaHIai peit aTKapaasl?
7.  OxymbuIapslH/ MyFaTIMAEpIiH T YHpeHyaeri TaObICThl OKHUFalaphl/ )KeTICTIKTEPi
Typaibl
aifta anmacer3 6a? Erep 6ap 6omnca? Kocsimina: O3iHi3iH KeTiCTIKTEpiHi3, 0ap
Oouca?
8. Ym Tingi Oimim Oepyre KaThICTHI KaHaiaa Oip ©3eKTi Macemnenep/mpodieManap Typaisl He

oiinaiicei3? Ciznepne Kanaai mocenenep kKezaecei?
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Koceimmma: Aymaaasik VS KananbslK Y1 Ttai 0imivM Oepyze albIpMamibuIbIK

6apma?

Myranimaepain Tuiaepai 6inyi Typansl He aiftacei3? Cabakka KaThICKaHAa MyFaliMaep
TIEP/Il apanacThIPBIN ceilierenre Kajiaii Kapaiiceiz? Cabak 6epyre
apHaJIFaH pecypcTap )KEeTKUTIKTI Ien oitaiceI3 6a?

9. Ciznain oifpIHbI3IIA, YT TUTAL OiTiM Oepy Ke3iHJe aTa-aHalapAblH KaThICYEl HEMece

KOJIJIay bl
a. Manbael Ma? KocbiMma: ATa-aHa MEH MEKTENTIH THIFBI3 KaTbIHACTa OOy
OanmaHbIH cabakTel MeHrepyine ocep ete me? Opriabacap perinae Ciszuepre Ata-
aHa KeJin Oananapsl Kaiisl MaiMeTTep anaabl Ma? Hemece ChIHBIN
KETeKIIiJIepiHeH ana anaasl Ma?

10. Ciznin mexrente Kaii Tin kebinece kongansiianel? Kocsimmra: Tinmepai apamacThIpbII
ceiinerenre Kanai Kapaice3? MekTen AeHreiinae TUIIepai apanacTIphIT
ceiineyre pykcaT Oepy HeMece THIMBIM cairy Ke3aepiHi3 00yasr Ma?

11. MexTen inrimik, CBIHBIN 1MIUTIK/ aTa-aHaNap JKUHAJIBICTAp KebiHece KaHaal Tinae

OTKI31Ieai?
Koceimmra: Tex KaHa 6ip Tis casicaThIH YCTaHy Kepek me? ApanacTeipyra 00aaabl
Mma?

12. Ciznin myraniMaep Oip-6ipiMmeH xymbIc icTelai me? MelcanFa, Till MyFalimMaepi TOHIIK
myrarimaepmen? Kocsimmma: OChIHIaM MOH apaibIK KapbIM KaTBIHACTHI KOJIAChI3
6a? Henikten? by KaHIIANBIKTEI TAiiAalbl ST OfIaichI3?

13. MyraniMmzaep apacslHJa YII TLI OKBITY/IBI Typalbl TYCIHITIH XKoHE TOKipHOeciH Kaman
nambITyFa Oonaapl? Kockimma: YaxsITelns! JlaMy KypcTapbelH KaMTaMachl3 eTy;
Kermrrinzi 6ineTid koHE OCBI MAMAHIBIKTHI OITIPTEH KaHA MYFaTiMACPl TaHaayFa
Kanai Kapancer3?

14. Y tinge 6inim Oepyai MyraniMaep apachlHAa HaCUXaTTay YIIiH TaFrbkl HE KaKET eIl
oinaiicez? Kocsimmra: Kepekti pecypcrapmen/ MatepuangapMes/ KaMTaMachl3
eTy xKoHe Kebeiity; Ci3fiH aBTOpUTETIHI3 NI Naiganany; MoTuBarms;

15. Ocsl TakpIpBIITapFa OAHIaHBICTHI KOCKBIHBI3 KENETiH OMIapBIHBI3 HEMECE YCHIHBIC XKOHE

CypakTapbIHbI3 6ap ma?
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Appendices D
Informed Consent forms for three groups of stakeholders in three languages

INFORMED CONSENT FORM (for parents)
RURAL SCHOOL STAKEHOLDERS’ PERCEPTIONS AND PRACTICES OF
TRILINGUAL EDUCATION: SAME OR DIFFERENT?

DESCRIPTION: You are invited to participate in a research study exploring how secondary school parents,
teachers and administrators perceive trilingual education and how they practice it in their domains, in particular
how languages are used at home, classrooms and school. Your voice is important because you are as a parent,
one of the key implementers of language policy. You are invited to take part in a semi-structured interviews.
You will be asked about your perceptions of trilingual education, and language use at home. You are also being
asked for your permission to audiotape this interview for research purposes only. No recordings will be
disclosed to the school administration or third parties. Your name will be replaced by pseudonyms to ensure
your anonymity and none unique identifiers will be asked. Although the findings of this study might be
published, no information that can identify you will be included.

TIME INVOLVEMENT: Your participation will take approximately 30-45 minutes.

RISKS AND BENEFITS: The risks associated with this study are minimal and may include only potential
emotional discomfort from being interviewed. To minimize risks, questions will be formulated in a polite way
and no sensitive questions will be asked. There will be no direct immediate benefits to you from participating
in this study. However, indirect benefits will include a better awareness of trilingual education policy
implementation, its goals and objectives. You will have an opportunity for self-reflection and consider the
importance of parental involvement, support and motivation for your child. Your decision whether or not to
participate in this study will neither affect your status nor the studies and grades of your child.

PARTICIPANTS’ RIGHTS: If you have read this form and have decided to participate in this project, please
understand your participation is voluntary and you have the right to withdraw your consent or discontinue
participation at any time without penalty or loss of benefits to which you are otherwise entitled. The
alternative is not to participate. You have the right to refuse to answer particular questions. The results of
this research study may be presented at scientific or professional meetings or published in scientific journals.

CONTACT INFORMATION:
Questions: 1f you have any questions, concerns or complaints about this research, its procedures, risks and
benefits, contact the Master’s Thesis Supervisor for this student work, Sulushash Kerimkulova,

sulushash.kerimkuloval@nu.edu.kz;

Independent Contact: 1f you are not satisfied with how this study is being conducted, or if you have any
concerns, complaints, or general questions about the research or your rights as a participant, please contact
the NUGSE Research Committee to at gse researchcommittee@nu.edu.kz

Please sign this consent from if you agree to participate in this study.

* I have carefully read the information provided;

* Thave been given full information regarding the purpose and procedures of the study;

¢ I understand how the data collected will be used, and that any confidential information will be seen
only by the researchers and will not be revealed to anyone else;

* I understand that I am free to withdraw from the study at any time without giving a reason;

«  With full knowledge of all foregoing, I agree, of my own free will, to participate in this study.

Signature: Date:

The extra copy of this signed and dated consent form is for you to keep.
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INFORMED CONSENT FORM (for teachers)
RURAL SCHOOL STAKEHOLDERS’ PERCEPTIONS AND PRACTICES OF
TRILINGUAL EDUCATION: SAME OR DIFFERENT?

DESCRIPTION: You are invited to participate in a research study exploring how secondary
school parents, teachers and administrators perceive trilingual education and practice it in
their domains. Your voice is important because you are as a teacher, one of the key
implementers of language policy. You are invited to take part in a semi-structured
interviews. You will be asked to provide some educational background information (e.g.,
education, teaching experience) and perceptions of trilingual education and its practices in
the classroom. You are also being asked for your permission to audiotape this interview for
research purposes only. No recordings will be disclosed to the school administration or the
third parties. Your name will be replaced by pseudonyms to ensure your anonymity and none
unique identifiers will be asked. Although the findings of this study might be published, no
information that can identify you will be included.

TIME INVOLVEMENT: Your participation will take approximately 30-45 minutes.

RISKS AND BENEFITS: The risks associated with this study are minimal and may include only
potential emotional discomfort from being interviewed. To minimize risks, questions will be
formulated in a polite way and no sensitive questions will be asked. There will be no direct immediate
benefits to you from participating in this study. However, indirect benefits will include a better
awareness of trilingual education policy implementation. You will have a possibility for self-
reflection of your perceptions and practices of the policy. Your decision whether or not to participate
in this study will not affect your employment or working conditions.

PARTICIPANTS’ RIGHTS: If you have read this form and have decided to participate in
this project, please understand your participation is voluntary and you have the right to
withdraw your consent or discontinue participation at any time without penalty or loss
of benefits to which you are otherwise entitled. The alternative is not to participate.
You have the right to refuse to answer particular questions. The results of this research study
may be presented at scientific or professional meetings or published in scientific journals.

CONTACT INFORMATION:

Questions: 1f you have any questions, concerns or complaints about this research, its procedures,
risks and benefits, contact the Master’s Thesis Supervisor for this student work, Sulushash
Kerimkulova, sulushash.kerimkuloval@nu.edu.kz;

Independent Contact: 1f you are not satisfied with how this study is being conducted, or if you
have any concerns, complaints, or general questions about the research or your rights as a
participant, please contact the NUGSE Research Committee to at
gse_researchcommittee@nu.edu.kz

Please sign this consent from if you agree to participate in this study.

* I have carefully read the information provided;

* I have been given full information regarding the purpose and procedures of the study;

* I understand how the data collected will be used, and that any confidential information will
be seen only by the researchers and will not be revealed to anyone else;

* T understand that I am free to withdraw from the study at any time without giving a reason;

»  With full knowledge of all foregoing, I agree, of my own free will, to participate in this study.

Signature: Date:
The extra copy of this signed and dated consent form is for you to keep.
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INFORMED CONSENT FORM (for principal)
RURAL SCHOOL STAKEHOLDERS’ PERCEPTIONS AND PRACTICES OF
TRILINGUAL EDUCATION: SAME OR DIFFERENT?

DESCRIPTION: You are invited to participate in a research study exploring how secondary school
parents, teachers and a principal perceive trilingual education and practice it in their domains. Your
voice is important because you are as a principal, one of the key executive implementers of language
policy. You are invited to take part in a semi-structured interviews. You will be asked to provide
some educational background information (e.g., education, leadership experience, language use),
perceptions of trilingual education, and its practices at school. You are also being asked for your
permission to audiotape this interview for research purposes only. No recordings will be disclosed to
third parties. The school name and location will be replaced with general names. Your name will be
replaced by pseudonyms to ensure your anonymity and none unique identifiers will be asked.
Although the findings of this study might be published, no information that can identify you will be
included.

TIME INVOLVEMENT: Your participation will take approximately 30-45 minutes.

RISKS AND BENEFITS: The risks associated with this study are minimal and may include only
potential emotional discomfort from being interviewed. To minimize risks, questions will be
formulated in a polite way and no sensitive questions will be asked. There will be no direct immediate
benefits to you from participating in this study. However, indirect benefits will include a better
awareness of ftrilingual education policy implementation at the school, and taking steps in
strengthening its implementation. Your decision whether or not to participate in this study will not
affect your status.

PARTICIPANTS’ RIGHTS: If you have read this form and have decided to participate in this
project, please understand your participation is voluntary and you have the right to withdraw
your consent or discontinue participation at any time without penalty or loss of benefits to
which you are otherwise entitled. The alternative is not to participate. You have the right to
refuse to answer particular questions. The results of this research study may be presented at scientific
or professional meetings or published in scientific journals.

CONTACT INFORMATION:

Questions: 1f you have any questions, concerns or complaints about this research, its procedures,
risks and benefits, contact the Master’s Thesis Supervisor for this student work, Sulushash
Kerimkulova, sulushash.kerimkuloval@nu.edu.kz;

Independent Contact: 1f you are not satisfied with how this study is being conducted, or if you
have any concerns, complaints, or general questions about the research or your rights as a
participant, please contact the NUGSE Research Committee to at
gse_researchcommittee@nu.edu.kz

Please sign this consent from if you agree to participate in this study.

* I have carefully read the information provided;

* I have been given full information regarding the purpose and procedures of the study;

* I understand how the data collected will be used, and that any confidential information will
be seen only by the researchers and will not be revealed to anyone else;

* T understand that I am free to withdraw from the study at any time without giving a reason;

«  With full knowledge of all foregoing, I agree, of my own free will, to participate in this study.

Signature: Date:
The extra copy of this signed and dated consent form is for you to keep.
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®OPMA HHOOPMALNMOHHOI'O COI'/TACHSI (nns poauTeJieii)
BOCIIPUATHUE TPEXBA3ZBIYHOI'O OBPA3OBAHHUSA U EI'O IPUMEHEHUE
TJIA3AMH PA3JIUYHBIX CTEMKXOJIEPOB CEJIbLCKOM IKO.JIbI:
CXOACTBA U PA3INYMSA?

OINUCAHME: IIpurnamaem Bac npuHATH ydyacTue B MCCIEAOBAaHUU, LIEJIBIO KOTOPOTO
SIBIIICTCS M3yUYEHUE BOCIPUATUS TPEXBIZBIYHOTO 00PA30BAHUS POJUTEIISIMU, YIUTEISIMU U
JTUPEKTOPOM ILKOJIBI U TIPUMEHEHUE 3TOW S3bIKOBOM MPAKTHKH B CBOMX OOjacTsx. Barm
roJIoC BAXKEH, MOTOMY 4YTO Bbl SBJISETECh OJHUM M3 KIFOYEBBIX HCIOJIHUTEIEH ITOU
SI3bIKOBOM TMOJUTUKU. Bac mpuriamaroT NpuHATh Yy4acTHUE B IOJIY-CTPYKTYPHUPOBAHHOM
MHTEPBBIO. Bac cipocsT 0 Balix MHEHHUSX O TPEXBA3BITHOM 00pa30BaHUH, UCIIOIE30BAHUN
SI3bIKOB B JIOMAIlIHUX YCJIOBUSIX M BHEWIKOJBbHBIX MeponpusTusax. I[Ipocum Bamero
paspelieHue Ha ay IM03aMiCh 3TOT0 UHTEPBbIO JIJISl UCCIIEOBATENBCKUX LIeJIel. DTH JaHHbIE
He OyAyT pacKpBITHl aJMUHHUCTPAIMM IIKOJIBI WIW TPEThUM JnlaM. Bamne ums Oyner
3aMEHEHO TICEBJIOHUMOM, U BOTPOCHI KacaTeIbHO BAIIUX YHUKAIHHBIX HJICHTU(UKATOPOB
He OyayT 3amaHbl. Pe3ynbTaThl JAaHHOTO HUCCIICIOBAHHS MOTYT OBITh OMyOJIMKOBaHBI B
HaYYHBIX )KypHaJlax, HO HH(popMaIlys, uaeHTHGHUIKpYytonas Bac He OyaeT BKIIIOYeHa.
BPEMS YUHACTUSA: Yuactue 3aiiMer okoo 30- 45 MUHYT.

PUCKU U MNPEUMYUIECTBA: Pucku, cBsizZaHHBIE C O3THUM HCCJIEIOBAaHUEM,
MUHUMAJIBHBI U MOTYT BKJIFOUATh TOJIEKO MMOTEHIIMATBLHBIN IMOIIMOHAIBHBIN TUCKOM(OPT OT
cobecenoBanus. UYToObl CBeCTH K MHHHUMYMY PHUCKH, BOIMPOCH OyayT akKKypaTHO
c(hOopMyJIMPOBAHbI, U HUKAKHE YYBCTBUTEIBHBIE BOIIPOCH! HE OyAyT 3aaanbl. McciaenoBanue
HE HECET HEMOCPEICTBEHHOW BBITOJBI OT Y4acTHsl JJi1 y4acTHHKOB. OJHAKO KOCBEHHBIE
BBITOIBI Oy Iy T BKITIOYATh O0JIee TITy00KOe MOHUMAaHUE TPEXBA3BIYHOTO 00pa3oBaHus, Iesel
U 3aJa4 nporpaMMmel. Barie pemienue 00 y4acTUM B 3TOM HMCCIIEIOBAHUU, HE MOBIUSAET HU
Ha Balll CTaTyC, HU Ha y4€0y U OILICHKH Balero peo&Hka.

INPABA YYACTHUMKOB: Ecan Bel npountanu naHHyio (GopMy M pelIMiIN NPUHSATH
y4acTU€ B JIaHHOM HCCJIEIOBaHUM, BbI NOJDKHBI IOHUMATh, YTO Baile ydactue sBusercs
TO0OPOBOJIBHBIM U 4TO y Bac ecTh mpaBo 0TO3BaTh CBOE COTIIACHE WIIH MPEKPATHTh Y4acTHe
B I000€e Bpemsi. B kaduecTBe albTepHATUBEI MOKHO HE Y4aCTBOBATh B UCCIIEIOBAaHUH. Takxke
Brl nmeeTe mpaBo He OTBEUaTh HA KAKUE-TMOO BOTPOCHI.

KOHTAKTHAA UH®OPMAILUA: Bonpocsl: Ecnu y Bac ects Bonpocsl, 3aMedaHus WIn
’KaJo0bl 110 MOBOAY TAHHOTO HCCIIEAOBAHMUS, IPOLENYPHI €r0 MPOBENCHHS, PUCKOB U
IpeNMyIIEeCTB, Bl MOXKeTe cBA3aThCs C UCCIEA0BATENIEM, HCIONbB3YsI CIIEAYIONINE JaHHBIE!
Cynymam Kepumkymoa sulushash.kerimkuloval@nu.edu.kz;

He3aBucumblie koutakThl: Eciu Bel He yZoBIETBOPEHBI MPOBEACHUEM TAHHOTO HCCICAOBAHHS,
ecnu 'y Bac BozHHMKIM Kakue-nuOO MpoOieMbl, jKaioObl WIIM BONPOCHI, BBl MOKeTe CBA3aThCS C
Komurerom UccnenoBannii Beicmeit Llxonsr O6pa3oBanms HazapbaeB YHuBepcuTeTa 1o renedony
+7 7172 70 93 59 uam  oOTHpaBUTh  NHUCBMO  HA  JJIEKTPOHHBIM  ajgpec
gse_researchcommittee@nu.edu.kz

[MoxanyiicTa, TOANUIINTE JaHHYIO (HOpMY, eciti BbI corllacHbI y4acTBOBATh B UCCIICIOBAHUH.

* S1 BHUMATENBHO U3YYWII TIPEACTABICHHYIO HH)OPMALIHIO;

* MHe npeJoCcTaBHIH MOJTHYI0 HHGOPMALHUIO O LEISX U MPOLeIype UCCIICIOBAHNUS;

* 5l monuMmaro, kak OyayT HCIIOJIB30BaHbl COOpaHHbIE JaHHBIE, U YTO TOCTYH K JII000H
KOH(HIEHINAIEHON HH(pOpMaUu OyIeT UMETh TOJIEKO HCCIICAOBATEIH U PYKOBOIUTEIb;

* 51 moHnMMaro, 9TO BIIpaBe B JIIOOOH MOMEHT OTKa3aThCsl OT YUACTHsI B JAHHOM

rccienoBannu 0e3 00BICHEHUS IPUIHH;

* C MOJTHBIM OCO3HAHHEM BCETO BBILICHU3JIOKEHHOTO 51 COTJIACEH MPHHSATH YUacThe B

HICCIIEIOBAHNHU IO COOCTBEHHOM BOIJIE.

[Moamuce: Hara:
JlomoTHUTENbHAs KOMHS 3TOH MOANMCAaHHOW M TaTUPOBAaHHOHN ()OPMBI COTIIacus IMpeaHa3HaueHa
IS Bac.
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OOPMA HHOOPMALMOHHOI'O COI'JIACUS (nast yunTeseid)
BOCHPUATHUE TPEXBA3ZBIYHOI'O OFPA3OBAHMSA U ETO IPUMEHEHUE
I'JIA3AMU PA3JIMYHBIX CTEMKXOJIJIEPOB CEJBCKOM HIKOJIBI:
CXOACTBA U PA3/IMYUA?

OIIUCAHME: IIpurnamaem Bac npuHATH yyacTue B MCCIEAOBAaHUU, LIEJIBIO KOTOPOTO
SIBIIICTCS. M3yUYEHUE BOCTIPUATUS TPEXBIZBIYHOTO 00PA30BaHUS POJUTEIISIMU, YIUTEISAMU U
JTUPEKTOPOM ILKOJIBI U TIPUMEHEHUE 3TOW S3bIKOBOM MPAKTHKH B CBOMX 0OjacTsx. Barm
roJIoC Ba)XKEH, MOTOMY 4YTO Bbl SBJISETECh OJHUM M3 KIFOYEBBIX HCIOJHUTEIEH ITOMU
SI3bIKOBOM TMOJUTHUKU. Bac mpuriamaroT OpuHATh y4acTHE B IOJIY-CTPYKTYPHUPOBAHHOM
MHTEPBBIO. Bompock OyIyT KacaTenbHO Ballero 00pa3oBaHusl, MPEMOAaBaATEILCKOM OIBITE,
MHEHHS O TPEXBA3BIYHOM OOpa30BaHMM M €ro mpakTuke B kimacce. IIpocum Bamero
paspelieHue Ha ayIM03aiCh 3TOT0 UHTEPBbIO JIJISl UCCIIEIOBATENBCKUX LIeJIel. DTH JTaHHbIE
He OyAyT pacKpbITHl aJIMUHHUCTPAIMM IIKOJIBI WJIW TPEThUM JnlaM. Bamne ums Oyner
3aMEHEHO TICEBIOHUMOM JJisi 00eCIeYeHHsI aHOHUMHOCTH U BOIMPOCKHI KacaTeNbHO BAIIUX
YHHUKQIBHBIX HJICHTU(PUKATOPOB HE OYIyT 3aJaHbl. Pe3ynbTaThl JaHHOTO HMCCIEIOBaHUS
MOTYT OBITh OIYOJIMKOBaHBI B HAYYHBIX JKypHAJIax, HO HH(GOpMAIH, UACHTHPHUIHUPYIOLIast
Bac He Oyner BkIto4eHa.

BPEMS YUHACTUSA: Yyactue 3aiiMeT 0koo 30- 45 MUHYT.

PUCKHM U NIPEUMYIIECTBA: Pucku, cBA3aHHBIE C 3TUM HCCIEIOBAHHEM, MUHUMAJIbHBI U
MOTYT BKJIIO9aTh TOJBKO MMOTEHIMATIBHBIN SMOIMOHAIBHBIA TUCKOMGOPT 0T cobecenoBanus. UToOb
CBECTH K MHHHMYMY pHCKH, BONPOCH OyAyT akKypaTHO c(OpPMyIHpOBaHBI, W HHKAKHE
qyBCTBUTEJbHBIE BOIIPOCH HE OYIyT 3a1aHbl. VcciienqoBanne He HECET HEMOCPEICTBEHHON BBITO/BI
OT ydacTHsl Ans y4yacTHHKOB. OJHAaKO KOCBEHHBIE BBITOJBI OyJIyT BKIIOYaTh Oosee TiryOoKoe
MMOHMMaHHUe TPEXBAZBIYHOTO 00pa3oBaHus, el 1 3aJad mporpamMmel. Barre pemenue 06 y4acTuu
B MCCJIEJIOBAHNY HE MOBJIMAET HA Balll CTATyC WM Ha YCIOBUS PaOOTHI.

ITPABA YYACTHHMKOB: Ecnu Brl npountanu nanHyo GopMy ¥ peIIMIN NPUHATH YY9acTHE B
JAaHHOM HCCJIeI0BaHUH, BBl JOJDKHBI IOHNMATh, 9TO Baime ygactue siBiseTcss 10OpOBOIBHBIM H YTO
y Bac ecTtp mpaBo 0T03BaTh CBOE coTacHe WM MPEKpPaTHTh ydacTHue B Jl00oe BpeMsa. B kauecTse
aJIbTEPHATHUBBI MOXHO HE y4acTBOBATh B MccieoBaHnu. Taxke Bl nMeeTe mpaBo He 0TBEUaTh Ha
Kakue-I1m00 BOMPOCHL.

KOHTAKTHAA UH®OPMAILUA: Bonpocsl: Ecnu y Bac ects Bonpocsl, 3aMedaHust WIn
KaJI00BI 110 MOBOY TAHHOT'O MCCIIE€AOBAaHUS, TPOLEAYPHI €T0 MPOBEACHHS, PICKOB U
MIPEeUMYINecTB, BeI MokeTe cBA3aTheA € MCCIe0BaTeNeM, HCITOIB3YS CIEAYIONINe JaHHbIE:
Cynymam Kepumkynoa sulushash.kerimkuloval@nu.edu.kz;

He3aBucumble koHTaKThI: Ecin Bel He y10BI€TBOPEHBI TPOBEACHIEM JAHHOTO HCCIIETOBaHMS,
ecin y Bac Bo3HMKIM Kakue-1u00 MpoOieMsl, xKanoObl UM BOIIPOCH, BEI MokeTe cBsI3aThCs ©
Komuterom Uccnenosanwmii Beicmeit konsr O6pa3oBanus Hazap6aeB YHuBepcurera 1mo
tenedony +7 7172 70 93 59 unm OTHPaBHUTH MUCHMO HA HJIEKTPOHHBINA aapec
gse_researchcommittee@nu.edu.kz

[MoxamnyiicTa, moanumuTe faHHY0 Gopmy, ecau Bel corylacHs! yuacTBOBATh B MCCIIEAOBAaHUH.

* 51 BHUMAaTEIBHO U3YUYMII IPEJICTABICHHYI0 HH()OPMAITHIO;

* MHe npeocTaBIIN MOTHYI0 HH(POPMAIUIO O HENIAX U MPOIEAYyPE NCCIEIOBAHNUS;

* 5l monumaro, kak OyAyT HCITOJIB30BaHbI COOpaHHbIE JAaHHBIE, U YTO TOCTYI K JII00O0M
KOH(UACHInANbHOI nHOopMaInu OyAeT UMETh TOJIBKO HCCIEeI0BAaTeNN U PYKOBOANUTEND;

* 5l monuMmaro, 4yTo BIIpaBe B JI000H MOMEHT OTKa3aThCS OT y4acTHA B JaHHOM

nccienoBannn 0e3 00BSICHEHUS IPUIHH;

* C MOTHBIM OCO3HAHHWEM BCETO BBIIIEH3JIOKEHHOTO 5 COTJIACEH MPUHAThH ydacTue B

HCCIIEIOBAHNH IO COOCTBEHHOM BOIJIE.

Iloammce: Jlara:
JlomomHUTENbHAs KOMHKS 3TOH MOAMMCAaHHONW 1 JaTHPOBAHHON (POPMBI COTIachs IMpeaHa3HaYeHa
IS Bac.
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OOPMA NTHOOPMALNOHHOI'O COI'VIACHUSA (nnst aupexkTopa)
BOCHPUATHUE TPEXBA3ZBIYHOI'O OGPA3OBAHMSA U ETO IPUMEHEHUE

TJIA3AMHU PA3JIMYHBIX CTEMKXOJJIEPOB CEJbCKOM IIKOJIBI:
CXOICTBA 4 PA3JINYUA?

OIIUMCAHME: Ilpurnamaem Bac npuHATH yyacTue B MCCIEAOBAaHUU, LIEJIBIO KOTOPOTO
SIBIIICTCS M3yUYEHUE BOCIPUATUS TPEXBIZBIYHOTO 00PA30BAHUS POJUTEIISIMU, YIUTEISIMU U
JTUPEKTOPOM ILKOJIBI U TIPUMEHEHUE 3TOW S3bIKOBOHM MPAKTHKH B CBOMX 0OjacTsx. Barmm
rojIoC Ba)XKEH, MOTOMY 4YTO Bbl SBJISETECh OJHUM M3 KIFOYEBBIX MCIOJHUTEIEH ITOMU
SI3bIKOBOM TMOJUTUKU. Bac mpuriamaroT NpuHATh Yy4acTHUE B IOJIY-CTPYKTYPHUPOBAHHOM
UHTEpBBIO. Bompocsl OyayT KacaTenpHO Ballero oOOpa3oBaHMsA, OIBITE paboTHI,
HCIIOJIb30BAaHUE SI3BIKOB, MHEHUS O TPEXBSI3BIYHOM OOPAa30BAHUH M €TO MPAKTHKE B IIKOJIC.
[Ipocum Bamero paspelieHre Ha ayauo3alnuch 3TON0 UHTEPBBIO ISl UCCIIEN0BATENBCKUX
nenei. DTu JaHHbIe HE OYIyT PacKphITHI TPETHUM JidllaM. Bamie mums Oyaer 3aMeHEHO
MICEBJJOHUMOM JUIsl OOeclieYeHHs AaHOHMMHOCTH, W BOIPOCHI KacaTelIbHO BaIIUX
YHHUKQIBHBIX HJICHTU(PUKATOPOB HE OYIyT 3alaHbl. Pe3ynbTaThl JaHHOTO HMCCIEIOBaHUS
MOTYT OBITh OIYOJIMKOBaHBI B HAYYHBIX JKypHaJIax, HO HH(GOpMAIHs, UACHTHPHUIHUPYIOLIast
Bac He Oyzaer BirodeHa.

BPEMS YUHACTUSA: Yyactue 3aiiMeT 0koo 30- 45 MUHYT.

PUCKHM U NIPEUMYIIECTBA: Pucku, cBA3aHHBIE C 3TUM HCCIEJOBAHHEM, MUHUMAJIbHBI U
MOTYT BKJII09aTh TOJBKO MMOTEHIMAIBHBIN SMOIMOHATBHBIA THCKOMGOPT 0T cobecenoBanus. UToOb
CBECTM K MHHUMYMY PHCKH, BONpPOCHI OyIyT akKypaTHO c(OpMYJIHpOBaHBl, M HUKAKUE
qyBCTBUTENBbHBIE BOIIPOCH HE OYIyT 3a1aHbl. VccienoBanne He HECET HEMOCPEICTBEHHON BBITOBI
OT ydacTHsl Ais y4acTHHKOB. OJHAaKO KOCBEHHBIE BBITOJBI OyXyT BKIIOUaTh Oonee rirybokoe
MMOHWMaHue TPEXBA3BIYHOTO 0Opa3oBaHMA, IeNed W 3amad MporpaMMbl. Pe3ynbpraTel 3TOTrO
WCCIJIEIOBAHNS CTaHYT MPEUMYIIECTBOM A Oosiee 3(h(peKTHBHON peann3anuy MOJIUTHKY B Bamei
mkose. Bame pemenne 06 ydacTuu B CCIeI0BAaHIH HE TIOBIUSIET Ha BaIll CTaTyC.

ITPABA YYACTHHMKOB: Ecnu Brl npountanu nanHyo GopMy ¥ peIIMIN NPUHATH YY9acTHE B
JAaHHOM MCCJIeI0BaHUH, BBI JOIDKHBEI IOHMMATh, 9TO Baime ygactue siBisercss 10OpOBOIBHBIM H UTO
y Bac ecTtp mpaBo 0T03BaTh CBOE coriacue WM MPEKpPaTUTh ydacThe B J00oe BpeMsa. B kauecTse
aJIbTEpPHATHUBEI MOXHO HE y4acTBOBATh B MccieoBaHnu. Taxke Bl nMeeTe mpaBo He 0TBEUaTh Ha
Kakue-I1u00 BOMPOCHL.

KOHTAKTHAA HH®OPMAILUA: Bonpocst: Ecniu y Bac ecTs BOonpocsl, 3aMedaHus UIu
KaJI00BI 110 MOBOY TAHHOT'O UCCIIEAOBAaHUS, MPOLEAYPHI €T0 MPOBEICHHS, PICKOB U
MIPEeUMYINEecTB, BeI MoeTe cBA3aTheA € MCCIe0BaTENEeM, HCITOB3YS CIEAYIOINe JaHHbIE:
Cynymam Kepumkymoa sulushash.kerimkuloval@nu.edu.kz;

He3aBucumble koHTakThl: Eciin Bel He y0BIETBOpEHBI MPOBEACHNEM AAHHOTO HCCIEAOBaHUS,
ecnn y Bac Bo3HMKIM Kakme-muO0 mpoOieMbl, xamoObl WM BOMPOCH, BBl MoXkeTe CcBSA3aThCS C
Komurerom UccnenoBannii Beicmeit Llxoner O6pa3oBanns HazapbaeB YHuBepcuTeTa o renedony
+7 7172 70 93 59 uam  oOTHpaBUTH  IUCBMO  HA  DJIEKTPOHHBIA  aJpec
gse_researchcommittee@nu.edu.kz

[NoxamnyiicTa, moanumunTe faHHy0 Gopmy, eciau Bel corylacHs! yuacTBOBATh B MCCIIEAOBAaHUH.

* 51 BHEMAaTEIBHO U3YUYMII IPEJICTABICHHYIO HH()OPMAIIHIO;

* MHe npeocTaBuIN MOTHYI0 HH(OPMAITHIO O HENIX U NPOLEAYPE NCCIEIOBAHNUS;

* 5l monumaro, kak OyAyT MCITOJIb30BaHbl COOpaHHbIE JAaHHBIE, U YTO TOCTYI K JII00O0H
KOH(uAeHInANbHOI nHopMaInu OyAeT UMETh TOJIBKO HCCIEeI0BAaTEeNN U PYKOBOANUTEIND;

* 5l monuMmaro, 4yTO BIIpaBe B JI000H MOMEHT OTKa3aThCs OT yYacTHs B JAaHHOM

nccienoBannn 0e3 00bICHEHNS IPUIHH;

* C MOTHBIM OCO3HAHHWEM BCETO BBIIIEH3JIOKEHHOTO 5 COTJIACEH MPUHATH ydacThe B

HICCIIEIOBAHNH IO COOCTBEHHOM BOIJIE.

[Moamuce: Hara:
JlomomHUTENbHAs KOMHS 3TOH MOANMMCAaHHOW U TaTUPOBAHHON ()OPMBI coTacus MpeaHa3HaYeHa
IS Bac.
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3EPTTEY )K¥MBbICbI KEJICIMIHIH AKITAPATTBIK ®OPMACHI (ata-anara
apHaJIFaH)
AYJAHIBIK MEKTEI CTOWKXOJIEPJAPBIHBIH, YIII TUIJIE BIJIIM BEPYTE
KATBICTBI TYCIHITT MEH KOJJIAHBICHI: BIPJIE HE OPTYP.JII?

CHUITATTAMA: Ci3zi ara-aHanap, MyFalliMAep JKoHE MEKTeIl AUPEKTOpHI YII TinAi Oiimim Gepyai
Kallail TYCIHETIHIH XOHE 63 OpTajapblHIa Kalai KOJJTAHATHIHBIH aHBIKTAyIbl KO3ACHTIH 3epTTey
KYMBICBIHA KaThICyFa makeipambi3. Ci3JiH KaThICYBIHBI3 aTa-aHa PeTiHze MaHbI3Ab ce0edi ci3 ochl
TiJl casicaThIHBIH HETi3ri OpeIHAayIIBICEICHI3. Ci3re OeTne-0eT cyx6aTKa KaThICy YCHIHBUIBII, alllbIK
cypakTap Koiblmaasl. byn cypaxrap ymr Tinge 6inmim 6epyre, yiiae koHe MEKTENTEH THIC XKepiepae
KOJIJIAaHBIIATHIH Tijepre OainanbICThl 00aabl. 3epTTey MAaKCaThIH/IA JKayanTap cyx0aT aryIIbIHbIH
pYKcCaTbIMEH Taclara >a3bpluaabl. MeKTenm OKIMIIUIriHe HeMmece YIIIHIN TapanTapra Ci3dig
xayaObIHbI3 Oepinmeiiai. Ci3miH KayaObIHBI3IBI KOpFay MakcaTblHAA €CiMiHI3 ICEeBIOHUMMEH
aybICTBIPBUIBII, KEKE MAJIIMETTEP CypaaMaiibl. byl 3epTTey )KYMBICBIHBIH KOPBITBIHABICH! FHUIBIMH
KypHaJIapra xKapusilaHca aa, Ci3/IiH eCiMiHi3 KepceTimMen .

OTKIBIJIETIH YAKBITBI: Ci3znin xkarsicybiHbI3 maMame 30-45 MUHYT yaKbITBIHBI3IBI aTa/ibl.
3EPTTEY K¥MBICBIHA KATBICYAbIH KAYIIITEPI MEH APTBIKUIBIJIBIKTAPBI:
Ocsl 3eprTeyre 6alIaHBICTHI KayiTep MHHUMAIIBI )KOHE T€K HHTEPBBIO 0apbICHIHAA TYBIHIANTHIH
Kobamky Oosysl MyMKiH. KaTsIcymieimapra 3epTTeyre KaThICyZaH TiKelleH apTBHIKIIBIIBIKTAP
6onMaysl MYMKiH. Anaiia KaTeICyIIbUIap yII Tutae 6isiM Oepy cascaThIHBIH JKY3€T€ achIPBIIYHI,
ochl OaFapiaMaHbIH MakcaThl MEH MIHAETTepi *kaiiael e3 Ourimiepin apra tycenmi. byn xobama
KATBICHIIT HEMECE KATHICTIAyBIHBI3 Ci3/iH MopTeOeHI3re HeMece OamaHbI3AbIH ca0arsl MEH OarachIiHa
ocep eTmeii.

KATBICYHIBI K¥KBIKTAPBI: Erep Ci3 Gepinren ¢opmMaMeH TaHBICHIN, 3€pPTTEY KYMBICHIHA
KaTblcyFa mremiM KaOburnacanbl3, Ci3iH KaTBICYBIHBI3 €piKTI TypAe €KeHiH XabapiaiMbI3.
ConHbpIMEH KaTap, KaJllaFaH YaKbITTa 3epTTey >XYMbICBIHA KAaThICy Typasbl KemiciMiHi3mi Kepi
KalTapyFa HEMece TOKTaTyFa KYKbIFBIHBI3 0ap. 3epTTey *KYMBICHIHA MYJIJIEM KaTbICIIAyBIHbI3FA Ja
TOJIBIK KYKBIFBIHBI3 Oap. CoHpaii-ak, KaHmail ga Oip cypakTapra kayam OepMeyiHi3re ne o01eH
6omanel. byn 3epTTey *KYMBICHIHBIH HOTIDKETEpi akaJeMUsUIBIK HeMece KociOn KoH(pepeHnusaaapaa
KapHUsITaHbIIT HeMece 0acTara YChIHBUTYBl MYMKIH.

BAMJIAHBIC AKITAPATBI: CypakTapsingis: Erep sKyprisifin oTEIpFaH 3epTTey KYMBICHIHBIH
MpoIieci, Kayni MeH apThIKIIBUIBIKTAPhI Typajbl CYpaFrbIHbI3 HEMECe IIaFBIMBIHBI3 O0JIca, Keneci
GaiimaHbpIC Kypasapbl apKbLIbI XKeTeKIIiMeH xabapnacysiHp3ra 6omaasl. Cymymam Kepumkynosa
sulushash.kerimkuloval@nu.edu.kz;

JTEPBEC BAMJIAHBIC AKITAPATTAPBI: Erep Gepinren 3epTrey KyMBICHIHBIH
KYpPTi3ilyiMeH KaHaraTTaHOacaHbI3 HEMECEe CYpaKTapbhIHbI3 O€H IIarsIMIapbeIHbI3 Oosica, HazapOaes
VYuusepcureti XKoraps! binim 6epy mexteOiniH 3eprrey KomuTteTiMer kepceTinreH Oainanbic
KYpainapsl apKbLIbI XabapiacyslHbI3Fa 0omanst: +7 7172 70 93 59, sneKTpOHIBIK MOIITA

gse researchcommittee@nu.edu.kz.

3epTTey )KYMBICBIHA KaThICyFa KemiciMiHi3i Oepcenis, 6epinreH Gpopmara KO KOIOBIHBI3IBI
CYpaiMBI3.

* Men Gepinren popmMaMeH MYKHAT TaHBICTBIM;

* MaraH 3epTTey >KYMBICBIHBIH MaKCcaTbl MEH OHBIH ITPOLEAYPachl )KaibIH/a TOJIBIK

akmapar oepiiui;

* J)KuHakranraH aKnapaT IeH KYIHs MAJIiMeTTepre TeK 3epTTEYNIIepAiH KoHEe KEeTEeKIIiHIH o3iHe
KOJDKETIM/I1 JKOHE Kajlail KOJIaHBLIATEIHBIH TOJBIK TYCIHEMIH;

* MeH Ke3 KeNreH yakpITTa eNIKaHAal TYCIHIKTeMeCi3 3epTTey KYMBICBIHA KaTBICY1aH

6ac TapTysIMa OOJIATBIHBIH TYCIHEMIH;

* MeH >xoFapbia aTajibll 6TKEH aKnapaTThl CaHaJIbI TYPAE KaOBIIAAIl, OCH 3epTTEY

KYMBICBIHA KaThICYFa 3 KeliciMiMIi OepemiH.
Konsr: Kyni:
Ko koiipiran kemicim popmaceiabIg Oip KemripMeci e3iHi3ae Kaaamsl.
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3EPTTEY X K¥MbICBI KEJICIMIHIH AKITAPATTBIK ®OPMACBI (myranimre apHanran)
AYJAHIBIK MEKTEI CTOWKXOJIEPJAPBIHBIH, YIII TUIJIE BIJIIM BEPYTE
KATBICTBI TYCIHITT MEH KOJJIAHBICHI: BIPJIE HE OPTYP.JII?

CHUITATTAMA: Cizzi ata-aHanap, MyFaJiMaep *KoHE MEKTeN JUPEKTOPHl YII Tinae OinmimM Gepyai
Kallail TYCIHETIHIH JKOHE 63 OpTalapbhlHAa TUIAEPIi Kajail KOJJaHATHIHBIH aHBIKTAYIBl KO3ICHTIH
3epTTey JKYMBICBIHA KaTICYFa makbIpaMbI3. Ci3miH KaThICYBIHBI3 MYFaJIiM peTiHIe MaHbI3bI ce0e0i
Ci3 OCBI TLJT casiCaTBIHBIH HETi3Ti OpbeIHAAyIbICHICH3. Ci3re Oerne-0eT cyx0aTKa KaThICy YChIHBUIBIII,
aIIbIK CypakTap KoWbutagsl. by cypakrap ymr tinge 6itiM Oepyre, *oHE CHIHBINTA KOJIJaHBUIATHIH
Tinaepre OainaHbBICTHI Oonaabl. 3epTTE€y MaKCaTHIHAA JKayanTap cyx0aT alyIIbIHBIH PYKCAaTBIMEH
Tacmara >kasbpUaazbl. MeKTenm OKIMINITiriHe Hemece YIIIHINI TapamnTapra Ci3miH >XayaOBIHBI3
6epinmerini. Ci3niH »ayaOBIHBI3ABI KOpPFay MaKCaThIHJA €CIMiHi3 IICEBJOHMMMEH ayBICTBIPBUIBIII,
KEeKe MOJIMETTep cypaiMansl. bys 3epTTey *KYMBICHIHBIH KOPBITBIHABICH FBUIBIMHU JKypHaJIapFa
XKapusUTaHca 12, Ci3/iH eCciMiHi3 KopCeTiIIMenIi.

OTKIBIJIETIH YAKBITBI: Ci3nin karsicysiabI3 maMameH 30-45 MUHYT yaKbITBIHBI3IbI aTa/lbl.
3EPTTEY ) K¥MBICBIHA KATBICYbIH KAYIIITEPI MEH APTBIKIIBIJIBIKTAPBI:
Ocsl 3epTTeyre 6alIaHBICTHI KayiNTep MUHUMAJIBI )KOHE TEK MHTEPBBIO OaphICHIH/IA TYyBIHAAWTHIH
Kobamky Oosysl MyMKiH. KaTsIcymieimapra 3epTTeyre KaThICyZaH TiKelleH apTBHIKIIBIIBIKTAP
6onMaysl MYMKiH. Anaiiia KaTeICyIIbUIap yII Tutae 6isiM Oepy cascaThIHBIH JKY3€T€ achIPBIIYHI,
OCBHI OaFgapIaMaHbIH MaKCcaThl MEH MiHIETTEP1 KaliIsl 3 OimiMaepin apta Tyceni. Ci3miH 3epTreyre
KaThICy HEMece KaThICIay TypaJbl MIEMIiMiHI3 )KYMBICKA HEMECe )KYMBIC JKaFIaiibIHa 9cep eTHeHIi.
KATBICYHIBI K¥KBIKTAPBI: Erep Ci3 Gepinren ¢opmMaMeH TaHBICHII, 3€pPTTEY KYMBICHIHA
KaTelcyFa mremimM KaOburnacanbl3, Ci3iH KaTBICYBIHBI3 €piKTI TypAe €KeHiH xabapiaiMbI3.
ConHbIMEH KaTap, KajllaFaH YaKbITTa 3epTTey JXYMbICBIHA KAaTbhICy Typasibl KemiciMiHi3mi Kepi
KalTapyFa HEMece TOKTaTyFa KYKbIFBIHBI3 0ap. 3epTTey *KYMBICHIHA MYJIJIEM KaTbICIIayBbIHBI3Fa Ja
TOJIBIK KYKBIFBEIHBI3 Oap. CoHpaii-ak, KaHmail ga Oip cypakTapra kayam OepMeyiHi3re ne o01eH
6omanel. byn 3epTTey *KYMBICHIHBIH HOTIDKETIEpi akaJeMHUsUIBIK HeMece KociOn KoH(pepeHnusaaapaa
KapHUsITaHbIIT HeMece 0acTara YChIHBUTYBl MYMKIH.

BAMJIAHBIC AKITAPATBI: CypakTapsinsis: Erep sKyprisifin oTEIpFaH 3epTTey KYMBICHIHBIH
MpoIieCi, Kayni MeH apThIKIIBUIBIKTAPhI Typajibl CYparbIHbI3 HEMEce IIaFBIMBIHBI3 0O0JIca, Keneci
GaiimaHbpIC Kypasapbl apKbLIbI XKeTeKIIiMeH xabapnacysiHp3ra 6omaasl. Cymymam Kepumkynosa
sulushash.kerimkuloval@nu.edu.kz;

JTEPBEC BAMJIAHBIC AKITAPATTAPBI: Erep Gepinren 3epTrey KyMBICHIHBIH
KYPTi3ilyiMeH KaHaraTTaHOacaHbI3 HEMeCEe CYpaKTaphIHbI3 O€H IIarsIMIapbeIHbI3 Oosica, Hazapbaes
VYuusepcureti JKoraps! binim 6epy mexteOiniH 3eprrey KomuTteTiMen kepceTinreH Oainanbic
KYpainapsl apKbLIbI Xa0apiaacyslHbI3Fa 6omanst: +7 7172 70 93 59, aneKTpOHABIK MOIITA

gse researchcommittee@nu.edu.kz.

3epTTey )KYMBICBIHA KaThICyFa KemiCciMiHi3i Oepcenis, 6epinreH ¢popmara KOJ1 KOIOBIHBI3ABI
CYpaiMBI3.

* Men Gepinren popmMaMeH MYKHAT TaHBICTBIM;

* MaraH 3epTTey >KYMBICBIHBIH MaKCaThl MEH OHBIH ITPOLEAYPACHI XKabIHAA TOIBIK

akmapar oepinnui;

* J)KuHakranraH aKnapaT IeH KYIHs MAJIiMeTTepre TeK 3epTTeYIIepAiH KoHe KEeTEeKIIiHIH o3iHe
KOJDKETIM/I1 JKOHE KaJlail KOJIaHBLIATEIHBIH TOJBIK TYCIHEMIH;

* MeH Ke3 KeNreH yakpITTa eNIKaHAal TYCIHIKTeMeCi3 3epTTey KYMBICBIHA KaTBICY1aH

6ac TapTybIMa OOJIATBIHBIH TYCIHEMIH;

* MeH >xoFapbia aTajibll 6TKEH aKnapaTThl CaHaJIbI TYPAE KaOBIIAAIl, OCH 3epTTEY

KYMBICBIHA KaThICYFa 3 KeliciMiMIi OepemiH.
Konsr: Kyni:
Ko koiipiran kemicim popmackiabiy Oip KkemripMeci e3iHi3ae Kaaaasl.
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SBEPTTEY ) K¥MbICBI KEJICIMIHIH AKITAPATTBIK ®OPMACBI (aupexropra apnanran)
AYJIAHJBIK MEKTEI CTOUKXOJIJIEPJIAPBIHBIH YIII TLIJIE BIJIIM BEPYTE
KATBICTBI TYCIHIT'I MEH KOJITAHBICBI:BIPJIE HE OPTYP.JII?

CHUITATTAMA: Cizzi ata-aHanap, MyFaJgiMaep *KoHE MEKTeN JUPEKTOPHl YII Tinae OimimM Gepyai
Kallail TYCIHETIHIH JKOHE 63 OpTalaphlHAa TUIAEPIi Kajail KOJJaHATHIHBIH aHBIKTAYIbl KO3ICHTIH
3epTTey JKYMBICBIHA KaThICyFa makelpambl3. Ci3/liH KaTBICYBIHBI3 AUPEKTOP PETIHAE 6T€ MaHBI3IbI
ce0ebi ci3 OCBI TNl cascaTBHIHBIH HETi3Ti OpbIHAAyIIbICHICH3. Ci3re Oerme-0eT cyx0aTka KaThICy
YCBIHBUIBIN, aIlbIK CYpakTap KoWbutansl. bynm cypakrap ym tinge OiniM Oepyre skoHE MEKTeNTe
KOJIJIAaHBIJIATHIH TijAepre OaimanbIcThl 00aabl. 3epTTey MAaKCaThIH/IA JKayanTap Cyx0aT aTyIIbIHbIH
pYKcaTbIMeH Tacmara jkaszputagsl. Ci3miH jkayaOBIHBI3 YIIIHIN TapanTapra Oepinmmeiini. Mekren
aTaybl MEH OpHaJIaCKaH JKepi )KajIblIaMa aTaylapMeH aybIcThIpbuianbl. Ci3miH jkayaObIHBI3IBI
KOpFay MakcaTBIH/a €CiMiHi3 IICEBIOHUMMEH ayBICTBIPBUIBII, )KEKEe MAJIIMETTep cypaiaMaiiel. by
3epTTey KYMBICHIHBIH KOPBITBIHABICHI FBUIBIMH JKypHaJJapFa JKapHsuIaHca Ja, Ci3fiH eciMiHi3
KOPCETLIMEH/II.

OTKIBIJIETIH YAKBITBI: Ci3znin xkarsicysiHbI3 maMameH 30-45 MUHYT yaKbITBIHBI3IbI aTa/ibl.
3EPTTEY K¥MBICBIHA KATBICYbIH KAYIITEPI MEH APTBIKIIBIJIBIKTAPBI:
Ocsl 3epTTeyre 6alIaHBICTHI KayiTep MHHUMAIJIBI )KOHE T€K HHTEPBBIO 0apbICHIHAA TYBIHIANTHIH
Kobamky Oosysl MyMKiH. KaTsICymieimapra 3epTTeyre KaThICyZaH TiKelleH apTBHIKIIBIIBIKTAP
6onMaysl MYMKiH. [lereHmeH, kaHaMa apTHIKIIBUIBIKTAP MEKTEINTe YIITUIAL OimimM Oepy cascaThlH
icke aceIpy Typaibl xabapjap OONyAbl JKOHE OHBI JKY3€re achIpyIbl NaMBITyFa OaFbpITTalnfraf
KamaMmmapael KamTuabl. OCBl 3epTTeyre KaThiCy HeMece KaThiclay Typaibl MIeHIiM Ci3miH
MopTeOeHi3re acep eTHem .

KATBICYHIBI K¥KBIKTAPBI: Erep Ci3 Gepinren ¢opmMaMeH TaHBICHII, 3€pPTTEy *KYMBICHIHA
KaTelcyFa mremiM KaOburmacanbl3, Ci3iH KaTBICYBIHBI3 €piKTI TypAe €KeHiH XabapiaiMbI3.
ConHbIMEH KaTap, KajllaFaH yaKbITTa 3epTTey >XYMbICBIHA KAaThICy Typaslbl KemiciMiHi3mi Kepi
KalTapyFa HEMece TOKTaTyFa KYKbIFBIHBI3 0ap. 3epTTey *KYMBICHIHA MYJIJIEM KaTbICIIaybIHBI3Fa Ja
TOJIBIK KYKBIFBIHBI3 Oap. CoHpaii-ak, KaHmail ga Oip cypakTapra kayam OepMeyiHi3re ne o01eH
6omanel. byn 3epTTey *KYMBICHIHBIH HOTH)KETIEpi akaJeMUsUIBIK HeMece KociOn KoH(pepeHnusaapaa
KapHUsITaHbIIT HeMece 0acTara YChIHBUTYBl MYMKIH.

BAMJIAHBIC AKITAPATBI: Cypakrapsinsis: Erep sKyprisifin oTEIpFaH 3epTTey KYMBICHIHBIH
MpoIieci, Kayni MeH apThIKIIBUIBIKTAPhI Typajbl CYparbIHbI3 HEMECE IIaFBIMBIHBI3 O0JIca, Keneci
GaiinmaHbpIC Kypaigapbl apKbUIbI XKeTeKIiMeH xabapnacysiHb3ra 6omaasl. Cymymam Kepumkynosa
sulushash.kerimkuloval@nu.edu.kz;

JTEPBEC BAMJIAHBIC AKITAPATTAPBI: Erep Gepinren 3epTrey KyMBICHIHBIH
KYPTi3ilyiMeH KaHaraTTaHOacaHbI3 HEMeCe CYpaKTaphIHbI3 O€H IMIarsIMIapbeIHbI3 Oosica, Hazapbaes
VYuusepcureti JKoraps! binim 6epy mexteOiniH 3eprrey KomuTteTiMer kepceTinren Oainanbic
KYpainapsl apKbLIbI XabapiacyslHbI3Fa 0omanst: +7 7172 70 93 59, aneKTpOHIBIK MOIITA

gse researchcommittee@nu.edu.kz.

3epTTey )KYMBICBIHA KaThICyFa KemiCciMiHi3i Oepcenis, 6epinreH ¢popmara KOJ1 KOIOBIHBI3ABI
CYpaiMBI3.

* Men Gepinren popmMaMeH MYKHAT TaHBICTBIM;

* MaraH 3epTTey >KYMBICBIHBIH MaKCcaTbl MEH OHBIH ITPOLEAYPachl )KaibIH/a TOJIBIK

akmapar oepinui;

* J)KuHakranraH aKnapaT IeH KYIHs MAJIiMeTTepre TeK 3epTTeyLIUIepiH )KoHe )KEeTEeKIIiHiH o3iHe
KOJDKETIM/I1 JKOHE KaJlail KOJIaHBLIATEIHBIH TOJBIK TYCIHEMIH;

* MeH Ke3 KeNreH yakpITTa eNIKaHAal TYCIHIKTeMeCi3 3epTTey KYMBICBIHA KaTBICY1aH

6ac TapTybIMa OOJIATBIHBIH TYCIHEMIH;

* MeH >xoFapbia aTajibll 6TKEH aKMapaTThl CaHaIbl TYPAE KaOBIIAAIl, OCHl 3epTTey

KYMBICBIHA KaThICYFa 3 KeliciMiMli OepemiH.
Konsr: Kyni:
Ko koiipiran kemiciM popmaceiabiy Oip KkemripMeci e3iHi3ae Kaaamsl.




TRILINGUAL EDUCATION: PERCEPTIONS AND PRACTICES

Appendix E

Interview transcripts in English

128

Interview transcripts with a parent

Codes

The consent form is being explained

Researcher: Please, tell me about your family, how many
children do you have?

Parent: I have three children, two of them go to this school, one
goes to kindergarten.

R: What do you think of trilingual education?

P: Well, I like ii and totally support it because after the school
we have planned that our daughter will study higher education
abroad. This is our plan for the future. I have asked some of our
friends and looked through the internet, my daughter started

learning English intensively with this trilingual education. They

started studying languages from very early age. And we have

also been preparing them to this. We increased her level of
English by going to private tutors. This new education system
allows children to search for information themselves. And this
skill will be very helpful when children go to abroad they will
be ready to such grading, for example.

R: And how do you understand trilingual education?

P: As I said, Children should know English, it is something

must have in these days. It opens doors for children for further

education. I as parent support it very much.

R: what languages do you prefer to use at home?

P: We speak mostly Kazakh, because we live with our
grandparents. But, what I have noticed is that when children
leave the home they start to switching to Russian language.
They speak Russian with their friends, neighbours, and at

school.

Intensive English
learning

(understanding)

Understanding of TE




