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Abstract
EFL Teachers’ Translanguaging Pedagogy and the Development of Beliefs about
Translanguaging

The results of previous studies have shown that EFL teachers mainly held English-only
beliefs in the context of Kazakhstan meaning that they preferred using the target language
more than their learners’ mother tongue. Yet, with this belief, there is little room for
translanguaging practices in EFL classrooms as the translanguaging pedagogy calls for the
strategic inclusion of learners’ mother tongue into the lessons. However, these previous
studies did not investigate the origins of teachers’ English-only beliefs in the context of
Kazakhstan. Therefore, this study was aimed at exploring both EFL teachers’ beliefs about
translanguaging pedagogy and the origins of these beliefs. Employing an interview-based
qualitative research approach, the following two main research questions were posed: 1)
What are EFL teachers’ beliefs about translanguaging as a pedagogical tool? 2) What are
some possible factors which have shaped these EFL teachers’ beliefs about
translanguaging in the English acquisition classroom? To answer these questions Garcia
and Kleyn’s (2016) framework about the translanguaging pedagogy and Borg’s (2015)
framework about the developmental factors of belief were used. The study involved three
school EFL teachers. Like previous studies, the participants in this study were found to
have developed monoglossic beliefs and thus reported that they preferred to employ the
target language more than their learners’ mother tongue when teaching English. However,
the intensity of their monoglossic beliefs was found to vary and different factors influenced
their beliefs about translanguaging. The study demonstrated that professional development
courses may encourage teacher trainees to judiciously use learners’ mother tongue. Yet, the
study also found that early language learning experiences may exert a strong influence on

the formation of monoglossic beliefs. Moreover, a school’s monoglossic language policy,
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oriented to preparing learners for English examinations, may encourage EFL teachers to
use English-only approaches to teaching English. This kind of policy may be justified by
the need to prepare learners for English monolingual university entrance examinations.
Based on these findings, it is recommended that professional development courses take
teacher-trainees’ early language learning experiences into consideration to make the

courses effective.
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AHaaTna
ArplmmbiH Tini Myranimaepinin Tpancaunnrsansai Ilenaroruxansik Tacinre /leren
KarbiHacbeIHbIH [[amybl.

ANIBIHFBI 3epTTeysep HoTmxkec KasakcTan aymarbIH/Ia aFbUIIIBIH Tl MyFaliMaepi
Ke0iHe OIPTUIAUIIK TOCUITe JKYT1HIeH JYPBICBIPAK JIET€H CEHIM OUIAipreHaepiH KOpCeTTi.
By nerenimi3 arpUIIIBIH TiUTIHE YHPETY OapbIChIHIA MyFaIiMIep OKYIIbUIApABIH aHa
TiJIIHE KaparaH1a, MaKCaTThI TiJJI1, SFHH aFbUIIIBIH TUTIH KOOIpeK KOIIaHy bl )KOH KOPICH.
OchpIHIall CCHIMHIH HOTHXKECIH/IC, aFbUIIIBIH TLTI ca0aFbIH/Ia apaslacTiIIecy
NeIarOTMKAJIBIK TOCLI CHPEK KOJIAHBUIAABI. AJl TPAHCIHMHTBAIIBII TTeJarOTUKAIBIK TOCLIT
OKYIIBUTAP/IBIH aHa TIJTIH aFBUILIBIH TiJi cabarbIH/A XKYHENTl TYp/Ae KOJIJaHyAbl YChIHA/IbI.
Amnaiina, alaeIHFBI 3epTTeyiep Ka3zakcTaH KOHTECTIH/IE OChIHIal CCHIMHIH amMmy
dakropiapsl xaiisl a3 Marmymar oepeni. Coln cebenTeH, OChl 3ePTTEY aFbUIIIBIH TiJ1
MYFaJIIMJIEPIHIH apalacTUIIeCy TOCUII KalJIbl CeHIMAEPIMEH KOca, OChIHAAN CeHIMIEPIIH
KaJBIITaCyblHA dcep €TKeH (paKTopiapabl 3epTTeyMeH ailHaIBICTEL. Canaliel 3epTTey
TOCUTIH KOJIZIaHa OTBIPHII, Op MyFaJlIMMEH cyx0aT oTki3uial. JKoHe keneci 3epTTeyaiH eKi
cyparbIHa jkayart oepini: 1) AFBUIIIBIH TiTI MYFaTIMEPIHIH aFbUIIIBIH cabarbIH 1A
OKYIIBIHBIH aHa TiJIIH KOJJIaHYFa JIeTeH KaTbIHACTAPbI KaHaai? 2) AFBUIIIBIH TUTI
MYFaliMJIepiHiH aFbUILIBIH cabaFbIH/Ia OKYLIBIHBIH aHa TUTIH KOJAaHyFa JereH
KaThIHACTAPBIHBIH Maiia 00ybIHa KaHaal ¢akTopiap acep eryi MyMkin? Ocbl cypakrapra
xayan Oepy ymiH ["apcus men Kneiinubix (2016) apanactingecy neaarorukachl Kaunbl
Heri3i MeH boprreig (2015) ceHiMHIH 1amMybIHa dCep €TETiH (aKTopiap *Kauibl Heri3i
KosIJaHbuIIbl. OChl 3epTTeyTe YII aFbUILIBIH TUTI MYFalliMEP1 KaTbICTbI. AJIJIBIHFBI 3€pPTTEY
HOTHXKEJIEPiHEe YKCAac, OCBI 3epPTTeyY Je MyFaliMACPAiIH OipTIAALIIK TOCLIre )KYTiHIeH
JYPBICBIPAK JIET€H CeHIM OUIAIpreHiepiH KepceTTi. Amaiiia, ocbIHIail CeHIMHIH JapexKeci

OpTYPJIi €KEH1 )K9HE OCBI CeHIMEPIH KaJbIIITaCybIHA TYPJI (pakTopiap acep eTeTiHi
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6enrini Oonasl. Ockl 3epTTEy MYFaNIMIACPAiH OUTIKTUIITIH JaMBITYFa apHaJIFaH
Oarnapiamaliap aFbUIIIBIH TUTI MyFaliMaepiHe e3/1epiHiH cabak OapbIChIHIA
OKYIIBUIAP/IBIH aHA TUTIH CaHAIBI TYP/E KOJIIaHyFa OOIAaThIHBIH YHpeTeTiH1 Oenriai 60IbI.
Amnaiina, epre Ti1 OKy TaXipruOeci MyFaliMHIH OIpTULAUIIK TOCUITe )KYT1HIeH JYPBICBIPAK
JIETeH CEHIMIHIH JaMybIHa ocep eTeTiHi Oenrii 6omabl. OckbIFaH KOca, MEKTEITIH TULIIK
casicaThl J]a OCBIH/Iail CEHIMHIH JIaMybIHa OKEJII COFYHI J1a MYMKIH €KEeHI1 ToJIeIICH .
MeKTenTiH OCBIH/IAM TIIIIK CasiCaThIH OKYIIBIIAPAbI )KOFaphl OKY OpBIHIAphIHA TYCY YIIiH
aFbUIIIAH TUTIHACTI eMTUXaHAapFa JalbIHIAy MYKTaXIbIFBIMEH TYCiHIipyTre 001aapr. Ochl
3epTTEy HOTI)KECIHE HEeri3/1ee OThIPBII, MYFaIiMAEp IiH OUTIKTUIIrH JaMBITYFa apHaIFaH
OarapiamMaliapibl THIMIIPEK €Ty YIIiH MYFaTiMACPAIH alABIHFBI TUT OKY TOXIpHOeCiH

€CKEepreH KeH.
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AHHOTANUA
®opmupoBanue Yoexaenus IlpenogaBareneii Anramiickoro SI3pika o
Tpauncaunnrsusme kak Ilenaroruyeckoii Ilpakruke.

Pesynbrarsl npeablymux UCCIEI0BaHUN B KOHTEKCTe Ka3zaxcTana nokasanu, 4To y4uTess
AHTJIMICKOTO SI3bIKA yOEXKICHBI B TOM, YTO JIyUYIIHNA OJAXO0 K 00yYSHHIO aHTIIMICKOMY
SI3BIKY — 9TO MPsiMOii MeTo1. TO eCTh, 3TO 03HAYAET, YTO PU OOYUCHUN AaHTTTUHCKOMY
A3BIKY YUUTENS IPEAIIOYUTAIOT UCII0JIB30BATh LEIEBOM, TO €CTh, AHTJIMHCKHM SI3bIK
0oJbI1Ie, YEM POJHOM A3BIK ydaluxcs. Pe3ynabTaTr mogo0HbIX yOeK1eHIH 00BIYHO
IPUBOJIUT K TOMY, YTO Ha YPOKaX aHTJIUMICKOTO SI3bIKa OTCYTCTBYET TPAHCIMHIBaJIbHAs
IPAKTHKA. A MeJaroruka, OCHOBaHHAas Ha TPAHCIMHIBAJIbHOW MTPaKTHKE, BBICTYNAET 3a
CHUCTEMHOE BHEJPEHHUE POAHOIO SI3bIKA B YPOKH MHOCTPAHHBIX S3BIKOB. TeM He MeHee,
IpeIbIAYIINE UCCIeIOBAaHMS JAI0T Mao HH(opMarmu o (pakTopax, BIUSIOMUX HA
pa3BUTHE TAaKOTO pojaa yoexaeHui B kontekcre Kazaxcrana. [loatomy nanHoe
UCCIIEIOBaHKE, HApSIly C YOSKICHUSMH YUUTENIeH aHIJIMICKOro sI3bIKa O
TPaHCIMHIBAJILHOM MeJaroruke, uccaenoBano GakTopsl, MOBIUSBLIIMX HA (OPMUpPOBAHUE
Takux yoexaeHui. s npoBeieHns JaHHOTO UCCIIE0BaHMs ObLIO MCIIOIb30BaHO
KayeCTBEHHBIN MOJIX0]] C IPUMEHEHUEM UHTEPBBIO C KAXKIbIM yUHuTeIeM. bbln gaHbl
OTBETHI HA CIEAYIONINE JIBa Bompoca ucciienoBanus: 1) KakoBsl yOexx1eHUs yIUTENEH
QHTJIMHCKOTO SI3bIKA O TPAHCIMHIBU3ME KaK nenaroruueckom noaxoxae? 2) Kakue
BO3MOYHBIE MOTYT OBITh (haKTOPHI, BIUSIOMINE Ha (POPMUPOBAHHE TEX HIIM MHBIX
yOexIeH!H yunTeneit aHrTMHCKOro A3bIKa O TPAHCIUHIBU3ME KaK MOX0/1€ K 00yUEHHIO
s3b1ka? J{71st mosryueHust OTBETOB Ha MOCTaBJIEHHBIE BOIIPOCH ObUIN UCIIOIb30BaHBI JBE
TEOpEeTHUECKHE OCHOBBI. A UMeHHO, ocHOBa ["apcun u Kineitn (2016) o TpaHCIMHTBaIbHOM
nenaroruke u ocHona bopra (2015) o ¢akropax, Biausromux Ha popMupoBaHue

yOexnenuil. B taHHOM uccieoBaHUM MIPUHSIIO yYacTUE TPH YUUTEIS aHTITHMICKOTO
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s3biKa. [10100HO TIPEIBITY M UCCIICIOBAHUSIM, TAHHOE UCCIICOBAHHUE TTOKA3aJI0, YTO
YYUTEIH MPEATOYUTAIOT UCIIOJIB30BATh MPSIMON TIOJIX0/] K O0YUEHUIO aHTIUHCKOMY SI3BIKY,
9TO O3HA4YaeT YOS KIEHHOCT yuuTenei 00 3hGeKTHBHOCTH OOBINEr0 UCTIONb30BaAHUS
IIEJICBOTO S3bIKA, YeM POJTHOM s3BIK yuamuxcs. OHaKO, KaK 0Ka3aJIoCh, CTEIIEHb TaKOM
yOKIEHHOCTH OTIMYASTCS M OBLIO BBISIBICHO, YTO pa3Hble ()aKTOPHI MOTYT BJIHSTH HA
dbopMupoBaHue oI0OHKIX yOexaeHui. JlaHHOe HccaeIoBaHue MOKa3alio, YTO 3HAHKE,
npHOOPETEHHOE BO BPEMsI IIPOTPAMM I10 TIOBBIIICHUO KBATH(DHUKAIIIH, MOXKET
COJICHCTBOBATH (POPMHUPOBAHUIO YOCKICHHUN y YIUTEICH O CO3HATEILHOM HCITOJIb30BAHUU
POJHOTO S3bIKA YUAIIUXCS Ha YPOKAX aHTIMHCKOTO si3bika. OTHAKO, KaK MOKa3aJIo JaHHOE
HCCJICIOBAHKE, OTIBIT PAHHETO U3YYCHUS aHTIIMHCKOTO S3bIKa MOKET TIOBIIUATH Ha
pasBuTHE YOKACHHUS O TOM, YTO JIYUIIHHA ITOAXO0] K OOYICHHUIO aHTIMICKOMY SI3BIKY — 3TO
psIMOK MeTOJT 6€3 BMEIIIaTeIbCTBA POTHOTO sI3bIKa ydamuxcs. Kpome toro, 6bu10
JTIOKA3aHO, YTO S3BIKOBAs TIOJUTHKA IIKOJIBI TAKIKE MOXKET MMPUBECTH K PA3BUTHIO TAKOTO
pona yoexnenuii. [1oj00HYIO SI3BIKOBYIO MOJIMTHKY IIKOJBI MOYKHO OOBSICHUTD
HEO0OXOJUMOCTBIO IMTOATOTOBKH YYAITUXCS K K3aMEHaM I10 aHTITUHCKOMY SI3BIKY JIJIS
MOCTYIUICHHUS B BEICIINE yueOHbIe 3aBeicHus. OCHOBBIBAsICh HAa PE3yJIbTAThI JAHHOTO
UCCIICIOBAHMSI, TSI oOecrieueHus 3PPEKTUBHOCTH PEKOMEHTYETCSI YIUTHIBATh OITBIT
PaHHETO M3yYeHUs aHTIUICKOTO SI3bIKa YIUTEIICH BO BPEeMs IPOXOXKICHUS TIPOTPaMM TI0

INOBBIIICHHUIO UX KBaJ'II/I(bI/IKaLII/II/I.
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List of Terms
EFL (English as a Foreign language) refers to the English language, which is taught as a
subject in formal educational settings in countries, where the English language does not
have a significant role outside the classroom (Richards & Schmidt, 2010).
ESL (English as a Second language) refers to teaching of the English language in
countries, where English is widely used in every-day communication or has an important

status in education or other domains of life (Richards & Schmidt, 2010).*

*Harmer (1991), however, argues that the distinction between EFL and ESL blurs for two
reasons. Firstly, many multilingual speakers both in English-speaking and non-English-
speaking countries use more or less the same English as a language for communication,
which makes it difficult to differentiate between the forms of the English language.
Secondly, at the present time EFL learners’ use of English is not restricted to only
classroom environment due to globalization. The development of the Internet, for example,
made it possible for many EFL students to employ English in a global context.
Consequently, both EFL and ESL teachers are said to be teaching more or less the same
form of English regardless of the context. Therefore, although the current thesis focuses on
EFL teachers’ beliefs about translanguaging, the literature review includes some sources,
where ESL teachers’ beliefs about language use in English classrooms are considered as

well.
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Introduction
Background Information

Globalization has become one of the main reasons for the spread of multilingualism
(Singh et al., 2012). In particular, many countries have been experiencing the increase in
the numbers of school learners from diverse language backgrounds due to globalization
(Blommaert, 2010; Vertovec, 2007). Consequently, this has challenged educators to
rethink the ways of teaching multilingual children with different linguistic needs and re-
examine the pedagogical approaches used in multilingual education (Duarte & Giinther-
Van der Meij, 2018; Hobbs, 2012). For Cenoz and Gorter, “multilingual education refers to
the use of two or more languages in education, provided that schools aim at
multilingualism and multiliteracy” (2015, p. 2). This language use usually happens for
instructional purposes.

One of the attempts to re-examine the multilingual pedagogy was the shift in
beliefs about the nature of multilingualism from the atomistic to the holistic view of
multilingualism (Cenoz, 2013) and from the traditional models of bilingualism to dynamic
bilingualism (Garcia, 2009; Garcia & Kleyn, 2016). In the case of atomistic view of
multilingualism, languages of multilingual speakers are viewed as separate entities, while
the holistic view of multilingualism posits that multilingual speakers have one unitary
linguistic repertoire and they are not the sum of several monolinguals (Cenoz, 2013). In
like manner, there has been a shift from the traditional models of bilingualism, which keep
languages apart, and which resulted in the emergence of the terms — “additive
bilingualism” and “subtractive bilingualism” (Lambert, 1974), whereas dynamic
bilingualism acknowledges that all the linguistic features of bilingual speakers fluidly

interact with one another (Garcia, 2009; Garcia & Kleyn, 2016).


https://www.sciencedirect.com/science/article/pii/S0346251X20302852#bib18
https://www.sciencedirect.com/science/article/pii/S0346251X20302852#bib18
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Translanguaging, as part of dynamic bilingualism, also advocates for the viewing
of the languages of multilingual speakers as one whole linguistic system and challenges the
strict compartmentalization of languages for instruction (Garcia, 2009). In its broadest
meaning, translanguaging is the conscious alternation between the languages in a bilingual
classroom for input and output mode (Lewis et al., 2012a). As Williams (1996) defined it,
“translanguaging means that you receive information through the medium of one language
(e.g., English) and use it yourself through the medium of the other language (e.g., Welsh).
Before you can use that information successfully, you must have fully understood it” (p.
64, as cited in Lewis et al., 2012a). The conceptualization of translanguaging was further
extended by other linguistic scholars. For example, Garcia and Kleyn (2016) used the term
translanguaging to refer to “the deployment of a speaker’s full linguistic repertoire, which
does not in any way correspond to the socially and politically defined boundaries of named
languages” (p. 14).

From the pedagogical perspective, this approach was then further developed by
Garcia and Kleyn (2016), according to whom, the successful strategic use of the
translanguaging tool occurs when a teacher has the three translanguaging strands: stance,
design, and shifts. When expanded, the translanguaging stance refers to a teacher’s belief
that all languages of bilingual learners represent one unitary linguistic system to be drawn
from at any time a bilingual child needs to do so. Translanguaging design is a pre-planned
integration of learners' first language (L1) into the lesson outline. As for the
translanguaging shifts, it refers to the willingness of a teacher to diverge from that pre-
planned and outlined lesson plan and have recourse to learners’ L1 to meet some of their

individual needs (Garcia & Kleyn, 2016).
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Problem Statement

As for Kazakhstan, today, it is a multinational, multicultural, and multilingual state
and a home for just under 130 ethnic groups in total (Bureau of National statistics, 2010).
An initiative of the former President of Kazakhstan, Nursultan Nazarbayev, provided a
major impetus to the strategic development of the Kazakh, Russian, and English languages,
each with a specific role to play in the country (Nazarbayev, 2007). In the educational
context, a certain number of schools with a multilingual educational system have been
established in Kazakhstan. Namely, 33 Daryn schools, 20 Nazarbayev Intellectual Schools,
and 30 Bilim Innovation Lyceums (former Kazakh-Turkish Lyceums) have been
implementing trilingual or multilingual education (Irsaliyev et al., 2017; Mehisto et al.,
2014). Although the basic principles of multilingual education in the context of
Kazakhstan take the mother tongue of learners as the base for acquiring other languages
(Irsaliyev et al., 2017) and even take Cummins’ (1981) “Common Underlying Proficiency”
into consideration in teaching learners second or foreign languages, Mehisto et al. (2014)
stated that in the trilingual policy in Kazakhstan “the three languages were presented from
a monoglossic perspective, as three separate entities” (p. 172). Moreover, some EFL
teachers were found to consider the monolingual approach as preferable and mixing
languages as obstructive in teaching English at schools in the context of Kazakhstan
(Abdrakhmanova 2017; Amaniyazova, 2020; Kaipnazarova, 2020). Hence, it can be stated
that some EFL teachers might still be holding the monolingual tenet of teaching English as
a second or foreign language, which affirms the belief that the best approach to teaching
English is exclusively through the medium of English (Phillipson, 1992). If EFL teachers
hold these monolingual beliefs, it is likely that they are not implementing translanguaging

as a pedagogical tool. Consequently, this may be resulting in English-only classes, where
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bilingual learners might be missing the opportunity to benefit from translanguaging
pedagogy.

Moreover, although previous studies in Kazakhstan investigated teachers’ beliefs
on translanguaging, they have not addressed the origins of those beliefs as factors shaping
these beliefs. Borg (2015) noted the importance of learning factors which influence on
teachers’ beliefs as there seem to be certain interrelationships between these factors. For
example, the effectiveness of a professional development course may depend on whether
the course takes a teacher’s early language learning experiences into account during the
study or not. Therefore, there is still a need to learn further about the origin of Kazakhstani
EFL teachers’ beliefs about language use and translanguaging in English classrooms.
Purpose of the Study

The current inquiry seeks to learn about EFL teachers’ beliefs about
translanguaging pedagogy in English classrooms in trilingual secondary schools in the
context of Kazakhstan. To achieve this goal two sources are used as the framework: 1)
Garcia and Kleyn’s (2016) three interrelated translanguaging strands: translanguaging
stance, translanguaging design, and translanguaging shifts; and 2) Borg’s (2015) three
factors, namely, schooling (i.e., personal early language learning experiences), teacher
education, and contextual factors, which may shape EFL teachers’ beliefs about language
use.

Research Questions

The following questions are to be addressed in the inquiry:

RQ1. What are EFL teachers’ beliefs about translanguaging as a pedagogical tool?
Sub-questions:

a) Do EFL teachers consider bilingual learners’ language repertoire as one unitary

system?
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b) Do EFL teachers intentionally design translanguaging for their classes in advance?
¢) Do EFL teachers diverge from this design to meet some individual bilingual learners’
needs in the classroom context?
RQ2. What are some possible factors which have shaped these EFL teachers’ beliefs about
translanguaging in English acquisition classroom?
Sub-questions:
a) Do EFL teachers’ early language learning experiences somehow influence their beliefs
about the use of learners’ first language in their English classes?
b) Do professional development programs designed to improve EFL teachers’ teaching
skills address the question of using learners’ first language?
¢) Do any contextual factors somehow influence EFL teachers’ beliefs about using
learners’ first language?
Significance of the Study
This inquiry might prove to be significant for different groups of people involved in
the field of language education, namely, English as a foreign language teachers, school
administrators, policymakers, and researchers. Because of the spread of the monolingual
principle in teaching a foreign language, especially the English language, different kinds of
beliefs have influenced the way language teachers teach and make decisions during the
process of conducting their lessons. Contributing to the studies on translanguaging, which
concern the issues of monolingual fallacy, the results of this particular inquiry might help
teachers rethink their beliefs about language use in general, and translanguaging in
particular. School administrators, when designing their curricula, may find it useful to base
their curriculum design on research results for purposes of efficiency. Lastly, policymakers

would find the results of the present research useful when making decisions and
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developing policy documents on language use and pedagogical practices in EFL
classrooms and professional development programs.

Furthermore, although a great body of literature on translanguaging concept and
practice have been published globally in general and several studies have been conducted
in the context of Kazakhstan in particular (Abdrakhmanova, 2017; Amaniyazova, 2020)
since the time when Creese and Blackledge (2010) reiterated “the need for further research
to explore what ‘teachable’ pedagogic resources are available in flexible, concurrent
approaches to learning and teaching languages bilingually” (p. 113), this study is expected
to make another valuable contribution to the research on translanguaging pedagogy.
Outline of the Thesis

This study consists of six chapters. The first chapter introduces the topic with some
background information about the research subject. Then, the problem statement, the
purpose of the study, and the research questions and sub-questions are presented. The
chapter is finalized with mentioning the significance of the study for certain stake-holders.
In the second chapter, the literature review is presented. The literature review expands
conceptualization of the term translanguaging and mentions its application in the EFL and
bilingual classrooms. This is followed by presenting the frameworks about translanguaging
pedagogy and the factors which contribute to the development of language teachers’
beliefs about translanguaging. Lastly, the chapter presents the review of previous studies
about translanguaging in the context of Kazakhstan. The third chapter provides information
about the methodology of the research, which includes the research approach, research
design, research site and participants, data collection tools, data analysis procedure, and
ethical considerations. The fourth chapter focuses on the findings of the research, and this

is followed by the discussion of these findings with reference to the literature review.
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Finally, the main conclusion of the study with its limitations and some recommendations

for further studies is drawn.
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Literature Review

Introduction

This chapter reviews the relevant literature on translanguaging pedagogy and
English as a foreign language (EFL) teachers’ beliefs on translanguaging, as well as three
main factors which contribute to the development of EFL teachers’ beliefs about this
pedagogical tool in English language classrooms. The chapter is structured in such a way
as to consist of three main sections. The first section focuses on the conceptualization of
translanguaging. The next section presents the two theoretical frameworks that the current
inquiry is based on. In the first part of that section, translanguaging pedagogy with its three
interrelated strands is discussed. This is followed by the review of some empirical studies
on translanguaging pedagogy. Then, the concept of belief and three factors that may
contribute to the development of EFL teachers’ beliefs about translanguaging are
explained. Next, the examination of some empirical studies on EFL teacher
translanguaging and teacher beliefs about translanguaging in the context of Kazakhstan is
presented. Finally, I draw a conclusion from what | have discussed in the literature review
chapter.
The Conceptualization of Translanguaging

Due to the ongoing globalization of the world alongside what Vertovec (2007)
called “superdiversity” (p. 1025), the focus of applied linguistics has shifted towards “the
dynamic, hybrid, and transnational linguistic repertoires of multilingual speakers” (May,
2014, p. 1). That shift is what Conteh and Meier (2014) and May (2014) refer to as a
“multilingual turn”, which challenges the idea about the monolingual approach and
language compartmentalization in the educational context (Cenoz & Gorter, 2015).
Although the term multilingual turn emerged later, it captured various concepts that had

emerged earlier but shared a relatively similar focus. These concepts include, though are
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not confined to, Gutierrez et al.’s (1999) hybrid language practices whereby bilingual
learners make meaning and form their identity in classrooms, Garcia’s (2009)
translanguaging to refer to “multiple discursive practices in which bilinguals engage in
order to make sense of their bilingual worlds” (p. 45), Blackledge and Creese’s (2010)
flexible bilingualism that critically views languages as “social resource without clear
boundaries” (p. 109), Canagarajah’s (2011) codemeshing to describe translanguaging
practice in academic writing, and Jergensen et al.’s (2011) polylanguaging to describe how
multilingual speakers select features available in their linguistic repertoire. The common
pivotal focus of these terms is on considering bilingual speakers’ languages from their
internal linguistic perspective as one unitary system that transcends clear-cut boundaries of
named languages and shifting the attention from languages to bilingual speakers in
education (Blackledge & Creese, 2010, 2014). As for the current thesis, it takes
translanguaging as its central phenomenon.

It is believed that the term translanguaging was coined by Cen Williams, a Welsh
educationalist in the 1980s. Initially he used it for pedagogical practice as well as for the
purpose of revitalizing the Welsh language (Lewis et al., 2012a). Originally termed as
“trawsieithu” in the Welsh language, it was first translated into English as
“translinguifying”, and then subsequently changed to “translanguaging” (Baker & Wright,
2017). Baker and Wright (2017) generally defined Cen Williams’ translanguaging as “the
planned and systematic use of two languages inside the same lesson” (p. 280). With
reference to the definition of translanguaging, Flores (2014) and Poza (2017) voiced
concern about the dilution of the meaning of translanguaging in some literature. What Poza
(2017) noted is that in some literature, the definition of translanguaging is confined to
code-switching, which would distort the full conceptualization of translanguaging. It is the

shift of the research area, systematic approach, heteroglossic view of languages, and
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critical view of language boundaries which make translanguaging fundamentally different
from code-switching and broaden its conceptualization (Garcia, 2009; Otheguy et al.,
2015).Each of these concepts is explored in greater detail in the following paragraphs.

Code-switching is defined as “the juxtaposition within the same speech exchange of
passages of speech belonging to two different grammatical systems or subsystems”
(Gumperz, 1982, p. 59). This means that the alternation of languages occurs not only
between separate systems, but also within subsystems. MacSwan (2004) referred to that
alternation of languages between sentences belonging to different grammatical systems as
“intersentential code-switching”, while he defined the switch between languages within
one sentence as “intrasentential code-switching” (p. 283). Functions and advantages of
code-switching inside bilingual classrooms have been reported in early studies. Teachers
were mainly found to switch to learners’ mother tongue to explain text passages in the
target language, clarify vocabulary, elicit learners’ responses, and build rapports with
learners (Camilleri, 1996; Martin, 1996).

However, while scholars investigated code-switching from the linguistic
perspective (MacSwan, 2004; Myers-Scotton, 2006), translanguaging focuses on bilingual
speakers and the way they use their full linguistic resources to make meaning (Baker &
Wright, 2017; Garcia; 2009; Garcia, & Wei, 2014). Moreover, Garcia (2009) posited,
sometimes, code-switching may occur randomly, which means bilingual teachers switch to
learners’ mother tongue with little awareness of this concurrent use of two or more
languages. In contrast, translanguaging promotes systematic alternation of two or more
languages for the development of both receptive and productive skills of bilingual learners
(Baker & Wright, 2017; Garcia; 2009) through integration of multilingual and multimodal

resources into lessons (Garcia, 2011; Garcia & Kleyn, 2016).
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Another distinctive feature of translanguaging is its heteroglossic view of
languages. Referring to Bakhtin’s heteroglossia (Holquist, 1981), Garcia (2009) proposed
the non-linear dynamic model of bilingualism and distinguished it from additive and
subtractive models of bilingualism that are based on monoglossic view of languages
(Lambert, 1974). Del Valle (2000) linked the monoglossic language ideology to Milroy
and Milroy’s (1999) ideology of language standardization that fosters a belief that a
language is “a relatively fixed, invariant and unchanging entity” (p. 21). Garcia’s (2009)
dynamic bilingualism, by contrast, is heteroglossic in that it describes bilingual speakers’
complex and multiple linguistic practices as “ever adjusting to the multilingual multimodal
terrain of the communicative act” in the twenty-first century (p. 46). Further, Garcia (2009)
suggested that one way to integrate the dynamic bilingualism into school curriculum is to
promote translanguaging. Thus, translanguaging is conceptualized as having heteroglossic
position. One reason heteroglossic view of languages is favored is that language separation
may lead to language shift as in the case of, for example, transitional bilingualism.
Especially when two languages have unequal value and status, the more powerful language
is developed, whereas less valued language varieties are ignored (Garcia, 2009).

The heteroglossic view of translanguaging is expanded by its critical view of
language boundaries. The existence of language boundaries per se was critically
questioned by Makoni and Pennycook (2007), who argued that “languages do not exist as
real entities ... they are, by contrast, the inventions of social, cultural and political
movements” (p. 2). Following Makoni and Pennycook (2007), Otheguy et al. (2015) used
translanguaging to refer to bilingual speakers’ communicative acts in which they select
features from their full language repertoire “without regard for socially and politically
defined language labels or boundaries™ (p. 297). It is only when bilingual speakers’ whole

linguistic resources are considered from their own “internal linguistic view” their
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languages are not categorized with names or separated with boundaries. However,
languages are named when judged from the “external social view” (Garcia and Kleyn,
2016, p. 15).
Theoretical Framework

The present thesis seeks to examine in-service EFL teachers’ beliefs about
translanguaging and factors that shape their beliefs about translanguaging. In this thesis,
the term in-service is used to describe “practising teachers”, i.e., “those who have
completed their initial training and work in classrooms” (Borg , 2015, p. 87). The present
thesis is based on two theoretical frameworks. First, to study in-service EFL teachers’
beliefs about translanguaging pedagogy, Garcia and Kleyn’s (2016) translanguaging
pedagogy is used. Second, factors which shape in-service EFL teachers’ beliefs about
translanguaging are investigated through the framework of language teacher cognition,
proposed by Borg (2015). According to Borg (2015), there are three common factors,
which contribute to the development of language teachers’ beliefs about many aspects of
the language teaching field, including that of translanguaging (Rabbidge, 2019). These
factors are schooling, professional coursework, and contextual factors. The following
subsections consider these two frameworks in depth separately.
Translanguaging Pedagogy for EFL

In the EFL field the theory about the elimination of learners’ mother tongue from
language teaching classrooms and separating the mother-tongue from the foreign language
is associated with the Direct Method (Harbord, 1992; Howatt, 1984), which is a classic
language teaching approach, alternatively called “Direct Methodology” (Howatt & Smith,
2014). The fundamental rule of the direct method is the extreme restriction of L1 use; as
Larsen-Freeman (1986) stated, “no translation is allowed” in this method (p. 23). As it was

noted by Howatt (1984), the prohibition of mother tongue was mainly practiced in the
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stronger version of the direct method. Similarly, other language teaching methods with the
idea of restraining learners’ mother tongue use for instructional purposes, which would
ultimately lead to the maximum exposure to the target language, also emerged. Audio-
Lingual Method, the Communicative Language Teaching, and the Task-Based Language
Teaching are good examples of these methods (Krashen & Terrell, 1983; Larsen-Freeman,
1986). The practice of exclusive exposure to the target language through avoiding the use
of learners’ mother tongue is what Howatt (1984) called “the monolingual principle” (p.
173).

However, the efficacy of the monolingual approach both in bilingual and a second
or foreign language context has been critically called for re-examination (Escobar, 2016;
Kachru, 1994; Larsen-Freeman, 2018; Sridhar, 1994), considering that there is no research-
based support for a monolingual method (Auerbach, 2016; Cummins, 2007, 2008).
Moreover, English-only policy in ESL classrooms “is rooted in a particular ideological
perspective, rests on unexamined assumptions, and serves to reinforce inequities in the
broader social order” (Auerbach, 1993, p. 9). Therefore, it is suggested that bilingualism
should be considered as a norm and asset, rather than a deficiency or problem in education
(Garcia, 2009; Garcia & Wei, 2014).

The general definition of translanguaging pedagogy is provided by Cenoz and
Gorter (2017) who refer to it as “pedagogical strategies used to learn languages based on
the learners’ whole linguistic repertoire” (p. 314). If employed judiciously, translanguaging
as a pedagogical tool can promote the following:

a) A fuller understanding of the subject matter;
b) The development of skills in the weaker language;

¢) Home-school cooperation; and
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d) The concurrent development of the second language ability with content learning.

(Baker, 2001, pp. 281-282).

Garcia and Kleyn (2016) expanded the definition of translanguaging pedagogy
organizing it around the three interrelated strands: stance, design and shifts.

Stance. Garcia and Kleyn (2016) noted that some teachers develop a scaffolding
stance. The term scaffolding originates from the Russian psychologist Lev Vygotsky’s
zone of proximal development (ZPD), which is defined as the difference “between a
child’s actual mental age and the level he reaches in solving problems with assistance”
(Vygotsky, 1986, p. 187). Vygotsky’s (1986) experiment showed that children’s zone of
proximal development differs regardless of their mental age. Although scholars define
translanguaging scaffolding identically, they seem to conceptualize it differently. For
example, for both Baker and Wright (2017) and Garcia and Kleyn (2016) translanguaging
scaffolding is a temporary assistance teachers provide bilingual learners with and remove
over time when learners are capable of fulfilling tasks independently. Baker and Wright
(2017) noted that some teachers tend to over-simplify tasks for bilingual learners, treating
them as less capable of coping with challenging tasks compared to their monolingual peers.
Baker and Wright (2017) further suggested that inequity of this kind could be reduced with
the help of translanguaging scaffolding. However, Garcia and Wei (2014) noted that
translanguaging is “increasingly accepted as scaffolding practice in the teaching of the
standard academic language”, rather than “as a legitimate practice” (p. 132). Moreover,
Garcia and Kleyn (2016) argued that because translanguaging scaffolding is perceived as a
temporary teaching device, it does not suffice to develop full translanguaging stance.
Therefore, to develop a translanguaging stance Garcia and Kleyn (2016) suggested
bilingualism to be perceived not as an obstacle, but rather as an asset for teaching, and not

as a temporary tool, but rather as a teaching approach at all times. A teacher views all
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languages of bilingual learners from learners own internal perspectives and not from the
external perspectives that usually tend to be built on separatist position. This view is in
contrast to the monoglossic language ideology where, for example, in the case of U.S.
Latinas/os, the home language is ignored, rather than developed and U.S. education
monolingual assessments seem to ignore linguistic diversity. As a result, these bilinguals,
when assessed monolingually, get poor exam results. This in turn leaves them less capable
of competing with monolinguals in their social life (Garcia & Torres-Guevara, 2010).

Moreover, to develop a translanguaging stance a teacher is suggested to believe that
“translanguaging transforms subject positionalities, enabling children to perform with their
own internal norm that will make them more creative and critical” (Garcia & Kleyn, 2016,
p. 21). The transformative nature of translanguaging forms more political character and
seems to be primarily essential in the contexts, where linguistically-minoritized bilinguals’
languages might be marginalized as a result of “socially constructed language hierarchies”
(Otheguy et al., 2015, p. 283; see also Flores, 2014). Garcia and Kleyn (2016) believe that
one way to challenge the dominance of “the named national languages and of the power of
the political state” would be to adopt the transformative stance of translanguaging (p. 21).
Others spoke about the political character of translanguaging less expressively. For
example, for Lewis et al. (2012b) translanguaging also has “ideological — even political -
associations” (p. 659). However, the authors posit that translanguaging could be seen as a
lens for re-examining the matter of language separation in the bilingual classroom only
without a political aspect.

Design. As for the design of translanguaging, it is defined as a strategic integration
of bilingual learners’ language into lesson plans to enable learners to connect their mother
tongue with the target language. To do this, a lesson plan is designed to provide: 1)

collaborative activities to encourage social interaction among learners, 2) multilingual and
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multimodal resources, and 3) translanguaging pedagogical practices (Garcia & Kleyn,
2016), ultimately facilitating bilingual learners’ creativity and criticality development (Li
Weli, 2011). Usually, collaborative activities are achieved through grouping learners who
share homogeneous home languages in a linguistically and culturally diverse classroom
(Garcia & Kleyn, 2016; Garcia & Wei, 2014). Moreover, to design a translanguaging-
based lesson, teachers might be encouraged to use multimodal resources. Multimodality
refers to “communication in the widest sense, including gesture, oral performance, artistic,
linguistic, digital, electronic, graphic and artefact-related” (Pahl & Rowsell, 2006, p. 6).
Pedagogical practices systematize the implication of translanguaging across all grade
levels, content area, as well as program types of education (Garcia & Wei, 2014; Kleyn,
2016).

Shifts. Lastly, translanguaging shifts refer to the on-the-spot modification of a
lesson plan or the “unplanned, moment-by-moment moves” (Seltzer & Garcia, 2020, p.
26) initiated by teachers to meet the individual needs of bilingual learners (Garcia &
Kleyn, 2016). From the internal perspectives, each bilingual speaker’s full language
repertoire represents a unique language system which Otheguy et al. (2015) refer to as
“idiolects”. Because language practice is social and communication occurs in the
interaction between a teacher and students, the uniqueness of bilingual learners’ language
system makes it almost impractical to design translanguaging pedagogies which would
perfectly fit into lessons. Therefore, teachers may sometimes be expected to make
necessary adjustments to their lesson plans during lessons and be more flexible about their
teaching approaches (Garcia & Kleyn, 2016).

Empirical Studies on Translanguaging Pedagogy. As for empirical evidence,
three studies are worth considering, two of which (Deroo, 2020; Deroo & Ponzio, 2019)

employed Garcia and Kleyn’s (2016) framework on translanguaging pedagogy, while the
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third (Flores & Garcia, 2013) did not, though still relevant to discuss. Deroo and Ponzio’s
(2019) study differs from the other two studies in one essential detail. In the study, the
participants’ beliefs on translanguaging were investigated during and after the course
which specifically taught the teachers the theory of translanguaging. In Deroo’s (2020)
study, by contrast, although the teacher had participated in professional development
courses to support emergent bilingual learners, she did not have any theoretical knowledge
of translanguaging. As for Flores and Garcia’s (2013) study, no reference to the
participants’ prior knowledge of translanguaging theory was made by the authors. The
common aspect of the three studies is that they were all conducted within the USA, though
in different contexts.

Deroo and Ponzio’s (2019) study results revealed that teachers’ own monoglossic
ideology, coupled with the lack of support from the school administration, imposed
significant constraint on their adoption of translanguaging stance. Both monolingual and
bilingual teachers believed that from the pedagogical perspective it was challenging to
implement a translanguaging approach in a linguistically diverse classroom. Deroo’s
(2020) and Flores and Garcia’s (2013) studies, by contrast, showed that to take up
translanguaging a teacher does not necessarily need to be a fluent bilingual speaker (Garcia
& Wei, 2014). Both in Deroo’s (2020) and Flores and Garcia’s (2013) studies teachers'
translanguaging design mainly occurred in the form of planned translation of key words
using either online dictionaries or asking learners to translate some words for their peers.

Nevertheless, in Flores and Garcia’s (2013) study the learners’ linguistic and
cultural diversity was not as wide as in Deroo’s (2020) study. The former study involved
emergent Spanish-English bilingual learners, while the latter involved learners of as
culturally and linguistically diverse as speaking eight various languages. Thus, both in

Deroo and Ponzio’s (2019) and Deroo’s (2020) study participants reported that they found
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it challenging to design translanguaging for a class with learners of wide cultural and
linguistic background.

Moreover, Deroo’s (2020) and Flores and Garcia’s (2013) studies clearly indicate
that to reify translanguaging design in a bilingual classroom space, first, the classroom
physically should be well-equipped with necessary technologies. Second, when a
monolingual ESL teacher asks for help of some of learners to translate some words for
their peers, these learner helpers’ target language level should be sufficient enough to
understand the teachers’ input in the target language.

The Concept of Belief

As for the second framework, it is worth noting that in his framework, Borg (2015)
used the term cognition rather than the term belief itself. Therefore, the definition of
cognition in relation to belief is provided first. According to Borg (2015) cognition is an
umbrella term, encompassing “beliefs, knowledge, theories, attitudes, assumptions,
conceptions, principles, thinking, decision-making about teaching, teachers, learners,
learning, subject matter, curricula, materials, activities, self, colleagues, assessment,
context” (Borg, 2015, p. 333). Therefore, cognition is an inclusive term and belief is a part
of it.

With respect to belief, Rokeach (1968) defined belief as a “proposition, conscious
or unconscious, inferred from what a person says or does, capable of being preceded by the
phrase “I believe that ...”” (p. 113). Others claimed that defining belief is of a hard task
(Johnson, 1994; Pajares, 1992). Pajares (1992) noted that the existence of masses of
synonymous terms, including, but not limited to, “attitudes, values, judgments, axioms,
opinions, ideology”, might make it hard to define belief precisely (Pajares, 1992, p. 309).
For Richardson (1996) belief means “psychologically held understandings, premises or

propositions about the world that are felt to be true” (p. 103-104). Other definitions suggest
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that beliefs influence one’s reasoning and conduct (Johnson, 1994), and tend to be implicit
and inflexible to change (Borg, 2011). Pajares (1992) concluded that for the most
comprehensive evaluation of people’s belief it would be crucial for a researcher to look at
what people “say, intend and do” simultaneously (p. 316). In view of the aforesaid, it is
highlighted that this research has the limitation in terms of using only interview as a data
collection tool without any class observation to learn about EFL teachers’ beliefs about
translanguaging. The methodology chapter addresses the reason of this limitation.

While a variety of definitions of belief co-exist, this thesis uses the definition
suggested by Borg (2011) who saw it as “propositions individuals consider to be true and
which are often tacit, have a strong evaluative and affective component, provide a basis for
action and are resistant to change” (Borg, 2011, p. 370-371). However, as discussed below,
Borg’s (2015) framework suggests beliefs are influenced with certain factors and
occasionally change. Therefore, apart from learning the influences of certain factors on
EFL teachers’ beliefs about translanguaging, this thesis considers whether these beliefs
change or resist any change in consequence of these factors.

Factors Influencing the Development of Language Teachers’ Beliefs

According to Borg (2015), there are three main possible factors that shape teachers’
beliefs. They are schooling, professional coursework, and contextual factors. Each of these
factors impact on teachers’ beliefs to varying degrees. Therefore, each of these factors is
classified into distinctive categories and defined in greater detail in the sections below.

Schooling. In a general sense, schooling refers to the influence of early language
learning experiences at school on teachers’ beliefs (Borg, 2015). Studies showed that in
some cases teachers might inherit some teaching manners of their former teachers (Lortie,
1975), whereas, in other cases teachers might reject teaching methods of their own teachers

and adopt other approaches (Moodie, 2015). This sub-section attempts to show that in both
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instances the influences of teachers’ early language learning experiences in relation to
translanguaging are seen unfavorable because these effects may lead to teachers’
avoidance of translanguaging in their lessons.

Early language learning experiences can be classified into two compatible groups:
apprenticeship of observation, and anti-apprenticeship of observation. Lortie (1975) first
introduced the term “apprenticeship of observation” to label the early personal learning
experiences that school learners gain throughout their whole school time (p. 61). Lortie’s
(1975) study demonstrated that teachers might inherit some personalities and teaching
techniques from their former teachers. Dégi’s (2016) research on EFL teachers’ attitudes
towards language use in Romanian schools demonstrated some teachers’ preference of
exclusive target language use for teaching English as a result of early language learning
experiences. In like manner, Rabbidge (2019) found that one EFL teacher’s positive image
about her native English speaker teacher’s communicative approach in an academy during
her school time reflected her own decision making in her English classes. That teacher was
found to favor target language use more than learners’ mother tongue. Although, the way
these teachers were taught in the past consequently led them to behave more or less the
same in their own lessons, these effects could be considered unfavorable. As Lortie (1975)
concluded, “if teachers are to adapt their behavior to changed circumstances, they will
have to be freed of unconscious influences of this kind” (p. 230).

Nonetheless, there are opposite cases, when teachers prefer not to teach the way
they were educated by their teachers in the past. Compared to Lortie (1975), Moodie
(2015) used the term “anti-apprenticeship of observation” to describe the unfavorable
impact of prior school language learning experiences on in-service EFL teachers’ beliefs
about their own teaching approach. Occasionally, school teachers may give their learners

“models of what not to do as teachers” (Moodie, 2015, p. 290). Moodie’s (2015)
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exhaustive research on Korean school EFL teachers’ cognition revealed that some teachers
expressed unfavorable attitudes towards their former teachers’ approach, which was more
teacher-centered and focused mainly on grammar and translation exercises. That
objectionable attitude consequently resulted in some teachers’ avoidance of learners’ L1
and the development of their assumptions about the effectiveness of exclusive use of target
language in their lessons. However, some teachers were found to code-switch occasionally
in their lessons to meet the needs of bilingual learners with low level of English in Dégi’s
(2016), Moodie’s (2015), and Rabbidge’s (2019) studies.

Thus, to sum up, in this thesis, both Lortie’s (1975) apprenticeship of observation
and Moodie’s (2015) anti-apprenticeship of observation are used to refer to unfavorable
influences of early language learning experiences on teachers’ beliefs about their teaching
manner, language use, particularly, translanguaging.

Professional Coursework. The general definition of professional coursework is
“the process whereby teachers' professionality and/or professionalism” are acquired
(Evans, 2002, p. 131) and “skills, knowledge and/or attitudes” are strengthened for better
job performance (Mitchell, 2013, p. 390). There seems to be some uncertainties as to
whether professional coursework exert any influence on teachers’ beliefs. Richardson
(1996), for example, having discussed the results of several studies on teachers’ beliefs,
concluded that some professional coursework influence teachers’ beliefs and some do not.
She concluded that professional development coursework designed for in-service teachers
are more likely to change teachers’ beliefs than that of designed for pre-service teachers.
Borg (2015) also noted that professional development coursework may be less effective at
influencing beliefs if teachers’ prior language learning experiences are ignored during the
coursework. With that being said, it was reported that professional coursework can exert

influence on teachers' beliefs. For instance, some studies showed professional coursework
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was found to explain the formation of school EFL teachers’ monolingual beliefs (Alshehri,
2017; Borg, 2011; Hall & Cook, 2013; Kang, 2013), while others reported that teachers’
beliefs about languages changed towards more heteroglossic stance by the end of
professional coursework (Eslami et al., 2016; Gorter & Arocena, 2020). In what follows
the findings of these studies are discussed in detail.

Study results have shown that the knowledge EFL teachers gained during both pre-
service and in-service teacher training programs to certain extent had an impact on the
development of teachers’ monoglossic beliefs. Teachers in two studies referred to
professional development coursework as the reason they usually attempted to maximize
the target language use for instruction at the expense of learners’ mother tongue in their
English lessons (Alshehri, 2017; Kang, 2013). Another large-scale research, which
involved EFL teachers globally, sought to investigate participants’ attitudes towards the
use of learners’ L1 as well as the functions L1 use served in EFL teachers’ classes. By and
large, the survey results showed that teachers favored more English-only approach to
teaching. In addition, participants mentioned that the pre-service and in-service
professional development programs they participated in deterred them from employing
their learners’ L1 in English classroom. The authors concluded that partially this might be
the source of teachers’ monoglossic beliefs (Hall & Cook, 2013). Hall and Cook’s (2013)
study results seem to be significant and generalizable as the sampling of the study involved
just under 2800 teachers from 111 countries. Therefore, it is reasonably concluded that
professional development programs might contribute to teachers’ monoglossic beliefs.

At the same time, other studies confirmed that these monolingual beliefs might alter
to some extent in professional development courses. Eslami et al.’s (2016) study on the
impact of professional development on teachers’ beliefs about translanguaging at two

single-sex middle schools in Qatar provided some evidence of effectiveness of teacher
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training. The study comprised 11 educators, 5 English language teachers, 4 science
teachers, and 2 coordinators. The primary focus of the six-week professional development
program was to teach participants reading strategies. In the project teachers and students
were considered translinguals (Canagarajah, 2013), who used translanguaging (Garcia &
Wei, 2014) as a part of the project. Triangulated from transcripts, classroom observations,
and pre-, mid-, and post-program semi-structured interviews, data analysis showed that
teachers had “increased attention to communicative strategies and decreased attention to
form” when teaching reading (Eslami et al., 2016, p. 252). Another mixed-method-based
research study by Gorter and Arocena (2020) showed some evidence in the change of
primary and secondary in-service school teachers’ beliefs about translanguaging as a result
of the professional development course, which lasted over a year in the Basque country.
The participants consisted of teachers of different subjects including English as a subject.
Teachers’ beliefs about separating and mixing languages in English classes prior the course
were compared to their beliefs after the course. The descriptive results showed substantial
change of teachers’ beliefs towards positive perception of translanguaging. It is worth
noting, however, that these studies did not mention whether the professional coursework
took teachers’ early language learning experiences into consideration or not (Borg, 2015).

To sum up, empirical studies showed that professional development programs
might be the reason for the development of EFL teachers’ monoglossic beliefs. At the
same time, other studies demonstrated that this kind of belief to some extent may convert
to more heteroglossic view as a result of knowledge gained during professional
development programs, specifically designed to raise bilingual teachers’ awareness of
multilingualism and translanguaging.

Contextual Factors. With regards to contextual factors in relation to

translanguaging, Creese and Blackledge (2010) noted that “the local ecologies of schools
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and classrooms” may determine teachers’ successful translanguaging practice (p. 107).
According to Borg (2015), contextual factors may be either temporary, or permanent.
Moreover, the influence of contextual factors on teachers’ beliefs are twofold. On the one
hand, contextual factors may change language teachers’ decision-making without exerting
much impact on their beliefs about teaching practices. On the other hand, teachers may
comply with what contextual factors require without any resistance. In relation to
translanguaging, this is confirmed by the results of the following studies.

In general, empirical studies suggest school language policy as a major constraint
on teachers’ implementation of translanguaging. For instance, Allard’s (2017) recent study,
involving two ESL school teachers, illustrated that the absence of support for
translanguaging from the school language policy was found to hinder teachers from fully
employing translanguaging. However, classroom observation demonstrated that teachers
still translanguaged for various purposes, though they considered it as a last resort.
Similarly, the imposition of monolingual rule for educating bilingual learners by school
policy was reported in another study, conducted within several elite schools in Pakistan
(Manan, 2020). It was reported that teachers responded to this kind of language policy
differently. Some teachers reported that they sometimes attempted to take their agentive
roles to challenge the monolingual policies of the schools.

However, another study reported a rigid school language policy as a reason for a
serious limitation of translanguaging in linguistically and culturally diverse classrooms in
Pakistan (Manan, 2018). In contrast to the results of the above-mentioned studies, teachers
were found to comply with the rules of school language polices.

Thus, according to Borg’s (2015) framework on language teachers’ cognition, there
are three main factors, which contribute to the development of teachers’ beliefs about

translanguaging: schooling, professional coursework, and contextual factors.



25
SCHOOL EFL TEACHERS’ BELIEFS ABOUT TRANSLANGUAGING

EFL Teacher Translanguaging and Teacher Beliefs about Translanguaging in the
Context of Kazakhstan

The recent academic research into translanguaging pedagogy has been undertaken
by Abdrakhmanova (2017), Alzhanova (2020), Amaniyazova (2020), and Kaipnazarova
(2020) at different schools in the context of Kazakhstan. The studies involved school EFL
and STEM subject teachers. Amaniyazova (2020) drew on Macaro’s (2001) framework to
focus on the degree of teachers’ beliefs about translanguaging. However, it is still relevant
to interpret the findings of other studies through Macaro’s (2001) framework. In short,
according to Macaro’s (2001) framework teachers’ beliefs about the role of learners’
mother tongue fall into three categories of the continuum of belief. 1) Virtual position
which describes teachers’ beliefs about excluding the L1 totally from a foreign language
lesson as they perceive the classroom as the place to immerse learners into the target
language. 2) Maximal position which describes teachers’ acknowledgement that it is
impractical to create an ideal monolingual environment in the classroom. Therefore,
teachers of this position feel compelled to use learners’ L1 though with the feeling of guilt.
For teachers holding both the virtual and maximal position L1 has no pedagogical value. 3)
Optimal position by contrast characterizes teachers’ acceptance of L1 for its some
pedagogical value. Teachers holding the optimal position resort to L1 consciously.

As for the results, the four studies on in-service teachers’ beliefs about
translanguaging practice at schools revealed comparable results. All studies showed that
teachers had more monoglossic than heteroglossic beliefs in teaching English language,
meaning that teachers reported they attempted to employ English-only approach to
teaching the English language or STEM subjects to expose their learners to the target
language as much as possible. However, the degree of teachers’ monoglossic belief was

found to range between the virtual and the optimal position on the continuum (Macaro,
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2001). For instance, some teachers reported that they believed L1 should be used only
when all other strategies are exhausted (Abdrakhmanova, 2017; Amaniyazova, 2020). For
Amaniyazova (2020) this meant teachers perceived translanguaging as a last resort and she
placed it near maximal position of Macaro’s (2001) framework. Further, the results
revealed teachers’ acceptance of translanguaging for scaffolding instruction
(Abdrakhmanova, 2017; Alzhanova, 2020; Amaniyazova, 2020; Kaipnazarova, 2020).
Teachers’ belief that translanguaging can be used for scaffolding seems to be lesser than
their belief of translanguaging as a last resort as teachers usually employ L1 for scaffolding
consciously (Macaro, 2001). Moreover, no translanguaging scaffolding would happen, if
teachers did not perceive L1 use as pedagogically valuable (Macaro, 2001). Hence,
translanguaging scaffolding belief seems to be closer to optimal position in Macaro’s
(2001) framework of the continuum of beliefs. As discussed earlier, the question of
scaffolding in relation to translanguaging is arguable. For Baker and Wright (2017)
translanguaging scaffolding is to be used regardless of its temporality, while Garcia and
Kleyn (2016) and Garcia and Wei (2014) argue that bilingual learners’ full linguistic
repertoire should be perceived as a rightful and pedagogically valuable asset in the
classroom and it should be used permanently, rather temporally.

Two contextual factors were mentioned by some participants that impacted their
decision-making in either avoiding or drawing on learners’ L1. Alzhanova (2020) and
Amaniyazova (2020) noted that teachers in their studies referred to the school policy’s
emphasis on high-stakes examinations as the factor impacting on their preference of
English-only approach to teaching the target language. This might be the reflection of
Canagarajah’s (2011) argument that “because formal writing is a high-stakes activity in
schools, with serious implications for assessment, translanguaging is heavily censored in

literate contexts” (p. 402). EFL and STEM subject teachers’ unfavorable beliefs about
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translanguaging in these education settings also might be the reflection of what Mehisto et
al. (2014) referred to as “a monoglossic perspective” of Kazakh, Russian, and English
languages “as three separate entities” in the trilingual policy in Kazakhstan (p. 172).

In contrast, in Alzhanova’s (2020) and Kaipnazarova’s (2020) studies another
contextual factor, being learners’ low level of English language proficiency, turned out to
be the reason for teachers’ drawing on their learners’ L1. This goes in line with the
findings in Rabbidge’s (2019) study with five in-service EFL school teachers in Korea.
Rabbidge (2019) concluded that learners’ inadequate knowledge of English necessitated
some of these EFL teachers to use learners’ L1, which was the Korean language in that
context.

To sum up, analyzing the results of the above-mentioned inquiries in the context of
Kazakhstan through Garcia and Kleyn’s (2016) translanguaging pedagogy framework it is
possible to state that in-service EFL teachers’ beliefs are nowhere near the translanguaging
stance which sees bilingual learners’ languages holistically. As for translanguaging design
and translanguaging shifts, these studies did not explore these elements of Garcia and
Kleyn’s (2016) framework. Examined through Borg’s (2015) language teacher cognition
framework, the results of the same studies make it evident that a contextual factor, which is
school policy’s emphasis on high stakes examination may inhibit teachers’ translanguaging
practice, and on the contrary, another contextual factor - learners’ low level of English
language may entail teachers using learners’ L1.

Conclusion

This chapter reviewed some pertinent literature to translanguaging. The literature
review showed that translanguaging as a concept stands distinct from code-switching.
Garcia and Kleyn’s (2016) framework further aided to show that translanguaging is more

than just a pedagogical tool. The literature revealed that translanguaging can help to
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counter some inequity issues among language-minoritized learners. A study based on this
framework demonstrated that there can certain constraints for teachers to adopt
translanguaging stance. For example, teachers” own monoglossic ideology, and necessary
support from school administrators. Another study, on the other hand, showed that a
teacher may still be able to practice translanguaging in the classroom without being fully a
bilingual speaker.

Borg’s (2015) framework on language teachers’ cognition helped to discuss three
common factors which contribute to the development of teachers’ beliefs about their
language use and translanguaging in English language classrooms. Studies show that EFL
teachers may inherit some teaching manners of their past teachers. Studies also show that
early language learning experiences may discourage some teachers from internalizing their
teachers’ teaching methods. Professional development courses as the second factor were
found to encourage teacher-trainees to adopt monolingual teaching approaches to teaching
English. However, other studies demonstrated that professional development courses
designed to teach EFL teacher-trainees translanguaging theory may change their beliefs
towards embracing translanguaging. The third factor — contextual factors seem to be
diverse. School language policy, for example, was reported to restrict translanguaging
practice in schools. Lastly, some studies on EFL teachers’ beliefs on translanguaging in the
context of Kazakhstan were discussed. Teachers mainly were found to have developed

monoglossic beliefs.
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Methodology
Introduction
The current thesis attempts to answer the following two main research questions

each having three sub-questions:

RQL1. What are EFL teachers’ beliefs about translanguaging as a pedagogical tool?

Sub-questions:

a) Do EFL teachers consider bilingual learners’ language repertoire as one unitary
system?

b) Do EFL teachers intentionally design translanguaging for their classes in advance?

c) Do EFL teachers diverge from this design to meet some individual bilingual learners’
needs in the classroom context?

RQ2. What are some possible factors which have shaped these EFL teachers’ beliefs about

translanguaging in English classroom?

Sub-questions:

a) Do EFL teachers’ early language learning experiences somehow influence their beliefs
about the use of learners’ first language in their English classes?

b) Do professional development programs designed to improve EFL teachers’ teaching
skills address the question of using learners’ first language?

¢) Do any contextual factors somehow influence EFL teachers’ beliefs about using
learners’ first language?

The previous chapter reviewed the literature, relevant to the present thesis,
concentrating on the conceptualization of translanguaging and two theoretical frameworks
within which the current thesis is written. That chapter concluded examining school in-
service EFL teachers’ beliefs about translanguaging in the context of Kazakhstan. In what

follows, I discuss the components which form the methodology used to investigate EFL
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teachers’ beliefs on translanguaging and answer the above-mentioned two research
questions. First, | provide information about the research design. This is followed by the
justification of the research sites and the participants in the research. Then, the description
of the data collection instruments, procedures, and analysis of the collected data is
provided in three separate paragraphs. Lastly, I touch on the ethical considerations. Having
considered all these, | draw the conclusion at the end of the chapter.
Research Design

This study was conducted through qualitative methods. Qualitative research is
defined as “any kind of research that produces findings not arrived at by means of
statistical procedures or other means of quantification” (Strauss & Corbin, 1990, p. 17).
This research approach is more suitable for it allows gaining information that is more
detailed (Creswell, 2012; Hoepfl, 1997) and gives a researcher the opportunity to get a
deep, thorough grasp of the researched phenomenon (Creswell, 2012; Ryan et al., 2009). In
contrast to quantitative methods, “the focus of qualitative inquiries is on describing,
understanding, and clarifying a human experience” (Polkinghorne, 2005, p. 139). Usually,
the quantity of participants and sites in a research carried out employing qualitative
methods tends to be smaller than those in quantitative method-based research. As opposed
to quantitative methods, qualitative research uses purposeful sampling (Creswell, 2012).
As for the data collection tool, semi-structured in-person interviews were employed as
elaborated below. Hence, a qualitative interview-based approach was used for the current
inquiry.
Research Site

Initially, two different schools were projected to be selected for the current thesis in
Nur-Sultan city, which is located in the north of Kazakhstan. However, one of the two

schools refused to provide access to the school due to the excessive number of applications
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for the research on translanguaging in their site. Therefore, one private school-lyceum with
multilingual education system was involved in the current study. The school is one of the
members of the International Educational Fund - Bilim-Innovation which supports
trilingual policy in Kazakhstan (International educational fund Bilim-Innovation, n.d.).
More specifically, schools under this fund use English as a medium of instruction for
natural science subjects. To protect the confidentiality of the participants, the exact names
of the schools are not provided here. All the information about the school-lyceum is
retrieved from the official website of the school. The school is located in Nur-Sultan city in
the north of Kazakhstan and it has been operating since 2007. The website provides
adequate information about the educational program of the school. Brief information about
primary school, school-lyceum, extra-curricular activities, assessment, and academic
calendar is available on the educational program page of the website of the school. Both
the primary school and school-lyceum employ a project-based learning approach in
classrooms and the language of instruction in basic level is Kazakh. Science subjects in
Grades 7-11 are taught in English. Students’ performance is assessed with criterion
referenced assessment. As for English, some of the classes are divided into level-groups
and students take the international KET (Key English Test), PET (Preliminary English
Test), FCE (First Certificate in English), and IELTS (International English Language
Testing System) Cambridge tests at the end of the year. In addition, the school provides
free extra Math and English lessons to those students who may struggle in the subjects.
Besides having a multilingual curriculum, an additional reason for selecting this
school for the research was that teachers at this school were believed to participate in
professional development programs more than teachers at mainstream schools because

private schools have funding to invest in professional development. Looking at the
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professional development courses as one of the possible factors that may influence
teachers’ beliefs about language use is a part of the current inquiry.
Sampling

As for the participants, initially ten teachers of English as a foreign language (EFL)
working at two different schools, implementing multilingual education system, were
projected to be selected. After one school denied access, the goal was to recruit 5 teachers
from one school. However, eventually, only three participants from the school agreed to be
involved in the research in general. For the present research, homogeneous sampling was
employed as method of recruitment of participants. This strategy requires the selected
group to have similar characteristics (Creswell, 2012). For this particular inquiry,
participants needed to have the following characteristics: 1) more than two years of
relevant working experience in teaching English as a Foreign Language; 2) non-native
English language teachers speaking Kazakh or Russian or both fluently as their first
language; 3) a bachelor’s degree in philology; 4) minimal English language proficiency
level — B2. As for their age and gender, the current study does not critically stress on these
characteristics. An overview about the participants is provided in the table below.

Table 1

Characteristics of Participating Teachers

Interviewees”>  Languages Teaching Level of Academic

pseudonyms experience English  degree

Sara Kazakh, Russian, Around 10 C1 Master’s degree
English years in philology

Farida Kazakh, Russian, More than 10 C1 Master’s degree
English years in philology

Enlik Kazakh, Russian, More than 12 C1 Master’s degree

English years in philology
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Data Collection Instrument

Initially, it was arranged that the data collection would consist of two instruments:
classroom observation and interview. This study was conducted during the pandemic
COVID-19 which caused some constraints to data collection procedure. Therefore, it was
decided that the data for the present thesis were to be collected only through semi-
structured interview. For Kvale (1996) the interview is “a professional conversation, which
has a purpose to obtain descriptions of the life world of the interviewee with respect to
interpreting the meaning of the described phenomena” (pp. 5-6). To explore the EFL
teachers’ beliefs about translanguaging and factors which shape their beliefs, a one-to-one
semi-structured interview was carried out individually with each teacher. The semi-
structured interview was conducted with open-ended questions (Dérnyei, 2007) for the
reason it allows gaining “data on the more intangible aspects of ... values, assumptions,
beliefs, wishes, problems” (Cohen et al., 2007, p. 97). The interview protocol contains 11
open-ended questions translated into both Kazakh and Russian for the sake of convenience
for the respondents (see Appendix A). The questions are designed to reflect the elements of
Garcia and Kleyn’s (2016) framework which are translanguaging stance, design, and shifts,
as well as Borg’s (2015) framework which focuses on beliefs developmental factors which
are schooling, professional development courses, and contextual factors.
Data Collection Procedures

The data collection procedure started with contacting two schools to request
permission to conduct a study after gaining approval from the NUGSE IREC. As
mentioned earlier, one of the two schools where | intended to conduct the research,
declined the request for access due an exorbitant number of applications for the research on
translanguaging at the school. Thus, | contacted the second school and searched for other

schools as an alternative to the first school. | contacted a number of schools via email
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requesting access to the site. | sent a brief description of the study, the interview questions,
and the consent form (see Appendix B) to gatekeepers so that they could gain some
information about the research and its aims. These documents were sent in either the
Russian or Kazakh language. Eventually, only one school agreed to provide access to the
site and sent me the email address of three EFL teachers. Overall, there were four
gatekeepers that assisted me to gain entrance to the research site. These were the school
administrator, two vice principals, and the school principal. The school administrator
helped me talk to one vice principal who asked me to provide brief description of the study
and the interview questions. Then, the vice principal directed the study description to the
school principal who eventually gave his permission to conduct a research and assigned
another vice principal to further assist me. The second vice principal provided me with the
email addresses of EFL teachers at the school who were invited to participate in the
research. All those gatekeepers had an “official role at the site” and had “insider status” at
the school (Creswell, 2012, p. 211).

Having obtained permission from the gatekeepers for a study and e-mail addresses
of potential participants, | sent a request for EFL teachers to participate in the study via e-
mail. 1 also sent a consent form to all teachers for their agreement on the participation.
Consent forms were electronically signed before the interviews. The teachers were
informed in advance that the participation was voluntary. Teachers had a chance to choose
the most appropriate time. The interviews took place via Zoom or Whatsapp messenger.
Participants were offered to choose the suitable language for the interview out of Kazakh,
Russian or even English. The three interviewees chose Russian, Kazakh, and English
respectively. Each interview lasted around 20-25 minutes. Before the interview, | reminded
the participants of the necessity of recording their answers on a built-in audio recorder

application on my smartphone and asked their permission to do so. The recorded answers
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of each participant were stored on my laptop as well as in the online cloud Dropbox, each
with a strong-level password known only to the researcher. Having uploaded the recorded
interview answers of the participants into my laptop and online cloud Dropbox, | removed
the audio files totally from my smartphone device.

Data Analysis Procedures

As soon as the raw data were gathered, | commenced the data analysis process. To
fulfil the task, | used thematic analysis method for “identifying, analyzing and reporting
(themes) within data” (Braun & Clarke, 2006, p. 79). Braun and Clarke (2006) suggested
the guide for data analysis consisting of six phases:

1. Familiarizing with the data;
2. Generating initial codes;

3. Searching for themes;

4. Reviewing themes;

5. Defining and naming themes;
6. Producing the report (p. 87).

The first step was familiarizing myself with the data, which involved transcribing
the answers of the participants recorded in audio files (see Appendix C for a transcription
sample). The three interviews were carried out in Kazakh, Russian, and English. To
transcribe the answers of participants given in Kazakh and Russian | used the website
OTranscribe. As for the answers in English, the primary transcription of the interview was
accomplished with the help of the free demo version of the software IBM Watson Speech
to Text and further refined on OTranscribe.

Transcription conventions adapted from Dovchin (2021) were used to make
meaning of the participants’ responses when analyzing the data. The particular font size

and various symbols were used to achieve this goal. For example, words respondents
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uttered with emphasis were capitalized, as well as careless lexical errors needed to be
rectified with special symbols in the transcript. Due to the relatively small amount of data
obtained in the three interviews, Microsoft Word — Word Processing Software was
sufficient for coding the data. The interviews conducted in languages other than English
were thoroughly translated into English.

To code the transcribed answers of the participants | used descriptive coding
(Saldana, 2013). The transcribed responses of teachers were read and reread several times
to identify “text segments”, that is to say “sentences or paragraphs that all relate to a single
code”. Then, using “lean coding”, I gave these segments labels with codes and sought
overlapping codes to reduce the number of codes. Finally, these codes were broken and
divided into emerging themes (Creswell, 2012, pp. 244-245). Themes and codes that
belong to the major themes were highlighted with different colors to categorize them (see
Appendix D for an example). When creating themes and codes, both the original language
of the interview and the English interpretation were kept in two columns in word
documents to constantly compare the responses. When analyzing the data and creating
themes and codes | had to reread and listen to the audio files simultaneously several times.
Two tables with codes and major themes on the two research questions and sub-questions
are presented separately below.

Table 2

Coding for Translanguaging Pedagogy Beliefs: From Codes to Themes

Research question 1 Translanguaging pedagogy beliefs

Codes  Firmer English-only belief. Minimal translanguaging design
English-only belief. (bilingual dictionaries) and the
Towards Moderate English-only belief and  absence of translanguaging
awareness of learners’ heterogenous shifts.

background.
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Major  Translanguaging stance Translanguaging design and
themes translanguaging shifts
Table 3

Coding for Translanguaging Beliefs Developmental Factors: From Codes to Themes

Research question 2 Translanguaging beliefs developmental factors

Codes  Apprenticeship of Professional School language
observation as a development courses for teaching policy.
marginal impact. judicious L1 use. Target language for
Anti-apprenticeship of international
observation. examinations.

Classroom-internal
factors.

Major  Schooling Professional Contextual factors

themes development course

Ethical Considerations

Being aware that in general information about beliefs is highly personal, | was
expecting that teachers might feel frustrated to share with me their true opinions about the
researched topic. Moreover, the current thesis addresses some contextual factors including
school language policies as the determinant of teachers’ decision-making and beliefs.
Therefore, | was also supposing that teachers might feel unwilling to share their true
beliefs about translanguaging speaking against their school language policies for fear of
damaging their own reputation or receiving punishment of their employers. Therefore, to
enhance credibility, the participants were informed that, firstly, the research was being
conducted with the approval from the NUGSE Research Committee as well as | was
supervised by an associate professor of the Nazarbayev University. Moreover, to minimize
any risks, | carefully dealt with the trusted information about EFL teachers’ beliefs about
translanguaging and as mentioned above adequate steps were taken to ensure their

anonymity and confidentiality, especially from their supervisors. The names of participants
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were replaced by pseudonyms and information about their school was coded attentively.
Additionally, participants were informed that they had a right to refuse to answer some
questions they find sensitive, and their answers were not shared with supervisors or impact
their employment in any way.
Conclusion

The methodology chapter provided a thorough description of the research design,
which is the qualitative method-based approach to the inquiry of the current thesis. A semi-
structured one-to-one interview with participants was conducted online to collect data on
EFL teachers’ beliefs about translanguaging pedagogy. Three EFL teachers working at one
school-lyceum in Nur-Sultan city were involved in study. The choice of the particular
school for the research site was justified. The chapter provided a description of each
participant as well as procedures for collecting data, analysing data, and ensuring data
collection and analysis adhered to ethical principles. In the next chapter findings based on

the thorough analysis of the data are explained.
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Findings
Introduction
This chapter discusses the findings of the data analysis. Each finding is presented
separately and expanded with relevant quotations of the participants’ responses regarding
the research questions. The thematic classification of each finding is labelled with some of
the terms of the two theoretical frameworks upon which the current thesis is based.
Moreover, the findings are related and guided by the research questions below. First, EFL
teachers’ beliefs about translanguaging pedagogy are presented. This is followed by
looking at factors that shaped these beliefs. Overall, the findings are divided into six major
themes, each including sub-themes, framed by the following research questions and sub-
questions:
RQ1. What are EFL teachers’ beliefs about translanguaging as a pedagogical tool?
Sub-questions:
a) Do EFL teachers consider bilingual learners’ language repertoire as one unitary
system?
b) Do EFL teachers intentionally design translanguaging for their classes in advance?
¢) Do EFL teachers diverge from this design to meet some individual bilingual learners’
needs in the classroom context?
RQ2. What are some possible factors which have shaped these EFL teachers’ beliefs about
translanguaging in English acquisition classroom?
Sub-questions:
a) Do EFL teachers’ early language learning experiences somehow influence their beliefs
about the use of learners’ first language in their English classes?
b) Do professional development programs designed to improve EFL teachers’ teaching

skills address the question of using learners’ first language?
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¢) Do any contextual factors somehow influence EFL teachers’ beliefs about using
learners’ first language?
Translanguaging Pedagogy Beliefs

In this part of the chapter findings on the three strands of translanguaging pedagogy
are discussed. In general, participants’ beliefs about their learners’ full linguistic repertoire,
their lesson design, and spontaneous changes to their lesson designs are arranged according
the first theoretical framework of the thesis.

Translanguaging Stance

Translanguaging stance deals with teachers’ ideologies and beliefs about language
learners’ linguistic and cultural resources. Various language teaching methods differ as to
whether learners’ mother tongue should be strategically and judiciously employed in
teaching or not. Therefore, asking questions about language teaching methods teachers
used in their lessons, I intentionally aimed at inferring teachers’ beliefs about the use of
learners’ mother tongue and their whole linguistic repertoire. When interpreting and
analyzing the respondents’ answers, the lexical features of the answers were taken into
consideration. Specifically, phrases similar to “I think”, “I believe”, “In my opinion”, “I
support”, “I consider” and their negations were sought to infer participants’ beliefs about
translanguaging.

The analysed data revealed that participants’ beliefs about their learners’ language
resources ranged from a relatively firmer monoglossic to a moderate English-only belief.
This range is represented in three sub-themes classified as follows: 1) Firmer English-only
belief, 2) English-only belief, 3) towards moderate English-only belief and awareness of
learners’ heterogenous background.

Firmer English-only Belief. Out of the three participants, one teacher under the

pseudonym Sara was found to have a comparatively firmer monoglossic belief. Overall,
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there were around ten references to this kind of belief made by Sara during the interview.
This teacher’s firmer monolingual belief could be inferred from the words she pronounced
with emphasis in her responses as shown below.

Translation, ouens 4acto, TO €cTh, OUYCHD PEAKO HCIIOIb3yeM. MBI He TIEPEBOIUM.
Jla 3auem nepeBoauts? (Sara).

|We use translation very often, | mean, very seldom. We do not translate. What’s
the point of translating?| (Sara).

Mei crapaemcst BOOBIIE HE rosoputs Ha pycckom. [laxe kakue-To
3JIeMeHTapHbIe npemaioxkenus TaM "M3sunute", "Mory BeiiiTu?", "Bbl oTnaiite
pydKy", 4To-TO Takoe. Bc€ moinkHO naTH Ha aHriuiickom. (Sara).

|[We try NOT to speak Russian AT ALL. Even some simple phrases like “I am
sorry. Can | go out?”, “Can you give me that pen?” are said in English. Everything
should be in English.| (Sara).

regular font — the original language of the interview, |vertical bars| — English
translation from Kazakh/Russian, bold type — translanguaging, CAPITALS —
pronounced with stress/emphasis, “double quotation marks” — any language
examples.

It is important to note that in the extract the respondent’s answers predominantly
concerned translation but not translanguaging per se. Although translation is not
completely equal to translanguaging, the latter includes the former. Therefore, this would
mean that if Sara would not favor incorporating translation into teaching practice, the
restricted use of learners’ mother tongue would occur. Consequently, this could lead to the
comparatively narrow space for translanguaging.

Hy, MOA TOYKaA 3pCHUA, KaK IIPCIIoJaBaTelIsa AHTJIMMCKOrO SI3bIKA KaK HHOCTPAaHHOT'O

A3BbIKa, 9TO HE ucnoas3oBaTth pOI[HOI71 SA3BIK HA YpOKax. Hy KaK MUHUMU3HUPOBATH

10, MoskeT ObITh 5 mim 10 nporeHToB. (Sara).

|Well, as an EFL teacher | believe that learners’ mother tongue should NOT be

used. Well, I mean, at least it is better to try to minimize the use of learners’ mother
tongue to 5 or 10 percent.| (Sara).

regular font — the original language of the interview, |vertical bars| — English
translation from Kazakh/Russian, CAPITALS — pronounced with stress/emphasis.

The teacher’s insistence that even basic instructions should be given in English, her

attempt to minimize learners’ mother tongue use to 5 or 10 percent, and the way she
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expressed opposition to using languages other than English with particular emphasis on
words would provide additional evidence for Sara’s firmer monoglossic belief.

At the same time, Sara demonstrated an example of subconscious translanguaging
going back and forth between English and Russian during the interview as it is seen in her
response. Across the whole interview Sara translanguaged subconsciously seven more
times, some of which are provided in the extracts below.

51 He CTOPOHHMK TaKMX BOIPOCOB, “Na win HeT . $1 cTOpoHHMK Takux open-ended

questions, koraa Tpedyercs ... (Sara).

[l am not a proponent of asking general questions. | am a proponent of asking

special open-ended questions, which allow ...| (Sara).

Jaxe 3a0bL1a, Kak-To 3T0 Ha3biBaetcs cuctema. Hy, old school. (Sara).

[l can’t even remember. A kind of old school.| (Sara).

To ectb, We are encouraging people to speak in English, right? Providing their

environment. Ha pycckom OHH MOTYT W IpyTHe, He 3Hato, 24 yaca B ICHb

HOrOBOPHTH. (Sara).

|That is to say, we are encouraging people to speak in English, right? Providing

them the environment. They already have spaces to use Russian 24 hours a day.|

(Sara).

regular font — the original language of the interview, |vertical bars| — English

translation form Kazakh/Russian, bold type — translanguaging, “double quotation
marks” — any language examples.

These examples of subconscious translanguaging makes it hard to attribute a
completely strong monoglossic belief to Sara. However, these instances of fluid
languaging occurred during the interview, which would mean that this teacher might
consider translanguaging an acceptable habit outside the classroom, rather than a tolerable
regular practice for pedagogical purposes. The source of this kind of relatively firmer
monoglossic belief is elaborated when answering research question two.

English-only Belief. Another teacher, whose pseudonym is Farida, was also found
to hold English-only belief. Farida also reported she usually tried to limit learners’ L1 use.
However, the findings showed some differences in the degree of Sara’s and Farida’s

monoglossic belief. Farida believed that the overall portion of the target language in
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English lessons should be around 70 percent, whereas for Sara the target language should
be used as much as 90 percent during lessons.

Moreover, Farida expressed a comparatively friendly attitude towards both the
original form of translanguaging, which refers to providing the input completely in one
language and expecting the output completely in another language, and the mixing of two
or more languages in one sentence. Farida could recall one Kazakh language integrated
English lesson, where the instruction was provided by two teachers: the Kazakh language
teacher and the English language teacher, who, in that case, was Farida. The objective of
the lesson was to teach learners Kazakh sayings with a constant switch between Kazakh
and English. Yet, the teacher admitted that it was somewhat different from what the
original definition of translanguaging described. Hence, it could be assumed that some
kind of negligible deviations from the earliest prototype of translanguaging occurred
during the lesson. In general, Farida responded that the lesson was interesting. However, it
is important to note that the participant had only one lesson, in which this type of
translanguaging was employed, though with some slight modifications. This indicates that
it is not possible to safely assume that one lesson sufficed for the respondent to thoroughly
evaluate the essence of translanguaging. Consequently, the respondents’ positive belief on
the original type of translanguaging reflects a general character, rather than a concretized
one.

As for Farida’s attitude towards mixing two or more languages within one
sentence, having been provided with a simple example of this kind of fluid languaging
practice, the teacher could give her own example of learners’ mixing their languages as it
is illustrated in the extract below.

Bananap 6i3z1e ceiineiini, Hanmpumep, royte nen aiitansl. [loligemTe nereHi royre

Jeri. ApanacTeIpbin aiiTaasl. bip arbplHaH )KaKChl, SFHU aFbUIIIBIH TUTIH YHPEHY

OapbICBIHA erep Jie oJap jKaHa YHpEHTeH ce3ep/i OChlIail KOJIJaHbICKA eHT13¢
OacTaca, 011 J)KaKchl opuHe. bipak OyHbI Oip AaFabIFa alHAIABIPHIIN, KEHiH
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OoJanakTa MEH CUSKTBI apajacThIPBIN COUJIEI OThIPCa, OJ1 KOHEYHO, SPUHE,
KimkeHe oypeic Hopce. Cebebi Oip Tiai Tasa ceitneit 6iny kepek. (Farida).
|Learners do this here. For example, they say *goute* [Let’s go]. If learners use this
kind of practice for learning new words and integrating them into practice, then it is
good. However, if learners develop mixing languages in one sentence into skills
and speak like me, then I believe this is not acceptable. Because a language should
be spoken in its pure form.| (Farida).

regular font — the original language of the interview, |vertical bars| — English

translation from Kazakh/Russian, bold type — translanguaging, *asterisk* —
transliteration, [square brackets] — English translation of transliterated word/phrase.

“Goute” is a plural imperative verb borrowed from the English language and
phonologically and morphologically assimilated (Garcia, 2009) among multilinguals who
are fluent mainly in Russian and English. It is constructed with the English stem verb “go”
and the Russian ending “yre” (ute). It has entered predominantly multilingual adolescents’
and some young adults’ colloquial vocabulary.

It is evident in the extract that similar to Sara, Farida translanguaged as well,
switching between Kazakh and Russian during the interview. Nonetheless, unlike Sara,
Farida seemed to be aware of her mixing languages in her speech, which is justified with
her following words: “... if learners develop mixing languages in one sentence into skills
and speak like me, ...”. However, Farida unambiguously responded she deemed using
hybrid language practices to be inappropriate for pedagogical purposes. Therefore, it is
concluded that for Farida this type of translanguaging has no pedagogical value.

Moreover, the data showed additional evidence which demonstrates Farida’s
monoglossic belief. Farida believes that translanguaging should be used only when all
other strategies are exhausted. Teachers who accept translanguaging as a last option
usually seek alternatives to teaching, for example, asking learners to help their peers. When
asked about whether she would use learners’ L1 if some of them might find some tasks or
content hard to grasp, Farida responded that she would not resort to learners’ L1

straightaway. Instead, she would ask other learners to help their peers out.
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Jpyrum nmyTem rnocrapaThbCs AaTh JPyroMy TO YUEHHUKY, TApTHEPY OOBACHUTH, J1a.
[ToTomMy 4TO MHOTJa OBIBAET YUUTEIISI MOKET HE MOHATH PEOCHOK, €CITN TaKe
OJTHOKJIACCHUK OOBSICHUT Ha aHTJIMHCKOM SI3bIKE, TO OJJTHOKJIACCHUKA MOYET MOHSATh
na, Harpumep. To ecTh, Hy)KHO pa3Hble METO/IbI OMPOOOBATh, pa3HbIC BOT
peabHO, epenpo0oBath, a YK MOTOM, sl HE 3Hato, K epeBoay. (Farida).

|If the learner still does not comprehend, another way to work out is to ask the
learner’s peers to help out. Sometimes, a learner’s peers’ language may be more
comprehensible than the teachers’ language. I mean, translation should be a last
resort, when all possible approaches are exhausted.| (Farida).

regular font — the original language of the interview, |vertical bars| — English
translation from Kazakh/Russian.

It is evident that in this particular instance peer assistance occurs as a way of
scaffolding the instruction. However, this kind of scaffolding does not occur through the
use of learners’ whole linguistic repertoire. Rather, Farida would ask, presumably, more
successful learners to help their struggling peers understand the instruction or lesson
content using the target language. Therefore, this kind of assistance cannot be considered
to be translanguaging scaffolding. As it is apparent at the end of the extract, Farida would
use learners’ mother tongue only when she exhausts all possible methods of facilitating
learning. This can be interpreted as the participant’s belief about translanguaging as a last
resort. Thus, the way Farida position learners’ mother tongue as a last resort would speak
about her monoglossic belief, which, in these particular instances, is not favorable for the
successful development of translanguaging space in English language classes.

All these particular examples repeatedly underscore the complexity of the essence
of beliefs. With that being said, if summarized, Farida demonstrated some examples of
conscious translanguaging, switching between Kazakh and Russian during the interview
and general positive attitudes towards the original types of translanguaging. However,
Farida did not believe mixing two or more languages had any pedagogical value.
Moreover, for Farida, learners’ L1 should be employed only when no other strategies work
for instructional purposes. This indicates that the teacher has more monoglossic than

heteroglossic belief about languages.
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Towards Moderate English-only Belief and Awareness of Learners’
Heterogenous Background. The data also revealed an example of conversion from a
comparably firm monoglossic to a moderate monoglossic belief. The third EFL teacher,
whose pseudonym is Enlik, when asked whether she would use learners’ L1 in general,
responded that at that time she did, though very infrequently as shown in the dialogue
below.

Okay. Alright. Do you use your students’ mother tongue or L1 in your classes,

maybe occasionally? (Researcher).

Today, | do use. But, very very seldom. Earlier, when | was a fresh ‘like’ first-year

teacher, | tried to avoid that. | thought actually it was very bad. However, | think

this is a pity where everyone actually goes thinking that when we speak mainly

‘you know like’ in L2, it encourages them to learn more. However, it also makes a

contribution for students to become [xx] learners as well. So, when | actually
identify this ‘ahh’ I understood that I have to use sometimes L1. (Enlik).

regular font — the original language of the interview, [xx] — inaudible, ‘single
quotation marks’ — filler words.

It is apparent in the extract that the respondent used to have a monoglossic belief on
language teaching and it used to be firm to some extent as she tried to avoid using learners’
L1 and perceived it as adverse. Over time, Enlik re-examined her belief on English
language teaching and started realizing the importance of integrating learners’ mother
tongue when needed. Unfortunately, because the interview took place online, the instability
of internet connection caused the loss of the quality of sound recording. As it is seen at the
end of the extract, some inaudible words were uttered by the respondent, which made it
hard to see the complete picture of the respondents’ answers. With that said, the findings
show that foreign language teachers’ beliefs on language teaching may convert from one
point to another along the continuum. In this particular instance, Enlik’s firmer
monoglossic belief converted to a moderate English-only belief about languages.
Moreover, the data analysis also showed that a language teacher can be aware that when

teaching a foreign language learners’ social aspects are to be considered. Enlik, for
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example, demonstrated some kinds of awareness of the importance of taking the

heterogeneity of learners’ socio-economic and educational background into consideration

when educating them. The following extract from the interview illustrates this awareness.
... they come from different social background, they come from different other
educational background, from different schools. The social background is
important as well. ‘Like’ a student, a child, who had ‘like’ experience to travel,
what would they parents they are, anywhere better [xx] use of English language,

whereas those students, who didn't have the possibility, they don't know many
things and you (0.2) are kind of entitled to help them in that way as well. (Enlik).

regular font — the original language of the interview, [xx] — inaudible, ‘single
quotation marks’ — filler words.

In the case of foreign language teaching, according to Enlik, a teacher’s awareness
of learners’ diverse socio-economic and educational background may remedy some kind of
injustice. Learners who come from prosperous families usually have more opportunities to
acquire high-quality knowledge, in contrast to those who come from middle-class or hard-
up families and who might be deprived of these opportunities due to these distinctions in
social status. As the respondent elaborated, some learners might be luckier than others to
improve their English because their families can afford travelling which creates a good
chance for these learners to have new experiences and practice their English. Enlik
believes that, therefore, it is her duty to provide more help to those learners who might
need assistance. It can be reasonably concluded that Enlik meant that this kind of help
could be provided through a learner’s mother tongue because the respondent made the
above-mentioned comment when answering the question about the use of learners’ mother
tongue in general in her classes. Thus, a language teacher’s awareness of learners’
heterogenous social and educational background could be said to favorably influence the

reification of translanguaging in English language classroom.
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However, the data also revealed some evidence for the participant’s monoglossic
ideology. Similar to Farida, Enlik also believes that learners’ mother tongue should be
utilized only if other approaches would not work as it is illustrated in the extract below.

I am a proponent of peer teaching. So, if something is not clear, I ask ‘like, you

know’ [xx] students in the class or who has no ‘like’ difficulties in understanding

my instructions, to help others to explain or to understand the task. If | see that his
or her explanation is going well, I am okay with that. Or when | identify

this [xx] student still has some struggles; | do go and help them. (Enlik).

regular font — the original language of the interview, [xx] — inaudible, ‘single
quotation marks’ — filler words.

However, although the extract evidently shows that Enlik perceives learners’ L1
only as a last option, in her other response the teacher was found to consider learners’ L1
essential at lower levels of English language knowledge.

So, ‘yeah’, ‘like’ with students of elementary, pre-intermediate, and intermediate
levels, I believe, we have to use L1. (Enlik).

regular font — the original language of the interview, ‘single quotation marks’ —
filler words.

Although the respondent did not explicitly tell that learners’ mother tongue was to
be removed over time, when they achieved higher levels, it is reasonable to conclude that
Enlik perceived translanguaging as a scaffold rather than a constant pedagogical strategy
which could be an integral part of bilingual education. It is also possible to conclude that
this particular teacher perceives translanguaging as a last resort when teaching learners of
higher levels of English, while dealing with learners of lower levels the teacher may
translanguage for scaffolding instruction.

Translanguaging Design and Translanguaging Shifts

Minimal Translanguaging Design and the Absence of Translanguaging Shifts.
Translanguaging design is about planning translanguaging instruction. Designing
instruction is achieved through integrating collaborative and learner-centered activities,

bringing multilingual and multimodal resources into class, and developing pedagogical
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strategies. To foster collaboration among bilingual learners, for instance, teachers may
group learners according to their linguistic background. However, it was not the purpose of
this study to learn how diverse the learners’ linguistic background was at the research site.
Therefore, no reference to this question was made during the interview. As for using
multilingual and multimodal materials to leverage learners’ full linguistic repertoire, in
general, the participants reported that they did not usually include any resources of this
kind into their lesson plans. With that said, there was one, and only one, reference to
translanguaging design. Enlik was found to use both monolingual dictionaries (English-
English dictionaries) and bilingual dictionaries (English-Kazak and Kazakh-English,
English-Russian and Russian-English dictionaries). This speaks about the scarce planning
of translanguaging design.

Contrary to expectations, the data analysis did not reveal any form of
translanguaging shifts. Translanguaging shifts mean moment-by-moment change of the
lesson plan to respond to bilingual learners’ individual needs. The three translanguaging
strands, namely, stance, design, and shifts are interrelated, i.e., one appears from the other.
Translanguaging stance motivates a teacher to purposefully integrate multilingual and
multimodal resources into the lesson and depart from this lesson plan whenever needed.
The data analysis did show that certain classroom-internal factors contributed to teachers’
switch to learners’ mother tongue. However, with predominantly monoglossic belief and
minimal translanguaging design that kind of switch to learners’ mother tongue did not fit
the definition of translanguaging shifts. Therefore, these classroom-internal factors are
discussed when answering the second research question.

Translanguaging Beliefs Developmental Factors
This part of the chapter discusses findings regarding factors that contribute to the

development of EFL teachers’ beliefs about translanguaging and translanguaging
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pedagogical strategies. Overall, the themes are arranged as in the second theoretical
framework that the current thesis is based on.
Schooling

Schooling means early language learning experiences. Asking questions about the
three teachers’ early language learning experiences at school, I attempted to learn whether
their English language teachers’ teaching manners could somehow influence their beliefs
about teaching in general and language use in particular. Early language learning
experiences were found to influence teachers’ beliefs differently.

Apprenticeship of Observation as a Marginal Impact. One the one hand, the
impressions of early language learning experiences were found to have little or almost no
impact on a teacher’s general beliefs about language teaching. When asked about early
language learning experiences, Enlik could recall many things related to those experiences.
For example, the teacher could remember methods her English language teachers used at
school in the past and even the name of the book she used in English language classes.
Enlik reported that her teachers mainly used Grammar-translation method and she enjoyed
some reading activities that involved translations. However, when | attempted to learn
whether her teachers’ teaching methods somehow impacted on her beliefs about teaching,
Enlik responded that she could barely recall her teachers. Consequently, this would mean
that having some images of prior language learning experiences does not necessarily
influence teachers’ beliefs on language teaching.

Anti-apprenticeship of Observation. On the other hand, the data also showed that
the memories about early language learning might discourage teachers from teaching the
same way as their former teachers taught in the past and develop their own manner of
teaching. Sara, for example, could remember her early language learning experiences and

she believed that her English language teachers employed learners’ L1 excessively.
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51 He IOMHI0, YTOOBI MBI TOBOPHJIM YHCTO HA PYCC..., TO €CTh, YUCTO HA
aHriauickoM. To ecTh, BCE BpeMsi ypOK HIEN Ha PYyCCKOM sA3bIKe. Mbl cujienu,
NEpCBOANIIN. OZ[HO MNPCAJIOKCHUC YNTACM Ha aHFHHﬁCKOM, IMOTOM €ro nNCpeBOArM.
Cnez[y}omee IpCaTIOKCHHUC. bb110 0ueHb CKYYHO. HO-MOCMy, HC 3HAr0, 1 CYHUTAaro
takoit Metoq HE moaxomut mist nzydenus si3pika. (Sara).

|l do not remember any time when we spoke only Russ..., | mean English. | mean
the class was conducted in Russian all the time. What we did was to sit and
translate. We read one sentence and then translated it. And so on. It was very
boring. In my opinion, this kind of method is NOT favorable for teaching a
language.| (Sara).

MHe kaxeTcs, u3-3a 3TOro u ObLI10, He OBLIO Tporpecca. (Sara).

|I think that was the reason we did not succeed in learning English.| (Sara).

regular font — the original language of the interview, |vertical bars| — English
translation from Kazakh/Russian, CAPITALS — pronounced with stress/emphasis.

The method that Sara’s English language teachers used at school resembles the
classic Grammar-translation method. The method has many pedagogical principles,
including teaching grammatical rules deductively, teaching learners to read and understand
literature primarily through translating it from the target language into mother tongue and
vice versa, and teaching learners to memorize grammatical paradigms. Some of the
features of this method are evident in the above-mentioned extract, such as translation.
What is important is Sara, in general, perceived these early language learning experiences
unfavorable for learning and teaching English. As it is evident is the extract, lessons were
mainly conducted in learners’ mother tongue, which was Russian, and according to Sara
the excessive use of learners’ L1 determined her unfavorable belief about language
learning. In addition, the respondent’s utterance of some words with special emphasis
would speak about her objectionable perception on Grammar-translation method.
Therefore, Sara reported that she usually preferred not to imitate her past teachers but to
teach her learners the other way. Consequently, the data showed that prior language
learning experiences to certain extent may exert unfavorable influence on language

teachers’ beliefs about teaching in general and language use in particular.
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Professional Development Courses for Judicious L1 Use

As for professional development programs, all three teachers reported they had
participated in different professional development courses. This was not the aim of this
research to learn the type of courses the respondents participated. The aim of the research
was to find out whether any kind of profession development program might have had any
influence on school EFL teachers’ beliefs on translanguaging. Sara reported that at the time
the interview took place she was taking Teaching English for Speakers of Other Languages
(TESOL) online certification course on a massive open online course — Coursera offered
by the University of Arizona and funded by the Ministry of Labour and Social Protection
of the Republic of Kazakhstan. The teacher reported that the course did not concern any
questions of own language use in English language classes. The content of the course,
according to the respondent, was about teaching the main four skills of language: speaking,
listening, reading, and writing. Sara briefly mentioned other types of professional
development courses. Therefore, it was unreasonable to conclude that professional
development programs directly impacted on this teacher’s beliefs on translanguaging.

However, two other teachers reported they had participated in some training
courses in which the question of English language learners’ L1 use was discussed to some
extent. Farida recalled one training course where English language learners’ L1 was
recommended to be judiciously used for grammar teaching. Enlik who had participated in
TESOL and Certificate in English Language Teaching to Adults (CELTA) certification
courses similarly responded that most professional training courses recommended using
learners’ mother tongue reasonably.

And ‘ahh’ ‘like’ we had a session on this topic, actually. And many ‘like’ ‘you

know’ ‘like’ prominent leaders in teaching language, [xx] yes, | just forgot the

names, surnames. But many of them claim and they recommend when it's

elementary, pre-intermediate levels, it's better to use L1. When some notions, some,
for example, important things are not clear, it's better to use L1. And [xx]. (Enlik).
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regular font — the original language of the interview, [xx] — inaudible, ‘single
quotation marks’ — filler words.

Enlik, as discussed earlier, was found to believe that English language learners’ L1
could be used for scaffolding instruction and the inclusion of bilingual learners’ whole
language repertoire was temporary. As it is evident in the above-mentioned extract, some
training courses that she participated in encouraged using learners’ L1 at the lower levels
of English. Therefore, though not definitively, it could be inferred from her words that
professional development courses may impact on teachers’ beliefs on language use to some
extent.

Contextual Factors

School Language Teaching Policy and Target Language for International
Examinations. Lastly, regarding the question about the contextual factors that might
influence EFL teachers’ beliefs about translanguaging, two salient themes emerged from
the data analysis: the language teaching policy of the school, and classroom-internal
factors. All three teachers unanimously reported that they were mostly free to choose their
own teaching approaches and materials. As discussed earlier, teachers reported they
usually tried to employ language teaching methods, Communicative, Project-based
Learning (PBL), Task-based Learning (TBL), in which the role of learners’ mother tongue
is generally negligible. At the same time, all three teachers reported that the school
language teaching policy to some extent places limitations on the use of learners’ mother
tongue in English classes. One of the participants elaborated on this limitation. Farida
reported that in grades 7-11 science subjects, for example, were taught in English.
Therefore, this participant noted that to facilitate learning science subjects in English the
school administration was induced to write an executive order to ensure English language
teachers employ English-only approaches more than any other approaches that would

allow teachers inclusion of learners’ mother tongue. Moreover, Farida reported that she
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usually tried to use more monolingual approach to teaching English because of the need to
prepare learners for different international examinations. Therefore, the school seems to
feel compelled to follow to certain extent monolingual paradigms to prepare school
learners for successful performance in high-stakes tests which are predominantly in
English. All these findings exemplify the impregnable position of the English language at
wider various macrolevels.

Classroom-internal Factors. As for classroom-internal factors, the data showed
the despite the prevalence of the English-only beliefs, all three teachers to some extent
occasionally used learners’ mother tongue mainly when teaching grammar and vocabulary,
as this quote from Sara, who had the firmest monolingual belief, illustrates:

OOBIYHO ATO B IpaMMaTHKE IPOUCXO/IUT, KOI'/1a OHU HE YJIABIMBAIOT, HE 3HAIO,
pasuuity Mmexay Past Simple u Present Perfect. Koraa, uro, ckaxkem mmpumep, Ja.
Jla, koHeuHo, Toraa oobsicHseM Ha pycckoM. Ho u To, ctaparoch He 100
ocraHaBiIuBaThCs. (Sara).

|Usually, it happens when teaching grammar. Some students may not see the
difference, say, between Past Simple and Present Perfect. We may use learners’ L1
when giving examples. With that being said, I try not to spend much time on this.|
(Sara).

MeH He HopceMeH KeliceMiH, MbIHAY, TUI, ©31HIH TyFaH TUIIH TpaMMaTHKa YHPETY
OapbIChIHAA KOJ/IaHy, SIFHU BIHFAIIbI, s)kakchl. Ce0ebi Oana KilkeHe o3iHe
NpuMepHoe npeacTaBJieHne, O1p OWbIH OPHBIKTHIPY YIIIH 631HIH OacblHIa
OMBIHJIAPbIH, COJal KIllIKEHE CAJIBICTBIPY apKbLIbI 6TY KepeK Jien OMIaiiMbIH.
(Farida).

|With that being said, I agree that learners’ L1 could be useful for teaching
grammar. Learners’ L1 use may help them get exemplary picture of what is being
taught. I believe that a learner can learn grammar through comparing and
contrasting the target language and the mother tongue. | (Farida).

regular font — the original language of the interview, |vertical bars| — English
translation from Kazakh/Russian, bold type — translanguaging.

However, as it is clear in the extract, Sara reported that she usually tried not to
spend too much time explaining grammar in learners’ mother tongue, which reflects her
monolingual stance. For Farida, occasional use of learners’ mother tongue would improve

teaching English grammar. Farida believed seeing the difference and similarities between
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the grammatical structure of the target language and the mother tongue would allow
learners to master the rules better.
Conclusion

This chapter presented the findings of data analysis on EFL teachers’ beliefs on
translanguaging. Overall, these results indicate that some beliefs can be firmer compared to
other beliefs. For example, one of the three teachers was found to hold a firmer
monoglossic belief as she usually preferred the target language over learners’ mother
tongue both for the input and output, while the other two teachers’ belief on the role of
learners’ mother tongue was found to be comparatively less monoglossic. The findings
also showed that one teacher’s belief had converted from a firmer to a comparably
moderate monoglossic belief. Out of the purposefully investigated factors that might
impact on the development of EFL teachers’ beliefs on translanguaging three factors were
found to be comparably salient. The data analysis demonstrated that one teacher’s early
language learning experiences consequently led her believe that using learners’ mother
tongue was not effective as her past teachers used translation excessively in English
lessons. Professional development courses were also found to somewhat exert influence on
EFL teachers’ beliefs about language teaching. Two teachers reported that they were
encouraged to reasonably use learners’ mother tongue. Moreover, the most noticeable
contextual factor that influenced EFL teachers’ beliefs on language use was the
comparably rigid English-only policy of the school. It is important to note that beliefs are
not easily measured in linear fashion but seem to present a complex manner on a long

continuum. This complexity will be illustrated further in the next chapter.
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Discussion
Introduction
This chapter presents a detailed discussion of the findings about school EFL
teachers’ beliefs on translanguaging in the context of Kazakhstan. The two main research
questions and sub-questions of this thesis are used as a guide to discuss the findings:
RQ1. What are EFL teachers’ beliefs about translanguaging as a pedagogical tool?
Sub-questions:
a) Do EFL teachers consider bilingual learners’ language repertoire as one unitary
system?
b) Do EFL teachers intentionally design translanguaging for their classes in advance?
¢) Do EFL teachers diverge from this design to meet some individual bilingual learners’
needs in the classroom context?
RQ2. What are some possible factors, which have shaped these EFL teachers’ beliefs about
translanguaging in the English classroom?
Sub-questions:
a) Do EFL teachers’ early language learning experiences somehow influence their beliefs
about the use of learners’ first language in their English classes?
b) Do professional development programs designed to improve EFL teachers’ teaching
skills address the question of using learners’ first language?
c) Do any contextual factors somehow influence EFL teachers’ beliefs about using
learners’ first language?
The findings are also discussed by comparing and contrasting them with the
findings of previous studies on translanguaging beliefs described in the literature review
chapter. The current thesis uses two frameworks to address these two research questions. In

the previous chapter the two research questions were considered separately. However, as
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the findings illustrated, there is an interplay between EFL teachers’ beliefs about
translanguaging and the factors which contributed to the development of these beliefs.
Therefore, this chapter discusses the findings addressing the two research questions
simultaneously. The chapter then concludes with a consideration of the importance of the
findings of the present study.
Firmer English-only Belief and Anti-apprenticeship of Observation

The first research question sought to find out school EFL teachers’ beliefs about
translanguaging as a pedagogical approach. The findings confirmed the results of the
previous studies about teachers’ monoglossic belief on teaching English in the context of
Kazakhstan (Abdrakhmanova, 2017; Alzhanova, 2020; Amaniyazova, 2020;
Kaipnazarova, 2020). However, the participants’ English-only beliefs varied in their
degrees of strength in this study and different factors were found to influence these beliefs.
The findings showed one teacher held a comparatively firmer monoglossic ideology on
language teaching. More specifically, Sara, who embraces a monoglossic ideology, sees
learners’ languages as separate entities (Garcia, 2009). This belief resonates with the
“monolingual principle” as the teacher usually tried to expose learners to the target
language to the maximum and avoid learners’ mother tongue (Howatt, 1984, p. 173).
Earlier researchers in linguistics have reported the pervasiveness of monolingual
approaches in the EFL field (Harbord, 1992; Howatt, 1984; Krashen & Terrell, 1983;
Larsen-Freeman, 1986). This kind of belief stands in contrast to Garcia and Kleyn’s (2016)
translanguaging stance which sees bilingual learners’ languages as a whole linguistic
system and a teaching tool at all times. Further, from the perspective of Garcia and Kleyn’s
(2016) framework of translanguaging pedagogy, this means that usually, teachers holding a
monolingual ideology cannot be expected to purposefully integrate multilingual and

multimodal resources into their lessons to develop bilingualism. Moreover, usually no
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deliberate and conscious moment-by-moment change into the lesson plan to meet bilingual
learners’ needs occurs in lessons of teachers holding this belief. This is justified by the
results of this particular study as Sara’s monoglossic belief entailed the lack of integration
of multilingual and multimodal resources and subsequent lack of shifts in her lessons.

Schooling, defined as early language learning experiences (Borg, 2015), was found
to be a key factor of the development of this kind of monoglossic belief. In this particular
case, early language learning experiences are described as an anti-apprenticeship of
observation — a situation when teachers decide not to teach the way their teachers taught
them in the past, but rather choose other approaches to teaching (Moodie, 2015). Similarly,
the findings of this study demonstrate a link between the monolingual belief and anti-
apprenticeship of observation. Sara’s teachers’ grammar-based approach and excessive use
of translation in English language lessons in the past consequently led her to believe that
the use of learners’ mother tongue was not an effective way to teach English.

Here, it is important to note that although Grammar-translation method and
translanguaging share a common feature, which is using learners’ L1 for teaching
languages, they are fundamentally different. However, this finding shows that the
excessive use of learners’ L1 by their teachers at school may develop learners’ unfavorable
perception on the role of mother tongue in learning a foreign language. As a result, when
some of these learners decide to become foreign language teachers in the future, they
might perceive learners’ L1 as adverse. Consequently, in relation to translanguaging this
kind of objectionable attitude towards learners’ L1 use may lead to little room for
translanguaging pedagogy in English language classroom.

English-only Belief, Professional Development Course, and Contextual Factors

Further, the findings revealed that an EFL teacher’s belief about language teaching

can be somewhat mingled. For example, one EFL teacher under the pseudonym Farida was
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found to have adopted a general positive attitude towards the original practice of
translanguaging which is defined as “the planned and systematic use of two languages
inside the same lesson” (Baker & Wright, 2017, p. 280). The findings revealed the
description, rather than a coherent explanation of, this positive attitude towards
translanguaging. As it was mentioned in the previous chapter, Farida had an experience of
pre-planned translanguaging practice in a lesson which was designed to teach learners the
Kazakh culture through sayings. This lesson, though only a single one, could be defined as
a contextual factor because according to Borg’s (2015) framework contextual factors may
be either temporary or permanent. However, it is hard to conclude whether that lesson
influenced on the teacher’s beliefs at all or not. Therefore, that lesson can only be
considered as a description of the respondent’s positive belief about translanguaging, rather
than a factor which could influence the teacher’s beliefs. It is not clear where this kind of
favorable attitude originates from. The findings showed that the respondent participated in
some professional development courses which addressed the question of L1 use and
generally encouraged her to judiciously use the L1. Although the positive effect of some
professional development courses on teachers’ beliefs about translanguaging was noted
(Eslami et al., 2016; Gorter & Arocena, 2020), the overall positive influence of some other
professional courses was questionable (Richardson, 1996). Therefore, this study did not
comprehensively reveal the origin of Farida’s general positive attitude towards the original
type of translanguaging.

Further, the respondent expressed her positive thoughts about hybrid languaging
practice. To be more precise, Farida is usually aware of her bilingual learners
translanguaging when they select features from their full linguistic system during lessons.
The teacher regards her learners mixing Kazakh, Russian, and English languages with

favor, though in a general sense. This could tell that this particular teacher is able to
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identify learners’ heteroglossic practices. Notwithstanding, this kind of belief does not
adequately belong to true heteroglossic belief which refers to viewing languages as one
whole linguistic repertoire in which languages are not necessarily divided by clear
boundaries (Garcia, 2009; Garcia & Kleyn, 2016; Otheguy et al., 2015). Moreover, the
data showed other findings which underscore the respondent’s monoglossic belief. More
specifically, this study found that the same participant considered translanguaging as the
last option. This means that for teachers holding this kind of belief, learners’ L1 may have
minute or even no pedagogical value (Macaro, 2001) and translanguaging is regularly
avoided if other alternatives work effectively. Comparable findings about English language
teachers’ acceptance of translanguaging as a last resort were reported in other empirical
studies within Kazakhstan (Abdrakhmanova, 2017; Amaniyazova, 2020) and outside of it
(Allard, 2017). Therefore, this teacher’s belief is nowhere near Garcia and Kleyn’s (2016)
translanguaging stance which fosters the idea of viewing bilingual learners’ languages as
one linguistic system when viewed from bilingual speakers’ internal perspective.
Consequently, similar to Sara, it is possible to conclude that Farida’s English language
lesson plans do not usually include any multilingual and multimodal resources. If the
lesson plans of this teacher are mainly monolingual, then it is less likely that any conscious
translanguaging shifts occur during lessons.

Two other interrelated contextual factors serve as an explanation of Farida’s
monoglossic belief. First is the school’s monoglossic language policy. It has already been
remarked that the trilingual policy in Kazakhstan takes a “monoglossic perspective”
meaning that the three involved languages — Kazakh, Russian, and English, are treated as
discrete entities (Mehisto et al., 2014, p. 172). It has already been mentioned that this
school operates under the International Fund — Bilim Innovation and uses the trilingual

policy in Kazakhstan (International educational fund Bilim-Innovation, n.d.). Therefore, it
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Is possible that this is the reason the school favors one-language policy for teaching
English. Moreover, at this school, learners are usually expected to continue their study at
international universities or other types of universities where the admission requirements
involve taking mainly English-monolingual examinations. For Farida, therefore, preparing
learners for these examinations monolingually is more effective than employing learners’
mother tongue. Therefore, this contextual factor was found to shape this teacher’s English-
only belief. This accords with findings of recent studies (Alzhanova, 2020; Amaniyazova,
2020) which showed that Kazakhstani EFL teachers believed it was important to employ a
monolingual approach to teaching English because of the need to prepare learners for
English monolingual high-stakes examination. It was also noted earlier by Canagarajah
(2011) that “translanguaging is heavily censored in literate contexts” because of the
importance of assessments in high-stakes examinations (p. 402). This finding may also
lead to think that the situation at mainstream schools where learners usually take high-
stakes examination in their first language can be different.
Towards Moderate English-only Belief, Professional Development Course, and
Contextual Factors

Lastly, the findings revealed that a teacher’s belief about language teaching may
shift from one point to another along the continuum of belief. This phenomenon stands in
contrast to Borg’s (2011) definition which states that beliefs are usually “resistant to
change” (pp. 370-371). In this particular case, the findings demonstrated a change from a
firmer monoglossic belief towards a moderate English-only belief. For example, this study
found that one teacher under the pseudonym Enlik used to have a firmer English-only
belief which converted to a moderate English-only belief over time. The moderate English-
only belief in this case can be defined as a teacher’s belief that the best way to teach the

target language is through that target language. Nonetheless, a teacher holding this kind of
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belief does not completely repudiate the benefit of the inclusion of learners’ mother tongue
into their lessons (Macaro, 2001). If Enlik’s initial monoglossic belief induced her to keep
her learners’ mother tongue out of her English language lessons, her emerging moderate
English-only belief provided her with an understanding of the importance of including her
learners’ mother tongue into her lessons. Nevertheless, the emergence of this kind of
moderate English-only belief is justified by the teacher’s acceptance of translanguaging as
a scaffold. In relation to translanguaging, scaffolding is generally defined as a temporary
inclusion of bilingual learners’ mother tongue into lessons (Baker & Wright, 2017; Garcia
& Kleyn, 2016). The present study found that the teacher believed it was important to use
the learners’ mother tongue at the lower-level classes of English only. The literature review
showed that scaffolding, with respect to translanguaging, has become somewhat arguable.
If some accepted and favored scaffolding disregarding its temporality at the initial stages
of teaching (Baker & Wright, 2017), others criticized it and argued for the inclusion of
bilingual learners’ mother tongue into lessons at all times (Garcia & Kleyn, 2016; Garcia
& Wei, 2014). Therefore, the teacher’s belief that the use of mother tongue is important
only at the initial stages of language learning to some extent indicates the limitation of this
kind of translanguaging belief.

Different factors were found to exert an influence on the change of the teacher’s
shift from the firmer monoglossic to the emerging moderate English-only belief. First, the
finding showed the influence of knowledge gained in professional development programs
on the teacher’s belief. More specifically, the teacher participated in TESOL and CELTA
courses which encouraged the participant to use learners’ mother tongue reasonably at the
lower levels of language learning. In the literature review it was noted that in-service
professional development courses are more effective than that of pre-service courses

(Richardson, 1996). It was also discussed that some professional development programs
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may encourage participants to use a more English-only approach to teaching the target
language, which consequently leads to the development of a monoglossic belief (Alshehri,
2017; Hall & Cook, 2013; Kang, 2013). At the same time, other studies revealed that
professional development programs that purposefully teach the theory of translanguaging
may foster the development of teachers’ more heteroglossic beliefs (Eslami et al., 2016;
Gorter & Arocena, 2020). Although the participant in this study was not purposefully
exposed to the theory of translanguaging, she participated in some professional
development programs which concerned the judicious use of learners’ mother tongue in
English lessons. Based on this, it is possible to conclude that there is a link between the
development of the emerging moderate English-only belief and the knowledge this teacher
gained during professional development programs. Moreover, according to some key
information presented in the methodology chapter, the teachers who were engaged in this
study had more than 10 years of work experience. This particular teacher who was found to
be developing a moderate monoglossic belief had been working as an EFL teacher for
more than 12 years. The findings showed that a long work experience also led one teacher
to rethink her ideologies about language teaching. This last influence on the development
of teachers’ beliefs is generally referred to as contextual factors. Therefore, to sum up, it is
concluded that various factors impacted the development of this teacher’s emerging
moderate English-only belief.

Enlik’s understanding of the importance of the judicious use of learners’ L1 was
also caused by another factor. To be more precise, this study found that a teacher’s
awareness of her learners’ diverse socio-economic background may contribute to the
development of a flexible teaching approach. In this particular case, the findings showed
that this teacher considered it important to approach those learners who come from middle-

class or needy families differently as these learners may be less lucky in learning English
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because of a lack of resources. The flexibility of a teacher’s teaching approach was found
to involve learners’ L1 use. Therefore, this study found that some types of affective factors
may contribute to the development of a translanguaging space in the foreign language
classroom. Although this last factor belongs to contextual factors, the literature review of
this study did not cover this factor. Thus, it is recommended that future studies might take
this into consideration as one kind of contextual factor.
Conclusion

The discussion chapter presented some detailed information about the findings
regarding EFL teachers’ beliefs about translanguaging pedagogy and the factors which
shape the development of their beliefs about language teaching. The findings of this
particular inquiry suggest a link between a firmer monoglossic belief that leads a teacher
away from designing translanguaging pedagogies and their early language learning
experience. The findings also showed that it can be hard to precisely categorize an EFL
teacher’s belief. For example, a teacher may have a moderate monoglossic belief.
However, this kind of teacher may also welcome the systematic use of translanguaging.
Lastly, it was found that a language teacher’s belief may shift from one point to another
along the continuum of belief. To be more precise, the current study found that an EFL
teacher’s beliefs may undergo re-examination and change during professional development

programs and long work experience.
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Conclusion
Introduction
The current study aimed at investigating school EFL teachers’ beliefs and factors
which developed these beliefs about translanguaging pedagogy in the context of
Kazakhstan. To achieve this aim, a qualitative study was conducted with three school EFL
teachers. These teachers’ beliefs about translanguaging pedagogy and factors which shaped
these beliefs were learnt through semi-structured interviews with each teacher individually.
Two main research questions were framed to guide this thesis:
RQ1. What are EFL teachers’ beliefs about translanguaging as a pedagogical tool?
Sub-questions:
a) Do EFL teachers consider bilingual learners’ language repertoire as one unitary
system?
b) Do EFL teachers intentionally design translanguaging for their classes in advance?
¢) Do EFL teachers diverge from this design to meet some individual bilingual learners’
needs in the classroom context?
RQ2. What are some possible factors, which have shaped these EFL teachers’ beliefs about
translanguaging in English classroom?
Sub-questions:
a) Do EFL teachers’ early language learning experiences somehow influence their beliefs
about the use of learners’ first language in their English classes?
b) Do professional development programs designed to improve EFL teachers’ teaching
skills address the question of using learners’ first language?
c) Do any contextual factors somehow influence EFL teachers’ beliefs about using

learners’ first language?
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To answer these questions two different theoretical frameworks were utilized. More
precisely, Garcia and Kleyn’s (2016) framework was used to answer the first questions,
while the answer to the second research question was gained with the help of Borg’s
(2015) framework. The last chapter of this thesis draws some main conclusions and offers
some recommendations for stakeholders in the educational field in general.
EFL teachers’ beliefs about translanguaging pedagogy

First and foremost, similar to previous studies, the current study confirmed the
existence of language teachers” monoglossic belief which stands in a complete contrast to
translanguaging pedagogy as translanguaging as a theory is based on a heteroglossic
ideology. For these teachers, language separation is usually a norm and learners’ full
linguistic repertoire is not completely activated but rather limited in a classroom. However,
school EFL teachers’ monoglossic beliefs were found to vary in their degrees in the context
of Kazakhstan. This means that beliefs may lie at different points of the continuum and one
teacher may have firmer monoglossic belief than others. Furthermore, beliefs by nature do
not seem to be always static. This study demonstrated that an EFL teacher’s beliefs may
change from one point to another along the continuum. However, this kind of shift seems
to happen only over time. This means that this kind of phenomenon might be expected to
happen more among experienced teachers rather that novice teachers. At the same time,
two other participants who had almost the same amount of work experience did not
demonstrate any change in their beliefs over time. Therefore, it can be suggested that future
researchers compare experienced teachers with novice teachers for any change in their
beliefs.
Developmental factors of EFL teachers’ beliefs about translanguaging

In essence, any kind of belief has an origin and develops under the influence of

various factors. The extent of influence different factors exert on teachers’ beliefs also
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seem to range. For example, this study found that early language learning experiences may
have a comparatively strong influence on an EFL teacher’s beliefs about language teaching
in general and translanguaging in particular. Demotivating teaching methods at the early
stage of English learning at school were found to unfavourably influence an EFL teacher’s
beliefs about translanguaging. For example, an excessive use of L1 by a teacher in English
lessons can consequently lead a future teacher to believe that L1 use hinders successful
language learning.

The study also showed the moderate influence of knowledge gained during
professional development courses. In this particular study the influence of professional
development courses in relation to translanguaging was found to be moderate. Although
none of the participants in this study previously participated in professional development
courses which taught the theory of translanguaging, some of the courses they completed
somewhat taught them the importance of reasonably using the L1. This means that if these
participants are purposefully taught the theory of translanguaging pedagogy, and their early
language learning experiences are taken into consideration, professional development
courses may have the potential for positive outcomes.

Contextual factors were also found to have influence on EFL teachers’ beliefs about
translanguaging. In this particular study, school language policy which is based on
monolingual rule was found to have a substantial impact on teachers’ beliefs and decision-
making. The participants could express their understanding the reason for this monolingual
language policy. Because learners at this particular school usually go abroad for study, the
school’s decision to require EFL teachers to use more monolingual teaching methods seem
to be reasonable. However, this kind of contextual factor clearly limits the translanguaging
space in English lessons. At the same time, one teacher, Farida, was particularly found to

develop her own approach to teaching English. The contextual factor which caused the
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development of this approach was the understanding of learners’ diverse socio-economic
background. Because learners usually have unequal opportunity to learn and improve
English, to promote the equality of opportunity teachers may be encouraged to understand
this socio-economic diversity among learners. In this particular case, Farida’s approach
involved using learners’ L1. This means that usually there may be multiple contextual
factors which differently influence EFL teachers’ beliefs about translanguaging. If some
contextual factors unfavourably influence teachers’ beliefs, other contextual factors by
contrast may positively impact EFL teachers’ beliefs about translanguaging.
Limitations

The main limitation of the present study is the number of participants. There were
only three EFL teachers involved in the study. Initially it was planned to recruit at least ten
teachers for the study. However, the recruitment was hindered by several reasons. One of
them is the pandemic COVID-19 which placed some serious constraints. Therefore, the
results of this particular study cannot be generalized. Moreover, it has already been
mentioned that beliefs are best learnt when the data collection includes at least two tools,
for example, interviews and classroom observations. This study collected data using only
semi-structured interviews. Classroom observation was also hindered by the same
pandemic COVID-19 as schools were working mainly online and classes were being
conducted online. Observing online lessons would not as effective as observing offline
classes because of the poor internet connection.
Recommendations

Despite the above-mentioned limitations, the findings suggest the following
potential considerations for these stakeholders. EFL teachers and educational policymakers
are the most likely stakeholders who could benefit from the findings of this study. The

findings of the current study could be a good reflection for EFL teachers who share similar
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beliefs as the participants of this study. Because this study investigated teachers’ beliefs
about translanguaging pedagogy and pedagogy means the study of teaching methods, the
findings of this particular study could be a good reason for teachers to rethink their
language ideologies. Using learners’ L1 though with some limitations with the belief that
languages are strictly separated in teachers’ well as in learners’ heads is not equal to a
strategic inclusion of learners’ whole linguistic resources into lessons. In addition, reading
this study and its results in particular EFL teachers might have the opportunity to see where
their beliefs which are the base of their decision-making are originated. Similar to one
participant in this study, EFL teachers might see who early language learning experiences
can have comparably strong impact of the development of their monoglossic belief.

In addition, as this study found that early language learning experiences may have a
strong influence on a teacher’s beliefs and contribute to the development of monoglossic
belief, policymakers could be recommended to take this finding into consideration when
designing professional development courses. As it has been discussed in other chapters of
this thesis, one way to enhance the efficiency of professional development courses is to
recognize the importance of teachers’ early language learning experiences. This could be
accomplished through developing pre-course tests for teachers which could allow course
developers learn about these prior language learning experiences. Then, based on the
results of these tests the outline of courses could be designed. This approach would make
any professional development course for translanguaging more or less unique rather than
suitable for all teachers because any teacher’s early language learning experiences are
unique. The same recommendation could be given to school administrators which conduct
in-service professional development courses for their EFL teachers.

This qualitative study was conducted to investigate EFL teachers’ beliefs about

translanguaging at one school-lyceum in Kazakhstan. The study involved three teachers
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and these teachers’ beliefs about translanguaging were learnt through semi-structured
interview with each teacher individually. The research questions were answered and,

consequently, the purpose of the study was fulfilled.

70
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Appendix A

Interview Protocol in English, Kazakh, and Russian

Interviewer: Adam Kuandykov
Interviewee: Teacher 1

Position of Interviewee: An EFL teacher
Duration of the interview: 20 — 25 minutes
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Interview Questions

1.
2.
3.

10.

11.

What kind of English language teaching methods do you use in your classes?
Which of these methods do you prefer using more frequently?

Do you use your students’ L1 in your classes? Are there any particular reasons for
this? (Translanguaging stance. Garcia & Kleyn, 2016).

What do you think about assigning a task completely in one language and asking
students to answer totally in another language? For example, giving a task in
Kazakh/Russian and asking students to answer in English only? Do you do it
yourself?

What do you think about mixing two or three languages in one sentence when
speaking or writing? Do you do it yourself?

Do you include activities for translation into your lesson plans? For example,
activities for vocabulary? What about teaching grammar? Do you use learners’ first
language for teaching grammar? (Translanguaging design. Garcia & Kleyn,
2016).

If some of your students struggle to understand your instruction, do you use his first
language to explain the task, words, or rules? (Translanguaging shifts. Garcia &
Kleyn, 2016).

When you were at school, did your English language teacher often employ your
mother tongue? What kind of approach did your teacher often use? Did it help you
learn English better? (Schooling. Borg, 2015).

Have you ever participated in professional development programs designed to
enhance your knowledge and improve your teaching skills? Do you ever participate
in this kind of programs? Did any of these programs touch upon the question of
using the mother tongue of learners in English classrooms? How long do they
usually last? How important is this kind of program for you? (Professional
development course. Borg, 2015).

Does your school curriculum demand that you use a particular English language
teaching method? Does this curriculum allow you to use learners’ L1 in your
classes?

Do EFL teachers collaborate at any time with one another on English language
teaching strategies? To what extent is this collaboration important for you?
(Contextual factors. Borg, 2015).

HNutepsrro Cypakrapsl
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N

10.

11.

AFBUTIIBIH cabarplHAa KaHal Ti YHTEPY TOCUIACPIH KOJIIaHACKI3?

Ocpl TocuIIEpIiH KaliChICHIH KOOipeK yHATaCchI3?

O3iHi3iH cabarbIHbI3/1a OKYIIBLUIAP/IBIH aHa TUTIH KoJmaHacei3 6a? (He cebenten
KoJgaHacki3 HeMece Kosmanoaiice3?) (Translanguaging stance. Garcia & Kleyn,
2016).

TanceipMaHbl TOJBIKTAK O1p TUIAE Oepir, OKyIIbIIapIaH OChI TAIICHIPMaHBI
TOJBIKTAM €KIHIII T1/I€ TaIlChIPYJIaphl JKaiibl He oiitacki3? MocesneH, TarchlpMaHbl
Ka3aK HeMeec OpbIC TUTiHIE Oepil, OKyIIbUIapAaH OHbI aFbUIIIBIH TUTIHIE
TarChIPyJIbIpa XKaiiel He oinaice3? Ockl TOXKIpUOEHI ©31HI3 KOJIJaHaACkI3 0a?

bip ceiinemHiH imiHe €Ki HEMece YIII TUIII apalaCTBIPBII COMIIEY HEMECe JKa3y
KalIIbl OWBIHBI3 KaHaail? Ockl TOKIpHUOCHI ©31HI3 KOJIaHACkI3 6a?

Cabak >xocrapblHa ayJapMara apHaJIFaH TallChbIpMaap/bl eHrizeci3 6e? MocereH,
ce3Jiep KaTTayFa apHaJFaH TalcbipMajiap HeMece rpaMMaTHKara apHaJIFaH
TanceipManap. ['paMmmaruka yipery yIIiH OKyIIbUIAP.IbIH aHa TiUTIH KOJIJaHacki3 0a?
(Translanguaging design. Garcia & Kleyn, 2016).

Erep okymibl TarnceipMaHbl TYCIHYT'€ KMHAJICA, OHBIH aHa TUTiH KOJIJaHbII
tycinaipeciz 6e? (Translanguaging shifts. Garcia & Kleyn, 2016).

Ci3 MeKTenTe OKbIFaH/a, Ci3/IiH aFbUIIIBIH TUTI MYFATIMIHI3 CI3[IH aHa TITHI3/II Kui
KosgaHateiH eai Me? Ci3fiH MyFaliMiHI3 KaHJal Tid YHpeTy TOCUIiH KOJI1aHAThIH
eni? Coun Tocinmep cizre Tinni yipenyre kemekrecti me? (Schooling. Borg, 2015).
MyranmHiH OUTIKTLUIINH apTThIpy OaFnapiiaMarnapbiHa KaTbIChIN KepaiHi3 6e? Kazipri
Ke3/1e OChIHal OarnapnamManapra Karbicach3 0a? OcblHAal Oarnapiamanapaa
OKYIIBIHBIH aHa TUIIH KOJJIaHy oMl cypakTap TaikbutaHaabl Ma? OcbIHaai
Oarmapiamanap 9JeTTe KaHIlla yaKbITKa co3buaabl? OChIHAal Kypc ci3re
KaHIabIKThI MaHb3bl? (Professional development course. Borg, 2015).
Mexren 6araapiaamachl Ci3JieH Oelriji Tl YUpeTy ToCUIIepiH KOJAaHybIHbI3/IbI
tanan ereal me? Ockl MeKTeN OarapiiaMachl Ci3re OKYLIbIIap/IblH aHa TUIIH
KOJIZJaHyFa pykcaT o6epesi me?

Ci3niH MekTeO1Hi3/le aFbUILIBIH TUTI MyFaTiMEpl T YHpeTy Tociaepi Kailisl
Oipirin Tankputakel Ma? OCBIHAN TaTKbUIAyIap Ci3re KAHIIANBIKTH MaHbI3b1?
(Contextual factors. Borg, 2015).

Bomnpocs! 115t H”HTEPBBIO

1.
2.
3.

Kakue metoapl 00yueHus: aHTTTUICKOMY SI3bIKY BBI HCIIONBb3yeTe Ha CBOUX YpOKax?
Kaxkoit u3 aTux Mmeto0B Bl pennoynTaeTe HCHOIb30BaTh vale?

Hcnone3yere nmu Bel poaHOit s13bIK yyamuxcsi Ha cBoux ypokax? (Kakue ocoObie
MPUYUHBI MOTYT OBITH JIJIs1 Baiero ncnoiap30BaHus HIIA HE UCTIOJIH30BAHUS POTHOTO
s3bika yuamuxcs?) (Translanguaging stance. Garcia & Kleyn, 2016).

KaxkxoBo Barie otHomenue k npuémMy o0ydeHus aHTTTUHCKOMY SI3BIKY, TJI€ YIUTEIb
3a74a€T 3a/IaHUE UCKITIOYUTEIHHO HAa OJTHOM fA3bIKE, a yYalluecs OTBEYAOT HA
npyrom? Hanpumep, yunurtens 3a1a€T 3a/1aHle Ha Ka3aXCKOM MJIM Ha PYCCKOM, a
ydaluecs oTBevaroT Ha aHruiickoM? [Ipumensiere nu Bel Takoil MeToinyeckuii
IIpUEM Ha IIPaKTHKE?
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10.

11.

KakoBo Baie oTHOIIEHNE K CMEIIMBAHUIO ABYX UJIU TPEX S3BIKOB B OJTHOM
MPEAJIOKEHUU B PA3rOBOPHON WK nucbMeHHOM peun? [Ipumensiere iu Bol Takoit
METOAMYECKU MPUEM Ha IIPAKTUKE?

Bxmrouaere nu Bel 3aganus aiia nepesoja B CBOM NOypouHble miianbl? Hanpumep,
yIpakHeHHs Ha JIKCUKY? A uro Bel gymaere Hacuét oOydeHus: TpaMMaTUKe?
Ucnonb3yere 1 Bol poaHO# sA3bIK yyamuxcs a1 o0yueHus: rpaMmmaTike?
(Translanguaging design. Garcia & Kleyn, 2016).

Hcnons3yere i Bel poaHON A3BIK YYEHUKA, B ClIydae, €CIU OH 3aTPyAHACTCS
oCBOUTH MaTepuai wim noHsTh 3aaanue? (Translanguaging shifts. Garcia &
Kleyn, 2016).

Korga Bel yunnuce B 1ikosie, 4acTo ju Bam ydnTesns ucrosb30Bail pOAHON A3BIK
yyaluxcs Ha ypokax aHrnuickoro si3pika? Kakue MeToibl 00ydeHus aHMIUACKOMY
SI3bIKY YaCTO UCHOJIb30Bal Bam yunrens? Oka3aiuch Jid 3TH METO/IbI TIOJIE3HBIMU
1 ocBoenus s3bika? (Schooling. Borg, 2015).

[Ipoxoaunu mu Bel kypcbl o noBsIeHUI0 kKBanudukanuu? ObecrneunBaeT 11 Barna
TeKyIlas paboTa MpoxokIeHue MoJ0OHBIX KypcoB? 3aTparuBaics U BOPoc 00
KCIIOJIb30BAaHUM POJIHOTO SI3BIKA YyUaITUXCsl B T0I00HBIX Kypcax? CKOIbKO OOBIYHO
JuiATcs Takue Kypesl? Hackosbko BaxkeH Takoi Kypce aist Bac? (Professional
development course. Borg, 2015).

Tpebyer nu mikosbHas mporpaMmma ot Bac ncnosnp3oBanus onpeenéHHOro METo1a
oOyueHus anrnuiickomy s3bIky? [lo3BomnsieT nu Bam mikonpHas mporpamma
HCIIOJIb30BaTh POJHOM SA3bIK yYalIUXCs HA YPOKaX aHITIMHCKOTO S3bIKa?
CoTpyIHHYAIOT U U OOMEHMBAIOTCS JIM MPENOoIaBaTeIN aHTJIUICKOTO S3bIKa
OIBITOM TpenoaaBanusi? Hackonbko mogo6Has coBMecTHas paboTa BaxkHa Juist Bac?
(Contextual factors. Borg, 2015).
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Appendix B
Consent Form in English, Kazakh, and Russian

INFORMED CONSENT FORM

EFL Teachers’ Translanguaging Pedagogy and the Development of Beliefs about
Translanguaging.

DESCRIPTION: You are invited to participate in a research study on English language
teachers’ beliefs about using learners’ first language or languages in their English classes
at schools in the context of Kazakhstan. This study will seek to reveal English language
teachers’ beliefs about the use of learners’ first language as a pedagogical tool and what
factors might have contributed to their beliefs about this pedagogical tool in their English
language classes. Participating in this study, you would make a valuable contribution to the
development of literature in the research about the use of learners’ mother tongue in the
second language acquisition field. In the study, your answers will be recorded on an audio-
recorder application on the smartphone to be analyzed. Afterwards, the recorded files will
be deleted completely without any possibility of being accessed by anyone. Your
participation is completely voluntarily and you will have a full right to withdraw from the
study at any point.

TIME INVOLVEMENT: Your participation will take approximately 40 minutes.

RISKS AND BENEFITS: The risks associated with this study are minimal. To ensure
your confidentiality the researcher will use pseudonyms instead of your names and
information about you and your school will be coded so that sharing any information about
your school or job will not entail any kind of punishment from your employers or damage
of your reputation. Moreover, interview questions are designed in the manner not to cause
any psychological damage. As for the benefits, although you will not acquire any direct
benefits from the study, it is expected that your participation will expand the research
literature in the field about second language acquisition from the perspective of using
learners’ first language or languages in English classes in the context of Kazakhstan. Your
decision whether or not to participate in this study will not affect your employment.

PARTICIPANT’S 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: If 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, Associate Professor Bridget A. Goodman, bridget.goodman@nu.edu.kz, +7(702)
181-02-64

Independent Contact: If 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
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as a participant, please contact the NUGSE Research Committee at
gse_researchcommittee@nu.edu.kz.
Please sign this consent from if you agree to participate in this study.

* | have carefully read the information provided,

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

* | 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;

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

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

Signature: Date:
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3EPTTEY K¥MbICbI KEJICIMIHIH AKITAPATTBIK ®OPMACBHI

ArputiieiH Timi MyraniMaepinin TpancnuarBanbai [lenarorukansik Tocinre Jleren
KarpiHaceinbig lamysl.

CUITATTAMA: Ci3 KazakcraH eniHjie arbUIIIBIH TiJIi MYFATIMJIEPiHIH 63 cabaKTapbIH/Ia
OKYIIBUIAP/IbIH aHa TUTIH KOJAAHYBI XKallJIbl CeHIMJIepiHe OaFbITTalIFaH 3epTTEY KYMbBIChIHA
KaTBICYFa MaKbIPBUIBI OTHIPCHI3. 3epTTEYAIH MAaKCAThI - aFbUILIBIH T MyFaIiMIIEpiHiH
OKYIIBIJIAP/IbIH aHa TUTIH MeIaroruKaiblK TOCUT PETIHAC KOJIIaHyFa IeTeH CEHIMIEPiH,
COHJIaii-aK aFrbUIIIBIH TiT cabaKTapbIH/Ia OCHI IEIarOrMKAIIBIK TICUITe KO3Kapac xKoHe
CEHIMJIEPiHIH KaJIBITITACyblHA KaHIai (pakTopIiap ocep €Tyl MyMKiH €KEHIITiH 3epTTey.
Ci3niH 3epTTeyre KaThbICybIHbI3 IET TUTIH OKBITY CalaChIH/IAFbl OKYIIBUIAP/IbIH aHa TLTiH
KOJIJIaHy MaceJsleci yKaiibl 3epTTey OOMbIHIIA 9IeONETTIH JaMybIHa KYH/IBI YIIeC KOCaIbl.
AKMapatrTsl TaJAAy YIIH 3epTTeyII cyx0aT OaphIChIHIA KAThICYIIBUIAPIBIH OepreH
JKayarTapblH OJIap/bIH KeliciMiMeH AUKTadOHFa jKa3blll alyFa MyKTax 0onaabl. Ocblaan
KeHiH jka3buTFaH (ailyigap TONBIFRIMEH JKOMBUIA B! )KoHE 01 (haiigap emkanaai 6eTeH
aZlaMHBIH KoJibIHa Tycneii. Ci3/iH KaTbICYbIHBI3 TOJBIFBIMEH €pIiKTI TYpAe OoNabl )KoHE
Ci3 Ke3-KeJreH yaKbITTa 3epTTeyre KaThICy1aH 0ac TapTyFa TOJIBIK KYKBIFBIHBI3 Oap.

OTKI3IVIETIH YAKBITbI: Ciznig katbicybiHbI3 maMmaMeH 40 MUHYT yaKbITBIHBI3/IbI
ayajpl.

3EPTTEY ’K¥MbBICBIHA KATBICY/JIbIH KAYIIITEPI MEH
APTBIKIIBIJIBIKTAPBI: 3epTTey »yMbICbIHA KaTBICYIbIH KayinTepi mekTeymi. Ci3min
AQHOHMM/ILTITIHI3 O€H aKnapar KYMUsJIbUIBIFBIH CaKTay YIIiH Ci3/1iH aThI-KOHIHI3 JIaKall
aTIeH aybICThIPbUIaAbL. JKoHe 1€ Ci3 ®oHe Ci3/lIH MeKTeO1H13 TypaJibl akimapaT
mmmdpnanansl. Ocbuiaifina e3iHi3/1H )KYMbBIC OPHBIHBI3 JKalJIbl KaHal 1a aKnapaTieH
OeJticyiHi3 ©31HI3/1H )KYMBIC OepyIIll TaparnbiHaH 00JIaThIH kKa3a OapbIHIIA aJIIbIH
anbriHaabl. COHBIMEH KaTap, cyx0at OaphICHIHAAFEI CYPAKTaAPhI ICUXOJIOTHSIIBIK 3HUSH
KENTIPMEUTIHJEH eTiN *a3blUIFaH. 3epTTeY/IH Mai1ackl kKaijibl alTaThIH OOJICaK,
KaThICYIIbLIAP FHUIBIMU-3E€PTTEY KYMBICTAPbIHAH CIIKAH Al TiKelel nmaiaa aaMaraHbIlHA
KapaMacTaH, C13/11H KaTbICYbIHBI3 IIETEII TIJIIH YHpeTyAe OKYIIbUIAPABbIH aHa TITiH KOJIaHy
MOCeIIecs KAl 3epTTey oAeOMeTiHIH JaMybIHA YIIKEH yJiec KOCaabl.3epTTey )KYMBICHIHA
KaTBICyFa KeliciM O0epyiHi3 Hemece 0ac TapTybiHbI3 Ci3/1H dKYMBICHIHBI3FA €111 9CePiH
TUTI30ei 1.

KATBICYUIbI K¥YKBIKTAPBI: Erep Ci3 Gepinred ¢popmMamMeH TaHBICHIT, 3€pPTTEY
’KYMBICbIHA KaThICyFa HIemiM KaObuigacanbl3, Ci3/1iH KaTbICYbIHBI3 €pPIKTI TYpJe eKEHIH
xabapmaiimMb13. COHBIMEH KaTap, KajlaFaH yaKbITTa albINIyJl TeJeMel jKoHe Ci3/1iH
QJIEYMETTIK KEHUIIIKTEPIHI3Te el KeCipiH TUT130ei 3epTTey *KYMbIChIHA KAThICY TypaJibl
KeJTiCIMiHI3/11 Kepi KalTapyFa HeMece TOKTaTyFa KYKbIFbIHBI3 0ap. 3epTTey *KYMBIChIHA
MYJIJIEM KaThICTIAyBIHBI3FA JIa TOJBIK KYKBIFBIHBI3 O0ap. CoHmaii-ak, KaHmaii 1a oip
CypakrTapra xayan 6epmeyiHisre nae 901eH 0onaasl. byl 3epTTey KYMBICHIHBIH
HOTHOKETIEP1 aKaJIeMUsUIIBIK HeMece KociOu MaKkcaTTap/a Oacrara YChIHBUTYbI HEMece
HIBIFAPBLTY Bl MYMKIH.

BAMJIAHBIC AKITAPATHI:

CypaxkrapbiHbi3: Erep xKyprizuin oTeIpFaH 3epTTeY )KYMBICHIHBIH MPOIIEC],KayIli MEH
apTHIKIIBUIBIKTAPHI TYPaJbl CYparbIHbI3 HEMece IIaFbIMBIHBI3 00Jica, Keeci OaiIaHbIC
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KypaJigapbl apKbLUIbI 3€pTTEYIIIHIH MATUCTPJIBIK T€3UCI OOMBIHIIA KETEKIICIMEH
xabapracysiHb3Fa Oosazpl, KaysiMaacteipeiiran [Ipodeccop bpumkut ['ynman,
bridget.goodman@nu.edu.kz, +7(702) 181-02-64

Jep0Oec 0aiinanbic aknapatrapbl: Erep 6epiires 3epTTey >KYMBICHIHBIH JKYPri3iryiMeH
KaHaraTTaHOacaHbI3 HEMECE CYPaKTapbIHbI3 OCH MarbIMIapbIHbI3 Ooiica, HasapOaes
VYuusepcurerti Xorapsl binim 6epy mektebinin 3eprrey KomureriMen kepceTinren
OaiiiaHbIC Kypangapsl apKblIbl XabapaacybIHbI3Fa 00JIaIbl: AIEKTPOHIBIK MOMITaAMEH
gse_researchcommittee@nu.edu.kz.

3epTTey KYMBIChIHA KaTBICYFa KeJiCiMiHi3a1 Oepcenis, OepiireH Gpopmara KOsl KOFOBIHBI3IBI
CypaiMbI3.

* MeH OepinreH popMaMeH MYKHUAT TaHBICTBIM;

* Maran 3epTTey KYMBICHIHBIH MaKCaThl MEH OHBIH IMPOLEAYPaChl XKaHbIHIA TOJBIK
aKmapar Oepii;

* JKunHakranraH akmapar I€H KYIHs MOJIMETTepre TeK 3epTTEYyIIiHiH ©3iHe
KOJDKETIM/I1 )KOHE MAJIIM OOJIATBIHBIH TOJIBIK TYCIHEMIH;

*  MeH Ke3 KeJreH yakbITTa eIIKaH/ ail TYCIHIKTeMEeCi3 3epTTey )KYMBICHIHA KAThICYIaH
0ac TapTysIMa OOJATHIHBIH TYCIHEMIH;

*  MeH xoFapbla aTajiblll 6TKEH aKNapaTThl CaHAJBI TYpJe KaOBLIIAIl, OCHl 3€pPTTEY
JKYMBICBIHA KaThICYFa 63 KelicIMIMIi OepeMiH.

Kosbr: Kymi:
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O®OPMA NTHOOPMAILIMOHHOI'O COI'VIACHUA

®opmupoBanue Yoexaenus [Ipenonasareneir Aurauiickoro f3pika o TpancauHrBu3Me
kak [legarornueckoii [Ipakruke.

OITUCAHME: Bl npuriamnieHbl NpUHITH Y4aCTHE B UCCIICIOBAHUHN Ha TEMY 00
yOeXKIeHUSX YUUTEeH aHTIIMICKOTO sI3bIKa 00 UCTIOIb30BAHUH POJHOTO SI3bIKA yUAIIUXCS
Ha YpOoKax aHTJIMHCKOTO si3bIKa B mkojax Kazaxcrana. Llenpio JaHHOTO MCCIIeTOBaHUS
SIBIISICTCS] M3y4eHUE YOSKICHUN yUuTelIel aHTTIUICKOTO SI3bIKa B OTHOIIICHUH
MCIIOJIb30BaHUs NIEPBOTO S3bIKA yUAIINXCS KaK MeJarorHueckoro noaxo/a, a Takke Kakue
(baxTOpBI MOTJIU MOBIHUATH Ha (HOPMUPOBAHHE UX YOCKIECHHS B OTHOILICHUH 3TOTO
MeAarornyeckoro rmoaxo/1a Ha ypokax aHTJIMHCKOTO si3bIKa. Baiie yuactue B
UCCJIEJOBAaHUM BHECET LICHHBIN BKJIaJ B pa3BUTHE JIUTEPATYPbI IO UCCIIEIOBAHUIO
MCIIOJIb30BaHUs POJHOIO S3bIKA yUaluxcs B cepe 00ydeHHs] HHOCTPaHHBIM s3bikaM. Jis
aHayIM3a UH(OpMaLIMK, UCCIIE0BATEI0 HE00X0UMO OyIeT 3anuchiBaTh Baim oTBeTh Ha
TUKTO(POH Ha cMapT(OoHE BO BpeMsi HHTEPBBIO ¢ ux coriacus. [locne aToro 3anucanueie
(aiinel OyAyT MONHOCTHIO yTAIIEHBI, 1 HUKTO HE CMOKET IMOJIYYUTh K HUM J0CTyI. Bame
y4acTue SBJISIETCS MOJHOCTHIO JOOPOBOJIBHBIM, U Y Bac OYyJET MOJHOE MPaBO OTKA3aThCs
OT y4acTHs B UCCJICJIOBAHUH B JIFOOO MOMEHT.

BPEMS YUYACTUSA: Bamie yuactue norpedyeT okoino 40 MUHYT.

PUCKHU U ITPEUMYIIECTBA: Pucku, cBsI3aHHBIE C 9TUM UCCIICOBAaHUEM,
MUHUMaJIbHBI. /|11 oGecriedeHns KOH(PHIEHIIMAIbHOCTH, CCie1oBaTeNb OyaeT
MCIIOJIb30BaTh IICEBAOHMMBI BMECTO BalllUX UMEH, a HH(POpPMAIUs O Bac U Balllel MIKOJIe
OyzeT 3akoAMpoBaHa, U peaocTasieHre Bamu mo60 it uaopmaru o Bameit mxomne
WJIM pabOTe HE MOBJICYET 32 COOON HUKAKUX PUCKOB B (hOpMeE KaKMX-THOO0 HaKa3aHUM CO
CTOPOHBI Balux padoroxaareneil. bonee Toro, BONpocsl HHTEPBbIO COCTABIEHBI TAKUM
00pa3oMm, YTOObI HE MPUYMHATH HUKAKUX IICUXO0JOrHYecKHX yuepooB. Uto kacaeTcs
IPEUMYIIECTB, HECMOTPS Ha TO, YTO YYACTHUKH HE MOJTy4aT KaKUX-I100 MPSMBIX BBITOJL
OT HCCIIEeI0OBaHMs, 0KHUIaeTcs, uTo Ballle yuacTre pacIIupuT UCCIe10BaTENbCKYIO
JUTEpaTypy B 00JaCTH MCCIEIOBAHUS TEMbI 00 UCIIOIB30BAHUS POIHOTO A3bIKA YUALTHXCS
Ha ypokax oOydeHus HHOCTpaHHOMY s13bIKy B Kazaxcrane. Bare pemienue o corinacuu
1100 OTKa3e B y4aCTHH HUKAKUM 00pa3oM He MOBJIMSIET Ha Bally paboTy.

ITPABA YYACTHHUKOB: Ecnu Bsl npounTanu 1anHyto ¢GopMy U pelinig IPUHATh
ydacTHe B IaHHOM UCCIIeIOBaHUH, BBI JOJKHBI TOHUMATh, 4To Barme ygacTtue sBisiercst
JO0OPOBOJILHBIM U YTO Y Bac ecTh mpaBo 0T0O3BaTh CBOE COTJIACHE MITH NPEKPATUTh
ydacTre B JIto00e BpeMs 0e3 mTpadHbIX CAHKIUN 1 6€3 TOTepH COITHATBHOTO MTaKeTa,
KOoTOpbIi Bam nmpenocrasisiiny. B kayecTBe anbTepHAaTUBBI MOKHO HE Y4acTBOBATh B
uccienoBanuu. Takxe Brl nMeeTe npaBo He OTBeYaTh Ha KaKUe-I11M00 BOMPOCHI.
Pe3ynbraThl JaHHOTO UCCIIEIOBAaHUS MOTYT OBITh ITPEICTABICHBI TN OMyOINKOBaHbI B
HAYYHBIX WX TPO(PECCHOHATBHBIX IEIISX.

KOHTAKTHAS UH®OPMAIUS:

Bonpocsi: Eciiu y Bac ectb Bonmpocsl, 3aMedaHusi UITH 5kajio0Bbl 110 TIOBOY JaHHOTO
HCCJIEIOBAHMSI, IPOLIEYPHI €r0 IPOBECHUS, PUCKOB U MPEUMYILECTB, Bbl MokeTe
CBSA3aThCSI C PYKOBOAMUTEIIEM MarucTepCKOro Te31ca UCCIIe0BaTeNs, HCTIONb3YsI
cienyromue nanubie: AccomuupoBanHbiid [Ipodeccop bpumxut I'yaman,
bridget.goodman@nu.edu.kz, +7(702) 181-02-64
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He3aBucumbie KOHTaKTBI: Eciiv Bbl He y10BIETBOPEHBI IIPOBEICHUEM JAHHOIO
UCCIIEIOBaHMs, €CIT Y Bac BO3HUKIIN Kakue-1100 MpoOieMbl, Kano0bl K BOIPOCHI, Bl
moxere cBsizaThes ¢ Komurerom HccnenoBanmii Beicmeit Lkonsr O6pa3oBanus
Hazap6aeB YHuBepcutera, OTIIpaBuB IMCbMO Ha JIEKTPOHHBIN aJipec
gse_researchcommittee@nu.edu.kz.

[Toxanyiicra, mnoamummMre AaHHylo (opMmy, ecim Bbl corjmacHel ydacTBOBaTh B
UCCIICJOBAHHH.

* 5] BHUMATEIBHO M3YUYHWII TIPEACTABICHHYIO HH(OPMAIIHIO;

*  MHe npenocTaBWIM NOJTHYI0 HHPOPMAIIUIO O IENAX U MPOLEIype UCCIICAOBAHMS;

* Sl noHnMmaro, Kak OyayT UCIIOIB30BaHbI COOpPAHHBIC JAHHBIC, i YTO JIOCTYI K JIFO00H
KOH(UICHIMATEHOW nH()OpMAIUU OYIET HIMETh TOJIBKO MUCCIICI0BATEb;

* S nmoHumaro, 4TO BIpaBe B JIt0OOOW MOMEHT OTKa3aThCs OT YYacTHs B JaHHOM
UCCIICIOBAaHNH 03 00BCHEHUS MPUIHH;

* C MOJHBIM OCO3HAHUEM BCETO BBIIICH3IOKEHHOTO 51 COTJIACeH MPHUHSITH y4acTue B
UCCIIEIOBAaHUU TI0 COOCTBEHHOM BOJIE.

Ilonnucs: Jlara:
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Appendix C
Transcription Sample

Researcher: So, before we start our interview, I'd like to briefly introduce myself and talk
about myself shortly. So, my name is Adam and I'm a second-year graduate student in
multilingual education program at Nazarbayev University. So, currently I'm doing my
master's degree and a writing my master's thesis. So, I'm sorry | just wanted to ask what
language would be like more appropriate for you like | can speak Russian Kazakh or
English.

Enlik: Ok, we can go with English.

Researcher: All right. Okay. Good. So basically, the topic that I'm researching is about
EFL teachers' beliefs about learners' first language use in their English language

lessons. So, in teaching English, as a teacher | hope you are aware that different teachers
use different kinds of methods and techniques or approaches as we say. And these
approaches may have their own, like, fundamental rules. Some of these methods allow a
teacher to use learners mother tongue or first language as we say or (other), whereas other
methods just don't encourage to do it. So, | hope that the general description of the thesis
research is clear for you. If you have any questions, you may ask before we start the actual
interview. But | also would like to ask you to just to tell your maybe just talk about
yourself just briefly, like, how long have you been all working as a teacher.

Enlik: Ok. Yeah. If | am not mistaken your research focus is about the role of L1 in
teaching L2, right?

Researcher: Yes.

Enlik: Yeah. Okay. So, briefly about me, | graduated from a pedagogical institute faculty
English language and Arabic languages. And I've been teaching like more than ten years.
So, 1 did some, mainly I prepare students, | teach English and | teach usually English

to [xx] or college students. And | have them prepared to some olympiads, that is an
academic or intellectual competition. As well as, | am a debate coach. So, yeah, that's it
briefly about what do | do usually.

Researcher: Okay. So, once again I'd like to say my thank thanks to you for agreeing to
participate in the interview. So, if everything is clear if you don't have any questions
special questions so let me just ask you the very first question.

What kind of English language teaching methods do you use in your classes?

Enlik: English language teaching methods. Usually, it's Communicative approach. Then,
it's very difficult to go back to theory, but, ahh, like, [xx] (0.2) multi, (just close
this) [xx] usually, it's Communicative approach, ahhh, Direct Method, yes, sometimes,
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they do that as well. Because I think, like there are some grammatical categories in English
that we don't have in Kazakh language or Russian language as well. So, direct method,

| find sometimes very useful as well. Usually, when it comes, for example, to the lesson
format itself, last, like, lately | prefer PBL, TBL, like encourage students to find out more
about the subject they research, were they, like, target topic and so on. Besides, like, [xx]
mainly | teach tenth graders or nineth graders or college students. It's more active and
efficient when they work in groups. Others feel it difficult to get rid of the habit of [xx] or
the participant as well. [xx] the teacher as an observer, sometimes, yeah, it is difficult.
However, we have to nurture this culture in our classrooms that the students could be
independent thinkers and delegate their responsibilities among themselves.

Researcher: Okay. Alright. Do you use your students’ mother tongue or L1 in your classes
maybe occasionally?

Enlik: Today, | do use. But, very very seldom. Earlier, when | was a fresh ‘like’ first-year
teacher, I tried to avoid that. | thought actually it was very bad. However, | think this is a
pitiful where everyone actually goes thinking that when we speak mainly ‘you know like’
in L2, it encourages them to learn more. However, it also makes a contribution for students
to become [xx] learners as well. So, when I actually identify this ‘ahh’ I understood that I
have to use sometimes L1. For example, especially, when you're explaining a word.

It [xX] meaning of the word ‘yeah’. So, it is important, actually, to shed some lights one
this. And you can do this only sometimes with L1. And, especially, when you are teaching
groups ‘like’, in my experience it didn’t happen that I was teaching elementary or pre-
intermediate groups. But when I teach them or when I have ‘like’ the classes ‘ahh’ they are
not heterogenous ‘like’ they come from different social background, they come from
different other educational background, from different schools. The social background is
important as well. ‘Like’ a student, a child, who had ‘like’ experience to travel, what
would they parents they are, anywhere better [xx] use of English language, whereas those
students, who didn't have the possibility, they don't know many things and you (0.2) are
kind of entitled to help them in that way as well. So, ‘yeah’, ‘like’ with students of
elementary, pre-intermediate, and intermediate levels, | believe, we have to use L1.

Researcher: All right! So. What do you think about assigning a task completely in one
language and asking students to answer totally in another language? For example, you may
give a task in Kazakh or Russian language and ask your students to answer only in
English. Have you ever ... ?

Enlik: It didn't happen in my experience. | think, if it's like, ahhh, if it's English language
lesson, then the instruction and task must be given in target language. If it's not clear, ahh,
instructions are not clear, you can use, like, CCQS (concept checking questions), well, if
it's not still clear because of not just, like, you know, cognitive abilities, but because of the
language barrier, I think, you can just explain it in L1. However, giving the task itself in
L1, I think, that's not very great idea.
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Researcher: Okay. So about mixing 2 or 3 languages in one sentence when speaking to
your students or maybe when doing some writing tasks maybe?

Enlik: If it's not prepared thing, and it goes like occasionally or accidently, I think, it's ok.
There is no like worries about that. But when you are as an instructor there, you are giving
an instruction or explaining the task, explaining a phenomenon or whatever, it's better not
to mix languages. Because in the class, you are the model of the language or you the model
of anything that's being taught. And that is why students will replicate you in the future.
And in order to avoid those things, you have to do that, | think so. Although, it's sometimes
not very natural, it looks more artificial.

Researcher: So, do you sometimes include activities for translation into your lesson plans
before-hand or maybe before-planned before your lessons. Like, for example, some
activities for vocabulary maybe?

Enlik: So, do I include into my lessons, like, translation, tasks that require translation?
Researcher: Yes.

Enlik: No, I do not include this thing. But I can tell, like, if it's not clear, you can look up
your google, or dictionaries. Usually, in our classrooms, like, right now, we are, like, on
online mode. But when it was offline, in regular classes, we used to have like English-
English dictionaries, or its various, or English-Russian, Russian-English, or English-
Kazakh or Kazakh-English dictionaries. So, [xx] for the school and colleges to give the
opportunity for students to use this real like, [xx]. There is another problem, when students
are not able to look up the word in the dictionary.

Researcher: So, as | understood, if some of your students struggle to understand your
instruction, so, you may still use their languages, their mother languages, mother tongues,
sorry?

Enlik: I am a proponent of peered-teaching. So, if something is not clear, | ask, like, you
know, [xx] students in the class or who has no, like, difficulties in understanding my
instructions, to help others to explain or to understand the task. If | see that his or her
explanation is going well, I am okay with that. Or when | identify this [xx] student still has
some struggles; |1 do go and help them. Of course, [xx] actually never happened like that.
Today’s kids, like, they are very great in English. Honestly speaking, they are very good. I
know some cases, because | was teaching in schools, where they learn English from the
seventh grade, maybe because of that. So, maybe, I, in other ordinary, ahh, schools,
Russian and Kazakh medium schools this situation might be different. So, based on my
experience [xx].

Researcher: Yeah, | do agree that some learners or some children are more intelligent, |
would say, in learning English, in, at the present time. So, let's move to another question.
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So, when you were at school as a learner, as a student, so, did your English language
teachers often employ your mother tongue?

Enlik: It was like 60 percent, maybe 70 percent, it was in L1. So when you were .....
Researcher: Sorry .....
Enlik: Yes, go on.

Researcher: Sorry, ahh, I just wanted to ask, what kind of approaches did your teachers,
like, often use? Like, did they use the methods that allowed them to use your mother
tongue?

Enlik: Mainly, it was grammar-translation method. So, when we had a grammar, we had a
vocabulary. Teacher would give us a translation. And that's it. However, we really enjoyed
and loved reading classes, when we had special readers and we could read [xx] and
translate it [xx] and then retell it. This was like secondary Kazakh medium school. It was
completely different.

Researcher: Alright. Do you think that the methods that your teachers used to teach you
English somehow helped you to learn English?

Enlik: Honestly speaking, | cannot comment on that. Because, it's like, | finished the
school many years ago. So, | went to school in 90s. And in 90s we had only Starkov

So, like, "My mother is a doctor and my father is an engineer."

Some sentences in that book. To be honest, I don't remember that well my teacher in
English classes. Mainly it was translation just.

Researcher: Okay, ahh, did you have any chance to attend other classes, maybe at private
language centers at that time?

Enlik: At that time actually language learning centers were not popular at all in
Kazakhstan. We didn't have them. Ahh, yeah, and we had only teachers who would, ahh,
teach you privately. But my sisters, like, they were kind of good at English. So, they
helped me with English.

Researcher: Alright, good. Let's move to another question. So, have you ever participated
in professional development programs that we call PDP, so enhance your knowledge or
maybe improve your teaching skills?

Enlik: Ahh, so, it's like upgrade of qualification. It was TESOL course [xx] it was
CELTA. I think that the courses really helped me, ahh, to kind of make an observation of
my own lesson. And make an observation of other teachers' lessons. TESOL, which really
helped us understand how to teach teenagers. What is important when teaching teenagers
and adults is two different things. That's it. However, the PDP programs that were
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organized to [xx] or you were expecting, | am not sure. You expected me to speak about
professional development programs organized by Kazakhstani government or any entity in
Kazakhstan?

Researcher: Well, actually, it doesn’t matter. If it is a kind of program that maybe your
job provides you with. And a kind of program that lasts for maybe for about several weeks,
like.

Enlik: Yeah, [xx] were chosen and paid by myself. So, I value it [xx].

Researcher: Did any of these programs touch upon the question of using mother tongue of
learners in teaching English?

Enlik: Of course, they do. Most programs, they do. And, ahh, like, we had a session on
this topic, actually. And many ‘like’ “you know’ ‘like’ prominent leaders in teaching
language, [xx] yes,

| just forgot the names, surnames. But many of them claim and they recommend when it's
elementary, pre-intermediate levels, it's better to use L1. When some notions, some, for
example, important things are not clear, it's better to use L1. And [xx]

Researcher: Great! So, let's move to other questions. So, at the beginning of our interview
| forgot to mention that if you find any questions, ahh, I don't know, maybe, unfavorable to
answer, so, it's totally alright, if you choose not to answer.

Enlik: Okay, | remember that.

Researcher: Sorry?

Enlik: I remember that. In your consent form it was written, mentioned.

Researcher: A, okay, yes.

Enlik: I can withdraw at any time.

Researcher: Alright. Ahh, so, next question. Does your school curriculum, maybe school
program, maybe, require or demand that you use a particular teaching method, like, maybe
Communicative teaching methods, maybe, Direct method or Task-based learning?

Enlik: Although, we are not directly told to do something, we are encouraged to use more
Communicative method, more Task-based or Project-based learning style, or learning

methods. Actually, this kind of methods that teachers prefer themselves as well as teacher,
as well as students, | mean.
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Researcher: Mhm, okay great. Actually, that was the last question. If you have any
questions concerning the research, maybe, so you are welcome to ask, ahm. | also want to
tell you that as soon as the thesis is competed and it is published on our official repository
of the university, | can send you the link to the thesis just to read your answers.
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Appendix D

Data Coding Sample

Researcher: Okay. Give me a second.

Teacher 1: Here [ am, sending a request to
join the session.

Researcher: One second. Here we go.
| Sara: We use translation very often, sorry,
very seldom. We do not translate. What's
the point of translating? [We mainly focus |
on speaking, grammar, that is to say. the
usage of the language. [What would we
need translation for? We are not
translators. We learn to speak English and
therefore, we focus on speaking and
listening more. We learn how to express
our views in English.

teaching grammar. Some students may not
see the difference, say, between Past
Simple and Present Perfect. We may use
learners’ L1 when giving examples. With
that being said, I try not to spend much
time on this.

Researcher: Okay.

Sara: The reason for that is students
usually do not have language environment.
If we use learmers’ L1 in English language
classes, wouldn't they be deprived of that
language environment? It is my task to
crate that language environment for my
learners. That is to say, we are encouraging

[ people to speak i English, right?
Providing them the environment. They
already have spaces to use their mother
tongue 24 hours a day.

Researcher: You mean vou use language
technique?

Sara: Yes.

Researcher: Okay.

Sara: Well, I would =ay I personally prefer
this method. I believe this method works
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HanpuMep. To ecTh, HYEHO PasHEE
METOIE MONPOOHEATE, PAZHEIE EOT

peanBHO, NepenpofoEaTs, A V& IOTOM, 4
He 3HAI0, K Heperofy |

3eprreymi: To ecTs, OHEIH 0ANTaHEH aHA
TiMi CaMad MOCIeTHAT Mepa Ja
monyaaeTcd.

®apuna: [Ja. Hy econ 1 oby=azo
AHTMHACKHE A3EIK KaK HHOCTPAHHEIH A3HIE,
TO KOHETHO Ja.

3eprreymi: Ciz MEKTENTe OKEIFaHMA,
ci3iH aFEUTIIEIH Tidi MyFATIMIHIZ Ci3gig
AHA TiMIHIZT1 #Hi KOJIAHATEH i Me?

®apuaa: Kok, MeHIH MyFamiMaepiM
Ka3ak TUTiH A€ OpEIC TLMiH Je OLTMeHTIH.

3eprreymi: [To ecTs, 0Nap TeK aFEIAMEIR
TiniEge cefnemi?|

®apuaa: Ha, TeK aFEITIEE TITIHAE
cefnemi.

3eprreymi: Myramuaia OITKTLITH
APTTEPY OaFJapiaManaphiHa KATHICKIT
Kepaigiz 6e? Kazipri keage ockHIAHR
DargapraManapFa KaTHCack:s 0a?

®apnna: Ha, KaTEICEIN TYpaMEIH.

3eprreymi: CcrlEnaf dargapaaManapaa
OKYIILIHEIH 3HA TITH KONTAHY Hafm
CYPaKTap TAMKEIAHATE Ma?

®apnpa: bip congaii cemmmapga

TATKEUTAHTEL. [COHZ2, TEK OCKIHAA
TPAMMATHEA VHPETHI EaTKAH Ke3Je aHaa

last resort, when all possible approaches
are exhausted.

Researcher: So. you mean a learner’s
mother tongue is a last resort. Am I right?

Farida: [Ves. Well, if I teach English as a
foreign language. then yes, this is what T
mean|

Researcher: When you were at school, did
your English language teacher often
employ vour mother tongue?

Farida: No, they didn’t. My English
language teachers spoke neither Kazakh,
nor Russian.

- Researcher: You mean, they spoke only
English?

Farida: Yes, they spoke only English.

Researcher: Have you ever participated in
professional development programs
designed to enhance your knowledge and
improve your teaching skills? Do you ever
participate in this kind of programs?

Farida: Yes, I do.

Researcher: Did any of these programs
touch upon the question of using the
mother tongue of learners in English
classrooms?

Farida: I remember the question of

learners’ L1 use was discussed in one
seminar. It was recommended to use
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