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Abstract

Teaching English as a Foreign Language to Deaf and Hard-of-Hearing Students at
One School in Kazakhstan

In 2007, Kazakhstan launched its trilingual education policy which implemented the
significant role of English language learning at all levels of education. Similarly to their
hearing counterparts, deaf and hard-of-hearing (D/HH) students in schools are required to
learn English as a foreign language. However, English as a Foreign Language (EFL)
teachers who lack specialized training in teaching students with hearing impairments are
unprepared to adjust their methodology to meet the unique learning requirements of these
special-needs students. The current study illuminates EFL teachers’ practices in teaching
English to D/HH learners in the context of Kazakhstan. Therefore, the study is geared to
answering the following two research questions: 1) How do EFL teachers teach English to
D/HH students? The first question includes three sub-questions: What are the teaching
techniques used in English lessons? What are the strengths that help EFL teachers to teach

English to D/HH students? What are the challenges faced by EFL teachers in teaching

English to D/HH students? 2) How does the school community support EFL teachers? This

qualitative case study is built around Engestrom’s (1987) The Activity System Theory
Model. Two EFL teachers and a speech therapist from one school participated in semi-
structured interviews. To enhance the data, five forty-minute English lessons in primary
and secondary schools were observed. The findings revealed the challenges emerged in
EFL teachers’ practices; these were related to professional development, English
curriculum development, teaching techniques, classroom arrangement, and technical
equipment. There were also positive aspects of EFL teachers’ responses: vitality and the
motivation of D/HH students towards English learning and colleagues and D/HH students’

support. The implications of the current paper are to attract the attention of the Ministry of

Vi
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Education and Science of Kazakhstan to support EFL teachers by developing and

implementing in-service training on teaching hearing-impaired students.
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AHaaTna

AFBLUIIIBIH TiTiH met Tidi peringe Kazakcrangarsl 0ip MekTenTe ecTiMEeHTIH JKoHe
Halllap eCTUTIH OKYILIbLIApPFa yiipery

2007 >xpuel Kazakcrania aFbUTIIBIH TUTIH OKBITYFA MAaHBI3/AbI pOJI aTKapFaH « Y III TYFBIPIIbI
TiJ casicaThl» OaFaapiIaMachiH eHrize 6actanbl. OCBIHBIH HOTHIKECIHE ecTy KabineTi
YKAKCHI OKYIIBLIAP TOPi3/li ECTIMEHTIH KOHE eCTy KaOlIeTi Halap MEeKTeN OKYyIIblIapbIHa
aFBUIIIBIH TIIH IET TUT PETiHAE OKBITY KapacThIpbUIFaH. JlereHMeH, aFbUIIIbIH Ti
MOHIHIH MyFalliMzepi ecTy KaOiieTi 3aKbIMIaHFaH OKYIIbIIapAbl apHANbI Al bIHABIKCHI3
OKBITHIIT )KOHE €PEKIIIe OKYIIBUIAPBIHBIH O1TiM aly KaKeTTUTIKTepiH KaHaFaTTaH IbIPy YILIiH
KOJIJAaHBICTAFBI 9/lICHAMaHbI OeifiMeyre naifbia emec. by 3eprrey mKyMbIChI
KazakcTaHapIKk KOHTEKCTE €CTIMEHTIH )KoHE ecTy KaOuieTi Hamap OKyIIbUIapFa aFbUIIIBIH
TLJTIH OKBITYaFbl MYFIIIMJIEPIIH TOKipuOeciH Kapactreipaabl. Col ceberTi, 3epTTey
YKYMBICBIH/IA HET13T1 €Ki FBUIBIMH CypakKTap KeTepini: 1) AFBUILIBIH TiJTi TIOHI MyFaliMaepi
SCTIMEHTIH JKOHE eCTy KaOiJIeTi Halap OKyIIbUIap bl Kaslaik oKeITaasl? OCh Cypakka yIi
KOCBIMIIIA CYPaKTap TYBIHAAIbI: AFBUIIIBIH TUTI cabaKTapbIHIa KaHIal OKBITY 9micTepi
naiigananeliaab? ECTIMENTIH KoHE ecTy KaOlleTi Halap OKYyIIblIapFa aFbUILLIBIH TUTIH
OKBITY/IBIH KaHAal TUIMI1 TycTapbl Oap? EcTiMENTIH jkoHe ecTy KabuieTi Hamap
OKYIIbLIapFa aFbUIIIBIH TIIIH OKBITYAa MYFaTIMIEP KaHJal KUBIHBIKTapFa Tan 00aa61?
2) MekTen KOFamMIacThIFBI aFbUIIIBIH TUTI MyFaJIIMJIEpiHEe KaH1al Koijaay kepcetedi? byn
carmasblK 3epTTey KYMbICH DHrecTpoMHBIH (1987) Oencenainik xyiie Teopusiceina (The
Activity System Theory Model ) uerizaenren. EctiMeiiTin »oHe Hamap eCTUTIH Oatagapra
01p MEKTeITe >KyMBbIC ICTEHTIH €Ki aFbUILIBIH TUI1 MyFajiMi MEH JIOTONEIEH KeKe cyx0ar
Kyprisuini. bactaysim xkoHe opTa MeKTenTep i€ KbIPbIK MUHYTTBIK aFbUIIIBIH TLT1 MIOHIHIH
Oec cabakTapblHa KaThICy cyx0aT OaphIChIH/IA aTBIHFAH MOJIIMETTEP Il CEHIM/I TYPAC

xKapusiayra MyMKIHAIK Oepai. HoTmkecinae aFbUIIIBIH TUTI IOHT MYFaTiMIEPIHIH

viii



TEACHING ENGLISH TO DEAF AND HARD-OF-HEARING STUDENTS IX

KYMBICBIHAAFbI KUBIHITBUTBIKTAP KOCIOW MIEOEPIIiKTI JaMbITY, aFbUIIIBIH T1J11 OOMBIHIIIA
OKY KOCIIapbIH KYPY, aFbUIIIBIH TUTIH OKBITYABIH 9/IiCTeMEJIePi, CBIHBINTH YHBIMIACTHIPY
JKOHE CHIHBINTApP 14 TEXHUKAJIBIK JKa0bIKTaP IbIH JKOKTHIFBIMEH OaiJIaHbICThI €KCHIH
aHbIKTapl. COHBPIMEH KaTap MyFaJliMJIEpAiH jKayalTapblH/1a KbI3METTEPIHIH THIM/I1
JKaKTaphl 1a KOPCETII1. AFBUIIIBIH TUTI MyFaTIMIEpl €CTy KaOiieTl 3aKbIMIaHFaH
OKYIIBLIAP/ILIH OMipre JereH KYIITaPJIbIFbIH KOHE aFbUIIIBIH TUIIH YHPEHYre bIHTAChl MEH
Taa0bIH, COHJIali-aK, MEKTENTEr1 0acKa opiNTeCTep/ICH KOHE OKYIIbUIapaH aJIbIHFaH
KOJIQY/Ibl YCTA3/IbIK KbI3METTEPIHIH THIM/II )KaKTaphbl €KEHIITIH aTtan oTTi. by 3eprrey
JKYMBICBI HAIlIap €CTUTIH OKYIIBLUIAP bl OKBITATHIH aFbUIIIBIH TLT1 TOHI MYFaTIMAEPIHIH
OUTIKTUTIKTEpIH apTThIpyFa apHajFaH OargapiamMaHbl eHri3y Makcateinaa Kazakcran

PecniyGnukace! biniM oHe FhIITBIM MUHUCTPJIITIHIH Ha3apblH ayapyra OarbITTalIFaH.
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AHHOTANUA

IIpenonaBanue aHIIMIICKOTO SI3bIKA KAK HHOCTPAHHOIO IVIyXHM M €J1200C/IbIIIAIIM
ydyaummMcs B 0Hoi u3 mkoa B Kazaxcrane
B 2007 rony B Kazaxcrane Hauasia BBOZUTHCS IPOrpaMMa TPEXbA3BIYHOTO 00pa3oBaHus,
KOTOpasl 0TBEJIa 0COOYIO POJIb U3YUEHHIO aHTIUICKOro s3bIKa. B ciencreue 3toro,
HOA00HO CHBIIIAIIUM, IIIyXHe U CIa00CIBIIIANINE YIAIIUECs B IIKOIAaX U3y4aroT
AQHTJIMICKUN S3bIK KaK MHOCTPaHHbIN. OHAKO yYUTENsl aHTTTUICKOTO s3bIKa 0e3
CIEIMaJIbHOM MOATOTOBKH O0YUYEHMIO IETEN C HAPYLIEHUSIMU CllyXa HE TOTOBbI
aJaNTHPOBaTh UMEIOLIYIOCS METOA0JIOTHIO IIPETOIaBaHus, KOTOopasi Obl COOTBETCTBOBaJA
00pa30BaTeIbHBIM IOTPEOHOCTAM UX 0COOBIX yueHUKOB. Hacrosiuee uccnenopanue
paccMmaTpuBaeT NPAaKTUKY yUUTENeH MpernoJjaBaHus aHIJIUICKOrO sI3bIKa MIIyXUM U
ciabocpllIaIMM YY€HUKaM B Ka3aXCTaHCKOM KOHTeKcTe. Takum 00pa3oM, B JTaHHOU
paboTte ObUIM TIOCTaBIICHBI IBa HAYy4YHBIX Bompoca: 1) Kakum oOpazom yuutens o0ydaroT
AHTIIMICKOMY SI3bIKY TIIYXUX U ciaabociplmmanux yaeHukoB? K janHoMy Bompocy ObLIH
e1ie Tpu nojasorpoca: Kakue TeXHUKU NperojaBaHus UCIOJIb3YIOTCS Ha ypoKax
aHTTIMHCKOTO s13bIKa? KakoBbI CUIIbHBIE CTOPOHBI B MPENOIaBAHUN aHTJIUHCKOTO SI3bIKa
[IIYXUM U ciiabocabimamuM yqamumcesi? C KaKMMH CII0KHOCTSAMHU CTAJIKUBAIOTCS YUUTENs
B IIPENOJaBaHUM aHIJIMHCKOTO SA3bIKa TIIYXUM U ciadbocnbimamuM yuyeHukam? 2) Kakyro
MOJJIEP)KKY OKa3bIBAET LIKOJIBHOE COOOUIECTBO YUUTENSM aHTJIMHCKOTO S3bIKa?
Hacrosee kauecTBeHHOE MCCIIEJOBAHUE IIOCTPOECHO HA MOJEIU TEOPUU CUCTEMBI
nesrensHOcTH (The Activity System Theory Model ) Durectpoma (1987). HTepBBIO OBLITH
IIPOBEJCHBI MHAUBUAYAIBHO C IBYMS YUUTEISAMU aHTJIUICKOTO SI3bIKA U JIOTOTIEIOM,
paboTarOUIMMHU C MIIYXUMU U C1a00CbIIAIMMU yYeHUKaMU. C 1eIbI0 I0CTOBEPHOTO
00HapoJ0BaHMsI TAHHBIX, ObUTN MOCEUIEHBI IISITh COPOKAMUHYTHBIX YPOKOB aHTJIMHCKOTO

SI3bIKA B HAYAJIBHOM U CPETHEH mIKoJiaXx. Pe3ynbTaTsl BEISIBUIN, YTO TPYJAHOCTH B paboTe
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yuuTeNeH aHTJIMHCKOTO S3bIKa CBSA3AaHbI C MPO(PECCHOHANBHBIM Pa3BUTHEM, COCTABICHHEM
yueOHOro IJIaHa M0 aHTJIUHCKOMY SI3bIKY, TEXHUKOW MpernogaBaHus aHTIIMHCKOTO S3bIKa,
00CTaHOBKOM KJIACCHBIX KaOMHETOB U OTCYTCTBHEM TEXHHUYECKOI'O OCHAIICHUS B HUX.
Taxxe B OTBeTaxX yuuTesnei ObLIN BBIIEICHBI CUIIbHBIE CTOPOHBI UX JesITeNbHOCTH. TakK,
YUUTENS] OTMETHIIN KU3HECTOMKOCTh M MOTUBAIIUIO YYEHUKOB CO CIIYXOBBIMU
HApYIICHUSIMHU K U3yYCHHIO aHTJIUICKOTO SI3bIKa, HApsiAy C MOAIEPKKOM, MOJIydaeMoil OT
JPYTHUX KOJUIET B LIKOJIE M cCaMUX y4eHHKOB. JlaHHas paboTa HampaBiieHa Ha IPUBJICUCHUE
BHUMaHus1 MuHucTepcTBa 00pa3oBanus U Hayku Pecnyonuku Kazaxcran k co3ganuto
MPOrpaMMbI MOBBIIIEHUS KBATU(UKALIUY 110 00YYSHHIO YIEHUKOB CO CITyXOBBIMU

HapYIICHUAMUA JIA y‘lHTeJ’Ieﬁ AHTJIMHACKOTO SI3BbIKA.
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Chapter 1: Introduction

The current research investigated English as a Foreign Language (EFL) teachers’
experience of teaching English as a foreign language (FL) to primary and secondary school
students with hearing impairments in the Kazakhstani context. In particular, the study
explored the strengths and barriers EFL teachers faced while working with hearing-
impaired students. The strategies they adapted and applied in the classroom setting were
also observed. In addition, the study analyzed the ways the school community supported
EFL teachers teaching these students.

This chapter gives an account of the research that was conducted and outlines the
terminology relevant to the study. Furthermore, the section presents the purpose of the
study, the research questions, and its significance.

1.1.The history of deaf education

Before the 1880s, deaf people were responsible for their own education: they
launched schools with deaf staff and teachers who used sign language (SL) for teaching
such students (Ladd, 2005). However, the history of deaf education encompassed some key
moments when hearing-impaired individuals and their needs were neglected by the
dominant hearing society (Reagan, 2010). One of the epoch-making decisions occurred in
1880 at the Milan Conference where hearing educators of the deaf officially prohibited the
use of SL in the schools for the deaf throughout Europe and North America (Kontra, 2017,
Ladd, 2005; Reagan, 2010; Wilcox, Krausneker, and Armstrong, 2012). These authors
stressed the fact that deaf people did not have any voting rights at that conference and
helplessly witnessed the approval of this detrimental verdict on their language use. As an
aftermath of the Milan Conference, deaf teachers could not continue teaching deaf students
and SL lost its significance as the object of interest among linguists (Wilcox et al., 2012).

Afterward, in order to put a stop to deaf students using SL in the classroom, various
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measures were taken by teachers, for instance, students were forced to sit on their hands or
not allowed to use a manual alphabet (Kontra, 2017). Today, little has changed and deaf
education, as well as policies, has been targeted to help “restore deaf people to society” (as
cited in Wilcox et al., 2012, p. 378).

1.2. Defining terms

Deafness and the Deaf. According to Jacobs, deafness can be defined as follows:
“A condition in which the residual hearing, if any, is not usable, perceivable sounds have
no meaning to the individual” (as cited in Kontra, 2017, p. 36). In society deafness is
commonly seen through the prism of two opposing perspectives: “pathological” or
medical, and sociocultural (Bartha, 2005; Benvenuto, 2005; Kontra, Csizer, & Piniel,
2015; Kontra, 2017; Paul, 2009; Reagan, 2010). The former view of deafness is prevalent
in society and is viewed as a problem that needs to be cured and remediated (Reagan,
2010). This, in Reagan’s opinion, reveals a view which distinguishes deaf people (a lower
case ‘d’) from a physiological perspective, but more than this, it identifies them as being
“inferior to hearing people” (2010, p. 3). When deafness is described as an auditory deficit,
various devices such as hearing aids and cochlear implants are utilized to restore it. In
contrast, in a sociocultural sense, deafness is seen from the anthropological view that
allows some Deaf people (an upper case ‘D’) to perceive their deafness not as a
shortcoming but “as a cultural condition” (Reagan, 2010, p.3). Reagan and other
proponents of the sociocultural view (Dolezalova, 2013; Ladd, 2005; UNESCO, 1994;
Woodward, 1972) stated that deaf people “are not individuals with disabilities but
individuals who are members of other dominated and oppressed cultural and linguistic
groups” (Reagan, 2010, p. 4). In accordance with this vision, Ladd and Lane et al. asserted
that individuals with varying levels of hearing loss have a Deaf identity, and they prefer the
usage of a national sign language to communicate and identify with Deaf culture (as cited

in Kontra et al., 2015, p. 142). The medical perspective towards hearing impairment
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prevails in almost every sphere of social life, especially in education. It is reflected in
language policies and approaches directed towards teaching hearing-impaired students to
speak in order to place them in line with their hearing counterparts (Reagan, 2010).

Deaf and hard-of-hearing (D/HH). Throughout the paper, the term Deaf and
Hard-of-Hearing (D/HH) suggested by Kontra et al. (2015) is used to refer to D as students
who belong to the Deaf community and HH as students with a serious hearing impairment,
and those who are not associated with the Deaf community. Thus, D/HH reflects the
variety of this group of people. In accordance with The International Bureau for
Audiophonology (BIAP), deaf characterizes individuals with 70 or more decibels (dB) of
hearing loss or impairment (Domagata-Zysk, 2013; Hamilton, 2011). Mayberry (2002)
also differentiated severe deaf (70-89 dB) and profound deaf (more than 90 dB). As for
hard-of-hearing, BIAP refers to those with only a slight hearing impairment and residual
hearing ability. Paul (2009) encourages educators to be aware of these categories and to
use them as guidelines to avoid stereotyping students due to their individual linguistic and
psychological characteristics.

Sign language is a natural visual-spatial mode of communication of the hearing-
impaired population (Kellett Bidoli & Ochse, 2008).

1.3. The role of the English language in Kazakhstan

English is recognized as the most influential language around the globe (Dotter,
2008; Weber, 1999) and the position it takes in the era of globalization goes beyond
science, medicine, business, media, and the Internet. Crystal (1997) stated, “A language
achieves a genuinely global status when it develops a special role that is recognized in
every country” (p.2). In view of this, English as a lingua franca in the educational sphere
has risen and is reflected in educational policies throughout the world (Nunan, 2003). As a
multinational nation, The Republic of Kazakhstan also pays attention to increasing the

status of English in education. In 2007, the first President of Kazakhstan Nursultan
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Nazarbayev proposed the implementation of “The Trinity of Languages” project (the
Ministry of Education and Science [MoES], 2010). It proclaimed that Kazakhstani people
were expected to maintain Kazakh as the state language, Russian as the language of
interethnic communication, and English as the means to integrate into the world economic
arena. According to the 2011-2020 state program for educational development in
Kazakhstan, by 2020, 20% of the population is expected to be proficient in English
(MoES, 2010). Moreover, the Road Map for Trilingual Education Development for 2015-
2020 emphasized the use of the three aforementioned languages in schools (the Ministry of
Culture and Sport [MoCS], 2015). Furthermore, these English-language requirements had
an inevitable impact on the Ministry of Science and Education (MoES) policy to update the
country’s educational, affecting not only the content, assessment, and teaching approaches
towards the development of critical thinking, but also the role of English in primary and
secondary schools. Thus, in the 2016-2017 academic year, English became a mandatory
subject from Grade 1 across the country (MoES, 2013; OECD, 2014). To this end, students
with special educational needs (SEN) studying in mainstream schools, including those with
hearing impairments, have been exposed to the changes resulting from the above-
mentioned education policy.

1.4. Education policy and inclusive education

Tomic, Csizer, and Piniel (2018) affirmed that modern educational regulations for
individuals with various learning impairments are implemented through inclusive
education. On this matter, Dotter (2008) claimed:

The ‘inclusive society’ in the area of social objectives, ‘lifelong learning’ in the
area of educational aims and the ‘information society’ as well as the ‘knowledge
society’ in the area of societal development, are catchwords in politics and

education. Their application to deaf education is a disgrace to the authorities of
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many countries of the world, and many deaf people are still struggling for an

adequate basic education and an improvement of their inclusion in society. (p. 97)
Similarly, inclusion in Kazakhstan is one of the priorities on the agenda for educational
reforms (Rollan & Somerton, 2019; Zholtayeva, Stambekova, Alipbayeva, & Yerzhanova,
2013) and it is reflected in state documents such as the 2011- 2020 program for educational
development (MoES, 2010). It promotes “education for all” (p. 4) and the “improvement of
the inclusive education system in school” (p. 35). However, the program fails at presenting
a specific plan for inclusion enhancement in Kazakhstani schools (Rollan & Somerton,
2019). Also, Rouse and Lapham highlighted some concerns related to the dominance of
defectology in the education of students with SEN which attempts to offset the disability
(as cited in Rollan & Somerton, 2019, p.1). Defectology, as a legacy of Soviet pedagogy,
which still prevails in Kazakhstan’s educational sphere, places children with special needs
out of regular and into correctional classes or assigns homeschooling with defectologists
(Rollan & Somerton, 2019). From this perspective, there were cases when hearing-
impaired students were viewed as incapacitated to learn foreign languages, for instance,
Gulati (2013) reported that before 2001 the Ministry of Education of Poland perceived
D/HH students as disabled to learn other than national languages. Likewise, the mismatch
of policy and English teaching/learning practice to D/HH students was recorded in France
(Bedoin, 2011). Thus, as Kassymova, Knox, and Mashan said, policy-making procedures
are hierarchical and the community plays the role of an agent who then executes the
reforms (as cited in Rollan & Somerton, 2019, p. 2).

1.5. Context of the study

According to statistics, in Kazakhstan, there are 6,357 children with hearing loss:
1,917 are deaf and 4,440 are hard-of-hearing (Aitimova & Bekturganov, 2018). There are
24 boarding schools for hearing-impaired students (Aitimova & Bekturganov, 2018) but

English as a subject is not introduced there. Hence, D/HH students learn English in
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mainstream schools and in correctional classes. In 2017, 2,398 hearing-impaired students,
which represent almost 50% of the total number, studied inclusively in 3,873 (55%)
mainstream schools (Aitimova & Bekturganov, 2018). Education for the deaf is divided
into three levels: kindergarten, primary, and secondary schools. After that, Grade 10
hearing-impaired students continue their studies at vocational or training institutions.

Regarding EFL teachers, most of the pre-service programs for them do not provide
them with courses on inclusive education, and as a result, the majority of teachers working
with deaf and hard-of-hearing students graduated from pedagogical institutions majoring in
Teaching English as a Foreign Language (TEFL). Kazakh National Pedagogical University
in Almaty is the only institution in Kazakhstan that provides the specialty of “Deaf-and-
Dumb Pedagogy” (defectology) (Aitimova & Bekturganov, 2018). To recap, there is an
obvious need to increase pre-service teacher training in inclusive education to better
educate these SEN students.
1.6. English curriculum for D/HH students in Kazakhstan

Considering above-mentioned state declarations and their impact on the Kazakhstani
education system, we can see their influence in the English curriculum that has been
assigned by the MoES (2017) for students who are hearing-impaired. These students
studying in mainstream schools have a separate curriculum that has been designed for
students with SEN. The curriculum fails to provide details on the content, learning
objectives, and expected outcomes of teaching English to learners with hearing
impairments. In the following passages, the description of primary and secondary school
English curricula is presented. From September 2018, the model curriculum for SEN
prescribed 1 hour of English per week for profoundly deaf students studying in Grades

zero to four (see Table 1).
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Table 1. Curriculum of primary education for profoundly deaf students
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Table 2. Curriculum of primary education for HH and late-deafened students

Ne Subjects Hours per week by grades | General load, hours
0 | 1 [ 2] 3] 4 |Perweek |Peryear
Invariant Component
I |Language and i
Lot 8 | 91212 13| 54 1811
2 | Russian 4144 12 408
3 | Literature - - 3 3 3 9 306
4 | Kazakh (L2) 2 2 3 3 4 14 470
5 | English 1 2 2 2 2 9 302

Table 3. Curriculum of secondary education for D/HH and late-deafened students

Ne Subjects Hours per week by grades | General load, hours
0 | 1 ] 2] 3] 4 |Perweek |Peryear
Invariant Component
I |Language and i
e 8 | 9 |12]12]13 54 1811
2 | Russian 41 4] 4 12 408
3 | Literature - - 3 3 3 9 306
4 | Kazakh (L2) 2 2 3 3 4 14 470
5 | English 1 212]2]2 9 302

In contrast, hard-of-hearing and late-deafened students learn English for one hour per week
in Grades zero and one and a further two hours in Grades two, three, and four (see Table
2). In comparison, in secondary school, hearing-impaired students from Grades five to nine
have three hours of English and two hours in Grade 10 (see Table 3). Therefore, for D/HH
students, the numbers of hours learning English varies according to their level in school,

which produces mixed results based on their exposure to the language and the severity of

their hearing impairment.
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1.7. Challenges in teaching English to D/HH students

A little is known about teaching English to D/HH students from non-English
speaking countries (Kontra, 2013). In most countries, English is considered as the third
language in the linguistic repertoire of D/HH learners after the SL and the national
language (Bedoin, 2011; Dotter, 2008; Kontra et al., 2015). In the Kazakhstani context,
English is the fourth language (after SL, Kazakh, and Russian) for students who are D/HH.
Kontra et al. (2015) claimed that the weak skills in their first language are one of the
obstacles in teaching English to students with hearing impairments. Teaching English to
D/HH learners does not always mean teaching all four skills. The research pointed to
writing and reading as being the main skills to be taught to D/HH students (Bedoin, 2011;
Domagata-Zysk & Kontra, 2016; Goldberg & Bordman, 1974). Mweri (2016) stated that
deaf individuals acquire a spoken language to have the ability to read and write in it, rather
than to speak it. Writing is considered as the central tool D/HH people need for language
learning via reading and to communicate (Domagata-Zysk, 2013). The success of D/HH
students in learning English depends on the milieu, teaching techniques, and learning
materials (Pritchard, 2013).

1.8. School support given to EFL teachers

Another issue raised by Tomic et al. (2018) in their interview with Croatian language
teachers teaching students with hearing impairments was whether they were pleased with
the support their school provided. Besides materials and technical supplies, school support
involved instructions related to students’ diagnoses. However, in most other cases, schools
fail in providing this type of assistance (Tomic et al., 2018).

1.9. Problem statement

Relying on the background described above, EFL teachers without formal training
teach English to D/HH students in Kazakhstani schools. English is the fourth language in

their repertoire after SL, Kazakh, and Russian which may cause challenges for EFL
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teachers in teaching hearing-impaired pupils (Bedoin, 2011). In addition, most schools do
not assist and educate EFL teachers by arranging seminars on students’ impairments
(Tomic et al., 2018).

1.10. Research purpose

The essential point of this study has been to investigate the experiences of English
teachers on teaching English to hearing-impaired primary and secondary school students in
one Kazakhstani school. In this regard, it was pivotal to explore the strengths and barriers
EFL teachers encounter in teaching English to D/HH learners. Additionally, the study was
aimed at exploring the way the school community provides support to EFL teachers.

1.11. Research questions

This study was geared by the following questions:

1) How do EFL teachers teach English to D/HH students?
SQ: What are the teaching techniques used in English lessons?
SQ: What are the strengths that help EFL teachers to teach English to D/HH
students?
SQ: What are the challenges faced by EFL teachers in teaching English to
D/HH students?

2) How does the school community support EFL teachers?

1.12. Significance and contribution of the study

The significance of the present study on teaching English to D/HH students in
Kazakhstan is threefold. Firstly, it informs the MoES and policymakers about the
challenges EFL teachers need to overcome in their practice. Secondly, the paper gives EFL
teachers an opportunity to reconsider their teaching methods and techniques applied in
their lessons. Thirdly, the issue of teaching English to students with hearing impairments

has not been examined in the context of Kazakhstan and the study fills both this literature
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and research gap. Moreover, the study might encourage scholars, researchers, and linguists
to further investigate issues that impinge on deaf education in Kazakhstan.

1.13. Summary

This chapter has provided significant background information to the matter of
teaching English to D/HH students. The current study includes five chapters. The review of
relevant literature and previous studies are presented in the second chapter. The third
chapter introduces the methodology, where the research design and information on the
participants and site are described. Chapter four reports on the findings and their
subsequent discussion. The answers to the research questions and recommendations for
further studies and for policymakers are placed in the fifth and final chapter. In addition,

references and appendices are included at the end of the work.
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Chapter 2: Literature Review
This chapter brings together existing literature and previous empirical studies on
teaching English to learners who are D/HH. Thus, the chapter attempts to cover the issues
of English curriculum design, assessments, the characteristics of D/HH learners, the
professional characteristics of EFL teachers, communication approaches, pedagogical
strategies for teaching D/HH students, and parental involvement. Additionally, the
theoretical framework for the study has been included.

2.1. The English curriculum for D/HH students

There have been several attempts to define the term curriculum but the most well-
known was proposed in 1997 by Eisner, and it referred to a “series of planned events that
are intended to have educational consequences for one or more students” (as cited in
Moores & Martin, 2006, p. 15). According to Moores and Martin (2006), the educational
curriculum for deaf learners used to be partially or completely detached from the
mainstream curriculum. Regarding literacy skills that deaf learners ought to acquire,
Moores and Martin emphasized the importance of reading and writing in the curriculum
for two principle reasons (2006). Firstly, reading grants hearing-impaired students access
to the subject content. Secondly, priority is given to writing skills development since in the
modern world, learners should be able to manifest their knowledge accurately in the
written form (Moores & Martin, 2006).

An English curriculum can be specifically designed for the hearing and D/HH
population, or it might be specific to deaf students only or adjusted from the main
curriculum for them by the institution or the teachers (Tomic et al., 2018). The following
examples of English curriculum use vary from country to country. For example, in
Indonesia, it has been unified for both mainstream and special schools (Adi et al., 2017).

Nonetheless, it has been modified to meet the learning needs of students with SEN.
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Adapted, special or national foreign language curricula for elementary and middle schools

were used for teaching students with SEN in Croatian schools (Tomic et al., 2018). Tomic

et al. (2018) explained that, in particular, it was rare for Croatian schools to use an adjusted
curriculum, more often it was ‘individualized’ (p. 496). Nevertheless, what was arduous

for language teachers was to distinguish between adjusted and individualized curricula

that, in turn, caused challenges for lesson preparation. In Poland, the national curriculum

on teaching English to hearing students impacts the curriculum for deaf and hard-of-

hearing students (Domagata-Zysk, 2019) and the national curriculum of English has been

adapted and modified in accordance with D/HH students’ learning needs and

characteristics (Domagata-Zysk & Kontra, 2016) (see Table 4).

Table 4. Modified English National curriculum in Poland

National School Curriculum Deaf or hard of hearing student

Knowing language elements in
its lexical, grammar, spelling
and phonetic level

May not learn the pronunciation of
language elements

Student understands
spoken statements

simple

Student needs extra information to learn
the meaning of the words in his/her
national language

Student is able to create basic
oral statements

If a student does not speak in his/her
national language. he/she may use the
form of a chat/mail/short message to
convey the meaning in a spoken context

Student prepares basic written
texts

Student needs more time for instruction
as sign language grammar (visual
language) may interfere with foreign
language grammar (phonic language)

Student has knowledge about
foreign countries and their
culture

Student has knowledge about the life of
deaf and hard of hearing persons in
foreign countries, their achievements,
problems and special events, eg.
Deaflympics.

Polish D/HH students start learning English in Grade 1 and finish in Grade 12 (Domagata-
Zysk, 2013). Komorowska stated the contemporary methodology on teaching English is
mostly grounded on the oral approach which is one of the main challenges for D/HH
students to cope with (as cited in Domagata-Zysk, 2019, p. 283). These Polish scholars

recommended to avoid eliminating spoken materials and tasks and to accommodate D/HH



TEACHING ENGLISH TO DEAF AND HARD-OF-HEARING STUDENTS 13
students’ learning needs through the adjustment of the existing curriculum. The data in
Table 4 touches upon speaking in a foreign language and the knowledge of some cultural
features of the studied language’s country, in this case, Poland. Modifications and
adaptations are built around the use of national spoken language, alternatives for oral
objectives, the provision of additional time, and learning about the Deaf cultures in foreign
countries.

In the context of Norway, in 1997, the National Curriculum was implemented and
English for Deaf Pupils was one of the core subjects (Pritchard, 2013). According to
Pritchard (2013), the first step for deaf children to learn a foreign language was the
introduction of British Sign Language (BSL) in the primary school syllabus. She further
stated that BSL served as a platform to teach writing and speaking to hearing-impaired
children in Grades 1 and 2. Almost a decade later, as Prithcard (2013) wrote, the new
national curriculum was devoted not only to deaf learners but to hard-of-hearing learners
as well. Thus, teaching English to D/HH children started from the first grade of primary
school. It is worth mentioning that the curriculum for D/HH learners did not differ from the
one developed for hearing students. The curriculum targeted the development of writing
and speaking skills together with an introduction to foreign Deaf cultures.

2.2.Assessment

Assessment refers to “collecting evidence and making judgments or forming
opinions about learners’ knowledge skills and abilities” (Green, 2018, p. 2). Besides, there
is a need for a proper assessment to ascertain the effectiveness of teaching strategies (EI-
Zraigat & Smadi, 2012; Pritchard, 2013; Scheetz & Martin, 2006). In this regard, Tomic et
al. argued that assessment was one of the challenges for EFL teachers of D/HH students
(2018). As an example, Croatian language teachers did not actually evaluate D/HH
students’ academic performance in English but rather their attempts to complete English-

language tasks (Tomic et al., 2018). On this issue, Mpofu and Chimenga (2013) argue that
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teachers should not downgrade requirements to assess D/HH students’ educational
attainment. In his opinion, teachers are expected to provide these learners with rational
occasion so they can manifest their progress.

2.3. The characteristics of D/HH students

Considering D/HH students’ impairment of hearing ability, teachers should be aware
of these students’ characteristics to meet their special learning needs (Adi et al., 2017;
Mpofu & Chimenga, 2013). Next the description of cognitive, intellectual, memory,
linguistic, and reading abilities of D/HH students are introduced in order to demonstrate
their competence and desire towards FL learning, and English in particular.

The cognitive abilities of D/HH students

Shortcomings in the linguistic abilities of D/HH children are reflected in their
meager learning outcomes when language skills are tested (Charrow & Fletcher, 1974).
The reason behind this issue is a cognitive deficit of D/HH children, yet studies have
confirmed that “the distribution of intelligence is similar for deaf and hearing populations”
(Charrow & Fletcher, 1974, p. 463). In the same vein, other proponents of this view (Ali et
al., 2017; Mayberry, 2002; Swisher, 1989) have argued against the view of D/HH students
being unintelligent, deeming this assertion to be completely erroneous. Mayberry (2002) in
her chapter on cognitive development of D/HH children described the following elements
of D/HH students’ cognitive characteristics: “Performance on standardized intelligence
tests, visual-spatial and memory skills, language development, and reading development”
(p. 72).

Performance on intelligence tests

One of the tests designed to assess human intelligence is intelligence quotient (1Q)
tests. Before the 1930s, 1Q tests conducted to investigate D/HH children’s intelligence
included a disproportionately heavy verbal format (Vernon, 2005), which produced

inaccurate results and labeling. A non-verbal test that allowed an examination of D/HH
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children’s intelligence that differentiated intelligence from linguistic abilities was
developed later (Vernon, 2005, p. 225). Thereafter, in 1928, the similar I1Q outcomes of
200 hearing and D/HH children were presented (Vernon, 2005). Seventy years later,
Braden also obtained analogous results showing the equality of D/HH and hearing
children’s 1Q indicators (as cited in Mayberry, 2002, p. 87). These developments show that
the performance of D/HH children in the classroom would be similar to that of their
hearing counterparts if their challenges were accounted for by their teachers.

Memory skills

An additional aspect influencing the cognitive development of D/HH students and
their academic achievements is related to their memory skills. As Hamilton (2011)
reported, there are two memory branches responsible for storing information: working
memory (WM) and short-term memory (STM). WM functions to convert information,
while STM operates by saving it; both are pivotal in developing language, reading, and
math skills. There is also a third type called long-term memory (LTM) that is dependent on
the appropriate performance of both WM and STM (Hamilton, 2011). He also stated that a
malfunction in one of them would lead to poor learning skills. The study by Marshall et al.
(2015) indicated that deafness was not the reason for the weak non-verbal memory of
D/HH children. Marshall and his colleagues explained that deafness influenced children’s
linguistic abilities but did not interrupt their WM, despite those children failing in a test
that measured their WM abilities. Bebko (1984) discovered that deficits in sequential
memory, which was responsible for reproducing events or sentences in succession,
hindered the memorization of lists of numbers, words, and images. Kontra et al. (2015)
revealed that the hearing-impaired students in her study faced difficulties with the
memorization of lexical items and sentences; they constantly forgot what had been learned

previously.
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D/HH students also had strengths in their memory skills (Hamilton, 2011). One of
them, the free recall was heightened for D/HH children, and this enabled them to memorize
a list of items in random sequence. The study on free recall by Todman and Seedhouse
pinpointed there was no gap in the results of hearing and D/HH pupils (as cited in
Hamilton, 2011, p. 405). In the language classroom, this ability of free recall of D/HH
students would be advantageous in the presence of a teacher who would, for example,
present new vocabulary in a way that the children could manipulate the words in a variety
of task-based activities.

Language development

The majority of D/HH children grow up in a bilingual environment, having been
introduced to both spoken and sign languages (Hermans, Knoors, Ormel, & Verhoeven,
2008). As statistics show, 95% of deaf children are born to hearing parents and the
remaining 5%, are raised in culturally deaf families (Dolezalova, 2013; Domagata-Zysk &
Kontra, 2016; Kontra et al., 2015; Kontra, 2017; Meier, 1991; Mweri, 2016; Strong, 1988;
Wilcox et al., 2012). On the one hand, due to hearing deterioration, D/HH children have
limited access to the oral language. On the other hand, since parents and school teachers
are not skillful enough in SL, D/HH children do not possess adequate skills in it (Hermans
et al., 2008). As a result, D/HH children do not “acquire native-like skills in one of the
languages” (Hermans et al., 2008, p. 155).

The age when a child’s deafness is diagnosed is vital to acquire the oral form of
language. There are two categories of deafness: pre-lingual and post-lingual (Kontra, 2017,
Reagan, 2010). Pre-lingual deafness refers to individuals who are congenitally deaf or lost
the ability to hear before speech development (Kontra, 2017). Goldin-Meadow and
Mayberry (2001) explain that pre-lingually deaf children are those who are being raised in
a hearing family, and who did not have the opportunity to acquire SL at an early age. Post-

lingual deafness is common for “those who lose their hearing at a later age, learn to speak
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effortlessly, and start their cognitive development via spoken language” (as cited in
Kontra, 2017, p. 36).

Reading development

Considering reading development, the average level of reading ability of D/HH

school graduates is equal to a Grade 6 to 8 level, which according to Mayberry, these
students “do not reach the level required for a person to be considered literate” (2002, p.
72). However, this indicator is not common for the majority of D/HH students since 50%
of them read at the Grade 4 level (Mayberry, 2002; Swisher, 1989) and sometimes Grade 3
(Cawthon, 2001). Interestingly, Mayberry claims that the level of speech development can
be a fundamental explanation for delays in reading for both signing and speaking D/HH
children (2002). SL does not have a sound system, and its grammatical rules vary from the
rules of oral language, thus it was never considered as a tool for reading development. She
concludes by saying that, to succeed in reading, D/HH students should have a solid
foundation in their first language.

The motivation of D/HH students towards English learning

According to Dornyei, motivation explains “why people decide to do something,
how long they are willing to sustain the activity and how long they are going to pursue it”
(as cited in Yunus & Abdullah, 2011, p. 2631). Gardner and Lambert suggested two types
of language learning motivation: “integrative and instrumental” (as cited in Yunus &
Abdullah, 2011, p. 2631). In this regard, Gardner and Lambert defined integrative
motivation is an individual’s eagerness to master a language to blend into the society of
that language. In contrast, instrumental motivation addresses the practical rationale of
language learning such as grades and approval. In view of D/HH students’ motivation to
learn English, several studies were conducted (Yunus & Abdullah, 2011).

Pritchard (2013) and Kontra (2017) agreed there were many factors in the modern

world for D/HH students to become motivated to acquire foreign languages, for example,
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communication with foreigners. The majority of Norwegian teachers who participated in
Pritchard’s (2013) study, emphasized the point that intrinsic motivation arose their D/HH
students’ enthusiasm to learn British Sign Language (BSL), which was a foreign language

for them. In the same manner, “strong will power, determination and self-confidence” (as

cited in Kontra, 2013, p. 107) highlighted Hungarian D/HH learners’ desire towards

English learning. Dolezalova (2013) exposed “patience, encouragement and exposure” (p.

155) as the main elements of her Czech D/HH students’ motivation to learn English.

Hearing-impaired students from non-English speaking countries had similar
intentions to be able to understand and use English. For example, D/HH students from
Hungary mentioned computer games and the use of the Internet as two of these reasons
(Kontra et al., 2015). In the later study Kontra (2017) interviewed 31 Hungarian students
from Grades six to eight about their reasons for learning English and German. Some of
them wanted to continue learning those foreign languages in secondary school, whilst
others highlighted traveling and overseas careers.

To recap, various motives inspire D/HH students to learn English, which in the
future would be beneficial in the workplace. Others connect their desire with the ability to
communicate with foreigners. Despite their impairments students were characterized as
patient, self-confident, and strong-willed by their EFL teachers.

As Vygotsky wrote, “The principles and the psychological mechanism of education
are the same here as for a normal child” (as cited in Rieber & Carton, 1993, p. 112).
Moores and Martin (2006) also stated that “deaf individuals have the same cognitive
potential as anyone else. Deafness sets no limits” (p. 11). Despite the mentioned
intellectual characteristics, according to Swanwick and Gregory, D/HH children are able to
learn languages in the same way as hearing children learn (2008). Also, Swisher (1989)
stated that D/HH learners’ mistakes in English are identical to mistakes made by those

learning it as a FL.



TEACHING ENGLISH TO DEAF AND HARD-OF-HEARING STUDENTS

2.4.The professional characteristics of EFL teachers of D/HH students

The teacher is the one who is considered as one of the most influential change
agents by implementing appropriate techniques and strategies in the classroom to set up
encouraging milieus for students’ learning (Tsuladze, 2015). However, as Tomic et al.
said, “teachers often question their competencies when it comes to teaching children with
disabilities, feel insecure, unsatisfied or even frustrated with teaching performance” (2018,
p. 495). Regarding EFL teachers, Domagata-Zysk (2013) stated that their knowledge
should not be limited by English teaching methods, but rather should be bolstered with
additional education and training on the cognitive and communicative characteristics of
students with hearing impairments. Conversely, a teacher of the deaf who is proficient in
English cannot teach English to D/HH pupils since he or she is not officially qualified for
this profession. Hungarian scholars described an average EFL teacher of D/HH students as
“a young teacher in his twenties...who has a teaching degree in English but does not have
any training or qualifications in teaching people with special needs” (as cited in Bedoin,
2011, p. 170). Additionally, Gardou stated, those teachers were usually women since they
were the ones taking care of children with disabilities (as cited in Bedoin, 2011, p. 164).
Avramidis and Norwich analyzed the literature on teachers’ attitude on the inclusion of
children with SEN and revealed that teachers were unanimously agreed that they preferred
to teach students with mild impairments rather than those with severe ones (2002). In
relation to the Kazakhstani context, teachers were less motivated to teach SEN students
and felt quite negative about doing so (Movkebaieva, Oralkanova, & Uaidullakyzy, 2013).
Indeed, the following anecdotal examples of EFL teachers’ professional characteristics
from various countries support the statement made by the above-mentioned researchers on
the former’s unpreparedness to work with hearing-impaired students.

In the study by Bedoin (2011), 137 EFL teachers took part in the survey and 12 EFL

teachers were interviewed about their practices of teaching D/HH students in France. They
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had the experience of teaching in mainstream and specialized schools. All these teachers
were culturally hearing and only a couple of them were deaf or hard-of-hearing. Bedoin
(2011) emphasized that these language teachers were not ready to educate D/HH learners.
The reason for that was twofold. First of all, French mainstream and special schools did
not obligate language teachers to be certified in teaching SEN students, but they could
qualify on their own. Hence, the majority of EFL teachers were trained to teach hearing
students, and only some of them hold an official document verifying their training in the
field of special education. Another factor was the lack of EFL teachers experienced in
teaching D/HH students means that schools were obliged to hire teachers without any
qualifications. Eagerness and motivation were the triggers for French EFL teachers to
complete training courses in SEN (Bedoin, 2011). Similarly, Jordanian teacher also
showed willingness to attend in-service training courses on deaf education (El-Zraigat &
Smadi, 2012). In general, the teachers were flexible about modifying their strategies and
materials in order to meet the students’ unique learning needs. In this regard, Bedoin
(2011) concludes with a call for training programs for English teachers which would
include a course on deaf culture.

The shortage of EFL teachers of D/HH students is reflected in the research by Adi et
al. (2017) in Indonesia: the scholars interviewed one EFL teacher who worked in a special
school. The interview aimed to investigate the difficulties of teaching in this school and
attempts made to overcome them. Despite, Adi et al. (2017) not providing the background
information on the teacher’s experience and professional characteristics, from the findings
on the challenges in teaching, it can be concluded that the participant’s awareness on
teaching English to D/HH students was low. Besides, this teacher was not skilled and
qualified enough to adapt the learning materials, to give classroom instructions, or to
explain the materials. It seems that this EFL teacher had not attended any training program

on teaching hearing-impaired learners.
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Gulati (2013) was an English teacher in one of the Polish universities. She affirmed
that it was difficult to teach D/HH learners despite the fact that she provided lectures on
education for impaired students. She also emphasized it was not enough for a lecturer on
Surdopedagogics to be familiar the theoretical part of the issue. For this reason, Gulati
started teaching English to students with hearing impairments (2013). Gulati’s opinion is
that even the trainers of deaf education programs should have a firsthand experience of
working with D/HH students to cross-check the theory and practice.

Croatian language teachers with two decades of practice working with disabled
children reported that special training provided only general knowledge on impairments
(Tomic et al., 2018). Tomic et al. highlighted this limitation in training as being
detrimental to language teachers’ perception of students with various impairments (2018).
Also, in his study, teachers complained about the lack of supplementary in-service training.

To sum up, EFL and FL teachers’ characteristics do not alter from country to
country. Their commonly shared challenges are linked to teachers’ incompetence and
unpreparedness to teach D/HH learners, the scarcity of trained EFL teachers, and the lack
of in-service training programs.

2.5. Communication approaches for teaching D/HH students

Brelje distinguished two major methods used to deliver materials when teaching
D/HH students: lip-reading and SL assisted by oral language (as cited in Bedoin, 2011, p.
161). Similarly, Strong also emphasized the role of spoken language and the concurrent
use of oral and sign languages in programs designed for teaching Deaf learners (1988). The
oral approach (oralism), lip-reading, finger-spelling, sign language, and total
communication descriptions are provided below.

The oral approach or oralism

The oral approach was recognized as the communication approach for educating the

deaf population starting from the 1880s (Ladd, 2005). Wilcox et al. (2012) and Lane
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indicated this policy as being one linguistic colonization in its attempt to annihilate SL and
deaf culture (as cited in Ladd, 2005, p. 13) since its philosophy was to adjust the deaf
community into the dominant hearing society (Reagan, 2010). With the hegemony of
oralism, SL and deaf educators were banned in order to “prevent them from passing down
deaf culture to the next generations of deaf children” (Ladd, 2005, p. 13). For instance,
according to Domagata-Zysk (2013), around the 1970s, in German and Polish schools for
the deaf, oralism was dominant in education and some schools even proposed their own
mottos as “Behave well — do not sign” (p. 165). The research shows that in Hungarian
schools, the oral approach prevailed in English and German language classes and, in
general, spoken Hungarian was considered as the first language of hearing-impaired
students (Kontra, 2017). As Bartha (2015) explains, the medical perspective of the
Hungarian stakeholders denies the cultural background of deafness and aims at teaching
D/HH children to speak. In D/HH students’ words, it was challenging for them to speak
and understand speech in their lessons, including foreign language lessons (Kontra et al.,
2015).

In contemporary deaf education, oralism as a policy and an approach is still
dominant (Kontra et al., 2015; Ladd, 2005) but organizations like UNESCO protect and
promote equal rights for education. The Salamanca Statement on Special Needs Education
(UNESCO, 1994) proclaims that “sign language as the medium of communication among
the deaf, ..., should be recognized and provision made to ensure that all deaf persons have
access to education in their national sign language” (p. 18).

Lip-reading or speech reading

Dolezalova (2013), from her own experience of teaching English to D/HH students,
shares that despite wearing hearing devices, students mostly lip-read. English is frequently
foreign to D/HH students, and only 30-35% of its sounds are decipherable from a person’s

lips (Kontra et al., 2015). Moreover, Dolezalova (2013), similarly to Mole, McColl, and
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Vale (2008), assumed that lip-reading involved a large amount of guessing and decoding
on the part of D/HH students, thus teachers should be aware of various words that look
similar when they pronounce them. In Hungary, for instance, lip-reading is one of the
important skills that the oral approach targets for hearing-impaired students to master
(Bartha, 2015). D/HH students revealed it was exceedingly challenging for them to lip-read
(Kontra et al., 2015).

Sign language

There is a commonly shared belief among the culturally hearing population that the
SL used by the Deaf is universal (Kontra, 2017; Marsh, 2005) and primitive (Bartha,
2015). However, contemporary linguists define SL as a “living language” (as cited in
Johnson, 2017, p. 4) which is constantly under change and is comparable to any other
language in the world (Bartha, 2015). Moreover, linguists justified this claim by further
stating that SL is a fully-fledged linguistic system with its own grammatical and syntactical
features (Kontra et al., 2015). There are countries which have switched from medical to
cultural perspective towards deaf education and the strategies used therein. However, the
status given to SL differs from country to country.

There are several countries which have recognized their national sign languages.
Sweden was one of the first countries to formally recognize SL in the form of Swedish
Sign Language as a language in 1981. It was subsequently introduced in the bilingual
curriculum and started to be used as a medium of instruction in schools for D/HH students
in 1983 (Svartholm, 2010). Similarly, according to Pritchard, in the 1990s Norwegian Sign
Language was accepted by Norway and introduced in bilingual educational programs
(2013). Hungarian Sign Language (HSL) has been accepted in Hungary but was not
considered a principle language for schooling (Kontra et al., 2015). The kindergarten or
school was the only place where the majority of Hungarian children learned HSL. It is also

used as one of the subjects taught in secondary schools despite the deficiency of teachers
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proficient in HSL. Importantly, in 2017, the government gave HSL the status of Deaf
society’s language and implemented its use in bilingual programs (Kontra et al., 2015).
Deaf students and the school administration together with teachers are mindful that
students have the opportunity to learn it. However, Bartha (2015) reports on some
teachers’ negative perspectives towards the use of SL. This has a direct affection on D/HH
students’ identity and, as Jim Cummins said, “to reject a child’s language in the school or
anywhere else is to reject the child” (as cited in Mweri, 2016, p. 85).

In the French context, in accordance with Bedoin, French Sign Language (FSL) or
written/oral French are used as a means of communication among the Deaf population in
France (2011). However, Bedoin (2011) highlights that the latter is prevalent.
Unfortunately, the situation on SL use in Indonesia is not as successful as in the above-
mentioned European countries. School principals have prohibited the use of SL in special
schools for D/HH students (Adi et al., 2017). The scholars explain that D/HH students are
taught and learn by using the lip-reading approach. In the same vein, Mweri (2016)
reported on the official recognition of Kenyan Sign Language by the Kenyan Constitution.
However, the Kenyan Sign Language is not considered as the language to be used in deaf
education. As for SL use in Kazakhstan, the situation is unclear.

Sign language in Kazakhstan

The status of SL is recognized by the Law of the Republic of Kazakhstan on Social
Protection of the “Handicapped” dated April 13, 2005 (“The Law of the Republic of
Kazakhstan,” n.d.). Paragraph 2 of Article 28 declares that the government recognizes SL
as a means of interpersonal communication and its use in the learning programs of
educational organizations for hearing-impaired children. However, it is not specified
whether it is Kazakh Sign Language (KSL) or Russian Sign Language (RSL), or both. This
indicates that regulations on language use are managed by hearing individuals with very

little awareness of SL (Wilcox et al., 2012).
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Finger-spelling
An essential component of any SL is finger-spelling which is based on its alphabet

(Haptonstall-Nykaza & Schick, 2007). In other words, finger-spelling is an alphabetic

depiction of words. This manual alphabet is used by educators and D/HH students to spell

names or some words which do not have an equivalent in SL (Kontra et al., 2015). Adi et

al. (2018) reported that in the context of Indonesia the EFL teacher used manual alphabet

to explain the meaning of English words.

Total communication

Another approach is Total Communication (TC), which emerged around the 1970s in
the USA and has been used for teaching D/HH students (Bedoin, 2011). To impart
information, TC is applied in deaf education and embraces the concurrent use of oral and
SL together with written and visual assistance (Bedoin, 2011; Mayberry, 2002; Mayer &
Lowenbraun, 1990). As Kaplan stated, TC is the common mode of communication used in
the classrooms (1996), notably 65% of school programs for students with hearing
impairments practice it (Mayer & Lowenbraun, 1990). According to Denton, hearing-
impaired students’ right “to learn to use all forms of communication available to develop
language competence” (as cited in Strong, 1988, p.114) signifies the legitimacy of the TC
approach, yet Quigley and Kretschmer stated TC is a ‘positive label’ (as cited in Strong,
1988, p. 114) to any program for the deaf without any particular definition applied to the
term TC.

The majority of empirical studies unveiled that teachers, including EFL teachers,
were not proficient in SL (Bedoin, 2011; El-Zraigat & Smadi, 2012; Kontra et al., 2015).
Thus, the oral approach was used widely and classroom communication was hampered.
However, some teachers were able to finger-spell (Kontra et al., 2015). In some cases,
D/HH students supported each other by explaining the teacher’s words and instructions to

those who did not understand the speech (Kontra et al., 2015).
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In conclusion, some of the communication approaches such as total communication
were recognized as being beneficial compared to programs based exclusively on the oral
approach (Strong, 1988). However, some EFL teachers are assisted by sign language
interpreters.

2.6.Bilingual education for the Deaf

Bilingual education for the deaf is defined as an educational approach used in
teaching students with hearing impairments by utilizing sign and spoken languages,
originally formed around the 1980s in the USA, the UK, and Scandinavia (Ladd, 2005;
Swanwick, 2016). It “has never been attempted officially with deaf children” (p. 113)
Strong (1988) stresses, and from the example of American Sign Language (ASL) provides
reasons for the failure of its implementation. Firstly, doubt about ASL as a language
system and the lack of information on statistics of children acquiring it at home were one
of the excuses for its failure. Another relevant issue was the small number of educators
trained to teach hearing-impaired students and who were proficient in ASL. The third
rationale that hindered the formal implementation of bilingual education was the absence
of a written system in ASL as in other sign languages. In general, the literature and
research revealed that in comparison to English, ASL prevailed in the language of children
with hearing and deaf family backgrounds. From the theoretical aspect, Cummins’s (1979)
linguistic interdependence hypothesis supports bilingual education. The hypothesis is built
around the relation between first and second language acquisition (1979). According to
Cummins, skills established in L1 can be successfully transmitted during L2 acquisition.
Those who support bilingual-bicultural models for literacy development in deaf education
in the United States assert that deaf learners with well-developed ASL as an L1 can acquire
English as an L2 via reading and writing without referring to speaking. However, Mayer
and Wells argued that “the situation of the deaf learner of English literacy does not match

the conditions assumed by the linguistic interdependence model” (1996, p. 93). Firstly, as
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it has already been mentioned, 95% of deaf children have culturally hearing parents and
thus children do not have access to their natural language which is SL. Secondly, the
difference between SL as a visual-spatial one and spoken language with an auditory-oral
structure contradicts Cummins’s hypothesis. Thirdly, there is no SL with a developed and
commonly shared writing system. Drawing on the above-mentioned rationales, Mayer and
Wells (1996) concluded that deaf students cannot maintain literacy skills in their L1 which
could be transmitted to the print form of a spoken L2.

As Falkowska (2016) wrote, despite the aforementioned barriers, deaf people are
bilingual, but still, the majority is not proficient in either the state language or SL.
Consequently, successful acquisition of any FL, which is the third language in a deaf
individuals’ repertoire, solely depends on L1 competence. Scholars and educators report on
the low literacy skills of D/HH school graduates due to their incomplete L1 acquisition in
the early years of their lives (Kontra et al., 2015). In the same vein, Kazakhstani D/HH
school leavers are not competent in Kazakh, Russian, and, importantly, in SL (Aitimova &
Bekturganov, 2018). On this issue, Aitimova and Bekturganov blame the educational
programs for D/HH students that have been approved by the MoES of Kazakhstan (2018).

2.7. Methods and strategies for teaching English to D/HH students

There is no commonly accepted methodology on teaching FL to students with
hearing impairments, instead, general teaching strategies that have been adapted to D/HH
students’ learning characteristics are utilized by teachers (Domagata-Zysk & Kontra,
2016). Strategies hinge on the students’ peculiarities and the teacher’s choice, or the
teaching method that prevails at the school. Domagata-Zysk (2016) emphasized the need to
create special methods for teaching D/HH students by adjusting educational materials and
the general methodology into classroom practices in a way that is appropriate to the needs
of these students. Basic FL pedagogical approaches, as well as international practices

related to their adjustment for D/HH students, are presented below.
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Grammar-translation method is one of the traditional techniques in teaching FL.
According to Larsen-Freeman (2000), in general, this method used to be a tool to develop
students’ reading skills and it encouraged them to read books in the FL for pleasure.
Larsen-Freeman also states that the grammar-translation method was utilized by teachers
to help raise their students’ awareness of the grammar of their native language through
learning the grammar of the FL (2000). This, in turn, would maintain students’ writing and
speaking skills in their first language. The approach was valuable for improving students’
cognitive abilities albeit their not being expected to use the FL (Larsen-Freeman, 2000).

Initially, grammar comprehension used to be the prevalent element of FL teaching
but later vocabulary replaced it (Domagata-Zys$k & Kontra, 2016). Domagata-Zysk and
Kontra (2016) state that in the context of deaf education teaching vocabulary is hurdled by
D/HH students’ inability to figure out the meaning of the words (2016). Additionally, these
students’ lexical repertoire in their state language is narrowed. The authors also claim that
for this reason D/HH students face obstacles in learning words in FL. The best way to
teach vocabulary to hearing-impaired students is to provide written form of the words
(Domagata-Zys$k & Kontra, 2016). However, FL teachers should not restrict the students
from the oral form as well.

The grammar-translation approach incorporates such elements as “memorization
and deductive application of rule” (Larsen-Freeman, 2000, p. 20). As she explains,
examples of memorization are cases when learners are asked to learn and memorize a list
of foreign words together with their translations. Memorization is also applicable to the
rules of grammar. In this regard, the deductive application of rule can be applied for
teaching grammar comprehension. For instance, students are given an example of a
particular grammar rule, and they practice it to master its use (Larsen-Freeman, 2000).
Thus, grammar-translation is an approach used in the classroom to practice both

vocabulary and grammar rules.
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Kontra et al. (2015) found that memorization was the dominant strategy used in the
classroom by FL teachers in Hungary. D/HH students were required to memorize foreign
words and sentences. There were, nonetheless, some disadvantages of the grammar-
translation method, as D/HH learners who were interviewed shared this was overwhelming
and too challenging as a result of their forgetfulness (Kontra et al., 2015).

Audio-lingual method is a teaching approach that is heavily based on speaking
and targets new vocabulary via “repetition drills ’ (Larsen-Freeman, 2000, p. 48). A
repetition drill, as Larsen-Freeman says, occurs when learners duplicate what has been said
by the teacher in an accurate and quick pace (2000).

Suggestopedia is another pedagogical method that suggests the use of various
games and singing activities (Larsen-Freeman, 2000). Here, the conducive and friendly
environment created by the teacher, and the pleasant activities inspire students to be a part
of the learning process without any hesitation on their part.

Facilitative strategies are reflected in visual tools, visual organizers, and pictures
for representing the vocabulary, and instructions on the board or other instruments which
assist the teaching/learning process of students who are D/HH. Thus, Bedoin (2011)
revealed that EFL teachers in France gave preference to a couple of effective strategies,
specifically language adjustment for D/HH students’ needs, and printed visual materials,
such as pictorials and video clips. Gulati (2013) in her English teaching practice used a
scanned version of the textbooks on an Interactive Board for her D/HH students’ ease to
better follow the lesson. With the help of this Interactive Board, Gulati demonstrated
various Webpages, short video clips, and films. The video player functions allowed her to
pause films and turn the subtitles on to better facilitate her D/HH students’ understanding.
The language of the films was English and they were about Deaf society. For teaching
grammar to D/HH students, Jimmy Challis Gore and Robert Gillies proposed the

Manipulative Visual Language (MVL) approach (as cited in Kalivodova, 2013, p. 23). The
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MVL allows English grammar elements to be reflected on a surface with the help of
various colored shapes. Adi et al. (2018) found that EFL teachers in Indonesia gave
preference to white board use, rather than to the projector. For explanations the EFL
teacher applied used instructions written on the whiteboard.

Other teaching strategies. Thorough lesson plan design was one of the strategies
applied by Croatian teachers to teach English to D/HH learners (Tomic et al., 2018). In this
regard, they used differentiation techniques by developing several variants for the same
task to cater to classes of students with dissimilar hearing impairments. Importantly, they
simplified and condensed the all learning materials, topics, tasks, sentences, and readings
(Tomic et al., 2018).

2.8. Classroom arrangement and technical equipment

The classroom setting and technical equipment are pivotal features that influence
D/HH pupils’ success in learning an FL. Generally, the environment is expected to be
friendly and encouraging to promote high linguistic achievements (Domagata-Zysk, 2013).

According to El-Zraigat and Smadi (2012) most school buildings in Jordan where
D/HH students studied were not built to meet these students’ needs. For example, the
classrooms were not designed to muffle the noise emanating from them, and did not allow
for the appropriate arrangement of the students’ desks (El-Zraigat & Smadi, 2012). The
optimal placement of the desks in a classroom should be in a horseshoe shape since this
enables hearing-impaired students to see each other (Domagata-Zysk, 2019; El-Zraigat &
Smadi, 2012).

Regarding the technical equipment, El-Zraigat and Smadi (2012) wrote that
Jordanian schools for hearing-impaired students did provide projectors and computers, but
teachers, surprisingly, did not use them in class.

2.9. Parental support
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According to Tomic et al. (2018), inclusive education occurs when stakeholders

(the administration, teachers, parents) are engaged and cooperate with each other. Croatian

language teachers highlighted moments of excellent partnership, but sometimes parents’

unwillingness to collaborate pointed to their negative perspectives towards the impairment

of their children (Tomic et al., 2018). In El-Zraigat and Smadi’s (2012) study, Jordanian

parents did not attend school meetings and did not show any interest towards their

children’s learning achievements, even though teachers repeatedly invited them.

2.10. Theoretical framework

Engestrom’s (1987) Activity System Theory model “does offer researchers and
practitioners a holistic interpretation of a real-world situation that is comprehensive and
clear” (Hasan & Kazlauskas, 2014, p. 11) and I have used it to build a theoretical
framework around the issue of teaching English to D/HH students in Kazakhstan,
specifically to investigate EFL teachers’ practices beyond the classroom setting.

This model is broadly described in Lawrence’s (2014) study that is devoted to
exploring the teaching experiences and perspectives of teachers of the Deaf in Uganda.
According to Lawrence, German Ideology, as well as Marx and Engel, Vygotsky,
Leontiev, and Luria influenced the activity system theory (2014). Regarding the name of
the theory, Vygotsky explained activity as a deliberate process achieved by an array of
actions accomplished by tools, where tools refer “to the most significant tool for
collaborative human activity” (Hasan & Kazlauskas, 2014, p. 9), which is language. Thus,
the initial activity system was expressed through the concept of mediation, which focused
on the interaction of agents within the activity system: subject (“human doer”), object (‘the
thing being done”) (p. 9), and mediating artifact (“tools, beliefs, discourses”) (p. 9).
Yamagata-Lynch and Haudenschild define subject as the agents within the activity that
assist the object to achieve the goal (as cited in Lawrence, 2014, p. 67). In this sense, the

object is the subject’s rationale to be a part of the activity; meanwhile, tools are reflected in
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intellectual and/or material instruments applied by the subject to achieve the targets
assigned to the object (Lawrence, 2014).

Meanwhile, Engestrom’s model of the activity system differentiates the actions of
an individual and a community in general and embraces particular transferable elements
which are: instruments, object, community, rules, outcome, subject, and division of labor

(Hasan & Kazlauskas, 2014).
Instruments
fF
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Figure 1. The Activity System Theory Model by Engestrom (1987)

Lawrence (2014) assigned each of the elements in accordance with the purpose of her
study as the following: subject was the teacher; instruments stood for methods and sign
language; object referred to teaching; division of labour included the roles of parents,
teachers, deaf adults, interpreters, and in-service skills training; community involved other
teachers, peers, parents, deaf adults, and interpreters; rules represented policies at national
and school levels; outcome was perceived as the role of deaf students in the social and
academic life of the school.

As for the present study, Engestrom’s model served to display the case of teaching
English to D/HH students in the Kazakhstani setting. Some of the elements remained the
same as in Lawrence’s (2014) research but several were modified in accordance with the

current research questions: 1) How do EFL teachers teach English to D/HH students? The
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first question involves three sub-questions: What are the teaching techniques used in
English lessons? What are the strengths that help EFL teachers to teach English to D/HH
students? What are the challenges faced by EFL teachers in teaching English to D/HH
students? 2) How does the school community support EFL teachers? Therefore,
implication of the Engestrom’s model of the activity system as it relates to the case of
instruments are teaching practices, techniques, classroom arrangement, and sign language;
subject refers to EFL teachers; object means teaching English to D/HH students; rules
remain the same — national and school policies; community indicates the school context,
and other teachers of D/HH students; whereas division of labour signifies the roles shared
by parents and teachers. Finally, the outcome describes the English teaching process, as a
result of the subject, i.e. EFL teachers.

2.11. Summary

The literature review section comprises the existing literature on EFL teachers’
experience teaching D/HH students. The international studies covered in this chapter
considered matters related to English curriculum development, the characteristics of both
D/HH students and EFL teachers, the role of the school community, and various
techniques and adjustments that have been useful in teaching hearing-impaired children.
On the contrary, in Kazakhstan, the phenomenon of teaching English to D/HH learners has
not been investigated at all. According to Aitimova and Bekturganov (2018), 70% of
hearing-impaired children in Kazakhstan are born from hearing parents. In this light, each
of them deserves to be educated via the methods that have been painstakingly developed
within the modern international education system, including that which promotes their

knowledge of English.
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Chapter 3: Methodology

Whilst the previous chapter reviewed the relevant literature, the ongoing chapter
describes the methodology and its justification for gathering the data on EFL teachers’
practices of teaching English as a FL to D/HH students in Kazakhstan. In addition to the
research site, the chapter expands upon the participants involved in the study. The
description for research design, instrument, and procedures for data collection, and the data
analysis are also provided in this part of the paper. In addition, the ethical considerations
and presents methodological limitations are specified.

3.1. Research design

The research questions aimed to guide the present study, namely 1) How do EFL
teachers teach English to D/HH students? The first question includes three sub-questions:
What are the teaching techniques used in English lessons? What are the strengths that help
EFL teachers to teach English to D/HH students? What are the challenges faced by EFL
teachers in teaching English to D/HH students? 2) How does the school community
support EFL teachers?” required the application of a descriptive qualitative methodology
for several reasons. Firstly, according to Hatch (2002), a qualitative approach allows “the
exploration of human behaviors within the contexts of their natural occurrence” (p. 7).
Secondly, in Creswell’s opinion, views of the participants will not be restricted by
predesigned instruments or closed-ended questions (2014).

The case study method was applied as a relevant type of a qualitative inquiry to
explore teachers’ experience of teaching English as a second language to D/HH students.
The rationale for design choice is that case study establishes in-depth investigation by
portraying lived experiences, thoughts, and feelings for a particular situation (Cohen,
Manion, & Morrison, 2011; Rossman & Rallis, 2012; Rowley, 2002; Yin, 2014).
Moreover, Yin (2014) emphasized that “a case study is an empirical inquiry that

investigates a contemporary phenomenon (the “case”) in depth and within its real-world
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context, especially when the boundaries between phenomenon and context may not be
clearly evident” (p.16). In this regard, English teachers’ practices of teaching English to
students with hearing loss is viewed as a phenomenon in the Kazakhstani context.

3.2. Research site

A mainstream school in Akmola region, Kazakhstan, was selected as a research site
for several reasons. Firstly, it is characterized as inclusive with correctional classes where
D/HH students study. Secondly, the school operates in the humanitarian-linguistic
direction and, regarding the medium of instruction, it practices trilingual education policy
which includes Kazakh, Russian, and English languages.

3.3. Research sample

Purposeful sampling was chosen to conduct the study in as much as the site and the
participants were selected intentionally in order to understand the central phenomenon (as
cited in Creswell, 2014, p. 228) of teaching English to D/HH students of elementary and
secondary schools. Considering the fact that English teachers teaching students with
hearing impairment are few, the sample is limited. Bedoin (2011) stated that most studies
on teaching EFL to D/HH learners conducted in various European countries engaged one
or two English teachers as a sample. Hence, the present study also involved only two
teachers. As there were ten grades in the school where D/HH students studied, one of the
participants worked with primary school students (Grades zero to three), whereas the other
one with secondary school students (Grades five to ten).

Despite it was planned to involve two English teachers at the initial stage of the
study, during the interview with one of the EFL teachers a speech therapist who worked at
the site got involved into the discussion. I did not interrupt her, since her opinion became
the source of the rich data. However, it was not a holistic interview as in the case of two

other participants. As a result, research results are based on three participants’ answers.
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3.4. Data collection methods and instruments

The present qualitative case study utilized triangulation of methods in order to acquire
credible findings. In this regard, Creswell (2014) advocated that “multiple sources of
information, individuals, or processes” (p. 283) validate findings. Thus, the study included
such instruments as semi-structured one-on-one interviews and in-class non-participant
observations.

3.5. Interviews

The data was collected with the help of semi-structured interviews (see Appendix
A), which are not highly structured and according to Fontana and Frey, “one of the most
powerful ways in which we try to understand our fellow human beings” (as cited in
Creswell, 2014, p. 60). During the semi-structured interviews, two teachers were given an
opportunity to talk freely on topics and questions on teaching English to D/HH students.
This qualitative instrument was applied by asking general and open-ended questions and
using a tape recorder to record the answers. Open-ended questions freed the participants
from limited perspectives of the researcher or previous research findings in order to allow
them to narrate their experiences. One-on-one form of interview allowed the researcher to
talk to one participant at a time.

3.6. Observations

Observations allowed getting “open-ended, firsthand information by observing
people and places at a research site” (as cited in Creswell, 2014, p. 235), particularly
teachers conducting English lesson to their hearing-impaired students. According to
Creswell (2014), the role of a non-participant observer makes it possible for the researcher
to visit the school and “record notes without becoming involved in the activities of the
participants” (p. 236). “A broad-to-narrow perspective of observation” (p. 238) was used to
get a general sense of the school and classroom where the lessons were held. Firstly, the

broad perspective intended to observe the whole school in general in order “to get a
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general sense of the site” (Creswell, 2014, p. 237) and environment where the hearing
impaired students study. Secondly, a narrowed perspective of observation includes the
researcher sitting in the back of the classroom and making notes on a classroom setting and
teacher-student communication. Observational field notes “the data recorded during an
observation” (as cited in Creswell, 2014, p. 238) described the setting, activities, personal
reactions (see Appendices D and E). Lesson observations in Grades zero, three, five, siX,
and eight were conducted in order to compare English lessons and techniques teachers
used in primary and secondary schools.

3.7. Data collection procedures

The data collection procedures started in December 2018 after the study was
reviewed and approved by NUGSE Research Committee and lasted for two weeks. |
visited the selected school beforehand in September 2018 to find more details about the
potential participants and the site in general. During the visit, | met the Deputy Director of
correctional classes, who became a gatekeeper and whose support and trust was won
(Creswell, 2014). The reason for choosing the school as the site and the purpose of the
study were explained orally to her.

The next step was getting access to the site. Before collecting the data, the Principal
of the targeted school was contacted. Meeting the Principal in person, | provided a letter
given by NUGSE and, by explaining the study’s aim and benefits the school might gain
from the research, the study was approved.

The process of recruitment was held mainly with the help of the gatekeeper. Firstly,
the gatekeeper introduced me to two English teachers. The teachers were given a brief
description of the study and were asked to take part in it. After receiving the participants’
agreement, the final step was the negotiation of time and place.

The interviews were held with English teachers firstly then in-class observation

took place. Interviews were held at a convenient time for the participants in the school, in a
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classroom or some other places familiar and comfortable to the participants. Interview with
teachers was accompanied by informing about the study and providing the Informed
Consent Form (see Appendix F). After signing the Informed Consent Form, the interview
with the teachers started. The teachers were asked about preference in language for the
interview (Kazakh, Russian or English). Thus, the Russian language was chosen by the
participants. Also, the researcher got permission to record the answers on the tape recorder.
The interviews with two English teachers lasted about half an hour each.

At the end of the interviews, all the participants were thanked for participation and
were given souvenirs as a token of gratitude.

3.8. Ethical considerations

The Informed Consent Form is a focal point of any research in as much as the
participants, as Frankfort-Nachmias and Nachmias emphasize, “are going to be exposed to
any stress” (as cited in Cohen et al., 2007, p. 52). For this reason, participants of this study
were given a hard copy of the Consent Form (see Appendix H) with detailed information
about the study, its aim, probable risks, and benefits. The most crucial part in the Consent
Form is that participation was voluntary and the participants could withdraw at any time
during the study. In addition, the teachers were asked to read the Consent Form thoroughly
and feel free to ask questions for clarifications. I guaranteed the participants’ anonymity
and confidentiality. Names of the participants have not been presented in the study report.
Instead, they have been replaced by codes or pseudonyms and the school’s name was not
mentioned at all. The school is referred to as “one school in Kazakhstan”.

All the interviews were tape recorded on my smartphone. The smartphone was
locked by a fingerprint so no one could have access to the recordings. When the data was
collected, all the interview recordings were transferred from the smartphone to my laptop.
After doing so, the recordings were deleted from the smart phone’s storage. Access to the

laptop was also protected by a password. Consequently, all the data was kept in
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unapproachable place — my personal locker. The collected data was viewed only by me and

the supervisor. By the period of submitting the thesis, all information including the

participants’ names and the site had been eradicated.

3.9. Data analysis

The obtained data from semi-structured interviews and in-class observations were
analyzed in a qualitative way by applying the threefold diagnostic approach (Miles,
Huberman & Saldana, 2014). Thus, the analysis in this thesis study was carried out in the
next three stages: “data condensation, data analysis, and drawing and verification of
conclusions” (Miles et al., 2014, p. 31).

According to Miles et al., data condensation is considered as simplification of the
entire paper-based or audio-taped evidence obtained from the data collection process
(2014). In view of this, the recorded interviews and lesson observation notes were
transcribed manually (see Appendix ). Regarding data analysis, in accordance with the
research question transcriptions were coded by themes emerged from the participants’
responses (see Appendix J). Considering the fact that the interviews were conducted in
Russian, | translated them in English in order to cross-check the correctness of the coding
procedure with the supervisor. However, | mostly referred to the original transcript. At the
last stage, after coding two interviews there was a list of 46 codes. Later similar codes were
combined into categories. As a result, | end up with 7 thematic categories which are
presented in the Findings and Discussion section.

3.10. Summary

The chapter provides the reason behind the choice of the qualitative case study
research design. This particular approach assisted to get insight into EFL teachers’
experience of teaching D/HH students in Kazakhstan. To obtain the data, one-on-one semi-
structured interviews were used together with 40 minutes in-class observations in grades of

primary and secondary schools. Thus, two EFL teachers and the speech therapist were
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interviewed in the school they worked at. Ethical considerations were taken into account

throughout the entire study.
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Chapter 1V: Findings and Discussion

This study investigated EFL teachers’ experiences teaching English to D/HH
students in Kazakhstan. The semi-structured interviews together with in-class observations
were used to address the following questions of the study: 1) How do EFL teachers teach
English to D/HH students? The first question included three sub-questions: What are the
teaching techniques used in English lessons? What are the strengths that help EFL teachers
teach English to D/HH students? What are the challenges faced by EFL teachers in
teaching English to D/HH students? 2) How does the school community support EFL
teachers?

The current chapter includes the key findings obtained from two in-depth
interviews and one incomplete interview from a participant who initially was not a part of
the research sample. The findings and discussion are displayed in accordance with
Engestrom’s (1987) The Activity System Theory Model, which demonstrated a considerable
relationship between the EFL teachers, D/HH students, the school community, and
teaching processes. Thus, the challenges and barriers EFL teachers faced in their practice,
teaching techniques applied by EFL teachers, and school support provided to EFL teachers
are reflected in the seven themes that emerged from the study: rules, subject, object,
instruments, community, division of labour, and outcomes (Hasan & Kazlauskas, 2014;
Lawrence, 2014).

4.1. Subject

According to Yamagata-Lynch and Haudenschild subjects refer to “participants in
an activity motivated towards a purpose or attainment of the object” (as cited in Lawrence,
2014, p. 67). In this study, two EFL teachers and a speech therapist (from now on coded as
T1 and T2, ST respectively) were identified as subjects whose activity was targeted in

teaching D/HH learners. The findings specified below are mainly built around EFL
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teachers’ professional background, challenges in professional development, and their low
motivation.

4.1.1. The professional background of the participants

The research participants, T1 and T2, were females, culturally hearing, and both
majored in “English as a Foreign Language”. They were the only EFL teachers working in
correctional classes at the school. At the time of the study, both had had six years of
general experience teaching English to hearing students. However, T1 had had a year and
three months experience of working with D/HH students in a secondary school (Grades 5-
10), whilst T2 started teaching hearing-impaired students in a primary school (Grades 1-3)
in September 2018 which only gave her four months of experience. The third participant,
ST, also was a female and culturally hearing. She taught D/HH students in an individual
manner. ST did not provide any information about her background since she accidentally
dropped into the interview after it had begun because of her interest and in the same way,
she left the discussion early. Concerning their linguistic background, ST was fluent in
Kazakh and Russian which was noticeable from the way she switched between these two
languages during the interview. T1 and T2 were fluent in Kazakh, Russian, and English but
not proficient in SL. Despite this deficiency, as T1 explained, she gave classroom
instructions by using some general signs:

| know some of the signs. For example, signs like ‘to learn’ and ‘at home’, and the

ones used by students for asking permission to go out. But in general, I don’t know

how to sign.
The knowledge of similar signs was echoed in T2’s response: “I am familiar with some of
them, mostly those that are useful in the classroom, the basic ones.” The participants’
ability to use these core signs was helpful only in the case of giving instructions but was
insufficient for context explanations. Nevertheless, T1 and T2 knew that their knowledge

of the manual alphabet used in Russian and Kazakh sign languages was useful to
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demonstrate the English sounds or spell the words. The participants were able to finger-
spell which was discerned from in-class observations, for instance, in Grade 0 one of the
D/HH students had difficulties of saying the word ‘car’. In order to help him, T2 finger-
spelled Russian [K] and [a] sounds. Consequently, the student was able to say the word
accurately.

In this study, the Kazakhstani EFL teachers’ characteristics corroborated the
findings discussed in studies conducted in non-English speaking countries by Adi et al.
(2017), Bedoin (2011), Domagata-Zysk (2019), Pritchard (2013), and Tomic et al. (2018).
Firstly, T1 and T2 were young female teachers, which in Bedoin’s (2011) opinion, is the
common tendency in special education. Moreover, they were not prepared to teach D/HH
students since they were not officially qualified to do so (Bedoin, 2011; El-Zraigat &
Smadi, 2012; Pritchard, 2013). Secondly, similar to almost all EFL teachers who
participated in studies on teaching D/HH students (El-Zraigat & Smadi, 2012; Tomic et al.,
2018), T1 and T2 were culturally hearing and not proficient in SL. Nevertheless, similarly
to the case of Indonesian EFL teachers (Adi et al., 2018), the skills the Kazakhstani
teachers of the current study possessed in finger-spelling were helpful in utilizing the
manual alphabet to explain the English sounds and words to D/HH students. To sum up, as
Bedoin (2011) explained, due to the shortage of trained teachers with a knowledge of SL,
teachers without any experience of teaching students with hearing impairments were
employed to teach in mainstream and special schools in France. This was the situation that
the findings of the current study revealed in the Kazakhstani context.

4.1.2. The lack of motivation of EFL teachers toward teaching D/HH students

One of the most sensitive questions the participants were asked about was their
attitude towards their learners. It the beginning of their teaching career, these EFL teachers
experienced empathy towards their unique D/HH learners. At this point T1 described how

she felt:
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Initially, it was very scary because of the lack of any knowledge of sign
language on my part. | feel cautious towards them, |1 mean, | empathize

with them. In the beginning, it was painful for me, very painful.

This showed the anxiety and deep emotional feelings T1 experiences, but T2 highlighted
the challenges in communication: “When I was teaching them for the first time, it was
difficult for me because I did not understand them, and they did not understand me.” In
both cases, it was seen that EFL teachers focused on the lack of communication. However,
this could be the reason why other EFL teachers in the school refused to teach hearing-
impaired students.

During the interview with T2 and ST, the issue of EFL teachers’ motivation
towards working with D/HH students emerged. ST was quite emotionally expressive on
the EFL teachers’ experience and their low interest in teaching D/HH learners:

It really hurts that you are losing interest (pointed at T2). You will work for

one or two more years, and then it will not be interesting anymore because

there is not any response. The interest will be related only to money.

T2 agreed with this statement and said it was a common topic among other EFL teachers
working with hearing students in the school: “Indeed, none of the English teachers wants
to work in correctional classes because, as they say, ‘I do not want to teach them because
they do not understand me’.” This excerpt indicated EFL teachers’ reluctance towards
teaching D/HH students. In this regard, what Movkebaieva et al. (2013) revealed in
Kazakhstani teachers, namely their negative attitude and weak motivation towards students
with SEN, seem to be true.

4.2. Object

According to the activity system theory model, an object is considered as “the goals

of an activity or the subject’s motive for participating in an activity” (Lawrence, 2014, p.
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67). In the present study’s context, object is referred to as D/HH students and their
cognitive characteristics and motivation to learn English.

In the observed grades (zero, three, five, six, and eight) of primary and secondary
schools, the number of D/HH students per grade was small — from five to eight students.
The majority of them wore hearing aids, but there were students without those devices who
remained silent during the class.

4.2.1. The weak memory abilities of D/HH students

One of the findings that emerged from the interview with T1 was related to the
memory abilities of D/HH student. “They forget everything so fast,” she said when | asked
her about the challenges her students faced in learning English. This particular obstacle
appeared in this participant’s responses several times. Firstly, T1 stated that after a couple
of lessons D/HH students forgot what had been learned. As she explained, this occurred
due to the students’ memory which was not longitudinal as was indicated in their deafness
diagnosis. For this reason, she did not want to overwhelm her students. As an example of a
method she used to overcome this difficulty during student assessments, T1 said: “I allow
them to refer to their copybooks, just a little bit, to let them complete the test.” During my
observations in secondary school, I witnessed D/HH students forgetting the words they
learned at home. The students were invited to approach the blackboard to be checked on
their vocabulary knowledge, and many of them spent several minutes recalling a particular
word. Regarding primary school, T2 did not mention this issue due to the lower level of
her students’ English, but the lesson observations in this school revealed that the D/HH
learners tended to forget English letters and words. Besides, during the lesson, which was
40 minutes long, Grade 3 students were writing the letter ‘I’ and coloring a picture of the
object that started with this letter, namely ‘ice-cream’. For homework, these students were

asked to memorize the letter ‘I’ and the word ‘ice-cream’.



TEACHING ENGLISH TO DEAF AND HARD-OF-HEARING STUDENTS 46

It has been proved that D/HH children’s diagnosis, particularly of deafness is not
the reason behind these children’s weak memory (Marshall et al., 2015). However, the fact
that hearing-impaired children’s working and sequential memories are weakened, seems to
corroborate with T1 and T2’s responses (Bebko, 1984; Marshall et al., 2015). There was
ample evidence of this in the study conducted by Kontra et al. (2015) when she and her
colleagues highlighted D/HH students’ forgetfulness of words. However, being afraid to
overwhelm D/HH students, T1 and T2 did not challenge the students’ intellectual abilities
enough. There are strengths that exist within D/HH learners’ memory, such as free recall,
which makes it possible for the students to memorize the items in a random order
(Hamilton, 2011), should be considered by teachers when planning their lessons.
Moreover, Moores and Martin (2006) and Vygotsky (as cited in Rieber & Carton, 1993, p.
112), claimed that deafness does not limit the intellectual potential of hearing-impaired
students. To enhance these students’ interest towards learning English, it would be
beneficial to spend 40 minutes of each lesson on various activities which would engage
them further. This could be better attained if EFL teachers attended special training
sessions or did some research on their students’ weak and strong cognitive characteristics,
as the knowledge gained could guide the former to use methods that would more
effectively teach English to these students.

4.2.2. The vitality and motivation of D/HH students

T1’s sensitive attitude towards D/HH students has already been mentioned in a
previous section. When | asked her to describe her students, T1 compared them to
culturally hearing students:

Hearing-impaired students have a strong aspiration for life, and they want

to discover and learn everything. They are more interested in learning

things than ordinary children. I got the impression that these children are

very studious. They try to learn everything — it amazed me.
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From this excerpt it seems that the participant valued the D/HH students’ desire to learn

and compared these characteristics to those of hearing students’. Being isolated from the
majority of opportunities present in the hearing world, and in spite of their impairments,

D/HH students strove harder than their hearing counterparts to attain the knowledge

provided by their teachers. Furthermore, these students possessed the inner desire to learn

new things, and English as a foreign and new language was not an exception:

This year, Grade 5 joined the secondary school and they faced new

teachers, and an unusual language [English] for them. This is exciting

for them. We started with learning sounds, and they liked it — they still

like it (T1).

There were several studies which emphasized D/HH students’ enthusiasm and the
strengths they showed when learning English (Dolezalova, 2013; Kontra, 2013; Pritchard,
2013). These students were characterized as individuals with determination and inner
strength.

In the same vein, T2 described primary school D/HH learners’ interest: “They
know the numbers from one to ten in Russian, but when they learned them in English, they
became more interested.” Moreover, learning the numbers was not the only reason for an
increase in primary school D/HH students’ interest: “They have an interest in activities.
We sang a song, at that time their interest was even more obvious.” Another factor that
raised students’ motivation was grades: “They like grades. They are motivated to get high
grades,” said T2. Gardner and Lambert defined this type of motivation as instrumental,
where students learn a FL to obtain good grades or to be praised by their teachers (as cited
in Yunus & Abdullah, 2011, p. 2631).

In some cases, as T1 shared during the interview, D/HH students were motivated to
learn English in order to understand the instructions of computer games. This desire of

Kazakhstani D/HH students to learn English in order to be able to understand computer
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games exposes, as Gardner and Lambert defined it, their integrative motivation (as cited in
Yunus & Abdullah, 2011, p. 2631). Computer games are mostly produced by foreign
countries outside of Kazakhstan, thus, by playing them alone or with other gamers online,
D/HH students become a part of that community (Kontra et al., 2015; Pritchard, 2013).
Thus, communication with foreigners and computer games are recognized as one of the
common trends throughout the globe for all children to be motivated to learn an FL.

4.3. Rules

Lawrence (2014) stated that rules “regulate the subject’s participation while
engaging in an activity” (p. 67). The current study defined rules as national policies in
Kazakhstan and of the school where T1, T2, and ST worked.

4.3.1. Mismatch of the policy with teaching English to D/HH students

One of the findings that emerged from the interviews was the top-down nature of
the trilingual education policy and its discrepancy with English teaching practices to
hearing-impaired students, especially at the primary school level. The MoES declared
that the trilingual policy had to be implemented across the country, but it failed to
consider minority groups such as students with SEN. In this light, ST emotionally
expressed her concerns about the recently updated content of education and trilingual
policy implementations in the Kazakhstani education system: “The government decided
that we need trilingualism, thus they involved us. It’s so difficult, it’s so challenging...
it’s a waste of time, a waste of state money.” This reflected a desperate situation, not
only of language teachers, but also of other specialists’ in correctional classes due to
primary school D/HH students’ inability to speak. From my in-class observations, |
witnessed the way Grades zero and three D/HH learners communicated with each other.
Despite my not knowing SL, I could see them producing vocalizations supported by

gestures, with rarely an articulated word pronounced. ST recounted:
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It is very premature when a child does not know the word ‘window’ in

Russian and in Kazakh, so how can he or she be taught this word in

English? It is just a direction to nowhere. I think it is a mockery.
What she meant was that such a limitation in the linguistic knowledge of students who are
D/HH, at least in primary school, contributed to their being overwhelmed when learning
their fourth language. Evidence of this limited knowledge of the Russian language, was the
fact that objects in the classrooms that were observed had stickers with their Russian terms
written on them, and these were pasted all around. In addition, stickers with basic
expressions like ‘Hello’, ‘Goodbye’, ‘May I go out?’, ‘I want to read’, ‘I have written’, ‘I
have read’, ‘I want to eat’, ‘I want to write’ were found on the desks and the doors (see

Figure 2).
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Figure 2. Greetings and phrases on the door and the desks

The imbalance between educational policies and the actual state of affairs involved
in teaching English to hearing-impaired students emerged in non-English speaking
countries, such as France (Bedoin, 2011), Indonesia (Adi et al., 2017), Croatia (Tomic et
al., 2018), Poland (Domagata-Zysk, 2019), and Norway (Pritchard, 2013). Furthermore,
the linguistic situation in Kazakhstani primary and secondary schools which D/HH

students attend contradicts Cummins’s linguistic interdependence theory but supports
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Mayer and Wells’s (1996) perspective that for deaf students it is impossible to transmit
their L1 skills in learning L2. Hence, hearing-impaired students who have graduated from
Kazakhstani schools are proficient in neither Kazakh, Russian nor SL (Aitimova &
Bekturganov, 2018). Probably due to a lack of awareness of this issue and a scarcity of
studies on deaf education in Kazakhstan, the MoES has assigned English as a compulsory
subject for D/HH learners within the framework of the trilingual education policy.

4.3.2. School policies on simplification

As the EFL teachers reported during their interviews, the content of the curriculum
was not similar to that used for teaching hearing students. As the school policies required,
all items in the curriculum were to be simplified in order to teach D/HH students. Thus, T1
and T2 developed a simplified curriculum to try to make the topics and tasks accessible to
D/HH students. The following is what T1 shared regarding the secondary school
curriculum: “When I taught last year, I used a simplified version, but it still was difficult
for the students. This year I have made another one.” This indicated the EFL teachers’ lack
of experience in curriculum design. Similarly, T2 developed a simplified curriculum to
teach D/HH students in Grades zero to three: “I designed a common curriculum for all
grades whether for Grade one, two or three.” It was the first year that D/HH pupils were
learning English, thus, in her words, she decided on the use of the same curriculum, and
the same materials regardless of the students’ grade level. Consequently, D/HH learners
throughout the primary school had the same level and knowledge of English.

In general, data from the interview revealed EFL teachers’ unpreparedness to
design an English curriculum for D/HH students. In this regard, there were several
attempts to develop the curriculum for secondary school D/HH learners, and in the primary
school, the result of such attempts was the common curriculum for the all the grades from
zero to three. This finding differed from the experience of other studies described above

regarding curriculum practices (Adi et al., 2017; Bedoin, 2011; Domagata-Zysk, 2019;
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Pritchard, 2013; Tomic et al., 2018). As stated in these studies, instead of designing the
new English curriculum for D/HH students, EFL teachers from other countries adjusted the
national curriculum that had been designed for hearing students.

4.4. Community

Yamagata-Lynch and Haudenschild defined community as a “group or organization
to which the subject belongs” (as cited in Lawrence, 2014, p. 67). In the context of the
present study, school, namely, the Department of correctional classes, classroom teachers
and D/HH students were perceived as a community.

4.4.1. The lack of support from the school

Drawing on the data illustrated in the interviews, T1 and T2 asserted they did not
attend any in-service training programs. The school, particularly, the Department of
correctional classes, did not provide EFL teachers with workshops or seminars related to
D/HH students’ diagnoses and strategies for teaching them. Professional development for
EFL teachers was concerned as passing courses on learning SL. T1 shared that she was
motivated to attend SL courses:

| told the Deputy Director of the correctional department that | wanted to learn

sign language. | was told if | wanted to continue working in this field, I would

need to complete the sign language courses on a paid basis.

However, the school did not cover the fees, thus the teachers would have completed
those courses on their own. In addition, T1 would need to go to Almaty since in Akmola
region there were no special courses. Also, SL courses were conducted only during the
summer break which meant teachers would spend their vacation studying. This was
reiterated by the second participant since T2 shared she was also eager to acquire SL. From
my own observation, the sheet with the manual alphabet of Kazakh Sign Language T2

carried with her was the evidence.

51



TEACHING ENGLISH TO DEAF AND HARD-OF-HEARING STUDENTS 52

The administration of correctional classes suggested the participants an alternative
to workshops and training: “I was told beforehand that I could visit other teachers’ lessons
and see the way they taught,” T2 responded. Since she taught English to primary school
D/HH students, T2 observed the lessons of her colleagues in Grades one and three: “I
visited and watched them teaching those students and then | got used to those
methodologies.” Meanwhile, T1 observed the lessons conducted by other specialists in a
secondary school: “I observed what they did and how they did.” Thus, observations of
other experienced teachers’ lessons were the only source for EFL teachers to learn about
strategies teaching D/HH pupils. However, the awareness of these strategies does not
guarantee effectiveness of English lessons since the strategies should be blended with the
delivery of English content. To do so, linguistic and various hearing impairments
characteristics of students should be taken into account by the EFL teachers. Similar to
other studies on teaching English to D/HH students, the school where T1 and T2 worked
did not organize and provide them with necessary trainings (Tomic et al., 2018). Therefore,
Tomic et al. (2018) claimed the majority of schools are not capable to educate their
teachers on special education.

4.4.2. Support for EFL teachers from colleagues and D/HH students

Both respondents agreed they received huge support from colleagues and D/HH
students. T1 recounted the Deputy Director of correctional classes supported her at the
beginning of her career of working with D/HH students: “I was told not to be scared and
the Deputy Director clarified how to work with hearing-impaired students.” In the case of
T2, classroom teachers of primary school where she taught often attended her lessons to
help to communicate with students.

Regarding D/HH students, T1 and T2 highlighted they received assistance from
their students. At this point, T1 shared: “...in every class there are children able to speak, I

ask them for help. First I try to explain them and then they explain to others.” | personally
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witnessed the way pupils both of primary and secondary schools supported their EFL
teachers by explaining instructions to their peers or to those who did not understand the
content of the lesson. In particular, in Grade three, D/HH students finger-spelled to their
peers who had challenges with pronouncing English words. Additionally, T1 shared she
learned the basic signs from her students.

Despite the school administration did not provide T1 and T2 with in-service
training courses or seminars on the strategies teaching D/HH students, support received
from colleagues and D/HH learners were one of the strengths EFL teachers indicated in
their teaching practice. Similarly to T1, Gulati (2013) from Poland shared that her D/HH
students taught her essential signs of Polish Sign Language. One of the findings in the
study conducted by Kontra et al. (2015), namely the assistance D/HH students provided to
their classmates who did not understand speech, is identical to the present finding on
colleagues and students’ support. Classroom teachers who assisted T2 with SL in primary
grades, the Deputy Director of correctional classes who verbally supported T1, D/HH
students who helped their EFL teachers by interpreting the instructions to those in the class
who did not hear at all were the members of the school community who in some way
facilitated T1 and T2’s difficulties in teaching.

4.5. Instruments

Lawrence defined instruments as “socially shared cognitive and/or material
resources that subjects can use to attain the object” (2014, p. 67). For this thesis study
teaching/learning materials, classroom arrangement, and technical equipment are
viewed as instruments EFL teachers used in their teaching practice.

4.5.1. Inappropriate classroom arrangement

According to the data obtained from the observations, there were issues with

classrooms. The shortage of classrooms caused a lack of constant English classrooms. In
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correctional classrooms there was the dearth of visual materials in English on the walls,
instead, there were posters related to Biology or Math.

The lessons in Grades zero and three were conducted in constant classrooms where
D/HH students had all the lessons during a day. In comparison, English for Grades five and
six was held in the English classroom situated in another block for hearing students, and
Grade eight students had English class in one of the classrooms in the block for D/HH
students. Concerning the desks arrangement, in Grades zero and three the desks were put
inappropriately, precisely, in a horizontal line. As T2 explained, desks were placed that
particular way all the time. In Grades five and six the desks were fenced since, according
to T1, those desks were intended for computers. The classroom for Grade 8 was the only
having desks placed in the shape of a horseshoe (Domagata-Zysk, 2019; El-Zraigat &
Smadi, 2012) which allowed D/HH students to see each other. Relying on one-on-one
interviews with the participants and in-class observations, during the lessons the lights in
the classroom were always turned on.

Due to the fact that D/HH students are visual learners, the classroom setting is vital
to enhance hearing-impaired students’ learning. In the current study, four classrooms out of
five were ill-equipped to meet the learning needs of D/HH students. As Domagata-Zysk
(2019) accentuated, the classroom environment and arrangement influences on D/HH
students’ academic performance. However, in the current study, the school building
initially was not designed hearing-impaired students since it does not protect classrooms
from noise and their small size does not allow teachers to arrange the desks properly.
Similarly, schools in Jordan were not intended for students with hearing impairments to
study in (El-Zraigat & Smadi, 2012).

4.5.2. The lack of technical equipment

In the interview the participants reported about the deficiency of technology

installed in classrooms. According to T1, T2, and ST, the classrooms in the school do not
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have Interactive Boards and projectors, which is also was noticed during lesson
observations. Rather the blackboard was the only teaching tool the EFL teachers used in
class. Despite, at least some gadgets were used in the classroom. T2 shared she utilized a
mobile phone for singing activities with her primary school D/HH students, whereas D/HH
students in secondary school, according to T1, utilized their smartphones to translate words
via Google Translate application. Another issue was related to the Internet connection,
“The Internet connection is not in every room,” ST stated. There was no wireless
connection in the block for D/HH students and not every classroom had cable Internet
access. Thus, the mobile phone was the only multimedia gadget used in class.

There was not an opportunity for EFL teachers to present visual materials like
videos or PowerPoint Presentation without a projector in the classroom. In contrast, in
Poland classrooms were provided with the projector and computers and Gulati (2013) used
them to show various visual materials with subtitles. However, Indonesian EFL teachers
had the projector in the classroom but never used it in the class (Adi et al., 2018). Similar
to the current research participants, Indonesian EFL teachers chose to use the whiteboard.
To sum up, ill-equipped classrooms did not provide a successful learning milieu for D/HH
learners.

4.6.Division of labour

In accordance with Lawrence (2014), division of labor means “the shared
participation responsibilities in the activity determined by the community” (p. 67). The
collaboration of EFL teachers with D/HH pupils’ parents is seen through the prism of labor
division part of Engestrom’s (1987) model.

4.6.1. Parents of D/HH students and their involvement

One of the questions T1 and T2 were asked about was collaboration with parents of
D/HH pupils. Both of the participants reported parents did not have any interest in their

children’s progress in English and did not cooperate with them even during parental
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meetings. “None of the parents did come to me. There are classroom teachers and they
keep in touch with parents,” T1 informed. Similarly, parents of primary school D/HH
students did not refer to T2 to learn about their children’s achievements in the English
language. The only source parents could get the information on their D/HH children’s
achievements was as the following: “Now we have electronic journals and parents can see
the grades there, we also write some comments there. So every parent can check this
journal.” In contrast, T2 shared that the situation with parents of hearing children differed
since they showed interest in their children’s achievements and performance: “Some
parents invite me to the parental meetings and some of them get my phone number and
make appointments for extra lessons for their children.” These excerpts reflected the gap
between the interest of D/HH and hearing learners’ parents. As Tomic et al. supposed
parents’ negative attitude towards their children’s impairment could be the reason for the
lack of parent-teacher collaboration (2018). This perspective also was noticed in Jordanian
parents’ ignorance of invitations teachers sent them (El-Zraigat & Smadi, 2012). The
partnership of various stakeholders guarantees successful inclusion in education (Tomic et
al., 2018).

4.7. Outcome

Engestrom in his activity system theory defined outcome as “the consequence that
the subject faces because of his/her actions driven by the object” (as cited in Lawrence,
2014, p. 67). In this context, outcome describes teaching techniques used by EFL teachers
(subject) to teach D/HH students (object).

4.7.1. The use of grammar-translation method

The grammar-translation method was one of the prevailing methods used in English
classes in a secondary school. It was reflected in direct translations from Russian to

English, memorization of English vocabulary, and repetition drills.
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Memorization. T1 stated that it is crucial to teach lexical items to D/HH students
since: “They are able to speak a little bit thus we need them to speak more.” However, the
teaching meant giving the secondary school students the lists of thematic English words
with their Russian equivalents to memorize. They kept writing new words in a separate
copybook. T1 shared the way she taught her students to organize their English-Russian
dictionaries: “I write words on the blackboard. The first column is for the English word,
instead of the transcription | write in Russian, and the third column is the translation” (see
Figure 3). From the Figure 3 it can be seen that the words are written in accordance with
themes (Food, Fruit, and Stationery); two scripts, namely Cyrillic and Latin are used; the
number of words per theme is 12; word stress is not provided. Besides, the way the words
are organized is not convenient for memorization since visually it looks messy: there is no
space between words and students’ handwritings are not always clear. Considering these
aspects, it might challenge D/HH students to memorize 12 words per lesson. Domagata-
Zysk & Kontra (2016) claimed the written form of the words to be the better way to teach
students foreign vocabulary but their organization is pivotal. In this case, the words could
be organized as a word map, for instance. In contrast, primary school students had a

common copybook for writing English letters and new words.
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Figure 3. Grade 8 student's English-Russian dictionary

Deductive application of rule. In primary school, English was taught on a very
basic level: alphabet letters and a couple of words per lesson. On the contrast, secondary
school students were introduced to simple grammar rules and practiced them on the
examples: “I explain with the help of grammar table then I provide some examples and
straightway give a task.” This excerpt showed the use of deductive application of rule
(Larsen-Freeman, 2000) where D/HH students relying on a particular example of grammar
rule and practice other ways of its use. However, T1 shared, she had obstacles in teaching
grammar comprehension to D/HH students: “Challenges occur when | cannot explain them
grammar.” Indeed, during the in-class observations in Grades six and eight, I noticed the
challenges mentioned by T1 during the interview. It was even problematic in Grade eight
to give instructions for the task: T1 used signs for ‘translate’, ‘English’, and ‘look in
copybook’ for referring to the examples. In the Grade six, while translating sentences from

Russian into English, applying the grammar rules of ‘To have’, students had issues with
the forms of the verb ‘have’ to change in accordance with singular and plural forms of

pronouns. T1 wrote in students’ copybooks some sentences in Russian and assigned to
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translate them into English. Another case of T1 applying grammar-translation method
occurred in grade 8 when students reviewed the use of “many-much-few” with countable
and uncountable nouns. T1 wrote sentences in Russian on the blackboard and students’
task was to translate them into English with the correct form in their copybooks.

As Larsen-Freeman wrote, the grammar-translation method does not require and
expect students to speak an FL (2000). It is a convenient approach for D/HH students since
EFL teachers do not target at teaching them to communicate in English. What they did is
practiced the appliance of grammar rules, translating from Russian into English. In this
light, it would be more helpful to implement techniques like Manipulative Visual
Language suggested in Kalivodova’s (2013) paper. By presenting parts of the speech
through the coloured shapes, D/HH students would get engaged into the activity and it
would become easier to keep in mind grammar rules. In addition, constant memorization of
lexical items was not beneficial for D/HH students since it did not intend to train their
memory skills, especially the items were presented in sequential order, which is not the
strongest part of hearing-impaired students’ memory (Bebko, 1984). Another question
arose on this issue is what was the purpose of memorizing lists of words if later the
students could not use them due to their forgetfulness.

4.7.2. The use of the audio-lingual method

Speaking skill is one of the elements of any language learning process but in the case
of D/HH students, this ability is limited to pronunciation of separate words and rehearses.
In this regard, repetition drills were actively practiced by T1 and T2 throughout primary
and secondary schools. T2 recounted: “They pronounce words and rehearse them. It is
required to ask each of them individually.” The small number of students per class allowed
the teachers using individual approach. This way of teaching was observed in Grade zero,
when D/HH students revised letters from A to H together with looking at the cards. After

that, each of the students was asked to repeat. Identically, this also was mirrored in T1’s
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response: “I write some words on the blackboard and then they altogether pronounce them.
Then with every child in order to make them speak more.” Despite that D/HH students
were visual-spatial learners the audio-lingual method was the most prevailing one. In
English, as T1 said, in secondary school D/HH students’ speaking was expanded to the use
of daily phrases and short dialogues. However, in practice, in my observations, | did not
see the students producing sentences.

Originally, the idea of this method is to teach vocabulary by repeating in an accurate
and fast style (Larsen-Freeman, 2000). However, considering difficulties with the speech
of D/HH students, the aim of the audio-lingual method use in the classroom was to make
D/HH students speak. Unfortunately, | would not consider repetition of words as speaking
skill because after leaving the classroom, D/HH students use SL to communicate with each
other, even during the lessons | witnessed them signing while teachers were using soken
language. Thus, the effectiveness of the mentioned approach is doubtful in the case of
D/HH learners.

4.7.3. The use of suggestopedia

As one of the elements of suggestopedia, singing activity was practiced in primary
school. T2 shared her experience and expressed D/HH students were motivated to take part
in the activity: “... they became interested, for example, when they sang English song
about colors”. Indeed, as Larsen-Freeman (2000) claimed, when the teacher applies
suggestopedia, every student in the classroom is not afraid to fail the task and is engaged
with other peers.

4.8.The use of facilitative strategies

Two participants, T1 and T2, reported on the absence of English textbooks and any
relevant materials for teaching/learning designed for D/HH students. Hence, T1 and T2
downloaded materials from the Internet. In most cases, they were visual materials and

worksheets on grammar topics. Referring to the data obtained from in-class observations in
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primary and secondary classes, T1 used visual aids for introducing colors in English in
Grade five. However, in Grades six and eight, when covering grammar topics, T1 did not
use any visual materials as grammar diagrams, thus, the blackboard was the only teaching
tool. Meanwhile, T2 used pictures with alphabet letters at the beginning of the lessons in a
primary school. Additionally, in Grade three, when revising thematic words on family and
objects as ‘apple’ and ‘book’, T2 showed pictures. T2 did not need to prepare separate
materials for Grades zero to four since the materials provided were common. The visual
materials were colorful and interesting, especially for primary school students. In the case
of T1, there was a mismatch between what she told in the interview and classroom reality,
when she did not use any visual assisting tools to explain grammar rules.

4.8.1. Teaching reading skills to D/HH students

Reading is considered as one of the main skills in English to be taught to D/HH
students (Bedoin, 2011; Domagata-Zysk & Kontra, 2016; Goldberg & Bordman, 1974).
Generally, in the interview, both T1 and T2 reported that in the classroom they did not
provide D/HH students with texts for reading. There was no reading for primary school
students and it was similar for T1 saying that “Basically, we don’t have readings” in
Grades five to ten. Thus, T2 did not practice teaching reading in Grades zero to four, whilst
secondary school D/HH learners were assigned to read separate words and expressions. In
accordance with T1’s statement, the explanation for such a decision in secondary school
was as the following:

In the class, we don’t read. They have just started learning sounds, and

they are able to read separate words. I haven’t tried to provide them

definite phrases and long sentences.
Indeed, during English lesson observations students had short sentences to read. For
instance, in Grade five with KMI students were given a short poem which | found a

successful integration of the previous topic on Colours and the new topic on Seasons:
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Spring is green.

Summer is bright.

Autumn is yellow.

Winter is white.

T1 wrote a short poem on the blackboard and students were asked to read it one by one.
While reading they could recall the colors but the abstract adjective bright was difficult for
students to understand the meaning. As a solution, T1 wrote the translation of bright in
Kazakh with its transcription in Cyrillic alphabet [6paiit] next to it. Coming to translations,
winter in Kazakh is xsic [Kys] which is similar to xers [Kyz] meaning a girl. Thus, students
had questions which of them was the one mentioned in the poem.

Despite | could not observe the English teaching process in Grade ten, T1 shared
that even with 10" Grade students she had not tried to practice reading. Similar to other
grades in secondary school, 10 graders read words separately. In T1’s response |
recognized a feeling of deep guilt: ““...may be it’s my fault because I was afraid to give
them readings. I haven’t tried readings with them at all.” Nonetheless, T1as if trying to
make excuses added: “Beginning from the third term reading is in the plan. It is indicated
as Reading Skills. T will try.” The Grade 10 is the last grade in the school before going to
vocational training or college. Reading ability of the graders is limited to the ability to read
phrases and simple sentences (Cawthon, 2001; Mayberry, 2002; Swisher, 1989). As
Mayberry (2002) stated, to succeed in reading, D/HH students should possess a strong base
in their first language. However, as Aitimova and Bekturganov (2018) reported, the
majority of D/HH school graduates are not proficient in none of the languages in their
linguistic repertoire, namely, SL, Kazakh, and Russian.

4.8.2. Teaching writing skills to D/HH students

Writing is another basic skill in English for D/HH students to be developed

(Bedoin, 2011; Domagata-Zysk & Kontra, 2016; Goldberg & Bordman, 1974). As |
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observed, writing both in primary and secondary schools mostly referred to copying the
written words and phrases from the blackboard. D/HH students in Grade zero were
repeatedly writing the letter ‘E” until they got two lines of it. Then, they colored the picture
of an elephant. Similarly, in Grade three, D/HH learners wrote two lines of the letter ‘I’
and they colored the picture of the ice-cream. This activity of writing and coloring took the
entire lesson time — 40 minutes. Regarding teaching writing, T2 said: “They write letters
and words. Regarding sentences, they write phrases like ‘How are you?’”” In the same vein,
T1 understood writing as the action but not the skill to be taught: “Writing is given through
the exercises, basically, grammar tasks.” Probably, for this reason, D/HH learners of
secondary school were passively copying from the blackboard. Domagata-Zysk (2013)
claimed the writing to be the main skill since D/HH individuals use it for education
(through reading) and communication.

4.8.3. Assessment as a reward for D/HH students’ effort

Assessment is the instrument to evaluate students’ knowledge, progress, and
efficacy of teaching strategies (Scheetz & Martin, 2006). In the exclusive case of teaching
D/HH students, T1 and T2 were asked about the assessment system they applied in their
practice. T2 replied: “If they answer correctly, | praise them,” which is frequent in primary
school. T1 expressed her methods of grading secondary school D/HH students: “Often
D/HH students try to learn, to complete the tasks, they try. | am glad they try because
ordinary students usually do not strive that is why | give grades D/HH students for their
attempt.” Comparison with hearing students revealed D/HH students to be more diligent in
learning English since hearing students took everything for granted: “They [hearing
students] do not value, it’s enough for them to sit in the class and get the mark,” added T1.
On this ground, T1 evaluated not the progress of knowledge but the D/HH students’ effort.

Also, the traditional system of five-scale grading was practiced to evaluate D/HH

students. T1 explained the way it was used in the secondary school: “If there is only one
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exercise and there are three mistakes in it, then the grade is ‘4’. If the number of mistakes
is less than three, then the grade is °5° and so on.” | observed English class in Grade 8
where students were given marks for completing the task in their copybooks and T1 put the
marks in their diaries.

To sum up, the assessment was considered neither as a tool for measuring D/HH
students’ progress nor the knowledge students performed but rather their attempt. This
finding corroborates the statement that EFL teachers of hearing-impaired students face
obstacles in assessment (Tomic et al., 2018). Also, as language teachers in the study of
Tomic et al. (2018), T1 and T2 used assessment as a reward for D/HH students’ endeavor.

4.9. Summary

To recap, the semi-structured interviews and in-class observations exposed, firstly,
mismatch of the national policy on trilingualism in education and teaching/learning
English to D/HH students. Secondly, there were many factors which are interrelated and,
thus, seemed as an endless chain of challenges. In particular, the lack of teacher training
courses for EFL teachers and the school’s ignorance towards this issue; cognitive
characteristics of D/HH pupils require special attention and preparation for teaching them
English but it did not actually happen; the classrooms are ill-equipped to provide the
students technically supportive facilities; the way D/HH students’ parent neglect to be a
part of teacher-parent collaboration; and ineffective teaching techniques applied in the

practice teaching English to hearing-impaired students.
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Chapter V: Conclusion

The current study aimed to shed a light on the process of teaching English to
students with hearing impairments in one Kazakhstani school. The next research questions
were asked to be answered:

1) How do EFL teachers teach English to D/HH students?
SQ: What are the teaching techniques used in English lessons?
SQ: What are the strengths that help EFL teachers to teach English to D/HH
students?
SQ: What are the challenges faced by EFL teachers in teaching English to
D/HH students?

2) How does the school community support EFL teachers?

Thus, this chapter targets to present the answers to these questions by condensing
the primary findings. Moreover, recommendations for forthcoming studies,
implementations for the key stakeholders, and limitations for this study are yielded below.

The data obtained from the interviews and observations revealed that EFL teachers
are facing challenges in teaching hearing-impaired students. The central challenge is
related to the lack of knowledge in SL and D/HH students’ cognitive and learning
characteristics. In this light, ineffective and traditional techniques like the grammar-
translation method, the audio-lingual method are dominantly used by the teachers. Some of
the strengths in teaching English to D/HH students, the study participants emphasized the
help and support they received from their colleagues and the students themselves. In
contrast, the list of challenges prevails. Inadequate classroom setting hinders the lessons to
be effective since the classrooms, and mainly, the school building was not designed to
meet the students’ exclusive learning needs. The lack of experience in the curriculum
design also was emerged as one of the problems in the participants’ practice. This is related

to the dearth of professional seminars and courses on teaching students with SEN provided
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by the school. By highlighting the hardships EFL teachers as well as students with hearing
impairments, the several recommendations are suggested to the stakeholders.

Implementations

Firstly, the MoES and policymakers should review the relevance of English
implementation for hearing-impaired students, at least in Grades zero and one since they
do not have a solid base in three languages they start to learn in Grade zero: SL, Kazakh,
and Russian. Secondly, they need to address EFL teachers’ plight in teaching D/HH
students across Kazakhstan. The development of special training courses for EFL teachers
is a necessity since the majority of teachers are young, inexperienced and with background
of teaching culturally hearing students. Regarding EFL teachers, it would be beneficial if
they could rethink their teaching techniques used in teaching students who are D/HH by
doing their own small research on international practices and general, on the students’
linguistic needs. For the successful inclusion in education, parents should not be apart from
their children’s school life (Tomic et al., 2018).

Hearing-impaired children are should not be viewed through the prism of diagnosis
and defectology which focuses on fixing the impairment. In the same vein, the policies and
teaching strategies should be implemented considering all the members of population.
Today, English is an essential part of education and D/HH students should not be left to lag
behind their hearing peers. Teaching strategies in deaf education are also under the change
and they are becoming more effective, thus teachers of D/HH pupils, including EFL
teachers, should follow the global trends and apply them in the classroom.

Limitations of the study and recommendations

The sample of this study was limited to three participants thus the data cannot
describe the situation of the studies issue in other schools country-wide. In the future it is
necessary to involve all the EFL teachers of D/HH students throughout Kazakhstan in

order to see the bigger picture. In addition, this study intended to include D/HH students to
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interview them on their experience of learning English. However, it was not possible. The
further studies could involve D/HH students to get the emic (inside) perspective to

understand their needs in the context of Kazakhstan.
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Appendix A

Interview Protocol

Teaching English as a Foreign Language to Deaf and Hard-of-Hearing Students at One

Date:

Time:

School in Kazakhstan

Interviewee:

Gender:

Years of teaching experience:

Years of teaching deaf and hard-of-hearing students:

Dear Participant,

Thank you for your time and taking part in the interview which is part of my thesis
program. The questions provided below will assist to learn more about teaching English as
a foreign language to deaf and hard-of-hearing students. During the interview additional
questions may arise to clarify your answers. | guarantee that confidentiality and anonymity

of your answers will be kept.

1)
2)

3)
4)
5)
6)
7)

8)
9)

Have you had any previous experience of teaching English to Deaf learners?
What is your general opinion on teaching English to deaf and hard-of-hearing
students?

How did you adapt to teach students with hearing impairment? Was there any
support from school?

Does the school provide seminars, workshops or training programs on professional
development oriented on teaching students with special needs?

What are some successful teaching strategies in class?

What are some main challenges in teaching English to hearing impaired students?
Do you think students have difficulties in learning English? What are the
challenges?

Do you think students are motivated to learn English? Why?

Which resources do you use? How do you adapt the materials?

10) Do you know Sign Language? If yes, do you use it in the classroom?

11) Which languages are used in the classroom?

12) How much time does it usually take you to prepare for a lesson?

13) Do students use assistive devices such as tablets, mobile phones or other electronic

devices during a lesson?

14) Do students with various levels of deafness study in one classroom?
15) Depending on various levels of hearing loss how do you differentiate the tasks and

language for giving instructions?

16) How do you set up an appropriate learning environment?
17) How do you teach grammar comprehension?

18) How do you teach reading skill?

19) How do you teach writing skill?

20) How do you teach speaking skill?
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21) How do you teach listening skill?

22) How students’ vocabulary is expanded?

23) How do you assess students?

24) Do you cooperate with parents of your hearing-impaired students?
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Appendix B

Cyx0at xarTamacsl

AFBUIIIBIH TUTIH meT Til petinae Kazakcranmarsl 0ip MEKTENTEe €CTIMEHTIH JKOHE Halap
€CTHTIH OKYIIbLUIAPFa YUPETY

Kymni:

YakbIThbI:

ATBI:

7KbIHbICHI:

Kannpl myragiMaik Toxipuodeci:

Ecty kabisieri 3akbIMIaJIFaH OKYLIbLIAPABI YiipeTy TI:xKipuoeci:

KypmMmerTi KaTbicylibl,

Benren yakpITBIHBI3 KOHE MAruUCTp JUCCEPTAIMSACHIHA MAHBI3BI 30p HHTEPBBIOFA
KaTBICHIII OTBIPFAaHBIHBI3Fa AIFBICBIMIBI  OUmipeMidH. TemeHzae OepuireH cypakrap
arbUIIIBIH TITIH €CTy KaOlaeTi 3aKkbIMAANFaH OKYIIbUIApFA IIET TUIl peTiHAe YHpeTy
KalblHIa 3epTreyre kemekrecemi. CyxOaT Ke3CHIHIE JKayalTapblHbI3IbI HAKThLIAY
MaKcaTbIH/Ia KOCBIMIIIA CYpaKTap maina 0oiybl MyMKiH. JKayanTapbIHBI3IBIH TOJBIK
KYITUSITBIFBIH KETJIIK €TeMiH.

1)  Ocbluan OYpbIH ecTy KalijeTi 3aKbIMIAIFaH OKYIIBUIAP/IbI aFbUILIBIH TUTIH YHPETY
TOXKipubeHi3 6ap ma?

2) Ecry kabineri 3akpIMIaiaFaH OKYIIBUIAPIbI aFbUINIBIH TiTiHE YHpETy >KaibIHIa
’KaJIIbl OMBIHBI3 KaHgan?

3)  Ecry kabineri 3aKpIMIAIFaH OKYIIBUTAP/IbI aFbUTIIBIH TiTIHE YHPETY YIINH ©3iHi31i
Kasiaii OeriMaenainiz?

4)  MekTer ci3re ceMHHapIap HeMece TPEHUHTTeP Il YChIHAIBI Ma?

5)  CabOakra maiianaHaTbiH O0acThl YHPETY 9MICTEPiHI3 KaHai?

6) Ecry kabineri 3akbIMJaiFaH OKYIIbUIAPbl aFbUINIBIH TUTIHE YHPETy OapbhIChIHIA
KaH/ail KUBIHABIKTapFa Tam 001achi3?

7)  OKymbUIapbIHBI3 aFBUILIBIH TUTIH YHpeHy OapbIChIHAAa KUBIHIIBUIBIKTAPFA Tall
Oonazpl en oinacel3 6a?

8)  Ci3 oKymbUIap arbUILIBIH TUTIH YHPEHYTe bIHTANBI Aen oiiaiicei3 6a? He cebenri?
9) Ci3 kaHmall  pecypcrapMeH — maiigaimaHacei3? — Matepuangapiapl  Kajai
oeitimaericizep?

10) Ci3 ceiHbInTa BIMIAY TUTIH KOJAaHACKI3 Oa?

11) CeinbinTa KaHIa# TIAAEP KOJIaHBLTAbI?

12) Cabakka maiiblHaaTy YIIiH IaMaJTbl KaHIIA YaKbITBIHBI3 KeTei?

13) Ecry kaOineri 3akbIMIajfaH OKYIIbLIAp aFbUIIIBIH Cca0arblHIA YSJIbI Tele(oH,
TUTAHIIET CUSIKTHI 3JICKTPOHIBIK KYpaJlapMeH MaiianaHa sl Ma?

14)  Bip ceIHBINTA €CTy KaOLIeTi op TYp:i JSHI eIl OKyIIbIIap OKUABI Ma?
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15)

Ecty KabineTiH »OFanTyJblH 9p TYpPJIi JAeHreinepiHe OalIaHbICThI, TarchlpMaap

MEH HYCKaysap/bl Oepy Kajai epexIieneHe 1i?

16)
17)
18)
19)
20)
21)
22)
23)
24)

ChIHBINTAFBI MTAIANIBI OKY OPTACHIH Kajlall YHBIMIACThIPachI3?

Ci3 oKymIbUIapFa TpaMMaTHKa TYCiHY KaOlJIeTiH Kanai yiperecis?

Ci3 okymibLIapFa OKy KaOileTiH Kajai yipereciz?

Ci3 okymbUIapFa ska3y KaOieTH Kajaii yiipereciz?

Ci3 okymbUIapFa ceiiiey KabineTiH Kajai yiiperecis?

Ci3 oKymIbUIapFa THIHAAIBIM KaOiIeTiH Kanai yipereci3?

OKymIbUIapAbIH CO3/1K KOPBIH Kaaiiiia kebeiTeciz?

Cabak OapbIChIHIA €CTy KaOUIeTi 3aKbIMIAIFaH OKYIIbLIAp Ikl Kajai Oaramaicei3?
Ecty kabineri 3aKkbIMAaFaH OKYIIBUIAP/BIH aTa-aHaJapbIMEHEH JKWi OalaHbICTa

OoJbIn Typack3 6a?
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Appendix C
HpOTOKOJI HHTEPBLIO

[TpenoaBaHye aHIIIMICKOTO SI3bIKA KAK HHOCTPAHHOTO TITYXUM U CJIA00CIIBIIAIIM
ydamuMcs B OJHOHM u3 mkon B Kasaxcrane

Jara:

Bpems:

HNHTepBbIOMPYEMBbI:

Ioua:

Crax npenogaBaHus:

Crax npenogaBaHus IVIyXuM M cJ1a00CaBIIIAIMM YYCHHKAM:

Jloporoii y4acTHHUK,

bimaromapro Bac 3a BpeMa U ydacTUe B MHTEPBBIO, KOTOPOE SBIIACTCS
HEOTHEMJIEMOM YacThI0 MOEH Marucrepckor amcceprauuu. Hupke npencraBiieHHBIE
BONPOCHI TOMOTYT Yy3HaTh OOJbIIEé O TPENoJaBaHUM AHIJIIMKUCKOTO S3BbIKa Kak
MHOCTPAHHOTO SI3bIKa JUI TIYyXUX M CJIa0OCIBIIIAIIMX YYEHUKOB. Bo BpeMsi MHTEpPBbIO
MOTYT BO3HMKHYTb JOIOJHHUTEIbHBIE BONIPOCHI I YTOYHEHMs Ballux OTBETOB. Sl
rapaHTHPYIO KOH(PHICHIIMATHHOCTh U AaHOHMMHOCTD BaIllX OTBETOB.

1)  HMwmeercs 1 y Bac NpeAbIAyILIHiA ONBIT MPENOaBaHUs AHTJIUHCKOTO TIyXUM H
CJIa0OCIBIIIAIINAM YIYCHUKaM?

2)  KakoBo Baiile o0liee BlieyaTieHHE O MPEHNOAaBaHUH aHTIIUICKOTO SI3bIKA TIYXUM H
c1aboCBIIIAIIIM yYeHUKaM?

3)  Kak Ber agantupoBanucs 00y4arh yUCHUKOB C HapylieHneM ciyxa? bouia in
MOJJIEPKKA CO CTOPOHBI IIKOJIBI?

4)  TlpenocTtaisieT Jin MIKOJIa CEMUHAPBI, MaCTEeP-KIACChI MIIK TPEHHHTOBbIC
MIPOrpaMMBbI JUIsl MPOPECCHOHATBHOIO Pa3BUTHUS B cepe MPEernogaBaHus yUeHUKaM C
0co0bIMU TTOTpeOHOCTIMU?

5)  KakoBbl OCHOBHBIC d3()()EKTUBHBIC MIPEIOIABATEIILCKUE CTPATEI UM, UCTIOJIb3yEeMbIC
BaMH B Kjacce?

6) KakoBbl OCHOBHBIC TPYIHOCTH B IPETIOIABAHUN AHTIIHICKOTO S3bIKA JACTSIM C
HapylLIeHUEM ciryxa?

7)  Jymaete nu Bbl, 4TO Balllk yYCHUKU MCIIBITBIBAIOT TPYIHOCTH BO BPEMS H3YyUCHHS
aHrauickoro s3pika? Kakue tTpyaHoctu?

8)  ymaere nu Bbl, 4TO Bali yYeHUKA MOTHBUPOBAHBI H3y4aTh aHTJTUHCKHUIN S3bIK?
[Touemy?

9)  Kakwue pecypenl Bor ucnonssyere? Kak Bor agantupyere marepuaiin?

10) Bumageere nu Bl )kecToBbIM si3bikoM? Ecnu 1a, ncnonb3yere i Bel ero Ha
ypokax?

11) Kakwue s3bIKH UCTIONB3YIOTCS B Kilacce?

12) CkosibKO BpeMEHH y Bac yXOJHT Ha MOATOTOBKY ypoka?
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13) Hcmonp3yroT JIK yyaluecs BCIOMOTraTelibHbIe YCTPOMCTBA TaKue KaK IUTAHIIEThI,
MOOMIIbHBIE TeJIe()OHBI UM JPYTUe SIEKTPOHHBIE YCTPOICTBA Ha BALIMX ypPOKax?

14) OOyuyaroTCs 1M YUCHUKH C Pa3HBIMU YPOBHIMHU CIYXOBOI'O HAPYIIICHHS B OJJHOM
KJacce?

15) B 3aBHCHMOCTH OT YPOBHEH MOTEPH ClIyXa y YYCHUKOB, KaKuM 00pa3oM Bbl
muddepeHIMupyeTe 3aJaHus U SA3BIK U1 00BSCHEHUS ?

16) Kaxkum o6pa3om Bbl oprann3oBbiBaeTe HEOOXOIUMYIO CpEAyY s 00yUeHus?
17) Kaxkum o6pazom Ber 00yuaere rpammaruke?

18) Kaxkum o6pa3om Bbr 00yuaeTe HaBBIKY YTCHHS?

19) Kaxkum o6pazom Bel 00yyaere HaBbIKY MUCHMa?

20) Kaxkum o6pa3zom Bel 00yuaeTe HaBBIKY TOBOPCHHS?

21) Kaxkum o6pa3zom Bl 00ydaeTe HaBbIKY CITyIIaHUs?

22) Kakum 00pa3oM MOTMOJTHSIETCS CIIOBApPHbIi 3arac yJanmxcs?

23) Kaxkum o6pa3zom Brl orieHrBaeTe yqanmxcs?

24) Cotpyanuuaere i Bbl ¢ poauTensiMu y4eHUKOB?
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Appendix D
Observation Protocol

Object:

Grade:

Students in the class:
Time:

Length of observation:
Topic:

Classroom setting:
- Desks
- Light

Teaching materials:
- visual

Teaching techniques:
Assessment of students:
Activities:
Communication:

- sign language use;

- finger-spelling;

- spoken language;

Difficulties D/HH students had:
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Appendix E

Observation Sample

Object: T1

Grade: 5

Students in the class: 7

Time: 09:40

Length of observation: 40 minutes
Topic: Seasons

Description of activities

Reflection

09:40
In the beginning T1 checks SS on
vocabulary of colours.

09:58

SS are writing the names of the seasons in
their copy-books and their translation in
Kazakh. Transcription is given in Cyrillic
alphabet.

10:10
T1 writes a poem on the blackboard:

Spring is green,
Summer is bright,
Autumn is yellow,
Winter is white.

Playing the game on showing the objects’
colours.

There are no visual materials in English
on the walls due to the lack of constant
English classrooms.

Lights are on;

Inappropriate arrangement of the desks

T1 assessed students’ homework in their

copy-books

For SS with better speaking abilities it is
easier to answer T1’s questions.

The blackboard is the central teaching
tool.

T1 is skilled in finger-spelling;

No teaching materials.

SS do not understand the word ‘bright’.
Thus, T1 writes its translation with the

transcription in Cyrillic alphabet.

T1’s speech was quite fast in some parts of
the lesson.

SS have spelling mistakes.

Younger students are more open-minded
than the secondary school students.
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Appendix F
Informed Consent Form

Teaching English as a Foreign Language to Deaf and Hard-of-Hearing Students at One
School in Kazakhstan

DESCRIPTION: You are invited to participate in a research study on the
investigation of teaching English as a foreign language for Deaf and hard-of-hearing
students. Particularly, the study will explore the experience of English teachers. You will
be asked to take part in the face-to-face interview and your answers will be audio taped
only with your permission. Your name and the school’s name will be coded in all
documents. Electronic and printed documents with collected data will be kept in the
researcher’s laptop secured with the password and the researcher’s personal locker,
respectively. At the end of the study, the entire audio-taped data will be destroyed.

TIME INVOLVEMENT: Your participation will take approximately one hour.

RISKS AND BENEFITS: The risks associated with this study are minimal. You
will be able to indicate the interview time suitable for your schedule. Also, you may feel
emotional discomfort of being audio recorded. The benefits which may reasonably be
expected to result from this study are the emphasis on the needs and challenges of teaching
English, improvement of English teaching practice by addressing gaps and barriers. Your
decision whether or not to participate in this study will not affect your employment, status
in the school, salary, etc.

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, Sulochini Pather, sulochini.pather@nu.edu.kz.

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

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

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

Signature: Date:

The extra copy of this signed and dated consent form is for you to keep.
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Appendix G
3EPTTEY XKYMbICBHI KEJICIMIHIH AKITAPATTBIK ®OPMACBI

AFBUIIIBIH TUTIH meT Tii petinae Kazakcranmarsl 0ip MEKTENTEe €CTIMEHTIH JKOHE HaIlap
€CTHTIH OKYIIIbLUIApPFa YUPETY

CUITATTAMA: Ci3 ecTiMEHTIH *oHE HallIap €CTUTIH OKYIIbUIAPFa aFbUIIIBIH TUTIH ST
TLI1 peTine yiperyre 6arbITTaldFal 3epTTeY )KYMBICHIHA KaThICYFa IIAKbIPBLIBIIT OTHIPCHI3.
3epTTey KYMBICHIHBIH MAaKCaThl aF bUIIIBIH T1JTI MYFallIMJIepi MEH ecTy KabineTi
3aKbIMJAJIFaH OKYIIBUIAPBIH OKBITY TOXipuOecin 3epaeney. Cisre xkeke cyxdarka KaTbIiCy
YCBIHBUTAJIBI )KQHE Ci3/11H JKayanTapbIHbI3 AUKTO(MOHFA Ci3/1IH PYKCAThIHBI30EH FaHa
asplaaapl. Ci3/iH aThI-KOHIHI3 )KOHE MEKTENTIH aThl endip ic-KyKaTTapaa arajiMan
KOATaNaThIH 00Jaabl. JKuHanFaH MaFrIyMaTTapbl 0ap 3JIEKTPOHIBIK JKOHE Oacria
KYKaTTaphbl THICIHIIIE KOJIIEH KOPFaJlFaH HOYTOYKTa, 3€PTTEYIIIHIH )KeKe mKadiHae
CaKTaJIBIHA/BIL. 3epTTey asKTaJFaHHAH KeWiH aynoFa )Ka3buIFaH OapIibIK aKnapaTTap
JKOUBLIABI.

OTKI3IVIETIH YAKDBITDBI: Ci3nix KaTbICYBIHBI3 IIAMaMEH Oip caraT yaKbITBIHBI3IbI
anajpl.

3EPTTEY ’K¥YMbBICBIHA KATBICYAbIH KAYIIITEPI MEH
APTBIKIIBIJIBIKTAPBI:

3epTTey )KYMBICTaphIHA OAMIAHBICTHI KUBIHITBIIBIKTAP KOKTHIH Kackl. Ci3 ©3iHi3Te
BIHFAIIBI YaKbITTHI TaHAal anacki3. Ci3ie AUKTOPOHFA COMIey Topi3/ii AMOLIMOHANIBIK
YKAMCHI3BIKTap TYBIHIAYBl MYMKIH.

3epTTey HOTHKECIHEH KYTUIETIH apThIKIIBLIBIKTAP PETIH/E €CTIMEUTIH KOHE HaIIap
€CTUTIH OKYIIbUIAPFa aFbUIIIBIH TUTIH OKBITYIBIH KOKETTLIITT MEH KHBIHIBIKTAPBIHBIH
epeKIlie MaHbI3AbUIBIFBIH €CKEPII, KEMIIUTIKTEP MEH KeJepriiepl KapacThlpy apKbLIbI
MearOTUKAIBIK TOKIPHUOCHI KaKcapTy OOJIBINT Ta0bUIaAbl. 3€PTTEY KYMBICHIHA KATBICYFa
KemiciM 6epyiHi3 Hemece 6ac TapTybIHbI3 Ci3/iH JKYMBICBIHBI3Fa, MEKTEIITET1 IOPEKEHI3Te,
JKaJIaKbIHBI3FA, T.0. €Il 9CepiH TUT130ei 1.

KATBICYHIBI KYKBIKTAPBI: Erep Ci3 6epinren jopMaMeH TaHBICHII, 3epTTEY
JKYMBICBIHA KATBICYFa MIeNIiM Ka0buinacanbi3, Ci3iH KaTbICYBIHBI3 €PIKTI TYP/E €KEHIH
xabapraiimMb13. COHbIMEH KaTap, KajlaFaH yaKbITTa albINIyJl TeJeMel jKoHe Ci3/11H
QJIEYMETTIK KEHUIIIKTEPIHI3Ie el KEeCIpiH TUT130ei 3epTTey *KYMbIChIHA KaThICY TypaJlbl
KEeJTiCIMiHI3/11 Kepi KalTapyFa HeMece TOKTaTyFa KYKbIFbIHbI3 Oap. 3epTTey )KyMbIChIHA
MYJIJIEM KaThICTIaYBIHBI3FA JIa TOJBIK KYKBIFBIHBI3 Oap. CoHpmaii-ak, KaHmaii na oip
CypakTapra xayan OepmeyiHisre 1e 901eH 0onabl. byl 3epTTey )KYMBICHIHBIH HOTHXKENepi
aKaJIeMHUSUTBIK HeMece KociOn MakcarTap/a Oacrara YChIHBUTYBI HEMECE IIBIFapPbUTYHI
MYMKIH.

BAHJIAHBIC AKITAPATHI:

Cypakrapbinbi3: Erep xKyprizunin oTbIpFaH 3epTTey KYMBICHIHBIH MPOLIECi,KayIi MeH
apTHIKUIBLIBIKTAPBI Typajbl CYparbIHbI3 HEMECE IIaFbIMBIHBI3 00JIca, Keneci OailiaHbIc
KypajJapbl apKblbl 3¢pTTEYIIIHIH MAaruCTPIIbIK Te3UCI OOMBIHIIIA KETEKIICIMEH
xabapmnacysibizra 0onaael. Cymorrau [Tarep sulochini.pather@nu.edu.kz.

JEPBEC BAUJIAHBIC AKITAPATTAPBI: Erep Gepinren 3epTTey 5KyMBICHIHBIH
KYprizulyilMeH KaHaraTTaHOACcaHbI3 HEMECE CYpPaKTapbhIHBI3 OCH IIaFbIMIaphIHBI3 0oJIca,
HazapGaeB YuuBepcureti XKorapsl binim 6epy mexteOiHiH 3eprrey KomurteriMen
KOPCETUITeH OaiIaHbIC KYpaaaphl apKbLIbI Xa0apiiacybIHBI3Fa 001 bl IIEKTPOHIBIK
nomTaMeH gse researchcommittee@nu.edu.kz.
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3epTTey )KYMBIChIHA KAaThICYFa KeJiCIMIHI3/II OepceHi3, oepiireH ¢popmara KO
KOIOBIHBI3/IBI CYPAMBbI3.

* Men Gepinres gopmMaMeH MYKHUST TaHBICTBIM;

* MaraHn 3epTTey *KYMBICBIHBIH MaKCaThl MEH OHBIH MTPOLIEAYPAChI )KalbIH/1a TOJBIK
aKmapar Oepii;

» )Kunakranrad aknapar MeH KYIus MOJTIMETTEpre TeK 3epPTTEYIIiHIH 631He KOJDKETIM/II
JKOHE MOJIIM OOJIATBIHBIH TOJIBIK TYCIHEMIH;

* MeH Ke3 KeJreH yakbITTa elIIKaHIai TyCIHIKTeMeCi3 3epTTey KYMBIChIHA KaThICY/IaH 0ac
TapTybIMa OOJIATHIHBIH TYCIHEMIH;

* MeH xoFapbl/ia aTalIbIll 6TKEH aKMapaTThl CaHAJbI TYpe KaObU1Ial, OChl 3epTTey
JKYMBICBIHA KaTBICyFa 63 KeJiciMiMIi OepeMiH.

Kombr: KyHi:
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Appendix H

O®OPMA UHOOPMAIIMUOHHOI'O COI'JIACHUA

[TpenoaBaHye aHIIIMICKOTO SI3bIKA KAK HHOCTPAHHOTO TIIYXUM U CJIA00CIIBIIAIIM
ydamuMces B OHOHM u3 mkon B Kasaxcrane

OIIMCAHME: Bbl nnpuriamieHsl OpUHATh Y4aCTHE B UCCIEAOBAHUM, TOCBALICHHOM
W3Y4YEHUIO NIPENOAABaHus IIPEAMETA AHTTIMHCKOTO A3bIKa KAK MHOCTPAHHOIO A3BIKA IS
[IIyXUX U caabocnplamux yyamuxcs. McceiaeqoBanyue HaleaeHo Ha U3y4eHHe OMbITa
yUUTENeH aHTTTUICKOTO S3bIKa M yYaIuXcs ¢ HapyUIeHHeM ciiyxa. Bam Oyzer npeanoxeHo
HPUHATH YYaCTHE B UHAUBUAYAIbHOM HHTEPBBIO, B KOTOPOM Ballld OTBETHI OyAyT
3anvcanbl Ha JUKTO(OH TOJBKO C BAaIIETO pa3peuieHus. Baiie uMs 1 Ha3BaHHE HIKOJIbI
OyAyT 3aKOJUPOBaHbI U HE OyIyT YIOMSHYTHI B KAKUX-TH0O0 JOKYMEHTaX. DJIEKTPOHHBIE U
NeYaTHBIE JOKYMEHTHI C COOpaHHBIMU TaHHBIMU OyyT XpaHUTHCS HA 3aLIUICHHOM
napoJieM HOyTOYyKe M JIMYHOM HIKady uccieroBaTess cooTBeTcTBeHHO. [1o 3aBepuienuto
MCCJIEIOBaHMsI BCE 3allCAHHbIE HAa ayIUO0 JaHHbIE OYyT YHUUTOKEHBI.

BPEMS YYACTMUS: Bame yuactue notpedyeT 0K0JIO OJHOTO yaca.

PUCKU U IPEUMYIIECTBA:

Pucku, cBs3aHHBIE C MCCIIEJOBAHUEM MUHUMAIIBHBL. BBl camu cMoxkeTe BbIOpaTh Bpems,
y00HOe /715 Ballero pacnucanusi. Bol MokeTe UCnbITaTh SMOIMOHAIBHBIN TUCKOMDOPT,
KaK Hanpumep, Hey100CTBO FOBOPUTH HA JUKTO(OH.

B xagecTBe 0kHM1a€MBIX IPEUMYLIECTB B PE3YNIBTATE UCCIICIOBAHNS MOXKHO
paccMaTpuBaTh 0CO00€ 3HAUEHUE HYXK/ U TPYIHOCTEH B IIpenojaBaHuM aHTJIUICKOro
A3bIKa TIIYXUM U CJIa0O0CIBILIAIINM YY€HUKaM, YIy4lIeHUE 1€Jarornueckoil nNpakTUKU
IIOCPEACTBOM PACCMOTPEHUSI HEAOCTATKOB U NIPENATCTBUM. Bale penenue o coriacuu
1100 OTKa3e B y4aCTHH HUKAKUM 00pa3oM He MOBJIHSET Ha Balry paboTy, CTaTyC B IIKOJIE,
3apabOoTHYIO IUIATY U T.[.

IMPABA YYACTHUKOB: Ecnu Bel npounTanyu nanHyio ¢GopMy U peIiid IPUHATh
ydacTue B JaHHOM MCCIIEN0BaHUU, Bbl OJKHBI IOHUMATh, 4TO Baile yuactue sBisercs
J00pOBOJIBHBIM U UTO Y Bac ecTh mpaBo 0TO3BaTh CBOE COIJIacue WM MPEKPATUTh ydacTHe
B J1t000€ BpeMs 0e3 mTpadHbIX CAaHKLIUN U 0e3 MOTepH COLMAIbHOIO MMaKeTa, KOTOPBIN
Bawm npenocrasnsnu. B kauecTBe anpTepHAaTUBBI MOKHO HE y4aCTBOBATh B MCCIIEIOBAHUH.
Taxoxe Bel nmeere paBo He OTBEYATh Ha KakKe-11M00 BOIPOCHL. Pe3ynbTaThl JaHHOTO
MCCJIEIOBaHMSI MOT'YT OBbITh MPECTABIIEHBI WU OMyOIMKOBaHbI B HAYYHBIX WIIN
npo¢eCCHOHATBHBIX LENAX.

KOHTAKTHAS UH®OPMALUSA:

Bonpocsi: Eciiu y Bac ects Bonpocsl, 3aMeuaHust UK ajlo0bl [0 MOBOAY IaHHOTO
HCCIIEI0BAHMS, IPOLEAYPBI €T0 MPOBEICHUS, PUCKOB U ITPEUMYILECTB, Bpl MoxkeTe
CBA3aThCs C PYKOBOAMUTEIIEM MAarucTepcKoro tezuca uccnenosarens Cynomnu [latep
sulochini.pather@nu.edu.kz.

HesaBucumeble KoHTaKTBI: Eciii Bel HE y0BIIETBOPEHBI IPOBEIECHUEM JAHHOIO
UCCIIEIOBaHMsI, €ciiM y Bac BO3HUKIIM Kakue-1100 nmpoOsemsl, kajao0bl WU BONIPOCkI, Bbl
Mmoxere cBsizaThest ¢ Komurerom HcenenoBanuii Beicieit Lkonsr O6pazoBanus
Hazapb6aeB YHuBepcurera, oTrpaBuB MUCHMO Ha AJIEKTPOHHBIHN ajipec
gse_researchcommittee@nu.edu.kz.

[Toxkanyiicta, mOANUIINTE NaHHYIO GopMy, eciii Bbl coryiacHbl y4acTBOBaTh B
UCCIIEI0BAHUH.

* S1 BHUMATENBHO U3YYWII IPEJICTABICHHYIO HH(OpMAIIHIO;

* MHe npeocTaBuiIy NOJIHY0 HH(POPMAIUIO O LEeNsAX U MPOoLEeaype UCCIeT0BaHMS;
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* 5l mornMmaro, kak OyyT HCTOJB30BaHbl COOpAaHHBIE TaHHBIC, U YTO AOCTYI K JTI000M
KoH(puAeHIMATbHON HH(OpMAIK OyIeT UMETh TOJIBKO MCCIICIOBATEINb;

| IMOHMUMAr0, 4TO BIIPpaBC B JHOGOﬁ MOMCHT OTKa3aTbCsA OT Y4aCTHA B JAHHOM
UCCIICIOBaHUH 03 00BSICHEHUS MPUYHH;

* C OJTHBIM OCO3HAHWEM BCETO BBIMIECU3IIOKEHHOTO S COTJIACCH MPUHSATH YIacTHE B
UCCIICIOBAaHUU TI0 COOCTBEHHOM BOJIE.

[Toanuce: MHara:
Konus nannoi ¢popMsel ocTaercs y Bac
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Appendix |
Transcription Sample

Interview 1

T1: Yes. Yes, yes... ordinary students — they might be lazy, for instance very lazy and in
general do not value. Em, education is kind of free for them and they especially ... who
needs, they study, who doesn’t, they don’t, it’s enough to sit, to get the mark. But hard-
of-hearing students — each of them tries to learn. The curriculum is given in a simplified
version, not like in an ordinary school. For example, when | worked last year, | utilized
simplified version but it still was difficult for them. This year | made another plan.

B: hmmm...

T1: I have chosen only definite grammar topics, emm, for instance, if we have “to be”.
Yes, | give practice task at the next lesson: might be handout materials are distributed or |
write on the blackboard and they do the task. And everybody is striving to accomplish the
task. For instance, if in an ordinary classroom they are sitting, some of them are not
doing, some are busy with something else, different situations might be. But these
children they strive hard — everyone tries to get a mark. Even in their daybooks, even the
10 graders of the correction classes, in their daybooks there are 3 or 4 marks per day. In a
comparison, ordinary students do not have marks sometimes they even do not have a

daybook. It happens.
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Appendix J

Coding Sample

Response

Initial Coding

Focused Coding

B: Have you had any previous experience of teaching
English to Deaf learners?

T1: No, I don’t have any experience.

B: What is your general opinion on teaching English to
deaf and hard-of-hearing students?

T1: Sure, in the beginning it was very scary because of
the absence of any knowledge of signs. Hmm, also... my
attitude towards that kind of children is precise, | mean, |
pity them. In the beginning it was painful for me, very
painful...

B: I'see... Then gradually...

T1: Yes, then | began to adjust. Hmm... Then I got an
impression that those children are very purposeful.
Hmm... I work both with struggling and ordinary
students. If to consider this, hmm, hearing impaired
students they have strong aspiration for life and they want

to discover and learn everything — they have an interest.

] anxiety

empathy

D/HH students’ interest towards

learning

Vitality of D/HH students

Attitude towards D/HH students

D/HH students’ characteristics
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Appendix K
Positionality

I have a background of teaching English as a foreign language to primary,
secondary, and high school students. I do not have any experience of teaching hearing-
impaired students, | do not know sign language, and | do not even have deaf or hard-of-
hearing friends and relatives. Moreover, before | conducted this study, | had never
communicated with people who are culturally deaf. The reason behind the thesis topic
choice was my desire to investigate the area in Kazakhstani education system that had
never been attempted to be explored.

Around the globe, deaf education is one of those fields that are not being
investigated equally as the other educational spheres. Precisely, deaf individuals’ ability to
learn foreign languages has not been considered by researchers in Kazakhstan. In the
beginning of my research journey I could not imagine how the research would change me
as a scholar, as an individual and a global citizen. At first, as an outsider in the school
setting, and then in the classroom setting, | felt alienated. It was a completely different
world, silent but at the same time full of emotions and laughter. | observed my colleagues,
EFL teachers, strong young ladies of my age without any experience of teaching D/HH
students, trying hard to meet their unique students’ learning needs. It seemed to me that the
entire country forgot about the existence of that school and the school community was
striving to survive within the enormous system of reforms.

Looking back, I can say that people are unaware of Deaf individuals, their way of
life, language, and cognitive abilities. | used to be unaware since considered sign language
to be universal. Sincerely, | was careless about Deaf individuals since | did not meet them
outside, in a mall or a coffee shop. | would like to make EFL teachers’ and D/HH voices to

be heard.



