Running head: PARENTAL INVOLVEMENT IN THEIR YOUNG CHILDREN’S ENGLISH
LANGUAGE LEARNING

Parental Involvement in their Young Children’s English Language Learning in a Rural

Region of Kazakhstan: A Qualitative Inquiry

Gulbanu Kuspan

Submitted in partial fulfilment of the requirements for the degree of Master of Arts in

Multilingual Education

Nazarbayev University

Graduate School of Education

May, 2020

Word Count: 26 466 words



PARENTAL INVOLVEMENT IN THEIR YOUNG CHILDREN’S ENGLISH LANGUAGE LEARNING

Completion Date 13-Aug-2019
Expiration Date 12-Aug-2023
Record ID 32064047

aC 'l

¥ PROGRAM

This is to certify that:

Gulbanu Kuspan

Has completed the following CITI Program course:

Responsible Research Training (Curriculum Group)
Social, Behav, Edu, Etc (Course Learner Group)
1 - Basic Course (Stage)

Under requirements set by:
Nazarbayev University
Collaborative Institutional Training Initiative

Verify at www.citiprogram.org/verify/?wf97edcf7-d964-4164-b122-c77babcf6ee5-32064047



PARENTAL INVOLVEMENT IN THEIR YOUNG CHILDREN’S ENGLISH LANGUAGE
LEARNING
iii
Acknowledgment
First of all, I would like to thank the professors of the Multilingual Education MA program
whose courses led me to write this thesis and provided me with the necessary information to
complete it. Particularly, I would like to express my gratitude to my supervisor, Anas Hajar, who
could always find time and patience to support me in writing the thesis.
Next, I would like to thank my grandparents Kuanyshbay Bagniyazov and Zagimash
Bagniyazova — the people without whom I might not have a chance to complete even the
program not mentioning writing the thesis. Besides, my husband’s belief in me and my sons’
existence has always motivated me to work hard to finish this research work.

And finally, 1 would like to thank the gatekeeper and parents who voluntarily agreed to

participate in the research and made sharing its results with others possible.



PARENTAL INVOLVEMENT IN THEIR YOUNG CHILDREN’S ENGLISH LANGUAGE
LEARNING
Abstract
Parental Involvement in their Young Children’s English Language Learning in a Rural
Region of Kazakhstan: A Qualitative Inquiry

The integrated curriculum is a recent initiative of the Government of Kazakhstan that includes
trilingual education. This reform entails students learning school subjects through three mediums
of instruction (Kazakh, Russian, and English) in secondary school. Accordingly, these languages
are introduced from the first grade to ensure their successful acquisition. This thesis reports on a
qualitative inquiry into Kazakhstani parents’ attitudes towards the introduction of the English
language to their young children in Grade 1. It also examines parental challenges in assisting
their children with English language learning (ELL), and the strategies used in this regard.
In the present study, rural parents’ involvement in their young children’s ELL was investigated
to familiarize the public and policymakers with the consequences of implementing the integrated
curriculum in Kazakhstan. Semi-structured interviews with 15 rural parents were used to collect
data. The findings suggest that almost all parents were aware of the importance of ELL by their
children in the modern world. Due to the challenges parents faced in helping their children with
ELL, some of them supported the view that their children should have been introduced to the
English language at least from the second grade. The findings of this study also reveal that the
cooperation between formal and informal social actors (i.e. between teachers and parents) needs
to be promoted in Kazakhstan because some parents lack knowledge of English and of effective
strategies to prevent their children from being demotivated from learning English. Hence,
schools need to become platforms for parents to exchange ideas concerning the best procedures
for implementing the trilingual policy and enabling students to actively utilize the English
learning resources available to them both inside and outside the classroom. Conducting further
mixed methods research which includes the perspectives of parents, teachers, and children

themselves would enrich the available database.
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Ka3zakcTaHHBIH aybLIBIK KepiHjieri aTa-aHaJdapabIH Kac 0ajaJapbIHbIH aFBUIIIBIH TUTIH

yiipeHny yaepicine Karbicybl: CanajbIK 3epTTey
Anjaarna

Kipikripinren 6arnapiama ym Tinai 6iniv 6epyre Garbittanran, Kazakcran PecrryOnmkacs
YKIMETIHIH COHFBI XKbUIIApAarkl OacTaManapbIHBIH O1pi OOJIBITT TaOBLIAABI. ATanMbIII pedopma
OKYIIBUTAP/IBIH OpTa MEKTEITE MOHIEP 1 YIII TUIJIE OKYBIH MEH3EH/I1 (Ka3akK, OpPBIC JKOHE
arbUTILIBIH TU1epl). ColikeciHile, OKyIIbUIapAbIH OUTIMIH KETUIAIPY MakcaTblHIa TULAep O1piHIIi
CBHIHBINTAH OacTar KOJIaHBICKA €Hell. Byl 3epTTey )KYMBICH Ka3aKCTaH/IBIK aTa-aHaJlap/IbiH 03
OananmapbiHa OIPIHIII CHIHBITITAH OacTam aFbUIIIBIH TUTIHIH OKBITBUTYBIHA KATBICTHI
KO3KapacTapblH CalajblK TYPFBIJIaH 3epTTEY HOTIKENEpiH YebiHaabl. COJl CeKUIIl 3epTTey
YKYMBICBIH/IA aTa-aHaJIap OasiajJapblHa aFbUIIIBIH TUTIH YiipeTy (ATY) Me3eTiHe Tan KelareH
KUBIHABIKTap MEH MaliJallaHblIFaH CTPATEeTUsIIaphl Typaibl OasHIaIaIbl.
ATanMBIII 3ePTTEY )KYMBICBIHAA €IIIMEKECH ISP ACT] aTa-aHajJap/ablH OalajJapblHa aFbUIIIBIH TUTIH
OKBITY 9pPEKETIHE KaThICYbl KApacThIPbLIA/Ibl, COJ apKbLIbl KOFAM/IbI JKOHE 3aH HIBIFAPYIIbI
opraungap el Kazakcranaa KipiKTIpUIreH OKBITY )KYHECIH €Hr13y HOTHXKEICPIMEH TaHBICThIPAIbI.
Coiikec MOIMETTI )KMHAKTAY YIIiH eIIMEKeHIepAe TYpaThiH 15 ara-aHameH skapThlIai
KYPBUIBIMJQJIFaH cyx0aTTap Kypri3uiai. 3epTTey HoTHXKEIEpiHe cyHeHceK, OapIiblK aTa-aHaiap
3aMaHayH TajanTapra colikec Oanaiap/bplH aFbUIIIBIH TUTIH OLTY KaXeTTirine 6aca Hazap
ayJapaThIHABIFbIH JKETKI3/11. AFBUILIBIH TUTIH OKY/Aa Ke3JIeCeTiH KUbIHABIKTApFa CYHeHe OThIPBII,
Kell aTa-aHanap 1T TUTIH MYMKIHJIIT'HIIIEe eKIHII1 CBIHBINTAaH 0acTar OKbITYFa YCHIHBIC YKACa/Ibl.
Cout cexiii HOTHKENEp OChl OPEKETTIH PECMHU KoHe OelpecMH KaThICYIIbIIaphl (aTa-aHajgap MEH
MYFaliMep) apachlHIaFbl OaiIaHbICTBI KYLIIEHTY KaXKeTTIrH KepceTei, oTKeH1 kel aTa-
aHaJiap arbUIIBIH TUTIHIE coleMen/ i )koHe OalalapblHbIH aFbUIIIBIH TUTIH YHpEHYiHe
KBI3BIFYIIBUTBIFBIH TOMEHIETIICY YIIIH KKETTi CTpaTerusuiapaan xadapcebi3. COHIBIKTaH

MCKTCIITCP aTa-aHAJIapAblH YII Ti.]'I,[[e OKBITY CasICAaThIH XKXY3CI'€ aCbIpyta KATbICTBI UACATIAPbIH



PARENTAL INVOLVEMENT IN THEIR YOUNG CHILDREN’S ENGLISH LANGUAGE
LEARNING

Vi
OeIiceTiH, COJI CEKUIII OKYIIBUIAPIBIH MEKTETITE KOHE MEKTEIITCH ThICKAPhI OpPBIHAApAA
aFBUIIIBIH TUTIHZET1 OKY pecypcTapbiH OeJICeH/Ii MaiaJaHaTelH OpTackiHa aifHamys! THic. Keneci

aparac 3epTTey dJici MyFariMIep/IiH, OKYIIbIIap MEH aTa-aHaJap IbIH MIKipJIepiH KaMThICA,

KUHAKTAIFaH MAJIIMETTEepre ycTeme O0JIbIn TadbuIap ei.
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AHHOTAUSA
YuacTue poaureieil B npouecce H3y4eHusl AHIJIMICKOro sI3bIKa CBOMX MAJIOJIETHHX JieTel
B cesabckoii MecTHocTH Ka3axcrana: KauecTrBeHHoe ucciieioBanue

HNuterpupoBanHoe oOy4eHHe SIBISETCS OJHUM U3 HeAaBHUX MHUITMATUB [IpaBuTenncTBa
Pecniyonuku Kazaxcran, ocHoBaHHOE Ha Tpexsi3plyHOM oOyueHun. JlanHas pepopma
MpearnoaraeT 00y4eHrne yJaruxcsi CpeTHUX LUIKOJI TOCPECTBOM HCIOJb30BaHUS B KAUECTBE
SI3bIKAa MHCTPYKIIMHU TPEX S3BIKOB (Ka3aXCKUM, PyCCKUU U aHTIIMACKU). J{7st obecrieuenus
KauyeCTBEHHOT0 00y4YeHHUs A3bIKH H3ydaroTcs ¢ 1 kiacca. [laHHas vccnenoBaTenbckas pabora
MIPEJICTaBIISIeT Pe3yNIbTaThl ONPOCa Ka3aXCTAHCKUX POJIUTENIEH KacaTeIbHO BHEAPEHUS
MpenoaBaHus aHTIMICcKoro A3biKa ¢ 1 kitacca. B To e Bpems nccienoBaTenbekas paboTa
MPEACTABIISIET CIIOKHOCTH, C KOTOPBIMH POJIUTENHN CTOJKHYJIHNCH B ITPOLIECCE TOAJIEPIKKU CBOUX
JeTell B U3ydeHU aHTJIMICKOTO si3bika (MIAS) m ucnosib30BaHHBIC HIMH CTPATETHH.
B HacrosiieM uccieoBaHuu, ¢ 1eJ1bi0 03HAKOMJICHUS TpeICTaBUTeNeH 00IIECTBEHHOCTH U
MIPABUTENIbCTBA C PE3yJIbTaTaMU BHEJPEHUS HHTETUPOBAHHOTO MPEIOAaBaHusl U O0Oy4eHHs B
Kazaxcrane, ObL10 HicCIIeIOBAaHO Yy4acTUE POAUTENEH, MPOKUBAIOIIUX B CEIbCKMX MECTHOCTSIX, B
M3YYEeHUHU aHTJIMHACKOTO s3bIKa X AeTbMHU. C 1eNbio0 cOopa TaHHBIX ObUIHM MPOBEEHBI 15 oy
CTPYKTYPUPOBAHHBIX HHTEPBBIO C POJUTEISIMU C CEIBCKUX MECTHOCTEMN. Pe3ynbTaThl
MIOKA3bIBAIOT, YTO [TOYTH BCE POAUTENN MOHUMAIOT BaXKHOCTh N3YYEHUS aHTJIMMCKOTO A3bIKa B
COBPEMEHHOM MUpE. B CBs3M CO CIOKHOCTSAMU, BOZHUKAIOIIUMHU MPU MOAJIEPKKE CBOUX JIETEH,
M3YyYarolUMX AHTJUHUCKUH S3bIK, HEKOTOPBIE POJUTENH MOJACPHKATH MHEHUE O BHEAPEHUU
WHOCTPaHHOTO A3bIKa HAaYMHAsI cO 2-TO Kacca. Takke pe3ylbTaThl MOKa3bIBAIOT HEOOXOIUMOCTh
YCUJIEHUS CBsI3eH MeX Ay (GopMaibHBIMU U HEPOPMAILHBIMH YUaCTHUKAMU (MEXYy POTUTENIIMHU
Y YYUTEINSIMU) JaHHOTO TpoIlecca, TaK Kak HEKOTOPbIE POJIUTENH HE BIAICIOT aHTIIUHCKUM
SI3BIKOM U D(PPEKTUBHBIMU CTPATETUSAMU, YTOOBI IPEIOTBPATUTH MTOTEPIO MOTUBAIIMHA CBOUX

JeTel B HU3YUYCHHU aHT' JIHMCKOro s3bika. Kak CJICACTBHUC, AJId YCIICIIHOTIO BHCAPCHUS
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TPEXBAZBIYHOTO 00YUEHHUSI, IIKOJIBI JOJDKHBI CTATh TUIOMIAAKON IIsi 0OOMEHa HJIESIMH U JIyYIIUMHU
CTpATETUSIMHU MEXK/Ty POAUTEISIMH, TAKKE IIKOJIA JODKHA 00€CIEeUNTh TOCTYITHOCTh PECYpPCOB
11t OOy4YeHHUsT yJaluXxcsl, KaKk B CTEHAX MIKOJIBI, TaK U BHE IIKOJIBL. [IpoBenieHrne qambHenmmx

HCCIICIOBAHMI C MCIIOJIH30BAaHUEM CMEIIAaHHOIO0 METO1a HUCCICIOBAaHUs, BKIIIOYAOUICTO0 MHCHU A

poauTenel, yautenei U caMux jieTei, 06oraTiiio Obl UMEoIytocs 0a3y JaHHBIX.
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Chapter 1: Introduction

This chapter provides background information to the study that involve information about
the implementation of the trilingual education that resulted in the integration of the English
language along with the Kazakh and Russian languages from the early years of schooling. This
chapter also highlights the need of conducting the research that investigates the implications of
the trilingual policy implementation on rural parents, with the focus on their attitudes towards the
integration of the English language, the challenges they face in assisting their children’s English
language learning and their strategies in this regard. In addition, this chapter introduces with the
research purpose, the research questions guided this study, the significance of this study and

presents the outline of the study.

Background Information

Trilingual education is a recent language education policy in Kazakhstan that reflects the
aims of the Kazakhstani Government to develop a trilingual nation. In 2011, Nazarbayev, the
former president of the Republic of Kazakhstan, set the objective that 100 % of Kazakhstani
citizens would speak Kazakh, whereas 85,5% of them would speak Russian and 25,5% would
become fluent in English by 2020 (MoC, 2011). Thus, this trilingual policy supports the
simultaneous development of the national languages — Kazakh and Russian — and the English
language in the educational domain (Kirkpatrick & Liddicoat, 2017), though highlighting the

status of the Kazakh language (KL) as a state language (MoES, 2020).

According to the Strategic Plan of the Ministry of Education and Science for 2020-2024,
and within the frame of updating the content of education in secondary schools in Kazakhstan,
trilingual education is gradually being integrated into the curriculum: the teaching of the History
of Kazakhstan through Kazakh-medium of instruction and the World History through Russian-

medium of instruction had been piloted during the academic year 2019-2020 in several schools
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of Kazakhstan, while science subjects in the high classes (of Grades 10 and 11) are taught
through English-medium of instruction with full immersion into this language depending on the
preparedness of schools and their students’ willingness in the same academic year . Therefore,
Kazakhstani school children study English and Russian as school subjects along with KL from

the first grade.

The integration of the English language (EL) in the early years of primary school might
derive from the aim of the state to increase the competitiveness of Kazakhstani citizens in
addition to the economic situation of Kazakhstan through developing their English language
skills (MoES, 2015). In this regard, Nazarbayev (2017, April 12) in his article “Course Towards
the Future: Modernization of Kazakhstan’s Identity” noted that people need to know English
along with their native language in the modern world (para. 6). Additionally, he stated that if
Kazakhstani people know English, they will feel themselves as being “fish in the water” in the

global labor market (Kuramysova, 2015, para. 5).

Regarding the establishment of the educational policy, its success might depend on the
main actors’ attitudes towards education, their “motivation and skills”, and their “reaction to the
policy” (Viennet & Pont, 2017, p. 32). Viennet and Pont (2017) claim that the policy can be
“effectively integrated” when the main actors at the school level (i.e. headteachers, teachers, and
parents) support the educational initiative instead of refusing its implementation (p. 33).
However, for a long time, the role of parents in their children’s education has been undervalued
by many people compared to that of schoolteachers as learning is only believed to be possible in
the school context (Benson, 2011). Since many empirical studies (e.g. Ji & Koblinsky, 2009; Hill
& Taylor, 2004; Hill & Tyson, 2009; Ma, Shen, Krenn, Hu, & Yuan, 2016; Menheere & Hooge,
2010; Wilder, 2014) revealed that parents can play a focal role in their children’s overall
academic achievement including in foreign language learning (Curdt-Christiansen & Wang,

2018; Gao, 2006, 2012; Kalayc1 & Oz, 2018; Lai, Zhu, & Gong, 2015), understanding the
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parents’ “views, interests and capacities” might play a pivotal role in understanding the

implications of education policies (Viennet & Pont, 2017, p. 3).

Gap in the Research

To date, most studies (e.g. Al-Fadley, Al-Holy, & Al-Adwani, 2018; Borup, 2016; He &
Lazo, 2015; McDowall & Schaughency, 2017; O'Connor & Geiger, 2009; Rahman & Sarker,
2019) have assessed the involvement of parents in their children’s education from the
perspectives school teachers, who are the formal actors of the education process. Despite the
recent recognition of parents as main actors in developing their children’s language and literacy
development at home (Emerson, Fear, Fox, & Sanders, 2012; Goodall & Montgomery, 2014),
there remains a paucity of research on parental involvement from the parents’ perspectives.
Several studies (Al-Fadley, Al-Holy, & Al-Adwani, 2018; Schneider & Arnot, 2018; Smith,
2006) have uncovered that some teachers may underestimate the parents’ role in their students’
education as they only perceive parental involvement as parents’ physical presence at school
events. Thus, teachers might not see or have not access to the “invisible” part of learning that
occurs beyond the school (Benson, 2011, p. 8).

However, the topic of parental involvement in developing the foreign language skills of
their children has been insufficiently investigated in the context of Kazakhstan. Like other Asian
countries such as China, Taiwan and Uzbekistan, Kazakhstan is establishing the English
language-in-education policy from the early years of primary school despite its limited use, or—
lack of it, in the community. The research that has been carried out in Kazakhstan on parents’
perceptions about trilingual education (Agaidarova, 2019; Ayazabayeva, 2017) and their
involvement in their children’s education (Kaus, 2018) differs from this research as this research
focuses specifically on the involvement of parents in their children’s ELL.

In investigating rural stakeholder’s language ideologies and practices in one secondary

school in a rural area of Kazakhstan, Agaidarova’s (2019) study revealed that some parents
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neglect the usage of the Russian language at home but pay for their children’s private English
classes. Similarly, Ayazbayeva’s (2017) study found that all parents believe that their children
would benefit from knowing the EL, though, their opinions on the Kazakh and Russian
languages vary depending on their language ideologies. Ayazbayeva’s (2017) study sought to
examine urban parents’ perceptions and expectations of the trilingual policy through the lens of
language ideologies, which guided them to choose the medium-of-instruction (MOI) of
schooling for their children of the first grade. The findings of these studies (Agaidarova, 2019;
Ayazabayeva, 2017) clearly indicate that Kazakhstani parents are supportive of the integration of
the EL in school education.

However, Ayazbayeva’s (2017) study revealed that some parents are concerned that the
trilingual education policy might affect the future of the KL in a negative way, while anticipating
the revitalization and development of it. Thus, Kazakhstani parents seem to hold contradictory
opinions on these languages. These varying opinions may affect their attitudes towards
integrating the EL in the first grade and their home practices for facilitating their children’s ELL.
As the EL is not widely employed by Kazakhstani people compared to the Russian and Kazakh
languages, the integration of this language in the first grade might lead to challenges on the part
of Kazakhstani parents, especially those who live in rural areas. Therefore, this study aims at
learning parents’ perceptions of the trilingual education policy, their challenges with its
implementation and their strategic language learning involvement to mediate their children’s
acquisition of the English skills in the rural regions of Kazakhstan.

Statement of the Problem

According to some researchers (Besser & Chik, 2014; Fan & Williams, 2010), the extent
of parental involvement in their children’s English language learning and development largely
relies on their educational and socioeconomic backgrounds. To exemplify this point further,

some financially comfortable parents may decide to send their children to outstanding private
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schools which use English as a medium of instruction for many taught subjects (Besser & Chik,
2014). Thus, some parents might afford such means of English acquisition that include the
immersion into an English environment, whereas others might face challenges in providing their
children with private tutoring in English.

Moreover, the distinction in academic performance between the students of rural and
urban areas of Kazakhstan has led to the question of the implications involved in integrating the
EL from the first grade for rural parents across the country. For example, in the country policy
profile prepared by the Organization for Economic Co-operation and Development (OECD),
Kazakhstani students who lived in rural areas performed 8.98 points lower than students who
lived in urban areas in the Unified National Test (UNT) in 2017 (OECD, 2018). Even though the
rural students’ UNT scores have increased more expeditiously (to 0.97 points) than their urban
peers between 2012-2013, the students in urban regions still outperformed the students in rural
regions (OECD, 2018, p. 8). Similarly, PISA-2015 results indicate that school and college
students in rural regions (at 447 points) had fallen behind the urban school and college students
(at 466 points) for more than six months. Nazarbayev University Graduate School of Education
(2014) suggests that this division might be the result of a low quality of teaching in the rural
regions of Kazakhstan because rural schools are not supplied with adequate facilities and

materials.

In this regard, several studies (Chang, Park, Singh, & Sung, 2009; Hill & Tyson, 2009;
Schneider & Arnot, 2018; Smith, 2006) have noted that this division in access to resources might
be decreased by the communication between home and school and parental involvement in their
children’s education. While Bakytzhanova’s (2018) study revealed that the teachers of
Nazarbayev Intellectual Schools (NIS) worked collaboratively with the parents of their students
considering them as “partners in trilingual education” (p. 63), the studies conducted in

Kazakhstan have not examined home-school collaboration in mainstream schools of the country.
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Since Kazakhstani parents might rely only on their own experience of language learning in their
involvement in their children’s learning, their experience might be insufficient to support their
children’s ELL and to keep them motivated to learn this language. Thus, parents’ practices and
strategies employed at home might need correction or modification as well as assistance from
school members. Therefore, there is an urgent need to investigate parental practices in assisting
their children’s ELL and the nature of their communication with teachers as this collaboration
might be a prerequisite of the successful implementation of the trilingual policy in the rural

regions of Kazakhstan.

Purpose of the Study

Understanding the implications of educational policies might occur through the
exploration of the main actors’ attitudes towards the education policy, their challenges in dealing
with it and their abilities to accomplish its implementation. Therefore, the purpose of this study
is to explore the attitudes of rural parents towards the integration of the EL in the first grade
along with the Kazakh and Russian languages. In addition, this study aims at learning the
challenges faced by rural parents in assisting their children with ELL and the strategies they use

in their involvement.

Research Questions
The present study sought answers to the following questions:
1. How do parents perceive the notion of having their children introduced to English at an
early stage of their education?
2. What challenges do parents face while involving themselves in their young children’s
English language learning?
3. What are parents’ practices regarding the mediation of their young children’s English

language learning?
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The results of the study could contribute to the understanding of the consequences of the
implementation of the trilingual policy in the rural regions of Kazakhstan from the parents’
perspectives. Few studies (Agaidarova, 2019; Ayazbayeva, 2017), as discussed in previous
sections, have attempted to investigate parental perceptions of trilingual education after it has
been piloted in several Kazakhstani schools. Since these studies did not focus on parents’ roles in
their children’s education, the findings of the current study might provide new insights on
parental challenges and strategies in their involvement in their children’s ELL. Consequently,
these findings will be useful for educational researchers, teachers, and policymakers because
they might provide information on the implications of the establishment of the trilingual
education policy on the rural parents of Kazakhstan. Furthermore, this study may emphasize the
potential of boosting the cooperation between formal and informal actors (i.e. teachers,
policymakers, and parents) in terms of selecting the best procedures that can be undertaken to

implement the trilingual policy in Kazakhstan.

Outline of the Study

The overall structure of the current study takes the form of six chapters, which include
the introduction, literature review, methodology, findings, discussion, and conclusion. This
chapter begins by presenting the background information on the topic, and then moves on to
describe the relevance and importance of investigating this topic, and finally presents research
questions that guide this study and outline the structure of this study. The second chapter
presents a brief overview of the role of the EL in Kazakhstani school education and the role of
parents in their children’s education. It then goes on to describe parental strategies in helping to
develop their children’s English skills by analyzing the studies conducted on this topic. Finally,
the theoretical framework of this study is introduced. The design, site and participants of the

research are described in the third chapter which deals with the methodology. This chapter also
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deals with the procedures of data collection, data analysis and ethical issues. The fourth chapter
presents the findings of the research, focusing on the three key themes that guided this study. In
the fifth chapter the findings of the study are examined through the lens of previous local and
international studies, while noting its contribution to the existing literature. The conclusions of
the study along with the limitations and implications of this study are respectively drawn and

presented in the final chapter.
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Chapter 2: Literature Review

In the previous chapter, the context, research problem, research purpose and the research
questions of the study were discussed. Additionally, the gap in the research was identified. This
chapter focuses on the role of the EL in the educational system of Kazakhstan and the challenges
that parents often face in facilitating their children’s ELL, together with the strategies they adopt
in this regard. Further, the present chapter sheds light on diverse types of parental involvement

and provides an explanation of the conceptual framework that guides the current research.

The Role of the English Language in the Educational System in Kazakhstan

The inclusion of the EL in the primary school curriculum has become a general
phenomenon among many non-English speaking countries around the world. Kazakhstan
belongs to this list of countries because the EL has been integrated in the language-in-education
policy of the country despite its having only 1% of the population that is fluent in English as in a
second language (Eberhard et al., 2020). Kirkpatrick and Liddicoat (2017) assert that the
popularity of English in Central Asia resulted from its instrumental value around the world, its
prestige, and its benefits for the economy of their countries. Consequently, many countries
around the world instil a form of “privilege” to English as a foreign language by integrating it
into their primary school curriculum (p. 7). Moreover, the polities in these countries seem to
believe that the learning of the EL should start “as early as possible” (Wong & Benson, 2019, p.

).

Similarly, the Kazakhstani government presented the gradual shift Kazakh and Russian
MOiIs to English MOI in high schools and higher education institutions as one of the steps
towards increasing the competitiveness of Kazakhstani specialists and to increase the

attractiveness of the education sector globally in the 100 Steps of The Nation Plan (Nazarbayev,
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2015). However, the Kazakhstani language policy aims at developing the EL along with the
Russian and Kazakh languages in the country. For instance, Nursultan Nazarbayev, the former
president of Kazakhstan introduced the idea of the trinity of languages in his address “New
Kazakhstan in a New World” in 2007, which defined the role of each official language: Kazakh

as the national language, Russian as the language of interethnic communication, while English

is the international language.

As a result, these languages are being introduced concurrently from the first grade of
school education so that school graduates of Kazakhstan become fluent in the Kazakh, Russian
and English languages by 2050 (MoES, 2020). Thus, the EL is taught from the first grade in
Kazakhstan to prepare students to be taught science subjects (information and communications
technology, physics, chemistry and biology) through English-medium of instruction in the higher
classes (MOES, 2020). According to the Strategic Plan for 2020-2024, the education process will
occur on the basis of the 4 C’s model of Content and Language Integrated Learning (MoES,

2020), which involves teaching content subjects in additional language, that is, in English.

Therefore, the EL is taught two hours a week in the first grade, thereby constituting 66
hours a year according to the Standard Educational Program for the English subject for Grades 1-
4 of primary school (MoES, 2018). In addition, this document states that the English curriculum
is organized to develop students’ English skills towards the A1 level with focus on their
listening, speaking, and reading skills. Based on the above document, these students are expected
to recognize the letters and their order in the English alphabet after finishing the first grade. They
are also supposed to understand basic English phrases that are used in the classroom and to be
involved in short conversations about themselves in present simple. Furthermore, they are

expected to be able to count to 20, to describe objects and people, to ask basic questions with
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question words, and to make simple requests in English. (See MoES, 2018, Appendix 5, Chapter
2, Section 7 to learn more about the program for the first graders).

In summary, this section has presented the role of English in the educational system of
Kazakhstan and provided the details regarding the introduction of this language in the first grade
of primary school. The following sections discuss the Kazakhstani parents’ attitudes towards the
establishment of trilingual education in the school system, and then the challenges parents
encounter with the introduction of English in primary education worldwide.

The Attitudes of the Kazakhstani Parents Towards the New Language-in-Education Policy

Many Kazakhstani parents seem to support the implementation of the trilingual education
policy. For instance, Kuchma (2016) reported that the 66 % of Kazakhstani parents who
participated in the sociological study, “Public Opinion”, conducted by the Research Institute
supported the idea of children learning three languages. Surprisingly, 81% of them stressed the
salience of their children learning and mastering English. This study was aimed at learning the
attitudes of Kazakhstani parents and students on the transition to trilingual education by
conducting a phone survey with 1000 parents across the country (53.5% from a city; 46.5% from
a village). However, one fourth of the participants of this study expressed a negative attitude

towards this reform mentioning the unpreparedness of teachers and teaching programs as

drawbacks to its implementation.

Other studies (Agaidarova, 2019; Ayazbayeva, 2017) also found that Kazakhstani parents
who supported the new trilingual policy, especially the inclusion of the EL from the first grade
were predominant. The study done by Agaidarova (2019) investigated rural stakeholders’
perceptions and practices of trilingual education at the school level. She sampled ten participants,
three of which were parents, and two of them positively accepted the early introduction of the
EL. Regarding Ayazbayeva’s (2017) study, she sampled ten parents from urban regions of

Kazakhstan to investigate their views on the trilingual policy. The parent participants in their
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study believed in the capability of young children’s minds to learn three languages. One of the
parents in Ayazbayeva’s (2017) study was proud that his child would be fluent in three
languages as a result of trilingual education. This finding may imply that many parents seem to
buy into the idea of the earlier the better in terms of their children’s language learning,
particularly for English. However, in her study, another participant stated that learning three
languages simultaneously from the first grade created a mess in her first-grade child’s mind. As

her child started to confuse the letters of three languages, she believed that it is “a great burden”

for children to learn three languages simultaneously (p. 45).

In summary, this section has discussed the Kazakhstani parents’ attitudes towards
trilingual education, which also involves the integration of the EL in the first grade along with
the Kazakh and Russian languages. Despite the predominance of positive attitudes towards this
policy, the literature suggests that some parents in Kazakhstan seem to resist its implementation,
especially the simultaneous introduction of three languages in the first grade. Therefore, the next
section will discuss the challenges parents might face in assisting their children’s ELL.

The Challenges Parents Face in Assisting their Children with English Language Learning

To date, several studies (Curdt-Christiansen & Wang, 2018; Gao, 2006; 2012) have
investigated parents’ role in their children’s ELL and their strategies to develop their English
skills. However, there is a dearth of knowledge on non-English-speaking parents’ challenges in
their involvement with developing their children’s English skills. Therefore, this section
evaluates the parental challenges based on studies by (Hsieh et al., 2018; O’Connor & Geiger,
2019; Rahman & Sarker, 2019) that investigated the teachers’ challenges in teaching English to

non-English-speaking students.

A lack of support from some parents in their children’s ELL has been found to be one of

the challenges faced by teachers (Castillo & Gamez, 2013; Hsieh, lonescu & Ho, 2018;
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O’Connor & Geiger, 2019; Rahman & Sarker, 2019). For instance, in interviewing Kenyan
primary school teachers, Hsieh et al. (2018) found that one of the challenges faced by these
teachers is students’ negative attitude towards the EL. These teachers upheld the view that their
students are not motivated to learn the EL because of their parents’ lack of interest in their
children’s ELL. Thus, the parents of their students seem to not value the knowledge of English.
Similar views were found in the study of Rahman and Sarker (2019) conducted in Bangladesh to
investigate teachers’ practices to develop their primary school students’ writing skills. The

teachers in their study reported that the parents of their students do not create a supportive and

encouraging environment for their children’s learning.

However, other studies (e.g. Castillo & Gamez, 2013; He & Lazo, 2015; O’Connor &
Geiger, 2019) found that a limited English proficiency might prevent parents from involving
themselves in their children’s ELL. In the study of He and Lazo (2015), for example, according
to the report of 149 primary school students on their parents’ English skills, 22 parents could
speak English, while 127 could not. Moreover, Castillo and Gamez (2013) in their study of
parental involvement in their children learning English as a second language in Colombia found
that some parents face difficulties in assisting their children with homework. The parents in their
study admitted that they lacked motivation to assist with this language as it requires considerable
time and they do not understand the language, though they recognized the importance of their

involvement in their children’s education.

Taken together, these studies indicate that non-English-speaking parents may face
challenges in assisting with their children’s target language acquisition. If some studies show
that parents do not participate in their children’s ELL, some show that their involvement might
be deterred by their limited English proficiency. The next section describes the role of parents in

their children’s ELL.
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The Role Parents Play in Their Children’s English Language Learning

Several studies (Castillo & Gamez, 2013; Hsieh, lonescu & Ho, 2018; Mahmoud, 2018;
O’Connor & Geiger, 2019; Rahman & Sarker, 2019) have found that the involvement of parents
and their support in their children’s ELL might affect their children’s motivation to learn the EL
and succeed in its acquisition. For instance, Wilder (2014) found that students’ academic
progress was highly dependent on parental involvement in all levels of schooling. When parents
are interested in their children’s education and actively participate, these children tend to
be more successful at school and in their lives and later secure highly-paid employment than

children whose parents did not show any interest in their children’s education and schooling.

As Lai et al. (2015) pointed out, parents can act as “gatekeepers” in their involvement in
their children’s learning beyond the school (p. 296). Investigating the quality of 82 EL learners’
out-of-school ELL experiences in China, they found that the “nature” of students’ ELL outside
the school was predominantly influenced by their parents and teachers (p. 300). Similarly, in
interviewing 16 secondary school Chinese children in one elite school, Gao (2012) found that
parents used several strategies to help their children succeed in learning English vocabulary. He
identified three types of strategies: social support strategies, discursive support strategies and

material support strategies.

The social support strategies included the activities that were done in collaboration with
teachers. One student’s response showed that his mother helped him to memorize the unknown
words, highlighted by the schoolteacher to be learnt, by doing dictations with him. Nevertheless,
the findings revealed that many parents were ‘much more proactive’ than collaborative with
teachers to meet the needs of their children (p. 587). Regarding discursive support strategies,
these included supporting children’s learning by oral encouragement, sharing expectations,

giving explanations and employing methods to memorize the vocabulary. As Gao (2012) pointed
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out, some strategies the students had learnt from their parents helped them in their further life
when learning new vocabulary. As for material support strategies, they consisted of a wide range
of authentic English materials provided by parents to support their children’s learning. Some

parents procured English newspapers, magazines, CDs, and recordings, whereas others would

reward their children’s success in vocabulary learning to keep them motivated.

Another study conducted by Gao (2006) revealed that family members can be positively
influential in their involvement in ELL. In his study, he interviewed Chinese undergraduate
students with a high competence in the EL on their past experiences of ELL. Gao (2006) found
that parents may affect their children’s English language learning both directly and indirectly.
When parents involved themselves indirectly, that is, motivated, advised or supported their
children’s language learning, they acted as ‘advocates’, ‘facilitators’ and ‘collaborators’ of
language learning for their children (p. 289). Accordingly, when parents involved themselves
directly, they showed their ELL strategies or taught them themselves as ‘shadow teachers’, or as
private tutors who are aware of the students’ learning skills, or they compelled their children to

learn the EL and acted as ‘advisors’, ‘coercers’ and ‘nurturers’ of language learning (Gao, 2006,

p. 289).

Likewise, Hajar (2019a) identifies three types of involvement: a) a positive, indirect kind
of involvement, which entails verbal stimulation that encourages learners to learn the foreign
language or paying for learning materials and tutorship; b) a positive, direct kind of involvement,
which refers to taking part in the learning process and/or communicating to develop fluency in
English, and c¢) a neutral to negative kind of involvement which involves actions that hinder their
children’s learning of English (p. 290). These actions may involve parents’ negative attitude
towards the language (e.g., the language of colonizer) or actions that do not support any kind of

foreign language learning activities. These distinctions of direct, indirect, and negative types of
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involvement (Hajar, 2019a) will be explained further drawing examples from other studies that

include parental strategies in facilitating their children’s EL development.

Direct types of involvement. Many studies (e.g. Curdt-Christiansen & Wang, 2018; Gao
2006, 2012; Hajar, 2019a; Lai et al., 2015) on parental involvement indicate that parents largely
show a positive, indirect type of involvement. According to the literature reviewed, many parents
who support their children’s ELL are found to be those who value the knowledge of the EL as an
international language (Curdt-Christiansen & Wang, 2018; Gao, 2006; 2012; Hajar, 2019a; Lai
et al., 2015). Having a positive attitude towards their children’s EL acquisition, these parents
seem to employ a wide array of materials and strategies to enhance their children’s English skills
(Curdt-Christiansen & Wang, 2018; Gao, 2006; 2012; Hajar, 2019a; Lai et al., 2015). For
instance, Gao (2006) identified three types of parents who directly involved themselves in his
participants’ ELL. The first type of parents acted as language learning advisors who helped their
children by sharing their own experiences of learning language or searched for the best methods
of ELL on the Internet. The second type of parents acted as language learning coercers by
compelling their children to learn English vocabulary. One of the participants admitted that this
coercion contributed to her success in English at school. The last type of direct involvement
depicted parents as nurturers who acted in accordance with their beliefs about learning
languages. For example, one participant reported that her mother shared her hobby of listening to
English songs with her. This participant recognized that despite initial difficulties understanding
the lyrics of the songs, she could later benefit from this practice by understanding English songs.
Another participant’s father used English songs as background music so that his child could
learn the language by listening to it. This parent believed that the skills in the target language are

developed through becoming familiarized with it.
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Indirect types of involvement. According to the results revealed from studies (Borup,
2016; Chowa, Ansong, & Osei-Akoto, 2012; Gao, 2006, 2012; Hajar, 2019; Smith, 2006,
Wilder, 2014), the indirect involvement of parents can also play a considerable role in their
children’s success in ELL. Despite the fact that some studies (e.g., Borup, 2016; Wilder, 2014)
revealed that parents’ direct types of involvement such as tutoring might be effective in their
children’s learning, other studies show that indirect types of involvement such as sharing
parental expectations (Wilder, 2014) and conversations about their children’s achievements at
school (Chowa et al., 2012) positively affect students’ academic achievement. Thus, parents
might not need either high proficiency in the foreign language (Castillo & Camelo, 2013) or
higher education levels (Epstein, 2009). For instance, parents can motivate their children to learn
English by just telling them about its importance (Gao, 2006; Mahmoud, 2018; Smith, 2006) or
by setting high goals for their children to achieve (Mahmoud, 2018). In addition, parents’

interest, and control on whether their children are completing homework may be sufficient rather

than their physical presence while the latter is working (Borup, 2016).

Another notable example of indirect types of involvement entails parents’ provision of
materials, resources, and the financing to create an encouraging environment for their children’s
ELL. According to the responses of Gao’s (2012) participants, their parents provided them with
media resources in English, paid their private English classes and enabled their access to foreign
TV channels to develop their skills in English. In the same way, Curdt-Christiansen and Wang
(2018) found that Chinese parents in an urban city of China provided their young children with a
wide range of materials to make their ELL “enjoyable” (p. 249). The language learning materials
these parents employed were not limited to the textbooks, but also involved digital learning
materials such as mobile applications, YouTube channels, websites and podcasts following the

advice (recommendation) provided at the education centers their children attend.
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One of the widely encountered strategies employed by parents worldwide seems to be
sending their children to private English classes. For instance, Chen (2013) found that many
Taiwanese parents pay a considerable amount of money for these classes. The study investigated
the teaching of English in primary schools in Taiwan. Likewise, Kazakhstani parents seem to
view private tutoring in English as one of the options for developing their children’s English
language skills. In Agaidarova’s (2019) study, all three parents admitted that they sent their
children to English private classes, as noted by one of them it is a “must-have” in learning
science subjects through English-medium of instruction (p. 55). Similarly, Kuchma (2016)

reported that 34% of the Kazakhstani parents participating in the phone survey were found to

have sent their children to private English classes.

Neutral to negative type of involvement. Although many of the studies demonstrated
that parents involve themselves positively in their children’s ELL, Hajar’s (2019a; 2019b)
studies revealed that some parents might impede their children’s ELL, thus exhibiting a neutral
to negative type of involvement. In an analysis of family members’ influence on the students’
ELL in Gulf Arab countries, Hajar (2019a) found that some of his participants’ parents
handicapped their children’s ELL. For instance, the father of Nadia prohibited watching movies
in English due to their showing “women in revealing clothes” (p. 294). As for other participants
of Hajar’s (2019a) study, their parents preferred their children to learn science subjects than
English because the grades for science subjects were higher than for English subjects. Thus,
parents’ perceptions and their attitudes towards the EL might or might not be effective in their
children’s ELL. Since some Kazakhstani parents seem to hold nationalistic ideologies regarding
language, such as that everyone should speak Kazakh with each other in Kazakhstan
(Ayazbayeva, 2017), this study may shed the light on the extent parents’ attitude affect their

involvement in their children’s ELL.
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Together, these studies highlight the role of parents in their children’s education and
academic success. However, some studies (e.g. Borup, 2016; Mahmoud, 2018) revealed that
their involvement might also lead to negative consequences to their children’s further academic
lives. For instance, in a study investigating the involvement of parents in primary school
children’s ELL in the Kingdom of Saudi Arabia, Mahmoud (2018) reported that some parents
hindered their children’s ELL by employing strategies such as “grammar translation or spoon-
feeding” (p. 108). In this regard, he suggests that the parents’ lack of awareness of the

methodology of teaching a foreign language results in their “instant help”, which does not allow

their children to learn by themselves (p. 107).

In the same way, in one qualitative study by Borup (2016), it was found that the teachers
recognized the parents’ value in supporting their children’s learning only in the case where these
parents are informed on the strategies and methods of effective teaching. This study investigated
the perceptions of the teachers on the involvement of parents in their children’s education in one
online school . These teachers, especially those who teach such subjects as mathematics and
science admitted that they would prefer the parents to tell their children to seek help from the
teachers or notify them to explain the topic in case their children have misunderstood it
Otherwise, these teachers held the view that their students may get more confused due the
differences in the parents’ and teachers’ explanations. Thus, the “helicopter” style of parenting
(p. 76), which refers to the style where parents attempt to teach everything by themselves, might
not be effective as it may cause students’ overreliance on their parents or result in their deeper

misunderstanding of the topic.

These findings indicate that parents might need training from school members on how to
work with children at home and on the types of strategies they can employ to enhance their

children’s learning. In addition, the communication between teachers and parents might help
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them understand their families, thereby leading to their “desire” to assist these families (Smith,

2006). Therefore, drawing on the importance of parents’ communication with schoolteachers, the

next subsection discusses the benefits of such communication.

Home-school Communication Benefits. Many scholars (Epstein, 2009; Goodall &
Montgomery, 2014; Kraft & Dougherty, 2013; Mahmoud, 2018; McDowall & Schaughency,
2017; Nitecki, 2015; Smith, 2006) highlight the prominence of parent-teacher communication in
school students’ education. Thus, parents’ involvement in their children’s education might also
occur in the form of home-school communication. According to Epstein (2009), effective
parental involvement requires “useful information and guidance” (p. 20). That is, parents might
need teachers’ assistance in their involvement. Similarly, Kraft and Dougherty (2013) note that
the parent-teacher interaction may raise children’s motivation in learning, improve their
academic performance and inform parents about their behaviour at school. Similarly, one teacher
in the study of Smith (2006) admitted that the students’ awareness of the existence of
communication between their parents and teachers results in a high homework completion rate
and hard work at school (p. 53). In an analysis of the correlation between parental involvement
and children’s academic performances in early years of primary education, Ma, Shen, Krenn,
Hu, and Yuan (2016) concluded that “the behavioral involvement, home supervision, and home-
school connection are the keys for strong relationship between learning outcomes and parental

involvement” (p. 791).

In summary, this subsection presented the advantages of home-school communication on
all parties that involve themselves in the education process at the school level. The following
section will discuss the distinctions between the terms of parental involvement and parental
engagement, thus introducing the framework that guides this study and the rationale for it being

employed in this study.
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Parental Involvement in Their Children’s Education

This section elaborates on the terms related to parental participation in their children’s
education. A considerable amount of literature has been published on parental involvement.
These studies describe parents’ participation in their children’s education with the terms
‘parental involvement’ and ‘parental engagement’. Many scholars (Emerson, Fear, Fox, &
Sanders, 2012; Goodall & Vorhaus, 2011) have attempted to draw fine distinctions between
‘parental involvement’ and ‘parental engagement’, though some of them (Emerson et al., 2012,
Goodall & Montgomery, 2014) have highlighted the relevance of considering both terms as
inseparable and connected elements of the whole. In addition, depending on the aims of the
studies, some researchers (Antony-Newman, 2019; Epstein, 2009; Jay, Rose & Simmons, 2018;
Smith, 2006) prefer to use the general term ‘parental involvement’ rather than differentiating
these terms by activity types. That is, some studies link the terms ‘parental involvement’ and
‘parental engagement’ with certain types of activities, others (e.g., Perkins, 2014) use them
interchangeably, or identify them as a general term. However, this subsection presents the
difference between the activities that each term represents in the scholarly literature to shed light
on the framework that guides this research.

As mentioned above, Goodall and VVorhaus (2011) suggest that parental engagement
‘with learning’ and parental involvement ‘with schools’ are not the same things. For instance,
Goodall and Montgomery (2014) argue that the word engagement implies “a greater
commitment, a greater ownership of action” than the word involvement (p. 400). Thus,
engagement relates to the actions that have profound effects on children’s learning, and which
cannot be produced from “simple involvement” (p. 400). This view is supported by Emerson et
al. (2012), who claim that parental engagement, which particularly takes place at home, ‘brings
about positive changes in children’s academic attainment’, whereas parental involvement in the

school environment may impact community and society (p. 8). Thus, parental engagement can
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be considered as the actions which take place at home such as homework assistance, reading
books, tutoring, verbal encouragement, whilst parental involvement as the actions taken at school
such as volunteering for the school, participation in school events, and attending parent-teacher
meetings. In this sense, parental engagement is centred on parent-child communication, whereas
parental involvement refers to parent-teacher communication.

However, Barton, Drake, Perez, Louis and George (2004) view engagement as “a set of
relationships and actions that cut across individuals, circumstances, and events that are produced
and bounded by the context in which that engagement takes place” (p. 6). This means that
parents’ participation at home may influence school practices, and activities at school may
impact home practices respectively. Therefore, parental engagement cannot only look at parents’
actions, or only the behaviours of parents, but also their interaction with other stakeholders (e.g.
teachers, other parents, school administrators and community members). In the same vein,
Perkins (2014) notes that teachers’ communication with parents that aim to assist each other can
improve children’s academic performance and wellbeing. Teachers may help parents in their
engagement at home. In addition, they may inform each other on activities they employ to
‘complement each other’ (p. 4).

Similarly, Epstein (2009) believes that partnerships between school, family and
community members can be beneficial when they see each other as partners in achieving the one
common goal to bring up educated and successful young people at school and later, in general
life. Accordingly, Epstein proposes the theory of overlapping spheres of influence, which
confirms the role of students and how they can be influenced by school, family and community
members to make them succeed at school and in their further lives. She continues by explaining
that ‘successful’ students cannot be produced by schools, families and community members, but
these partnerships furnished with love, care and encouragement can help students succeed. Thus,

she holds the view that “students are the main actors in their education, development, and
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success in school” (p. 10). When students receive attention or interest in their learning, they will
probably be motivated to ‘work hard’ in school (p. 10). Although Epstein’s framework is widely
used and recognized, this framework cannot be applied in this study due to its inclusion of
community members.

Affirming the importance of community in children’s learning, though, Goodall and
Montgomery (2014) contend that parental involvement should be considered from the “triad of
child, parent and school” (p. 401). They propose the model of a continuum where parental
agency in children’s education moves from parental involvement with schools to parental
engagement with children’s learning (see Figure 1). They define the parents’ agency as “the
capacity of parents to act (in a beneficial manner) in relation to their children’s learning” (p.
401). Thus, while moving along the continuum, there will be a shift in the agencies of both the
teachers and parents, for example, when the teachers’ agency decreases, the parents’ agency
increases. They emphasize that parental engagement is parents’ actions, not the schools’,
regarding the child’s education and learning that will strive to not be equal but contribute to the
‘equitable’ contribution of agencies (p. 402). This does not mean that schools will gradually
loosen their responsibility regarding children’s learning, but rather that parents will be more
involved in their children’s learning experiences and move towards collaborating and sharing
responsibilities with teachers. Therefore, there will be a shift in the nature of parental
involvement — from school-based activities to home-based activities through home-school
communication and collaboration. However, Goodall and Montgomery state that the last point of
the continuum may occur in any place beyond the school.

Goodall and Montgomery (2014) identify three points in the continuum: 1) Parental
involvement with schools. At this point, school controls the interactions, the information that
parents receive, and the events that they attend. There is no information exchange between

the home and school environment, rather there is a distribution of information by the school; 2)
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Parental involvement with schooling. This point involves the interaction between parents and
schools in the sharing of knowledge about the students at home. Parents start engaging in their
children’s learning by assisting in their homework but by strictly following the school’s
guidance; 3) Parental engagement with their children’s learning. At the last point, parents take
the leading role in shaping their children’s learning.

However, their actions may be formed by the school’s recommendations and advice.
Parents figure out their children’s needs from the knowledge they acquired at the second point,
parental involvement with schooling, and act correspondingly. In addition, parents’ activities and
involvement go beyond school activities, involving parent-child interaction rather than that of
home-school communication. Still, these authors advocate that the movement along the

continuum should be gradual instead of dramatic.

Figure 1. Continuum: From involvement to engagement. Goodall and Montgomery (2014)
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In view of all that has been mentioned so far, one may suppose that parental involvement
can take place at home, at school or in the form of home-school communication. In addition, this
process can be considered as a dynamic process that can be changed and improved by the parents
themselves or members of schools. For example, Emerson et al. (2012) assert that “it is not
necessarily meaningful to make a clear distinction between home and school-based engagement,

particularly where the two are mutually reinforcing: promoting the engagement in the home
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often requires communication between teachers and parents that may take place in the school
environment and which then fosters positive changes at home and elsewhere” (p. 26). This claim,
in my opinion, agrees with the theory of considering parental engagement and parental
involvement as part of the continuum proposed by Goodall and Montgomery (2014). These
scholars convey the idea that the terms parental engagement and parental involvement can hardly
be separated as they affect each other bilaterally. Therefore, this study will name parental
participation at both home and school as parental involvement (for the convenience of the
readers, t00).

As parents’ involvement in their children’s English language learning might be the result
of integrated curriculum introduction, parental practices may largely intersect with school
English teachers’ instructions. Therefore, this study will be guided by the framework of Goodall
and Montgomery (2014), which covers the parental practices that occur within and beyond the
school environment. Thus, this framework is not restricted to school-based activities, but it
involves parental practices which are aimed at developing their children’s English skills from
birth (see the descriptions by Gao (2006, 2012) and Hajar (2019) in the previous section). In
addition, as this framework explores teacher-parent-child relationships, it might contribute to an
understanding of parents’ attitudes towards and challenges emanating from the introduction of
the English language in the first grade and recognition of the nature of stakeholders’
collaboration at the micro level. Finally, this framework is flexible and user-friendly and can be
adapted for the specific areas and needs of researchers. For example, Jay, Rose and Simmons
(2018) adapted this framework to explore parental involvement in supporting children’s
mathematics learning by differentiating parents’ practices into the school-centered approach (the
first point of the continuum) and parent-centered approach (the third point of the continuum).
Similarly, this study adopts this framework to explore parental involvement specifically in their

children’s English language learning through semi-structured interviews. Thus, this study will
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investigate parent-English teacher interaction, parental practices with assisting with their

children’s English homework completion and in developing their children’s English language

skills, respectively.

Conclusion

This chapter has focused on the process of implementing trilingual education and
discussed challenges faced by parents and teachers in this regard. Then, the parents’ role in ELL
was identified and some advantages of home-school communication were described. After that,
the chapter continued with the description of different types of parental involvement, and finally

presented the conceptual framework that guided this research.
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Chapter 3: Methodology

The previous chapter focused on a review of the literature relevant to the involvement of
parents in their children’ education, in terms of English language learning. This study is the first
qualitative study that has attempted to uncover the challenges and the practices of parents in their
involvement in their children’s English language learning from the first grade in the Kazakhstani

context. To achieve this aim, the following research questions, initially presented at the end of

Chapter 1, have needed to be answered:

1. How do parents perceive the notion of having their children introduced to English at an
early stage of their education?

2. What challenges do parents face while involving themselves in their young children’s
English Language learning?

3. What are parents’ practices regarding the mediation of their young children’s English
language learning?

This chapter sets out the methodological issues related to this study by discussing the
following: the research site, participants, data collection and sampling procedures, limitations of

the data collection method and ethical issues.

Research Design

A qualitative research design was employed to answer the research questions of the
study. A qualitative research design can be accommodated to gain a deeper understanding of a
problem and a central phenomenon (Creswell, 2014). Thus, compared to a quantitative research
design, qualitative one can enable the researcher to describe and interpret their findings to
understand the phenomenon (McCombes, 2019, February 25). Furthermore, similarly to the
present study, the studies (e.g. Cleland, 2018; Jay, Rose & Simmons, 2018) that adopted Goodall
and Montgomery’s (2014) framework of the continuum employed a qualitative research design

based on one-on-one (Cleland, 2018) and group (Jay, Rose & Simons, 2018) interviews.
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Since “interview questions can ask for experiences, opinions, feelings, knowledge,
sensory, or demographic data” (Merriam & Tisdell, 2016, p. 136), this tool was adequate for
obtaining the participants’ subjective answers about their attitudes, successes and struggles in
helping their children, their home practices in assisting their children’s ELL, and their reflections
on school activities. To learn each parent’s experience in their involvement with their children’s
ELL, it was decided to choose one-on-one semi-structured interviews as a data collection
instrument. In addition, this choice was aimed at understanding the parents’ attitudes towards
their children learning three languages simultaneously in the first grade as well as the challenges
and struggles they have been facing in their involvement of their children’s ELL. Therefore, an
interview protocol with 11 open-ended questions was prepared so that they could answer the
research questions of the study. After that, the data was collected from fifteen participants
through one-on-one interviews, ten of which were conducted face-to-face, while the other five

were conducted by mobile phone (see Table 1). The section below moves on to describe the

participants and the criteria used in selecting them.

Sampling procedures. The rural parents of the first-grade students were chosen as the
participants of this study for several reasons. First, due to the division in academic performance
between urban and rural students as described in Chapter 1, this study was aimed at learning the
implications of trilingual education in the rural regions of Kazakhstan with a focus of its
implications on rural parents. Next, the population of this study had to be the parents of the first-
grade students who started attending the school in September 2019. As the EL is the least
employed language in Kazakhstan, having 1,870,900 users as this second language (Eberhard,
Simons, & Fennig, 2020), the present study attempted to explore how rural parents are managing
with their involvement in their children’s ELL when the EL is introduced concurrently with the
Kazakh and Russian languages in the first grade. Finally, to avoid obtaining one-sided, biased

results, the parents were not selected according to such characteristics as gender, education and
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knowledge of languages. Consequently, this study sampled 15 rural parents from 13 households
(families) whose first grade children studied at a state school which followed the trilingual model

of education. Even though their children attend the same school, their occupation and knowledge

of the EL differed from each other (See Table 1).

As a result, the current study employed the purposeful sampling method. With purposeful
sampling, the population and research sites are “intentionally” chosen to acquire valuable data
(Creswell, 2014, p.228). Regarding the parents who were involved in the current research, the
researcher employed homogenous sampling (Creswell, 2014). Using this sampling strategy
enabled the researcher to gain access to the parents of one “subgroup” to explain how the parents
in a rural community understand the incorporation of the English subject at an early educational
stage, their challenges in assisting their children’s ELL and the extent to which these parents
either enabled or hindered their young children’s English language learning. Despite their being
members of one community, as can be seen from Table 1, they were varied in their demographic

characteristics and were likely to be different in their educational and financial backgrounds.

Table 1. Participants' characteristics

Participants Parent Education Occupation English Language Skills

Participant 1*  Mother ** Maternity leave  School level

Participant 2 Mother Higher education  Civil servant University course (2 years)

Participant 3 Mother Vocational Maternity leave  Her specialty at TVE
education

Participant 4*  Father  Higher education = Private company Beginner

Participant 5 Mother Higher education = Family business = School level

Participant 6 Mother Higher education  Civil servant University course
Participant 7 Mother Higher education = Family business = Beginner
Participant 8 Father  Higher education = Private company None

Participant 9 Father  Higher education = Civil servant None

Participant 10* Mother ** **x *x
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Participant 11  Mother Higher education = Civil servant Beginner
Participant 12* Mother Higher education  Civil servant B1/B2 courses
Participant 13  Father TVE Private company None
Participant 14* Mother Graduate studies  Civil servant B1/B2 courses
Participant 15  Mother Higher education = Civil servant Elementary

*parents interviewed through phone
**this information was not reported by the participant
Having discussed the sampling procedures of this study, the next subsection of this study

presents the research site this study was conducted in.

Research site. The research was conducted in one school in the Mangystau Region that is
located in a rural area. To obtain data on rural parents’ general perspectives, experiences and
practices in Kazakhstan, the parents of this school were sampled. This school follows the
trilingual model of education and introduced the teaching of Kazakh, Russian and English
languages simultaneously in the first grade of primary school. The English classes of the first-
grade students were divided into two groups consisting of ten to twelve students each. Each
group had their own English teacher who assigned different home tasks and employed distinct
methods of teaching. However, these first grader groups had the same English textbooks, and

were taught through the same English program.

Data collection instruments. In terms of the instrument used to collect the data, semi-
structured interviews were employed. Barkhuizen, Benson and Chik (2014) argue that the
questions in semi-structured interviews are “usually open-ended to allow participants to
elaborate on and researchers to pursue developing themes” (p. 17). Thus, the semi-structured
interviews used in the present study allowed the researcher to be flexible in asking questions on
the basis of the respondents’ answers. In this type of interviewing, an interviewer asks some
predetermined questions written in the interview protocol, and some other questions may follow

or develop from what the interviewee says. As noted by Merriam and Tisdell (2016), “follow-up
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questions or probes are an important part of the process” (p. 136). That is, the researcher could
obtain honest and in-depth answers from the participants by asking clarifying questions based on
the participants’ responses. In addition, semi-structured interviews allow the researcher to gain
truthful information compared to filling questionnaires where participants may feel themselves
obligatorily to select one of the options or even may fail to comprehend the questions of the
questionnaire and leave some questions unanswered (Debois, 2019). Moreover, the questions in

questionnaires might not cover all strategies and practices employed by parents in assisting their

children’s ELL, thereby some data might be missed during the data collection process.

As regards the form of one-on-one interviews, they were determined by the participants’
accessibility and their location. Creswell (2014) notes that the form of an interview depends on
participants’ free time, work schedule, their access, and the cost of reaching the interview site.
Consequently, ten out of fifteen interviews were conducted face-to-face, while the rest were
conducted by mobile phone. The difference between employing these two forms was that the
face-to-face interviews were conducted in the library and their workplace, while the phone
interviews were conducted from a distance through mobile phones. However, in both cases, the
conversations were recorded with the phone recording application (the old model of the

researcher’s mobile phone allowed her to record the phone conversations).

Before proceeding to describe the data collection process, this subsection presents some
information on the interview questions. These consisted of eleven questions, some of which were
designed based on the theoretical framework, the continuum of parental involvement to parental
engagement proposed by Goodall and Montgomery (2014), guided by this study. The initial two
interview questions were related to the participants’ background, while the others sought to

answer the research questions of the current study.
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Data collection procedures. The data collection process started on the 5th December and
ended on the 15th of December after the obtention of the ethics approval. Before starting the
sampling procedures, the researcher talked with the vice-principal of the school who as a
gatekeeper provided the researcher access to the school’s parents to conduct the research. First,
the envelopes with informed consent forms and interview protocols were prepared for each
student so that their parents could get acquainted with them. Although this process required a lot
of paperwork, sending the hardcopy of the questions and other information was deemed
necessary as many parents in a rural area might not be able to respond to electronic
correspondence, thus decreasing their participation rate in the study. What is more, the envelopes
included information about the topic of the research, participants’ rights and the risks and
significance of the study. Additionally, the parents could learn the types and nature of the
questions the interview would deal with as this might give them the confidence to participate in
the interview. Then, the vice principal of the school submitted these envelopes to the home-room
teachers of the first grade students. After teachers received these envelopes, the children were
asked to give them to their parents to answer as to whether they would like to participate or not
in the study and to sign the informed consent form. In that consent form, the parents were
informed that in the case of their unwillingness to participate, there would be no harm for both
them or their children. After receiving the consent forms signed, the researcher invited the
parents to participate in the study by phone. A problem that occurred was that most parents
thought that answering the questions in the interview protocol would be participating in the
actual interview. Therefore, the researcher needed to call most of the parents again to clarify
whether they wanted to participate in an hour-long interview that would be held in the district
library. After that, the researcher made an appointment with 15 parents who had volunteered
based on their preferences of the time and place for conducting their interview. However,

because of some parents’ unavailability, as they worked in state institutions from 8 a.m. till 6
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p.m., and others were housewives busy with household duties during the day, both of whose
schedules did not correspond to the library’s opening hours, some interviews were conducted
with a mobile phone (5 out of 15), as illustrated in Table 1. Subsequently, each parent was
interviewed according to the questions in the interview protocol while some questions were
made up in the process. The interviews were conducted once and recorded after gaining the
permission of the participants. In addition, they had been informed that their answers would be
recorded in the consent forms. The interviews were conducted in Kazakh based on the parents’

preferences and lasted from 6 to 45 minutes depending on their responses related to their

experience in assisting with their children’s ELL.

Limitations. While interviewing some male participants (P8, P13) for the study, the
researcher recognized that the questions of the interview protocol might not be comprehensible
to the parents who do not assist their children with their EL homework. One of the explanations
for this might be that the questions of the interviews largely considered parents’ direct
involvement in assisting their children with EL homework. As the fathers did not always involve
themselves with homework assistance due to their working on a rotating basis, the questions
might not be relevant to their activities in facilitating their children’s English skills. Therefore,
the questions of the interview protocol should be reconsidered in future studies. Another
explanation might be that the participants undervalued their more indirect types of involvement
such as verbal encouragement and telling their children the importance of learning the EL.
Consequently, the reported strategies were largely related to more apparent strategies that relate
to instilling the English skills of their children by assisting with homework, learning the
vocabulary, and procuring materials in English. Despite fathers’ (P8, P13) moderate responses
on their involvement, their responses were included in the analysis because of their opinions on
the integration of the EL in the first grade. In addition, they mentioned some strategies and plans

for their children’s future that can be considered as effective ones in developing children’s



PARENTAL INVOLVEMENT IN THEIR YOUNG CHILDREN’S ENGLISH LANGUAGE
LEARNING

34
English skills. Furthermore, since the exclusion of their responses might have meant detracting
from other male participants’ (P4, P9) responses, which included some valuable data, this

resulted in the decision to analyze all male participants' responses. The subsection below

describes the process of analyzing the collected data.

Data Analysis

In the present study, thematic analysis (TA) was adopted to analyze the data with
reference to Braun’ and Clarke’s (2006, 2013) systematic guideline to conducting TA. This
method is mostly applicable in qualitative research designs and can be used for analysing
different data types in the field of psychology and in many other fields that use qualitative data
(Braun & Clarke, 2006). According to Merton (1975), TA was first named and described as an
approach by Gerald Holton in the 1970s (as cited in Braun & Clarke, 2013). Later, despite the
debates on whether thematic analysis is a method or an approach, Braun and Clarke (2013)
identified its six phases asserting that TA is a method of analysis, thereby contributing to its
growing usage among researchers. This method involves eliciting, evaluating, and discussing the

themes in the corpus of collected data based on the units of analysis.

One of the advantages of TA is that it is a generic method of analysis that can be
conveniently employed by novice researchers and people who are new in designing qualitative
studies. As his method involves definite phases, it allowed the researcher to elicit valuable
findings from the data and to focus more on the results and findings rather than on the methods
of data analysis and their history. Another advantage of this method is its flexibility. Since this
method is not fixed to any theoretical frameworks, data types, research problems and population

numbers, it can be applied in any qualitative research.

However, this method might have “limited interpretative power” when working with

large sets of data and broad data extracts: not all voices of all people can be captured. Therefore,
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the usage of the method should be based on the existing theoretical framework. Otherwise, it
may fall into a mere description of “participants’ concerns” (Braun & Clarke, 2013, Chapter 8,
Table 8.2). Consequently, the collected data were coded to highlight the research questions and
the theoretical framework proposed by Goodall and Montgomery (2014). Besides describing and
paraphrasing the data, the researcher became better familiarized with the data which helped her

to understand the whole ‘story” and be better able to explain the meaning of the data (Braun &

Clarke, 2006).

Another drawback of this method is that as the researcher looks at each pattern within the
whole dataset, due to the large size of the dataset they may not notice interrelated and opposite
ideas of separate responses. Therefore, each theme was considered and analyzed according to its
inclusion into related codes and its relevance to data extracts. Additionally, the interview
transcripts of each participant were colored with different colors so that the researcher could
differentiate whether the ideas had come from one or different participants. This allowed the

researcher to understand whether one participant had contradicting or interrelated responses.

Moreover, TA disallows discussion on the effects of language use, and thus differs from
other methods of analysis such as discourse analysis (DA) and content analysis (CA). However,
the researcher of the current study employed TA with more of a focus on the ideas presented
than the vocabulary used to present those ideas. Therefore, the data was analyzed following the
six phases described by Braun and Clarke (2006; 2013). They urge that the phases described by
them should not be stepped, skimmed, or changed because this process needs patience and
multiple review. Prior to analyzing the interview data, the interview records were transcribed in a
Microsoft Word document to transfer them into codable data. Once the interviews were
transcribed, the researcher proceeded with the following steps: 1) To get familiarized with what

the data corpus consists of, the researcher read each individual transcripts several times and took
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some notes while reading them to understand the patterns in the data. 2) The data was coded
after determining the units of analysis therein, which were derived from the research questions of
this study (the sample of coding the data is illustrated in Appendix X). When coding the units of
analysis, it was important to have each chunk meaningfully conveying one idea (Braun &
Clarke, 2013). As the interview transcripts were in Kazakh, one of them was coded and
translated so that the supervisor could check the codes and their reliability as in Appendix X. 3)
Once those codes were approved, they were scrutinized to identify their themes. As noted by
Braun and Clarke (2013), if the codes convey one idea and meaning, the themes should have one
central organizing concept, one meaning, and cover several ideas related to it. Therefore, several
codes were united according to the ideas they carried into the representative themes as can be
seen in Appendix X. 4) After identifying the themes, they were reviewed and evaluated by the
researcher checking the suitability of the codes to the data, and the suitability of the codes to the
themes. These suggested themes were then discussed with the supervisor and resulted in
presenting the findings as presented in Figure 2 below. 5) At this stage, each theme was given a
description of its importance and of what makes it “unique” (Braun & Clarke, 2013, Chapter 11,
Section 2, para. 1). 6) After writing the short description of each theme, the researcher wrote a
descriptive analysis presenting both the interpretation of the extracts and the extracts themselves.

To allow readers to evaluate the extracts by themselves, the researcher attempted to include as

many extracts as possible.

After the completion of the six phases described by Braun and Clarke (2013), the
researcher checked whether the data analysis process followed the guidelines offered by The
British Psychological Society (as cited and shown in Braun & Clarke, 2006) to make the
research of good quality. These guidelines consist of 15 criteria for conducting a ‘good thematic

analysis’ (Braun & Clarke, 2006, p. 95). In addition, when presenting the extracts in the work the
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researcher edited the extracts and deleted repeated words, phrases, and fillers, while saving the

meaning of these extracts.

Figure 2. Thematic map of the data analysis (designed with https://app.lucidchart.com)

Understanding the
English program

assisting with
English
homework

Challenges
Explaining the "\

English phonology
and teaching

Ethical Considerations
The ethical procedures were followed in the research by considering the following points.

% <

First, the participants’ “right to freedom and self-determination” was protected and respected by
introducing the informed consent forms, and the data collection process started after obtaining
permission from them (Cohen, Manion, & Morrison, 2011, p. 77). Moreover, they were
repeatedly informed about their rights to “withdraw” from the research at any time (Cohen et al.,
2011, p. 78). Additionally, to prevent the participants from feeling that they were forced to
participate in the research because of their children’s well-being at school, they were informed
that their possible unwillingness to participate in the current research study would not have any
negative consequences on their children. Notably, the benefits of this study to Kazakhstani
parents, young children and to actors in formal educational settings were fully explained to the
participants. Nevertheless, parents’ familiarity with the informed consent form and interview
questions resulted in the procurement of richer data as a “consequence of establishing rapport

and trust between researchers and participants” (Crow et al, 2006, p. 76 as cited in Cohen et al.,

2011, p. 80). The parents, as the participants of this study, were ardent about participating in the
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interview in order to share their experiences and struggles in their children’s ELL. One of the
possible explanations for this might be that the parents were given the ‘full picture’ of the kind of
research it would be, and they were introduced to and assured about their confidentiality (Cohen
et al., 2011). Consequently, the researcher could gain the participants’ trust and confidence
thanks to having introduced the latter with the interview questions and research details. The
reason for this suggestion lies in the personal conversations that took place between the parents
and the researcher before starting the interview process where the former clarified whether the
questions of the interview would be the ones that had previously been sent in the envelopes.

Secondly, the school staff and the participants of this study were treated with respect so
that their “dignity” was preserved (Cohen et al., 2011, p. 84). For instance, one of the
participants initially reported that his child attends private classes, though, after several
questions, he claimed that his child had not received private English classes yet. However, the
researcher did not pay attention to this matter as “while truth is good, respect for human dignity
is better” (Cavan, 1977, p. 810 as cited in Cohen et al., 2011, p. 84). In addition, the relation of
the participants to one community enabled the researcher to cross check the data. To show her
gratitude to the gatekeeper and school staff in their assistance with the data collection process,
the researcher gifted them with a box of chocolate the next day. As for her gratitude to the
participants of this study, they were thanked for their time and effort before and after the
interviews. They were also guaranteed that they would be given access to the results of the study

in case they are interested in them.

Thirdly, being ardent about this topic, the researcher showed the participants her interest
in their ‘unique’ responses and experiences. Finally, to protect participants of the research from
harm, pseudonyms such as Participant 1 and Participant 2. were used during the data collection
process (Creswell, 2014). They were also informed that after completing the research, the data

collected from them would be deleted after a couple of years, given that a paper may be
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published based on this research within those years. The transcriptions and audio records were
saved in a Google Drive document to which only the researcher and her supervisor had access.

By using the pseudonyms and making the folders password protected, the researcher kept

confidential what the parents had said confidential.

This chapter has presented the design, population, and research site of this study. Then,
the researcher continued with a description of the data collection and data analysis procedures. In
addition, the ethical issues and limitations of this study were discussed. The next chapter moves
on to describe the findings of the study based on the thematic map developed from the data

analysis.
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Chapter 4: Findings

The main purpose of this qualitative study was to investigate parents’ involvement in
their children’s English language learning after introducing the English language in the first
grade. In addition, this study aimed to explore parents’ attitudes towards its introduction and
possible challenges they might encounter in their involvement. Fifteen parents of the first-grade
students from the rural area in Mangystau Region participated in this study. The data was
collected employing semi structured one-on-one and phone interviews. The interview
transcriptions were analyzed following the thematic analysis phases as described in the previous

chapter. The participants’ responses were translated from Kazakh to English, and they are

presented in English in this study.

This study sought to answer the following research questions:

1. How do parents perceive the notion of having their children introduced to English at an

early stage of their education?

2. What challenges do parents face while involving themselves in their young children’s

English language learning?

3. What are parents’ practices regarding the mediation of their young children’s English

language learning?

Similar to Goodall and Montgomery (2014), this study considered parents as the main
actors in mediating their children’s education. More specifically, this research work aims at
learning exclusively parents’ attitudes, their challenges, and the nature of their involvement.
During the data analysis, three broad themes emerged: the parents’ attitudes toward early
introduction of the English language with two subthemes — positive and negative, parental
challenges while assisting their children in English language learning with two subthemes —

challenges with understanding the English program and challenges with explaining the English
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phonology and teaching the English words, and the parental strategies in facilitating their
children’s ELL with three subthemes — communication between parent and English teacher,

parental practices in assisting with English language homework, and parental practices in

children’s English language learning beyond the school.

Attitudes towards Introducing the English Language from Grade 1

This section presents the findings on participants’ attitudes towards introducing the EL
from the first grade. It discusses two different responses elicited: parents’ positive attitude
towards integrating English from Grade 1 and parents’ negative attitude towards integrating

English from Grade 1.

Parents’ positive attitude towards integrating English from Grade 1. The findings
revealed that 9 participants out of 15 supported its introduction in the first grade for the reasons
presented below (see Table 2). However, 2 of them pointed out that the home tasks of the EL

should correspond to their children’s abilities.

One of the beliefs mentioned by the participants was that young children can learn
foreign languages easily (P4, P10, P11, P12, P15). These participants upheld the view that young
children’s brains have the capacity to accept large amounts of information. The following

interview extract illustrates this view:

As the child grows older, the information from the environment will be larger, and
as the perception of the child decreases, attention decreases. Children are perceptive to
news from their early years. For example, my daughters did not attend English language
classes in kindergarten, but they have been learning English quickly at school. It means
that English is interesting for them. For example, one of my daughters translated the
Russian word “volk™ into “wolf”, and enjoyed telling this in English, Kazakh and in

Russian. (Participant 15)
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Along with the view that young children have agile minds to learn several languages
from early years, Participant 15 noted two main reasons why it is better to start earlier: a) the
child has interest in learning; and b) the amount of information received is increased from age to
age, as a result concentration on study is decreased. This view was reiterated by Participant 11.

The evidence that their children are enjoying learning this language and succeeding in learning

might be the reasons for supporting the early introduction of the English language.

Additionally, some parents (P10, P11) declared their confidence that the state program

would not set the goals that their children could not meet:

In the first grade, I do not think that in the schoolbooks there will be written the
things that their cognition cannot deal with. ... My child’s cognition understands the
things in his textbooks, and he does not see them as difficult. Helping once is enough for

him to learn. (Participant 11)

As the books were purposefully developed for the first-grade students and the list of
qualified ones are identified by the government, no wonder why the participants believed that the
books meet standards to be taught. However, another point should be noted is that the majority
of participants (P3, P4, P11, P14, P15) who supported ELL in the first grade are likely to face
minor or no challenges in teaching their children the EL. Furthermore, their children easily cope

with the ELL as can be noticed from the previous excerpts of Participants 11 and 15.

Nevertheless, some participants (P5, P10, P12) supported its introduction regardless of
their challenges in assisting with their children’s ELL as they witnessed the progress, even if
minor, made by their children. However, Participant 10 added that she would like the teachers to
set moderate expectations to her child. Another reason for their support ELL in the first grade

might be its growing prestige these days.
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Indeed, the participants’ responses showed that they understand the importance of ELL in
the modern world. It can be observed from the following quotes: “English is needed in this
society” (Participant 13), “they will need English in the future” (Participants 11 and 12) and
“social networks, internet and TV, the innovation surrounding us are all in English today.
Wherever you go, study is in English at school, university and at work. For example, | work, and
I might need English, too” (Participant 4). As this language would be required by the community
in the future, the participants welcome the ELL by their children. Particularly, the response of

Participant 4 shows that he understands the occurring need in knowing the English language in

education, career and in communication.

Parents’ negative attitude towards integrating English from Grade 1. The findings
revealed that 6 participants out of 15 held the view that English language learning (ELL) should
not start from this grade. As the new education program requires learning three languages
(Kazakh, Russian and English) simultaneously, the participants viewed the EL introduction as a
burden for their first-grade children. Other opinions regarding its introduction are illustrated in
Table 2. However, a few participants (2 out of 6) who were against this idea mentioned that their

children would need English in the future.

One of the reasons mentioned by the participants for their negative attitude was that
learning the EL along with Russian and Kazakh languages were demanding for their young
children. Therefore, they believed that the EL should be learnt after acquisition of their native
language (KL). For one thing, the acquisition of the native language would benefit children to
learn other languages with little effort or even independently. The importance of the KL as a

base for learning other languages are described in the following extracts:

If my child were taught her native language with Russian language in the first

grade, English language could be taught in the fourth grade. We think that if my child
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knew Kazakh and Russian very well, she could learn English and its letters

independently. (Participant 1)

One should not make mess with three languages at once. Some people say their
children will learn fast because their brains are fresh. However, our children should not
be taught English so early just because they are capable. It would be better if they first
acquire their mother tongue. We as parents had French in the fifth and sixth grades, and

had Arabic, but when everything is mixed, the head might not work. (Participant 8)

These extracts show that the participants think that the EL introduction should be
postponed to the fourth grade or at least to the second grade. This view was echoed by other
participants (P2, P6, P7, P9), too. This might be partially ascribed to the fact that both parents
and students seemed to face difficulties with the EL introduction. Another reason might be the

children had not learned to read in KL completely.

Additionally, the second extract also revealed how the parent recalled his negative experience of
learning languages at school. It might be that because of the mixings of French and Arabic he
could not learn any of them. One might argue that parents’ attitudes towards their children’s
learning foreign languages are affected by their own personal experiences. For example,
Participant 7 stated: “I started learning English from the fifth grade. Therefore, I believe that
English could be introduced after the third grade”. Some parents (P7, P8) who supported the late
introduction of the EL made the argument that their children may not need this language to work,
especially in this rural area. Interestingly, some participants (P6, P9) perceived the EL as
inconsistent with their traditional ways of living rather than the Russian language. Participant 6,
for example, stated: “It is impossible to learn English for my child. If we can sometimes use
Russian, we can’t use English at home. We do not say “Good morning!” or “Thank you” in the

morning”.
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Table 2. Parents' opinions on the introduction of the English language (EL) in the first grade

Parents’ opinions P1 P2 P3 P4 P5 P6 P7 P8 P9 P10 P11 P12 P13 P14 P15
Positive attitude

Children are capable of learning three + + + +
languages simultaneously.

Children are interested in learning the EL + + + +
at a young age.

Children can learn better in a young age. + +
The program is developed according to the + +

abilities of their children.

English is needed in this society. + +

English is needed for the future of children + +

in education and career.
Negative attitude

The introduction of the EL is a burden for  + + +
children.
Children should acquire their native + + + o+ o+ o+

language first and the introduction of the
EL should be postponed to higher classes
of primary education.

Teaching three different languages would +
make a mess in children’s brains.

The EL is not used at home and/or to work + + + +
in this rural region.

Knowing English is important. +

English is access to the world knowledge. +
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If the Russian language is somehow compatible with this participant’s living and it is used
together with the Kazakh in diverse public spaces (e.g., at home, at school), the EL is not.
Furthermore, the majority of TV channels are broadcasted in Russian and Kazakh languages,
especially, in the rural regions. Therefore, speaking the EL to practise at home might sound

unnatural for these parents. In this sense, their resistance might be caused by their challenges in

learning the language that is hardly used at home.

Although these participants were against the idea of introducing the EL in the first grade, some
of them (P2, P6) recognized the need to know the English language these days. One of the
participants’ responses highlighted the role of the EL in getting access to world knowledge:
“trilingualism is important for the future because a large amount of materials will be in English.
So, our children should not be limited to what we have learnt” (Participant 2). That is, this parent
is not against the idea of trilingualism, which includes ELL, but the idea that the English

language is introduced in the first grade.

Despite the fact that a considerable number of participants (10 out of 15) recognized the
importance of EL knowledge in the modern world, the participants both supported and negated
its introduction in the first grade. The supporters of this initiative held the view that the earlier
their children start, the better they will learn. They believed that their children are capable of
learning several languages simultaneously. Otherwise, the government would not establish this
policy. In addition, these participants observed that their young children succeeded in the ELL
and they were interested in learning the EL. However, some participants who faced challenges
with assisting their children’s ELL supported this initiative for their children’s some progress in
the EL and, maybe, for the prestige of the EL. Conversely, the opposers of this initiative upheld
the view that learning three languages together is a burden for their children. Therefore, they
believed that its introduction should be postponed to, at least, the second grade until their

children acquire their mother tongue — Kazakh. They opposed the EL introduction in the first
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grade for the challenges they and their children face with its introduction. Moreover, they made

arguments that the EL was inconsistent with their daily lives and that it would not be late for

their children to learn English in the fifth grade as they had learnt.

Parents’ Challenges While Involving in Their Young Children’s English Language
Learning

This section presents the findings on participants’ challenges while assisting their
children with English language learning. It discusses the following participants’ challenges: the
challenges in understanding the program of the English language and the challenges with
explaining the English phonology and teaching the English words. Table 3 illustrates the

challenges reported by the participants in a greater detail.

The challenges in understanding the program of the English language. One of the
challenges reported by the participants was that they did not understand the stages of learning the
EL and the structure of the English schoolbooks. Some participants (P1, P2, P5, P9) believed that
their children find difficulty in reading English words because they have not learned all letters of
the EL. Moreover, some parents (P6, P10, P15) mentioned that the letters had been learned
hastily, devoting insufficient time for each letter. The responses “We have learned the letters, but
it seems that enough time was not devoted to learning them” (Participant 15) and “my child is
struggling in learning English because he was taught all letters at once” (Participant 6)

demonstrate this view.

Moreover, some participants (P2, P5, P6, P10) did not recognize that their children might
have been required to work on activities such as making up sentences, reading texts in their
English textbooks before being introduced to all letters. The statement “it is surprising that my
child’s teachers sometimes assigned tasks from the textbook while my child was still learning the

letters. Some of these tasks are related to reading different texts that boggle my mind”
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(Participant 5) was one of the responses. Related to this, Participants 2 and 6 also expressed

some concerns about the tasks which involved making up sentences:

My child was not taught about possessive pronouns, for example, “my, your,
his/her”. Now her teacher asked him to construct some sentences such as “that dog is
big”. Their minds became  kasha [the Russian word is used to refer to mess]. ... My
child is taught as elderly people. When | was a child, I learnt the alphabet, and how we

could pronounce two and three letters together. (Participant 6)

| do not understand how my child was asked to construct sentences while he was
still learning the letters.... How he should by himself express his opinion on things in the

picture. It is a difficult program. (Participant 2)

The above extracts explain how the parents were dissatisfied with the tasks involving
making up sentences. Participant 6 believed that young children should have been taught the
possessive pronouns before being asked to make up sentences. The same extract also revealed
that this parent tended to compare between her own of learning foreign languages to the way her

child was learning English.

Likewise, Participant 2 expressed concerns about making young children construct
sentences to describe the picture while they were still learning alphabet letters of the EL. She
believed that these tasks tended to be difficult because these tasks involve employing cognitive
and communicative skills in the foreign language. Therefore, the illogicality of the steps of the

school in teaching the EL made some parents confused.

Nevertheless, a number of participants (P2, P9) seemed to understand the aim of the

English language program taught in their children’s schools. In this regard, Participant 9 said:



PARENTAL INVOLVEMENT IN THEIR YOUNG CHILDREN’S ENGLISH LANGUAGE
LEARNING
49
The current English program wants to teach by widening the vocabulary. But

reading is different from learning vocabulary anyway. For example, | may speak Kazakh

with you, but if I do not know the alphabet and to write, | cannot read. (Participant 9)

Although they understand the aim of the program, they are not satisfied with the program
which principally focuses on widening vocabulary instead of learning letters. The reason might
lie in the difference between KL and EL programs. This leads to the theme of the English
schoolbooks that appeared to be another challenge faced by the participants related to the

English language program.

First of all, many participants (P1, P2, P7, P9) expressed the difficulty of translating the
English tasks in the schoolbook while assisting their children with completing their homework.
As the textbooks were in English, the majority of parents admitted that they tended to use
Google Translator for this purpose, or they sometimes asked the teachers to explain the home
tasks. Secondly, some participants (P2, P9) held the view that the English books were not written
for Kazakh students. As the thinking of Kazakh and English people differ, they state that the
books should be written accordingly. In sharing opinion about the English textbooks, Participant

9 described the difference between Kazakh and English textbooks:

When I looked at my child’s English textbooks, there were texts about the ocean,
and the types of fish in the ocean. In our Kazakh language, what is first, the first is the
word AGA [brother in English] is learnt. In teaching the alphabet, they don’t teach as A
stands for something, then B stands for something. In our program, A is given first, then
two As, and then they add letter T between them, and teach the word ATA [grandfather
in English], don’t they? One sees his grandfather every day, for example. The child sees
his grandmother. This way they teach. As for the English books, there is information

about the oceans. Would children see or not this ocean in their lives, right? Would the
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child need octopus in the future? I think that we need to construct books that correspond
to our essence or nature to raise the child’s interest. For example, the word ‘sheep’ should
be taught because we live in a rural region. Children see the sheep every day. ... As for
the oceanarium, dinosaurs and Disneyland, | know who Walt Disney is or what

Disneyland is from English culture, but my child would see it or not is a big question. |

want the books to be so. (Participant 9)

Participant 9 pointed out the difference between the books of two cultures: the order of
learning letters and insensitiveness to the Kazakh culture. One might argue that with the foreign
language, we unintentionally learn about the other culture. The point the researcher tries to make
here is that these differences in two cultures and language learning programs make the program

challenging to the parents to understand.

Notably, in English one letter may sound in several ways, whereas in Kazakh the letters
sound as it is written. For example, letter A in Kazakh is pronounced as /a:/ everywhere, but in
English, this letter may be pronounced as /er/, /&/, or with letter ‘r’ as /a:/. While children would
be able to learn to read from letter to letter in the KL, it would be hardly possible in the English
language. This might be the reason for the difference in the order of learning letters. However,
the phonology of the EL resulted in some other challenges that will be discussed in the following

sections.

The challenges with explaining the English phonology and teaching the English
words. As discussed in the previous section the English letters are pronounced variously from
word to word. Indeed, English is known to be the language, which has many exceptions in its
phonics system. Accordingly, explaining the pronunciation of English letters was a shared

challenge mentioned by the participants (P1, P2, P6, P10, P11). Although some parents
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possessed some knowledge of the EL (see Table 1), they could not explain to their children why
and where the English letters are produced differently while assisting with ELL.

Moreover, the participants (P1, P6, P7, P10) seem to struggle with assisting their
children’s ELL because their children need extensive explanations to understand the
pronunciation and meanings of the words. As their young children did not comprehend the words
or phrases immediately, they tended to ask their parents about the meanings several times as seen

in the following response: “my child keeps asking “What is that? What is this? I don’t

understand”. It is really difficult to explain the same thing several times” (Participant 10).

Together with struggling in explaining the English phonology and English words, two
participants (P1, P7) admitted that their children sometimes confused the letters of English and
Kazakh languages. As there are some similar letters in appearance, the children are likely to read
the English letter with Kazakh sound. This challenge was explained by Participant 1, indicating

that:

As regards the letter C, it is produced in English as /k/, but in Kazakh as /s/. The
child does not easily understand this difference. In both languages it is written as C, but
in English it is pronounced differently as /k/. The same problem is with /i/ she
pronounced it as in Kazakh. It is difficult to explain to the child these differences.

(Participant 1)

This extract shows that the children might not understand the differences in the Kazakh
and English languages well enough to memorize the sounds associated with the letters. However,

this confusion was similarly attributable to Russian and English words.

My child becomes confused. When | ask him to say cat in Russian, he answers

‘cat’ [in English]. And I replied no, it is not cat, but koshka [in Russian]. Indeed, how can
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I tell him? So, he says ‘I do not know. You said cat yesterday’. I reply that ‘If I said cat, it

was in English’. (Participant 6)

As can be seen from the above extract, this child seems not to have any distinction
between Russian and English words. One of the reasons might be that some children perceive
both English and Russian as foreign languages as they do not use it at home. Indeed, KL is
predominantly spoken in this rural region. Another parent’s response showed that her child

cannot retain the English words she learnt, as exemplified in the following extract:

When you ask the task at that moment she knows. For example, she can reply if
you ask the words table, pencil, pen immediately, after two-three days she names the pen
as pencil, in a week she forgets what she has learned. And I think maybe her memory has

not been yet developed. (Participant 1)

Such an experience might be because of insufficient periodical repetition of the words to
memorize them. It may also be caused by factors such as the young age of the child where she
has not acquired the skills to memorize for a long time, and the traditional way that parents used

in teaching.

The findings revealed that another challenge the participants (P1, P6, P10, P12)
encountered was their children’s lack of interest in ELL. “My child does not have interest in
learning English. She does not want to learn independently” (Participants 1, 10 and 12) was the
participants’ responses. Moreover, when the participants failed in clearly explaining some
English words and pronunciation, their children seem to respond emotionally. It was observed
from these responses: “My child shouts at me asking: What is that, why is that so, why do you
say /er/, why do you say /ber/ while learning” (Participant 6) and “sometimes my child wants to
cry. She leaves shouting at me that she can’t understand” (Participant 10). These responses might

also indicate that these children struggle with understanding EL.
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Table 3. The challenges reported by the participants

Challenges
The parent does not understand the steps of learning the English language.
The parent cannot understand the English textbooks.
The child does not know all English letters.
The child cannot read joined two letters as th, ch, sh.
The child cannot read in English.
The child should make up sentences orally.
The parent cannot understand the tasks of English language.
The child reads with incorrect pronunciation.
The parent cannot explain the English language (phonology).
The parent has not learned English before.
The parent does not know English phonology.
The child cannot understand the English language (phonology).

The child confuses the English and Kazakh letters in manual or typed forms.

The child has problems with pronouncing the English words.
The child has problems with learning English words.

The child cries and shouts during English language learning.
The child forgets or confuses translations (of) the learned words.
The child is uninterested/unmotivated to learn English.

The child gets upset when English is on schedule.

The child refuses to go to school when English is on schedule.
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Accordingly, the challenges of the children with understanding the English phonology
and learning the English words resulted in their negative attitude towards EL. They demonstrated
it by, for instance, asking their parents’ permission not to go to school when they had English
lessons on that day. The responses such as “my child sometimes got upset on the day that they
would have English” (Participant 1), “my child is struggling in the first grade, and he cries

because he doesn’t want to go to school and attend English classes” (Participant 6) illustrate their

children’s attitude towards ELL.

Interestingly, the participants ascribed their challenges with assisting their children’s ELL
either to their limited knowledge of the English language (P2, P6, P9) or to the lack of language
teaching experience (P10, P12). For instance, Participant 2 mentioned that she learned German
in her all school years compared to English which was taught for two years at the university. She
added that as her husband knew only German, he was not able to teach English to their child. As
illustrated in Table 1, most participants in the current study possessed only basic knowledge of
English. Accordingly, the parent who lacked English knowledge was due to the fact that he/she
was exposed to other foreign languages (e.g., Arabic, French or German) during his/her
academic lives. Other participants questioned whether their children’s challenges in
understanding was the result of their inability to explain the EL properly. Participant 10,
therefore, was thinking of sending her child to private tutors. As for Participant 12, as a biology

teacher she thought that different approach is needed to teach the Humanities subjects.

To conclude, the findings revealed that the participants’ challenges were related to
understanding the EL program, to explaining the English phonology and teaching the English
words. The participants could not understand the EL program due to its difference from the KL
program. This program differed by the order of letter acquisition and language learning stages.
Moreover, some participants compared their language learning experience at school with their

children’s. Therefore, they believed that the English books should be adapted according to their
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cultural needs. Although some participants possessed a good level of the EL, they struggled with
explaining the English phonology and words. Some participants reported that their children
could not understand them. Moreover, their children faced difficulties in memorizing English
letters and words and understanding the distinctions between Russian and English words. These
difficulties played a pivotal role in having a negative attitude towards learning and demotivating
children to learn this language. As a result, a number of parents indicated that their children
began to show their contempt of working on their English homework or even attending English

lessons. Therefore, some participants attributed these struggles to their limited English

knowledge and lack of language teaching experience.

The Parental Practices regarding the Mediation of their Young Children’s English
Language Learning

The data on parental practices were analyzed following the framework of Goodall and
Montgomery (2014), which was discussed in the Literature Review. However, if they looked at
home-school communication holistically, this work focused only on the communication between
parents and English language teachers. As the existence and nature of home-school
communication is focal to understand parental practices in mediating their children’s ELL,
especially, in successful policy implementation, this theme was included into this section. In
addition, the data analysis revealed that the participants’ strategies were aimed at developing

their children’s English skills both at school and beyond the school.

Parent-English Teacher Communication

The findings revealed that communication between the participants of this study and
English teachers was one-way communication — the participants were recipients; English

teachers were informants. This section discusses the reasons that led to this view.
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Firstly, almost all participants (except Participant 9) reported that they received both the
explanation of English home tasks and feedback on their children’s progress in EL from the EL
teachers. However, they received these kinds of information through the homeroom teachers
(HRTSs). The HRTs delivered the messages or information received from English teachers to the
participants through a messaging application. Along with the children’s English class preparation

and performance, the participants learned about the areas that should be improved in their

children’s English skills.

Secondly, the participants (P3, P9, P10) reported they had not met the English teachers
since September, though they attended the meetings organized by the school and homeroom
teachers. Some participants (P2, P6) admitted that they did not have time to attend the meetings.
Nevertheless, they tried to be involved in their children’s learning by reacting to the feedback

and comments received from the EL teachers.

Thirdly, although some participants voiced their struggles with assisting their children’s
ELL, the subject teachers did not seriously take practical steps to help the parents of this study
and their children. The following extract illustrates the results of the sharing their home

experience with the HRT:

We [parents] noted to the homeroom teacher that our children struggle. They
[HRTSs] say, it is difficult even for us not to mention the child. As it was approved, no

choice, we had to teach. Teachers ask to teach a child. So, we try to teach. (Participant 6)

This extract suggests that the participants shared their children’s difficulties with
schoolteachers. However, as teaching of the English language was required by the state agencies,
the schoolteachers could not abate its learning. Moreover, the HRTs asked the participants to
keep preparing for the English classes. Therefore, it can be inferred that there were no two-way

interactions between parents and their children’s teachers.
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Even though almost all parents did not communicate with their children’s subject

teachers, one participant (P12) admitted that she did. This participant sometimes received advice
on the methods of teaching so that she could convey and explain the English tasks to her child.
However, this participant had been on familiar terms with her child’s teacher previously and she
had good communicative relations with her. Concerning the other participants, they declared that
they tended to rely more on their elderly children (P1, P11), spouse (P6, P15) and relatives (P2,
P4, P6) who knew English. For instance, Participant 6 reported that she often sent the home tasks
to her nephew who wrote the translations of the words, their pronunciation so that she could
teach her child those words. The reason for their reliance on their family members and relatives

might lie in their belief that the teachers ought not to help with the homework of each

schoolchild.

To conclude, the findings regarding communication between the participants and the
English teachers indicated that the information was largely received from the teachers to the
participants. Although the participants shared their children’s difficulties in ELL with the
teachers, these teachers did not demonstrate reactive actions. Therefore, it can be considered that

two-way communication did not occur.

Parental Practices in Assisting with English Language Homework

This section presents parental strategies in assisting with their children’s English
assignments. The findings demonstrated that these activities can be divided into two groups:

school-based strategies and experience-based strategies.

School-based strategies. The findings revealed that some strategies employed by the
participants were assigned by the English teachers as homework. The homework assignments
involved learning new vocabulary words from school books, worksheets and a video on

YouTube.
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The activity mentioned by the majority of the participants was learning vocabulary using
the schoolbook. Some participants (P7, P11, P15) indicated that they read the words under the
pictures in the book and introduced their children with pronunciation and translation of the

words. Other participants (P1, P2, P7) asked their children to repeat these words to memorize

them.

Another activity was also aimed at learning vocabulary; interestingly, the children learnt
them by doing tasks on worksheets. As mentioned by Participant 7, learning words by doing

activities or crafting was the task type that appealed her child:

For example, one task was given for homework recently: Place the furniture at
home by gluing. My child likes these tasks. She should put the furniture in the correct
places. Where should each furniture stand? For example, where should a sofa stand?

Where should a wardrobe stand? Where should a bedside table stand?

The extract shows that the participant’s child practiced new English words and
memorized them while placing the pieces of furniture in the right place. Similarly, Participant 2
described one activity that aimed at memorizing spelling of new vocabulary through writing and
coloring. After children had learned days of the week at school, they were assigned a home task
to write these words on the paper and to colour seven words with seven different colours. As
they coloured the words, they had to cut each word into pieces from two to four and bring them
to the class. Then, the children continued this activity at school to join the letters or blends to
construct the words they had learnt so that they could learn their spelling. By following
schoolteachers’ instructions, the participants developed children’s creative and cognitive skills.
Learning new words through watching the YouTube video was another activity advised by the
teachers (P15). However, as reported by Participant 15, it was the only case of receiving such an

activity.
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The participants followed largely school instructions, and they did not employ other
means of studying for several reasons. First, the homework itself required a lot of time (P1, P10)
and it sometimes could take “the whole day” to learn new words (Participant 1). Moreover, they
had to learn other subjects such as Russian, Maths and Kazakh (P2). Next, Participant 5 believed
that the first-grade students’ tasks did not require various methods of teaching. Finally, some

participants were the mothers who were busy with their work for eight hours a day and

housework in the evenings (P2, P6, P7).

Experience-based strategies. This section presents the findings regarding the strategies
the participants employed based on their own language learning experience and knowledge while
assisting their children in doing English homework. In addition, the participants’ responses
indicated that they acted to meet their children’s needs rather than the school requirement at

completing home tasks.

One of the popular strategies used by the participants was reviewing the words and
phrases to memorize them for a long time. Some parents (P3, P4, P5, P10, P12) could ask the
translations of the words or phrases into Kazakh or English anywhere: while having tea, driving,
cooking and being outside. Other parents (P5, P12, P13) pointed to the objects and asked their

translation into English.

Other strategies employed differed from participant to participant as they acted according
to the needs of their children. To help their children to learn new words without challenge
Participant 3, for instance, wrote English pronunciation of the target words in KL. In addition,
she found this way more comfortable for her child. Another participant (P15), whose child had
difficulties with pronouncing some English words, asked her child to repeat five times these

words.
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Furthermore, the participants employed several word learning strategies: rote learning,
meaningful learning, and associative learning. Participant 1 used the rote learning method when
she introduced the pronunciation of the words and made her child repeat that word twenty times
to memorize the word. Participant 15 employed meaningful learning strategy when she explained
the complex words like schoolbook by recalling the meanings of the words school and book. The
associative learning method was employed when Participant 5 told the word and showed the

object or color that represented this word. And finally, the participants checked the

comprehension of the texts (P12) and reading skills (P3, P12) by asking clarifying questions.

Surprisingly, some participants decreased the load of homework deliberately according to
the abilities of their children. If some participants (P1, P6) believed that their children were too
young to work with such a load of information, others (P2, P5, P6) believed it was too early to
work on the tasks such as making up sentences or reading the texts in English. Thus, these
participants did not force their children to complete the homework assigned to the full extent.
For example, Participants 1 and 6 believed that learning the main phases of the dialogue or
memorizing half of the target words would be enough as their children had already done as much
as they could. Additionally, these participants seemed to expect from teachers such a generous
attitude, and they believed that teachers would support them in retelling the words and,
accordingly, increase their grades. Moreover, one of the participants admitted that when the tasks
were difficult, she completed the homework for her child, but after that she explained the task in
the KL (P1). As for Participants 2, 5 and 6, they viewed the tasks that involve speaking and
reading in English as difficult ones for their children because their children did not know all the
letters and/or possessive pronouns and the combination of two words. For instance, Participant 6,
therefore, admitted that she did not emphasize on completing these tasks, instead, focused on

widening her child’s English vocabulary through teaching new words.
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Despite the fact that some participants (6 out of 15) expressed a negative attitude towards
early introduction of the English language, they seem to encourage English language learning.
They attempted to motivate their children to learn English by good marks (P6, P12) and/or
telling the importance of learning this language (P6, P12). Participant 12 also admitted that she
lied to her child because she wanted her child to know something in English. For example, while
they were learning words in Russian, she introduced English alternatives simultaneously.
However, the child did not want to learn English with Russian. Therefore, the parent had to lie
that English alternatives would be asked too, and she would get a good mark if she learned them

as well.

Overall, the findings regarding the strategies the participants employed in assisting with
homework revealed that the participants’ strategies either followed the instructions of
schoolteachers or based on their own language learning experience. In addition, the participants

behaved to meet their children’s needs and/or to make them succeed in ELL.

Table 4. Participants' parental practices in their involvement

Participants Parental Involvement Parental Engagement
with English with children’s ELL
Homework
Participant 1 +
Participant 2
Participant 3
Participant 4
Participant 5
Participant 6
Participant 7
Participant 8
Participant 9
Participant 10
Participant 11
Participant 12
Participant 13
Participant 14
Participant 15  +

+ 4+ + + + +
+

+ + + +

+
+ + + +
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Parental practices in their children’s English language learning beyond the school.
This section presents parental practices in developing their children’s lifelong skills in the

English language that go beyond the school. The findings demonstrated that these practices can

be divided into strategies, resources, and private tutoring.

Strategies. If some parents (P4) switched on the TV channel programmes in three
languages, others (P2, P4, P7, P12) allowed watching YouTube videos in English. Despite the
efforts of Participant 12, her child was not appealed by English cartoons preferring Russian ones.
However, Participant 12 employed some creative ways of supporting ELL of her child. For one
thing, she printed the names of the objects at home in English and glued them near those objects.
If there was a fish at home, she printed the word fish and stuck it on the aquarium so that her
child memorized this word by looking at it daily. Another strategy she used was teaching new
words through associating them with the words in Kazakh. For example, in order to teach the
word turtle, she said “Tasbaka tort jeydi” [Turtle eats cake]. As the bold word ‘tort” sounds
similar to turtle, the child guessed the word turtle. Using this method, she also helped to
memorize the words white and black. When the child saw the white colour, she showed
enjoyment by saying “whaaa”. This way she recalled the word white. When the child saw the
black colour, she was disgruntled saying “baaaa” and recalled the word black. In addition, she
seemed to make her child practice English everywhere. For instance, in the street she could ask

her child to read English words on T-shirts or on other clothes.

Although the father participants (P4, P13) of the study did not have proficiency in
English (their vocabulary was limited to several English words), they participated in their
children’s ELL by asking their children to speak in English (P4, P13) and sing songs (P4). In
addition, Participants 4 checked whether his child completed assignments of English. Notably,

Participant 13 believed that as he did not possess the English language, he could not help his
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child with ELL. Thus, the father participants are likely not to understand their contributions to

their children’s learning.

Resources. Furthermore, the participants provided their children with resources such as
audible ABC posters in three languages (P4), books in three languages or in English language
(P3, P11, P14). In addition, Participant 4 shared their plans to visit foreign countries in the future

to show his child the importance of knowing the EL and to develop her English skills.

The participants (P3, P11, P14) who obtained the books in three languages reported that
these books helped in their children’s successful English acquisition. Interestingly, they had
obtained these books before their children started learning English at school. According to
Participant 11, despite the fact her children did not understand the meanings of the words and
compositions in the books, these books were helpful to acquire the English language. The
children appealed with these books as they contained colourful pictures. Under each picture there
were words in Kazakh, Russian and English. In the beginning, Participant 11 read English words
to show how these words are read. Later, the siblings memorized these words and the
compositions at the end of the book by looking at their pictures and pronunciation. Along with
pictures with words, the book Altyn Uya procured by Participant 3 had its mobile application.
Her child could learn pronunciation of the words independently through reading the barcodes of
these words using its application. Having obtained the English books, the participants

unintentionally enabled development of their children’s English language skills before schooling.

Private tutoring. Along with providing resources and using a wide range of strategies to
support ELL of their children, the participants had a positive attitude regarding private tutoring.
Almost all participants mentioned private tutoring as a means for English language enhancement
in the future. However, none of the participants reported that their children were attending such

classes at that moment.
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The participants can be divided into three groups according to their intentions to send
their children to private classes. The first group of parents (P1, P2, P6, P7, P8, P10, P12) are the
parents who were struggling with assisting in the ELL of their children. The majority of them
wanted these private classes because they had difficulties in teaching and explaining English at
home. They were postponing attending private classes for the following reasons: their child
lacked interest in ELL (Participant 12), focused on learning Kazakh and Maths at first (P2, P10,
P12), and the children were too busy with the school requirement these days (P2). These
participants believed that if their children attended the private courses, they would feel relief.
The second group of parents did not have difficulties in their children’s ELL, but they were
supportive of private tutoring. They (P3, P11) wanted their children to attend private courses as it
would help their children’s academic progress. For example, Participant 11 believed that
children should always enhance their skills instead of wasting time on playing aggressive
computer games. In addition, this parent claimed that English language learning should not be
limited to the school programs, but it should be supported by out-of-class learning. The third
group of parents (P4, P5, P9, P14, P15) did not need private tutoring at this stage, as they could
manage the program of primary school. They reported that they will attend private courses in
case they will face difficulties with teaching their children (perhaps in secondary school). These
responses indicate that all students will attend private courses in the future, but it is just a matter

of time.

In summary, the findings revealed that the participants supported their children’s English
language learning beyond the school based on their knowledge and observations of their
children’s language learning experience. They employed traditional and creative ways of
teaching, procured resources beyond the school requirement and decided about taking private

courses in order to make their children successful English language learners.
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Chapter 5: Discussion

This chapter discusses the findings presented in the previous chapter in connection with
the existing literature and their implications. The findings of this study on parents’ attitudes to
the introduction of the English language to the first-grade students correspond to the results of
other studies (Agaidarova, 2019; Ayazbayeva, 2017) conducted in Kazakhstan. However, these
findings give deeper insight on the parents who are more likely to resist its introduction and what
could influence their resistance. In addition, the findings of this study on the parental challenges
suggest that the difference between the Kazakh and English languages in their phonology and
alphabet system, and the lack of an English-speaking environment caused challenges for the
parents of this study in assisting their children’s ELL and their children in ELL. Remarkably,
limited English proficiency and/or negative attitudes towards the early introduction of the EL
seem not to prevent the participants from involving themselves in their children’s ELL.
However, one of the main findings of the present study showed that a lack of collaboration
between the English teachers and the participants (i.e. parents) might hinder the successful
implementation of the trilingual policy in Kazakhstan.
Attitudes Towards the Integration of English Subject from Grade 1

With respect to the first question on the attitudes towards introducing the English
language (EL) from the first grade, it was found that the participants had both positive and
negative attitudes. There were similarities between the attitudes expressed by the parents in this
study and those described by Agaidarova (2019) and Ayazbayeva (2017) in their empirical
studies in Kazakhstan. Their participants also had two contradictory views on introducing the EL
in the first grade. The first group of parents believed that their children were capable of learning
several languages at the same time, that the earlier their children started learning the EL, the

better they would learn. The second group of parents viewed the simultaneous introduction of
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three languages as a burden for their children, for them, the EL should be learned after the
acquisition of the mother tongue, which is the KL.

As described in the previous chapter, 40% of the participants of this study believed that
the EL should be introduced after children acquire their native language. However, this finding
contradicts with the findings of some previous studies conducted in some other Asian countries
such as Taiwan (Chen, 2013) and the Philippines (Parba, 2018). Baldauf Jr., Kaplan,
Kamwangamalu and Bryant (2011) observed that as parents and children in Asian countries such
as Bangladesh, China, Japan, Malaysia, Nepal, Singapore, Taiwan, Timor-Leste and Vietnam
associate EL with access to education, “material prosperity and social standing”, their aspiration
to be identified with the EL was found to be more powerful than their “right” to learn the EL in
their mother tongue in primary schools (p. 320).

Chen (2013) found that parental pressure on the government resulted in lowering the age
for EL introduction from the 5" grade to the 3 grade in Taiwan. She suggested that this
parental demand derived from the state’s “stress on the importance of English for global and
individual success” (p. 163). Accordingly, these parents preferred their children to be immersed
into an ELL environment as early as possible for the benefits this language might bring.
However, the participants of this study, 40% of them, believed that EL introduction should be
postponed to at least Grade 2 as the acquisition of reading and writing skills in the KL would
contribute to their children learning additional languages, maybe even independently.

The findings of the current research also suggest that parents’ attitudes towards the early
introduction of the EL might depend on their experiences in assisting their children. Supporting
parents in overcoming their challenges might help to change their attitudes towards the early
introduction of the EL. Echoing this point, Agaidarova (2019) pointed out that Kazakhstani
parents’ positive attitude was based on their understanding the advantages of their children

learning the EL, whereas their negative attitude on their own and their children’s negative
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experiences in ELL. Five parents in this study seemed to support the early introduction of the EL
because they had witnessed their children’s interest and progress in the language. As for the
parents who are against, they reported up to 13 challenges from the 20 illustrated in Table 2
(36,5% of those challenges per parent on average). However, 66 % of the participants in this
study recognized the importance of learning EL and some of them supported early EL
introduction despite the challenges they face with assisting their children. Curdt-Christiansen and
Wang (2018) found that the Chinese parents’ language management actions towards developing
their children’s English skills originated in their recognition of its ‘instrumental value’ (p. 250).
Thus, parents’ attitudes towards the early introduction of the EL might depend on either the
prestige of the EL or their children’s experience with ELL. That is, some parents might
acknowledge the prestige of the EL, though their decisions might derive from the nature of their
involvement in their children’s learning. This insight could be useful for developing a hypothesis
for further study.

Another possible explanation might be that these parents’ attitudes are determined by
their own language learning experiences and their evaluation of the language ecology of their
environment. Participant 8, for instance, was against the EL introduction because he could not
have acquired any foreign languages despite studying several foreign languages at school. Few
participants stated that the EL does not seem quite useful to their lives: the EL is not widely used
in public domains compared to Kazakh and Russian. Regarding this peculiarity of this rural area
and the experience of learning the EL from the fifth grade, Participant 7 believed that
introducing the EL from Grade 3 would be timely for the children to acquire this language. Since
this study was conducted in a rural region there is a possibility that dissimilar findings would
have arisen if the study had been conducted in an urban region.

However, this study confirms that the introduction of the EL in primary school is

welcomed by Kazakhstani parents, as in other Asian countries. In Asia, the majority of parents
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seem to regard EL as the prerequisite for ‘their families’ economic future’ (Baldauf Jr. et al.,
2011, p. 318). In Taiwan, Chen (2013) found that the rush on the part of the government to
introduce the EL from the seventh to the fifth grade in 2001 and later lowering this to the third
grade in 2005 in just within four years increased the worries of parents because they were
attempting to introduce their children with the EL as early as possible.

Similarly, the participants of this study, even those who were against the introduction of
the EL in the first grade, supported its introduction in the higher grades of primary school. For
instance, one of our participants who mentioned that she started learning English in the fifth
grade did not suggest that her child should start learning in the fifth grade, but in the third grade.
Indeed, none of the participants mentioned its introduction above primary school. Agaidarova
(2019) found that 7 out of 10 participants (2 out of 3 parents) supported the early introduction of
the EL in Kazakhstani schools by studying rural stakeholders’ (administrators, teachers, and
parents) perceptions on trilingual education. As stated by Wong and Benson (2019), “high
aspirations for proficiency in dominant languages are often enshrined in policy and evident in
school curricula, leading stakeholders to believe that instruction should begin as early as
possible” (p. 5). If administrators can be counted to be the leading stakeholders of micro-level
planning, then, in Agaidarova’s (2019) study, the two interviewed administrators supported the
early introduction of the EL. Some of the participants in this study hold the view that the state
program would not require tasks their children could not complete. Thus, the hegemony of
English around the world compounded with policymakers’ authority seems to influence
Kazakhstani parents’ opinions on the best possible age to introduce the EL to their children.
Parental Challenges in Helping Their Young Children with English Language Learning

As mentioned in Chapter 2 of the literature review, children confuse the letters in the
three languages (Kazakh, Russian and English) (Agaidarova, 2019). Along with confusing

letters, the current study found that the children of some participants were unable to differentiate
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English words from Russian ones. Moreover, Participant 1 mentioned that her child had a
difficulty in memorizing English words and restoring them. One might suggest that the children
face difficulties because they have not had sufficient time to get used to EL.

However, based on the published works on the language-in-education policy of primary
education in other Asian countries (Baldauf Jr. et al., 2011; Chen, 2013; Kaplan et al., 2011), a
more plausible explanation might be the lack of an English-speaking (and Russian-speaking)
environment in this rural area. Some researchers (Baldauf Jr. et al., 2011; Kaplan et al., 2011)
hold the view that children might face difficulties to learn a language that they do not encounter
in the wider community or through people they know. As the learning of this language occurs
mainly at school, its acquisition might be demanding, especially for young learners. Some (P6,
P7, P8, P9) participants of this study admitted that the EL does not conform to their traditional
way of living compared to Russian as this language is not used in this rural region. For instance,
only 1% of the Kazakhstani population can speak English (Eberhard et al., 2020), while the
percentage of people who were literate in Russian (85%) outnumbered those who were literate in
Kazakh (62%) according to the Census conducted in 2009. Even though these figures might not
represent the language ecology of this rural region, they indicate that the users of the Kazakh and
Russian languages exceed the English speakers to 60, even to 80 times across the country. This
might be the reason why Kaplan et al. (2011) claim that the children in some Asian countries had
to “memorize” a language that is “alien” to them (p. 118). That is, the participants’ children
might forget the words they had learned or confuse the letters of the EL with those of Kazakh
because they just ‘memorized’ them without understanding them. Moreover, they might be
incapable of differentiating the Russian and English words due to their limited exposure to these
languages beyond the school.

The present study found that the participants’ children demonstrate negativism towards

ELL through resisting completing homework or refusing to go to school when the EL is
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scheduled. As noted by Kaplan et al. (2011), imposing children to learn the language which is
not employed by the community might lead to a negative attitude towards the target language.
The participants of the presented study reported that their children shout or cry due to the
difficulties with learning English while learning this language at home. Baldauf Jr. et al. (2011)
state that although ELL is compulsory in many countries, many students around the world resist
learning this language.

Hsieh et al. (2018) suggest that students might not recognize the advantages of learning a
language that is not demanded in the area they live in. That study found that the demotivation of
students to learn the EL is one of the challenges encountered by teachers in Kenya. Although
English is identified as one of the official languages in this country and it is compulsory to learn
to study and pass national examinations, English is not widely used in the community. Those EL
teachers, therefore, believed that their students preferred to speak their native language, Kikuyu,
rather than the EL. They admitted that they had to “force” students to speak the EL (p. 207).

According to these data, it can infer that when children are required to learn a language
which is not employed by their community members, they might face difficulties caused by
limited practice or insufficient input to produce enough output in the target language. To succeed
they might be forced by their parents or teachers to memorize words and/or sentences in this
language. Having failed to understand their meaning, children might lose interest in learning or
possess a negative attitude to it.

Similar to their Kenyan counterparts, some rural children of Kazakhstan are unmotivated
to learn the EL because of the lack of an English-speaking environment and the concurrent
demand in learning an inessential language within the community. The present findings are
significant in informing Kazakhstani teachers and parents on how to prevent the further
demotivation of students. They should collaborate to make learning EL enjoyable for children

instead of forcing them. Thus, the nature and quality of school instruction and assistance at home
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might become one of the possible solutions in preventing the children from being unmotivated to
learn the EL.

One unanticipated finding was that both our participants and their children seem to face
challenges with the introduction of the EL due to the differences between the EL and KL in the
phonological system and teaching programs. This finding suggests that preparing an EL program
that is developed considering the linguistic background of the Kazakhstani students may
decrease difficulties faced by them. This point will be further developed within this section.
Kaplan et al. (2011) assert that “not all children will be equally ready to learn at precisely the
same age for precisely the same amount of exposure by precisely the same method and with
precisely the same materials” (p. 115). However, our participants’ responses indicate that the
English program, with which their children were being taught, did not suit Kazakh-speaking
students.

A frequently questioned aspect of the English program by the participants of the current
study is the unsuitability of the English program and English school textbooks for Kazakh-
speaking students. For one thing, quality textbooks that correspond to local needs might
contribute to the better acquisition of a foreign language and increase learners’ motivation to
acquire the target language. He and Lazo (2015) found that Tibetan primary school students
could not understand their English textbooks because they contained pictures and conversations
that did not represent their living environment and communication. According to their survey,
the majority of students (90%) wished to see pictures, places and traditions that represent their
Tibetan culture in these textbooks so that they could become enthusiastic to learn the EL.

Three participants of the present study thought the English textbooks their children were
learning from represent a mentality that is foreign to Kazakh children. According to the
responses of the participants, these textbooks followed the way of learning English that applies

to students who learn the EL as L1 for the following reasons: a) the time allocated for learning
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letters is short; b) four aspects of learning English are developed simultaneously — learning the
vocabulary, reading, writing and speaking; c) the assigned tasks involve communication and
comprehension in the EL. The children of the participants have to make up sentences orally and
read the texts in their textbooks for homework, though, these children had not learned to read in
their mother tongue, let alone the EL. One might argue that children are capable of learning to
read in a foreign language even though they have not developed reading skills in their mother
tongue. For example, Rugemalira (2005) found that the students whose mother tongue was
Kiswahili could learn to read in English and Kiswahili without language confusion in a primary
English medium school in Tanzania. Rugemalira (2005) suggested that the similarity of the
writing systems of the two languages was an advantage to teachers at this school (See Figure 3).
As illustrated in Figure 3, the pronunciation of letters in Kiswabhili differs slightly from English,
though these languages have considerably similar writing systems. This finding indicates that if
two languages have similar writing and phonological systems, children might learn to read them

without difficulty (Birch, 2014).

Figure 3. The Kiswahili alphabet

Aa Bb Chch Dd Ee Ft Gg Hh
a be che de e ef ge he
[a]  [6-bD" [f/4"] [d~d/d"]  [e] [ [d-gg" [n]
Li Jj K k LI Mm Nn Oo Pp
i je ka le em en o pe
[l [did" kK" 1 [m] [n] [2] [P/p"
Rr Ss Tt Uu Vv Ww Yy Zz
re se te u ve we ye ze
[r] [5] [t [u] v] [w] (i [2]
Other letter combinations

dh gh kh mb mv nd ng ng'

(0] [v] [x] ("ol "] ['d] ["g] 0]
nj ny nz sh th
["d3] (n] [z] 0] (6]

Otherwise, the children might have to acquire reading skills in their mother tongue first.
According to Birch (2014), the skill of decoding letters in the first language can affect the
acquisition of reading skills in the second language. This finding suggests that some of the

participants in this study might not have difficulties in learning the EL because their children
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could have developed reading skills in their native language before the introduction of the EL.
Thus, reading in English seems to be demanding for the children who were developing reading
skills in two different languages simultaneously. In this regard, Munoz (2014) found that young
learners of English who were Catalan-Spanish bilinguals that largely faced difficulties with the
spelling of English. She suggests that the difficulty stemmed from the difference in the
phonological system of Spanish and English languages. In Spanish language, for instance, there
IS “one-to-one mapping of phonemes and graphemes” compared to English (p. 34), in which 44
sounds are represented through 26 letters of the alphabet. Having a phonemic system similar to
Spanish language, the phonology of the EL was found to be difficult to understand to the young
Kazakh-speaking children of the participants.

These findings offer indisputable evidence for considering that the languages introduced
in the first grade lack cohesion in their teaching reading to first-graders due to their differences
in teaching programs. Therefore, teaching of the Kazakh and English languages might be
described through the horses in Figure 4 as each of them follows different directions. It can be
inferred that introducing the EL by taking advantage of the similarities between the English and
Kazakh languages might be effective in teaching the EL to Kazakh students (Rugemalira, 2005).

For instance, KL has simple phonemic system, in which one sound corresponds to one
letter. Having learnt to associate one letter with one sound, the first-grade children might get
confused in reading English as the production of its letters depend on the surrounding letters.
Therefore, beginning to teach English reading through introducing the words such as dog or cat
and gradually moving to more difficult phonemes might be beneficial for young learners who
have not yet developed their reading skills in Kazakh. In addition, if the way children had
learned the KL was considered in designing the EL teaching program this might facilitate
children’s acquisition of additional languages without anxiety. In KL before teaching to read one

word, the children are introduced first with the letters this word consists of as described in the
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chapter of Findings. Thus, the reading skills of Kazakh children in the EL might be developed
following similar way, in which some frequent letters of A1 vocabulary were first introduced to
teach later reading of the words such as cat and dog. A further study on intervention that
introduces the EL through recognizing the students’ linguistic background and knowledge is

therefore suggested to identify the extent of usefulness of such an approach.

Figure 4. The building of Astana Opera in Nur-Sultan, Kazakhstan

Parental Involvement in Their Children’s English Language Learning and the Strategies
Used

This section presents the findings concerning parental strategies and discusses these
findings in the light of other empirical studies. This study found that all participants of this study
involved themselves positively demonstrating direct and indirect types of involvement (Gao,
2006). Despite the fact some participants held a negative attitude towards the early introduction
of the EL, they did not demonstrate a neutral to negative type of involvement as Hajar’s (2019a)
study who found that some parents in Gulf Arab countries hindered their children’s ELL.

Almost all participants of this study involved themselves directly in assisting their
children with doing English homework as illustrated in Table 4. They taught vocabulary words
by employing various strategies such as rote learning, meaningful learning, and associative

learning. Participant 15 shared the strategy to cope with learning difficult words by repeating it
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five times with her child. Others (P5, P6) adapted the tasks to correspond to the abilities of their
children based on their observation of their children’s progress. In addition, they made their
children practice the words and phrases they have learnt. While some participants (P4, P13) had
their children practice the EL by asking them to speak and sing in English and the translations of
objects into English, others asked for translations of the words into English regardless of the
situation and place (i.e. while driving a car, cooking, having a tea and walking). Two other
participants asked clarifying questions to check the comprehension of the texts and their
children’s reading skills while completing homework. Furthermore, the participants
demonstrated direct involvement in involving themselves activities beyond the school activities.
For example, Participant 11 read the book she purchased to introduce her child to the
pronunciation of English words. These findings reflect those of Gao (2012) who also found that
parents can be proactive in supporting their children’s ELL by “constantly instructing,
monitoring and assessing” their children’s performance in developing English vocabulary (p.
586).

As for the indirect type of involvement, the participants demonstrated it by creating an
environment that would enhance their children’s ELL. For example, some participants purchased
English books (P2, P11, P14) and alphabet posters (P4), others (P2, P3, P4, P7, P11, P12, P15)
allowed their children to watch English songs and cartoons on YouTube (P12) and switched on
television channels with English language teaching programs (P4, P15). In addition, they
motivated their children to learn English by targeting high marks and telling them about the
importance of ELL. All participants shared their plans to send their children to private tutoring in
the future and one of them is even going abroad to show his child the instrumental value of ELL
(P4). One of the reasons that some participants (P2, P10, P12) had not sent their children to
private courses was their focus on developing their children’s skills in subjects such as Maths,

Kazakh and Russian languages.
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Conversely, Hajar (2019b) found that some parents in the Gulf Arab states demonstrated
“favouring science subjects” over English or “belittling” its benefits (p. 70). Thus, these parents,
in Hajar’s (2019a) study, displayed a neutral to negative type of involvement. However, the
participants in the current research made decisions depending on the urgency of these subjects
improving their children’s overall academic performance. Their actions and decisions indicated a
positive type of involvement. The absence of a neutral to negative type of involvement
contrasted to Hajar’s (2019b) study might be explained by the social and political situations in
the countries of his participants. For instance, in Hajar’s (2019b) study one Libyan participant,
Osama, recognized that due to the “political tensions between Libya and the West”, he did not
have any interest in learning the EL (p. 77). Moreover, a number of Arab parents of Hajar’s
(2019b) study seemed to demonstrate a neutral to negative type of involvement as they did not
support their children’s ELL. By contrast, the participants in the present study regarded English
knowledge as an asset that would be required in their children’s future lives. It can therefore be
assumed that the participants demonstrated the positive involvement in their children’s ELL for
its importance in their children’s future regardless of their attitude towards the early introduction
of the EL.

One of the interesting findings that emerged from the analysis was that most participants
mainly involved themselves in assisting with their children’s English homework following
school instructions (See Table 4). This finding might suggest that the higher quality and
extensive would be the school teachers’ instructions (e.g., providing with a translation of
homework and transcriptions of the words, methods to do the task or clearly describing two or
three options of vocabulary learning), the higher would be the quality of parental involvement.
However, the participants’ responses indicated that they had to ask explanations of the tasks
from English teachers before each English class. Moreover, as the participants were not provided

with the translations and pronunciation of the words assigned to be learnt at home, some of them
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had to ask for such provision from their relatives. Nevertheless, the majority of participants
admitted that they relied on Google Translator in the cases when they needed translations of the
tasks or the homework.

One of the possible explanations of this finding might be that teachers devalued or
underestimated the parents’ role in their children’s ELL. In line with this finding, Sawyer, Manz
and Martin (2017) claimed that teachers are not usually aware of how parents can collaborate
with them. One of the teachers’ responses in their study indicated that teachers’ understanding of
collaboration with parents might be limited to their physical presence in the class and the
provision of translations of the words as ‘dictionaries’ (p. 720). The participants of this study
had never seen the English teachers at school meetings. Although these participants received
feedback on their children’s progress in English and on what should be improved, the teachers
did not inquire how well their students were coping with the English tasks at home from the
participants. Even though some parents had notified the English teachers that their children were
struggling with the ELL at home by the help of the homeroom teachers (HRTs), these teachers’
actions were limited to feedback on what should be improved in their children’s performance
and without presenting how this could be improved. The teachers might understand that the
majority of their students’ parents possess limited English proficiency. However, these data must
be interpreted with caution because this study is based on the perspectives of parents, while the
teachers’ perspectives might be different in the Kazakhstani context from those described in
Sawyer et al. (2017).

Several studies (e.g., Al-Fadley, Al-Holy & Al-Adwani, 2018; Castillo & Gamez, 2013;
He & Lazo, 2015; O’Connor & Geiger, 2009) found that the lack of or limited English
proficiency may restrict parents’ involvement in their children’s ELL. However, the findings of
this study suggest that some participants involved themselves despite their vocabulary being

limited to only a few words in English. One of the father participants, Participant 13, believed
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that he could not help his daughter with learning the EL as he did not know English, but later it
appeared that he assisted his daughter by asking her to speak in English. Similarly, another father
participant, Participant 4, who lacked English proficiency helped his child to practice the English
words, phrases and even songs by simply asking for them. He could also check the completion of
homework in English by asking what his daughter has learned. In addition, some participants
(P7, P9) who lacked English language knowledge attempted to help their children through the
help of Google Translator.

However, as some participants of this study had difficulties with explaining the English
phonology and words, they questioned whether this difficulty is the result of their limited
knowledge (P1, P7, P11) or their ineffective approach in teaching English (P10, P12). As this
finding might indicate that the participants might employ incorrect strategies such as helping
instantly with translation of the English words in their involvement depending on their
knowledge and experience. Therefore, this finding suggests that Kazakhstani parents might need
practical support on effective methods of teaching from teachers in assisting their children’s
ELL. Thus, schoolteachers might organize informative meetings on the strategies that are
effective in teaching English vocabulary for parents to assist their children’s ELL. In the case
that parents cannot attend these meetings, teachers might send such information with the English
home assignments.

With regards to this, Mahmoud’s (2018) empirical study with a group of Saudi parents
found that many participants responded positively to the questions that were improper
behaviours in teaching foreign languages. He attributed this finding either to his participants’
lack of awareness to the fact they were employing improper strategies or they did not read the
questions attentively so they could not notice that these questions involve instant help rather than
students’ independent learning. Three participants of the current study admitted that their

children could not understand their explanations and become frustrated while completing home
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tasks. However, they seemed not to change their methods of teaching. The reason for this might
lie in a lack of knowledge about methods and strategies that might bring about effective learning.
Participant 1, for instance, reported that it may take the whole day for her child to learn new
vocabulary assigned to home. She believed that her child could learn effectively by repeating one
word twenty times. However, this child retained the learnt words within a week. Moreover, this
participant admitted that she once completed her child’s English homework, thus her child could
not benefit from doing this assignment. Mahmoud (2018) in his study suggests that parents might
complete the tasks of their children because of their difficulty. Indeed, the participant of this
study who did the work of her child held the view that the assigned task was challenging for her
child. The challenges the children face while learning the EL might be the result of the
ineffectiveness of the strategies employed by the parents, therefore, this can be an important
issue for future research. However, these findings were not very encouraging as they indicated
that there was a lack of communication between formal and informal actors to facilitate young
children’s ELL and development.

Despite the issues mentioned so far, the findings of this study confirmed that all
participants involved themselves in their children’s ELL, though, some of them did not
participate actively in the events organized by the schoolteachers. This finding broadly supports
the work of other studies (Goodall & Vorhaus, 2011; Goodall & Montgomery, 2014; Smith,
2006) in this field exposing that absence of parents in school events does not indicate non-
engagement in their children’s learning. Although almost all participants of this study could not
communicate with the English subject teachers one-on-one, they fulfilled the tasks and adjusted
their actions to the feedback of the English teachers. In addition, they made decisions on their
children’s ELL based on their own observations of their progress and attempted to meet their
children’s needs. Some of the participants supported their children’s ELL by procuring materials

and employing creative ways of teaching vocabulary beyond the schoolteachers’ instructions.
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Their involvement was largely shaped by their own experience of language learning and
knowledge. For instance, the strategies employed by Participant 12 were based on her experience
of learning the EL in English training courses for teachers. Another participant, Participant 5,
employed associative learning strategy because she believed that the words are learned better
when they are associated with objects.

Thus, despite the majority of participants staying at the second point of the continuum by
assisting their children with English homework, some of them had already reached the third
point. However, those who reside at the third point approached there thanks to their knowledge
and experience with their children’s ELL rather than their communication with the school’s
English teachers. This finding might suggest that parent-child interaction might be adequate in
shaping children’s ELL out-of-school in the case when two-way teacher-parent interaction is
lacking. However, this study does not aim to undermine the role of parent-teacher
communication; rather it strives to inform parents, teachers and policymakers that there is an
urgent need to develop collaboration of the main stakeholders at school level. Their collaboration
might contribute to the smooth and effective implementation of the trilingual policy as “all large-
scale change is implemented locally” (Fullan & Miles, 1992, p. 752). Even though the
participants of the current study only received feedback on their children’s progress in English,
this information could help them make decisions regarding private tutoring. If this
communication were two-sided, where the voices (their attitudes, experiences, and challenges) of
parents are considered, instead of one-sided, this communication would have three-fold benefits
for all parties.

This chapter has discussed the findings of this study on parents’ attitudes to the
introduction of the English language to first-grade students, their challenges in assisting their
children’s ELL and the strategies they employ to support their children’s ELL. In addition, this

chapter discusses the implications of these findings and gives suggestions for future studies. The
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chapter that follows moves on to summarize the findings of this study and their contribution to

the existing literature, to introduce the limitations of this study and make recommendations for

future work.
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Chapter 6: Conclusions
The purpose of the current study was to determine the attitudes of rural parents in

Kazakhstan towards the introduction of the English language (EL) to their young children in the
first grade as a result of trilingual policy. In addition, this study investigated the challenges
encountered by parents while assisting their children with English language learning (ELL) and
the strategies they employed to facilitate their children’s EL development. This study represents
a first step towards enhancing our understanding of the implications of the implementation of the
trilingual policy in Kazakhstan with special focus on parents’ perceptions towards the
introduction of the EL to their children in Grade 1. This chapter describes the main findings of
this study, discusses the contribution of these findings to the existing literature and suggests
practical solutions for educators and policy makers in implementing the trilingual policy across

Kazakhstan. In addition, this chapter presents the limitations of the study for other researchers to

consider and provides recommendations for future research.

Major Conclusions

This section presents the main findings of this study on the research questions. The
findings of this study on the attitudes of the parents towards the introduction of the EL in the first
grade suggest that 40% of the parents resist its introduction in the beginning grade believing that
their children should develop their language skills in their mother tongue first. However, the
majority of rural parents in other contexts of Kazakhstan seem to recognize the value of learning
the EL and hence support the notion of integrating English to their children at an early stage of
their education (Agaidarova, 2019; Ayazbayeva, 2017). The participants’ negative attitudes
towards the early introduction of the EL might have largely been associated with their challenges
in assisting their children’s ELL and the latter’s difficulties with learning the EL. This finding
might suggest that certain effective procedures discussed in this chapter to reduce their

challenges would help to change their attitudes towards the introduction of the EL. One of the
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surprising findings was that some participants supported this initiative of introducing the EL in
the first grade despite their challenges with assisting their children’s ELL. This finding might be
partially attributed to the governmental emphasis on the need for students to learn the EL in the
twenty-first century as in the study of Chen (2013) in Taiwan and of the implementation of the

trilingual policy in Kazakhstan where the English language is to become the medium-of

instruction for science subjects in high schools from 2020.

On the question of the challenges the parents face while involving themselves in their
children’s ELL, this study found that the differences between the educating programs of the
English and Kazakh languages and a lack of English-speaking environment caused challenges
for the parents with understanding the English program and with explaining the phonological
peculiarities of the EL to their children. Moreover, this difference and the lack of English-
speaking environment seem also to lead to their children’s loss of motivation to learn the EL. As
the culture and mindset of Kazakh and English native speakers differ, their teaching programs
seem to be desynchronized in their alphabet learning and language learning steps. Therefore,
modifying the EL teaching program to be more in line with the Kazakh teaching program so that
it corresponds to the Kazakh children’s linguistic background and knowledge might decrease the
challenges faced by the parents and their children. Thus, children would develop reading skills in
the EL following the familiar way of their acquisition of reading skills in the KL, though, the
effectiveness of such an approach should have been investigated. Notably, some empirical
studies (Parba, 2018; Phyak, 2013; Tupas, 2015) revealed that mother-tongue based multilingual

education can be effective in the acquisition of the English language.

Considerable insight has been gained with regard to the parental practices in mediating
their children’s ELL. Surprisingly, all participants (even those with limited English proficiency)
involved themselves positively in their children’s ELL by employing a wide range of strategies

and materials. Even though some parents had facilitated their children’s English literacy
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development before the introduction of the EL at school, the findings of this study seem to
confirm that parental practices were largely dependent on their children’s homework
assignments. However, the transcriptions of the vocabulary words to be learned and their
translations were not provided in these homework assignments causing the parents to seek
assistance from their relatives and the Internet. Moreover, some parents’ negative feedback on
the home tasks seem not to lead to their modification of them so that their children could
complete these tasks with little effort. These findings might suggest that formal actors (i.e.
teachers) of the educational process devalue the contribution of informal actors (i.e. parents) as
the English teachers did not attempt to receive feedback on parents’ experiences at home in
assisting their children with ELL. These teachers might think that these children can learn
English effectively only in the school domain as many parents possess limited English
proficiency. However, this study includes the perspectives of the parents, therefore, these

findings might not be representative of the teachers’ opinions on the role of parents in their

children’s ELL.

Overall, these findings have drawn a picture of the implications of the trilingual policy on
the rural parents of Kazakhstan. This study has shed light on the attitudes of these parents
towards the introduction of the EL in the first grade, their challenges with assisting their
children’s ELL after its introduction and their practices to develop their children’s EL skills.
Since the findings indicate that solving the causes of such parental challenges might change their
attitudes towards the introduction of the EL and improve the nature of their involvement, the
section on the implications of the study after the description of the limitations of this study

makes recommendations for future work, practice, and policy.

Limitation of the Research
Although the present study reported in this thesis could be a springboard for researchers,

policymakers, parents, and teachers for effective procedures to implement the trilingual
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education policy successfully in Kazakhstan, it has limitations that should be acknowledged.
First, this present study has only investigated the perspective of rural parents. Therefore, the
findings of this study cannot be generalized to urban parents and might not depict their attitudes
and behaviours. However, these findings complemented the findings of other studies
(Agaidarova, 2019; Ayazbayeva, 2017) conducted in Kazakhstan by providing deeper insights
into rural parents’ attitudes and challenges and providing new insight into their practices in
assisting their children’s ELL. Another limitation of this study is due to capturing only the
parents’ perspectives, while that of teachers and students themselves would be beneficial in
triangulating and validating the data. This shortcoming was solved by other empirical studies
(Hsieh et al., 2018; O’Connor & Geiger, 2019; Rahman & Sarker, 2019) that focused on parents’
involvement from the teachers’ perspectives. Consequently, this study could have relied on them
to explain some findings of this study. Third, the current study was not specifically designed to
determine whether the parents’ behaviors were correct or not. Thus, the findings of this research
clearly illustrate the practices of the parents, but it also raises the question of whether their
practices are effective in supporting their children to stay motivated to learn the target language.
Finally, employing a wider range of tools such as the observation of parents’ behavior,
communication at school events, meetings and at home, analysis of school textbooks and home
tasks assigned by teachers would contribute to gathering richer data in terms of parents’

involvement and their challenges with assisting their children’s English homework completion.

Implications of the Research

The findings of the present study have considerable implications for further research, as
well as for policymakers, and schoolteachers to move towards the effective implementation of
the trilingual policy in Kazakhstan. The findings indicate the need to promote the collaboration

between teachers and parents in developing school children’s English skills from a young age in
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an engaging way. Therefore, this study suggests the following actions for schools and

policymakers to take:

1. To conduct workshops on the effective strategies and correct behaviours while
assisting children’s ELL. These kinds of instructions can also be attached to home tasks as some

parents might not be able to attend these workshops due to their work schedule.

2. To inquire about challenges faced by parents while assisting their children with
English homework to find practical solutions through constant communication to prevent them

further.

3. To prepare an English teaching program that considers the Kazakh students’ linguistic
background and knowledge. Teaching schoolchildren to read in English, drawing on the
similarities of EL with KL in having words, in which one letter represents one sound might be
beneficial to Kazakh students in the acquisition of reading skills in English. Thus, in this stage

schoolchildren will only be required to read those words with simple English phonemes.

However, it remains to be clarified whether the findings of this study could be applied to
other regions (i.e. urban regions) of Kazakhstan. To better understand the implications of these
results, future studies could address the perspectives of parents, students, and teachers on
introducing the EL from the first grade. In addition, further research is needed to determine the
effects of establishing an EL program (including English textbooks) that would be aptly designed

for Kazakh-speaking students.

This chapter has summarized the major findings of this study and presented their
limitations. The findings may contribute to understanding the implications of the trilingual
education policy on rural parents and serve as the springboard for readers to take sufficient
measures to its successful implementation. Thus, it has made recommendations for future studies

by other researchers and practical solutions for schoolteachers and policymakers.
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Appendix A

INFORMED CONSENT FORM

Parental involvement in their young children’s English language learning

DESCRIPTION: You are invited to participate in a research study on exploring how parents
involved themselves in their children’s English language learning in Grade 1 level. You will be
asked to participate in individual interviews and to answer interview questions. The conversation
will be audio recorded with your permission via mobile phone. The recording will be kept in a
secured online password-protected server for three years. The findings of the study will be used
in a thesis for completing the master’s degree program and the results may be presented in
conferences in the future. The interview will be in the language you prefer (Kazakh or Russian).

TIME INVOLVEMENT: Your participation will take approximately 60 minutes.

RISKS AND BENEFITS: The risks associated with this study are minor and might be related
to some sensitive topics to be covered during the interview. The benefits which may reasonably
be expected to result from this study will be the understanding consequences of trilingual policy
implementation to your children and how you are challenging it. Additionally, this study may
help to boost cooperation between parents and teachers. Your decision whether or not to
participate in this study will not affect your children’s progress and grades in school.

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

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.

e | have carefully read the information provided;

e | have been given full information regarding the purpose and procedures of the study;

e | 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;

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

reason;
e With full knowledge of all the 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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3EPTTEY )K¥MBbICbI KEJIICIMIHIH AKITAPATTBIK ®OPMACHBI
ATa-aHanappIH 63 OaanapblHbIH aFbUIIIBIH TUTIH YHPEHYIHE KaThICYbI

CUIIATTAMA: Ci3 OipiHIIi CBIHBIN OKYIIBUIAPBIHBIH aFbUIIIBIH TUTIH YipeHy/e aTa-
aHaJIAPBIHBIH KATBICYBIH 3€PTTEYre OaFbITTalIFaH 3ePTTEY )KYMBICBIHA KATBICYFa MIAKbIPBUIBIIT
oteIpchi3. Ci3re xKeke cyxOarrapra KaTbIChIT, KOMBUIFAH CypaKTapra yKayar Oepy YCHIHBIIAIbI.
CizniH pyKcaThIHBI30EH cyx0at ysutbl TenedoHFa xxa3puiaapl. JKa30a yur Kbl 00Mbl Kymus
ce30eH KOpFaJFaH cepBepe CaKTalaIbl. 3epTTeY HOTIIKEIEPl MaruCTPIIIK ASPEkKe ay YIIiH
KOpPFaJIaThIH JUCCEpPTAIHsIA KOJIAHBIIA bl dKOHE COHBIMEH KaTap HOTIKeJepi Ooammakra
KoH(pepeHIusu1apaa Koaaanbuielybl MyMKiH. Cyx6at Ci3 kanaran tuiae eTkizuieai (Kazakua,
OpbICIIA).

OTKIBIJIETIH YAKBITbBI: Ci3aiH KaTbICybIHBI3 IaMaMeH 60 MUHYT yaKbITBIHBI3/IbI aJIa]lbl.

3EPTTEY ’K¥MbICBIHA KATBICY IbIH KAYIIITEPI MEH
APTBIKIIBIVIBIKTAPBI:

3epTTey )KYMBIChIHA KaThICYIBIH KAyITepl IaMaibl )KOHE cyXx0aT OaphIChIH/Ia KOWBIIFaH
CYpakTap/IblH Ce3IMTaAbIFbIHA OailTaHBICTHI 00JIybl MYMKIH. 3€pTTEY KYMBIChIHA
KATBICYBIHBI3/IBIH apTHIKIIBUIBIKTAPbI YIITUIA1 OLTiM 6epy MporpaMMachIHbIH OallaHbI3Fa
canapbiH skoHe Ci3 OHBI KaJlail )KeHIIl XKaTKaHBIHBI3/Ibl TYCIHY 00J1ybl MyMKiH. COHBIMEH KaTap,
OyJ1 3epTTey KYMBICHI aTa-aHajap MEH MYFaIIMJICp apachlHIaFbl CEPIKTECTIKT1 apTThIpYyFa
KOMEKTECYl MYMKIH. 3epTTey )KYMBIChIHA KaThICYFa KeiciM OepyiHi3 Hemece 6ac TapTybIHbI3
Ci3aig MekTenTeri OalaHbI3/IbIH OaFrajiapblHA €I dCEPIH THT130eHIi.

KATBICYUIBI K¥YKBIKTAPBI: Erep Ci3z Gepinren ¢popMaMeH TaHBICHII, 3ePTTEY
YKYMBIChIHA KAaTBICYFa MIeNIM KaoblngacaHsi3, Ci3IiH KaThICYbIHBI3 ePiKTi Typ/ie eKeHiH
xabaprnaitmbr3. COHBIMEH KaTap, KajJaFaH YaKbITTa abINIYJI TeJeMeil skoHe Ci3/liH
JJIEyMETTIK KeHIJIIKTepiHi3re el KecipiH TUri30eil 3epTTey *KYMbICHIHA KAaTbICY TYPaJbl
KeJiciMiHi3 I Kepi KaliTapyFra HeMece TOKTATYFa KYKbIFbIHBI3 0ap. 3epTTey sKYMbICHIHA
MYJIJIEM KaThICIIAYBIHBI3FA /12 TOJBIK KYKBIFBIHBI3 0ap. CoHnaii-ak, KaHaai ga 6ip
CypakTapra xayar 0epmeyinisre jae o01eH 6omaapl. by 3epTTey )KYMBICHIHBIH HOTHXKEIEP1
aKaJeMHsUIBIK HeMece KociOu MakcaTTap/ia 6acnara YChIHBUTYbl HEMECE IIBIFapbLTybl MYMKIH.

BANJIAHBIC AKITAPATBI:

CypakrapbIHbI3: Erep xKypri3uin oThIpFaH 3epTTey )KYMBICBIHBIH MPOLIECL,KayIi MEeH
apTHIKIIBLUTBIKTAPHI TYpaJIbl CYPaFbIHbI3 HEMECE IIaFbIMBIHBI3 00JICa, Keneci OaiiaHbIC
Kypalgapbl apKbUIbI 3€PTTEYILIHIH MAarUCTPIIbIK T€3KC1 OOMBIHIIIA )KETEeKIIICIMEH
xabapracybIHbI3Fa 0OIaIbI.

JEPBEC BAHJIAHBIC AKITAPATTAPBI: Erep Gepinren 3epTTey 5KyMBICHIHBIH
KYPri3ilyiMeH KaHaraTTaHOAcaHbI3 HEMece CYpaKTapblHbI3 OEH IIaFbIMIapbIHbI3 0oJIca,
Hazap6aes YuuBepcuteti XKoraps! binim 6epy MekTebinin 3epTTey KoMuTteTiMeH kepceTiren
OaifmaHbICc Kypaiiapbl apKblIbl Xa0apiacybIHbI3Fa 00J1a/1bl: 3JEKTPOHIBIK MOIITAMEH
gse_researchcommittee@nu.edu.kz.

3epTTey *KYMbIChIHA KaThICyFa KeJICIMiHi3/1 OepceHi3, OepiareH ¢popmara KOJI KOIOBIHBI3/IbI
CYpanMBbI3.

* MeH Gepuiren popmMaMeH MYKUST TaHBICTBIM;
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MaraH 3epTTey )KYMBICBIHBIH MaKCaThl MEH OHBIH IPOIEAYPACHI KalbIH/Ia TOJBIK
aKmapar oepinii;

JKunakranaraH akmapar MmeH KyInus MOJIIMETTepre TeK 3epTTEYIIiHIH 631He KOJDKETIMII
’KOHE MAJIIM OO0JIATBIHBIH TOJBIK TYCIHEMIH;

MeH Ke3 KeNTeH yaKbITTa eIIKaHal TYCIHIKTEMeCi3 3epTTey JKYMBIChIHA KaThICY/IaH 0ac
TapTybIMa OOJIATHIHBIH TYCIHEMIH;

MeH oFaphblJia aTaJIbIT OTKEH aKIMapaTThl CaHaJIbl TYpAe KaObUIIAI, OChI 3ePTTEY
KYMBICBIHA KAaTBICyFa 63 KeliciMiMai OepemiH.

Kyni:
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O®OPMA HHOOPMALIMOHHOI'O COI'JIACUA
Yuyacrue poauTesieil B M3y4YeHHUH aHIVIMICKOIO A3bIKA UX 1eTbMH

OIIUCAHME: Bbl npurnaneHsl IpUHATh y4aCTHE B HCCIE0BAHUM MO U3YyYCHUIO KaK
POUTENN YUEHUKOB MIEPBBIX KIACCOB YUaCTBYIOT B U3yUEHUH aHTJIMMCKOTO A3bIKa CBOUMU
netbMu. Bam OyneT npeayio)keHo NpUHATh yYacTHE B MHAWBUIyaIbHbIX UHTEPBbIO U OTBETUTD
Ha 3a/1aHHbIe BOIIPoChl. PasroBop ¢ Bamu Oyner 3anmcan Ha MOOMIBHBIN TenedoH ¢ Bamero
paspenieHus. 3anuch OyeT XPaHUTBCS TPU oJla Ha CEPBEPE 3ALUILIEHHBIM I1apOJIEM.
Pesynbratel uccnenoBanus OyayT MCIOJIB30BAHBI B TUCCEPTALIMU JJI1 OKOHYAHUS IPOTrpaMMBbl
MarucTepcKOM CTENEHU U pe3yJbTaThl TAKXKE MOTYT OBITh ITPE/ICTaBICHbl HA KOH(PEPEHIUAX B
Oynymem. HTepBbIO OyAET MPOBOIUTHCS HAa TOM sA3bIKe, KOTOPbIM Bbl mpeanounraere
(Kazaxckuit, pycckwii).

BPEMS YYHACTMUSA: Bamie yuactue notpedyet okosio 60 MUHYT.
PUCKU U TIPEUMYUIECTBA:

Pucku, cBsi3aHHBIE ¢ HCCNIEIOBAaHUEM HE3HAYUTEIIbHBIE, 1 MOTYT OBITh CBSI3aHBI C HEKOTOPHIMHU
YyBCTBUTEIHLHBIMU TEMaMH, KOTOPbIE OYIyT OXBa4eHBI BO BpeMs HHTEPBbIO. B kauecTBe
0’KHMJIa€MBIX MIPEUMYIIIECTB B PE3YJITATE UCCIEIOBAHUS MOXKHO PaCCMaTPUBATh IOHUMAHHE
MOCJIEICTBUH TTPOTPaMMBbI TPEXSI3BITHOTO 00pa3oBaHus Ha Bamiero pebenka n kak Bor
npeojosieBaere 3To. Kpome 3Toro, 3To uccieqoBaHue MOXKET IOMOYb Pa3BUTh COTPYAHUYECTBO
MEeXAY POAUTENSIMU U YUUTeIsIMU. Barie penienne o corjaacuu Ju00 OTKa3e B y4aCTUU HUKAKUM
00pa3oM He MOBJIUSET Ha OIICHKU Barrero pebeHka B mIkoJe.

INPABA YYACTHMUMKOB: Eciiu Bl npounTanu ganayo GopMy U PEIIUIN TPUHATH y4acTHE
B JaHHOM HCCJIeJOBaHUH, BBl JOKHBI MOHUMATh, 4TO Bare yuactue sBiaseTcs
A00pPOBOJILHBIM U 4TO Y Bac ecTh 1paBo 0T03BaTh CBOE COIJiacue WM NPeKPaTHTh
yuyactue B J1000e Bpems 0e3 mTpagHbIX CAHKUMA 1 0e3 MoTepH CONUAILHOI0 NaKeTa,
KoTopbiii Bam npenocrapiasin. B kauecTBe anbTepHATHUBBI MOKHO HE y4aCTBOBATh B
uccinenoBanuu. Takxke Bbl nMeere mpaBo HE OTBEYATh HA KaKHe-IMOO0 BOMPOCHL. Pe3ynbTaThl
JTAHHOTO KCCJIEIOBAaHUS MOTYT ObITh MPECTABIICHBI WU OMyOJIMKOBAHbI B HAYYHBIX WU
poQecCHOHANBHBIX HENSX.

KOHTAKTHASA UH®OPMALIUA:

BOHpOCbI: Ecmu y Bac ecth BOIIPOCHI, 3aMCYaHU WU ’KaJI00BI 1O moBoAYy JAaHHOI'O
HCCIeA0BaHMsA, IPOUCAYPhI €T0 IMPOBCACHU, PUCKOB U IIPECUMYIICCTB, Bb1 MoxeTe cBsI3aThCs C
PYKOBOOUTEIIAIM MaruCTepCKOro T€3uca uCCieaoBarTelis.

HesaBucumbie koHTaKThI: ECiiv BBl HE yI0BIETBOPEHBI IPOBEACHUEM JAHHOTO UCCIIEI0OBaHUS,
ecnu y Bac BO3HUKIIHN Kakue-11u00 MpobiaeMbl, 5KanoObl UM BOIPOCk, Bbl MoXkeTe cBsI3aThes ©
Komuterom Uccnenosanuii Beicueit [lkonasr O0pa3osanus Hasap6aeB YHuBepcurera,
OTIIPaBUB MUCHMO Ha 3JIEKTPOHHBIN ampec gse_researchcommittee@nu.edu.kz.

HO)KaHYﬁCTa, MOANMUIINTE NAHHYIO (1)OpMy, ecu BEI cornacHsl y4aCTBOBAaTh B HUCCJICJOBAHUH.

* S BHUMATEIBHO HU3Y4YUJI NPCACTABJICHHYTO I/IH(I)OpMaLII/IIO;

* Mmue npeaoCTaBUIIA MOJHYHO I/IH(I)OpMaI_II/IIO 0 [EJIAX U TpoueaAype UCCIICAOBAHUA,

LI | IIOHHUMaAIO0, KaK 6y,[[yT HCIIOJIb30BAaHbI CO6paHHLIe AAaHHBIC, U UTO JOCTYII K 000
KOH(I)HHCHHH&HBHOﬁ I/IH(I)OpMaI_II/II/I 6YJICT HUMCTB TOJIBKO UCCIICOA0BATCIIb,
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S noHuMaro, 4To BIpaBe B 000K MOMEHT OTKa3aThCsl OT y4acTHs B JAaHHOM
UCClIeIOBaHUM 0e3 00bACHEHHS TPUYHH;

C IOJHBIM 0CO3HAHUEM BCETO BEIIICH3JIOKEHHOTO s COTJIACCH IMIPUHATH Yy4aCTUC B
HUCCICJOBaAHUH I10 COOCTBEHHOM BOJIC.

TToamuce: Mara:
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Appendix B

Parental involvement study interview protocol

Project: Parental Involvement in their Young Children’s English Language Learning in a
Rural Region of Kazakhstan: A qualitative Inquiry

Time of Interview: Date: Place:

Good morning (afternoon). I am a master’s student at Nazarbayev University Graduate School of
Education (NUGSE). Thank you for finding time for this interview, | really appreciate your
willingness to take part in this study. We have met today to discuss how you involve yourself in
child’s English language learning. | am doing this interview with the purpose to find out how
you cope with assisting in English language learning after the implementation of Integrated
curriculum where English language teaching starts from the Grade 1. The interview will last
around 60 minutes. Please, feel free to share any information you wish, bearing in mind that your
name and any information that can identify you will be redacted from the final report of my
study. There are no right or wrong answers. | am interested in your experiences and opinions.
With your permission, this discussion will be digitally recorded because this can help me to get
all the details but at the same time be able to carry on an attentive conversation with you. I will
also take notes of what you share. Everything you shared during the interview will be kept in a
secure place, soft data on the password protected server and hard data in the lockable filling
cabinet. The data obtained will be stored in a safe place for three years. Before we get started,
please take a few minutes to read and sign this consent form. (Hand a participant the consent
form.) (After participant returns the consent form, turn tape recorder on.) Do you have any
questions before we begin?

1. Could you please give me some information about your background (e.g. your job, how

many children you have and your city/village)?

What languages can you speak? How did you learn them?

What is your own understanding about the trilingual education?

Who is responsible for your child’s English language learning? Why?

What activities do you often do with your child to help him/her learn English? Which

activities have you found the most interesting/useful to your child?

What kinds of challenges do you often experience when you help your child in learning

English?

7. Can you tell me if there are some changes in assisting your child to learn the language

since the beginning of the academic year?

Who can help your child do his/her homework?

9. Are there any interactions between you and your child’s school members in relation to
the progress of your child’s English language learning? If yes, how? If no, why?

10. Is there any interactions between you and other parents in terms of helping your children
learn English?

orwmn

o

o

11.What else would you like to share about your experience in your child’s English language
learning?

Thank you for coming and giving an interview. If you agree, | would like to have your
contacts in case | have additional or clarifying questions. Will it be convenient for you? If
you have any questions or concerns, feel free to phone any time.
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ATa-aHanapabIH 0aJIaJapbIHbIH aFBLIIBIH TiJIiH Y peHyiHe KaTbICYbl TYPaJIbl cyX0aT
XaTTaMachl

ATa-aHanapabIH 0aJaJapbIHbIH aFbLIIBIH TiJTiH Yl peHyiHe KaTbICybI
Cyx0aT yaKpIThI: KYHI: OpHBI:

Canemerciz 6e? Men Hazap6aeB Yuusepcurerinin (NUGSE) Xoraprs! binim Mmektebinin
MarucTpaHTBIMBIH. ByJ1 cyx0aTka yakpIT OenreHiHizre ker paxmeT. bi3 Oyrid ci3aepiy
OasanapbIHbI3IbIH aFbUIIIBIH TUTIH YHPEHYIHE Kalail KaTbICaThIHBIFBIHBI3bI OLTY YILIH
Ke3/1ecTiK. MeH aFbUILIBIH TUTIH OKBITY OIpIHIIII ChIHBINTAaH OacTanareiH JKaHapThUIFaH O11iM
Oepy OarapiaMachlH €HTI3T€HHEH KeWiH, OalaHbI3/IbIH aFbUIIIBIH TUTIH YHpEHYre Kaiai
KOMEKTECeTIHAINHI3A1 Outy yuIiH cyx0at xyprizemid. Cyxoat 60 MUHYTKA KYbIK CO3bLIAIbI.
Cyx0at ke3iH/ie Ke3 KeJTr'eH aKnapaTThl 0esicyre epKiH ce31HiH13A1 cypaiMbIH. [{yphic
HeMmece OypbIc jkayanTtap oK. Ci3111H pyKcaTbIHBI30€H CI3/1H JKayanTapblHbI3 ayJuoTacara
Ka3blIaael. byt ska30aHbIH 2JIEKTPOH/IBI HYCKACHI KYTTHSI CO30€H KOPFaJIFaH cepBep/e, al
Kara3/Iarbl HYCKACHI KYJIBINTAIFaH MKadTa CaKTaIaThIH 00JIaabl. AJBIHFAH aKmapar yIl JKbLT
00I1BI Kaylrci3 xepze cakTanaabl. bi3 6acramac OypbIH, KeJICIM HBICAHBIH OKBIIT ITBIFBIHBI3.
(Katpicymibira KemiciM HbICaHbIH 0epy.) (mukTodonasr Kocy). Ci3ae KaHnmai ga 0ip cypakrap
Oap ma?

1. Ci3 MaraH ©3iHI3 Typasibl MAJIIMET Oepe anachi3 6a (MBICAIBI, )KYMBICHIHBI3,
OaranmapbIHBI3/IBIH CaHbI XKOHE Kaiila TYPFaHBIHBI3 TYpajibl)?

2. Ci3 kait Tuinepae cemneiiciz? Ci3 omapabl Kajnai YUpeHIiHi3?
3. Y tunzae 6utiM Oepy Typanbl He onsaichI3?
4. banaHpI3bIH aFBUIIIBIH TUTIH YHpPEHYIHE KiM kayanTsi? Here?

5. bananpI3Fa arbpUIIIBIH TUTIH YHPEHYIHE KOMEKTECY YIIIH KaHIal 1C-0peKeTTep Il Kui
x)acarcei3? Ci3aig OamaHbI3Fa Kail ic-opeKeTTep/Il KbI3BIKTHI / TAlIaIbl IS TallThIHBI3?

6. banaHpI3Fa aFbUIIIBIH TUTIH YHPEHYTE KOMEKTECY Ke31He KaHaail Macenenep xui
TYBIHAANBI?

7. banaHpI3Fa OKY JKbIIBIHBIH OaChIHaH OacTar TUT YHpeHyre KOMEKTeCyiHi3/e KaHaai aa oip
e3repictep 00JIIbI Ma?

8. Cizntin GanmaHpI3Fa Yil TalchpMachlH OpbIHAAYFa KIM KOMEKTECe anajibl?

9. banaHpI3/1bIH aFBUIIIBIH TUTIH YHPEHYiHE OaillaHbICThI Ci3 OCH Ci311H OamaHbI3AbIH
MEKTeOIHIH MYIIeNepi apachIiHaa KaHaai aa 0ip KapeIiM-KaTtbiHac 6ap ma? Erep 6ap 6osica,
kanmaii? Erep sxok Oosica, Here?

10. Cizntix GananapblHbI3Fa aFbUILIBIH TUTIH YipeHyre kemekTecy yuiH Ci3 6eH 6acka aTa-
aHaJjap apachlHa KaHaai aa 6ip KapbIM-KaTbIHAac 6ap Ma?

11. banaHpI3bIH aFBUIILIBIH TUTIH YHpEHYiHEe KaTbICy TOKIpUOEHI3 Typasbl TaFbl HE
alTKBIHBI3 Kenei?

Cyx0at Oepyre KeNreHiHi3 YIIiH YIKeH paxmeT. Erep ci3 kemicceHi3, KOChIMIIIa HeMece
HaKThUIay CYpaKTaphl TYbIHIAFaH kKaFaaiiia ci3iH OalinaHbic Tene(OHIapbIHbI3AbI ATFBIM
keneni. byn cisre siHFaiine! 601a Ma? Erep cizzie cypakrap HeMece allaHIayIIbIIBIKTap
TYbIH/Aca, K€3-KEIITeH YaKbITTa KOHbIPAY MIATBIHBI3.
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IIpoTOoK0J NHTEPBBIO 0 POAUTEIHLCKOM YYACTUN B M3YYEHHH AHTJIMICKOI0 A3bIKA
CBOMX J1eTel

YuacTre poauresieil B U3y4eHUH aHIVIMICKOIO A3bIKA UX 1eTbMHU
Bpewms unTepsslo: Hara: Mecro:

3npaBcTByiite. S cryneHT-MarucTpant Beiciieii mkoisl oOpazoBanus HazapOaes
Yuausepcurera (NUGSE). Criacn60, 4T0 HAIIM BpeMs JJIsE 3TOTO WHTEPBbBIO, S OYCHB IICHIO
Ballly TOTOBHOCTh TPUHSATH y4acTHE B 3TOM HCCIIE0BaHUH. MBI BCTPETHIINCH CETOHS,
9TOOBI 0OCY/IUTh KaK BBl y4acTBYeTE B U3YYCHUU aHTIIMICKOTO SI3bIKAa CBOMX JIeTel. S
MIPOBOKY MHTEPBBIO C IIEIBIO Y3HATh, KaK BBl IOMOTAeTe B M3yYEHUH aHTJIMHACKOTO SI3bIKa
nocie BHeApeHuss OGHOBIEHHOTO CO/Iep KaHNs 00pa30BaHus, i€ PEnolaBaHue
AHTJIMICKOTO SI3bIKa HAYMHAETCA C MEepBOTO Kiacca. HTepBbIo 3aliMeT He Oosiee 60 MUHYT.
[Toxanyiicta, He CTeCHSNUTECH AETUTHCS 10001 nHpOpMaLel, TaK KaK Balle UMs U J1r00as
nHpopmalys, KOTopasi MOXET UASHTU(PHUIIMPOBAThH Bac, Oy/IeT OTpedaKTHPOBAHBI U3
OKOHYATEIBHOTO OTUeTa. HeT mpaBHIIBHBIX WM HETIPaBMIIBHBIX OTBETOB. MEHS HHTEpeCcyeT
Balll OTBIT U Bamie MHeHne. C Balero pa3penieHus 3T0 HHTEPBBIO Oy/IeT 3aliCaHo TS TOTO
9TOOBI 51 CMOTJIa TIOJYYUTh BCE JICTAM HAIIETO Pa3roBOpa, M B TO JK€ BPEMsI CMOTJIa
MOJTHOCTBIO YACTUTHh BHUMaHHE BaM. Sl Takke Oymy JenaTh 3aliCH TOTO, YeM BBI JCTTUTECH.
Bcs undopmariust, KOTopoit BeI MOJAEIUTECH OyI€T XpaHUTHCS B 0€301TACHOM MECTE,
AIIEKTPOHHBIE JAHHBIE HAa CEPBEPE 3aLIUIIEHHBIM NapOJIEM U KECTKUE TaHHBIE B 3alIMPAEMOM
mkady 3anmonnenus. [lomydennas nadopmanus OyaeT XpaHUTHCS TpU roja B 6€301MacHOM
Mecte. [Ipexae ueM Mbl HAaUHEM, MMOXKaIyicTa, IpounuTaiTe 3Ty hopmy cornacus. ([aTe
(dhopmy coryiacusi y9aCTHHKY, BKIIOYUTH TUKTO(OH) Y Bac €CTh Kakue-I1u00 BOMPOCHI,
MPEXkK]IC YEM Mbl HAUHEM ?

1. He mory 661 Bel 1aTh MHE HeKOTOPYIO HHpOpMaIHIO 0 cede (Hanpumep, o Bamei
pabore, ckosibko y Bac aereit u rae Bor sxum)?

2. Ha kakux a3bikax Bel roBopute? Kak Bol ux nzyqanm?
3. Yto Brl nymaere o TpexbsA3bIYHOM 0Opa30BaHUU?
4. KTO OTBETCTBEHHBII 32 U3yUeHHE aHTJIMICKOTO s3bika Bamum pedbenkom? [louemy?

5. Kakue Buapl nesitennbHOCTH Bbl yacto genaere co cBOUM peOEHKOM, 4TOOBI TOMOYb eMy /
eil BIyuuTh aHTIuicKkuii s3b1k? Kakue 3anatus Bel Hanuin Hanbosee HHTEPECHBIMH /
roJie3HbIMU 11 Barero pedenka?

6. C xakuMmu npoGiemamu Bbl 4acTo cTankuBaeTech, KOTAa IOMOTaeTe CBOEMY PEOCHKY
M3y4aTh aHIVIMACKUM A3BIK?

7. Moxete nu Bpl ckazaTh MHE, €CTh JIM KaKue-JIn00 U3MEHEHUs B OKa3aHUH ITOMOIIN
Bamemy peOeHKy B HU3y4eHUH sI3bIKa ¢ Hayana yueOHoro roaa?

8. KTo moxer nomous Bamemy peGeHky caenars JoMaliHee 3a1aHue?

9. CyIecTBYIOT JIM Kakue-In00 B3aUMOJIeHCTBIS MeX 1y BaMu 1 unenamu mkossl Barero
pebeHKa B CBSI3U C IPOTPECCOM B M3YUEHUU aHTIUICKOTO si3bIka Barmmm pedbenkom? Ecnn
na, To kak? Ecnu Hert, To mouemy?

10. Ectb 11 kakue-n100 B3aMMOAEHCTBUS Mex 1y BaMu U IpyrumMu pouTensiMy B TIaHe
noMoIny BammMm aeTsmM B U3ydeHUU aHTJIMHCKOTO s3bIKa?



PARENTAL INVOLVEMENT IN THEIR YOUNG CHILDREN’S ENGLISH LANGUAGE

LEARNING
105

11. Yto eme Brl xoTenu Ob1 pacckasaTh 0 Baiem omnpiTe yyacTuy B U3y4EHUH aHIJIMMCKOIO
SI3BIKA BAIIUM PeOSHKOM?
Cnacu00, YTO MPHUIIUTH U TJTH UHTEPBBIO. ECIIN BBI COTIIacHBI, s XOTeNa ObI MOJIyYUTh BalIH

KOHTAaKTBI, €CJIN Y MCHS BOSHUKHYT JOIMOJJHUTCIIBHBIC WX YTOYHAIOIINME BOIIPOCHI. Bam
Ooyzner ynoono? Eciin y Bac ecTh kakue-1100 BOIPOCH! WIIM OECIIOKOMCTBA, 3BOHHUTE B JIFO00E

BpeMs.
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Appendix C
Interview transcript in English Codes Themes
The first research question: Parents’ attitudes
towards learning the English language in the
first grade.
Children’s brains are
Researcher: Are you against introducing the fresh
English language from the first grade? Children are agile
o .| Learning three
Parent: No, no, | am not against it, because as their languages together is to
brains are fresh, they acquire [information] faster know one word in three | Positive
than we do. ... Then, when they learn two and languages attitude
three languages simultaneously, they learn three Children’s ability to
translations of one word because their ability to memorize is better
memorize is better. ... | have a positive attitude After finishing the
because he would fall into such an environment school, English will be
after finishing the school despite my child not needed
having learned it. In this case he would have to English should be
learn unwillingly. Therefore, I think that it is acquired as it is free
better [for him] to learn now willingly when it English should be
[learning English at school] is free and there is an acquired as children are
opportunity [to learn English]. willing to learn
The second research question: The challenges
parents face in teaching the English language to
their children.
Researcher: What challenges do you face when
you assist your child with learning the English . .
language? Do you have some challenges? Materials that children
can acquire are written | Parent can

Parent: | do not think that in the schoolbooks of
the first grade things will be written that their
cognition cannot deal with. We can help with the
things my child can deal with. My child’s
cognition helps him understand the things in his
textbooks, and he does not see them as difficult.
Helping once is enough for him to learn. His
homeroom teacher praises him that he is agile
compared to his peers in the class. Conversely,
they [my children] ask questions that we cannot
respond to. Sometimes | do not know how to
answer these questions.

Researcher: What kind of questions does he ask,
for instance?

Parent: For example, the letter R of English is read
as /a:/ in one place, while in another it can be

in textbooks

| can teach materials in
the textbook to my
child

My child understands
materials of the
textbook immediately

assist with her
child’s
learning
Child has no
challenges
with learning

Challenges
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produced as /r/ or might even not pronounced. My
child asks, "Why has it been read differently
before and why are you pronouncing it
differently?". ... As | am not a teacher, | cannot
explain these things.

The third research question: Parental practices
in developing their children’s English skills.

Researcher: What activities do you employ to
assist your child with learning English?

Parent: I bought one or two interesting English
books when my first-grader child attended the
kindergarten in a school preparation group. This
book had the words below its pictures and some
short poems. We bought these books with the idea
that English is needed in the future, but we bought
them thinking that the pictures of these books
might appeal to the children as they were well
drawn. After bringing this book home, my child in
the kindergarten and second-grader daughter learnt
English together. | was asked to read the
pronunciation of the words and | read them [the
words]. Later they learnt those words by heart
with the correct pronunciation, pictures, and the
translations, even though they did not understand
[those words]. English, Russian and Kazakh were
written together in that book. ... For instance, the
words "dog", "cobaka" [sobaka], "ut" [it] were
written. ... This way they learnt three languages
simultaneously by heart. I have also taught them
the rhymes from several rows at the end of this
book.

Parent: We want to send all of our four children to
private English classes during the summer
holidays from this year because we are telling our
children in the high classes to choose specialties
such as IT and Medicine. Thus, Latin is used in
Medicine.

Researcher: How do you teach your child new
English words?

Parent: | teach the correct pronunciation and
introduce them with Kazakh and Russian
translations as in that book. For example,
everything is explained through pictures in the
current textbooks of first graders. There are words
such as “hello” and “hi” under these pictures.

I cannot explain the
English phonology

Bought books in three
languages

Introduced with the
correct pronunciation in
English

Planning sending her
children to private
classes

Believes that English is
need for the future of
her children

Teaches English words
by telling their
pronunciation with
translations

with
explaining the
English
phonology

Activities that
go beyond the
school

Activities that
go beyond the
school

Knowing
English is
important

Assisting with
homework
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While reading these words, | explain that this
person is greeting by saying “hello” and this boy

is saying this.

Researcher: Do you communicate with the English
teacher of your child at school about your child’s
performance, English classes or about home tasks?

Parent: | do not communicate with the teacher of
English, but we have one common chat for the
students of our class. There my child’s homeroom
teacher sends us the feedback for each child
received from subject teachers. For instance, the
homeroom teacher writes, "The English teacher
praised these children today as they come well-
prepared”.

Teaches words by
describing the pictures

No communication
with English teacher

Learns about her
child’s English
performance from
homeroom teachers

No direct
communication
with the
English teacher
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Cyx0aTThIH aHAJIU3/IeyTe TAHIAJIFaH Koarap TaxksIpbIIITAD
0eJiimepi
Bipinwi 3eprTey cyparbi: Ata-anajaap
0ajianapbIHbIH OIpPiHILI CHIHBINTA AFbLIIIBIH
TiJliH ylipeHyiHe Ke3Kapachbl. bananapabiH MubI-
3epmmeywi: Ci3 6ipinwii knaccman 6acman CBEXKUIM
azelIWbIH MINIH ylpemKeHnze Kapcol emecciz 6a? | bananap te3
Ata-ana: JKo-x0K, Kapchl eMectiH, ce0edi KaObLIIai IbI
OJIapJBIH MUBI CBEKUN OOJIFaHHAH KEHIH Te3 Y1 Tuiai Kkarap
KaOplAan anajel 1e, 6i3re kaparauja. ... CocblH | yiipeHy-01p ce3ail yIu
cpa3y eKl TUI, VIII TUIIl KaTap VIpEeHreHHeEH OIp TuAE OLTy
CO3JIIH YIII ay/lapMackiH Oipre yiipeHei, ce6eoi bananapnaeiy ecte OH ke3Kapac
OJIApJIBIH O13re KaparaHja cakTall Kaly KaOuIeTi cakTan Kary KaOiieTi
KyIITipeK. ... MeH OH Ke3 KapacTamblH ce6e01 KYIIT1
OaylaMJIbl YpeTIiereHMeH, MEKTEeNT1 OiTiprex MexkrenTi GiTiprex
Ke3ze 013 Kycan coHjai oprara Tan 0oyaapl. Coa | COH, aFBIIIIBIHIEI
Ke3J/ie OFaH epikci3 yipeHy kepek 6onaapl. Onan | kepek 0ostaibl
J1a Ka31p epIKTi Typae, aKbLIbI EMEC KE3JIE, AFBUIIIBIHABI aKBLIBI
MYMKIHJIIK 0ap Ke3Je, YUPEHIN KaJFaH AYPHIC JIeTT | eMeC Ke3/le YUPEeHII
OMJIAVIMBIH. KaJly KepeK
Exinuii 3epTTey cyparbl: ATa-aHajaap AFBUIIIBIHABI €PIKTI
0asiajiapbIHA arbLIIIBIH TUTIH Yl peTKeH/1e TYpAE YHpEeHII Kaiy
Ke3/1ecTipeTiH KUbIHABIKTAP. KEpEeK
3epmmeywii: Ci3 0ananplzea azoliuibli mijiin
ylipenyze komekmecy Ke3iHoe Kanoail
Macenenep xycui myvtnoaiioot? bap ma conoait
Macenenep?
Ata-aHa: BipiHIIi KJIacCTBIH MEKTEN OKYJIBIFBIHIA
OaJIaHBIH IIaMaChl KEJIMEHTIH 3aTThI yKa30aiJIbI
ro. OHBIH MIaMacel KEJIETIH 3aTKa 013410 Jie
maMambI3 keneni. MeHiH OasmaMHBIH KaOuIeTi OKybIKTa OaaHbIH
OKYJIBIKTaFbIIAPFA JKETIl TYP, 01 KUBIH KOPIIll KaO1JIeT1 )KEeTeTIH Ara-aHa
KypreH xokK. OraH 6ip yipeTceH, cojiail Karblln HOpCe Ka3blIabl arbUIIIBIHHAH
anbin Typ. KiiaceIHbIH amaiibl 1a MakTaiasl Oacka KOMEKTece
Oananapra KaparaHja Te3 KaObUiiam anajbl Jerl. banama okynbIKTarel | anajsl
Onap Hao0apoT 6i3iH 6ACKIMBI3 KETICHUTIH HOpCEHI yipere bana
CYpaK KOMWBIN OThIPAJIbI J1a. ©31M Keiiie He xkayan | aJlaMblH KUHAJIMaii bl
Oepepim i OIMel KajgaMm. banam oKynbIKTaFbIHBI
3epmmeywii: Mvicansl Kanoait cypakmap TE€3 KarblIl ajabl
Kos0w1?
ATta-ana: Meicanbl, arbUIIIBIHEBIH R fereH opri
0ip >kepe /a:/ GOJIbIN OKBUIABI 1A, ajl Oip xKepJie AFBUIIIBIH
[r/ Al THLIBIN TYpAIbI [1a, OacKa xKepjie AFBUIIIBIHHBIH (OHOJOTHSACHIH
aifTeuiMaiiipl. "Here MaHa Oackaria alThUIBII €11, | (POHOJIOTHUACHIH TYCIHAIpY
Ka3ip Here Oackalia alThIl OTHIPCHIH?" eiii TYCIHJIIpe amMaliMBbIH | KHUBIHIBIKTAPHI

cypaiiipl MeHeH Oanam. ... MyraiiMm OosiMaraH
COH OJ1 HOPCEHI TYCIHIIpe aIMaii KaJTaMbIH.
Ywinmi 3eprrey cyparbl: ATa-aHAJaapAbIH
0aJiaJIapbIHbIH AFbLIMIBIH TiJTiHEH




PARENTAL INVOLVEMENT IN THEIR YOUNG CHILDREN’S ENGLISH LANGUAGE

LEARNING

110

Ka0leTTepiH apTTHIPY YUIiH XKacalTHIH ic-
dpekerTepi.

3epmmeywii: bananvi3 azoliubln minin
Ylipenyze Kkomexmecy yuiin Kanoai ic-
apexkemmepOi xHcui yHcacaicolz?

Ata-ana: MeH Ka3ip 0ip OKUTBIH Oanam
Oanabakiraga TaibIHABIKTA KYpreHae 0ip-exi peT
KBI3BIKTHI aF bUIIIBIHIIIA KITANTApP CATHIIT
anraHObI13. KiTanThIH IMIIHET1 CypeTTepiHIH
aCTBIHJIA JKa3yJIaphl KOHE TAKITAKTaphl OOJIIBL.
Kiranrapaer cateinn anFanaa aFbUIIIBIH TUT
OoJarakra Kepek JiereH Makcat 00JIFaH KOK,
Oipak cypeTrTepi KymTi 00JIFaH COH,
OanaapbeIMBI3Fa KbI3BIK 00JIap JIET CaThII aJIIbIK.
Keiiin o kiTanThl yiire okenreH keszae, oana
OakIragarsl OalaMMeEH O Ke3€ €K1 OKBIIT
JKaTBIPFAaH KbI3bIM €KeYi aFbUIIIBIH]IBI KaTap
yHpeHin keTTi. MeHeH ce3/1ep/liH OKbLIYbIH
CYparachlH, OKbII OepaiM. Orap apThIHAH
TycinOece e alThUTybIMEH, CYpETIMEH KOHE
KACBhIH/IaFbl NIEPEBOIBIMEH KaTTan ajjabl. JKaHarbl
KiTanTa OphICIa, Ka3akiila, aFbUIIIBIHIIA YIIEYi
KaTap »a3bUIbII TYPAHL. ... Mbicaisl, "dog",
"cobaka", "ut" mem Typasl. ... Onap comnaii cpasy
coe3/ep/li YIII TUIAE KaTap karram aniasl. COChIH
apThiHa OipHeIIe JKoJapIaH TYpaTbliH eJIeHIepl
0ap e, coJIap/bl Ja OKBIN YHPETII TaCTaJIbIM.
Ata-ana: bi3 enji Oubuiian 6acramn TepT
0aamMbI3/Ibl J1a aFbUIMIBIHHAH KOChIMIIIAFa
OepeliiH Jien OTBIPMBI3 KAaHUKYIIIA ce0eO1 )KOFaphl
CBIHBINTAFbI OanagapbIMbI3Fa allTH KOHE
MEIMIIMHA MaMaHbIFbIH TaHAAy Ibl AUThII
KaTbIPMbI3. AJl MEIMIIMHAA JATbIH opiNTepi
KOJI/IaHbLIaIbL.

3epmmeywii: Ci3 dananbviz2a azvl/IUbIHULA JHCAHA
co30epoi Kanai yipemeciz?

ATta-aHa: MeH JypbIC OKBUTYbIH YHPETEM, COCBIH
MaHarbl KiTanTarbL1aii OHbIH OPBICIIACHIH,
Ka3aKIacklH aiTaM. MeIcalibl, Ka3ipri OipiHiIi
KIIACCTBIH OKYJIBIFBIHJIA 031 CypeTTepMeH
oepinren. CypeTTep/iH acThIHa aAaMIapablH
"xemnoy", "xail" 1ereH ceszepi KasblIbII TYPabl.
Conapbl OKbIN OTHIPBIN, MbIHAY "Xemtoy" aen
aMaH/IaChII JKaThIp, all MblHA Oasia ObLIal ceiinen
KaTBIP JIeN TYCIHIIpEM.

3epmmeyuii: Ci3 6ananvi30blH a2bliuiblH
mininen yxcemicmikmepi dcane cadazvl HeoOHIHOEe
HeMmece JHCaHazvbl Mancylpmanap HeoHinoe
A26LIWbIH M NOHIHIN MyeaniMimen
xaobapnacvin mypacwi3 6a?

Y Tinai kitanrap
CaTBIIT AJTaJIbI

Ce3snepaiH OKbUTYBIH
aiiTeIn Oepeni

AFBUIIIBIHHAH
KOChIMIIIara Oeprici
KeJeni

AFBUIIIBIH
OaJtamapbIHBIH
OoJamakTapbiHa
KepeK JIeT CeHeTl

Cesnep/iiH OKBLTYbIH,
ayJapMaliapblH alThIIl
yipereni

Cesnepai cyperrepai
cumnaTtTan TyCiHaipeni

MekTenTeH ThIC
y#pery

MexTenTeH ThIC
yipery

AFBUIIIBIH TUI -
MAaHbI3/IbI

Yi
TarChIPMachIMEH
KOMEKTECY
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ATta-aHa: AFBUIIIBIH TUIIHIH MyFaTIMIMEH
xabapracnaitMbiH, Gipak 0i3/1e KIacCThIH
OKyUIbLJIapbIHA apHaIFaH oOmuii yat 6ap. Con
xKepJie OaTaMHBIH KIIACC JKETEKIITIC] op MOHHIH
MyFaTiMJIepiHiH Oagara CHIATTaMAChIH JKa3bIIl

*Ki0epin oTeIpaasl. MBICAIEI, KJIACC XKETEKIIIIC]
"ByriH aFbUIIIBIH TUTIHIH MYFalliMi MbIHA
Oanmmapapl MaKTa Ibl, CAOaKKa )KAKChI
JANBIHAATBIN Keaeal" Aem jKa3bl Kioepei.

AFBUIIIBIH
MyFaiMiMeH
xabapriacnaiiapl

Knacc sxerekurici
ApKbUIBI
OatamapbIHBIH
arbUINIBIHHAH
KETICTIKTepIH OUTII
OTBIpAIbI

AFBUIIIBIH
MYFaJliMiIMEeH
TiKenein
0aiiJIaHbIC JKOK,
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