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Abstract 

Understanding First-year University Students’ Challenges and Language Strategy Uses 

at an EMI University: Evidence from a Multilingual Context  

Given the fast development of English-medium instruction (EMI) in higher education 

institutions around the world, scant research has investigated non-native English speaking 

students' experiences while studying in English, as well as the factors that influence their 

language learning efforts and goals. As a result, this qualitative study was undertaken in 

Kazakhstan, guided by a sociocultural perspective on language learning, and it aimed to 

answer the following research questions: 1) What challenges do a group of Kazakhstani 

University students encounter while studying at an EMI University in Kazakhstan? 2)What 

contextual factors affected the participants' language learning experiences? 3) How did they 

deal with these challenges (i.e., their strategy uses)? 

The study was guided by Leontiev’s (1981) Activity Theory (AT) which stresses that 

goal-directed actions or strategies, mediated by appropriate means, assist individuals in 

achieving their overarching goals. Also, Oxford’s (1990) classification of language learning 

strategies (LLSs) was adopted to classify the participants’ reported LLSs in an EMI 

university. Due to the COVID-19 pandemic, data was obtained online from eight 

undergraduates through narrative writing and one-on-one semi-structured interviews. The data 

were analyzed using Clarke and Braun's (2013) systematic guidelines for conducting thematic 

analysis. 

The study reported diverse linguistic and academic challenges faced by first-year 

university students at an EMI university in Kazakhstan. Examples of these challenges were 
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the lack of academic vocabulary while writing their academic assignments, the adaptation to 

some instructors’ teaching style, lack of self-confidence and fear of making mistakes during 

their classroom participation. Therefore, most participants exercised their agentive power by 

employing certain effective LLSs to deal with these challenges. Examples of these strategies 

were using digital and mobile technologies to remember and revise new vocabulary, self-talk 

and seeking help from more successful peers (i.e., cognitive, affective and social strategies). 

The study also revealed how different contextual factors (e.g., teachers’ practices, private 

tutors and peers’ mediation and the new assessment modes) mediated the participants’ English 

language experiences and their strategic learning. Pedagogical implications, such as the use of 

innovative pedagogical tools and the implementation of LLS training, as well as future 

research directions, are indicated based on the findings of this qualitative study. 
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Аңдатпа 

Ағылшын Тілінде Білім Беретін (АТББ) Университеттің Бірінші Курс 

Студенттерінің Мәселелерін Және Тілдік Стратегияларын Қолдануды Түсіну: 

Көптілді Контекстегі Мәліметтер 

Бүкіл әлемдегі жоғары оқу орындарында ағылшын тілінде оқытудың (АТББ) 

қарқынды дамуына қарамастан, ағылшын тілінде білім алу кезінде ағылшын тілінде 

сөйлемейтін студенттердің тәжірибесі, сондай-ақ олардың күш-жігері мен тіл 

үйренудегі мақсаттарына әсер ететін факторлар аз зерттелген. Нәтижесінде бұл сапалы 

зерттеу Қазақстанда тілді үйренудің әлеуметтік-мәдени тәсілін басшылыққа ала отырып 

жүргізілді және ол мынадай зерттеу сұрақтарына жауап беруге бағытталған: 1) 

Қазақстандағы АТББ университетінде оқу кезінде қазақстандық университет 

студенттерінің тобы қандай проблемаларға тап болады? 2) Қатысушылардың тіл үйрену 

тәжірибесіне қандай контекстік факторлар әсер етті? 3) Олар бұл мәселелерді қалай 

шешті (яғни, өз стратегияларын қолдана отырып)?  

Зерттеу Леонтьевтің қызмет теориясы (1981) (AT) негізінде жүргізілді, онда 

тиісті құралдармен делдал болған мақсатты әрекеттер немесе стратегиялар адамдарға 

ортақ мақсаттарына жетуге көмектеседі. Сонымен қатар, АТББ университетінде 

қатысушылары мәлімдеген тілдерді  үйрену стратегияларының Оксфорд 

классификациясы (ТҮС) (1990) қабылданды. COVID-19 пандемиясына байланысты 

деректер сегіз студенттен онлайн режимінде әңгімелер жазу және бір-бірімен сұхбат 

арқылы алынды. Деректер Кларк пен Браунның (2013) тақырыптық талдау жүргізу 

бойынша жүйелі ұсыныстарын қолдана отырып талданды. 
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Зерттеуде Қазақстандағы AТББ  университетінің бірінші курс студенттері 

кездесетін түрлі лингвистикалық және академиялық мәселелер туралы айтылды. Бұл 

проблемалардың мысалдары оқу тапсырмаларын жазу кезінде академиялық лексиканың 

жетіспеушілігі, кейбір мұғалімдердің оқыту стиліне бейімделу, өз-өзіне күмәндану және 

сабаққа қатысу кезінде қателіктер жіберуден қорқу болды. Осылайша, 

қатысушылардың көпшілігі осы мәселелерді шешу үшін белгілі бір тиімді ТҮС-ті 

қолдана отырып, өздерінің ынталандырушы күштерін жүзеге асырды. Мұндай 

стратегиялардың мысалдары жаңа лексиканы есте сақтау және қайта қарау, өзіңізбен 

сөйлесу және табысты құрдастарыңыздан көмек сұрау (яғни танымдық, аффективті 

және әлеуметтік стратегия) үшін сандық және мобильді технологияларды қолдану 

болды. Зерттеу сонымен қатар қатысушылардың ағылшын тілін үйренудегі тәжірибесі 

мен олардың стратегиялық оқуына әртүрлі контекстік факторлар (мысалы, 

мұғалімдердің тәжірибесі, жеке тәрбиешілер мен құрдастардың медиациясы және 

бағалаудың жаңа тәсілдері) қалай әсер еткенін көрсетті. Инновациялық педагогикалық 

құралдарды пайдалану және ТҮС оқытуды енгізу сияқты педагогикалық салдарлар, 

сондай-ақ болашақ зерттеулердің бағыттары осы сапалы зерттеудің нәтижелері 

негізінде көрсетілген. 
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Аннотация 

Понимание Проблем и Использования Языковых Стратегий Студентов-

первокурсников в Англоязычном Университете: Данные Из Многоязычного 

Контекста 

Несмотря на быстрое развитие обучения на английском языке (АЯО) в высших 

учебных заведениях по всему миру, мало исследований изучали опыт студентов, не 

являющихся носителями английского языка, во время обучения на английском языке, а 

также факторы, влияющие на их усилия по изучению языка и цели. В результате это 

качественное исследование было проведено в Казахстане, руководствуясь 

социокультурным подходом к изучению языка, и его целью было ответить на 

следующие вопросы исследования: 1) С какими проблемами сталкивается группа 

казахстанских студентов университета во время обучения в университете с АЯО в 

Казахстане? 2) Какие контекстуальные факторы повлияли на опыт изучения языка 

участниками? 3) Как они справились с этими проблемами (т. е. использовали свою 

стратегию)? 

Исследование проводилось в соответствии с теорией деятельности (АТ) 

Леонтьева (1981), в которой подчеркивается, что целенаправленные действия или 

стратегии, опосредованные соответствующими средствами, помогают людям в 

достижении их всеобъемлющих целей. Кроме того, Оксфордская (1990) классификация 

стратегий изучения языка (СИЯ) была принята для классификации СИЯ, о которых 

сообщили участники в университете с АЯО. Из-за пандемии COVID-19 данные были 

получены онлайн от восьми студентов путем написания повествования и 

полуструктурированных интервью. Данные были проанализированы с использованием 
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систематических рекомендаций Кларка и Брауна (2013) по проведению тематического 

анализа. 

В исследовании сообщалось о различных языковых и академических проблемах, 

с которыми сталкиваются студенты первого курса университета АЯО в Казахстане. 

Примерами этих проблем были отсутствие академического словарного запаса при 

написании академических заданий, адаптация к стилю преподавания некоторых 

преподавателей, отсутствие уверенности в себе и боязнь делать ошибки во время 

участия на занятиях. Таким образом, большинство участников использовали свою 

агентивную силу, используя определенные эффективные СИЯ для решения этих 

проблем. Примерами этих стратегий были использование цифровых и мобильных 

технологий для запоминания и повторения новой лексики, разговор с самим собой и 

обращение за помощью к более успешным сверстникам (то есть когнитивные, 

аффективные и социальные стратегии). Исследование также показало, как различные 

контекстуальные факторы (например, практика учителей, частные репетиторы и 

посредничество сверстников, а также новые методы оценивания) опосредовали опыт 

участников в изучении английского языка и их стратегическое обучение. На основе 

результатов этого качественного исследования указаны педагогические последствия, 

такие как использование инновационных педагогических инструментов и внедрение 

обучения СИЯ, а также направления будущих исследований. 
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Chapter 1: Introduction 

The English language has played a pivotal part in my life since high school. Having 

graduated from a Kazakh-Turkish high school (KTL) that placed greater emphasis on the 

English language by using it as the medium of instruction for science subjects, I feel I had an 

adequate language level before joining the university. Although I received immense support 

from my English teachers, I recognized that it was not sufficient for me to master English. 

Consequently, I adopted certain language learning strategies (LLSs), such as watching English 

movies, listening to English music and trying to use the new vocabulary I had learnt with my 

classmates. As a result, I was able to acquire the English language to the level to which it did 

not largely impede my learning process in future studies. When I entered a university with an 

English medium of instruction (EMI) in Turkestan, a city in South Kazakhstan, I met peers 

with different linguistic backgrounds and levels. Each had their LLSs when it came to 

language learning; nevertheless, most of the students in the group struggled when it came to 

acquiring the language in the program with English-only instruction, especially since many 

students had studied at mainstream schools where there were few opportunities to use English, 

compounded by the different assessment modes adopted by English teachers in school and 

instructors at the university. With the above in mind, I became motivated to conduct the 

empirical study reported in this thesis to disentangle the diverse linguistic and academic 

challenges faced by first-year undergraduate students at an EMI university in Kazakhstan, and 

how they deal with these challenges. 

Guided by a sociocultural perspective on language learning, this research seeks to 

reveal the contextual factors that impact the participants' English language experiences, 
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underlying their strategic language learning efforts while addressing their different linguistic 

and academic difficulties at the EMI university.  

Background Information 

Prior to the dissolution of the Soviet Union and becoming an independent country in 

1991 (Ahn & Smagulova, 2021), the first law on languages of Kazakhstan declared Kazakh as 

the state language in 1989, and Russian was initially the language of interethnic 

communication performing various essential social and humanitarian functions (Bridges, 

2014). Later, Russian was recognized as an official language which is used on equal grounds 

with Kazakh (Aksholakova & Ismailova, 2013). The English language in Kazakhstan has 

increasingly become a means towards modernization and internationalization, in addition to 

entering the global economy (Ahn & Smagulova, 2021). Reagan (2019) indicates that 

Kazakhstan’s increasing focus on English reflects “the neoliberal agenda of the government as 

it seeks to become a player in the global economic community” (p. 448). In this sense, English 

is neither a native nor a postcolonial language in Kazakhstan and has been identified as a part 

of the national development strategy (Goodman & Kerimkulova, 2019).   

Kazakhstan is regarded as Central Asia's first country to actively pursue a trilingual 

education policy, with diverse courses taught in Kazakh, Russian, and English in secondary 

schools and higher education institutions (Hajar & Si Mhamed, 2021). Nevertheless, the 

implementation of the trilingual policy (TLP) in Kazakhstan has been a gradual process. 

According to Bridges (2014), a trilingual language policy has been a part of the country's 

strategic development. Kazakhstan's Ministry of Education announced the implementation of 

trilingual educational reforms in October 2006 (Tlemissov et al., 2020). First President 

Nursultan Nazarbayev suggested this change, stressing the importance of three languages: 
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Kazakh, Russian, and English, as one of the guarantees of the state's, economy's, and country's 

competitiveness (Klyshbekova, 2020). The Kazakhstan 2030 Strategy stresses that Kazakhstan 

will be one of the Central Asian countries to serve as an example of where people have an 

equally good command of Kazakh, Russian and English languages (Kudaibergenova, 2015). 

Problem Statement 

The languages of instruction offered in higher education (HE) can operate as an 

extrinsic motivation, influencing the languages studied and the level of attention paid to each 

one (Mehisto et al., 2014). Before the trilingual policy, students in universities in Kazakhstan 

primarily studied in two languages: Kazakh and Russian. According to Mehisto et al. (2014), 

in 2009, only 1,6% of students studied primarily in English while students studying in Russian 

and Kazakh were 50,7% and 47,6%, respectively. As an outcome of implementing EMI in HE 

within the framework of the trilingual policy, the percentage of students studying in English 

grew significantly. Matter of fact, according to Karabassova (2020), over 40 out of 125 

Kazakhstan institutions offered English-language programs in 2016, and the number is 

growing. The term EMI in this study is used to refer to "the teaching of a subject using the 

English language medium, but where there are no explicit language learning aims and where 

English is not the national language" (Ratna, 2017, p. 3). 

Although there have been increasing calls to resist English “linguistic imperialism” 

(Canagarajah 1999, p. 41) and promote plurilingualism, the reality tends to reveal that 

“English is pre-eminent and has become the main foreign language that is used as a medium 

of instruction at universities in Europe and worldwide" (Lasagabaster & Sierra, 2010, p. 367). 

The Englishization of higher education is a current global phenomenon (Macaro et al., 2018), 

and Kazakhstan is no exception in this global expansion. 
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However, little research has explored the challenges posed by the school to university 

transition encountered by Kazakhstani undergraduates who study academic subjects through 

English at a university. Therefore, this research has aimed to address this research gap. 

Dearden (2014) reports that there is a plethora of research in different countries that 

have focused on teachers’ perceptions, experiences and beliefs regarding an EMI policy as 

well as its challenges. Kazakhstan is not an exception in this matter. According to Seitzhanova 

et al. (2015), EMI in Kazakhstan is characterized by various challenges and problems because 

it is still a developing process. Moreover, EMI in Kazakhstan is still a scarcely explored area 

of investigation, especially with regard to dealing with students' experiences and challenges. 

Despite the wide range of opportunities and merits EMI offers to stakeholders, there is 

an increasing concern over the significant challenges and problems it is weighed down with. 

According to Jimenez-Munoz (2015), one major issue is that students, as a group of 

stakeholders, find studying and performing in a foreign language challenging due to their 

insufficient linguistic competence. The English language is not the first language of students, 

and as has been mentioned, it is not a local language in Kazakhstan. Therefore, exploring 

students' language challenges in EMI can contribute to understanding and addressing their 

issues. Moreover, students' perceptions of EMI will be unravelled because they can impact 

students' views on challenges they experience when acquiring language (Kuteeva, 2020). 

Since EMI in Kazakhstan is a relatively recent phenomenon, the quality and 

competence of Kazakhstani teachers appear to be insufficient to instruct in the English 

language due to the lack of appropriate training. This, in turn, negatively impacts students' 

academic subject learning besides their poor linguistic competence (Dearden, 2014). To 

resolve these challenges, students inevitably need to adopt LLSs, which Oxford (1990) defines 
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as “specific actions taken by the learner to make learning easier, faster, more enjoyable, more 

self-directed…” (p. 8). However, only a little research was conducted on the English LLSs 

among the students of EMI programs in the Kazakhstani context (see Batyrkhanova, 2020; 

Karabay, 2017; Shmidt, 2018) 

Purpose and Research Questions of the Study 

The purpose of this qualitative study is to explore the diverse linguistic and academic 

challenges confronted by some first-year undergraduate students studying at an EMI 

university in Almaty. It also aims to capture these students’ strategic language learning efforts 

and the array of contextual factors that can influence their experiences at this EMI university. 

Examples of these factors are the assessment modes used by university instructors and the 

mediating role of their instructors, parents, and peers. Hence, this study represents an 

opportunity for these students to voice their own challenges, and the LLSs they deploy to 

comply with the requirements of their EMI programs at university. In accordance with the 

purpose and rationale of this study, the study has aimed at addressing the following research 

questions: 

1. What challenges do the participants encounter while studying at an EMI University? 

2. What were the contextual factors that affected the participants' language learning 

experiences? 

3. How do they deal with these challenges (i.e., their strategy uses)? 

Significance of the Study 

Regarding the significance of the study, it can contribute to the field of language 

education in several ways. Overall, a plethora of research has shed light on teachers' 

experiences while teaching through EMI. However, there seems to be less research that has 
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focused on the experiences of Asian students – including those in Kazakhstan-while studying 

through the medium of English. Nevertheless, almost all of these studies have paid scant or no 

attention to the LLSs that can be employed by students to confront their own challenges at an 

EMI school or university. Accordingly, this empirical study has addressed this glaring lacuna. 

This research also has adopted the sociocultural perspective on language learning to uncover 

the dynamic and contextualized uses of participants’ LLSs during their ongoing interactions 

with a host of contextual factors across different settings. It might be also the first opportunity 

for the target participants to articulate their own challenges and their LLS deployment at an 

EMI university.  

Further, the findings of this study can benefit other Kazakhstani university students by 

enabling them to reflect on their own English language experiences and the LLSs they are 

using or intend to use in an EMI setting. Moreover, it will provide guidance for the potential 

Kazakhstani students who plan to pursue their undergraduate studies at one of the EMI 

universities. In addition, this research will offer insights to the policymakers in Kazakhstan 

about the effectiveness of endorsing EMI in formal settings, the challenges that students are 

facing and the procedures that need to be taken to help these students. Notably, the study can 

also encourage EMI researchers to start thinking of the importance of conducting further 

research to understand not only students’ difficulties while studying through the EMI, but also 

the LLSs that can be employed in this regard.   

Outline of the Study 

The researcher's incentive for doing this study has been revealed in this chapter. It has 

also defined the research's background information, purpose, research questions, and 

significance of the study. The next chapter aims to review the literature on the research issue; 
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therefore, it starts with the definition and role of EMI in Higher Education, with a specific 

focus on Kazakhstan. It also presents a wide range of challenges that EMI stakeholders, 

particularly students, face during their studies in the English language. Furthermore, it 

provides the definitions of the term "language learning strategies" (LLSs) and methodological 

issues in LLS research. The next chapter also explicates the implementation of the 

sociocultural perspective on LLSs and includes the study's conceptual framework, i.e., 

Leontiev's (1981) Activity Theory (AT). The third chapter describes the methodology, 

including the research design, research site, and sampling. Additionally, it describes data 

collection procedures, data analysis, and ethical considerations of the study. The fourth 

chapter presents the major findings of the research, and the fifth chapter discusses these 

findings with reference to the conceptual framework and related literature. The last chapter 

consists of major conclusions of the study along with the strengths and limitations of this 

research study.  

 

 

 

 

 

 

 

 

 

 



8 

 

 

Chapter 2: Literature Review 

Introduction 

The researcher's linguistic background and personal motivation for conducting the current 

qualitative study were discussed in the previous chapter. Chapter 1 also explained the research 

problem, research questions, and significance of the study and examined Kazakhstan's 

linguistic background. The first section of this chapter attempts to provide information on the 

role of internationalization in growing the adoption of EMI in higher education in most parts 

of the world, including Kazakhstan. Following that, the difficulties of employing EMI in non-

English speaking nations will be discussed, particularly when students transition from an L1 

secondary school to an EMI university program. The third section of this chapter contains 

definitions and classifications of language learning strategies (LLSs), as well as justifications 

for using a sociocultural perspective on LLSs in the current research. The conceptual 

framework of this study is described at the end of this chapter. 

 EMI in Higher Education  

To discuss the role of EMI in Higher Education (HE), it is necessary to define this 

concept. In simple terms, according to Lo and Lo (2014) a medium of instruction refers to the 

language used to teach non-linguistic academic or content disciplines, such as science. It is 

necessary, inter alia, to refer to the history of the Medium of Instruction (MOI) regarding the 

EMI. Jahan and Hamid (2019) emphasize that MOI has a colonial origin with political and 

ideological goals. They identify three MOI periods corresponding to diverse stages of 

modernity: early modern, modern and post-modern. The post-modern period, which we are 

currently in, has witnessed the return of English, the colonial language, as a global language 

and resulted in the evolution of English as a medium of instruction (EMI) (Jahan & Hamid, 
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2019). EMI is an increasing global phenomenon in all phases of schooling and educational 

settings, according to reports (Dearden, 2014; Macaro, 2017). 

EMI refers to “the use of the English language to teach academic subjects (other than 

English itself) in countries or jurisdictions where the first language (L1) of the majority of the 

populations is not English” (Macaro, 2018, p. 19). In this sense, the main goal of an EMI 

program is principally content learning, even though language learning may be a perceived or 

implied benefit. Therefore, according to Rose et al. (2020), one of the key advantages of EMI 

is that “it kills two birds with one stone; in other words, students simultaneously acquire both 

English and content knowledge” (p. 2150).   

Rationales Behind the Implementation of EMI 

Internationalization has turned into an agenda of growing strategic importance to HE 

institutions in many countries due to the growing influence of globalization (Wihlborg & 

Robson, 2017). For a reason HE plays a significant role in these countries, it inevitably 

transformed rapidly in response to the administrative and economic interests of the 

governments (Zolfaghari et al., 2009). Moreover, as Knight (2008) remarked, 

“internationalization is changing the world of higher education, and globalization is changing 

the world of internationalization,” (p. 1). Knight (1994) further argues that internationalization 

is “the process of integrating an international, intercultural dimension into the teaching, 

research and service functions of the institution” (p. 3). Yang (2018) points out that the 

definition of internationalization in HE tends to be elusive, and this term has various 

definitions. Nevertheless, according to Zolfaghari et al. (2009), the definition of 

internationalization suggested by Knight (1994) is the commonly accepted definition among 

language researchers. 
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Internationalization in higher education is a nebulous term with varied definitions in 

use. While academic institutions all around the globe promote internationalization, coming up 

with a consistent concept has been difficult. Internationalization is commonly misunderstood 

as merely a directive to improve services for international students. Others associate it with a 

complete redesign of curricula and teaching methods. University internationalization has been 

studied from various perspectives, and definitions of the word encompass a variety of 

emphases and approaches. The most widely accepted definition was developed by Knight and 

de Wit (1995), which has subsequently been amended multiple times (e.g., Knight, 2008), 

although its core has remained mostly unchanged. The process of incorporating an 

international, multicultural, or global component into the goal, functions, or delivery of higher 

education is defined as internationalization. According to Yang (2020), the term has proven 

helpful in the field, particularly in examining institutional operations. Moreover, Wihlborg 

and Robson (2017) argue that internalization is a beneficial and necessary component of HE 

development because it is often linked to success in terms of research funding, international 

staff and student recruitment, and co-authorship with international research partners, all of 

which contribute to HE institutions' rankings in global university rankings.  

The fast spread of EMI programs in non-Anglophone nations has been one of the most 

noteworthy HE trends in the twenty-first century (Aizawa & Rose, 2020). Although there have 

been increasing calls to respect “multilingual realities” (Edwards, 2015, p. 75) and promote 

plurilingualism, in reality, this global expansion is showing no signs of slowing down since 

“there is no conclusive evidence… that across the world we are experiencing a rapid increase 

in EMI” (Dearden & Macaro, 2016, p. 456–7). That is why the goal of internationalizing 

higher education is a top priority, and languages are viewed as fundamental. 
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Many Asian nations have formulated new educational strategies and introduced EMI in 

tertiary education, according to Nguyen et al. (2016), in order to meet the rising needs of 

internationalization. As a result, EMI has been widely distributed across Asian universities in 

recent years. With regard to Kazakhstan, it is an example of a country where the language is 

solely spoken within its boundaries; hence English in higher education is considered a means 

of internationalising the country. Kazakhstani degrees were not recognized in industrialized 

countries during the Soviet era, and EMI is not just a new medium of education, but also a 

vehicle for implementing a pedagogy and curriculum that is more in line with established 

worldwide teaching and evaluation standards (Dearden, 2014). In Kazakhstan, EMI tends to 

be conceived of as a tool for the country's economic and political development. In this regard, 

Reagan (2019) points out that Kazakhstan’s explicit incorporation of English into its national 

language policy reveals “the neoliberal agenda of the government as it seeks to become a 

player in the global economic community” (p. 448). Hajar and Si Mhamed (2021) also 

delineate that over 40 of 125 Kazakhstan universities in 2016 had programs with English as 

the EMI, and this number is proliferating. The current study was undertaken at one of these 

universities. 

Challenges of EMI programs in Higher Education 

The issues that stakeholders confront with the rapid deployment of EMI are discussed in 

this section. According to different research, the EMI scenario poses challenges for all 

university stakeholders, especially in countries where English is not commonly spoken 

(Jimenez-Munoz, 2015). Although each set of stakeholders faces different issues, they are all 

interconnected, therefore administrative and teaching staff challenges may cause students to 

take longer to acclimatize to the EMI academic environment. Bradford (2016) noted structural 
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obstacles related to EMI administration and management, such as teacher and administrative 

staff recruitment, admission and graduation policies, and concerns about EMI program 

acceptability and buy-in. Furthermore, Hamid et al. (2013) coined the term "double loss" to 

describe the phenomenon of an insufficient number of EMI courses, support staff who are 

unable to work with diverse populations, EMI students who lack the academic competencies 

needed to study in English, and program graduates who are both content and language 

proficient. 

 Nevertheless, it is critical to consider that among all university stakeholders, students are 

the most susceptible in an EMI setting since learning and performing in a foreign language is 

difficult for students owing to a marked “lack of sophistication” in their English linguistic 

competence (Jimenez-Munoz, 2015). 

Linguistic Challenges and Academic Challenges 

Before enrolling in an EMI program, all students must demonstrate an adequate level of 

English competence. However, not all Kazakhstani students have the opportunity to learn 

English and establish effective English language abilities prior to beginning their higher 

education studies. Thus, one fundamental challenge faced by students when adjusting to the 

demands of English-medium studies is language-related and academic challenges which have 

been thoroughly examined in an expanding amount of EMI literature. For example, a 

longitudinal study by Evans and Morrison (2011) suggested that university students in Hong 

Kong predominantly failed to meet the more stringent requirements of tertiary-level 

assignments and experienced difficulty in understanding and using academic vocabulary, 

especially in their first-year learning period. That is because, research participants recruited 

freshmen transitioning mostly from non-EMI schools which in turn hampered their 
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understanding of lectures and learning materials, as well as their ability to communicate in the 

classroom. Using proper academic reference methods, when writing academic reports and 

essays, was found to be an obstacle for students majoring in international business in a study 

conducted by Rose et al. (2020). 

Bradford (2016) also reports on a major significant challenge related to EMI 

implementation which emphasizes students experiencing linguistic challenges working in a 

non-native language. For instance, Lin and Morrison (2010) performed one of the most 

significant studies in Hong Kong, demonstrating the link between university students' 

problems and their academic vocabulary size. The vocabulary size test revealed that nearly 

every CMI student lacked sufficient effective vocabulary knowledge. According to their data, 

these students would have struggled to understand lectures and complete necessary 

homework. In a similar vein, a study by Harrington and Roche (2014) investigated the 

association between vocabulary size and overall academic accomplishment, as judged by 

GPAs, among Arabic L1 EMI university students in Oman. The study's findings reveal that 

vocabulary size and GPAs have a reasonably good correlation coefficient, implying that 

vocabulary size is linked to overall academic success. 

Instructional Challenges 

Another type of challenge that causes unease for students in EMI programs is 

instructional challenges. According to research (Hong et al., 2008; Wanphet & Tantawy, 

2018) on EMI implementation focusing on EMI instructors, it has been concluded that EMI 

professors have difficulties delivering enough feedback to students for a variety of reasons 

including large class sizes and their limited English skills. As a result, in order to give a 

sufficient level of feedback, university authorities must provide consistent support which is 
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not always accomplished. Bradford (2016) also mentions the issue of EMI faculty recruitment 

and retention. Even if lecturers are accessible and (linguistically) capable of teaching in 

English, this does not always imply that they are ready to do so (Vinke et al., 1998). 

Several studies have found that potential EMI faculty members are hesitant to join 

because of a perceived lack of confidence owing to a lack of training or a financial incentive 

(Byun et al., 2011; Morell et al., 2014). Administrators and potential EMI instructors are 

trapped in a vicious loop, believing that very high levels of competence are required to teach 

English courses, but with little or no institutional support to achieve such levels. In a similar 

vein, considering the Kazakhstani context, Oralova (2012) points out that the majority of 

faculty members in Kazakhstan do not favor EMI growth in HE because the older generation 

of professors is not capable of teaching in English. The negative consequence of this is that 

they are unable to engage with international universities, professors, and students. 

Additionally, according to Wächter and Maiworm (2014), "the variability in the degrees of 

competence among students is of more concern to EMI instructors in terms of language, 

making it more challenging for teaching staff to deal with such variation in addition to their 

knowledge of the language itself" (p. 22). What is more, the teaching staff's strong English 

proficiency does not mean that they can easily handle the students' diverse command of 

English, academic and cultural disparities in the classroom. As a result, instructors, especially 

native English speakers, must be trained to deal with language and cultural diversity. 

Commenting on teaching style, Flowerdew and Miller (1996) argue that some lecturers 

may not be aware of language acquisition theory and how their linguistic choices impact 

student understanding. Several solutions have been proposed to improve lecture delivery and 

student understanding for EMI teachers who may be new to language teaching and learning 
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theories and/or unsure of their own English use. Both L1 and L2 English users who lecture in 

EMI are likely to benefit from these tactics (Flowerdew & Miller, 2000). 

Content Comprehension Challenges 

Another challenge that students in EMI programs confront during their education is 

content comprehension in English, as they must learn not just the language but also the 

content in both oral and written modes. Thus, it might be difficult to grasp information in a 

second language without a sufficient level of linguistic skills. For instance, according to a case 

study by Siegel (2020), students in EMI programs unavoidably develop coping strategies to 

deal with the time-consuming nature of listening to and studying lecture content in English. 

He further elaborates that one of the fundamental issues is that both lecturers and students 

operate in EMI with varied levels of second language (L2) English competence, which can 

result in low student comprehension. Evans and Morrison (2011) also report that participants’ 

comprehension of lectures was impeded by wide range of factors. The employment of a 

multitude of new technical jargon by their instructors, as well as participants' as-yet limited 

grasp of specialized vocabulary, impeded them from rapidly and thoroughly reading discipline 

texts and journals — factors to which their lecturers were mostly oblivious. 

Similarly, in a case study of teachers and students conducted by Hu and Lei (2014), it was 

discovered that students struggle with content and technical words in English, which might 

make academic life more challenging. This view is supported by Chang (2010) who writes 

that due to a limited vocabulary and a sluggish reading speed students in technical subjects 

have trouble understanding lectures. 

In another study on EMI in Sweden by Bolton and Kuteeva (2012) respondents revealed 

that professors' English skill varied greatly, and this had a detrimental influence, particularly 
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on exchange (non-Swedish) students. Concerns were highlighted in the same study regarding 

professors who had heavy accents that made it difficult to understand them (Bolton & 

Kuteeva, 2012). 

Individual Challenges 

Another important concern for EMI students is the demand for spontaneous English 

communication. Several studies (e.g., Chou, 2018; Kudo et al., 2017; Horwitz, 1988) have 

reported that speaking is the most anxiety-provoking skill in EMI settings. Horwitz et al. 

(1986) define foreign language anxiety as “a distinctive complex of self-perceptions, beliefs, 

feelings, and behaviors related to classroom language learning arising from the uniqueness of 

the language learning process” (p. 128). Moreover, learners' competitive tendency in language 

performance, concern about examinations and communication, and concern about unfavorable 

assessment, according to Ellis (2008), are all sources of anxiety. In a similar vein, Zumor and 

Qasem (2019) concluded that using English as a medium of instruction and assessment has a 

psychological impact on the vast majority of students, including anxiety, frustration, tension, 

fear, and embarrassment, and, ultimately, poor educational outcomes. 

Definitional Issues of the Term “Language Learning Strategies” (LLS) 

The study of the language learner strategy (LLS) notion has a long history in the field of 

language teaching. It stems from Rubin's (1975) seminal article on what good language 

learners (GLL) "can teach us" (Wray & Hajar, 2015). Given that most language educators 

preferred to focus on teaching, concentrating only on language learners was groundbreaking in 

the 1970s. Gu (1996) put it well when he said that LLS research "started off with the Robin 

Hoodian goodwill of breaking the secret behavioural codes of successful language learners 

and sharing them with the unsuccessful ones" (p. 1). This is one of the first research on LLSs, 
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which looked into the LLSs used by successful language learners and how they could be 

taught to less successful ones. Rubin (1975, pp. 44–47) introduced the seven-strategy list she 

believed was necessary for all language learners to succeed, based on her empirical study in 

the United States: 

• making reasoned guesses when not certain; 

• being extroverted and willing to commit mistakes; 

• paying attention to form (for instance, by looking for patterns); 

• paying attention to meaning (for instance, by attending to context); 

• reviewing the target language performance and making adjustments; 

• being motivated to practise the target language across different settings;  

•. managing the affective demands of language learning 

As seen by its continued presence in the literature in the new millennium, the concept 

of LLS is still being extensively investigated (Griffiths & Oxford, 2014). The examples of the 

recent studies on LLS include those by Cohen (2011), Charoento (2017), Thomas and Rose 

(2018). Moreover, Mizumoto and Takeuchi (2018) claim that LLS research is "evidently alive 

and kicking" on a global scale (p. 100). Nevertheless, since the LLS concept has been brought 

to light, it has received much raging controversy (Griffiths & Soruc, 2020). For example, 

O'Malley et al. (1985) elaborate on the definitional issue of the construct of LLSs, stating that 

there is considerable confusion about definitions of specific strategies and about the hierarchic 

relationship among strategies even within the group of activities most often referred to as 

learning strategies. 

Dörnyei and Ryan (2015) also state that the concept of LLS is of elusive nature due to 

several concerns. One of these issues is related to how conscious and attentive to language 
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activities should individuals be to conceive their activities as LLSs. Some LLS researchers 

(e.g., Gregersen & MacIntyre; Griffiths, 2018) consider the element of “consciousness” is not 

essential in defining the term LLS because much of our regular behaviour (including our 

learning behaviour) is habitual. Nevertheless, most LLS researchers (e.g., Cohen, 2011; Hajar, 

2021; Oxford, 2017; Thomas et al., 2021) hold the view that the activity loses its significance 

as a strategy if the language learner is not aware of its importance or incapable of describing 

it. Oxford (2017, p. 176), for instance, points out that “when the strategy has become 

automatic through extensive practice, it is no longer a strategy but has instead been 

transformed into… an unconscious habit” (author’s emphasis).  

Another controversial issue connected to the construct of LLSs is the purpose of using 

LLSs i.e., “what LLSs are for”. Many LLS researchers (e.g., Anderson, 2005; Chamot, 2004; 

Cohen, 2011; Weinstein et al., 2000) tend to support the view that language learning is an 

individual mental process, and learners' success at language learning is confined to achieving 

linguistic objectives and possessing cognitive traits, which are based on Anderson's (1985) 

cognitive information processing theory based on the idea of transforming declarative 

conscious knowledge into automatic procedural knowledge. From a cognitive psychology 

perspective, the main goals of employing LLSs are limited to linguistic or sociolinguistic 

competence, and language learners are perceived of as “individually internalizing stable 

systems of language knowledge” (Norton & Toohey, 2011, p. 419). Accordingly, an 

individualistic and static picture of LLSs emerges from treating language learners as relatively 

decontextualised cognitive beings, acting upon target language input and producing output 

(see Hajar, 2018; 2019). 
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With the above in mind, the LLS concept continues to be described as "fuzzy" (Ellis, 

1994, p. 529) and "extremely fluid" (Gu, 2012, p. 348). Related to this, the effort of 

establishing a consensus on the defining criteria for LLSs has been compared to "stumbling 

blindly around a room looking for a concealed object" (Ellis, 1985, p. 88) and "trying to get an 

octopus into a box" (Griffiths, 2018, p. 18).  The problem of defining LLS term was 

exacerbated when Dornyei and Skehan (2003) recommended discarding the term “strategy” in 

favour of self-regulation, which refers to “the degree to which individuals are active 

participants in their own learning" due to this "conceptual uncertainty" (p. 610). 

In response to the afore-mentioned claim, Hajar (2019) asked the desperate question: 

“Has language learning strategy research come to an end?”. However, Hajar (2019) and other 

LLS researchers (e.g., Cohen, 2011; Gu, 2012; Thomas et al., 2021) claim that attempts to 

replace LLS with self-regulation are "not a healthy sign" (Gu, 2012, p. 330). According to Gu 

(2012): “conceptual fuzziness should not be a problem serious enough to overthrow forty 

years of research on language learning strategies...” (p. 331). Griffiths (2013), in turn, 

underlines that “it is possible to identify the essential characteristics of language learning 

strategies and to incorporate them into a workable definition” (p. 6). She summarizes them 

into the following: 

1) LLSs are “active”: they are what students “do” 

2)  LLSs are “chosen by language learners” 

3) LLSs are “goal-oriented and purposeful”; that is, a language learner is using a 

specific set of strategies in order to achieve his/her learning goals, such as passing a high-

stakes exam or mastering the target language to integrate into the host community.   
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Other language learning scholars (e.g., Chamot, 2009; Cohen, 2011; Oxford, 1990; 

Macaro, 2001) have proposed that one method for learners to deal with such a scenario is to 

choose the definition that best suits the empirical study's goals. This qualitative study takes a 

sociocultural approach to language learning, emphasizing the importance of comprehending 

the impact of various contextual factors (e.g., assessment modes and instructor practices) on 

participants' strategic learning efforts to overcome challenges while studying in English. It is 

also concerned with capturing how these strategies helped participants to achieve their 

learning goals. With this in mind, Hajar’s (2019) definition of LLSs seems to serve the goals 

of this study. Hajar (2019) defines LLSs as: “an individual’s active engagement in the 

learning process within a particular situated setting to accomplish their proximal goals (i.e., 

to learn a language for immediate gains) or/and ultimate ones (i.e., master language for 

academic/professional/national advancement)” (p. 33).  

Categorization of LLSs 

With a better understanding of the term LLS's definitional difficulties, it appears both 

beneficial and necessary to explain how LLS researchers have produced multiple taxonomies 

and inventory of LLSs. Rubin (1975) presents an early, fairly broad definition, characterizing 

learning strategies as "the approaches or instruments that a student may use to gain 

knowledge” (p. 43). O'Malley and Chamot (1990) similarly refer to LLS as “the special 

thoughts and behaviours that individuals use to help them understand, acquire, or retain new 

information”. The following definition is the most well-known definition produced so far. It 

was offered by Oxford (1990) who refers to LLS as “specific actions taken by the learner to 

make learning easier, faster, more enjoyable, more self-directed, more effective, and more 

transferable to new situations” (p. 8). 
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To conduct meaningful research, Griffiths (2013) claims that it is necessary to define the 

construct being studied. Thus, she came up with a definition for language learning strategies 

that she describes as "activities consciously chosen by learners to regulate their own language 

learning" (p. 36). 

During the early surge of research in the 1980s, Oxford (1990) and O'Malley and Chamot 

(1990) presented two well-known taxonomies of language learning strategies, respectively. 

Griffiths (2004) points out that Oxford (1990) classified learning strategies into six groups in 

an attempt to address the apparent issue; many strategy inventories appeared to place a greater 

focus on cognitive and metacognitive strategies while giving emotional and social strategies 

far less significance. These six categories (which underlie the Strategy Inventory for Language 

Learning (SILL) are memory strategies, cognitive strategies, compensation strategies, 

metacognitive strategies, affective strategies and social strategies. In this study Oxford’s 

(1990) classification of LLSs has been adopted as it is the most valid and widely used in the 

field of LLSs. The six categories were further divided into direct strategies (those that directly 

involve the target language, such as studying and practising) and indirect strategies (those that 

give indirect assistance for language acquisition, such as planning, cooperating, and seeking 

opportunities). 

Memory strategies. These strategies serve to help learners obtain and retrieve 

information. Thus, they deal with creating mental linkages, and applying images and sounds. 

For instance, visualizing the spelling of new words in mind, connecting the sound of a new 

word and an image of the word to help remember the word and using rhymes to remember 

new words are a few examples of memory strategies. 
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Cognitive strategies. These strategies deal with how learners think about their 

language learning. Examples of this type of strategies include practicing, analyzing and 

repetition. 

Compensation strategies. These strategies allow learners compensate for lack of 

language knowledge. Communicating using gestures or body language, listening and reading 

with guesses based on context, and rephrasing (for speaking and writing) are all examples of 

compensation strategies. 

 Metacognitive strategies.  These strategies deal with how learners manage their own 

language learning. Consequently, they emphasize on focusing on the learning process, self-

evaluation, making concrete objectives, structuring and organising the learning processes and 

looking for practice opportunities. 

Affective strategies. These strategies deal with how learners feel about language 

learning process. Affective strategies such as relaxation, music, laughter, self-encouragement 

strategies or writing a language diary can mitigate the effects of negative emotions that occur 

during learning process. 

Social strategies. These methods entail language acquisition through social 

engagement. Collaboration with peers or other skilled language users, empathizing with 

people by becoming aware of their ideas and feelings, and developing intercultural 

competence are some of the most common instances of this type of strategy. 

Despite the fact that Oxford's taxonomy is "probably the most thorough description of 

learning strategies to date" (Ellis, 1994, p. 539), it must have been selective since "dozens and 

maybe hundreds of such strategies exist" (Griffiths, 2004; p. 29). It emphasizes the need of 

viewing students as individuals capable of accessing and utilizing a variety of resources rather 
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just information processors, as well as reminding teachers of certain potentially improvable 

features of their students. The framework of O'Malley and Chamot (1990), which is the 

second of the two well-known language learning taxonomies, has 26 strategy elements divided 

into three categories: cognitive, metacognitive, and socio-affective strategies (Hajar, 2019). 

Cognitive strategies, according to O'Malley and Chamot (1990), "act directly on incoming 

information, modifying it in ways that facilitate learning" (p. 44). Gao (2007) points out that 

the first three categories of the SILL by Oxford (1990) coincide with O'Malley & Chamot's 

(1990) inventory's cognitive and metacognitive strategies, but the SILL appears to have a 

broader focus, including strategies related to the social and affective components of language 

acquisition and usage. 

The strategy frameworks offered by Oxford (1990) and O’Malley and Chamot (1990) 

were, in fact highly compatible, and Dorneyi and Ryan (2015), by making slight adjustments, 

came up with the typology comprised of the four main components namely cognitive 

strategies, metacognitive strategies, affective strategies and social strategies.  

Methodological Issues in LLS Research and Responses   

It is now well established from various studies that another problem in the area of LLS 

research that Dörnyei and Ryan (2015) addressed in their research is the use of self-report 

questionnaires. Self-report questionnaires have traditionally been used to evaluate learning 

strategies and, more broadly, self-regulated learning. Quantitative research utilizing Likert-

scale surveys had dominated the field, according to Dörnyei and Ryan (2015), with Oxford's 

(1990) Strategy Inventory for Language Learning (SILL) at the top of the popularity list. In 

general, surveys that ask participants to indicate numbers on a scale in response to assertions 

anonymously provide a variety of benefits. They are simple to use and do not require a lot of 
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statistical understanding. Moreover, they produce vast volumes of data at a low cost and 

produce objectively analyzable results (Cohen, 2011). Another advantage of questionnaires, 

according to Oxford (2011), is that students can learn a lot about themselves by taking a 

strategy questionnaire, particularly one that is self-scoring and provides rapid learner 

feedback. 

Nevertheless, there are several drawbacks entailed in the use of strategy questionnaires 

which were thoroughly explored by Gao (2004) and Hajar (2019). Gao (2004), for instance, 

has levelled five primary complaints about the widespread use of questionnaires in LLS 

investigations. The first issue, as previously stated, is that researchers in general LLS research 

have always struggled with the difficulties of learner strategy categorization schemes and 

inventories being various due to differing theoretical approaches to defining learner strategy. 

As a result, Hsiao and Oxford claim finding a strategy inventory that can effectively capture 

learners' strategy use becomes a challenge (as cited in Gao, 2004). Second, studies by 

LoCastro (1994), Bremner (1998), and Oxford et al (2004) revealed that there have been 

reservations about the use of particular questionnaires irrespective of the settings in which 

they were created because researchers have frequently been overly worried with "universal" 

and thus overlooked the significance of context - specific differences. The influence of context 

on strategy usage in strategy surveys is not well understood, as an example. 

Furthermore, the items in the questionnaire, such as SILL, contain ambiguous and 

overgeneralized statements which learners misunderstand because of having different social 

and cultural backgrounds. Consequently, the validity of general strategy questionnaires used 

to evaluate learners' strategy use may be questioned simply because the survey instruments 

"may not appear to apply equally well to all learners regardless of various educational and 
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socioeconomic backgrounds" (Hajar, 2019, p. 23). Likewise, Gu, Wen and Wu (1995) assert 

that although the same questionnaire is utilized in different research contexts, the language of 

specific regularly used questionnaires is open to varied interpretations and may lead to 

different conclusions. Following this, Oxford (2011) commented on the issue and advised 

researchers to make cultural modifications and re-evaluate reliability and validity in each 

study and each sociocultural environment. 

A third matter that causes unease in LLS research is difficulty ascertaining if surveys are 

assessing what they are supposed to be examining. According to Jiang and Cohen (2012, p. 

33), many strategy questionnaires emphasize on the frequency of language learners' strategy 

use instead of the quality or efficacy of their use, requiring them to respond to a frequency 

scale ranging from "never or almost never" to "always or almost always". Furthermore, 

Dornyei and Ryan (2015) point out that these scale descriptors reflecting frequency of strategy 

use are behavioural items, implying that a linear relationship between individual item scores 

and total scale scores cannot be assumed. For instance, one can be a competent memory 

strategy user overall despite score poorly on some of the memory scale's items (e.g., “acting 

out a new word or using flashcards”). 

In addition to the arguments above, Oxford (1996) maintains that strategy questionnaires 

do not go into great depth about a student's language learning strategies in response to a single 

language activity (as do some specific-strategy interviews or think-aloud protocols). A generic 

strategy questionnaire like the SILL would not be relevant for a researcher or a teacher who 

intends to find strategy usage on a specific reading comprehension assignment in a specified 

classroom on Monday morning (Oxford, 1996). Likewise, Gao (2004) emphasized that the 

widespread use of questionnaires may indicate that learners' strategy usage is a static 
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"variable", obscuring the dynamic and fluid character of learners' strategy use. Moreover, 

there is scepticism that quantitative surveys can identify and analyze students' LLS 

psychological features because their responses to surveys may be cryptic and short.  

In response to claims related to the overuse of strategy questionnaires in the field of LLSs, 

Gao (2007) suggests there are two facets of LLSs: traits and states. The former denotes a 

learner's proclivity to use certain types of LLSs regardless of context, whereas states of 

learners' LLS use denotes their actual use of LLSs in various learning situations or contexts. In 

this way, employing qualitative research methodologies like semi-structured interviews, 

learner diaries, and narrative writing, LLS as a state can capture the dynamic of learners' 

actual LLS use for specific objectives or tasks. As a result, a few sociocultural language 

learning researchers (e.g., Gao, 2007; Hajar, 2021) encourage LLS researchers to use 

sociocultural approaches to discern their learners' LLS use, because qualitative approaches 

based on sociocultural language learning perspectives can unveil the continuing interaction 

between learners' actual strategy use and the underlying processes in specific contexts.  

Conceptual Framework 

To reveal participants’ language learning experiences and use of LLSs, this qualitative 

study undertook Activity Theory (ACT), which is a sub-theory of sociocultural theory (SCT), 

put forward by Leontiev (1981). Vygotsky's belief that research into human psychological 

functioning should transcend beyond the individual led to the birth of activity theory (Donato 

& McCormick, 1994). This theory attests that “socially-organized and goal-directed actions 

play a central role in human development” i.e., highlighting the relationship between object 

and mediated community (Lantolf & Beckett, 2009, p. 460). To put it another way, the basic 

unit of study for any human behavior should be a consciously performed activity by humans 
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in order to highlight the crucial function of mediation by other individuals and specific 

material or cultural tools. Moreover, activity theory isn't a method. Instead, it is a 

philosophical framework for comprehending diverse sorts of human praxis as developmental 

processes at both the individual and societal levels (Kuutti, 1996).  

 According to activity theory, language occurs through "people... who actively engage in 

constructing the terms and conditions of their learning" (Lantolf & Pavlenko 2001, p. 146). To 

put it another way, this theory aids in the recognition of people's social and cultural contexts 

in order to comprehend their activity and conduct. Leontiev (1981) adopts a hierarchical 

approach to classify human activities, including learning activities, into three levels of 

abstraction in order to increase the analytic ability of activity theory. The level of activity, 

which is closely tied to motives and pertains to normal human behavior, the level of action, 

which is goal-oriented and inseparable from a conscious objective, and the level of conditions, 

in which a purpose-oriented action is carried out, are among these levels (Lantolf, 2000, p. 8) 

Conclusion  

This chapter discussed the role of globalization in increasing the use of EMI in higher 

education in Kazakhstan and other countries. Furthermore, the challenges students have while 

moving from an L1 secondary school to an EMI university program were explored. The third 

section of the research provided definitions and classifications of language learning strategies 

(LLSs), as well as justifications for using a sociocultural perspective on LLSs in the current 

study, because the goal of this research was to look into not only the challenges that students 

face while studying in English, but also how they deal with them (i.e., their strategy uses). The 

conceptual underpinning of this study, Activity Theory (AT), was described at the end of this 

chapter.  
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Chapter 3: Methodology 

Introduction 

The previous chapter reviewed research on the role of internationalization in growing the 

adoption of EMI in higher education  as well as the obstacles that come with it. Because the 

current study aims to learn about participants' strategies for dealing with various problems, 

Chapter 2 included definitions and classifications of language learning strategies (LLSs), as 

well as justifications for using a sociocultural perspective on LLSs in the study. This 

qualitative study, in particular, has addressed the absence of empirical studies that have 

studied Kazakhstani students' perceptions and experiences while studying in English, 

underlying their strategic language learning efforts. In order to address this lacuna, the 

research questions below, presented in Chapter 1, will be answered: 

1. What challenges do the participants encounter while studying at an EMI University? 

2. What contextual factors affected the participants' language learning experiences? 

3. How did they deal with these challenges (i.e., their strategy uses)? 

As a result, there are six sections in this chapter. It focuses on a study design that 

explains why a qualitative phenomenographic research approach is used. In the following 

section, the data collection tools employed in this study, namely narrative writing and semi-

structured interview, will be detailed. This chapter also covers the study's research site and 

sampling procedure, data analysis, and ethical considerations. 

Research Design 

A qualitative research design has been chosen for this study on the grounds that it is “an 

attempt to comprehend occurrences in their uniqueness as part of a certain context, as well as 

the interactions that occur there”. The analysis aims for a deep level of comprehension." 
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(Merriam, 2002, p. 5). Moreover, the qualitative approach has been employed in order to 

reveal contextual factors that impact the undergraduate Kazakhstani student’s choice and use 

of LLSs to deal with diverse challenges they faced. As has been emphasized in the previous 

chapter, the majority of empirical studies in the field of LLS have examined the participants’ 

frequency and preferences of LLSs using quantitative research methods. Hence, the present 

study adopted the qualitative approach to capture the dynamic and actual uses of LLSs across 

different settings. 

The current study used a phenomenographic qualitative research approach to investigate 

students' problems and LLSs in EMI programs at the university level. Researchers can explore 

how a group of people views a phenomenon using phenomenography, a qualitative research 

method. It focuses on how people feel and/or perceive a phenomenon in the world around 

them rather than the phenomenon itself (kerlind, 2005; Hajar, 2020). 

The nature of phenomenography, which is a non-dualist (relational) view of nature, is one 

of the grounds for using it in this study. The distinction between "the internal (thinking) and 

the exterior (the world out there)" is disregarded (Säljö, 1997) since these worlds are linked 

internally through the individual's perception of the world (p. 173). To put it another way, 

phenomenography reveals no universal principles of the nature of knowledge or reality 

because each individual's reality is likely to differ from another's and is not fixed in space and 

time (Hajar, 2017). The diverse patterns of awareness and lack of knowledge of component 

parts of a phenomenon, according to Marton and Booth (2013), lead to distinct ways of 

experiencing or interpreting the experience as a whole. The non-dualistic viewpoint is 

consistent with the socio-dynamic theoretical framework that underpins this research, 

implying that language learning occurs not only in individual learners' minds but also in their 
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constant interactions with a variety of situated contextual realities such as teacher practices 

and resource availability. Hence, this research design has allowed exploring the dynamic use 

of the participants’ LLS uses used by the participants in this study prior to and after joining 

their EMI university, along with the challenges and strategic language learning efforts during 

their academic studies. 

Research Site and Sample 

Since qualitative research aims to comprehend the meaning of phenomena through the 

participants' eyes, choosing a sample from which the most can be learnt is critical. This is 

referred to as a purposeful or purposive sample (Merriam, 2002). According to Boon et al. 

(2007), the sample used in a phenomenographic study should be purposive, meaning that 

participants should have a shared experience of the phenomena. Furthermore, purposeful 

sampling can provide the greatest data for constructing the complete scope of the 

phenomenon's varied ways of experiencing it. Hence, for this research, such participants 

included a group of students enrolled at one of the EMI programs at the local university in 

Almaty.  

Moreover, Creswell (2014) points out that purposeful sampling can assist in developing a 

detailed understanding of the phenomenon, provide useful information and give voice to 

participants. Teddlie and Yu (2007) also suggest a wide range of benefits of purposeful 

sampling, including higher flexibility, cost and time effectiveness, and the ability to supply 

research in numerically small populations. As a result, when selecting participants, the 

phenomenographer should use particular criteria to ensure that the data collected is as varied 

and similar as possible. 
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 With the above in mind, only those participants who are above 18 years old and from 

Kazakhstan were selected for the study. Also, none of them had lived outside Kazakhstan or 

studied at EMI schools before data collection to gain a greater chance of capturing their 

diverse challenges while studying through the medium of English, along with the LLSs they 

deployed in this regard. More precisely, all participants were first-year university students and 

studied at mainstream schools with no requirement for an English language test certificate to 

attend their current university. Thirdly, none of the participants were familiar with the 

researcher before to data collection, which increased the reliability of the study's findings by 

removing the impact of the participants' relationship with the study's researcher. 

Identifying an adequate number of participants is one of the most critical responsibilities 

in the research design process. When it comes to the appropriate number of participants for 

phenomenographic investigations, Hajar (2020) and Trigwell (2000) suggest that seven to ten 

persons may be sufficient to demonstrate variation without providing an excessive volume of 

data to evaluate. Kuzel (1992) also made suggestions based on sample heterogeneity and 

study goals, recommending six to eight interviews for a homogenous sample and twelve to 

twenty data sources when looking for disconfirming evidence or attempting for maximum 

variety. Having considered this, eight participants took part in the present study. 

It is worth noting that the first-year university students were selected as the target 

participants in this research on the grounds that they were recent school graduates who almost 

had no prior experience studying in English, thus offering a chance to disclose their 

confronted challenges at this stage. According to a growing number of studies, due to their 

insufficient language abilities, L2 English students have linguistic issues while transitioning to 

an English-only setting (see Galloway & Ruegg, 2020). Furthermore, students' high school 
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experience and a lack of academic vocabulary knowledge have been identified as significant 

sources of difficulties for EMI students in some relevant studies (e.g. Aizawa & Rose, 2020; 

Evans & Morrison, 2011). Moreover, the participants were enrolled in different majors, which 

enabled the researcher to delve into and compare challenges in various EMI programs. As 

EMI refers to the use of the English language to teach academic subjects other than English 

itself, students from non-philological majors were recruited. 

Table  1 

 Information about the Participants 

Participants  Age  Gender Birthplace    Major Family background 

notes 

Interview 

duration  

Nurdaulet  18 Male Turkistan Math  His mother is a 

teacher and his 

father is a university 

dean 

37:33 

Madiyar 18 Male Aqtobe IT His father is an 

enterpreneur and his 

mother is a doctor 

29:40 

Kamshat  18 Female Aqtau Marketing Her mother is a 

doctor and her father 

is an engineer 

32:48 

Aqniyet 18 Male Semei  Journalis

m  

Her mother is a 

nurse and her father 

is welder 

27:19 

Temirlan  19 Male Pavlodar IT His father is an 

engineer, his mother 

is an economist 

40:57 

Laura 18 Female Shymkent Internatio Her mother is an 31:46 
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nal 

Relations 

(IR) 

economist 

Gulzhanar 18 Female Saryagash  Marketing Her mother is a 

teacher 

34:53 

Almaz 18 Male Pavlodar Math  Both parents are 

mainstream school 

teachers 

35:27 

A university in Almaty has been selected based on the language of instruction used in 

that university. With respect to the objectives of this study, the research was conducted at a 

university that offers programs with an English medium of instruction. Also, the university did 

not have IELTS or TOEFL as one of the enrollment requirements. Instead it has a general 

English level placement test. Consequently, the students at such universities most likely 

encounter diverse challenges while studying through the medium of English.   

Data Collection Instruments 

Interviews, observations, and documents tend to be the three main sources of data for a 

qualitative research study. The data collecting method is defined by the study's question and 

deciding which data source(s) will provide the greatest information for answering the question 

(Merriam, 2002). 

The data for this study was collected using two research methods namely narrative 

writing and semi-structured individual online interviews. The data was obtained online using 

Zoom, a video conferencing software, due to the current outbreak of the COVID-19 

pandemic. These measures were required to reduce risks and protect the safety of the 

researcher and her participants. 

Narrative Writing 
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The researcher's first instrument to obtain data from target participants was narrative 

writing. This research instrument was selected to obtain some background information about 

the participants themselves and their immediate family members, and their previous language 

learning experiences. As Flowerdew and Miller (2008) point out, requesting that the 

participants write on their language learning experiences can help the researcher to "uncover 

the amount of investment they [the participants] are already making, or are prepared to make, 

in their language learning" (p. 221). Moreover, narrative writing enabled the researcher to 

construct follow-up questions for the semi-structured individual online interviews. 

Participants were asked to write about themselves and their English learning experiences 

before entering university in the form of an essay guided by questions. These questions were 

sent to participants' emails based on their own preferences. Essay questions were offered in 

three languages, i.e. English, Kazakh and Russian, and participants were allowed to answer as 

many questions as they liked in any language in which they felt most comfortable writing. 

Furthermore, target participants were asked to complete their essays in the period of one week 

to ten days. 

Participants were sent the following set of questions to help them frame their essays and 

ease their retrospective processing: 

1) Could you please write general information about your background (e.g., your parents’ 

occupation, number of siblings, your city/village, school background). 

2)When and how did you start learning English? 

3)How did you feel about studying English at the time? 

4) How important is English for you? 

5) What sort of problems and difficulties did you usually have in learning English? 



35 

 

 

6)  How did you used to deal with these difficulties? 

7) What kind of challenges with Academic English are you now encountering? How do you 

deal with them? 

8)Why did you choose this program at university? 

Semi-structured Individual Online Interviews 

A semi-structured online interview was used as the study's second research tool. 

According to Barkhuizen et al. (2014), the reason for this is that semi-structured interview 

questions are "typically open-ended to allow participants to expound on and researchers to 

investigate emergent themes" (p. 17). That is, respondents can explain their perspectives on 

the issue in great detail. This research method entailed asking follow-up questions during the 

interview process, allowing the researcher to elucidate meaning, gain a better understanding of 

what each respondent stated, and seek instances from their own experience with the topic 

under study (i.e. challenges while studying at an EMI university and their LLS use). 

 Cohen (2006) further points out that semi-structured interviews allow informants to 

express themselves on their own terms while yet providing reliable, comparable qualitative 

data. Another underlying reason this instrument was chosen was that it was not as 

standardized in structure compared to a structured one and was less spontaneous than an 

unstructured one. Consequently, this instrument was selected as the most convenient for 

collecting data from the target participants. 

As mentioned, considering the current situation with the Covid-19 pandemic, the 

interviews took place online on the Zoom platform. Collecting the data online was essential to 

secure the safety of both the researcher and participants. All interviewees chose Zoom as it 

was a convenient platform, and they had experience in using it prior to the data collection. It is 
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a suitable medium for gathering qualitative data, according to Archibald et al. (2019), because 

of its relative ease of use, cost-effectiveness, data management tools, security options, and, 

most importantly, its capacity to foster personal interactions between users. Moreover, when 

compared to other regularly used videoconferencing technologies, the study showed that 

Zoom was an appropriate platform for collecting qualitative interview data. 

Each interview lasted for about 20-40 minutes and was recorded on Zoom with the 

researcher's laptop. Participants were given a right to be interviewed in their language of 

choice, i.e. Kazakh, Russian or English. Taking into account that participants have limited 

proficiency in the English language, almost all of them chose either Russian or Kazakh to 

share ideas. However, one of the participants (Madiyar) used English when answering 

interview questions. The interviews consisted of 11 main questions and additional probes (see 

Appendix A). 

Data Collection Procedures 

The NUGSE Ethics Committee had to provide their approval before the study could 

proceed. As the present research involves participants over 18, the research is of minimal risk. 

Once the written ethics approval to begin the study was received, the researcher sent the email 

to the gatekeeper requesting permission to conduct research involving the students at the 

target university. The permission request included the purpose of the study, its duration, the 

research methods, the characteristics of the potential participants, and their rights (see 

Appendix B for the invitation letter). Upon approval, consent forms were sent in emails to the 

participants who accepted participating in my study prior to collecting the data (see Appendix 

C for the consent form). They were allowed to ask any questions related to this study before 

and during the process of data collection. Moreover, they were reassured of anonymity and 
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have been notified that they have the right to withdraw from the research at any time and that 

their participation is voluntary. 

Once the participants signed the consent forms, the date and time for the essay deadline 

and interview were set. The data was collected within six weeks from eight participants at one 

EMI university in Kazakhstan. The first round of data collection included narrative writing, 

which offered a valuable chance to delve into students' personal experiences and challenges. 

As previously mentioned, the researcher sent the essay questions to participants online via 

WhatsApp and email, and they were given 7 to 10 days to write their own essays. After that, 

they sent their own essays to the researcher online as well.   

During the second stage, a semi-structured interview with each student was conducted 

online on the platform that participants had selected themselves. The potential platform 

included Zoom, WhatsApp, Microsoft Teams, or Skype. Collecting the data online was 

essential during the COVID-19 pandemic to secure the safety of both the researcher and 

participants. As already explained, the participants have been given the freedom to choose the 

language with which they feel most comfortable in order to enable them to express their 

perceptions freely. Notably, before starting the interview process on Zoom, verbal permission 

to record for further transcription has been asked from the informants. 

 Data Analysis 

Data analysis takes place simultaneously with data collection. To put it another way, data 

analysis starts with the first interview, observation, or document consulted during the inquiry. 

As a result, collecting and analyzing data simultaneously allows the researcher to make 

adjustments along the route, including rerouting data collection, and "test" new concepts, 



38 

 

 

themes, and categories against later data (Merriam, 2002). With this caveat in mind, data has 

been analyzed in inductive form. 

To analyze participants’ data from the narrative essays and interviews, Braun’s and 

Clarke’s (2006, 2013) thematic analysis (TA) has been selected. TA is defined as "essentially 

a method for identifying and analyzing patterns in qualitative data" (p. 218) and includes six 

phases presented below: 

1. Familiarization with data 

2. Initial coding 

3. Search for themes 

4. Reviewing themes 

5. Defining and naming themes 

6. Writing up (p. 336). 

 In order to "immerse" myself in and become familiar with data, “repeated reading” of the 

data and reading the data in an "active way" searching for meanings, and patterns have been 

done during the first phase. Furthermore, to conduct a thematic analysis of the data, verbal 

data, i.e. interviews were transcribed into a written form which is "a critical step of data 

analysis within  interpretative qualitative methodology," according to Bird (2005) (see 

Appendix D for sample interview transcript).  Following the immersion phase, the production 

of initial codes from the essay and interviews has begun. For example, some informants 

claimed that they enhanced their English language level by practicing with peers. 

Consequently, this point was highlighted and added to the category of “language learning by 

interaction with others” (see Appendix E). 
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Based on the initial codes, the main three themes that emerged after the data analysis 

were: “the role and influence of mediating social agents”,  “challenges of studying in the 

English language,” and “strategies when dealing with the challenges.”  Consequently, the 

main themes were classified into sub-themes (see Figure 1). 

Figure  1 

Thematic map 

 

Ethical Considerations 

According to Roberts and Priest (2010), “researchers must undertake to keep all 

information confidential and secure, and to inform participants where and how it will be 

stored, who will have access to it and how it will be used” (p. 116). As a result, various ethical 

considerations were made before beginning the inquiry in order to ensure the study's validity 

and reliability. 
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The first step in this process was to obtain permission from institutions, research sites, and 

participants beforehand to ensure confidentiality and minimal risk to participants. As this 

research study aimed to recruit a non-vulnerable group of participants, that is, people over 18, 

an ethics approval application was submitted to the NUGSE Research Committee. It was vital 

for the researcher to be cautious when it comes to protecting participants in any human-based 

studies. Hence, to protect the participants' identities, anonymous names of the participants and 

the target university in the data analysis were assigned. That is, whatever information they 

provided was not associated with their names. 

 Kvale (1996) recommends developing an "ethical protocol" that will lead considerations 

through all phases of the semi-structured interview, from preparation to reporting, as it is 

normal for the participants to develop a more personal relationship while the interview is 

taking place. Participants were reminded at the start of each Zoom interview that their 

participation was voluntary and that they might leave the study at any time with no negative 

consequences. At the outset of the interview, the participants' verbal permission to digitally 

record their voice for later transcription was also sought and recalled. In addition, to prevent 

"demand characteristics" as defined by Gomm (2008), when the interviewer selects replies 

based on what they believe the circumstance necessitates, the informants have also been told 

that there is no “right” or “wrong”, or “good” or “bad” in terms of their language learning 

strategies. 

Opie (2004) also emphasizes the importance of interpersonal characteristics that should 

be present throughout the data collection, such as the capacity to establish rapport, be humble, 

and be trustworthy. As a result, the researcher sought to mitigate the impact of power 
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dynamics on interviewees' responses by recognizing their willingness to share their language 

learning experiences and viewpoints. 

During data collection, the participants were reminded of their voluntary involvement and 

that extracted data would be non-identifiable in the research. Additionally, the researcher 

stored personal data, consent forms, interview transcripts, and personally-identifying details 

on a computer secured by a personal Touch ID and secure password. Furthermore, it was 

pointed out that the data will be kept for three years and will be deleted after that period. 

Conclusion 

This chapter has provided the methodological rationales for the study that included the 

research design, the research site and sample, data collection instruments and procedures, data 

analysis, and ethical considerations. More specifically, this study adopted a 

phenomenographic research method in which eight first-year Kazakhstani students from one 

EMI university in Almaty, Kazakhstan, participated in this research study according to 

purposive sampling.  
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Chapter 4: Findings 

Introduction 

The purpose of this chapter is to provide the results of data collected from eight first-year 

undergraduate students in Almaty. It also examines the information gathered and responds to 

each of the study questions one by one. As previously stated, the purpose of this study was to 

answer the following specific research questions: 

1. What challenges do the participants encounter while studying at an EMI University? 

2. What are the contextual factors that affected the participants' language learning 

experiences? 

3. How do they deal with these challenges (i.e., their strategy uses)? 

The first section of this chapter provides summaries of the research participants’ 

biographical descriptions elicited from their narrative essays. Based on the themes and sub-

themes developed from the analyzed data (see Figure 1 for the thematic map in Chapter 3, 

page 42), the findings of the participants' challenges of studying at the English-medium 

university, and their uses of language learning strategies (LLSs) are presented in the second 

section of the chapter. The three themes are “the role and influence of mediating agents”, “ the 

challenges of studying in English”. 

Biographical Vignettes of the Research Participants 

This section describes the eight participants' biographical vignettes based on the written 

essays of their English language learning experience, underlying their LLSs and future vision. 

Nurdaulet 

Nurdaulet was born in 2003 into a middle-class family in Turkestan city, South 

Kazakhstan. He was the oldest child who grew up with three siblings. His mother was a 
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teacher at a Kazakh secondary school in Turkestan, whereas his father was a university dean 

of the Natural Science department. Nurdaulet emphasized that since his parents were well-

educated, he had always strived for knowledge and education. Moreover, during his school 

years, Nurdaulet was interested in scientific subjects like physics and math, which later 

influenced his choice of the program at university. However, Nurdaulet reported that he had 

challenges during English lessons since 5th  grade, mainly due to the rigid practices of his 

school teachers, who could not ignite the interest and motivation among students. 

By recognizing the importance of English in further studies, Nurdaulet sought English 

private tutoring (EPT) in his hometown at the end of 10th  grade. His main difficulties while 

learning English were learning new vocabulary and understanding grammatical rules. He 

developed a certain set of language learning strategies (LLSs) to deal with these challenges, 

including making up sentences using new words and learning grammar from YouTube 

lessons. 

Madiyar 

Madiyar was born in 2004 in the Aqtobe, one of the biggest cities in West Kazakhstan. 

He was the only child in the family. Madiyar's mother was a doctor, and his father was a 

businessman. Madiyar reported that his aunt had played a significant role in his upbringing 

along with his parents. When he was ten years old, the participant started learning at school 

and at English language school named "Advanced English". He described this language 

school as "fun", and his instructors were more qualified compared to those working at 

mainstream schools. 

Furthermore, these instructors had a unique style of teaching which had sparked his 

interest in learning English. Madiyar indicated that he was always enthusiastic about English 
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classes and associated assignments. He recognized the importance of English in his life at an 

early stage. Nevertheless, he underwent some challenges during his language learning before 

joining the university, the major one related to pronunciation. Madiyar expressed his 

frustration in terms of not being able to articulate some sounds, such as the sound /t/. At the 

moment of collecting narrative essay from him, he was putting strenuous efforts into English 

learning to meet his chosen program's requirements. Despite having various challenges 

studying an IT major in English, Madiyar indicated his satisfaction with the program overall. 

Laura 

Laura was born in 2003 and grew up with an older sister. She came from Shymkent, a 

city located in the South of Kazakhstan. Laura's mother was an economist, and her sister was 

running her own business in the fashion industry. Laura started learning English at a 

mainstream school when she was ten years old, and she expressed her dissatisfaction with 

English classes at school. Nevertheless, Laura believed that English was only an academic 

subject and her motivation for learning it was only to obtain good scores in the examinations. 

She described the English language as important, but she lacked the motivation and discipline 

to learn it properly. One of the challenges the participant encountered was with English 

Academic writing. Laura pointed out that she did not possess effective strategies to overcome 

her difficulties with English academic writing. Laura was enrolled in the International 

Relations Program (IR). The factor that prompted her to choose this major was her belief that 

it would open up for her new job opportunities in the future. 

Temirlan 

Temirlan was born in 2002 in Semey, located in Eastern Kazakhstan. He had a 

younger sister. His mother was an economist, and his father was an engineer. Although 
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Temirlan received appropriate instruction in English during his school years, he recognized 

the importance of English in his life in 11th  grade. During his graduation year, he figured out 

where he would apply; thus, he realized he would need an adequate English language level. 

The participant revealed that English was important to him because he intended to pursue a 

master's degree abroad and work in one of the international companies. Temirlan described 

the problems that hindered his English language learning and development, including the 

difficulty of understanding English grammar, particularly English tenses. 

Additionally, he mentioned that mastering the English pronunciation constituted a 

challenge for him, especially since he was aspiring to speak English like a "native speaker". 

To overcome these challenges, Temirlan took up certain LLSs, such as watching English 

language lessons on YouTube, translating texts, and seeking help from teachers and some 

peers. Notably, he received English private tutoring (EPT) to improve his English language 

level. At the time of conducting this study, Temirlan was enrolled in the IT program at an EMI 

university. 

Gulzhanar 

Gulzhanar was born in 2003 in Saryagash in the Turkistan Region of Central 

Kazakhstan. She grew up with three siblings- two sisters and one brother. Her mom was a 

teacher. She started learning English at a local school in 5th grade. However, the participant 

emphasized that her interest in the English language increased in 10th grade when a new 

English teacher was appointed. The new English teacher managed to conduct the lessons 

creatively by presenting exciting activities, which motivated Gulzhanar to learn English. She 

was also learning Arabic as a foreign language, and the opportunity to learn English as an 

additional foreign language appeared "exciting" and felt like "opening a new door". Like 
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Nurdaulet, she also struggled with learning and using the new English words outside the 

classroom. In addition, Gulzhanar tended to encounter challenges when speaking English. She 

used some LLSs to deal with her English language learning challenges, such as using social 

media apps and websites as well as discovering hacks and tips for better memorization. 

Gulzhanar was studying marketing, holding the view that studying in English is more 

advantageous in the long term for her career. 

Aqniyet 

Aqniyet was born in 2004 in Balyqty village situated in Turkestan region. She was the 

youngest child in the family and had three older brothers. Her mother was 56 years old and 

was a sanatorium nurse. Her father was 60 years old and worked as a welder.  Her English 

language learning began in 8th  grade at school. To complement her school classes, she 

enrolled into private English courses. Nevertheless, she had to withdraw due to some personal 

reasons. Aqniyet reported that participating and practising in groups with native speakers on 

social apps and websites has sparked her interest in English and English-speaking countries to 

a great extent. Aqniyet was also motivated to learn English to achieve her ultimate goals of 

studying overseas. She did not perceive English as a difficult language despite mentioning 

some problems she was encountering with reading some English texts and pronouncing some 

new vocabulary, especially in the beginning. She stated that "practice makes perfect" and that 

conversing with native and competent speakers of English helped her improve her English 

language skills. After graduating from school, Aqniyet joined an EMI university to study 

journalism. 
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Kamshat 

Kamshat was born in 2003 in West Kazakhstan, a city called Aqtau situated on the 

eastern shore of the Caspian Sea. She was the oldest child in the family and grew up with her 

younger sibling. Both Kamshat's parents worked at government agencies: her mother was a 

doctor, and her father was an engineer. Kamshat indicated that although English language 

teachers at her school were not as competent as her current university professors, they 

managed to contribute to her strong grammar foundation. Nevertheless, prior to university, she 

expressed having the inability to convey and articulate her thoughts in English without 

struggling to find the right words. Additionally, as the majority of the research participants, 

Kamshat stated having pronunciation issues and sounding incomprehensible. Outside the 

classroom, she attended English private tutoring in the 11th  grade. Kamshat realized the 

importance of the English language and described it as key to different opportunities that 

would enable her to apply to job opportunities in some international companies abroad after 

graduating from her the marketing major. 

Almaz 

Almaz was born in 2003 in Pavlodar, a city situated in Northern Kazakhstan. He grew 

up with two older sisters and two younger siblings. Almaz's both parents worked at 

mainstream schools as teachers. In his essay, the participant highlighted the fact that his 

parents encouraged him to choose his current major at university, which is pedagogical 

mathematics. He expressed his negative attitude towards the subject regarding his English 

language learning experience at mainstream school. He also indicated his anxiety in the 

classroom and feeling of being a less successful language learner in comparison to his peers. 

Furthermore, Almaz reported having a hard time learning and using new English words, 
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comprehending texts, meeting deadlines and speaking in English most of all. To overcome 

these challenges, he deployed certain LLSs, such as reading texts aloud in front of the mirror 

and enrolling in private English courses. 

Contextual Factors Affecting the Participants’ English Language Learning Experiences 

The contextual factors that influenced the participants' English language learning 

experiences and LLS choice are discussed in this section. This is essential in the current study, 

given that it  is guided by the sociocultural perspective on language learning, which 

emphasizes "the prominence of social, political and cultural processes in mediating learners' 

cognitive and metacognitive processes " (Hajar, 2019, p. 44).  

The Role and Influence of Mediating Social Agents 

Upon analyzing the data regarding the influence of contextual factors on the students' 

experiences and strategic learning efforts while studying at an EMI university, two essential 

types of social agents played a pivotal role in this regard; they were English private tutors and 

mainstream teachers. The influence of immediate family members and peers in participants' 

English language learning was also mentioned, although they played a secondary role in 

regulating the participants’ LLS choice and use. 

Impact of English Private Tutors’ Practices 

The data analysis revealed that seven out of eight participants received fee-charging 

English private tutoring (EPT) while studying at mainstream schools. EPT was mainly used 

by the participants as an effective strategy to obtain individual attention from the English 

private tutors and to maximize their own opportunities to learn and use English outside of the 

classroom. This was especially because most participants expressed their negative learning 



49 

 

 

experiences with their English teachers at mainstream schools. This point was aptly 

exemplified in Extract 1 and Extract 2: 

Extract 1: 

I did not learn much from my English teachers at school. However, my English 

language was improved after attending some paid English courses at a tutorial centre. 

These courses did not only improve my examination scores. The engaging activities 

offered by the private tutor also increased my interest in learning English (Laura, 

December 23, 2021). 

Extract 2:  

Till 11th  grade, the English language was not interesting for me because I did not like 

my English school teacher’s teaching method. It was largely based on memorizing the 

new vocabulary by heart without giving us enough opportunities to ask questions or 

use English… Eventually, I found a private English tutor and I actually liked his way 

of teaching English, since he used to conduct interesting activities such as songs and 

games (Nurdaulet, December 20, 2021). 

From the participants’ comments, it may be inferred that the benefits of EPT was not confined 

to tangible benefits in terms of improving English private tutors’ examination scores. It also 

enhanced their motivation and self-confidence in learning and using English across different 

settings (i.e. soft benefits), by incorporating technology in the English tutorial sessions and 

other interesting activities. Notably, the impact of EPT on the participants’ strategic language 

learning efforts will be revisted in the coming section while explaining the differences 

between the practices of English private tutors and English language teachers at school (see 

table 2). 

The Mediating Role of English Language Teachers 

The findings of this research study showed that English language teachers at mainstream 

schools heavily shaped most participants' language learning experiences and strategic learning 

efforts while learning and practicing English. More precisely, the interview data disclosed that 
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mainstream English teachers regulated the participants' English language learning and 

motivation by pushing them to choose and use particular LLSs, mainly exam-oriented 

strategies, due to English language teachers' overemphasis on the exam and lack of using 

engaging language activities that are relevant to students’ lives and needs. To exemplify this 

point, when the participants were asked whether they were satisfied with their English 

language instruction at their schools, some of them like Temirlan stated that he personally felt 

like he did not receive sufficient support and encouragement from his English school teacher. 

Echoing this point,  Temirlan stated: 

Extract 3: 

At school I did not recognize why I may need English in the future, thus I did not have 

strong motivation to study it. I had average grades, and I tended to remember the new 

vocabulary without having opportunities to use it adequately inside or outside the 

classroom. But I wish our English teachers explained to us importance of English and 

how we could improve our English language proficiency  (Temirlan, December 25, 

2021).   

In addition to the lack of emotional support provided by English teachers at mainstream 

schools, four participants ( Madiyar, Aqniyet, Kamshat,and Gulzhanar  ) referred to some 

teachers’ rigid practices in English classrooms at mainstream school in terms of the lack of 

effective feedback and engagement, being intolerant to students’ mistakes and focusing only 

the successful students. Consequently, such practices of mainstream teachers  left a negative 

impact on the participants’ English language learning motivation and attitudes towards the 

learning process. In addressing this point, the following extracts gleaned from the interview 

transcripts of two participants (Temirlan and Nurdaulet) echoed this point: 
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Extract 4: 

At school most English teachers would just give us the new English words to learn by 

heart, read some texts and translate them into Kazakh or Russian. Also, some English 

teachers used to let us listen to some texts, but that strategy was not quite effective to me. 

We did not learn how to pronounce the new words correctly because most teachers used 

to depend largely on the repetition and rote memorization (Temirlan, December 25, 

2021). 

Extract 5: 

I started studying English in the 5th grade, it was easy in the beginning to learn new 

vocabulary, but later as we did not receive any feedback from our English teacher along 

with being strict, I started studying English just for the sake of getting good grades rather 

than learning English (Nurdaulet, December 20, 2021). 

The above extracts revealed how the practices of some teachers can affect on the level of 

motivation students can have towards the target language, along with the LLSs they 

employed. That is, the participants tended to employ largely exam-oriented strategies such as 

rote memorization and repetition without linking English to their lives outside the classroom 

(see Gao, 2010). As a result, some participants found English private tutoring useful to learn 

and practise English, as explained in the previous section. 

 The analysis of interview data also shows that most participants participating in EPT 

compared the practices of their English private tutors to their English mainstream school 

teachers (see Table 2)  

Table  2 

Comparing the practices of English language teachers at school and English Private Tutors 

English Private Tutors English School Teachers 
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Effective and engaging activities  

I liked my English tutor's method of teaching. 

We used to learn and play simultaneously by 

including interesting activities based on songs 

and games. We were not afraid of committing 

mistakes in tutorial sessions (Nurdaulet) 

My English pronunciation significantly 

improved with the help of my English private 

tutor. He used to play videos related to the 

new topics and also gave us many examples 

of the new vocabulary to learn them in 

context (Almaz) 

Being more competent 

 My English private tutor's pronunciation was 

perfect, maybe because he was living in the 

United States. I still remembered that my 

schoolteacher’s pronunciation was not always 

correct, and I later discovered that 

(Nurdaulet) 

Having a positive student-tutor 

relationship 

In the tutorial sessions, I was always brave to 

talk and ask questions to my English tutor 

because I knew that she would not shout at 

me and was willing to explain the same idea 

several times until I comprehended it 

(Aqniyet) 

Dull and rigid way of teaching 

At school, we my listening and speaking 

skills were bad because we didn’t have 

chances to use English or know how to 

pronounce words correctly (Temirlan) 

Most English teachers were strict. They used 

to explain the materials quickly and made us 

feel afraid of exams. therefore, I studied just 

for the sake of grades, not to improve my 

English (Nurdaulet) 

Being less competent 

Some of my English teachers at school did 

not seem to be knowledgeable. They did not 

explain very well, maybe because of the large 

number of students or their lack of 

competence. Also, they did not use to provide 

us with effective feedback (Laura) 

Having a neutral to negative student-

teacher relationship 

 I sometimes did not feel comfortable to ask 

questions to my English teachers at school, 

due to the large number of students and the 

noisy environment. Also, the teacher 

sometimes was unwilling to explain the idea 

more than once (Temirlan) 

Less opportunities to use English 
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More opportunities to use English 

 My English tutors used English most of the 

time. However, sometimes when they 

explained something new or difficult, they 

switched to Kazakh or Russian…we had 

enough opportunities to use English in the 

tutorial sessions (Laura) 

 I studied in the rural school in the South, and 

of course, our English language teacher 

explained almost everything in Kazakh. We 

used to listen more than speak in English 

classes (Gulzhanar) 

 

 

The picture that emerged from the interview extracts shown in Table 2 demonstrates 

that most participants were not satisfied with the English instruction they received at school, 

which prompted them to participate in EPT. Moreover, private tutors were perceived by 

participants as more knowledgeable and competent in comparison to mainstream teachers. 

Another important factor that the participants highlighted was that their English mainstream 

teachers' methods were rigid and less effective, whereas English private tutors' teaching 

techniques were described as engaging and practical.. 

Challenges of Studying in English at EMI University   

Inadequate English language teacher practices at mainstream schools and participants’ 

weak personal motivation to learn English made them face an array of academic and linguistic 

challenges after joining their academic programs at this EMI university. The data analysis 

revealed that the participants’ challenges can be classified into four types: linguistic, 

academic, individual and content comprehension. 

Linguistic and Academic Challenges 

The participants' LLS choice and use were mainly influenced by the linguistic challenges 

they were facing at the EMI university. The participants reported the challenges related to 

academic writing norms and  their  English vocabulary inventory. English academic 
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competence has been proven to have the greatest impact on students' performance at EMI 

universities in non-anglophone environments (Galloway et al., 2017). With reference to the 

findings of this study, the majority of participants (seven out of eight) reported academic 

writing as the most challenging part of studying in English at their programs. Therefore, they 

struggled with completing their written assignments in English as well as following the 

academic style. They largely attributed this findings to their lack of preparation prior to 

joining this EMI university, as exemplified in the following extract: 

Extract 6: 

My biggest challenge is academic writing, especially when I am writing essays and 

research papers. As this is my first semester studying in English, I am not familiar with 

the style of term papers. My instructor gave me feedback saying there was no cohesion in 

my writing. I did not know how to connect paragraphs and also what ideas I should and 

should not  include in each paragraph to make them coherent (Kamshat, December 18, 

2021). 

Another participant, Almaz, expressed his frustration with writing academic papers in English 

due to his inability to incorporate academic vocabulary in his assignments. Extract 7 

elucidates this point. 

Extract 7: 

For me, academic writing is the most difficult skill. It is challenging for me to write 

academic and research papers...I tended to use simple sentences more than compound or 

complex sentences, along with using less academic words. This is the feedback I received 

from one of my university instructors and it was quite disappointing to me. (Almaz, 

December 21, 2021). 

The analysis of interview data showed that the lack of academic vocabulary was one of the 

factors that hindered some participants’ successful completion of academic assignments as 

well as their participation in the classroom. Extract 8 explains this point. 
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Extract 8: 

Using academic words in my academic assignments or during the classroom participation 

is a major challenge for me...when it comes to academic writing I cannot express my 

thoughts and arguments academically. Therefore, I spent a lot of time looking up for the 

appropriate vocabulary to use in my assignments. (Nurdaulet, December 20, 2021). 

Similarly, Kamshat mentioned that during her assignment writing, she repeatedly consulted 

dictionaries and thesaurus in spite of her grammar knowledge was quite good. 

Instructional Challenges  

The major challenge that first-year students face during their studies is university 

instructors' rigid practices, which consequently influence their motivation and engagement in 

the lessons. Moreover, these practices prompt participants to deploy specific LLSs to 

compensate for the "old-fashioned" teachers' ways of instructing, as revealed from the data 

analysis. This point was accordingly delineated in the following interview extracts: 

Extract 9: 

What I noticed is that professors of the older generation tend to repeat the same program 

over and over again without any modifications, which is rather old-fashioned. I would 

prefer them to be more up-to-date so that classes are more appealing to the students, 

especially considering that it is already hard for me to study in English (Kamshat, 

December 18, 2021). 

Likewise, Gulzhanar expressed her frustration with the teachers' practices at university that do 

not involve modern elements and put forward an abundance of theoretical knowledge that 

consequently fails to spike students' interest, considering that the language of instruction is 

English. Participants Nurdaulet, Almaz and Madiyar reported that English university 

instructors do not possess the skills of engaging students, as can be exemplified in the 

following extract: 

Extract 10: 
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I think they need to change the way they teach because the way they teach is not exciting, 

students get bored at classes. Teachers are not enthusiastic, I would like to change that 

(Madiyar, December 23, 2021). 

Apart from utilizing outdated teaching methods, other problems that caused difficulty for 

participants are lecturers’ fluency and language. That is, several participants stated their 

hardship with comprehending lectures due to lecturers’ low English language skills. For 

instance, one participant, Aqniyet, clarified that taking EMI courses is sometimes challenging 

as she thinks English proficiency of some lecturers is not inadequate to instruct fully in 

academic English.  

Individual Challenges 

The data analysis of this research revealed certain individual challenges encountered by 

some participants in the classroom. These challenges were partially ascribed to the 

participants’ lack of self-confidence, reticence, fear of making mistakes and low language 

proficiency. To exemplify this point further, Aqniyet stated that most of the time, due to her 

fear of being embarrassed in front of her peers and subjecting herself to negative evaluation, 

she restrained from asking questions in the classroom. In echoing this point, Aqniyet stated 

that: 

Extract 11: 

What is constantly holding me back in classes is the thought of peers laughing at me, 

thinking I am not smart enough. For example, before the lesson, I have like ten questions 

on the topic, and even though I want to ask them, I do not ask anything because I feel shy 

and anxious (Aqniyet, December 26, 2021). 

Another participant, Nurdaulet, referred negatively to his classroom discussions in English as 

he stated that he could not manage to articulate and express his ideas in English effectively, 

largely due to his lack of vocabulary. Consequently, Nurdaulet felt disconcerted and 
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embarrassed as he preferred to keep silent to save his face. Although his instructor possibly 

thought that Nurdaulet did not prepare the lesson well to respond to a certain question, 

Nurdaulet was reluctant to answer the question to avoid anxiety and distress. 

One unexpected finding was the extent to which participants struggled with speaking in 

English. That is, six participants expressed facing speaking anxiety in the English-language 

settings. For instance, Nurdaulet and Aqniyet revealed having tension and anxiety to speak up 

among more proficient peers, as shown in the coming interview extracts: 

Extract 12: 

And in the group, when having to speak English next to more proficient peers, I feel 

inferior to them. I also feel nervous because I feel like I am being compared to them 

(Nurdaulet, December 20, 2021). 

Extract 13: 

Sometimes I feel nervous when speaking English, especially when I see that my 

groupmate’s speaking skills are better than mine (Aqniyet, December 26, 2021). 

Similarly, Gulzhanar and Laura expressed their difficulties with speaking in English. They 

explained that having a strong accent and making mistakes in the use of words and 

pronunciation was a huge barrier for them in the classroom. 

Content Comprehension Challenges 

Another challenge that the participants reported was related to the content comprehension. 

Having difficulties understanding the meaning of professional words and terms related to the 

subject content, four participants (Madiyar, Nurdaulet, Almaz and Laura) disclosed this 

challenge as exemplified in the extract below: 

Extract 14: 

My major requires a very good English language level, so that is why I should learn a lot 

of terms in English...like programming, math, physics...they are complex, in English even 

harder to understand (Madiyar, December 23, 2021). 
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Likewise, Nurdaulet expressed his frustration with the lack of appropriate English language 

level and having to study and learn different subjects in this language. He reported that he 

spent extra time at home translating subject materials into Kazakh in order to understand the 

content more thoroughly, which he complemented with follow-up reading in English again. 

Participants’ Language Learning Strategies (LLSs) to Deal with the Challenges 

The findings of the participants' strategy use while dealing with the challenges of 

studying in the English language at an EMI university were provided in this section. As 

mentioned in Chapter 2, this study uses Oxford's (1990) taxonomy of strategies, which is 

classified into direct and indirect, to analyze the strategies of participants. 

Table 3 shows the LLSs used by the participants which divided language learning 

experiences into two phases: Phase 1 covered the school level of education, and the second 

pertained to their experiences after going to the EMI university. 

Table  3 

Strategies Used by the Participants (Phase 1: School Education; Phase 2: University) 

Strategy classification 

according to the 

findings of this study 

Strategy items 

  

Participants 

Phase 1 Phase 2 

  

  

  

  

  

  

  

  

Watching movies in 

English with English 

subtitles for improving 

listening and speaking 

skills 

Temirlan, 

Madiyar, Aqniyet, 

Kamshat,Nurdaul

et 

Temirlan, Madiyar, 

Aqniyet, 

Kamshat,Nurdaulet 
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Direct 

strategies 

  

  

Cognitive 

strategies 

Watching videos in 

English for educational 

purposes ( e.g. grammar 

lessons) 

Laura, Almaz, 

Nurdaulet 

Gulzhanar, Laura, 

Almaz, Nurdaulet 

Reading university 

lectures in English and 

Kazakh 

Nurdaulet 

Memorization 

strategies 

Using stickers to learn 

new words 

Almaz, Temirlan, 

Gulzhanar 

 

 

Temirlan, 

Gulzhanar 

 

 

Writing down the new 

words in vocabulary 

notebook 

Temirlan, 

Madiyar,Laura 

Temirlan, Laura 

Memorizing new words 

through repetition 

Madiyar, Aqniyet, 

Nurdaulet 

Madiyar, Nurdaulet 

Compensation 

strategies 

Avoiding 

communication during 

lessons   

Gulzhanar 

 

 

Gulzhanar, 

Nurdaulet, 

Laura,Aniyet 

 

Writing down unfamiliar 

words from movies and 

shows 

Almaz, Nurdaulet Nurdaulet 

  

  

  

  

  

Metacognitive 

Finding solutions to 

language problems, 

evaluating learning 

(e.g.,  working on 

mistakes and feedback,  

reflection, self-

Gulzhanar, 

Nurdaulet, 

Kamshat 

Gulzhanar, Almaz, 

Nurdaulet, 

Temirlan, Kamshat, 

Laura, Aqniyet 
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Indirect 

strategies 

strategies 

  

  

  

assessment) 

  

Immersing into English 

environment (e.g. setting 

devices into English) 

Kamshat, 

Gulzhanar 

Temirlan, Kamshat, 

Gulzhanar, 

Nurdaulet 

Using online services 

(e.g. Grammarly, 

thesaurus) 

Temirlan Temirlan, 

Nurdaulet, Laura 

  

  

Social 

Strategies 

Seeking help from more 

proficient peers 

Almaz, Kamsht Temirlan, Kamshat, 

Nurdaulet, Laura, 

Almaz 

Seeking opportunities to 

converse with 

native/competent 

English speakers 

Madiyar, Aqniyet Nurdaulet, Laura, 

Madiyar, Aqniyet 

Seeking help and 

feedback from teachers 

(e.g., attending office 

hours voluntarily, asking 

for additional tasks, 

feedback for written 

assignments) 

Temirlan Temirlan, Laura, 

Almaz 

Affective 

strategies 

Self-motivation and 

encouragement (e.g., 

putting posters, pass 

exams, get good grades)  

Nurdaulet Temirlam, 

Gulzhanar, 

Nurdaulet 

Direct strategies 

Direct strategies are the type of strategies that contribute directly to language learning. 

Based on the systematic taxonomy of strategies by Oxford (1990), direct strategies involve 

mental processing and classify them into three types: cognitive, memorization, and 
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compensation. During data analysis, despite the small sample of research participants, it was 

revealed all types of direct strategies are deployed by participants, which will be further 

defined. 

Cognitive strategies. This group of strategies is called the Building Brigade. They help 

learners construct schemata and allow the learner to directly control the language material, 

e.g., through analysis, repetition, summarizing, translation, and note-taking (Oxford, 2017). 

Interestingly, based on the findings of the current study, cognitive strategies are the most 

prevalent type of LLSs used by all participants, e.g., summarizing, creating mindmaps, graphs 

and outlines, and improving English pronunciation. However, as was revealed, watching 

content in English, one of the example strategies of using senses to understand and remember 

cognitive strategy sets, is deployed by every study participant. For instance, Gulzhanar 

watched news videos on social media to hear the language and saw the events at the same 

time: 

Extract 15: 

I try to watch news in English on my social media accounts. For example, I subscribed to 

news channels like BBC, even if I want or do not want to see, I cannot avoid them 

because they are on my feed. Also it is better to watch the news rather than just read 

because it is easier to understand and more interesting in video format (Gulzhanar, 

December 19, 2021). 

Temirlan, Madiyar and Aqniyet  watched movies in English to improve their listening and 

speaking skills since high school and continued deploying this strategy during their studies at 

EMI university. They also highlighted that this particular activity significantly boosted their 

comprehension of English speech. Apart from these three students, Laura and Nurdaulet 

watched the content in English for educational purposes such as grammar and IELTS lessons 

on YouTube. 
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Memorization strategies. This kind of strategy can assist students in acquiring and 

storing information, which they can later employ when communication is needed (Oxford, 

2017). Based on the data analysis, seven out of eight research participants had the experience 

of using memorization strategies during the school years. However, out of these seven 

participants, only five continued using the same strategies when dealing with their current 

challenges at university. This finding revealed the dynamic nature of LLSs, in the sense that 

an individual can employ different strategies according to the task and the situated context. 

For instance, Laura reported her experience of deploying memorization strategies both in 

school and university in the following extract: 

    Extract 16: 

I prefer learning new words in wordlists on a specific topic with a translation, then with 

my peers we ask the translation from each other...also I try to use new words in my 

writing and during classes as much as I can (Laura, December 28, 2021). 

This extract demonstrates how Laura deployed appropriate strategies (e.g. cognitive and social 

strategies) in order to memorize English words and used them in different contexts. As a 

result, she successfully formed mental links and employed one of the memory methods known 

as "putting new words in context" and " reciting out loud". 

Compensation strategies. To avoid anxiety induced by the lack of English vocabulary 

and speaking practice, four participants, namely Nurdaulet, Laura, Aqniyet and Gulzhanar 

evaded communication during lessons: 

Extract 17: 

I just sit silently without raising my hand because I do not know how to deliver my ideas 

in English and because of my accent, I do not want to feel embarrassed in front of my 

peers. It feels like a barrier which stops me from speaking up (Nurdaulet, December 20, 

2021). 
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Indirect strategies 

Indirect strategies are not involved directly in language learning but instead support and 

manipulate the learning process (Oxford, 1990). Based on the data analysis, it was revealed 

that all three types of indirect strategies, namely metacognitive, social and affective, were 

deployed by the participants of the study. 

Metacognitive strategies. This type of strategy guides the planning, implementation, 

monitoring, and evaluation of cognitive strategies (Oxford, 1990). From the data analysis, it 

was found that a preponderance of participants (7 out of 8) managed to evaluate their English 

language learning by paying attention to their weak points, identifying mistakes and assessing 

the overall learning process (see Table 3 for more examples). The following interview extract 

can also exemplify the employment of metacognitive strategies by the participants of this 

study: 

Extract 18: 

If I understand that the problem is memorizing new words or in my writingskills, I do my 

best to identify the problem and find the right solutions, usually by using the appropriate 

strategies to the task. (Gulzhanar, December 19, 2021). 

Social strategies. As shown in the section related to the mediating role of social agents, 

we found  that the social actors, especially English private tutors, peers and some university 

instructors, had played a focal role in facilitating the participants' English language learning 

and use. Consequently, social strategies tended to be one of the most prevalent types of 

strategies that several participants employed. These strategies included seeking help from 

more proficient peers while completing the academic assignments, approaching their 

university instructors during the office hours, making use of the opportunities to converse with 

competent speakers of English and participating in speaking clubs (for more examples about 
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social strategies, see Table 3). To clarify further, Temirlan was an avid user of social 

strategies, by asking help from more proficient peers in his group, as elucidated in the 

following interview extract: 

Extract 19: 

Sometimes we practice by speaking in English in the room, which is greatly improving 

my skills...also, I ask my peers to listen when I retell some information to memorize it 

better. When it comes to writing, I ask one peer to proofread my work and give some 

feedback (Temirlan, December 25, 2021). 

Affective strategies. Oxford (1990) states that affective strategies are essential when 

learning a language and related to emotion, attitudes, and motivation. This type of strategies 

we employed specfically by Madiyar. He did that by constantly encouraging himself to 

maintain the same pace with peers and receiving good grades: 

Extract 20: 

I always push myself to study and be active in lessons because I do not want to feel like I 

am falling behind my peers. Even though sometimes it is difficult for me, I motivate 

myself that I will get a good grade in the end...when it comes to exams, I usually put a 

poster with a desired score, which motivates me (Madiyar, December 23, 2021). 

Conclusion 

This chapter described the main findings on a group of undergraduate Kazakhstani 

students’ experiences while studying through the medium of English, underlying their 

challenges and strategic learning efforts . The first section presented the biographical vignettes 

of eight participants to give the reader some background information about their English 

language experiences before and after joining this EMI university, along with a snapshot of 

their challenges and strategy uses. The second part of the chapter was allocated to explain the 

main findings of three emergent themes from data analysis “ the mediating role and influence 



65 

 

 

of social agents”, “ the participants’ challenges of studying in English” and “the participants’ 

shifting use of LLSs before and after joining the EMI university”    

It was revealed that despite receiving English language instruction at mainstream schools 

and participating in EMI, almost all participants faced various challenges during their first 

semester studying in English at non-language programs. More specifically, they encountered 

linguistic, individual, academic and content comprehension challenges. Nevertheless, the 

participants deployed a variety of strategies – some of these strategies were effective and 

enabled them to improve their academic English and widen their knowledge about their 

specialization. These strategies were presented according to Oxford's (1990) classification of 

direct and indirect strategies, as elucidated in Table 3. 
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Chapter 5: Discussion 

This chapter discusses the findings from the interviews with eight undergraduate 

students at one of the EMI institutions in Kazakhstan, which were provided in Chapter 4. This 

chapter also considers the findings of current research guided by sociocultural language 

learning perspectives in relation to the existing literature on the challenges non-native English 

speaking students face while studying in English and LLS use, taking into consideration the 

downsides of the cognitive standpoint on language learning. As previously stated, the purpose 

of this qualitative study was to investigate the difficulties faced by a group of first-year 

undergraduate students while studying at an EMI university in Almaty, as well as the various 

LLSs they used to overcome their linguistic and academic difficulties. The following research 

issues were addressed in the previous chapter and will be reviewed in this chapter using 

Leontiev's (1981) Activity Theory (AT) and Oxford's (1990) classification of LLSs, which 

were used in this study: 

1. What challenges do the participants encounter while studying at an EMI University? 

2. What contextual factors affected the participants' language learning experiences? 

3. How do they deal with these challenges (i.e., their strategy uses)? 

This chapter is divided into three sections based on the research questions above. 

Revisiting the Conceptual Framework Adopted in this Study 

The current study used a sociocultural perspective on language learning to elucidate 

how individuals' LLS uses are the result of ongoing interaction between language learners 

themselves and a host of contextual realities, such as the mediating roles of family, teachers, 
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and peers, as well as the availability of language learning resources, to better understand the 

participants' language learning experiences and their situated and actual uses of LLSs (see 

Gao, 2010; Thomas et al., 2022). As a result, rather than using quantitative data collection 

methods like questionnaires and surveys to describe the participants' static nature of LLSs, this 

study combined two qualitative methods - one-on-one semi-structured online interviews and 

narrative writing - to capture the participants' dynamic and actual learning experiences, 

challenges, and strategies while learning and using English in various settings. 

With this in mind, this study utilized Leontiev's (1981) Activity Theory (AT) which 

stresses that particular goal-directed actions or strategies, mediated by appropriate means, 

assist individuals in achieving their overarching goals under certain spatial and temporal 

circumstances (Lantolf, 2000, p. 8). According to Mitchell and Myles (1998), AT provides a 

useful framework for delving into the complexities of human behavior by investigating the 

social circumstances in which it occurs. 

On the other hand, it highlights the fact that the same action might signify various 

things to different people depending on their aims. It is an agency that provides learners' 

strategic behaviour with its dynamism, as they continually adjust their behaviours and actions 

in order to accomplish their ultimate goals in response to shifting circumstances (Gao, 2007). 

Learner agency is “a characteristic of proactive agents capable of thinking, wishing and acting 

on recognising how a specific activity can overcome certain contextual constraints and help 

them accomplish their ultimate goals” (Hajar, 2022, p. 3). On this point, the sociocultural 

perspective of LLSs is concerned with "the dialectic between the individual and the social; 

between the human agency of these learners and the social practices of their communities," 

rather than erasing the individual from the picture (Norton & Toohey 2001, p. 308) (Further 
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information on the theoretical framework employed in this study may be found in Chapter 2). 

This conceptual framework employed in the current research study will be further illustrated 

in the following parts while examining the research questions and related literature. 

RQ1: What challenges do the participants encounter while studying at an EMI 

University? 

The results of this study's data analysis revealed that the eight participants had a 

variety of problems when studying in English, including linguistic, academic, instructional, 

content comprehension, and individual challenges, which will be explored in the following 

subsections. 

Linguistic and Academic Challenges 

According to Jimenez-(2015) Munoz's study of EMI university first-year students, 

there was a significant imbalance between institutional expectations and actual performance 

from most students making the transition from secondary school to university, due to a failure 

to recognize methodological considerations in the design of EMI programs of study. The same 

result was also echoed by Kamasak et al. (2021) while reporting on the challenges faced by 

undergraduate students at one EMI university in Turkey. Hence, many non-native English 

speaking students often face a host of linguistic and academic challenges. 

Erling and Hilgendorf (2006), for example,  reported that many students in EMI 

programmes tended to demonstrate a notable "lack of complexity" in their language skills 

because their "school English" was different from academic standards. Echoing this point on 

the findings of the current research, seven out of eight participants reported academic writing 

as the most challenging part of studying in English at their programs. More precisely, they 

were struggling with completing their written assignments in English as well as following the 
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academic style due to no prior preparation to joining this EMI university. To clarify this point 

further, one participant (Kamshat) indicated that she was not quite familiar with academic 

writing style, and hence her biggest challenge was completing her essays and research papers 

assigned by her university instructors. This finding aligns with the results of the study by 

Kamasak et al. (2021), who found that issues connected to academic English were prominent 

in the participants' responses, including difficulty organizing essays and writing in an 

acceptable academic style. 

The current study also discovered that three individuals (Nurdaulet, Kamshat, and 

Almaz) had difficulty writing academic essays in English due to a lack of grasp of English 

terminology. This study resembles that of Abouzeid (2021), who looked into the perceptions 

of Lebanese EMI psychology professors about their students' academic writing. Abouzeid 

(2021) found that most students in his study were unable to structure their language 

effectively and confronted difficulties in using specialized, discipline-specific terminology. 

Similarly, one participant of the current study, Nurdaulet, spent a lot of time looking 

up for the appropriate terms to use in his assignments as he lacks major-specific vocabulary. 

Another participant, Kamshat, also mentioned that she repeatedly consulted dictionaries and 

thesaurus to meet the academic style requirements while writing her assignments. Overall, 

participants' lack of vocabulary not only impeded the development of their reading and 

listening skills but also negatively influenced the development of their writing skills. Guided 

by Leontiev's (1981) Activity Theory, Parks and Raymond (2004) therefore highlight that “the 

relation between the subject and object is not only mediated by the immediate tools (materials 

as well as ideas) that are employed by the individual, but also by the community in which the 

individual is embedded” (p. 384). That is, the reactions of most participants to the new type of 
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assessment at the EMI university they experienced were influenced by their past language 

learning experiences. 

Content Comprehension Challenges 

The current study found that participants' linguistic skills had a direct impact on their 

cognitive ability to comprehend topic matter relevant to their majors. For instance, one 

participant (Nurdaulet) declared that he was frustrated with having insufficient English 

vocabulary to comprehend different subjects in this language. He had to spend extra time at 

home translating subject materials into Kazakh to understand the content more thoroughly, 

which he complemented with follow-up reading in English again. Moreover, Nurdaulet 

indicated that studying in his first language (i.e. Kazakh) would have been more accessible 

(easier?) compared to studying in English due to more proficient level in Kazakh. This finding 

aligns with the study by Evans (2010), which revealed that most participants appeared to have 

had a testing initiation in higher education and admitted that learning in their first language 

would be more effective. 

Another participant, Madiyar, also reported having difficulties understanding the 

meaning of professional words and terms related to the subject content. This is consistent with 

a study conducted by Evans and Morrison (2011), who highlighted the problem of content 

comprehension during the first semester of undergraduate students transiting from non-EMI to 

EMI settings. Long stretches of several lectures appeared to be rendered essentially worthless 

due to the deluge of technical terminology. Apart from word overload, issues with certain 

professors' accents and their frequently quick and unfocused manner of presenting hampered 

understanding throughout the first term. The issue of content comprehension was also  in two 

studies by Evans and Green (2007) and Chang (2021). Students' lack of vocabulary 
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knowledge, particularly technical language, was discovered to be a major barrier to 

understanding academic content in EMI in the previous study. Similarly, the later study 

discovered that due to a lack of vocabulary understanding, Taiwanese EMI students, 

particularly those in technical subjects, struggled to grasp concepts and did badly 

academically. 

Individual Challenges 

The findings also suggest that psychological factors influenced the English language 

learning process, along with  linguistic and content comprehension challenges. These 

psychological factors include anxiety and fear of making mistakes which negatively impacted 

the classroom performance of four participants (Nurdaulet, Aqniyet, Laura, Gulzhanar). 

For instance, Nurdaulet reported being tense and anxious while having to speak up 

among more proficient peers due to the fear of being compared to them. Likewise, Gulzhanar 

and Laura emphasized their inability to communicate in English. They mentioned that having 

a strong accent and making errors in word use and pronunciation was a big obstacle in the 

classroom for them. Consequently, they remained silent in the classroom discussions despite 

having questions. This echoes Lantolf & Pavlenko (2001), who, drawn on Leontiev's (1981) 

Activity Theory, affirm that the essential aim of human activities is not the mere performance 

of an action or “doing” it, but rather “the meanings and interpretations” allocated to the action 

by the people who are involved in the action. 

The above findings concur with those of several previous studies (e.g. Horwitz, 1988; 

Suzuki, 2017) that have reported that speaking is the most anxiety-provoking skill in EMI 

settings. For example, Horwitz et al. (1986) define foreign language anxiety as "a distinctive 

complex of self-perceptions, beliefs, feelings, and behaviors related to classroom language 



72 

 

 

learning arising from the uniqueness of the language learning process" (p.128). Moreover, 

learners' competitive tendency in language performance, concern about examinations and 

communication, and concern of unfavourable assessments, according to Ellis (2008), are all 

sources of anxiety. For instance, Aqniyet has expressed her feeling nervous whenever 

witnessing her groupmate's speaking skills are better, which is a sign of competitive tendency 

in language performance. This also correlates with Dörnyei’s (2001) argument, which stated 

that "people with a low sense of self-efficacy in a particular domain regard tough activities as 

personal threats; they linger on their own personal weaknesses and the barriers they face 

rather than concentrating on how to complete the work effectively" (p. 87). 

RQ2:What are the contextual factors that affected the participants' language learning 

experiences? 

This section focuses on the contextual factors that have an impact on the participants' 

English language learning experiences, particularly the influences of mediating social agents 

such as family members, tutors, teachers, and peers. The concept is crucial to the current 

study, which emphasizes  "the prominence of social, political and cultural processes in 

mediating learners' cognitive and metacognitive processes" (Hajar, 2019, p. 44). The study 

participants are from mainstream schools where the Russian or Kazakh language is used as a 

medium of instruction, as indicated in previous chapters. As a result, when it came to previous 

English language learning experiences, the majority of the participants in the study said they 

had problems with English instruction at their regular schools, necessitating the assistance of 

private tutors or language schools. 

Based on the data obtained from participants, English teachers' practices at mainstream 

schools were referred to as rigid in terms of the lack of effective feedback and engagement, 
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being intolerant of students' mistakes, and focusing only on the successful students. 

Consequently, such practices negatively impacted the participants' English language learning 

motivation and attitudes towards the learning process and prompted specific LLSs. This 

supports the finding of the study by Kalikova and Rakhimzhanova (2009), in which the 

majority of Kazakhstani students reported their teachers' poor delivery of the subject matter 

was the reason they turned to private tutoring. Furthermore, participants of the current study 

described their EPT experiences as effective and engaging owing to the tutor's competence, 

method of teaching and positive attitude. 

Most participants’ willingness to capitalize on of the supportive language resources 

(e.g. English private tutoring and technologies) reflected their agentive power, because the 

presence of "enabling language resources" in one's life does not imply that they will contribute 

to learning or that the learner would invest these resources in their language learning and use 

(Palfreyman, 2014, p. 177). Drawing on Activity Theory, Burr (1995) therefore emphasized 

that learner agency can be adjusted and developed because: 

…human agents are capable (given the right circumstances) of critically analyzing the 

discourse which frames their lives and of claiming or resisting them according to the 

effects they wish to bring about (p. 90). 

As indicated by the outcomes of this study, most participants highly valued the 

practices of their English private tutors. As a result, many participants, either directly or 

indirectly, deployed certain effective LLSs, as will be discussed further in the following 

section. The findings of this study, however, highlighted the importance of conducting more 

empirical studies on English private tutoring or "shadow education" in relation to the 

influence of English private tutors as one of the influential contextual factors on the 
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participants' strategic language learning efforts and future selves (see Bray, 2022).This is 

especially because “English as a subject in the shadow education system has received 

comparatively less attention in the research literature” (Coniam, 2014, p. 105). As far as the 

Kazakhstani context is concerned, there are a few studies on shadow education in Kazakhstan, 

but none of them was specifically allocated to English private tutoring so far (e.g. Hajar & 

Abenova, 2021; Hajar et al. 2022). 

RQ3:How do they deal with these challenges (i.e., their strategy uses)? 

This section contains information on the different types of strategies utilized by the 

participants when studying and learning the English language. According to Oxford (1990), 

LLSs are "specific actions taken by the learner to make learning easier, faster, more enjoyable, 

more self-directed, more effective, and more transferable to new situations" (p.8). The table 

that divides these strategies according to each participant is presented in Chapter 4. In addition 

to Activity Theory, The research study was guided by Oxford's (1990) classification of LLSs, 

which divides language learning strategies into two types, i.e. direct and indirect. More 

specifically, Oxford (1990) classifies them into "memory strategies", "cognitive strategies", 

and "compensation strategies" (direct), and "metacognitive strategies", "affective strategies", 

and "social strategies" (indirect) (for more elaboration about strategy classification, see 

Chapter 2).  

Direct strategies 

In order to acquire a language, direct strategies depend on the utilization of cognitive 

processes. It was previously noted that based on data analysis, all types of direct strategies 

were deployed by all participants. Some examples of these strategies include "memorizing 

new words through repetition" (i.e., memory strategy), "avoiding communication during 
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lessons" (i.e., compensation strategy) and "watching movies in English with subtitles to 

improve listening and speaking skills" (i.e., cognitive strategy). 

Memory strategies can aid in the formation of neural connections in the brains of 

learners while learning new language information (Oxford, 1990). Thus, the majority of 

research participants employed this type of direct strategy. For example, one participant 

(Laura) deployed a memory strategy in order to memorize English words and use them in 

different contexts. She employed one of the memory methods known as "putting new words in 

context" and "reciting out loud" by reciting new words to her peers, using them in her writing 

and during classroom discussions. As a result, the participants' mastery of the language was 

aided by the employment of cognitive and social methods (Oxford, 1990). For instance, to 

remember the meanings of new words and phrases in English from movies, Madiyar compiled 

them in notes application or translated them from English to Russian by using online 

dictionaries. As a result, an object, i.e., the Internet, which students used to acquire English 

words, was utilized to mediate particular strategies. 

Analysis, repetition, summarizing, translation, and note-taking are examples of 

cognitive strategies that allow the learner to manage the linguistic content directly (Oxford, 

2017). This group of strategies was the most prevalent type of LLSs used by all participants, 

e.g., summarizing, creating mindmaps, graphs and outlines, and improving English 

pronunciation. For example, one participant (Temirlan) employed a shadowing technique to 

improve his pronunciation. As Someya (1996) states, the most difficult aspect for most 

learners is correctly acquiring the target language's prosodic features. Moreover, Someya 

(1998) indicates that shadowing can aid learners in acquiring prosodic aspects of a language, 

laying the groundwork for improved listening abilities. 
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With regard to compensation strategies that help learners with a lack of language 

knowledge (Oxford, 1990), Gulzhanar, Laura, Nurdaulet and Aqniyet stated that they avoided 

communicating during sessions to prevent the anxiety of committing mistakes. These 

participants deployed one of the compensation strategies, particularly "avoiding 

communication" (Oxford, 1990, p. 48). Furthermore, this strategy assisted them in 

overcoming the limits imposed by their lack of English vocabulary and speaking practice. 

Indirect strategies 

Indirect strategies, such as planning, cooperating, and seeking opportunities, provide 

indirect aid for language acquisition (Oxford, 1990). This type of strategies was also utilized 

by all participants of the study (Temirlan, Madiyar, Aqniyet, Kamshat, Nurdaulet, Laura, 

Gulzhanar, Almaz). Some of the example strategies are seeking "help from proficient peers" 

(i.e., social strategy), "self-encouragement" (i.e., an affective strategy) and "immersing into 

the English environment" (i.e., metacognitive strategy). 

Metacognitive strategies enable learners to manage or regulate their own efforts in the 

learning process (Oxford, 1990). Self-evaluation strategy was revealed to be used by the 

preponderance of the participants (Gulzhanar, Almaz, Nurdaulet, Temirlan, Kamshat, Laura, 

Aqniyet). These participants expressed that paying attention to their weak points, identifying 

mistakes and assessing the overall learning process have positively influenced their progress 

in English language learning. As for affective strategies, it was found that four participants 

(Nurdaulet, Temirlan, Gulzhanar, Madiyar) deploy affective strategies, which are linked to 

how learners feel about the language learning process (Oxford, 1990). Therefore, for instance, 

Madiyar constantly motivated himself to maintain the same pace with peers and receive good 

grades by using the strategy of self-encouragement. 
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Seven participants (Temirlan, Madiyar, Aqniyet, Kamshat, Nurdaulet, Laura, Almaz ) 

sought help from different social actors, especially English private tutors, peers, and some 

university instructors who, in turn, were essential in helping the participants' English language 

development and usage. When they struggled to complete academic assignments, understand 

subject contents, understand grammar rules, or understand the meaning of English phrases, 

these respondents used social strategies. Chamot and O'Malley's (1990) study on the 

relationship between strategy use and English language competency clearly demonstrates the 

role of social strategies in language learning. A higher degree of social strategy is linked to a 

higher level of English accomplishment, according to the findings of this study. Improvement 

of the current study's participants in English language proficiency and use of social strategies 

also supports Chamot and O'Malley's (1990) claim that there is a relationship between 

students' effectiveness and various classes of learning strategies. 

Overall this section revealed that was a lack of variation in the strategies' deployment 

despite Oxford's (1990) affirmation that learners sometimes deploy more than one strategy 

simultaneously. It was disclosed that within one sub-group (cognitive strategies), participants 

used a maximum number of strategies; however, in other sub-groups (affective and 

compensation), individuals used only a limited number of techniques (one or two). 

Conclusion 

This chapter outlined the findings from Chapter 4 in light of prior theoretical and 

empirical studies on the current research issue, as well as Leontiev's (1981) Activity Theory 

and Oxford's (1990) taxonomy of LLSs, which served as the research's conceptual framework. 

Therefore, the key findings on first-year students' difficulty studying in the English language, 

the contextual factors that affected their English language learning experiences, and the 
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language learning strategies utilized by the participants to overcome those challenges were 

presented in this chapter.  
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Chapter 6: Conclusion 

The purpose of this chapter is to present the study's major conclusions. The primary 

purpose of this qualitative study was to find out what obstacles eight first-year undergraduate 

students faced while attending an EMI institution and what strategies they used to overcome 

them. This research also sought to understand how various contextual elements (such as 

teachers' practices, peer mediation, assessment methodologies, and parental engagement) 

influenced the participants' language learning experiences, strategy use, and future vision. 

Two qualitative research methods were used to collect data: narrative writing and semi-

structured online interviews. A brief overview and recommendations for stakeholders and 

policymakers based on the study's findings are also included in this chapter. The chapter 

concludes with a review of the study's limitations, as well as some research recommendations.  

Major Conclusions of the Study 

The current research examined the challenges faced by a group of first-year 

undergraduate Kazakhstani students studying at an EMI institution in Almaty, as well as the 

language learning strategies (LLSs) they employed during their academic studies at that EMI 

university. The participants’ past language learning experiences were also taken into account. 

The researcher adopted the sociocultural perspective in order to capture the dynamic 

and actual interplay between the participants’ learning experiences at an EMI university and 

the influence of a host of mediating social realities such as the practices of instructors, private 

tutors, and assessment modes. This research was guided by Leontiev's Activity theory (AT) 

which stresses that particular goal-directed actions or strategies, mediated by appropriate 

means, assist individuals in achieving their overarching goals. Also, Oxford’s (1990) 
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classification of LLSs into direct and indirect strategies was used in this study (for more 

elaboration about the theoretical framework adopted in this study, see Chapter 2).   

Despite the fact that the current study only included a small number of participants, the 

findings suggest that they faced a variety of challenges that were divided into four categories: 

"linguistic challenges," "content comprehension challenges," "instructional challenges," and 

"individual challenges". During English classes at their mainstream schools, participants were 

not able to sufficiently develop their English language skills due to the rigid practices and 

limited support of English teachers. As a consequence, participants encountered difficulties 

comprehending and producing English academic language during their studying in EMI. 

Furthermore, participants' limited English language abilities had an impact on the quality of 

their material understanding. For instance, the lack of academic vocabulary sometimes made it 

difficult for them to read the material in English, comprehend their instructors’ speech during 

the lectures, complete their written academic assignments, participate in classroom 

discussions, and respond orally to some teachers' questions. As well as this, participants 

insufficient knowledge of the English language and lack of speaking skills affected the self-

confidence of several participants. That is, some participants revealed feeling anxious while 

answering teachers' questions in front of other peers. 

According to the findings of this study, participants' use of LLSs was also shaped by 

dynamic interactions between students and a range of contextual settings. Therefore, it is 

necessary to emphasize that the participants' learning goals significantly influenced how they 

used LLS, highlighting two concepts: "participants' strategic interactions with contexts" and 

"goal orientation." These two concepts form the activity theory that the current study adopted. 
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To deal with the challenges, all participants used a variety of LLSs to improve their 

English language proficiency. Oxford's (1990) classification was used to analyze the 

strategies, which divides them into "direct strategies" (memory, cognitive, and compensation) 

and "indirect strategies" (metacognitive, affective, social). The majority of participants 

deployed cognitive and memory strategies, e.g., summarizing, creating mindmaps, repetition, 

and putting new English words in context. Some participants revealed deploying 

compensation strategies to avoid the anxiety of performing in front of other peers by 

remaining silent during classroom discussions. 

Regarding the indirect strategies, all three types were used by the study participants. 

For instance, some participants used affective strategies, namely self-encouragement, to 

maintain the same pace with peers or receive good grades on exams. Moreover, most 

participants adopted metacognitive strategies to manage or regulate their own efforts in the 

learning process, e.g., paying attention to their weak points, identifying mistakes, and 

assessing the overall English learning process. Social strategies that helped the participants' 

English language development and usage were mediated by different social actors, especially 

English private tutors, peers, and some university instructors. All the strategies employed by 

the research participants were presented in Table 2 of Chapter 4. 

Strengths and Limitations of the Study 

As discussed in Chapter 2, most quantitative methods in LLS research involving 

questionnaires or surveys can only reveal students' preferences for LLSs and the stable nature 

of LLSs, not their real and contextual use. Therefore, one of the study's key strengths is that it 

used a qualitative sociocultural approach to identify participants' challenges and obtain their 

dynamic and contextualized LLS use, disclosing the mediating role of a myriad of contextual 
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realities, such as formal and informal social actors and technological tools. Furthermore, using 

individual semi-structured interviews as one of the key methods of data collection, and the 

research was able to gain in-depth data on participants' English language experiences, 

challenges, and LLS efforts.  

Another strength of the current study is that it used phenomenography, which takes a 

second-order perspective (i.e., how the participant perceives their surroundings) rather than a 

first-order one. The study's socio-dynamic theoretical framework is congruent with the non-

dualistic viewpoint. It implies that language learning occurs not just in the minds of individual 

learners but also in their ongoing interactions with a variety of situated contextual realities 

such as teacher practices and resource availability. 

Nonetheless, there are at least three limitations to the findings of this study. First, 

collecting the data online was essential during the COVID-19 pandemic to secure the safety of 

both the researcher and participants, which in some cases affected the data collection process. 

To clarify further, for a few participants, using an online platform (i.e., Zoom) to conduct 

interviews produced challenges with inconsistent internet connectivity, taking into account 

that there were at homes in rural regions. Furthermore, despite being clearly informed of all 

ethical considerations and participants' rights, a few participants were hesitant to turn on the 

camera and record the interview. Thus, due to their concerns about confidentiality, it was 

difficult to gain their trust and their right to withdraw was repeated throughout the whole 

interview. Thirdly, the sample size in the study was small, which added further caution 

regarding the generalizability of these findings. 

Furthermore, the researcher found that some participants had difficulty understanding 

a couple of interview questions, e.g., distinguishing between the general challenges of 
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studying at EMI University and linguistic ones. In addition, several participants had trouble 

comprehending the notion of LLSs. As a result, several more questions had to be asked or 

rephrased in simple language. It might be beneficial to do a pilot interview before beginning 

the actual data collecting to test the researcher's interview questions. 

Implications of This Research Study 

Based on the analysis of data collected from participants and literature on students' 

difficulties and strategies in the EMI environment, the conclusions of this study offer a variety 

of practical implications for various stakeholders. 

First, as was explored, students intend to improve their English language skills to 

achieve various personal goals; however, studying at EMI university does not necessarily 

guarantee that. It was revealed that both mainstream English teachers and university 

instructors have the ability to improve or hinder students' English language acquisition. As a 

result, these educators should be familiar with contemporary educational tools and 

methodologies, as well as strategy instruction. Through these means, teachers will have the 

opportunity to support their students in improving their content comprehension of the English 

language and their motivation to learn. 

More significant efforts are needed to ensure that university instructors scaffold 

students with continuous and systematic support in academic writing in particular. This can be 

achieved in the forms of workshops, personal tutorials, study guides, courses, and office 

hours—with greater support given to lower proficiency students. As the findings of the study 

highlighted academic writing as the most problematic skill among the participants, provision 

of academic writing support in terms of organizing sessions about important topics such as 

critical thinking, avoiding plagiarism and using the referencing system correctly will enhance 
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the quality of written assignments of students and reduce their anxiety and challenges. 

Students may also benefit from courses that focus on the particular academic skills required 

for subject-specific EMI programs since this study comprised participants from several 

specializations. Furthermore, given that the study's findings imply that specific skills (such as 

writing and speaking) are more difficult for participants than others, skill-based support 

systems might be useful in expanding EMI programs.  

Despite the fact that EMI university requires students to have a certain level of English 

competence, the practice has proven that levels vary substantially among students. Therefore, 

another implication is that the student recruiting practices should be reviewed. To maximize 

the benefits for enrolled students, adequate English admission criteria are required. Otherwise, 

the necessity for significant English development may possibly trump content learning. 

Given the study's methodological shortcomings, it is proposed that analogous studies 

with a bigger sample using various data collection methods, which may provide a 

comprehensive and in-depth view of students' challenges in EMI, should be conducted. Apart 

from the limitation related to the small number of participants, this qualitative study focused 

only on students' perspectives at one university in Kazakhstan. Thus, a longitudinal empirical 

study could be conducted by other researchers, focusing on the main EMI universities in 

Kazakhstan and considering not only the voices of students but also the university instructors 

and administrators. Exploring various challenges from multiple perspectives in different EMI 

settings may offer policymakers in Kazakhstan some further vital insights in relation to the 

effectiveness of EMI in Kazakhstani formal settings. 

Further, supporting and preparing students during the transition points when they 

move from secondary schools with L-1 language of instruction to EMI universities is needed. 
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This study discovered that non-EMI high school graduates encountered a host of language-

related difficulties throughout the critical transition phase (i.e., Year 1). Universities may offer 

distinct routes depending on the students' high school education system. Furthermore, because 

of the significant correlation between L2 competency and high school education, EMI 

teachers collect this information from placement questionnaires as one possible indicator of 

students' readiness for EMI. 

In general, the present study's findings have significant implications for understanding 

learners' English learning experiences, challenges, and LLS use. Thus, this research can 

benefit language learners by raising their awareness of English obstacles and other learners' 

LLSs, encouraging them to study English more effectively. In addition, showing learners' 

current English issues, this study may help enhance the implementation of LLS in language 

learning classes. By exploring this problem, it is intended that this research would also raise 

LLS awareness. 
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Appendix A 

Interview Questions 

Time of Interview: 

Date: 

Place: 

Researcher: Aigerim Kuttubayeva 

Participant: Student 

1. Warm up questions  

1) What is your current level of English? 

2) How did you use to learn English before studying at university? 

3) Has this program at your university live up to your expectations? 

2. What kind of challenges did you encounter during English learning at university? 

1) How did you overcome these challenges?  

2) Do you think there are any factors that negatively influence your English learning? If 

yes, what are they and how do you deal with them?  

3) Comparing you today and when you first entered this program, are there any 

differences that you notice? 

4)  When you encounter new academic words, do you do something to in order to fix 

them in memory? If yes, then what? 

5)  How do you prepare for oral presentations in English as part of this program? Please 

describe. 

6) Can you describe how the preparation and writing process goes with written 

assignments within the program? 
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7)  What about the role of technology in your life? you use them to improve your English 

or to study on this program? If so, how? If not, then why not? 

8) What are your strategies when dealing with English learning challenges?  

9) What is the most difficult skill of English language for you to acquire? 

10) Do you find English classes at the university effective? If no, what would like to be 

changed? 

11) In what language and how does a typical English lesson take place?  

12) Do you learn English outside of the classroom? 

13) How do you feel when speaking in English language? 

14) Are you motived to further improve your English language skills? What is your 

intended level to achieve?  

15) What kind of support from teachers would you like to have?  

16) Is there anything you would like to add? 
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Appendix B 

Request for Permission to Conduct Research 

Date:   

Dear …………., 

  

I am a second-year graduate student at Nazarbayev University of Multilingual 

Education program and am conducting research “Understanding First-year University 

Students’ Challenges and Language Strategy Uses at an EMI University: Evidence from 

a Multilingual Context” to fulfill the requirement of my program. My research will focus on 

the challenges students face during their first year of studies in EMI program and their 

language learning strategy (LLS) uses.  

I would like to request permission to interview eight first-year students of at your 

university. The site was chosen because of competitive English-Medium of instructions 

programs university offers and the intended participants. During the data collection process, 

which will be held between November and December, participants will be asked to write an 

essay and participate in semi-structured online interview. Individually, these research methods 

should not take a long time to complete and may be done at a time and date that is convenient 

for you. The items will be utilized in the data gathering procedure. All information gathered 

through interviews, informal discussions, and questionnaires will be kept totally confidential, 

and anonymity will be protected. Participants will be able to opt out of receiving information 

at any time. 

This research is intended to yield benefits. This research might be the first opportunity 

to the target participants to articulate their own challenges at an EMI university and their LLS 
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deployment. This in turn will also benefit other Kazakhstani university students to delve into 

their own English language experiences and strategy use. In addition, this empirical study is 

expected to provide insights into how to improve educational policies and practices to make 

the learning process productive. 

I hope that you find the project of interested and will be interested in working with us.  

Please contact me if you have any queries, or you may contact my supervisor, Anas Hajar, 

anas.hajar@nu.edu.kz 

Email me if you would like a reference or any additional information. 

  

Yours faithfully, 

Aigerim Kuttubayeva 

Aigerim.kuttubayeva@nu.edu.kz 

+77073698152 
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Запрос на разрешение на проведение исследования 

  

(Дата):  ……………………………………. 

  

Уважаемый…………………………..! 

  

Я учусь на втором курсе программы полиязычного образования Назарбаев 

Университета и провожу исследование «Понимание проблем студентов первого курса и 

использования языковой стратегии в университете EMI: данные из многоязычного 

контекста» для выполнения требований моей программы. Мое исследование будет 

сосредоточено на проблемах, с которыми студенты сталкиваются в течение первого 

года обучения по программе EMI, и на их стратегии изучения языка (LLS). 

Прошу разрешения взять интервью у восьми первокурсников вашего 

университета. Ваш университет был выбран из-за конкурентоспособных программ 

обучения английскому языку, предлагаемых университетом, и предполагаемых 

участников. В процессе сбора данных, который будет проходить с ноября по декабрь, 

участников попросят написать эссе и принять участие в полуструктурированных 

онлайн-интервью. По отдельности эти методы исследования не должны занимать много 

времени и могут проводиться в удобное и подходящее время. Материалы будут 

использованы в процессе сбора данных. Все данные и выводы, сделанные в ходе 

интервью, неформальных дискуссий и анкет, будут храниться в строгой 

конфиденциальности, и анонимность сохраняется. Участники будут иметь право 

отозвать свою информацию в любое время. 
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Ожидается, что это исследование принесет пользу. Это исследование может 

быть первой возможностью для целевых участников сформулировать свои собственные 

проблемы в университете EMI и их использование LLS. Это, в свою очередь, также 

поможет другим студентам казахстанских университетов углубиться в  свой 

собственный опыт владения английским языком и использовать стратегии. Кроме того, 

ожидается, что это эмпирическое исследование даст представление о том, как улучшить 

образовательную политику и практику, чтобы сделать процесс обучения 

продуктивным. 

Надеюсь, что вам будет интересен проект и будет интересно с нами работать. 

Пожалуйста, свяжитесь со мной, если у вас есть какие-либо вопросы, или вы можете 

связаться с моим руководителем Анасом Хаджаром, anas.hajar@nu.edu.kz 

Напишите мне, если вы хотите получить ссылку или дополнительную информацию. 

Спасибо, что нашли время, чтобы прочитать это. Надеюсь, услышать от вас позже.  

  

Искренне Ваша, 

Айгерим Куттубаева 

Aigerim.kuttubayeva@nu.edu.kz 

+77073698152 
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Зерттеулер жүргізуге рұқсат алуға сұрау салу 

  

(Күні):........................................... 

  

Құрметті……………………..,  

  

Мен Назарбаев университетінің көптілді білім беру бағдарламасының екінші 

курс студентпін және бағдарламаның талаптарын орындау үшін "Университеттің 

бірінші курс студенттерінің мәселелерін түсіну және EMI университетінде тілдік 

стратегияны қолдану: көптілді контекстегі дәлелдер" зерттеуін жүргіземін. Менің 

зерттеуім EMI бағдарламасының бірінші жылындағы студенттердің проблемаларына 

және олардың тіл үйрену стратегиясына (LLS) назар аударады.  

Мен сегіз студентінен сұхбат алуға рұқсат сұрағым келеді. Сіздің университет 

ұсынатын ағылшын тіліндегі бәсекеге қабілетті оқу бағдарламалары мен болжалды 

қатысушылардың арқасында таңдалды. Қараша мен желтоқсан аралығында өтетін 

деректерді жинау процесінде қатысушылардан эссе жазып, жартылай құрылымдалған 

онлайн-сұхбатқа қатысу сұралады. жеке-жеке, Бұл зерттеу әдістері көп уақытты қажет 

етпеуі керек және сіз үшін ыңғайлы және қолайлы уақытта және күні жасалуы мүмкін. 

Материалдар деректерді жинау процесінде қолданылады.  Сұхбат, бейресми талқылау 

және сауалнама нәтижесінде жасалған барлық деректер мен тұжырымдар қатаң құпия 

болып табылады және анонимділік сақталады. Қатысушылар кез-келген уақытта өз 

ақпаратын қайтарып алуға құқылы. 
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Бұл зерттеу пайдалы болады деп күтілуде. Бұл зерттеу мақсатты қатысушылар 

үшін EMI университетінде және олардың LLS орналастыруында өз мәселелерін 

тұжырымдаудың алғашқы мүмкіндігі болуы мүмкін. Бұл өз кезегінде қазақстандық 

университеттердің басқа студенттеріне ағылшын тілін қолдану тәжірибесі мен 

стратегиясын тереңдетуге көмектеседі. Сонымен қатар, бұл эмпирикалық зерттеу оқу 

процесін нәтижелі ету үшін білім беру саласындағы саясат пен тәжірибені қалай 

жақсартуға болатындығы туралы түсінік береді деп күтілуде. 

Сіз жобаны қызықты деп табасыз және бізбен ынтымақтастыққа қызығушылық 

танытасыз деп үміттенемін.  Егер сізде сұрақтар туындаса, маған хабарласыңыз немесе 

менің жетекшім Анас Хаджармен байланыса аласыз, anas.hajar@nu.edu.kz 

Егер сізге сілтеме немесе қосымша ақпарат қажет болса, маған жазыңыз. 

Мұны оқуға уақыт бөлгеніңіз үшін рахмет.  Жақында сізден жаңалық аламын деп 

үміттенемін. 

  

Құрметпен, 

Әйгерім Құттыбаева 

Aigerim.kuttubayeva@nu.edu.kz 

+77073698152 
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Appendix C 

INFORMED CONSENT FORM (for students) 

Understanding First-year University Students’ Challenges and Language Strategy Uses 

at an EMI University: Evidence from a Multilingual Context 

 

DESCRIPTION: You are invited to participate in a research study “Understanding First-

year University Students’ Challenges and Language Strategy Uses at an EMI University: 

Evidence from a Multilingual Context”. This study set out to investigate the challenges and 

language strategy uses of students, particularly first-year, at an EMI university enrolled in the 

Department of Foreign Philology to give voice to students and contribute to previous studies. 

The objectives of this research are to reveal the contextual factors that impact students’ 

experience during language learning as well as strategies they employ to overcome linguistic 

challenges. You will be asked to participate in an interview and submit an essay for this study. 

Names and other identifying information will be kept anonymous after your consent by 

utilizing pseudonyms. Only with the participant's permission will the focus group interview be 

audio taped. All collected data will be kept in a secure location for the length of the study and 

then destroyed after the results are given. Only my thesis supervisor and I will have access to 

the information. 

RISKS AND BENEFITS: There are no significant risks connected with this study. 

Throughout the study, the name of the institution will not be mentioned. To reduce the 

possibility of exposing the university's name, data and language that could do so shall be 

avoided. As a result, university will be recognized one of the local universities that offers the 

EMI program in the research (that is the focus of the research). Additionally, because students' 

academic obstacles, issues, and difficulties are sensitive subjects, some psychological hazards 

may be noted. In this instance, if you are uncomfortable answering certain questions, you have 

the option to refuse to answer or exit from the interview.The potential benefits include giving 

an opportunity to students to voice their opinion and articulate their challenges is the main aim 

of the research. This in turn will also benefit other students to delve into experiences of other 

students. In addition, this empirical study is expected to provide insights into how to improve 

educational policies and practices to make the learning process productive. This research will 

advantage policy-makers for further development and enhancement of policies. And lastly, the 
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present study is anticipated to suggest the answers on the challenges students face and 

recommendations on the ways to improve teaching strategies. 

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.   

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, Anas Hajar, anas.hajar@nu.edu.kz 

Independent Contact:  If you are not satisfied with how this study is being conducted, or if 

you have any concerns, complaints, or general questions about the research or your rights as a 

participant, please contact the NUGSE Research Committee at 

gse_researchcommittee@nu.edu.kz  

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

 

• I have carefully read the information provided; 

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

• I understand how the data collected will be used, and that any confidential information 

will be seen only by the researchers and will not be revealed to anyone else; 

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

reason; 

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

study. 

 

 

Signature: ______________________________  

Date:____________________ 

 

The extra copy of this signed and dated consent form is for you to keep.  

mailto:anas.hajar@nu.edu.kz
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ФОРМА ИНФОРМИРОВАННОГО СОГЛАСИЯ 

Понимание Проблем и Использования Языковых Стратегий Студентов-

первокурсников в Англоязычном Университете: Данные Из Многоязычного 

Контекста 

ОПИСАНИЕ: Вы приглашены принять участие в научном исследовании «Понимание 

проблем и использования языковых стратегий студентов-первокурсников в 

англоязычном университете: данные из многоязычного контекста». Это 

исследование было направлено на изучение проблем и использования языковых 

стратегий студентами, особенно первокурсниками, в университете EMI, зачисленными 

на факультет иностранной филологии, чтобы дать возможность студентам высказаться 

и внести свой вклад в предыдущие исследования. Целью данного исследования 

является выявление контекстуальных факторов, влияющих на опыт студентов во время 

изучения языка, а также стратегий, которые они используют для преодоления языковых 

проблем. Для этого исследования вам будет предложено принять участие в интервью и 

написать эссе. После вашего утверждения имена или другая идентифицирующая 

информация будут сохранены. 

анонимно, используя псевдонимы. Интервью с фокус-группой будет записано только с 

разрешения участника. Все собранные данные будут храниться в надежном месте для 

продолжительность исследования и уничтожается после его предъявления. Никто 

кроме меня и диссертации руководитель будет иметь доступ к информации. 

РИСКИ И ПРЕИМУЩЕСТВА: Риски, связанные с этим исследованием, минимальны. 

Название учреждения не будет упоминаться на протяжении всего исследования. Чтобы 

свести к минимуму риски, мы будем избегать данных и слов, которые могут привести к 

раскрытию названия университета. Итак, в исследовании  университет будет 

рассматриваться как один из местных университетов, предоставляющих программу 

EMI (что является предметом исследования). Кроме того, для студентов могут 

наблюдаться некоторые психологические риски, поскольку академические проблемы, 

проблемы и трудности студентов являются деликатными вопросами. При этом, если 

ВАМ неудобно отвечать на какие-то вопросы, ВЫ имеете право отказаться отвечать на 

вопрос или выйти из интервью. Потенциальные преимущества включают в себя 

предоставление студентам возможности высказать свое мнение и сформулировать свои 
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проблемы, что является основной целью исследования. Это, в свою очередь, также 

поможет другим учащимся углубиться в опыт других учащихся. Кроме того, ожидается, 

что это эмпирическое исследование даст представление о том, как улучшить 

образовательную политику и практику, чтобы сделать процесс обучения 

продуктивным. Это исследование поможет разработчикам политики в дальнейшей 

разработке и совершенствовании политики. И, наконец, ожидается, что настоящее 

исследование предложит ответы на проблемы, с которыми сталкиваются учащиеся, и 

рекомендации по улучшению стратегий обучения. 

ПРАВА УЧАСТНИКОВ: Если Вы прочитали данную форму и решили принять 

участие в данном исследовании, Вы должны понимать, что Ваше участие является 

добровольным и что у Вас есть право отозвать свое согласие или прекратить 

участие в любое время без штрафных санкций и без потери социального пакета, 

который Вам предоставляли. В качестве альтернативы можно не участвовать в 

исследовании. Также Вы имеете право не отвечать на какие-либо вопросы. 

Результаты данного исследования могут быть представлены или опубликованы в 

научных или профессиональных целях. 

КОНТАКТНАЯ ИНФОРМАЦИЯ:  

Вопросы: Если у Вас есть вопросы, замечания или жалобы по поводу данного 

исследования, процедуры его проведения, рисков и преимуществ, Вы можете связаться 

с руководителям магистерского тезиса исследователя: Anas Hajar, anas.hajar@nu.edu.kz 

Независимые контакты:  Если Вы не удовлетворены проведением данного 

исследования, если у Вас возникли какие-либо проблемы, жалобы или вопросы, Вы 

можете связаться с Комитетом Исследований Высшей Школы Образования Назарбаев 

Университета, отправив письмо на электронный адрес  

gse_researchcommittee@nu.edu.kz 

Пожалуйста, подпишите данную форму, если Вы согласны участвовать в исследовании.  

 

• Я внимательно изучил представленную информацию; 

• Мне предоставили полную информацию о целях и процедуре исследования;  

• Я понимаю, как будут использованы собранные данные, и что доступ к любой 

конфиденциальной информации будет иметь только исследователь;  

mailto:anas.hajar@nu.edu.kz
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• Я понимаю, что вправе в любой момент отказаться от участия в данном 

исследовании без объяснения причин; 

• С полным осознанием всего вышеизложенного я согласен принять участие в 

исследовании по собственной воле. 

 

Подпись: ______________________________  Дата: ____________________ 
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Ағылшын Тілінде Білім Беретін (АТББ) Университеттің Бірінші Курс 

Студенттерінің Мәселелерін Және Тілдік Стратегияларын Қолдануды Түсіну: 

Көптілді Контекстегі Мәліметтер 

 

Анықтама: Сізді " Ағылшын тілінде білім беретін (АТББ) университеттің бірінші курс 

студенттерінің мәселелерін және тілдік стратегияларын қолдануды түсіну: көптілді 

контекстегі мәліметтер"зерттеуіне қатысуға шақырады. Бұл зерттеудің мақсаты 

студенттерге алдыңғы зерттеулерге өз үлестерін қосуға мүмкіндік беру үшін шетелдік 

филология факультетінде оқитын EMI университетінің студенттері, әсіресе бірінші курс 

студенттері қолданатын мәселелер мен тілдік стратегияларды зерттеу болды. Бұл 

зерттеудің мақсаты-тіл үйрену кезінде студенттердің тәжірибесіне әсер ететін 

контекстік факторларды, сондай-ақ лингвистикалық мәселелерді шешуде 

қолданылатын стратегияларды анықтау. Бұл зерттеу үшін сізден сұхбатқа қатысу және 

эссе жазу сұралады. Сіздің мақұлдауыңыздан кейін атаулар немесе басқа 

сәйкестендіретін ақпарат сақталады өтініштер жасырын өтініштер болып танылып 

пайдалана отырып, псевдонимов. Фокус-топпен сұхбат тек аудио жазбаға жазылады 

қатысушының рұқсаттары. Барлық жиналған деректер қауіпсіз жерде сақталады 

зерттеудің ұзақтығы оны ұсынғаннан кейін жойылады. Менен және ғылымнан басқа 

ешкім жоқ басшы, бұл ақпаратқа қол жеткізе алмайды. 

Тәуекелдер мен артықшылықтар: Осы зерттеуге байланысты тәуекелдер аз. 

Зерттеу барысында мекеменің атауы айтылмайды. Тәуекелдерді азайту үшін 

университет атауының ашылуына әкелуі мүмкін деректер мен сөздер алынып 

тасталады. Сонымен, зерттеу барысында университет жергілікті университеттердің бірі 

ретінде қарастырылады (зерттеу тақырыбы). Сонымен қатар, студенттер үшін кейбір 

психологиялық қауіптер байқалуы мүмкін, өйткені студенттердің академиялық 

проблемалары, проблемалары мен қиындықтары өте маңызды мәселелер болып 

табылады. Бұл жағдайда, егер сіз кейбір сұрақтарға жауап беруге ыңғайсыз болсаңыз, 

сіз сұраққа жауап беруден бас тартуға немесе сұхбаттан бас тартуға құқығыңыз бар. 

Ықтимал артықшылықтарға студенттерге зерттеудің негізгі мақсаты болып табылатын 

өз пікірлерін айтуға және өз проблемаларын айтуға мүмкіндік беру кіреді. Бұл өз 

кезегінде басқа студенттерге басқа студенттердің тәжірибесін тереңдетуге көмектеседі. 
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Сонымен қатар, бұл эмпирикалық зерттеу оқу процесін нәтижелі ету үшін білім беру 

саясаты мен практикасын қалай жақсартуға болатындығы туралы түсінік береді деп 

күтілуде. Бұл зерттеу саясаткерлерге саясатты одан әрі дамыту және жетілдіру үшін 

пайдалы болады. Сонымен, осы зерттеу студенттердің проблемаларына жауаптар мен 

оқыту стратегияларын жетілдіруге арналған ұсыныстарды ұсынады деп күтілуде.  

ҚАТЫСУШЫ ҚҰҚЫҚТАРЫ: Егер Сіз берілген формамен танысып, зерттеу 

жұмысына қатысуға шешім қабылдасаңыз, Сіздің қатысуыңыз ерікті түрде екенін 

хабарлаймыз. Сонымен қатар, қалаған уақытта айыппұл төлемей және сіздің 

әлеуметтік жеңілдіктеріңізге еш кесірін тигізбей зерттеу жұмысына қатысу 

туралы келісіміңізді кері қайтаруға немесе тоқтатуға құқығыңыз бар. Зерттеу 

жұмысына мүлдем қатыспауыңызға да толық құқығыңыз бар. Сондай-ақ, қандай 

да бір сұрақтарға жауап бермеуіңізге де әбден болады. Бұл зерттеу жұмысының 

нәтижелері академиялық немесе кәсіби мақсаттарда баспаға ұсынылуы немесе 

шығарылуы мүмкін.  

БАЙЛАНЫС АҚПАРАТЫ:  

Сұрақтарыңыз: Егер жүргізіліп отырған зерттеу жұмысының процесі,қаупі мен 

артықшылықтары туралы сұрағыңыз немесе шағымыңыз болса, келесі байланыс 

құралдары арқылы зерттеушінің магистрлық тезисі бойынша жетекшісімен 

хабарласуыңызға болады.  

ДЕРБЕС БАЙЛАНЫС АҚПАРАТТАРЫ: Егер берілген зерттеу жұмысының 

жүргізілуімен қанағаттанбасаңыз немесе сұрақтарыңыз бен шағымдарыңыз болса, 

Назарбаев Университеті Жоғары Білім беру мектебінің Зерттеу Комитетімен 

көрсетілген байланыс құралдары арқылы хабарласуыңызға болады: электрондық 

поштамен gse_researchcommittee@nu.edu.kz.  

Зерттеу жұмысына қатысуға келісіміңізді берсеңіз, берілген формаға қол қоюыңызды 

сұраймыз. 

 

• Мен берілген формамен мұқият таныстым;   

• Маған зерттеу жұмысының мақсаты мен оның процедурасы жайында толық 

ақпарат берілді;  
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• Жинақталған ақпарат пен құпия мәліметтерге тек зерттеушінің өзіне қолжетімді 

және мәлім болатынын толық түсінемін;  

• Мен кез келген уақытта ешқандай түсініктемесіз зерттеу жұмысына қатысудан 

бас тартуыма болатынын түсінемін; 

• Мен жоғарыда аталып өткен ақпаратты саналы түрде қабылдап, осы зерттеу 

жұмысына қатысуға өз келісімімді беремін.  

 

Қолы: ______________________________  Күні: ____________________ 
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Appendix D 

 

Interview Sample (English) 

Interviewer: Thank you for agreeing to participate in this study. I would like to reiterate that 

your participation is voluntary and that your identity is not disclosed after the interview. 

Interviewee: I understand. 

Interviewer: What is your current level of English proficiency? 

Interviewee: [Mm] I think that at the moment, the level of English seems to have increased, 

about “intermediate”. When I was in my senior year, I went through this” intermediate " book, 

where I understand what is written, and I understand the general meaning of the texts and 

what they say. I don't know how to express my thoughts correctly, but in general, I do...I think 

I have an average knowledge of English. 

Interviewer: How did you learn English before studying at the University? 

Interviewee: According to the Kazakhstan program, I entered the experimental class for 12 

years, so I was given English lessons from the second grade, but at that time I did not know 

anything, and after learning the program of the 12-year class, I just moved to school. It was 

then that the English language was taught to me from the fifth grade, in the fifth grade it was 

very easy at first, passed the simple words, the new “apple”, “dog”, “house”, such words I 

learned by heart, but then I had difficulties in memorizing a new word, and because the 

teacher did not have feedback, that is, the teacher only gave us his lesson, and after leaving, 

we did not learn anything else, and because the teacher was strict, the English lesson was not a 

recognition of a new life, but only an assessment, and all our knowledge became a 

memorization. Then, when I went to the seventh grade, I studied at the Daryn school in 

Kentau. He's there...our teacher, a very strong aunt, came to us...I forgot your name, um, the 

Russian came to my sister, and the lesson she taught me with laughter was very interesting, 

and as a result of the lessons that I did not pay for in the middle of the sixth grade from the 

fifth grade, English became very difficult for me from the seventh grade. Why? Because I 

didn't give birth to anything, I wasn't taught anything at five or six. Since seventh grade,I have 

been very poor in English. Therefore, my interest completely stopped, I just did my homework 

and learned the grades. It was the same thing that I was not interested in any English language 

until the eleventh grade, because I did not like the method given to me by the teachers. Then, 

after graduating from the eleventh grade, I started taking additional English lessons with the 
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idea of going abroad with a childhood dream, knowing the country. There were also new 

words and grammar that were difficult for me... "perfect tense “was very difficult for me, 

because I never use it when I speak Kazakh, so it was very difficult for me to express my 

thoughts in English, and for this I often began to work only with” past simple “or” present 

simple" or so-only with present simple and present continuous ...time was running out...thanks 

to friends, thanks to acquaintances, I started a little by little Nas. I'm not losing the general 

question? 

Interviewer: No. 

Interviewee: After that, I participated in three or four people, there was no progress, I 

continued with the same progress. Then I went to study in Almaty for a month. There was no 

help from there, and the last time I found a tutor in this city of Turkestan, he was an uncle who 

went to America, and I really liked his teaching style. 

Interviewer: Did this program at your university meet your expectations? 

Interviewee: Yes, this is a very reasonable question. It is very difficult to answer this question 

because studying from Kazakh to English and in another specialty it was very difficult  
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Сұхбат транскрибциясы (Оригинал) 

Interviewer: Осы зерттеуге қатысуға келіскеніңіз үшін рахмет. Мен сіздің қатысуыңыз 

ерікті екенін және сұхбаттан кейін Сіздің жеке басыңыз ашылмайтынын қайталағым 

келеді. 

Interviewee: Түсінікті. 

Interviewer: Сіздің қазіргі ағылшын тілін меңгеру деңгейіңіз қандай? 

Interviewee: [Мхм], дәл қазіргі уақытта агылшын деңгеім өскен сияқты, шамамен 

“intermediate” деп ойлаймын. Соңғы курстарға барған кезде сол ‘intermediate” кітаппен 

өттік, Ол жақтағы жазылған нәрселерді мен түсінемін және мәтіндердің жалпы 

мағынасын түсінемін және не сөйлеп жатқанын түсінемін. Озімнің сөйлеуім кішкене 

тоқтап ойымды дұрыс жеткізе алмаймын, бірақ, в основном, жалпылама түрде 

мен...ағылшын тілін орташа білемін деп ойлаймын. 

Interviewer: Университетте оқығанға дейін ағылшын тілін қалай оқыдыңыз? 

Interviewee: Қазақстан бағдарламасы бойынша біз экспериментальді сыныпқа мен 

түсіп қалдым 12 жылдық, сондықтан да маған ағылшын сабағы екінші класстан бастап 

өтілді, бірақ ол кезде мен ештене тусінбейтін болдым және ол 12жылдық класстын 

бағдарламасын аңықтап  мен жай мектепке ауыстым. Дәл сол кезде ағылшын тілі маған 

бесінші класстан бастап өтілді, бесінші класста басында өте оңай болды, оңай сөздерді 

өтті, жаңағы “apple”, “dog”, “house” там, сондай сөздерді мен жатқа білдім бірақ ары 

қарай  жаңа сөз жаттауда менде қиындықтар пайда болды және мұғаліміздің кері 

байланысы болмағандықтан яғни мұғалім тек ғана өз сабағын береді және одан 

кеткеннен кейін біз басқа ешнәрсе үйренбейтін едік және мұғалімнін қатал 

болғандықтан ағылшын сабағы бізге жаңа өмірді тану емес, тек баға алу ретінде болды 

и біздің біліміздің барлығы жаттану болып кетті. Одан кейін, жетінші сыныпқа барған 

кезде мен Кентауда дарын мектебінде оқыдым. Ол жақта...ол жақтағы мұғалім біздің 

өте күшті апай келді бізге...атың ұмытып тұрмын, мхм, орыс апай келді және ол 

апайдың күліп үйреткен сабағы өте қызық болды дегенменде бесінші класстан 

алтыншы класстағы ортасындағы өтелмей қалған игелмей қалған сабақтардын 

нәтижесінде  мен жетінші класстан бастап уже ағылшын өте қиын болды маған. 

Неліктен? Себебі мен ешнәрсе тусінбедім, бес пен алтыда маған ешнәрсе үйретілмеді. 

Содан жетінші класстан бастап  мен ағылшын сабағынан өте нашар болдым. Сондықтан 
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қызығушылығым мүлдем тоқтады  тек ғана үй жұмысын орындау және жаттанды 

біліммен баға алдым. Дәл солай маған онбірінші классқа дейін ешқандай ағылшын тілі 

қызық емес болды өйткені  маған мұғалімдердің берген  методы ұнамады. Содан кейін 

онбірінші класс бітіргеннен кейін балалық арманмен шетелге бару, ел тану деген 

адамнын ойыммен ағылшын тілден қосымша сабақтарға қатыса бастадым. Бұд жерде де 

маған қиындық жаңа сөздер болды және грамматика болды, әсересе... “perfect tense” өте 

маған қиын болды өйткені мен қазақ тілінде өзім сөйлеген кезде ешқашан  

қолданбаймын ондай нәрсені сондықтан маған ағылшынша ой жеткізу барысында өте 

қиын болды және сол үшін мен көбіне тек ғана “past simple” немесе “present simple” 

немесе былайша айтқанда тек қана present simple және present continuous-дармен жұмыс 

жасауға бастадым и ...уақыт өтегеле...достардың арқасында, таныстардың арқасында 

мен кішкене-кішкене ұға бастадым. Жалпы сұрақтан айрылып жатқан жоқпын ба?  

Interviewer: Жоқ. 

Interviewee: Одан кейін үш төрт адамға  қатыстым, ешқандай прогресс болмады, сол 

прогресспен жүре бердім. Одан кейін мен Алматыға оқуға бардым, бір айға. Ол жақтан 

да еш көмек болмады және ең соңғы мен осы Түркістан қаласында бір ағай таптым, өзі 

Америкаға барып келген ағай еді және оның оқыту стилі маған өте ұнады.  

Interviewer: Сіздің университетіңіздегі бұл бағдарлама Сіздің үмітіңізді ақтады ма? 

Interviewee: Ия, бұл өте орынды сұрақ. Бұл сұраққа жауап беруге өте қиын себебі қазақ 

тілінен ағылшын тіліне және басқа мамандықта оқу ол өте қиын болды өйткені мен 

оқып жатқан сабағым и плюс ағылшын тілі екеу маған қиын.  
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Appendix E 

Sample of Initial Codes 

 

Data Code  Theme  

Interviewer: Сіздің 

университетіңіздегі бұл 

бағдарлама Сіздің үмітіңізді 

ақтады ма? 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Challenges in 

studying in 

English 

(linguistic, 

individual, 

instructional) 

 

Nurdaulet: Бұл сұраққа жауап 

беруге өте қиын себебі қазақ 

тілінен ағылшын тіліне және 

басқа мамандықта оқу ол өте 

қиын болды өйткені мен оқып 

жатқан сабағым и плюс 

ағылшын тілі екеу маған қиын.  

 

Мысалы мен лекцияларда 

профессордың айтқан идеясын 

нақты түсінбеймін өйткені 

ағылшын қорым жетпейді. 

 

 

 

Transition from Kazakh school to EMI 

 

 

 

 

Content comprehension difficulties due 

to limited vocabulary range  

 

Nurdaulet: мысалы қазақ 

тілінде болса сол сабақ маған ... 

мен оны жүз пайыз меңгеретін 

едім, ағылшын тілінде болғаннан 

кейін бұл сабақтарды мен үйге 

барып қайталап, яғни өз 

тілімде, қазақ тілінде оқып, 

потом ағылшын тілінде 

қайтадан қарап осылай жұмыс 

жасау процесі көп болады 

менде. 

 

 

Time-consuming translation of subject 

content for comprehension 

 

 

Nurdaulet: Мен кейбір 

сұрақтардын жауабын білсем 

де оны ағылшынша қалай 

жеткізуді қиналып, содан ұялып 

яғни өзімнің қолымды көтермей 

тыныш отыра берем.  

 

 

Self-consciousness during lectures   

 

 

Nurdaulet: ...term paper стиліні 

білмейтін едім және ол кездегі 

арасындағы байланыс ... 

 

Insufficient knowledge on academic 

writing style 
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арасындағы main part  байланыс 

не жазу керек екенін қатты 

білмейтін едім ағылшын тілінде 

болған сон.  

Interviewer: Келесі сұрақ, 

университетте ағылшын тілін 

үйрену кезінде қандай 

қиындықтарға тап боласыз? 

 

 

 

Nurdaulet: Academic words I 

think the first one...райтинг 

тапсырмаларга келгенде в 

основном киындык сол жерде 

ойткені мен создерды 

академикалык турде жеткизе 

алмайм.  

 

Lack of vocabulary for academic papers  

 

Nurdaulet: Және группада 

ағылшын тілді жақсы білетін 

балдардын касында өзімді 

төмен деп санаймын, жане 

озимди оте нервно сезинем 

себеби оларга салыстыратын 

болатынды ойлаймын 

 

 

Feeling pressured among more 

proficient peers  

 

Nurdaulet: Өз жағымнан 

жалкаулық және математик 

болганнан тилді үйренуге 

келгенде киналамын. 

 

Lack of motivation and self-discipline  

Difficulty learning languages   

Interviewer: Сіз университеттегі 

ағылшын тілі сабақтарын тиімді 

деп санайсыз ба? Егер жоқ 

болса, нені өзгерткіңіз келеді? 

 

Nurdaulet: және мен ойлаймын 

китабты ауыстыру керек, 

мұғалімдер бізді қызықтыра 

алмайды. 

Boring way of teaching 
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