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Abstract
Investigating EFL Teacher Trainers’ Practices and Views of Language Teaching and

Developing Learners’ Communicative Competence in Kazakhstan

The development of communicative competence in the English language is an
instructional goal of secondary education in Kazakhstan. This objective is supported by
policymakers and the media, who are advocating its practical utility for competing in a
globalized world. With the heightened expectations and demands on school graduates,
English language teaching and learning is changing to improve students’ educational
achievements. To support and enhance the quality of education and ongoing teacher
training in Kazakhstan, the potential of professional development system is utilized. In
spite of the considerable implementation efforts, research in Kazakhstan suggests that the
development of communicative competence in English remains a challenge for learners.
Additionally, current research findings indicate that there is a mismatch between teachers’
and students’ views about the challenges of developing effective English communication
skills in secondary schools in Kazakhstan. However, few studies have paid attention to the
recent professional development programs for in-service English as a foreign language
(EFL) teachers from the perspectives of teacher trainers. As a result, the purpose of this
study is to investigate the practices and views of teacher trainers on Communicative
Language Teaching (CLT) and the development of communicative competence in learners.
To achieve the aims of the study, qualitative research design was followed and multiple
research instruments employed, namely, questionnaires, semi-structured interviews and a
documents analysis. The findings revealed that communicative competence is internalized
as a quantifiable skill measured through international assessment frameworks and testing
systems. Further, CLT is viewed as a student-centered approach with the focus on both

form and meaning. At the same time, EFL teacher trainers identified classroom-level and
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societal-institutional constraints, namely, the presence of mixed-ability students,
inconsistency in the content of English textbooks, and absence of a sustainable
professional development system as impediments for successful CLT implementation. On
this basis, the pointed out societal-institutional and classroom-level constraints in English
language classrooms should be taken into account when designing professional

development programs.
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AnjgaTna

Ka3zakcranaa aFblIIIBIH T MYFAJTIMAEPiHiH )KATTHIKTHIPYHIBLIAPBI TIKIpHOECiH
JKOHE 0JIAPIABIH Tl OKbITY MEeH OKYIIbLIAPAbIH KOMMYHMKATHBTIK KY3bIPeTTLIIH

JAAMBITYFa KO3KapacTapbIH 3ep/eliey

AFBUILIBIH TUT cabaFbIHa OKYIIBLIAPABIH KOMMYHUKATUBTIK KY3bIPETTIIITIH JaMBITY
Kazakcranmarsl opta 6151iM Oepy/liH TOpOUEIIK MaKcaTTapbIHBIH 0ipi OOJIBIN TaObLIA IbI.
byn makcar xahanmganran onemze 6ocekere KaOIeTTl TYJIeK YIIIiH KOMMYHUKAIHSUTBIK
JaFIbIIapAbIH MPAKTHKAIBIK MaHBI3IBUIBIFBIH aTall KOPCETE OTHIPHII, cascaTKepiiep MEH
BAK rapanbiHal Konaay Taybll OThIp. MEKTeIl TyJieKTepiHe KOMbUIAThIH TajanTap MeH
YMITTEp/iH apTybIlHa OaiIaHBICTHI aFBUIIIBIH TUTIH OKBITY MEH OKBITY OKYIIBUIAP/IBIH OKY
JKETICTIKTEPIH apTThIpyFa OarbITTanran. KasakcTanmarsl Myranimaepaid Oitim Oepy
camnachlH JKOHE Y3A1KCI3 OUTIKTLIITNH KOJ1ay dKOHE apTThIPY YILIIH OUTIKTUTIKTI apTTIPY
JKYHMECIHIH dJIeyeTl MmaiilananbuIasl. OPTYPIll KociOu naMy OarmapiiaMaapbiH JKy3ere
acpIpy OoiibIHIIIA alTapbIKTal KYLI-Kirepre Kapamactad, KazakcTanarbl 3epTTeyiep
aFbUIIIBIH Ti11 ca0aKTapblHAa KOMMYHHKATUBTIK KY3bIPETTUIIKTI JAMBITY CTYJCHTTEp YILIiH
KypJeni Mmacese 0onbin Kana 6epeTiHiH kepceteai. COHBIMEH Katap, Ka3ipri 3epTTey
HoTwxkenepi Ka3akcTanHbIH >kaimbl Ou1iM OepeTiH MEeKTeNTepiH/ie aFbUIIIbIH TUTIH/E
TUIM/II KOMMYHUKAIMSUTBIK JaFbUIapabl JaMbITY MocesellepiHe KaThICThl MyFalliMIep MEH
OKYHIBUIAP/IbIH KO3KapacTapbIHbIH albIpMaIlIbUIBIFbIH KopceTei. JlereHMeH, OUTIKTITIKTI
apTTHIPY JKYHECIHIH OKBITYIIBUIAPBIHBIH YCTaHBIMBIHA 3epTTEYNIEpIiH a3 Oeiiri FaHa Ha3ap
aynapanabl. HoTmkecinae, Oyt 3epTTeyAiH MaKkcaThl OUTIKTUTIKTI apTThIpy Kykeci
MYFalliMAEPiHiH LIET TUTIH OKBITYJaFbl KOMMYHUKATHBTI TOCUIT€ KATHICTHI TOXKIpHOECci MEH
KO3KapacTapbIH 3epTTey KOHE CTYACHTTEPIIH KOMMYHUKATUBTIK KY3bIPETTLIITIH I1aMBITy
00J1bIT TaObUTABL. 3EpTTEYAIH MAaKCAaThIHA JKETY YIIIH canalibl 3epTTey JU3aiiHbI )KOHE

OpTYpIIi 3epTTey Kypajaphl, aTal alTKaHAa cayalHaManap, cyxoarTrap skoHe KyXKaTTap.ibl
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Tayngay maiganaHpuIel. HoTmkenep KOMMYHHKATHBTI KY3bIPETTUTIK XaTbIKapaIbIK
CTaHJAPTTAp MEH TECTIICY XKYHelepl apKbUIbl OaralaHaThIH OJIIICHETIH JaF bl PETIH/IC
KapacThIPbUIATHIHBIH KopceTTi. COHbIMEH Oipre, KOMMYHHKATHBTI OKBITY TPaMMAaTHKAJIBIK
JIaFIpLIapIbl MEHT€PY/Ii /1€, KOMMYHUKATHUBTI MOceIenep/i eyl ae OipiKTipeTiH
OKYIIbIFa OaFBITTANIFAH TACLT peTiHae KaObuinanaasl. by perte OUTiKTUNIKTI apTThIpy
JKYHECiHIH MyFalliMiepl cabakTa KOMMYHHUKATUBTI TOCUIA1 THIMJII )KY3€Te achIpyFa Keaepri
KEJITIPETIH YHBIMIACTHIPYIIBLIBIK XKOHE QJICYMETTIK-WHCTUTYIIMOHAJIBIK MEKTEYIIep i
AHBIKTAJIbI, aTall alTKaH/a: JalbIHIBIK JCHICHI OpPTYPIIl CTYJSHTTEPIiH O0JTybl, aFbUIIIBIH
T1J11 OKYJIBIKTaPBIHBIH Ma3MYHBIHBIH COMKECCI3/IIT1 )KoHE MyFalliMIep Il KypCcTaH KeiHT1
TYPaKThI KOJIAy KYHEeCiHIH HKOKTBIFbl. OCBIHBI HET13T€ ajia OTBIPHII, aFbUIIIBIH T11
MYFaTiMAepiHiH OUTIKTUIITIH apTThIpy OaFaapiaaManapbiH jkacay Ke3iHJe OChl dJIeyMEeTTIK-

HHCTUTYIUOHAJIIBIK KOHC ¥ﬁBIMHaCTLIpym51HLIK H_ICKTey.Hep,I[i CCKEPY KAXKCT.
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AHHOTaNuA

HN3ydyeHue NpaKkTUK NpenogaBaTesiedl CHCTEMbI MOBbIIEHUS KBATU(PUKANM U UX
B3IJISII0B HA NMpenoJaBaHue aHTJIMICKOro sI3bIKA M Pa3BUTHE KOMMYHUKATHBHOM

KOMIIETCHTHOCTH YYalllUXCH B Ka3zaxcrane

Pa3BuTre KOMMYHUKAaTUBHOM KOMIIETEHIMU YYalIUXCS HA YPOKAX aHIJIMHUCKOTrO S3bIKa
SIBJISICTCS] OJTHOM M3 YU4eOHBIX IeJiel cperHero oopa3zoBanus B Kazaxcrane. Orta 1einb
MOJICPKUBACTCS pa3padOTUNKaMU TOJIMTUKH B CPEJCTBAMU MacCOBOM MH(MOpMAInu,
MOAYEPKUBAIOLIMMHU MTPAKTUYECKYIO0 3HAYUMOCTh KOMMYHUKATUBHBIX HABBIKOB JIJIS
KOHKYPEHTOCIIOCOOHOTO BBIITYCKHUKA B INI00ATU3UPOBAHHOM MuUpe. B cBsi3u ¢
MOBBIIICHHBIMU OKUJAHUSIMHU U TPEOOBAHUSAMH K BBITYCKHUKAM LIKOJI, IPETIOAaBaHKE U
M3YYEHUE aHTTUNCKOTO SI3bIKa HAMPABJICHO HA YIIy4IlleHne 00pa30BaTeIbHbIX JOCTHKEHUN
yuanuxcs. s moAaep KU 1 TOBBIIICHHS KaueCTBa 00pa30BaHUsI U HEMPEPHIBHON
MOArOTOBKHU yuuTesnel B Kazaxcrane ucnosb3yercsi IOTEHLUANl CUCTEMBbI IIOBBILICHUS
kBanupukanuu. HecMoTps Ha 3HAUMTENbHBIE YCUIIHS 110 peai3allui pa3TuIHbIX
IporpaMM MOBBIIICHHSI KBATU(PHUKAINK, HccienoBaHus B Ka3axcraHne mokaspiBaoT, 4To
pa3BUTHE KOMMYHUKAaTUBHOM KOMIIETEHIIMM HA YPOKaX aHIVIMMCKOTO SI3BIKE OCTAETCS
npobsieMoii s ydamuxcs. Kpome Toro, Tekyuie pe3ynbTaThl HCCIEI0BAHNN YKA3bIBAIOT
Ha pa3Nu4us B3MIAIOB YUUTENEH U ydauxcst Ha mpoosieMbl pa3BUTHS 3 (HEKTHBHBIX
HABBIKOB OOIIIEHHUS HA aHTJIMICKOM sI3bIKE B cpeiHUX miKkonax Kazaxcrana. Tem He MeHee,
JIMILIb HEMHOTHE UCCIEA0BAHUS YICISIOT BHUMAaHHUE MO3ULIMH IIPENOAABATENIEH CUCTEMBI
MOBBIIICHUS KBaTU(pHUKAIMU. B pe3ynbrare 3aa4ya 3TOro UCCIeI0BAaHUSI COCTOHUT B TOM,
9TOOBI U3YUUTh MPAKTUKY U B3TJISABI IPETIOAaBaTeNIei CUCTEMBI MOBBIIIEHUS
KBaTM(DUKAIIMKA HA KOMMYHUKATUBHBIN MOJX0/ B 00YYEeHHH HHOCTPAHHOMY SI3BIKY U
pPa3BUTHE KOMMYHHUKAaTUBHOM KOMIIETEHTHOCTH yJyaluxcs. /(s 1ocTuxkeHus neneu

HCCJIeIOBaHUS HCIIOIb30BaJICs KAUeCTBEHHBIM MEeTO U Pa3JINYHbIC HHCTPYMCHTEIL
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HCCIICAO0BAHNs, BKIIIOYAIOINE AHKETHI, MHTCPBBIO U aHAJIN3 JOKYMCHTOB. PCSy.]'II)TaTI)I
IMOKas3aJik, YTO KOMMYHUKATHBHasd KOMIICTCHTHOCTb PaCCMaTpHUBACTCA KaK HO,H,Z[&IOHleICH
KOJINMYCCTBEHHOMY NU3MCPCHUIO HABBIK, OHCHI/IBaeMHﬁ C IIOMOIIBIO MEXAYHAPOIHBIX
CTaHJApTOB U CUCTEM TCCTUPOBAHUA. HpI/I 9TOM KOMMYHHUKaTHBHOC o6yquI/Ie
BOCIIPMHHUMACTCSA KaK OpI/IeHTI/IpOBaHHHﬁ Ha CTyACHTA IOAXOM, coquannmﬁ
an06peTeHHe KaK rpaMMaTH4€CKHNX HAaBbIKOB, TaK U PCIICHUC KOMMYHHUKATHUBHBIX 3aJa4.
B To xe BpeMs IPENIOJABATCIIN CUCTEMBI ITOBBIIIICHU A KBaJ'II/I(l)I/IKaI_[I/II/I BBISIBUJIN
OpTraHHU3allMOHHBIC U COUUAJIbBHO-MHCTUTYIHUOHAJIbHBIC OI'PAHUYUCHUA, ITPCIIATCTBYOIINUC
3(1)(1)CKTI/IBHOI>'I peajiM3aliui KOMMYHHKATUBHOI'O IOAXO0Ja HA YPOKaX, a MMCHHO: HAJIMYUC
yqamuxcsa € pa3HbIM YPOBHEM ITOATOTOBKH, HEIIOCICAOBATCIIBHOCTD B COACPIKaHNN
y‘le6HI/IKOB aHTJIMHACKOTO SI3bIKa U OTCYTCTBUC CUCTCMbI YCTOI‘/‘I‘II/IBOFO MMOCTKYPCOBOI'O
COIIPOBOXKICHUS y‘II/ITeﬂeﬁ. Hcxons uz 9TOr0, YKa3aHHBIC CONUAJIBHO-
HHCTUTYIUOHAJIBbHBIC U OPTaHU3alITUOHHBIC OT'PAaHUYCHUS JOJI?KHBL OBITh IIPUHATBLI BO
BHHUMAHUC IIpHU pa3pa60TKe [IporpamMm IOBBIINICHUA KBaHI/IQ)I/IKaI_II/II/I y‘IHTeJ’IefI aHTJINHACKOTO

SA3bIKA.
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Chapter 1: Introduction

1.1. Background and Context

Globally, the commitments of the various countries to invest resources for
educating competent multilingual speakers with a high proficiency in the English language
are driven by the advantages associated with entering the world knowledge economy
(Brutt-Griffler, 2017). Incidentally, the roles and functions attached to the English
language are multifold ranging from “a European and universal lingua franca” (Van Parijs,
2011, p. 140) and “the linguistic engine of globalization” (Sayer, 2012, p.2) to “a voracious
lingua nullius” (Phillipson, 2017, p.13). In addition to the heightened attention to the
English language in academia, the growing prestige that it receives in education and
scientific publishing far outpaces those of other foreign languages (Brutt-Griffler, 2017). In
post-independence Kazakhstan, foreign language teaching, especially that of English, has
been widely supported by policy makers and the media, who are advocating its practical
utility for competing in a globalized world. It is thus not surprising that young
Kazakhstanis regard it as the language of improved social mobility and higher socio-
economic status (Akynova et al., 2014; Klimchenko, 2020). Hence, in recent years, an
abundance of educational reforms was aimed at strengthening the status and primacy of the
English language in the school curriculum. Most importantly, in addition to Kazakh and
Russian, English is the only foreign language in the state’s trilingual education policy. For
this reason, English language competency has become a highly coveted commodity for

learners seeking career advancement and foreign educational opportunities.

The Kazakhstani school curriculum for the English language is aligned with the
Common European Framework of Reference (CEFR) in terms of language skills

progression. Interestingly, the requirements for English language proficiency are higher
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than that of other foreign languages. For example, Grades 7 to 9 school students are
expected to achieve the A2 level for German and French, however, the level for English is
B1 for the same grade (Ministry of Education and Science of the Republic of Kazakhstan,
2018). The chosen methodology of English language teaching follows Communicative
Language Teaching (CLT). Therefore, the instructional goal for English classes is the

development of communicative competence in students.

1.2. Statement of the Problem

With the heightened expectations and demands on school graduates, English
language teaching and learning is undergoing changes to improve students’ educational
achievements. To support and enhance the quality of education and ongoing teachers’
training, the educational system in Kazakhstan utilizes the potential of its professional
development (PD) system. According to the Law on Education of the Republic of
Kazakhstan (2007), practicing teachers have to complete PD courses not less than once in
every five years. One of the recent reforms in education included the implementation of the
updated curriculum in primary and secondary schools. The main principles included spiral
education, setting learning objectives according to Bloom’s taxonomy, active students
participation, and interdisciplinary links. For this reason, English language teachers have
completed 344 hours of synchronous and asynchronous training on the updated curriculum
(Ministry of Education and Science of the Republic of Kazakhstan, 2016). Despite these
considerable implementation efforts, research in Kazakhstan suggests that the development
of communicative competence in the English language remains a challenge for learners
(Goodman & Abdimanapova, 2020; Ismail et al., 2018; Tleuov, 2016; Tuspekova et al.,
2019). Therefore, this dissertation addresses the challenges of developing learners’
communicative competence by focusing on how English as a foreign language (EFL)

pedagogy is conceptualized in in-service teacher training.
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1.3. Purpose of the Study

The studies of the Kazakhstani context have focused predominantly on the reasons for
students’ underachievement in English language classrooms from the perspective of
teachers and learners. Moreover, current research findings indicate a mismatch between
teachers’ and students’ views about the barriers to developing effective English
communication skills in secondary schools in Kazakhstan (Tuspekova et al., 2019). On the
other hand, few studies have paid attention to the EFL teaching from the perspectives of
teacher trainers. As a result, this study aims to investigate the practices and views of
teacher trainers on English language teaching (ELT) and the development of

communicative skills in learners.

1.4. Research Questions
The main research question that underpins this study is: What are EFL teacher trainers’
practices and views on teaching English and developing learners’ communicative skills?

The sub-questions to answer the main question will be:

1. What discourses underpin the development of communicative competence in the
Kazakhstani secondary education context?

2. What are teacher trainers’ beliefs about English language teaching?

3. What are teacher trainers' main goals associated with English language teacher
training?

4. What implementation constraints do EFL teacher trainers identify in ELT in

Kazakhstani secondary schools?

1.5. The Rationale and Significance of the Study
This study will focus on teacher trainers’ practices and views of the current approach

in EFL classrooms, particularly CLT, encapsulated in the updated curriculum, and the
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development of learners' communicative competence in Kazakhstan. Therefore, the research
study will be significant for several reasons. Firstly, it addresses a gap in the literature which
primarily focuses on teachers' and learners’ challenges associated with the CLT approach.
Secondly, the study can shed light on teacher trainers’ beliefs and values about English
language teaching, and the implications of their views for EFL PD initiatives in Kazakhstan.
Additionally, the study will provide recommendations for school practices and continuous
PD programs. Finally, it will attempt to shed light on how to make foreign language
classroom environments more supportive of the needs of Kazakhstani teachers and school
students.

1.6. Thesis Outline

This thesis includes six chapters. Firstly, Chapter 1 introduces and provides the
background to the Kazakhstani context that is associated with the implementation of CLT.
Secondly, Chapter 2 presents a literature review about English language teaching in
Kazakhstan, teaching approaches, the accompanying second language acquisition theories
and CLT implementation in various contexts. The third chapter focuses on the research
design, methodology and ethical considerations that underpin the study. Then, Chapter 4
presents the data and findings of the research. Finally, Chapter 5 discusses the findings and

Chapter 6 presents the conclusion, limitations and recommendations for further research.

1.7. Conclusion

This chapter has provided the background information of the study, its rationale and
significance. The next chapter will provide a critical review of the literature associated
with the historical developments of CLT, and the challenges related to its implementation

in the Asian context.
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Chapter 2: Literature Review

The research aims to investigate the practices and views of teacher trainers on
English language teaching and the development of learners’ communicative skills in
Kazakhstan. The previous chapter provided the statement of the problem, the purpose, and
the significance of the study. This chapter begins with a discussion of the role of the
English language in Kazakhstan. It further expands the literature review on the history of
second or foreign language teaching approaches. This is followed by a review of
discussions relevant to the development of learners’ communicative competence, CLT
principles and interpretations in various EFL contexts. The chapter concludes with a focus
on the challenges of developing communicative competence in EFL classes, necessitating
this inquiry into the views of EFL teacher trainers on CLT and the role of PD programs for

in-service EFL teachers.

2. 1. English Language in Kazakhstan

Yilamu (2017) refers to the period after the collapse of the Soviet Union as a
turning point, where Central Asian Republics opened up to the world and started to
embrace Americanization, market reforms, consumer culture, and the English language.
Therefore, in post-Soviet Kazakhstan, English “has become an important part of the new
cultural landscape” (Yilamu, 2017, p. 135), and its proliferation is also seen in business
and internationally focused corporations. Further, in his landmark speech, former President
of the Republic N. Nazarbayev (2007) gave special prominence to the English language
“as the language of integration into the world economy and global community.” The
message had a significant impact on the role of the English language in education. Since
then, a network of highly-prestigious Nazarbayev Intellectual Schools has been
established. In addition to Kazakh and Russian, these schools use English as a medium of

instruction. Moreover, the teaching of English started from primary grades in general



INVESTIGATING EFL TEACHER TRAINERS’ PRACTICES 6

education secondary schools beginning from the 2013 academic year (Ministry of
Education and Science of the Republic of Kazakhstan, 2012). Incidentally, the English
language political discourse keeps it in the foreground of secondary education.

Naturally, the emphasis on English for communication has put EFL teachers at the
forefront of educating students with high proficiency in the English language. Currently,
the state standards and methodological recommendations in Kazakhstan follow CLT
principles, which is one of the most widely used approaches in EFL classrooms worldwide
(Spada, 2007). In drawing parallels between CLT and discussions on the practice and
theory of foreign language teaching, Savignon (2005) compares it to “the Big Mac to fast
food” (p. 635). Instinctively, the fate of this international import to EFL teaching around
the world generated considerable discussions. The appropriateness of the method in
different contexts, especially in Asia, remains highly debated (Wei et al., 2018). Therefore,
it becomes vital to understand the historical background of CLT and its current

interpretations in various contexts.

2. 2. The History of Language Teaching Approaches

Between the end of the 19" century and the 20™ century a plethora of different
second language teaching methods emerged, such as the grammar-translation method, the
direct approach, the reading approach, and audiolingualism. Even though Hall (2016)
states that there is no “definitive list” (p. 211) of methods of foreign language teaching,
many authors offer a comprehensive account of the timeline of different methods. In fact,
Celce-Murcia (2001) provides a useful summary of the development of nine language
teaching methods, their distinct features and the implications for the teachers’ roles and
their language pedagogy. In a similar vein, Larsen-Freeman and Anderson (2013) present
the characteristics of eleven language teaching methods. Further, Richards and Rogers

(2014) expand the list of approaches to a total of sixteen methods, beginning from the
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grammar-translation to also encompassing the oral approach, situational language teaching

and natural approach.

Evidently, the exploration of different teaching methods is often presented in a
sequence, where one method succeeds over the previous one, reflecting the paradigm shifts
in the field (Hall, 2016). Many authors trace the language teaching methods back to the
grammar-translation, often referred to as the classical approach (Celce-Murcia, 2001;
Richards and Rogers, 2014). This method was restricted to the learning of grammatical
structures, where a typical exercise would involve the translation of information from a
target language to a mother tongue. However, this type of teaching resulted in students’
inability to use language spontaneously in authentic communicative interactions (Howatt &
Smith, 2014). In light of these limitations, another approach called the direct method
involved the maximum exposure to the target language and inductive grammar learning.
The various methods that followed also had distinct features, for example, the reading
approach organized around texts, or the situational approach focusing on using the target

language in various situations.

After various critiques of these language teaching approaches, the widely used
Communicative Language Teaching (CLT) approach emerged in the 1970s (Celce-Murcia,
2001). In a CLT approach, teachers should provide situations where students can learn the
target language for real communication in different social contexts. Consequently, the
teaching focus shifts from the mastery of the linguistic system to developing learners’
communicative competence, such as understanding the appropriateness of linguistic forms
and strategies to use the language for different social purposes (Littlewood et al., 1981).
Clearly, the exploration of the history of language teaching methods signals the inclination
to the ongoing discovery of more effective ways to acquire foreign languages. Moreover,

EFL pedagogy is profoundly influenced by developments in the field of applied linguistics
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and psychological theories about the nature of how languages are acquired and how they

should be taught (Richards & Rogers, 2014).

2.2.1. Developments in Theories of Language Teaching and Learning

The history of language teaching approaches has been informed by psychological
theories of language acquisition; the emergence or critiques of particular approaches are
often linked to the developments in psychology, sociolinguistics, and applied linguistics
studies (Tavakoli & Jones, 2018). For example, during the 1960s, the widely used
audiolingual method drew upon the behaviorist theoretical paradigm (Skinner, 1957). In
this view, language acquisition is facilitated by teaching that encourages habit formation,
the imitation of language rules, and positive reinforcement. Accordingly, the
methodological practices of audiolingualism included dialogue memorization, drills and
analogies, aural-oral training, and a focus on the linguistic and cultural context of native
speakers (Richards & Rodgers, 2014). Even though this theory and the corresponding
approaches significantly impacted EFL practices in the twentieth century, their popularity
decreased when Chomsky (1959) proposed his innatist view of language acquisition

(Broad, 2020).

Chomsky (1959) asserted that describing complex human language faculties
through behaviorist approaches omitted several important factors associated with learners’
cognitive abilities. In his view, children’s brains function as a Language Acquisition
Device (LAD), which means that they are naturally endowed with an ability to learn
languages. Chomsky’s (1959) notion of Universal Grammar (UG) suggests that every
language has similar universal rules, such as asking questions or identifying gender.
Therefore, learners should acquire linguistic competence, or knowledge of grammar that

only requires children to follow the particular set of rules to understand and produce their
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native language. Subsequently, Chomsky’s theory resulted in a significant turn in applied

linguistics, language pedagogy, and language learning.

Chomsky’s (1965) notion of linguistic competence in turn gave rise to Hymes’s
(1972) sociocultural dimensions in language and the notion of communicative competence.
Hymes (1972, 1989, 1996) critiqued Chomsky’s (1965) theory rooted in the image of an
ideal speaker-listener able to produce grammatically correct sentences because it ignored
the broader socio-cultural contexts, in which humans interact and communicate different
meanings. Accordingly, Hymes distinguished between “linguistic competence that deals
with producing and understanding grammatically correct sentences, and communicative
competence that deals with producing and understanding sentences that are appropriate and
acceptable to a particular situation” (Ohno, 2006, p. 26). Therefore, the development in
theory, which is frequently reflective of its application in practice, results in the emergence

of various methods in language learning and teaching (Loumbordi, 2018).

2.3. Developing Learners’ Communicative Competence

Since Hymes (1972) introduced the term of communicative competence, there have
been multiple attempts to operationalize the construct. Most notably, Canale and Swain
(1980) identified three communicative competence components, which are grammatical,
sociolinguistic and strategic competence. First, grammatical competence focuses on the
knowledge of lexical items, the rules of morphology, syntax, semantics, and phonology
that learners need to master. Secondly, the sociolinguistic component is concerned with the
appropriate use of language in its sociocultural settings. Thirdly, strategic competence
refers to the ability of individual speakers to employ various strategies to address the
limitations in their linguistic repertoire or how they use language when there is a
breakdown in communication. Further, discourse competence is as a mastery of rules for

meaningful communication, which was added as a fourth component by Canale (1983).
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Students’ communicative competence in a foreign language class is frequently
measured based on the Common European Framework of Reference, (CEFR), a high-
status and widely acknowledged instrument to evaluate language proficiency developed by
the Council of Europe in 2001. The aims of which consist of developing communicative
competence through the use of appropriate teaching and learning methods and materials.
The assessment scheme of the CEFR consists of three levels (A, B, C), subdivided into two
levels with the highest level of proficiency identified as C2 (Council of Europe, 2020).
Additionally, in recent years, the research on the development of communicative
competence in EFL classes has focused on the four language skills development:
speaking, listening, writing, and reading (Martinez-Flor et al., 2008; Tavil, 2010). Other
studies have aimed to investigate the impact of different materials and resources on the

development of learners’ communicative competence (Gilmore, 2011; Larsari, 2011).

According to Martinez-Flor et al. (2008) speaking skills are of paramount
importance to the development of communicative competence. On the other hand, Tavil
(2010) argued that the integration of listening and speaking skills’ yields better results for
the development of communicative skills. Furthermore, several studies were undertaken to
understand the link between the use of different materials and resources to improve
students’ skills in EFL classrooms. For instance, Gilmore (2011) posited that authentic
texts contributed more to the development of communicative competence than text-based
materials. Larsari (2011) has argued that the integration of computer-mediated
communication was helpful in increasing the quality of both input and output in EFL

classrooms.

2.4. Communicative Language Teaching (CLT)
As discussed in section (2.2), changing theoretical assumptions and language

realities were the driving forces behind various undertakings to translate CLT into
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classroom practice. Van Eek (1975) made the first attempt to design a communicative
curriculum, which included many key features of a communicative approach . Since then,
Breen and Candlin (1980) identified six essential components for communicative
curriculum design: communication, learner’ needs, learner’s initial contribution, the
classroom process, teacher and learner roles, and the role of content. In a similar vein,
Savignon (2002) proposed five CLT components to guide teaching and learning, such as
the focus on the form of the target language, language use for communicative goals,
identity formation in the target language, different language roles, and language use
beyond the classroom. Likewise, Richards (2006) has proposed ten core CLT components,
focusing on interaction and meaningful communication, inductive or discovery learning of
language rules, creative use of language, and students’ autonomous and collaborative
learning.

While most EFL teachers might answer that their approach in the classroom is
communicative, there might be various interpretations of CLT in their practice (Richards,
2006). For instance, Spada (2007) in her inquiry into the definition of a communicative
approach revealed two contrasting opinions. The main difference concerned whether
“fluency is given priority over accuracy” or the attention is given to “both fluency and
accuracy” (p. 272). On this issue, Richards (2006) suggested that communicative
classrooms may be inclusive of both activities aimed at developing fluency and accuracy.
These views reflect the state of transition in the studies of CLT, where focus on form
becomes an important element in an approach that was envisioned as primarily meaning-
based.

With the growing popularity of CLT, many scholars addressed the need to critically
evaluate the approach (Widdowson, 1978). One of the earlier CLT critiques questioned the

theoretical basis of a communicative approach, claiming it to be confusing and practically
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inefficient (Swan, 1985). In addition, Swan (1985) argued that meaning-making was not
specific to language learning, and difficulties might have resulted from not knowing
particular lexis or grammatical structure. Further empirical studies were also skeptical of
the practicality of the approach. For example, Ellis (1992) claimed that a CLT classroom
environment did not provide sufficient opportunity to develop a desired full range of target
language. Accordingly, major criticisms levelled at the approach, according to Wolff
(1994), included:

1. Ignorance of the students’ mother tongues (L1)

2. Absence of an explicit focus on grammar

3. The use of authentic materials without clear lexical progression

4. The ineffectiveness of pair or group work

In response to this critique, Savignon (2005) argued that CLT is an approach adaptable
to various contexts and does not require strict adherence to its principles. Similarly, Wu
(2008) suggested that these are some of the misconceptions of CLT, which can be
mediated by modifying the practices to specific contexts. At the same time, researchers
agree that certain elements of CLT, for example group work, might not be appropriate to
certain activities and contexts (Savignon, 2005). Similarly, communicative classrooms
should not completely disregard the role of grammar. On the contrary, as Spada (2007)
suggested, most CLT practitioners advocate for finding the right balance between focus on
form and focus on meaning. Moreover, the same principles should be applied while
dealing with learners’ errors. The most common approach to corrective feedback used in
EFL classrooms is recasting, where a teacher implicitly corrects students’ errors by
restating their utterances with the correct form.

The use of students' L1 in communicative classrooms has, however, produced

divisive opinions. Some researchers suggest that the increased use of the mother tongue in
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EFL contexts is problematic (Harjanne et al., 2015), while others strongly advocate using
students’ whole linguistic repertoires in foreign language classrooms (Ull & Agost, 2020).
For instance, Ull and Agost (2020) conducted a study on the use of students’ mother
tongue (L1) in schools in Norway and Spain, illustrating the positive pedagogical
outcomes for students’ communicative competence. However, the authors emphasized that
more studies are needed to understand the use of L1 in EFL classrooms. Likewise, some
researchers suggest that teachers should decide on the inclusion and productive use of L1
in EFL classrooms (Spada, 2007; Wu, 2008).
2.5. The Implementation of CLT in the Asian context
2.5.1. The Rationale behind CLT Adoption in Asia

The ongoing commitment to English language teaching in Asia is fueled by the
processes of globalization, the status of English as an international lingua franca, and the
associated prospects of economic prosperity and the broader integration into the world
knowledge economy (Chowdhury & Le Ha, 2008; Huang, 2016; Liao, 2004).
Additionally, the regional Association of Southeast Asian Nations (ASEAN) regards
English as the language of communication between its member states, incentivizing the
growing need to communicate in English and laying the groundwork for wide CLT
adoption in the Asian context (Butler, 2011). Therefore, while the first and foremost
question of why teach English for communication has been addressed, the issue of how to
effectively implement CLT in EFL classes remains of interest to state bodies, teachers, and

other stakeholders.

2.5.2. Criticisms
Recently, the idea of English language teaching and its applicability in various non-
English contexts has received criticism (McBride, 2020). For example, one critique is that

the standards, pedagogies, and ideologies of English language teaching are embedded in
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the practices of English-speaking native communities, referred to as “Western TESOL”
(McBride, 2020, p.3). Naturally, the rapid expansion of CLT in Asian contexts has
generated debates on the appropriateness of the approach to Asian pedagogies, the way
CLT principles should be applied in real classrooms, and the challenges teachers and
students face (Wei et al., 2018). On these issues, Butler (2011) identifies three significant
constraints in CLT implementation, namely, contextual, classroom-level, and societal-
institutional. Firstly, there might be a mismatch between CLT features and the Asian styles
of teaching, where teachers’ role is of the figure of authority and where instruction relies
for the most part on books. Although this might not be a universal feature of all Asian
classrooms, certain views underpinning CLT might misalign with Asian EFL classrooms.
Secondly, classroom-level constraints such as the teacher-learner ratio present significant
challenges for effective CLT implementation. Lastly, often students in non-English
speaking environments have to take grammar-based language exams or assessments

inconsistent with communicatively-oriented teaching (Butler, 2011).

2.5.3. EFL Teachers’ Beliefs about CLT

Multiple studies in the Asian contexts, where English is a foreign language and
CLT underpins teaching, have focused on its local interpretations and teachers’ beliefs
about its effectiveness (Chowdhury & Le Ha, 2008; Nhem, 2019; Setyaningrum, 2018).
The investigations into EFL teachers’ beliefs about CLT produced varied responses. For
instance, in the study by Nhem (2019), Cambodian teachers and learners held similar
positive beliefs about CLT. Specifically, the roles of a teacher as a facilitator of an
interactive learning environment, where learners can exercise their autonomy, was viewed
as a favourable condition for effective learning. On the other hand, the student-centered
learning was not perceived as effective in a study conducted by Chowdhury and Le Ha

(2008), where more traditional teacher-learner interactions were seen as more conducive to
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successful learning. As a result, we need to shed light on the actual practices of EFL

teachers.

2.5.4. EFL Teachers’ Practices

Setyaningrum (2018) examined the link between teachers” CLT beliefs and their
classroom practices in a mixed-method study that employed Likert-scale questionnaires
and semi-structured interviews with six senior high school English teachers in Malang,
Indonesia. The study found that although the participants all held very favorable views
about CLT, there were discrepancies between teachers’ beliefs and their actual classroom
practices. To illustrate, in authentic classroom contexts, these teachers were constrained by
big class sizes and the resultant difficulty of monitoring students’ group activities.
Therefore, this study demonstrated the additional factors and constraints that can influence

CLT classroom practices.

In India, Jabeen (2014) assessed the use of the communicative approach in the
English language teaching classrooms in Delhi secondary schools. The research used a
variety of instruments, including interviews, questionnaires, and classroom observations.
The researcher interviewed 25 teachers from four different types of schools, including
private and government schools. The data showed diverse perspectives about the universal
efficacy of CLT, and some participants mentioned that a variety of methods would be more
beneficial for foreign language learning. This study also found a gap between teachers’
beliefs and actual CLT classroom practices. Interestingly, not all teachers have accepted
the dominant CLT approach to language teaching.

The studies in the Asian contexts suggest that teachers’ beliefs about CLT teaching
methodologies have a considerable impact on CLT implementation in EFL classrooms. As
evidenced in the studies, some teachers do not associate particular approaches with better

outcomes for their students. On the other hand, the research highlighted that there might be
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a mismatch between teachers’ beliefs and practices, arising from a variety of existing
constraints, such as cultural beliefs, instructional constraints, assessment types, and class
sizes. Despite this, there are situations when CLT is effectively practiced and when
teachers successfully integrate their new roles in alignment with the guiding principles of

CLT.

2.5.5. The Role of EFL Teachers Professional Development

To address the implementation challenges in EFL classrooms, many governments
rely on in-service teacher training to introduce new reforms and disseminate best CLT
practices to the teaching community. Nevertheless, in some contexts, PD programs and
initiatives often fail to provide teachers with the necessary skills. One example of such
problems was revealed in Taiwan, where rural school teachers stated that on-the-job
training did not address their actual needs because the topics covered mostly the
preparation for proficiency tests and the latest educational regulations (Huang, 2016). In
contrast, Baker (2016) found that Thai EFL teachers had different experiences; an
overwhelming majority concluded that PD courses were helpful and interactional,

contributing to their desire to implement changes in their educational practices.

In Asian countries, there has been a reliance on international organizations to
provide EFL teacher training. One example of such an initiative is the Asian Development
Bank project in Uzbekistan. Their key objectives were to improve the quality of education
by equipping different educational stakeholders with the necessary skills to implement
innovative technologies and ICT in learning (Hasanova & Shadieva, 2008). In Bangladesh,
similar efforts to strengthen ELT pedagogies were undertaken by the UK Department for
International Development (DfID) in the project “English in Action” to support economic
development of the country (Rahman & Pandian, 2018). Nonetheless, the success of the

project in Uzbekistan was be hindered by financial challenges such as proper budget
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allocations (Hassanova & Shadieva, 2008). At the same time in Bangladesh, such PD
opportunities contributed to the increased reliance on overseas donors, often with
objectives misaligned with local demands (Rahman & Pandian, 2018). In light of this, it
becomes critical to understand the underlying principles of CLT and EFL teachers’

professional development in Kazakhstan.

2.6. Kazakhstan and CLT Implementation

The communicative approach in the Kazakhstani context follows the essential
principles outlined in communicative theory (Instructional-Methodological Letter, 2021-
2022). There has been a shift from chiefly focusing on grammatical structures toward
equipping learners with communicative skills for actual use in the target language. In
addition, the methodological recommendations indicate to move away from demanding
grammatical accuracy and a change in the teachers’ roles as authority to being facilitators
in students’ language development. However, the development of communicative skills
remains an area of considerable struggle for both English language teachers and learners.
For example, in one study, teachers mentioned that teaching students to speak in the
English language and produce meaning in the classroom was akin to attempting to “melt
the iceberg” (Goodman & Abdimanapova, 2020, p. 87).

Furthermore, another study found that students recognized their limited English
language capacity and felt frustrated with their inability to interact in the English language
spontaneously (Tuspekova et al., 2019). Despite acknowledging the problem, teachers and
students pointed out different reasons for learners’ lack of communicative abilities. In a
study by Goodman and Abdimanapova (2020), teachers cited the problematic objectives of
the curriculum and students’ lack of background knowledge as a significant impediment to

the development of communicative skills.
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However, Tuspekova et al. (2019) found that for Grade 9 students the classroom
speaking practices did not progress beyond controlled mechanical activities; thus, they did
not facilitate spontaneous communication. The study has also illustrated that oral retelling
of texts and question-answer discussions were the preferred teacher activities in the
classroom. In a study by Ismail et al. (2017), students also stressed that the formality of
teacher-student relations did not permit spontaneous not-controlled speech in the
classroom. Ultimately, these findings indicate a mismatch between teachers’ and students’
views on the difficulties in developing practical communication skills in secondary schools
in Kazakhstan.

2.6.1. Professional Development in Kazakhstan

The continuous PD system in Kazakhstan carries out the critical function of
implementing state-wide educational reforms and its constant development is widely
acknowledged (Syurmen et al., 2017). However, the current format and the content of PD
courses have become a point of recent contention in research and practice. For instance,
recent research suggests that the top-down approach of the PD system has lost its appeal to
teachers, because they only complete PD courses to fulfill the requirements of their job
(Syurmen et al., 2017). Syurmen et al. (2017) found that 77 percent of teachers attended
different courses or seminars to satisfy the professional development requirements of their
institutions. However, despite the requirements to attend PD courses, multiple studies
suggest that the format and the frequency of the PD courses leave teachers unsatisfied with
their experiences (Tleuov, 2016; Zhetpisbayeva et al., 2016). For example, EFL teachers
revealed that they received insufficient in-service teacher training on the updated
curriculum (Goodman & Abdimanapova, 2020). The study also showed that in some
instances teachers who had not attended the courses were expected to teach students based

on the new program. These findings are consistent with the study by Zhetpisbayeva et al.



INVESTIGATING EFL TEACHER TRAINERS’ PRACTICES 19

(2016), who found that PD courses were often conducted as “isolated events” and that 50
percent of 105 primary school English language teachers from the study were “not able to
take professional development and advanced training courses in a timely manner” (pp.
663-664).

Additionally, the research suggests that the content of state-wide PD programs does
not sufficiently consider the existing knowledge and practices of Kazakhstani EFL
teachers. For instance, Tleuov (2016) illustrated the issues with state-wide level-based
course developed by the Centres of Excellence (CoE) together with the Faculty of
Education at Cambridge University, which was “not designed to build on teachers’ pre-
existing beliefs or perceptions of the context, but to teach them new theories and encourage
practitioners to build new beliefs and perceptions around this knowledge” (p. 240). As a
result, this program, even with good intentions, did not take teachers needs and their

existing professional identities into consideration.

2.7. Conceptual Framework

The literature analysis and review helped devising a conceptual framework for this
study. This framework will guide the presentation and analysis of findings. The first part of
the framework will help to address what components of communicative competence are
important in the Kazakhstani context. Therefore, Canale and Swain’s (1980) and Canale’s
(1983), model of communicative competence, which includes grammatical, sociolinguistic,
discourse, and strategic competence, will be utilized. In addition, this frame will be
supplemented by several CLT principles and concepts relevant to the current Kazakhstani

context, namely:

1. The role of grammar and vocabulary

2. The use of materials

3. Classroom activities
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4. The role of the teacher
5. Feedback and error correction

6. The use of students' L1

The last part covers the factors influencing effective CLT implementation, such as
EFL trainers’ beliefs, their indicated constraints and the effect of PD on EFL practice. The

graphic representation of the underpinning conceptual framework is depicted in Figure 1.
Figure 1

Conceptual Framework

B 4 Beliefs A
( Grammatical A The role of grammar and Constraints
Sc_;molmgwstlc vocabulary EEL teachers'
Discourse The use of materials professional
Strategic Classroom activities development
The role of the teacher
Feedback and error correction

The use of students' L1

- /

Note. Adapted from Canale and Swain (1980); Canale (1983).

2.8. Conclusion

This chapter has provided an overview of various teaching approaches, the theories
underpinning them, and interpretations of CLT in Asian and Kazakhstani contexts. In the
first part of this chapter, | presented the history of English language teaching and CLT
principles. The second part focused on developing communicative competence and CLT

principles. Since my study focuses on EFL implementation from the perspectives of
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teacher trainers in Kazakhstan, the third part critically reviewed the literature on EFL
research in Asian contexts that culminated in the contextual challenges of EFL classroom
implementation in Kazakhstan. The literature review demonstrated interesting findings that
would be useful to shed light on EFL teacher trainers’ beliefs and practices about CLT and
developing learners’ communicative competencies. The next chapter will present the

research methodology that underpins this study.
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Chapter 3: Methodology

The study focuses on the views and practices of EFL teacher trainers in language
teaching and the development of learners’ communicative competence. The previous
chapter has provided a review of the literature associated with Communicative Language
Teaching (CLT) and the research studies that foreground the advantages and challenges of
classroom implementation in EFL contexts. This chapter provides an overview of the
research methodology (3.1), and then it presents the data collection instruments (3.2).
Finally, Chapter 3 describes the data collection, analysis procedures (3.3) and the ethical

issues (3.4) that | considered throughout this study.

3.1. Research Methodology

Several researchers have posited that the distinction between guantitative and
qualitative research designs are not as straightforward (Dornyei, 2007; Silverman, 2013).
Still, the common definition describes quantitative methods as mostly collecting numerical
data for a further statistical analysis; qualitative methods as collecting non-numerical data
in the form of interviews, observations, whereas mixed-method research is the combination
of both (Creswell, 2014; Dérnyei, 2007). Nonetheless, most researchers would reach a
consensus that the choice of the research methodology should be aligned with the research
problem, which then informs the appropriate research design (Creswell, 2014). In that
sense, the research involving the predictions of trends within the large sample will require
guantitative methods. On the other hand, a scientific inquiry aimed at understanding,
interrogating or deconstructing the experiences of a small sample of individuals will

benefit from a qualitative design (Bhattacharya, 2017).

This study aimed to illustrate teacher trainers’ practices and views about English

language teaching. For this reason, the study was interested in the participants’ meaning-
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making perspectives of their unique situation, typically forged in discussions or
interactions with other persons. Therefore, the research problem was interested in an in-
depth understanding of the peculiarities of CLT implementation in the Kazakhstani
context. Consequently, this study followed a qualitative research design because it was
more applicable to address the broad research questions focusing on participants’ views
and experiences. Further, qualitative research studies are emergent, which means that some
stages of the process may shift after the initial engagement with the field and data
collection (Creswell, 2014). Therefore, a qualitative research design assisted the researcher
in understanding teachers’ professional development settings, because it facilitated open-

ended questioning about what participants say or do in their settings.

3.1.1. Sampling in Qualitative Research

Compared to random sampling in quantitative studies, qualitative research design
uses purposeful sampling. The researcher has to follow certain considerations in choosing
a particular sampling strategy in qualitative research based on the specific approach
(Creswell & Poth, 2016). Researchers may also choose whether they want to study a site,
multiple sites, individuals or events. The benchmark for choosing particular individuals or
sites is whether they are “information rich” (Creswell, 2014). Thus, for this study of EFL
teacher trainers’ perspective sampling was on participants’ level. Moreover, this study
necessitated the choice of the participants according to certain criteria, specifically teacher

trainers involved in the professional development of EFL teachers.

3.1.2. Participants

A unique feature of qualitative research is the interest in the problem or issue from
the participants’ view (Creswell, 2014). Therefore, qualitative studies are more interested in

the phenomenon than the number of participants. In addition, qualitative designs can lead to



INVESTIGATING EFL TEACHER TRAINERS’ PRACTICES 24

data saturation that can limit new insights or findings (Creswell, 2014). Considering the aims
of the study, I purposefully selected three participants from two major cities in the south and
north of Kazakhstan. As a result, three teacher trainers from in-service teacher training
institutions, working with EFL secondary school teachers, were recruited from known

acquaintances from previously established professional networks.

3.2. Data Collection Instruments

According to Creswell (2014) qualitative researchers need to plan for the validity
strategies that their studies will incorporate if they want to convince the audience about the
reliability or accuracy of their findings. One of the common strategies to ensure the
trustworthiness of the research is triangulation, which can be achieved through comparing
and cross-checking data from multiple sources (Merriam & Tisdell, 2015). Accordingly,
this study intended to achieve validity through three data collection instruments such as a
qualitative questionnaire, semi-structured one-on-one interviews with the participants and a

document analysis of educational documents and training materials.

3.2.1. Document Analysis

In qualitative research, documents present public and private records in multiple
forms, including policies, journals, letters, or lesson plans, which help the researcher to
contextually understand the central phenomenon (Bhattacharya, 2017; Creswell, 2014).
The criteria to select documents for research are whether the documents provide rich
information in answering the research questions, and whether they can be acquired in a
practical and systematic way (Merriam & Tisdell, 2015). Documents, however, are not
prepared specifically for research purposes and may provide incomplete information.
However, to answer the research questions and obtain a fuller picture of EFL teacher

trainers’ experiences, it was important to understand what documents guide their practices.
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Therefore, firstly, this study included document analysis to uncover the main goals
associated with EFL teacher training in the form of state standards on EFL, methodological
recommendations and teacher training materials. These documents assisted the researcher

in understanding the goals, content and expected outcomes of EFL teaching and training.

3.2.2. Questionnaire

Research questionnaires are defined as “a written instrument in which respondents
read questions or statements and respond to these questions by selecting a choice offered or
writing their own response” (Paltridge & Phakiti, 2015, p. 78). Questionnaires in
qualitative studies can provide the researcher with valuable information for further analysis
and overlapping themes identification (Creswell, 2014). Nevertheless, qualitative
questionnaires may leave researchers with either incomplete information or the information
detached from the context (Creswell, 2014). That being the case, for the purposes of this
study, the questionnaire was designed around statements, that would elicit the answers to
specific classroom challenges. Thus, the purpose of the qualitative questionnaire was to
analyze teacher trainers’ perspectives on English language classroom activities and EFL

professional development programs.

3.2.3. Semi-Structured Interviews

Qualitative interviews are administered orally with a small number of participants,
where the researcher asks general open-ended questions to record the answers of the
participants (Creswell, 2014). Interviews in qualitative research are conducted with a
specific purpose as well as researchers’ reflexivity. To achieve the purpose, the researcher
may follow different structures of interviews, including formal semi-structured interviews,
in-depth open-ended interviews, informal open-ended interviews, or natural conversations

(Bhattacharya, 2017). The format of a semi-structured interview allows the researcher to
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prepare open-ended questions in advance, but also be flexible and open to new emerging
ideas in the process of interviewing (Merriam & Tisdell, 2015). The objective of this semi-
structured interview was to understand EFL teacher trainers’ beliefs about English
language teaching and the corresponding approaches. Moreover, the in-depth nature of
qualitative interviewing allows the researcher to explore the problem in detail through
reconstructing events, comparing data from different interviewees and by capturing change
through retrospection (Rubin & Rubin, 2011). The use of the interviews in this study
helped to discover the participants’ perspectives and rich past experiences in professional
development of EFL teachers. The interviews in this case were more appropriate to answer
the research questions, as the perspectives of teacher trainers’ are not easily observed.
Furthermore, the researcher aimed to discuss various past experiences, which are
impossible to replicate. As a result, examining evidence from these multiple research tools

contributed to building a coherent justification for the themes and results.

3.3. Data Collection

3.3.1. Procedures

The data collection started after the approval of the Ethics Committee. Further, |
identified participants who agreed to be part of the study. Next, the consent forms were
sent inviting teacher trainers to participate in this study. The consent form provided the
study's purpose and additional details of the research project. Firstly, | asked participants to
send their training session materials for document analysis. The state educational
documents governing ELT were obtained from the open Internet resources. Then, | sent the
participants questionnaires and interview questions, which were filled out within a week
after receiving them. After receiving questionnaires and answers to the interview

questions, | analyzed them to identify some issues to add for clarification.
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3.3.2. Data Analysis Framework

Data analysis in qualitative research is an interactive process of meaning making,
which involves interpreting large volumes of written records (Merriam & Tisdell, 2015).
Moreover, it allows the researcher to gain deep insights into the problem, research
questions and purpose and connect it to the theories, and literature on the topic
(Bhattacharya, 2017). Usually, qualitative researchers engage in the process of inductive or
deductive analysis, where the obtained data is first arranged into small units of analysis,
called codes. Then similar codes are clustered together to form categories. As the interview
responses were provided in both English and Russian, the researcher translated the
interviews verbatim into English for further analysis. For this study, | used deductive
analysis consistent with the conceptual framework. After getting a general idea of the
collected data; written interviews, educational and training documents and questionnaires
were analyzed and sorted into predetermined codes, outlined in the conceptual framework
and aligned with the underpinning research questions. The three components of the
conceptual framework included the model of communicative competence by Canale and
Swain (1980) and Canale (1983), key principles and the implementation constraints of

CLT.

3.4. Ethical Procedures

Adhering to ethical procedures are of utmost importance in qualitative research,
because the researcher is the primary instrument of data collection (Creswell, 2014). Even
though many researchers claim that the risks associated with social research are minimal
compared to the field of medical research, there are still potential harms and risks that it
may carry (Hammersley & Traianou, 2012). Therefore, it is necessary to comply with

ethical practices at all stages of research, including data collection and reporting. First and
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foremost, it is essential to disclose the purpose and voluntary nature of the research to
participants and avoid power imbalances. Hence, as an ethical researcher it was
fundamental to protect the research participants; apply characteristics of integrity and
guard against any practice that could reveal their identities. Secondly, in data reporting the

researcher ensured that the data was presented honestly.

3.4.1. Confidentiality

This research study ensured the confidentiality of the respondents through informed
consent forms. The items on the questionnaire did not include direct identifiers such as
names, places of work or gender. The only indirect identifier mentioned is the size of the
city in the region of Kazakhstan (two major cities in the south of Kazakhstan and one in
the north of Kazakhstan). The researcher used job titles, such as Teacher Trainer (TT 1, TT
2, TT 3), when referring to the participants’ answers in data reporting. The raw data was
stored on a password protected computer and only the researcher and the faculty advisor

had access to it.

3.4.2. Risks and Benefits

Even though the research carried no more than minimal risk, there were still
possible risks to consider, including power relations and psychological distress. To
minimize risks, | reflected on the dangers of the power relations between the researcher
and the participants. Since the participants were recruited from known acquaintances, they
might have felt obliged to participate. Under these circumstances, the researcher first called
and informed them about the study, their voluntary participation, and provided them with
sufficient time to agree or decline to participate. Additionally, a qualitative design is prone
to reflect the researchers’ own interpretation of the findings. The purpose of this research

was to hear the opinions of professionals in the field of in-service teacher training.
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Therefore, in order to minimize power relationships and ensure the validity and accuracy
of the research, the research used member checking and multiple research tools (Creswell,
2014). Secondly, to avoid any potential emotional distress to participants, the researcher
informed them that they may decline any question they are not comfortable replying

to. The researcher collaborated with the participants by sharing the findings to check

whether the interpretations of the provided written answers were fair and representative.

3.5. Conclusion

This chapter has provided the research design and procedures best suited to address
the research problem. It also outlined the sampling strategy, data collection instruments,
and data analysis procedures. Specifically, considering the purpose of the study, the
research followed the qualitative design and purposeful sampling strategy for choosing an
information-rich sample. The data was collected through three different instruments,
namely interviews, questionnaires, and document analysis. Therefore, the researcher

ensured the validity of the study. The next chapter will present the findings of the research.
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Chapter 4: Findings

The purpose of this study is to fill the gap in the existing research on developing
secondary students’ communicative skills in the English language by focusing on another
important layer in the educational system of Kazakhstan, in particular in-service teacher
training. Firstly, it aims to investigate what educational documents reveal about learning
objectives for successful CLT pedagogy and the development of learners’ communicative
competence. Secondly, it explores the conceptualization and practices of CLT principles in
EFL in-service teacher training. Finally, this study highlights EFL teacher trainers’
perspectives on the impediments to successful ELT implementation. For this reason, | will
present the data from documentary sources, followed by questionnaires and interview
responses from EFL teacher trainers. The documents helped to understand the educational
objectives for ELT and the nature of EFL teacher training encapsulated in PD documents.
Further, the questionnaire illuminated the views and beliefs of EFL teacher trainers on the
main principles of ELT and the development of communicative competence. The interview
questions were designed to understand the nature of EFL teaching and learning and the
implementation challenges. As a result, this chapter presents the data and findings

associated with the underpinning research questions, which were:

1. What discourses underpin the development of communicative competence in the
Kazakhstani secondary education context?

2. What are teacher trainers’ beliefs about English language teaching?

3. What are teacher trainers' main goals associated with English language teacher
training?

4. What implementation constraints do EFL teacher trainers identify in ELT in

Kazakhstani secondary schools?
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4.1. The Data

For this study, I first examined the Order of the Minister of Education and Science
of the Republic of Kazakhstan dated October 31, 2018, No. 604 “O6 yrBep:kacHHH
rOCYJapCTBEHHBIX 00II€00A3aTeIbHBIX CTAHIapTOB 00pa30BaHMsI BCEX YPOBHEH
obpaszoBanus” [On the approval of the state compulsory education standards for all levels
of education] (“SCSE, 2018 hereafter). This 194-page document written in the Russian
language sets forward the learning objectives, expected outcomes and values underpinning
school education for different subjects and levels of education. For this dissertation, |
focused on the subject “Foreign language” for secondary education in Kazakhstan, which
includes primary education (Grades 1 to 4), lower secondary education (Grades 5 to 9) and
upper secondary education (Grades 10 to 11). Further, I referred to the Instructional-
Methodological Letters published by the Altynsarin National Academy of Education for
the 2020-2021 and 2021-2022 academic years. These methodological recommendations
stipulate the guidelines specific to foreign language teaching. Finally, I reviewed the

supplementary materials for PD provided by EFL teacher trainers.

Secondly, the questionnaire with EFL teacher trainers provided additional results
because this instrument illustrated the teacher trainers’ perspectives on the current foreign
language teaching approach and professional development. The first section of the
questionnaire (Section A) provided the personal background of EFL trainers, such as their
age, education, language repertoires and years of training. Section B focused on the key
CLT features of English language teaching. Section C then concentrated on the main
objectives and nature of their teacher training programs, primarily related to the

development of communicative competence.
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Finally, the purpose of the interviews was to elicit teacher trainers’ views on the
overall aim of foreign language teaching in Kazakhstan, the skills developed in English
language classrooms, and the implementation challenges. The interview consisted of eight
open-ended questions, which participants agreed could be conducted face-to-face or online
via the ZOOM platform. However, the state of emergency and the rise of the Covid19
Omicron variant resulted in respondents declining to participate in the initially agreed-
upon interview format. To minimize the risk of my participants withdrawing from the
study, | agreed not to conduct online interviews and sent the semi-structured questions to
the participants as per their request. Consequently, the respondents provided their answers
in a written form in both Russian and English. The next section will illustrate the findings

from the above-mentioned research tools.

4.2. The Components of Communicative Competence in the Kazakhstani Context

To answer what knowledge counts and is viewed as important in Kazakhstani EFL
classrooms, | have used a conceptual framework that included the components of
communicative competence proposed by Canale and Swain (1980) and later revised by
Canale (1983). According to SCES (2018), the overall aim for foreign language (FL)
classroom is the development of learners' communicative competence. The grammatical
component is further divided into four measurable skills, namely speaking, writing, reading
and listening. The discourse component is predominantly connected with students
developing skills valued in the workplace, whereas intercultural communicative
competence focuses on students’ understanding of the national identity and interaction
with other cultures. The following section will illustrate these components in practice in

the Kazakhstani context.
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4.2.1. The Focus on Grammatical, Discourse and Intercultural Communicative

Competence in Kazakhstani School Education

The document analysis revealed that grammatical, discourse, and intercultural
communicative competence were highlighted throughout the school curriculum. For
example, the SCES (2018) analysis demonstrated that the objectives for primary education
predominantly focus on the development of grammatical competence because students are
required to learn rules of the language, sentence and question formation, spelling,
vocabulary, and punctuation. Besides, according to the SCSE (2018), one of the objectives
of the subject “Foreign language” is to develop learners' “nonus3pI4YHOMN, TOTUKYIBTYPHOM
muyroctu” [multilingual and multicultural identities]. The document also stresses the
importance of teaching moral values and patriotism, stating that FL teaching should aim to
develop “marproTHYECKOTr0 OTHOIICHHUS K CBOEH PonHe, CBOeMy Hapoay U TOJIEPAHTHOTO
OTHONICHHUS K MPEACTaBUTEISIM IpYror KynbTypbl” [patriotic feelings toward the
Motherland and its people, as well as tolerant relations with the representatives of other

cultures] (p. 67).

Furthermore, SCES (2018) states that FL teaching fosters «®opmupoBanue
MCKKYJIbTYPHO-KOMMYHUKATHBHBIX KOMHeTeHHHfI, IMO3UTHUBHOT'O OTHOILICHU K HHOMY
A3BIKY U MHOM KYJIbTYpE, MOBbIIIEHHE O0IIeH KyIbTYpbl, paCIIUPEHUE KPYyro3opa U 3HaHUH
0 cTpaHe u3y4aemoro si3bika» [the formation of intercultural communicative competence, a
positive attitude towards a different language and a different culture, improving the general
culture, and expanding horizons and knowledge about the country of the language being
studied]. From the above extract, it seems clear that schools need to also focus on forming

students’ intercultural communicative competence.
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In addition, the SCES (2018) includes elements of discourse competence because
teachers need to develop students’ cognitive abilities to process information, communicate
in different spheres and stay motivated to learn foreign languages. To illustrate, the subject
“Foreign languages” should foster the skills of analysis and synthesis, reflected in the

following abstract:

aHAJTM3UPOBaTh, 00001IaTh, KIACCUPHUIIMPOBATH MPO(HECCHOHATEHO 3HAYMMYIO
nHpopmaruto, 3PEKTUBHO UCIIONB30BATh S3BIK I OOIICHHS B HAYYHOH 1
npoeCCUOHATILHOMN IEATSILHOCTH, & TAK)KE HABBIKU BEJICHUS JIMYHOM, JICTIOBOI
MIEPENICKH, COCTABJICHUS PE3IOME, ICCE IO 3aJJaHHON TEeMaTHKE, KOTOPbhIE B
COBOKYITHOCTH CIIOCOOCTBYIOT IMOBBIIICHHIO MOTHBAIIUU K H3yYCHUIO

HUHOCTPaHHOrO s3bIKa. (P. 67)

From the above summary, the SCES (2018) foregrounds that students should be
taught how to analyze, generalize, and classify professionally important information and
use language effectively to communicate in scientific and professional activities.
Interestingly, the extract also includes the skills of conducting personal and business
correspondence, writing resumes, and writing essays on a given topic, which should

contribute to students’ motivation to learn a foreign language.

Therefore, three components of communicative competence were highlighted in the
documents. First, the document foregrounded grammatical competence in primary schools,
followed by intercultural communicative competence and discourse competence at later
stages in the curriculum. Likewise, EFL teacher trainers stressed the importance of
developing communicative competence in classrooms. For example, trainers identified that
the main goals of EFL teaching were “pa3Butie KOMMyHUKATHBHBIX criocoOHOCTel” [the

development of communicative abilities] (TT3). Additionally, they emphasized the
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significant role of grammatical competence, stating that the skills inculcated in EFL classes
include “HaBbIKM KOMMYHHKAIIMX Ha aHTJIUHCKOM, IUChMa U TPABUIBHOTO
npousHomenus” [English communication skills, writing and correct pronunciation] (TT1).
Further, TT2 remarked that the school curriculum develops students’ “JIuHrBUCTHYECKHE.
Kommynukarususie. KynsTypoBemaueckue” [linguistic, communicative and cultural

competencies].

4.2.2. Communicative Competence as Measured by International Assessment

Framework

To ensure and assess the development of communicative competence, the
Kazakhstani school curriculum at each Grade level correlates with the levels described in
the CEFR (SCES, 2018). As stipulated in the Instructional-Methodological Letter (2021-
2022), language proficiency throughout school should be developed from lower Al to

higher B2 level (Table 1).

Table 1

Language Levels for the Subject "English Language"

Grade Language level Hours per week (for Hours per academic year
schools with Kazakh or (for schools with Kazakh
Russian as a medium of or Russian as a medium of
instruction) instruction)

1 Grade Working towards Al 2 hours 66 hours

2 Grade Al low 2 hours 68 hours

3 Grade Al mid 2 hours 68 hours

4 Grade Al high 2 hours 68 hours

5 Grade low-mid A2 3 hours 102 hours

6 Grade mid-high A2 3 hours 102 hours

7 Grade low B1 3 hours 102 hours

8 Grade mid B1 3 hours 102 hours

9 Grade high B1 3 hours 102 hours

10 Grade Not specified 3 hours 102 hours

11 Grade B2 3 hours 102 hours
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This study revealed a consistency between EFL teacher trainers’ stated objectives
for language learning and the SCES (2018) methodological recommendations on the
organization of the learning process. EFL teacher trainers emphasized the need to conform
to the requirements of SCES (2018), and that the ultimate attainment of the B2 level in the
English language is the desirable outcome of school education. As TT2 remarked
“Yuutenp T0JDKeH o0ecnieunTh ocBoeHre ['occraniapTa yaeHUKaMu. Y Jyaliuicst OBIaIeTh
ypoBaeM B2 Ha Brixozae.” As a result, TT2 remarked that the teacher must ensure that
students master the State Standard, which should be achieving the level B2 after school

graduation.

4.2.3. Communicative Competence as the Mastery of Four Language Skills

Although the ultimate attainment of the B2 level based on CEFR is an overall goal
of the English language curriculum, the SCES (2018) also breaks down students’ abilities
into the learning objectives according to four language skills (listening, speaking, reading,
and writing). Similar views were shared by the study participants, who elaborated that
communicative abilities include these skills, as suggested by TT3 “B knacce y4aruecs
JOJI?KHBI HpI/IO6peTaTB BCC YCTBIPC OCHOBHBIX HABbIKA - YTCHUEC, AyAUPOBAHUC, TOBOPCHHC,
nrcbMo” [In the classroom, students should acquire all four basic language skills - reading,
listening, speaking, and writing]. Likewise, the SCES (2018) outlined the requirements for
the English language at each stage of secondary education divided into four skills. The
examples of learning objectives for primary, lower secondary and upper secondary

education are presented in Figure 2.

Interestingly, the development of productive skills was more pronounced in the
guidelines for the organization of the learning process. For instance, according to the

Instructional-Methodological Letter (2020-2021), teachers are advised to maximize the
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time devoted to speaking practice in class. Additionally, new lexical and grammatical

structures should be introduced and repeated in communicative situations. On the other

hand, the Instructional-Methodological Letter (2021-2022) stressed the importance of both

oral and written skills. Nonetheless, the document suggested that the overabundance of

written activities might present a barrier to communicatively-oriented classrooms.

Figure 2

Sample Language Learning Objectives at Different Grades

Language skills

Listening

Speaking

Reading

Writing

Primary

" Understanding |
short texts on a
familiar topic

" Forming simple |
sentences and
auestions

Reading and
understanding
small fiction

Writing frequently
used words

Lower Secondary

{ '

Understanding the
main ideas of texts

.

Retelling the main |
ideas of studied
texts

" Understanding the |
main ideas of
different texts

Filling out
guestionnaires and

.

Note. Translated from SCES (2018)

tables

4.2.4. Communicative Competence in English as a Global Language

Upper Secondary

Understanding |
authentic texts of
. different genres

Interacting in
different registers

" Understanding the |
main ideas of
scientific texts

" Planning, editing |
and proofreading
texts

The importance of previously described learning objectives in FL classrooms was

seen as a prerequisite for further educational achievements for school graduates. The

findings suggested that state educational documents and EFL teacher trainers view English

language knowledge among school graduates as an opportunity to receive higher education
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overseas and broaden the scope of available literature and online educational resources.
Firstly, SCES (2018) states that FL teaching and learning aims to improve students'
confidence in communicating in various situations. The document also emphasizes that FL
provides access to higher education in Kazakhstan and abroad and expands access to
authentic texts of literary works in the original language, as encapsulated in the extract

below:

JlaHHBIN KypC MOBBIIIAET YBEPEHHOCTh 00YYAIOIIMUXCS PU OOLIEHUH B Pa3IMYHbIX
KU3HEHHBIX CUTYAIUIX, IPEJOCTABISET IOCTYI K BhICIIEMY 00pa30BaHHUIO HE
tosibko B Kazaxcrane, HO 1 3a pyOex oM, paciupsieT JOCTYM K ayTeHTUYHBIM

TEKCTaM JINTEPATYPHBIX MPOU3BEICHHN Ha A3bIKe opuruHaia. (P. 75)

[This course is aimed at improving students' confidence in communicating in
various situations, providing access to higher education not only in Kazakhstan, but
also abroad, and expanding access to authentic texts of literary works in the original

language].

Similar views were observed in EFL teacher trainers’ responses to the interview
questions. To illustrate, one participant remarked that the main goal of FL teaching and
learning is “chopMupoBaTH KOHKYPEHTHOCIIOCOOHOTO BBIMTYCKHUKA MIKOJIBI — KOTOPBIN
yMeeT 00IaThCsl U UMEET JOCTYN K MUPOBBIM aHTJIOA3BIYHBIM pecypcam’ [to form
competitive school graduates who can communicate and have access to the world's

resources in English] (TT2). These ideas were echoed by another EFL trainer, who said,

So that our students, speaking English fluently at the end of school, could enroll at
foreign universities. During the period of schooling, they can receive good quality

knowledge from other sources, with more accurate explanations of topics, for
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example, like Khan Academy. And, of course, English is the main international

language [with] which students can achieve a lot. (TT1).

Hence, EFL teacher trainers acknowledged the benefits of being proficient in

English for accessing information and resources and opportunities to study abroad.

4.3. Assumptions Underpinning Current ELT in EFL Teacher Training

With the central focus on communicative competence in EFL classrooms, CLT is
adopted as the leading approach in language teaching (Instructional-Methodological Letter,
2020-2021). Given that the CLT is the established approach, the next section will illustrate
how CLT is conceptualized by EFL teacher trainers using the elements in the conceptual

framework.

4.3.1. The Role of Grammar and Vocabulary

To illuminate the views of EFL teacher trainers on the implementation of EFL
pedagogies in English language classrooms, they were asked to provide the perspectives on

eight statements in the questionnaire. Their responses are presented in Table 2.

Table 2

Developing Communicative Competence in English Language Classes

TT1 TT2 TT3
Vocabulary is the most important strongly agree agree agree
part of language teaching.
Language learning is best promoted agree strongly agree agree
through using the language in
authentic situations in the
classroom.
Meaning is best conveyed through  strongly agree neutral - it disagree
translation between the target depends

language and the mother tongue.
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The teacher must focus on areas of

difficulty in grammar and
pronunciation.

The teacher must focus on the
students’ communicative needs
outside the classroom.

The teacher must correct students’
errors at all times to develop
communicative competence

The teacher must avoid deviating
from the syllabus, the lesson plan,
or the textbook.

Spontaneous interaction helps
students to learn to communicate.
English classes should be mostly
taught in English.

agree
disagree

agree, but not all
times.

disagree

agree

agree

agree
neutral - it
depends
disagree

disagree

agree

strongly agree

neutral

disagree

disagree

disagree

strongly
agree
strongly
agree

All participants stressed the importance of vocabulary in EFL classrooms.

Moreover, their responses to potential problems in speaking were often explained as a lack

of appropriate vocabulary knowledge. To illustrate, one participant responded to an

imaginary scenario in the interview,

Interview question:

Imagine that an English teacher, during speaking practice, mostly asks ninth grade

students questions that do not require extended responses. How would you react to

this situation, and what would you recommend to the teacher?

Answer:

Let students be more involved and give them vocabulary and clichés for answering

the topic. (TT3).

A similar suggestion was given by another respondent to a different scenario in the

interview question.

Interview question:
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The teacher asks questions on a variety of topics related to the students' personal
interests or hobbies. However, students are reluctant to participate in the discussion.
What do you think might be the reason for their inactive participation, and what

recommendations would you give?

Answer:

There might be different reasons. Maybe she is making a video of the lesson, and
students might be shy to talk in front of the camera or just shy because of their
English. Or their vocabulary or speaking skill isn’t enough to give a good response.
First, I would recommend her to give some phrases, useful vocabulary, or ready
templates of collocations in advance related to hobbies that they can use when they

talk about their interests. (TT1).

On the other hand, participants displayed various answers about difficulties in
grammar and pronunciation in the questionnaire, with two participants agreeing that it was
important to focus on difficulties in these areas, while another participant stayed neutral.
Their diverse responses could be related to stipulations in the Instructional-Methodological
Letter (2020-2021) that recommended the move from a strict focus on the accuracy of
grammatical structures towards a greater emphasis on engaging in dialogues to achieve
communicative goals. EFL teacher trainers also supported the balanced approach to
developing communicative skills. For example, even the use of drills might be suitable for
some classrooms. As TT2 mentioned, “IpuuiiHT XOpoIl Ha onpenesieHHoM dtamne. Ho
3aTeM HeOOXOAMMO O0TpabaThIBaTh TEMbl B KOMMYHHUKATHBHBIX yripaxxHenusx” [Drills are
good at some stages. But then it is necessary to work out themes in communicative

activities].
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4.3.2. Correcting Errors and Providing Feedback

Correspondingly, there was a noticeable shift from demanding accuracy from
students in EFL classrooms in relation to error correction. The questionnaire results
demonstrated that error correction should be used sparingly, with two participants
disagreeing with the idea that teachers should frequently correct errors. Another participant
partially agreed with the statement, however, adding that it is not necessary to do it at all
times. Similar recommendations were observed in the Instructional-Methodological Letter
(2020-2021), which states that errors are a part of the learning process. The suggestions in

dealing with students’ errors include the points described in Figure 3.

Figure 3

Suggestions for Correcting Students’ Errors

The effect of errors

e Errors in Speaking Errors in Writing Recurring errors
) ( ) ) ;
Provide
Should not affect Paraphrasing ErI‘O(S are nOt examp]es of
the assessment, if considered, if correct forms
a student can ) . a student can > g
derlr(lrc])g\slflrlaetg tgelr Repeating the communicate Accentuate
g correct form meaning grammar

Note. Translated from the Instructional-methodological letter (2021-2022)

These answers show that the fluency of students’ speech plays a role on par with

accuracy in EFL classrooms.

4.3.3. The Use of Materials

In regard to the use of resources, the Instructional-Methodological Letter (2021-
2022) recommends the use of authentic materials, namely “ayano -Buaeozanucu, GpuiIbMsI,

MECHU, CTATbU U3 HAYYHBIX U Pa3BJICKATCIIbHBIX ) XYPHAJIOB, pa60TaTB C MaTCpruajiaMu
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CMUN” (p. 101). Therefore, teachers are encouraged to use audio-video recordings, films,
songs, articles from scientific and entertainment magazines; and work with media
materials. The finding was consistent with the opinions of EFL teacher trainers, who
suggested that the gradual transition from mechanical to meaningful communication can be
facilitated by the use of “authentic materials” (TT2). Furthermore, EFL teacher trainers
suggested that teachers can access multiple resources for ELT and use online learning
opportunities to supplement their teaching. For instance, one participant explained that
even though EFL classrooms might present some difficulties for teachers, finding
interesting materials is a less pressing one “Everything else is on the Internet (games,
interesting tasks, texts, and quizzes)” (TT2). Additionally, the PD materials supported the
view that e-learning and ICT should be incorporated into EFL classes to encourage deeper
learning and provide meaningful context. Therefore, according to PD documents, teachers
are increasingly encouraged to use multimodal input such as video clips, photographs, and

realia.

4.3.4. Communication as a Holistic Process

In the Instructional-Methodological Letter (2021-2022), teachers are advised to
sequence and combine various activities. For example, teachers should include oral,
written, compulsory, optional, general, differentiated, individual, combined, and creative
tasks “ycTHble, mUCbMEHHBIE, 00s3aTeNbHbIe, IO BEIOOPY, 001IKe, 1M PepeHnpOBaHHEbIE,
WHIWBUIyallbHbIe, KOMOMHHpOBaHHBIE, TBOpueckue” (p. 101). Further, the
recommendations in the Instructional-Methodological Letter (2021-2022) also suggested
the inclusion of collaboration in tasks such as “npoexTsl, HHTEPBBIO, POJICBBIC UTPHI,
JTUCKyCcCUU, KOH(PEepeHIH, KOHKYPCHI, npamatyprus u ap”~° (p. 99). For this reason, the use

of projects, interviews, role-playing games, discussions, conferences, competitions, and
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dramaturgy can encourage collaboration, motivate learning, and activate students’
discovery skills. Thus, creating an interactive learning environment is brought to the

forefront of teaching in EFL classrooms.

Related to this issue, EFL teacher trainers emphasized the importance of
scaffolding various tasks in EFL classrooms, especially those related to vocabulary. For
example, one trainer suggested improving students’ speaking skills through “some phrases,
useful vocabulary or ready templates of collocations in advance related with hobbies that
they [students] can use when they talk about their interests” (TT1). The analysis of the PD
materials shared by EFL teacher trainers also stressed that teachers should ensure that
various classroom activities correspond to the learning objectives of the EFL program.
Therefore, in PD materials, learning objectives are stressed as the main goalposts on which

teachers should base their choice of activities.

Nonetheless, EFL trainers PD documents did not address students’ communicative
needs in non-academic contexts. Similarly, EFL teacher trainers have expressed either
neutrality or disagreement with the need to focus on students’ communicative needs
outside the classroom. On the other hand, the guidelines of the Instructional-
Methodological Letter (2021-2022) suggest that extra-curricular activities are an important
part of motivating students to learn foreign languages. Therefore, the analysis of different

research instruments revealed divisive views on this issue.

4.3.5. Collaboration in EFL Classrooms

The findings of this study suggested that collaborative activities were viewed
positively by teacher trainers. For example, EFL teacher trainers recommended pair and
group work to help students feel less inhibited to speak in the classroom. To facilitate more

student-speaking time, TT1 suggested:
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Well, if you want students to interact more and feel more comfortable to speak in

an EFL classroom, you can divide them into groups according to their interests. For
instance, 1% group — who do sport, 2" — art, drawing, 3" — dancing or singing. And
in the group with like-minded people, they might be more confident to explain their
ideas or hobbies. They can further do some projects, like presenting their interest to

the class.

The official guidelines of the Instructional-Methodological Letter (2021-2022)
stipulate that the classes of more than 24 people in urban schools, and more than 20 people
in rural schools, are allowed to be divided into two groups for FL subjects. Therefore, Such
further division into groups in EFL classes is easier to implement and monitor in the
Kazakhstani context. Likewise, another trainer suggested that group work might help
students feel less anxious about speaking. The reason for this was that answering as an
individual may be a more intimidating experience for students, especially if there is not “a
positive atmosphere in the classroom, or poorly established relationships between a teacher
and students” (TT2). Next, PD documents also highlighted the principles of active
learning, collaboration, and learning conversations as effective teaching strategies..
Consistent with EFL teachers expressed views, PD training materials suggested that
effective pair and group work should be utilized to provide students with ample

opportunities to interact and collaborate.

4.3.6. Teacher’ Roles

The results of the questionnaire revealed that EFL teacher trainers do not support
the view that any deviation from the syllabus, lesson plans, and textbooks is unacceptable.

The respondents revealed that they believe teachers should be more flexible. Accordingly,
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the EFL teacher training materials offer a versatile portrait of a teacher alternating their

roles based on the demands of classroom activities.

Table 3

EFL Teachers’ Roles

Teacher role in controlled practice Teacher role during free practice

To model effectively

To prioritise accuracy but not sacrifice
context

To drill where necessary

To engage the attention of all learners

To use effective correction techniques

To optimise learner talking time
To vary input stimulus
To consolidate forms and sub-points

Pace the activity

Listening for errors in the target
language

Listening to ensure that learners are on
task

Micro-teaching to individuals or pairs
who have clearly not grasped the target
language

Adding input if learners cannot sustain
output

Assessing the development of fluency
Assessing the task

Monitor to facilitate decision-making

in terms of what to do next

Note. Taken from teacher trainers’ PD Documents

The facilitating role of the teacher is also evident in methodological
recommendations, which state that a teacher also becomes “nomomnuk” (an assistant) in
students’ learning (Instructional-Methodological Letter, 2020-2021, p. 134). EFL teacher
trainers also stressed that teachers perform a vital role in the classroom. As TT2
mentioned, “As long as a teacher remains knowledgeable and curious about the changing
world around them, students will find their presence in the classroom engaging and
comforting”. Nevertheless, the guidelines also support the point that teachers should
produce model speech in the classroom. This recommendation was emphasized for primary
EFL classes, where a teacher should model speech, pronounce words and phrases slowly

and clearly, and use appropriate intonation, voice, pronunciation and gestures
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“MOJICTUPOBATh CBOIO PeYb, IPOM3HOCHUTH CIIOBA U (hpa3bl MEIJICHHO U OTYETIIHMBO,
UCTIOJIB3Ysl COOTBETCTBYIOIIYIO HHTOHAIIHMIO, TOJIOC, TPOU3HOIICHHUE U JKECThI”
(Instructional-Methodological Letter, 2020-2021, p. 83). The findings suggested that
teachers are viewed as both facilitators and activators of students’ knowledge and role

models in the classroom.

4.3.7. The Use of the Mother Tongue

Regarding the use of students’ L1 in primary schools, the Instructional-
Methodological Letter (2021-2022) states that the educational process is conducted in the
target language (English). However, if necessary, teachers can use the student's native
language to explain a new lesson or complex instructions. This was encapsulated in the
Instructional-Methodological Letter (2021-2022), “yueOHblii mpoliecc MPOBOANUTCS Ha
H3ydyacMOM (aHF HHﬁCKOM) A3BIKC, HO ITPH HCO6XO,I[I/IMOCTI/I neaaror MOXKeET UCII0JIb30BaTh
pO,I[HOfI A3BIK 06yqafomeroc>1 IJI Pa3bACHCHUS HOBOT'O YpPOKa HUJIN CIIOXKHBIX HHCTpYKHHP'I”
[the educational process is conducted in the target language (English), but if necessary, the
teacher can use the student's native language to explain a new lesson or complex
instructions] (p. 61). Interestingly, there were no further recommendations for using
students’ L1 for later grades. EFL teacher trainers also supported the point that EFL
classrooms should be primarily taught through the target language, English.
Unsurprisingly, the use of students’ L1 or the translation to L1 caused considerable
disagreement between participants, with answers ranging from strong agreement to
disagreement. The PD documents also covered the role of L1 in L2 teaching, suggesting

that students’ prior knowledge is important because it offers avenues for teachers to use the

L1 knowledge as a scaffold in their EFL pedagogy. However, the core message,
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encapsulated in PD training materials is to establish English only spaces and assimilate

students into this environment.

4.4. Constraints for Effective CLT Implementation

The interview with EFL teacher trainers shed light on constraints that might limit
effective teaching and CLT implementation in classrooms. Their answers revealed that
mostly classroom-level and societal-institutional level constraints impacted EFL context in

Kazakhstan.

4.4.1. Classroom-Level Constraints

When asked about classroom implementation challenges, the participants provided
a range of responses such as teachers’ language proficiency, teaching methodologies, and
addressing the needs of mixed-ability students from different socio-economic backgrounds.
On the issue of mixed-ability groups and teachers’ differentiation strategies, one of the

participants mentioned:

| believe, not all teachers can identify particular challenges in this direction, ask
relevant questions, and find appropriate solutions. They simply do not know the

scaffolding and differentiation. (TT 2).

Next, study participants suggested that the textbooks and teaching materials
available to teachers did not ensure the gradual deepening of knowledge and complexity of

the content. One EFL trainer remarked that:

There is no continuity of textbooks; it is necessary that textbooks from Grades 1 to
11 be compiled according to the same scheme, naturally with the complication of
the content, but with the same concept; otherwise, textbooks for different grades

may repeat topics. For example, one author in a textbook for Grade 5 has a topic
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covering certain vocabulary, and another textbook for Grade 7 has the same topic

with simpler vocabulary. (TT 3).

These extracts suggested that teaching mixed-ability students and lack of
appropriate guidance in textbooks and resources has resulted in classroom-level

implementations challenges.

4.4 .2. Societal-Institutional Constraints

The SCES (2018) lists the ability to access international education as one of the
advantages of receiving good quality FL instruction. Likewise, EFL teachers commented
that speaking activities in EFL classrooms should mimic some of the sections of the IELTS
exam. For instance, TT1 suggested the “use of cue cards because most students pass
IELTS in eleventh grade, so it would be useful to practice and improve their speaking”.
Admittedly, communicative competence in this sense becomes a quantifiable skill
measured by international language tests. This perspective on preparation for IELTS can
produce a washback effect that creates an environment where teachers model their
practices to ensure that students’ knowledge is demonstrated on these tests. As a result,
societal-level expectations such as access to international education and passing
international tests such as IELTS can create societal-institutional challenges for effective

EFL teaching.

4.5. The Purpose of English Language Professional Development

Considering their extensive experience working with EFL teachers, participants
were asked to complete the last section of the questionnaire, which helped to address the
main foci of EFL PD. Table 4 summarizes the responses of EFL teacher trainers on the

current goals of EFL PD programs.
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Table 4

Main Foci of English Language Training in Kazakhstan

TT1 TT2 TT3

Knowledge and understanding of strongly agree strongly strongly
English language teaching as a agree agree
subject or field
Pedagogical competencies strongly agree strongly strongly

agree agree
Knowledge of the curriculum agree agree agree
Teaching in a multicultural or neutral strongly agree
multilingual setting agree
Student assessment practices agree agree agree
Dealing with student behavior strongly agree agree agree
and classroom management
Understanding school disagree neutral disagree
management and administration
Approaches to individualized agree strongly neutral
learning agree
Strategies to develop student’s agree strongly agree
communicative competence agree

The questionnaire results illustrated general agreement between participants on the
focus of PD programs. For instance, all three participants stressed the importance of
knowledge and understanding of English language teaching as a subject or field and
pedagogical competencies. Similarly, the assessment practices were ranked highly as they
form a significant part of the updated curriculum reform. On the other hand, according to
EFL teacher trainers, school management and administrative issues remained out of the

scope of PD programs.

It was interesting that teaching in a multicultural or multilingual setting has resulted
in disagreement. For example, two EFL trainers agreed on the importance of creating
multilingual and multicultural educational settings, whereas another trainer was neutral
about this topic. Likewise, while the development of students’ communicative competence

was rated as important, the approaches to individualized learning yielded varying results,
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with participants assigning a different value to the statement. Consequently, this section of
the questionnaire revealed a consensus on the focus of the PD program with slight
variations about two particular topics, namely teaching in multilingual settings and

individualized learning.

Furthermore, in the interview the respondents mentioned that PD programs could
help teachers to become acquainted with new methodologies, and refresh their knowledge
about teaching, student engagement, assessment practices, and the use of feedback.
Secondly, they indicated that the PD courses aim to provide teachers with opportunities to
interact with their colleagues who come from different regions, backgrounds and

experience in teaching. As TT1 mentioned, teachers can:

OOHOBHTH CBOH 3HAHMS TN HAy4YHUTCsA HOBOI METOJMKE InpcrioaaBaHusA,
BOBJICYCHUS, IPABHUIJIbBHOI'O OLICHUBAHUS U IIPABUJIbBHO J1aBAaTb 06paTHYIO CBA3b.
Taxyxe 5TO OTIIMYHAsI BO3MOXKHOCTh Y3HAaTb HOBOC Yy CBOUX APYTI'HUX KOJUICT. Kak 651
00MeH 3HaHHMSIMU U onbITOM. Tak Kak Ha KYpC NPpUXOOAT YUUTCIIA C 0OIBIINM

CTaXXCM 1 HOBUYKH.

From the above extract, it is clear that PDs are opportunities for teachers to update
their knowledge or learn about new teaching methods, assessments, and feedback. It was
also a great opportunity to learn new things from colleagues and exchange knowledge and
experiences since experienced and novice teachers attend PD courses. In regard to the
particular techniques in EFL teachers’ repertoires, TT2 mentioned that courses trained
teachers to use “O0yueHune yunTesneil MHTEPaKTUBHBIM METOAMKaM ™ [use interactive
methodologies]. On the other hand, some participants stated that the PD courses may not
result in effective networks and the dissemination of information. As TT3 reflected,

“ITonbITKH cO37aTh COOOIIECTBA, paboyure TPYIIBl yUUTEIIEH TTOociie KypcoB HE BCeraa
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yererrabl” [the attempts to create networks and disseminate information after courses are
not always fruitful]. Thus, even though the respondents viewed the PD system as a
platform to learn about techniques and exchange ideas, some of the gaps identified in
teacher trainers’ responses suggested that PD programs do not fully address teachers’
individual and contextual situations. Moreover, the teacher trainers’ reactions illustrated
that the post-course activities lacked support structures for sustainable collaboration

amongst teachers from different locations and school contexts.

In summary, this study revealed the following significant findings:

1. Three components of communicative competence are prioritized in the
Kazakhstani context, starting with grammatical competence in primary school and

expanding to discourse and intercultural communicative competence at later stages.

2. Grammatical competence in the Kazakhstani context is measured according to the
international assessment framework (CEFR) and relates to the mastery of four
language skills: speaking, writing, listening, reading. The development of productive
skills may be prioritized in teaching and learning. Intercultural communicative
competence relates to patriotic upbringing, awareness and respect for other cultures.
Discourse competence is predominantly related to the ability to function in the

workplace, particularly in professional and scientific fields.

3. Several principles of CLT are included in methodological recommendations and
EFL teacher trainers’ suggestions, including student-centered classrooms, a variety
of activities, teachers acting as facilitators and role models, collaboration and
meaningful content. The ultimate goal in EFL classrooms, however, should gradually

shift toward English monolingual spaces according to EFL teacher trainers.
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4. Mostly, classroom-level and societal-institutional constraints are seen as
impediments for successful ELT implementation, such as the presence of mixed-
ability students, inconsistency in the content of English textbooks and the need to
conform to the requirements of international testing systems, such as International

English Language Testing System (IELTS).

5. The problems associated with PD were identified as the absence of sustainable PD
models with sufficient post-course monitoring and support for in-service EFL

teachers.

4.6. Conclusion

This chapter presented the findings from multiple research instruments, including
document analysis, qualitative questionnaires, and semi-structured interviews. These
instruments helped to understand the context of ELT in secondary schools in Kazakhstan
and elucidate the views and beliefs of EFL teacher trainers. It further explored the
particular ELT implementation challenges and the focus of the PD programs for EFL
teachers. In the next chapter, | will discuss findings in relation to the concepts outlined in

the Literature Review Chapter.
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Chapter 5: Discussion

As previously stated, the aim of this research was to illustrate EFL teacher trainers’
views and practices of English language teaching and the development of learners’
communicative competence in Kazakhstan. The study included multiple research
instruments, namely document analysis, questionnaires, and interviews, to highlight the
EFL teacher trainers’ perspectives about the goals of EFL, and its associated classroom
implementation challenges in Kazakhstan. The previous chapter presented the significant
findings concerning the research questions. In this chapter, I discuss the findings to the

underpinning research questions:

1. What discourses underpin the development of communicative competence in the
Kazakhstani secondary education context?

2. What are teacher trainers’ beliefs about English language teaching?

3. What are teacher trainers' main goals associated with English language teacher
training?

4. What implementation constraints do EFL teacher trainers identify in ELT in

Kazakhstani secondary schools?

5.1. What Discourses Underpin the Development of Communicative Competence in

the Kazakhstani Secondary Education Context?

The findings revealed that Kazakhstan pursues several objectives in FL teaching.
First, the study found that EFL education aims to preserve the national identities of its
citizens through patriotic upbringing and respect for other cultures. Secondly, results
foregrounded a more outward-looking educational policy, influenced by globalization and
neoliberal policies in education. Accordingly, in Kazakhstan, international testing systems

such as IELTS and the CEFR assessment framework were viewed as vehicles to ensure the
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development of students’ English language knowledge and upward social mobility locally,
nationally, and globally. As a result, the goal of FL teaching emphasized that future
graduates would be able to compete globally, improve their employability and study

abroad opportunities.

5.1.1. Global Discourses in the Development of Communicative Competence in

Kazakhstani Secondary Schools

The globalization and neoliberal finding for the goal of EFL pedagogy is not
unique to the Kazakhstani context. As an illustration, the requirement to effectively
communicate with the outside world in English is “at its zenith” in Bangladesh (Rahman &
Pandian, 2018, p. 43), as the country attempts to ensure GDP growth and educate its
workforce. Similarly, this trend toward the economization of education (Spring, 2015) or
teaching skills for the workplace was visible in the SCES (2018), which stated that
students’ cognitive abilities of analysis and communication in professional and scientific

spheres should be harnessed to the demands of the workplace.

A second finding revealed several instances of neoliberal discourse visible in the
Kazakhstani educational goals that can be explained by the influence of international
organizations. This neoliberal discourse was also visible in the use of standardized
assessment instruments to evaluate the effectiveness of education systems (Spring, 2015).
In the Kazakhstani context, it is most evident in the presence of the British Council and the
IELTS test, which has become an admission requirement at local and foreign English
medium universities. Finally, the introduction of the CEFR levels to guide EFL teaching
and assessment also indicated broader political and economic ambitions. As a result, the
adoption of the CEFR emphasizes the importance of the English language for

“International mobility” and “closer cooperation not only in education, culture, and science
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but also in trade and industry” (Council of Europe, 2001, p.3). Consequently, the study
found that the neoliberal discourse frequently emphasized the English language in frames
of modernity and cosmopolitanism, indicating a more significant association with modern
Western ideologies that can function as “powerful devices contextualized within broad

social, political and economic realities” (Shohamy, 2011, p. 420).

5.2. What are Teacher Trainers’ Beliefs about English Language Teaching?

Considering the state's involvement in education and the desire for effective
communication in an increasingly globalized world, the study found that CLT principles
were a dominating theme in the data, which aligns with similar results in other Asian
contexts (Baker, 2016; Chowdhury & Phan, 2008; Hasanova & Shadieva, 2008; Huang,
2016; Nhem, 2019). Hence, EFL teaching and learning adopts a student-centered approach
with the gradual transition from mechanical activities to communicative spaces. Teachers
of English are viewed as performing various roles in the classroom. Nevertheless, students’
L1 and communicative needs in non-academic context were less pronounced in the

analyzed data.

5.2.1. Student-Centeredness and Communicative Needs Outside the Classroom

The first finding of the underpinning assumptions was student-centeredness and
authentic interaction. More specifically, EFL teacher trainers were supportive of the
activities and conditions allowing students to speak more and feel less anxious about
speaking in general. For example, as the participants mentioned, group and pair work
might center around students’ interests to foster more communication. This suggests that
pair and group work are welcomed activities in EFL classes in Kazakhstan. Compared to
other Asian contexts, these recommendations may be more appealing to Kazakhstani EFL

teachers, because of the division of classes into two groups for FL subjects. Therefore, it
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becomes easier to monitor group activities in Kazakhstani classrooms. In contrast to that,
big class sizes presented a significant challenge for teachers to effectively facilitate and
monitor group work in other Asian countries, which do not divide classes into groups

(Setyaningrum, 2018).

At the same time, the comparison between various research instruments used in this
study demonstrated mixed opinions about the need to focus on students’ communicative
needs outside the classroom. While the Instructional-Methodological Letter (2021-2022)
indicated that extracurricular activities are important for students’ communicative skills
development, the results of the questionnaire revealed that EFL trainers disagree that
teachers should pay attention to students’ exposure to the target language in non-academic
contexts. However, as argued by Savignon (2005), communication outside the classroom is
one of the essential components of a communicative curriculum. Its importance is
underscored by the necessity to interact with the outside world after school completion.
Moreover, as illustrated in a study by Tuspekova et al. (2019), the use of the English
language was practiced by the majority of students in their leisure time. For instance, male
students practiced English with international videogames players, while female students
watched videos in English. Thus, while EFL classes embrace student-centeredness, they
might leave out the important feature of the communicative approach, namely the various

communicative situations in students’ everyday lives.

5.2.2. Gradual Progression to Communicative Activities

The second finding was about the gradual progression to communicative activities.
As suggested by the previous research, the transition from controlled oral practices to
spontaneous interaction in the classroom in the English language is not a simple matter of

going through the learning objectives (Goodman & Abdimanapova, 2020). For this reason,
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to conduct effective communicatively-oriented classroom activities, EFL teachers
recommended gradually shifting from pre-communicative activities to communicative
ones. Additionally, EFL teacher trainers suggested scaffolding these activities. For
instance, one responded stated “I believe, teachers need to let students be more involved
and give them vocabulary and clichés to answer”. Further, if students are hesitant to
produce spontaneous speech in the classroom, they can be given additional time to think
and prepare. As respondents mentioned, “If students remain silent while the teacher asks
questions, it may be better to give them some time to prepare the reports or presentations
about their hobbies and interests”. These findings reflect the shift in Kazakhstani EFL

classrooms from reducing teacher talking time to increasing student-led interaction.

5.2.3. Teachers as Role Models and Facilitators

Further, the study found that teachers were foregrounded as role models and
facilitators of English language learning, to meet the demands of the updated curriculum.
The findings of this study also suggested that EFL teachers may exercise a degree of
autonomy. To illustrate, the Instructional-Methodological Letter (2021-2022) states that
teachers independently distribute the hours and the sequence of topics for the section
during the quarter. At the same time, teachers’ role is expanded, as PD materials suggest,
depending on the situation, where either a model language is required to set an example or
more facilitation is needed. Whereas many studies on CLT suggest its inconsistency with
traditional Asian teacher-centered classrooms, the findings described in this dissertation
illustrate that both PD programs and EFL teacher trainers embrace more active student-
centered FL learning. Nonetheless, teachers retain their position of resourceful
practitioners in EFL classrooms. Finally, the ultimate teachers’ appeal to students was

closely linked to their overall personality and knowledge.
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5.2.4. The Role of Students’ L1 in EFL Classrooms

The results indicated divergent views about the use of students’ L1 in EFL
classrooms. The findings indicated that students’ L1 plays a secondary role to learning
foreign languages. As the Instructional-Methodological Letter (2021-2022) suggests, it is
used to explain difficult topics and instructions and should be gradually replaced by the
instruction in FL. EFL teacher trainers have predominantly agreed that English lessons
should be held in English. The usefulness of L1 is only seen in some of the answers on
conveying meaning of new words. The teacher trainers’ materials also suggested that the
ultimate goal of English classrooms is establishing predominantly English speaking spaces.
It is evident that in the Kazakhstani context L1 is not fully eliminated from FL classrooms,
however, it is somewhat overshadowed by the goals of ultimate English language
maximization. These discourses in ELT once again emphasize the strong instrumental

values attached to FL teaching.

5.3. What are Teacher Trainers' Main Goals Associated with English Language

Teacher Training?

This study found the consistency between EFL teacher trainers’ perspectives on PD
with the SCES (2018) and methodological recommendations on the organization of the
learning process. Firstly, the study showed that the participants identified that the main
goals of PD were the development of communicative competence as required by SCES
(2018), the focus on all four language skills and the ultimate learners’ attainment of the B2
level based on CEFR. Thus, the study revealed that the EFL teacher trainers perceived the
main objectives of PD courses as being related to the achievement of the stated goals. EFL
teacher trainers have also emphasized the importance of PD courses as a platform for

teachers to meet and exchange practices, as well as gain knowledge.
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Nonetheless, this study indicated that PD programs cannot equip EFL teachers with
a comprehensive all-encompassing range of knowledge and eliminate some of the existing
gaps in their knowledge fully. It particularly relates to teachers' pedagogical knowledge. As
participants explained, most of the time problems arise because either learners do not have
sufficient language skills or teachers do not understand what methods to use to help these
learners. Furthermore, the findings in this dissertation suggested that there is no effective
system in place for professional networks and support for practicing teachers. The findings
of this study are consistent with the study on EFL teachers’ views of PD courses conducted
by Zhetpisbayeva et al., (2016), where some participants mentioned that teachers do not
receive appropriate support after the course completion. Additionally, the research
indicated that even the state-wide PD initiatives were not provided in a timely manner. For
instance, some EFL teachers already teaching on the updated curriculum have not
completed the required course (Goodman & Abdimanapova, 2020). In these instances,
these teachers had to learn and observe the practices of other teachers, who have attended

the courses.

Furthermore, the document analysis revealed that even though the PD content was
linked to the SCES (2018) and the English language educational programs, it paid less
attention to the existing knowledge and practices of Kazakhstani EFL teachers. Moreover,
there was a disagreement between EFL teacher trainers on whether PD focuses sufficiently
on the diverse multicultural and multilingual student populations in the English language
classes. The results are consistent with the research by Tleuov (2016), where the author
highlighted that state-wide top-down policies retrained teachers to build their values
around new instruments and methodologies in the classroom. Additionally, the EFL
teacher trainers in this study revealed some mismatch between the aims of the program and

the outcomes for teachers. Although the content of PD training materials touched upon the
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issues of using differentiation in their classrooms, managing mixed-ability groups was
perceived as a significant implementation constraint by EFL teacher trainers in the
classrooms. As EFL teacher trainers admitted, not many teachers know how to distinguish
between these differences and work on utilizing different approaches and activities to

accommodate them.

5.4. What Implementation Constraints Do EFL Teacher Trainers Identify in ELT in
Kazakhstani Secondary Schools?

According to the results of the study, the communicative approach is embraced in
EFL teacher training. Further, the development of communicative competence is viewed as
a valuable skill for school graduates. Although traditional teacher roles and class sizes do
not represent a significant constraint of EFL classrooms, the diversity of students’
linguistic skills and a lack of appropriate text-books were identified as barriers to effective

CLT implementation.

5.4.1. Differentiation in EFL Classes

Firstly, the use of differentiation in EFL classes presented an implementation
constraint. EFL teacher trainers posited that managing mixed-ability groups may present
significant challenges for teachers not well-versed in dealing with such situations.
Likewise, even though the methodological guidelines recommend the use of a variety of
activities and offer flexibility and teachers’ autonomy in choosing the activities and
resources, they do not sufficiently address the challenges of working with mixed-ability
students. Similar findings were seen in Taiwanese EFL classrooms, where teachers faced
the reality of having “students with heterogeneous language skills in one class” (Huang,
2016, p.186). This presented the difficulty in pairing students, where active students would

remain active throughout the pair work, and less active ones remain silent.
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One of the ways teachers have dealt with the situation is trying to match students

considering the areas of improvement for students. Like one teacher mentioned:

I have students good at speaking, but make spelling errors often for writing. | also
get students who write good sentences, but have difficulties in speaking. It requires
much attention and concern to design and organize the activities. | have to make
sure that the activities are good and flexible enough to involve all students. (Huang,

2016, p. 194)

In this regard, the principles of CLT acknowledge the benefits of pair work, while
also stating that it has to be used in appropriate activities (Savignon, 2005). Nevertheless,
in the research and literature on CLT not enough attention is paid to the intricacies of
mixed-ability groups and matching students for effective group work. Thus, teachers are
largely left to their own devices and intuition while dealing with a heterogeneous group of
students. Sometimes, the differences in abilities are also dependent on students’ socio-
economic backgrounds. As stated by the study participants, this is also an implementation

constraint in EFL classes.

5.4.2. Developing Speaking Skills and Psychological Constraints

The study found that developing students’ speaking skills is an important issue of
EFL classrooms. As findings of this dissertation showed, mechanical activities,
memorization and oral retelling of the texts are welcomed activities only at some stages of
the learning process. EFL trainers indicated that lower secondary students should be able to
interact in the classrooms on a wide range of topics. Some of the participants have even
mentioned the possibility of future high-stakes examinations as a benchmark for the
assessment of students’ knowledge. Thus, the majority of respondents suggested moving

away from such rigid activities into communicative ones. These ideas are also supported in
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methodological guidelines stressing that learning in EFL classrooms should be interactive.
On the other hand, the previous research in the Kazakhstani contexts suggested that
sometimes teachers do not provide students with opportunities to communicate and interact
spontaneously (Ismail et al., 2018; Tuspekova et al., 2019). At the same time, as
demonstrated in a study by Tuspekova et al. (2019) some EFL teachers state that students’
reticence to communicate on a variety of topics is linked to their lack of general
knowledge. In these situations, teachers may ask a variety of open-ended questions, while

students remain silent.

Two main strategies for encouraging communication in EFL classrooms were
suggested by EFL teacher trainers. Firstly, in order to challenge high-achieving students,
different questioning strategies could be employed, such as shifting from display questions
to questions that require extended answers. On the other hand, helping less active students
included providing them with sentence structures and needed vocabulary. Overall,
students’ lack of engagement in the classroom was seen as a signal for careful examination
by the teacher. In the same vein, the idea of students’ active participation was the most
pronounced theme in PD documents. Thus, EFL teacher trainers suggested that finding the
right balance between challenging and supporting students is the key element of successful
language teaching and learning. Most importantly, scaffolding and differentiation

strategies have to be employed to ensure the ongoing interaction during the lesson.

Further, the study illustrated that students’ emotional needs and concerns should be
taken into account. This is especially important in light of the fact that previous research
suggested students’ reluctance to take more responsibility for their learning was influenced
by the formal relationships between learners and teachers (Ismail et al., 2018). EFL teacher

trainers linked students’ reticence to engage in classroom activities, especially those
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including speaking, to a non-supportive atmosphere in the classroom or the possibility of
being videotaped during the class. The methodological recommendations address this issue
to only some extent, mostly related to age-specific differences in the classroom. Therefore,

the psychological factors in EFL classrooms are not sufficiently addressed.

5.4.3. Inconsistencies in English Text-Books

Besides being faced with students with various linguistic abilities in one class, the
study revealed that teachers do not sometimes have appropriate textbooks ensuring the
logical lexical progression of content and vocabulary for students. For example, one of the
challenges addressed by trainers included the inconsistencies between the program based
on spiral curriculum and appropriate vocabulary in the textbooks. Similar issues relating to
the textbooks were also discussed in a study by Zhetpisbayeva et al. (2016), where authors
pointed out that both the quality and availability of textbooks for primary English classes

did not fully satisfy the needs of teachers and learners.

5.5. Conclusion

In this Chapter, the findings were interpreted in accordance with the research
questions guiding this inquiry into CLT conceptualization in EFL teacher training. First the
findings illustrated that secondary school students’ communicative competence in EFL
classes is viewed as an asset in a globalizing world. The communicative approach itself is
conceptualized as a gradual process integrating controlled practices and communicative
activities. Nevertheless, the study revealed that there is a lack of focus on students’ diverse
experiences, linguistic backgrounds and outside classroom language practice. Moreover,
the implementation constraints in EFL classes included managing mixed ability groups,

availability of appropriate textbooks, and timely and continuous support of the PD system.
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Chapter 6: Conclusion

This study into CLT conceptualization in EFL teacher training aimed to understand
the rationale behind the development of communicative competence in the Kazakhstani
context. Respectively, the research questions outlined the direction of this research. Firstly,
the study aimed to illustrate which discourses underpin the development of communicative
competence. Then, the research investigated how English language teaching is envisioned
in EFL teacher training. Further, it explored the constraints in effective ELT
implementation and the impact of PD on the practices of EFL teachers. The study

illuminated the views of EFL teacher trainers on ELT in the Kazakhstani context.

The ELT in Kazakhstan is experiencing a state of transition. It is becoming
increasingly influenced by the state educational policy regarding foreign languages,
positioning them as instruments for economic benefits. Thus, communicative competence
in EFL classes is presented as a measurable skill tested predominantly through
international exams and assessment frameworks such as IELTS and CEFR. This puts EFL
teachers into the situation of conforming to the state standards based on the CEFR. At the
same time, the parity between actors of educational processes becomes more pronounced
as teachers are granted more autonomy, and learners more opportunities to speak and
interact. In that sense, students and their language abilities become the products of the
education system. And whereas the state demands the fulfilment of concrete requirements,

students become the recipients of educational services.

Despite that, the diversity of students’ population and linguistic backgrounds is not
sufficiently addressed. The state sets uniform standards, which then inform the learning
objectives, further impacting EFL teachers’ decisions in the classroom. Corresponding to

the stated goals, EFL teacher training pays less attention to the heterogeneity of students
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and their multicultural and multilingual backgrounds, as the eventual outcome of EFL
classrooms is the maximization of the English language use. This tactic lumps students into
a homogeneous group of individuals, limiting their potential to outline their educational

goals and individual developmental trajectories.

Nonetheless, in EFL teacher training CLT is interpreted as a student-centered
approach, where the focus on form and drills are not eliminated, but the development of
communicative skills remains the top priority. Accordingly, teachers are viewed as
versatile practitioners, able to structure the lesson with the use of controlled activities and
freer practices. The breakdowns in achieving the goals in oral speaking skills often occur
as a result of an insufficiently challenging environment or the absence of effective

scaffolding.

Considering this conceptualization of CLT and uniformity in expectations of
learning outcomes, differentiation in the classroom represents a significant implementation
constraint. Additionally, the difficulties arise because of a lack of suitable resources,
namely English language textbooks, which sometimes do not offer a consistent roadmap
for learners’ language progression. At the same time while the PD system strives to
improve teaching practice, it might be offering courses as isolated events, which do not

provide continuity and sustainability for EFL teachers.

6.1. Recommendations for Practice

In light of these implementation constraints, in-service EFL teacher PD systems
should pay more attention to teachers’ and learners’ needs and provide effective solutions
for the actual challenges. In particular, the PD courses should focus on the transition from

non-communicative activities to communicative ones. Moreover, teachers need more
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support in understanding the reasons for students’ difficulties in the EFL classroom, as

well as the various experiences with the target language outside the classroom.

More importantly, the linguistic diversity of student population in EFL classrooms
should be addressed. Particularly, the sociolinguistic reality of Kazakhstani classrooms and
the speaking practices of students. Additionally, there should be more consistency between
the school English language educational program and the textbooks. Specifically, the
problem of textbooks not corresponding to the goals of the curriculum and not providing

the needed lexical progression of topics and vocabulary should be addressed.

Finally, to ensure the sustainability of introduced reforms and the lasting impact of
PD courses, a system of continuous feedback and assessment should be established to
reflect on and improve existing PD programs. The follow-up activities with practicing EFL
teachers might help to adapt the PD courses to the changing environments of English
classrooms. At the same time, EFL teachers’ experiences with the new pedagogies and
methods may enrich the PD programs and pedagogical practices of other in-service

teachers.

6.2. Limitations

This study used only a small sample of participants. Thus, the results of the study
may not be generalizable to the larger population of EFL teacher trainers. Further, the
study involved the participants from only two cities in the south and north of Kazakhstan.
Another limitation of the study concerned the mode of conducting interviews influenced by
the preference of participants to provide written responses instead of face-to-face
interviews. This has eliminated the possibility for probing and gaining a deeper

understanding of respondents’ perspectives. Additionally, some participants chose to
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provide short answers to open-ended questions. This required the researcher to reach out

for elaborate answers to understand the meaning behind their responses.

6.3. Recommendations for Further Research

This study on the views and practices of EFL teacher trainers on CLT and the
development of communicative competence in EFL classrooms has demonstrated that the
approach is viewed as a combination of focus on form and focus on meaning. Moreover,
many principles of CLT, including increased student-speaking time, pair and group work
and the use of authentic materials are seen as beneficial to students’ communicative skills
development. At the same time, differentiation and scaffolding in EFL classrooms present
implementation constraints in EFL teaching. Further research might focus on the teachers’
views and experiences of utilizing the strategies in their practice. Additionally, the research
might benefit from employing a focus group instrument to allow teachers to express their

views and listen to the opinions of their colleagues.
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Appendix A

Informed Consent Form

Investigating EFL Teacher Trainers’ Practices and Views of Language Teaching and
Developing Learners’ Communicative Competence in Kazakhstan

DESCRIPTION: You are invited to participate in a research study that explores your
practices and views of language teaching and developing learners’ communicative
competence in secondary schools in Kazakhstan. You will be asked to participate in a face-
to-face interview or online interview, depending on the COVID 19 restrictions in
Kazakhstan. The interview will be informal and will be conducted in English, Russian or
Kazakh languages depending on your preference. If you express your agreement, the
interview will be tape-recorded. If you do not wish to participate in an interview, questions
will be send to you to provide your written answers. In addition, you will be requested to
complete a questionnaire. Finally, you will be asked to send your training session materials
used with EFL teachers. Your name, the name of your institution will be anonymous during
all stages of the study, including documents, electronic files and the dissertation itself. All
the collected data, recordings and study-related documents, including consent forms, will be
saved on a personal password protected computer of the researcher.

TIME INVOLVEMENT: Your participation for each instrument will take between 20-30
minutes.

RISKS AND BENEFITS: The risks for participants associated with this study are very
minimal. To reduce any potential risks of the study, participants and their institution's
identities will be hidden; thus, their names will be changed in the documents and data stored
in a secured place. No information from interviews will be shared with their supervisors or
administration. The interview time and place will be negotiated with every participant and
will not interfere with their work schedules.

The benefits that may reasonably be expected from this study are getting to share their
perspectives about the challenges in developing communicative skills in secondary school
students in Kazakhstan and receiving new insights about the local peculiarities of EFL
classrooms. Your decision to participate in this study will not affect your work or status.

PARTICIPANT'S RIGHTS: If you have read this form and have decided to participate
in this project, please understand your participation is voluntary. As such, you have the
right to withdraw your consent or discontinue participation at any time without penalty.
The alternative is not to participate and the right to refuse to answer particular questions.
The results of this research study will be included in the thesis submitted in partial
fulfillment of the requirements for the degree of Master of Arts in Multilingual Education
at Nazarbayev University.
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CONTACT INFORMATION:

Questions: If you have any questions, concerns or complaints about this research, its
procedures, risks and benefits, please contact the Research Supervisor for this student work,
Assistant Professor Michelle Bedeker, at michelle.bedeker@nu.edu.kz

Independent Contact: If you are not satisfied with how this study is being conducted, or if
you have any concerns, complaints, or general questions about the research or your rights as
a participant, please contact the NUGSE Research Committee to speak to someone
independent of the research team at +7 7172 709359. You can also write an email to the
NUGSE Research Committee at gse_researchcommittee@nu.edu.kz

Please sign this consent form 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 | am free to withdraw from the study at any time without giving a
reason;

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

Signature: Date:
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3EPTTEY ) K¥MbICHI KEJICIMIHIH AKITAPATTBIK ®OPMACHI

Ka3akcTranga aFbUIIIBIH Tijli MYFaJiMAepiHiH KaTTBIKTIPYIBLIAPBI TIKipHOeciH
JKOHE 0JIAPJBIH T/l OKbITY MEeH OKYIIbLIAPAbIH KOMMYHUKATUBTIK KY3bIPETTUIITH
AAMBITYFa KO3KapacTapblH 3epeJiey

CUITATTAMA: Cizai Ka3zakcTaHHBIH OpTa MEKTENTEPiHAE TUT YHPETY KoHE
OKYIIBUIAPIbIH KOMMYHUKATHBTIK KY3BIPETTUIITH JaMBITY OOMBIHINA Ci31H TOKIpHOEHI3
OCH Ke3KapacTapblHbI3Ibl 3ePTTEY )KYMBICHIHA KaThICYFa Mmakbipambl3. Ci3aeH, OeTme-0eT
cyxbarka Hemece oHnaiiH-cyx0aTka (Kazakcrangarst COVID-19 mekreynepine
OailyIaHBICTHI) KaThICY cypananbl. Cyx0ar OeiipecMu 00Ia bl )KOHE Ci3/1H KalayblHbI3Fa
Kapail aFbUIIIBIH, OPBIC HEMeCe Ka3ak TULIepinae xyprisineni. Erep ci3 kemcceHis, cyxoat
Tacmara ’xa3puiaabl. Erep ci3 cyx0aTka KaThICKBIHBI3 KelIMece, ci3re jka3oaina xayar oepy
yIIiH cypakrap xioepineni. CoHbIMEH KaTap, Ci37IcH cayallHaMaHbl TOJITHIPY Cypaliaibl.
CoHpIH/Ia, Ci3/I€H aFbUIIIBIH MYFAIIMICPIMEH KOJIJIAHBUIATHIH OKY cabaKTapbIHBIH
MaTepHaIapsl xkidepy cypanansl. Kyxarrapasl, aneKTpoHabl (haiinmapas! sxoHe
JUCCEepTAIlUSHBI KOCa allFaH/ia, 3epPTTEYAiH 0apiblK K€3eHIHE Ci31H aThIHbI3, Ci3/I1H
MEKEMEHIH aThl ’KacbIpblH 0011a1bl. bapiblk )KuHaANFaH IepeKTep, xKa3zdanap MEeH 3epTTeyre
KATBICTHI KY>KaTTap, OHbIH 1II1H/Ie KeTiciM OJaHKTepi 3epTTEYLIiHIH jKeKe MapoaiMeH
KOpFaJIFaH KOMITBIOTEPIH/IE CaKTaIaIbl.

OTKI3IVIETIH YAKBITBI: Op kypainra ciziH KaTbICybIHbI3 20-30 MUHYTTHI aj1a/ibl.

3EPTTEY ) K¥MBICBIHA KATBICYJIbIH KAYIIITEPI MEH
APTBIKIIBIJIBIKTAPBI:

3epTTeyre KaTbICyLIbUIAPAbIH TOyeKeN1epl MUHUMAJAbL. 3€pTTEYA1H bIKTUMAI
TOyEeKeJJIepiH a3aiTy YIIiH KaThICYIIbIIApbIH aThI-KOHI MEH OJIapJIbIH MEKEMECIHIH
aTaysl )KaChIPBIIA b, OCBUIANIIIA OAPIIBIK JKEKE aTayiap CaKTaJlaThlH KYKaTTap MEeH
nepexrepae e3reprieai. Cyx0aTTaH ajgblHFaH aKnapaT oJIapiblH KeTeKIIIepiMeH
HeMece SKIMIIUTIrIMEH OeticiMeiiil. OHrIMeNecy yakbIThl MEH OPHBI Op KAaThICYIIBIMEH
KeJiciie/1l %oHe oJapAbIH KYMbIC KECTECIHE KeJlepri KenTipMeiii.

Byn 3epTTeyneH KyTineTiH apTHKIIBUIBIKTap KasakcTaH arsl opTa MeKTen
OKYIIbLIAPbIHBIH KOMMYHHKATUBTIK JIaFIbUIAPBIH TaMBITYIAaFbl KUBIHIBIKTAP TYpasibl 63
Ke3KapacTapbIMeH Oemicy xoHe EFL aynmuTopusapbIHbIH XKEepPrilikTi epeKienikrepi
TypaJbl )kKaHa TYCIHIKTEp/1 aiy Oosbin Ta0buiaabl. Ci3/1iH OCHI 3€pTTEyre KaTbiCyFa
HIENTIMiHI3 )KYMBICBIHBI3Fa HEMece MOpTeOeHI3re acep eTHei .

KATBICYUIbI K¥YKBIKTAPBI: Erep Ci3 Gepinred ¢popmMamMeH TaHBICHIT, 3€pPTTEY
’KYMBICBIHA KaThICyFa MIennM Kadbuiaacansl3, Ci3AiH KaTbICYBIHBI3 €PIKTI Typ/ie eKeHIH
xabapmaiimMb13. COHbIMEH KaTap, KajlaFaH yaKbITTa albINIyJl TeJeMel jKoHe Ci3/1iH
QJIEYMETTIK KeHUIIIKTEPIHI3Te el KeCIpiH TUT130ei 3epTTey KYMbIChIHA KaThICY TYpaJibl
KEeJTiCIMiHI3/11 Kepi KalTapyFra HeMece TOKTaTyFa KYKbIFbIHBI3 0ap. 3epTTey )KyMBbIChIHA
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MYJIIEM KaThICTIaybIHbI3Fa J1a TOJBIK KYKBIFBIHBI3 Oap. Conmaii-ak, KaHaaii aa oip
Cypakrapra )xayan 6epmeyiHisre nae 907eH 00sasl. by 3epTTey )KYMBICBIHBIH
HOTHKEJEPi aKaJIeMISUIBIK HeMece KaciOn MakcaTTap/a Oacmara YChIHBUTYbI HEMece
HIBIFAPBUTYBl MYMKIH.

BAWJIAHBIC AKITAPATHI:

CypaxkrapbiHbi3: Erep xKyprizuin oTeIpFaH 3epTTeY KYMBICHIHBIH MPOIIEC], KayIi MEeH
apTHIKIIBUTBIKTAPHI TYPaJbl CYPaFbIHbI3 HEMECE IIaFBIMBIHBI3 00JIca, KeJleci OaiIaHpIC
KypaJiapbl apKbLUIbI 3€pTTEYIIIHIH MATUCTPJIBIK TE3UC1 OOMBIHIIA KETEKIICIMEH
xabapiacysiHpi3ra 0onaasl. (Mumens beagekep, michelle.bedeker@nu.edu.kz)

JTEPBEC BAUJIAHBIC AKITAPATTAPBI: Erep Gepinren 3epTTey 5KyMBICHIHBIH
JKYpPri3iayiMeH KaHaraTTaHOacaHbI3 HEMECEe CYpaKTapbIHbI3 OCH IIaFbIMIapbIHbI3 00Jica,
Hazap6aeB Yuusepcureri XKorapsl binim 6epy mekteOinin 3eprrey Komurerimen
KOpCETUITeH OaiJIaHbIC Kypasliapbl apKbLUIbl Xa0apiacybIHbI3Fa 00JIaIbI: SJICKTPOHIBIK
nomTamMeH gse researchcommittee@nu.edu.kz.

3epTTey KYMBICBIHA KaTBICYFa KeJiCiMiHi31 OepceHis, Oepinren opmara KOJI KOFOBIHBI3IBI

CYpanMBbI3.

* MeH Oepinred popMaMeH MYKHUST TaHBICTBIM;

e Maran 3CPTTCY KYMBICBIHBIH MaKCaTbl MCH OHBLIH IMPOLCAYpPAaChl )Kaf/'IBIHI[a TOJIBIK

aKmapar Oepii;

* JKunakranraH akmapar Ie€H KyIus MOJIMETTepre TeK 3epTTEYLIiHiH ©3iHe

KOJDKETIM/II JKOHE MoJliM OOJaTBIHBIH TOJIBIK TYCIHEMIH;

* MeH Ke3 KeNreH yakbITTa elIKaH/ ai TYCIHIKTEMECI3 3epTTey KYMBIChIHA KAThICYJaH

6ac TapTybIMa OOJIATBIHBIH TYCIHEMIH;

*  MeH xoFapblJia aTajblll OTKEH aKMapaTThl CaHAJIBI TypJe KaObuIiar, OChI 3€pPTTEY

KYMBIChIHA KaTBICyFa 63 KeliciMIM/i OepeMiH.

Kossr: Kyni:
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O®OPMA UTHOOPMALIMOHHOI'O COI'VIACHUA

H3yyeHue NpakTHK NpenoaaBareseil CHCTEMb] MOBbIIIEHUSI KBATH(UKAINH U UX
B3IJISII0B HA NMpenoJaBaHue aHTJIMIiCKOro sI3bIKa U Pa3BUTHE KOMMYHMKATHBHOI
KOMIIETEHTHOCTH yuammuxcsa B Kazaxcrane

OIIMCAHME: Bbl npurnamieHsl OpUHATh Y4aCTHE B UCCIETOBAHUH 110 U3YYEHUIO
MPaKTUK TPEHEPOB aHTJIMUCKOTO SI3bIKA U UX B3TJISZ0B Ha MPENOJaBaHue U Pa3BUTHE
KOMMYHHUKATHBHOM KOMIIETEHTHOCTH Y4allluxcsl B cpeHUX Ikojax B Kasaxcrane. Bam
OyJIeT MpeasioKeHO MPUHATh Y4aCTUE B OYHOM WJIM OHJIAH-UHTEPBBIO, B 3aBUCUMOCTH OT
orpannuyenuit COVID-19 B Kazaxcrane. IHTepBBIO OyneT HehopMaIbHBIM U OyIeT
MIPOBOJIUTHCS HA AHTJIIMHCKOM, PYCCKOM MJIM Ka3aXCKOM SI3bIKaX B 3aBUCHMOCTH OT BalllUX
npeanouteHuid. Eciim Bel Belpa3zute cBoe coriacue, MHTEPBBIO Oyaet 3anucano. Eciau Ber
HE XOTHTE YyY4aCTBOBATh B HHTEPBbIO, BaM OYAYT OTIIPABJICHBI BOMPOCHI, HA KOTOPHIC BB
CMOJKETE OTBETUTH B UcbMeHHOHU (opme. Kpome Toro, Bam Oynet npeanosxkeno
3amoJIHUTh aHkeTy. Jlanee, Bac monpocsT npuciate Matepuaibl KypcoB MOBBIIIEHUS
KBaTM(DUKALMY, TPUMEHsAEMbIE Ha Kypcax JJIs yUYUTeNeld aHTTTMHCKOTO S3bIKa KaK
WHOCTpaHHOTO. Bamie nMs, Ha3BaHHE BalIeTro YIPEkKJACHUS Oy IyT aHOHMMHBIMHU Ha BCEX
JTanax MCCIIeOBaHMsI, BKIIIOYask JOKYMEHTBI, JJIEKTPOHHBIE (aillibl U caMy JUCCEPTAIUIO.
Bce coOpannbie nanHbIe, 3aMUCH U JJOKYMEHTBI, CBSI3aHHBIE C UCCIICIOBAHUEM, BKITIOYAs
dbopMbI cornacusi, OyIyT COXpaHEHBI HA JINYHOM KOMIBIOTEPE UCCIeI0BATENs,
3alUIIEHHOM [apOoJIEM.

BPEMS YYACTUA: Bamie yuactue 3aiimet ot 20 10 30 MUHYT.
PUCKHM U IPEUMYUIECTBA:

Pucku, cBsi3aHHbBIE C HCCIEI0BAaHUEM MUHUMAaIbHBL. YTOOBI YMEHBIIUTD JIHO0OBIE
NOTEHIMAJIbHBIE PUCKH UCCIIEOBAHUS, TMYHOCTh YHACTHUKOB U X MECTO paboThl Oy1yT
CKPBITBI; TAKMM 00pa3oM, UX UMeHa OyJlyT U3MEHEHbI B IOKYMEHTAX U JIaHHBIX,
XpaHAIMUXCcs B 3alIMIEHHOM MecTe. Hukakas nHdopmMaius u3 UHTEpBbIo He OyneT
nepegaHa uxX pyKoBOJUTENSIM UM aAMUHUCTpauuu. Bpems u mecto cobecenoBanus OyayT
COI'JIACOBAHBI € KAX/bIM YJACTHUKOM U HE OYIYyT BIUATH HA UX I'paduK pabOTHI.

[Tpeumy1iecTBa, KOTOPHIE MOKHO Pa3yMHO 0XKHMJIaTh OT ATOI'O UCCIIEIOBaHMS,
3aKJIFOYAIOTCS B U3YYEHHUH B3IJIs10B TPEHEPOB Ha MPOOJIeMbl B pa3BUTUH
KOMMYHHMKaTHBHBIX HaBBIKOB y Y4alllUXCsl CpeIHUX 1Ko B Ka3zaxcrane u noiaydeHuu
HOBOTO NPE/ICTaBIeHUsI 00 0COOCHHOCTSAX MPEeToiaBaHus aHTTIMIHCKOro s3bIKa. Barie
pelIeHre y4acTBOBaTh B 3TOM HMCCJIEI0BAaHUU HE MOBJIMSET Ha Bally paboTy Win
npodeccrOHaIbHBIN CTaTYC.

ITPABA YYACTHUKOB: Ecnu Bsl npounTanu 1anHyio ¢GopMy U peIinig IPUHATh
ydJacTHe B IaHHOM HUCCIIeIOBaHHH, BBl JOIDKHBI TOHUMATh, 4To Bare yuacTtue sBisieTcst
A00pPOBOJIBLHBIM 1 4TO Y Bac ecTb mpaBo 0T03BaTh CBOE COTJIacHe WU MPEKPATUTD
yudacTtue B Jito00e BpeMs 0e3 mTpadHbIX CAaHKIUN 1 0€3 MOTepH COLMAIBHOIO MaKeTa,
KOoTOpbIi Bam npenocTasiisiiny. B kadecTBe anbTepHAaTUBBI MOKHO HE y4acTBOBATh B
uccienoBanuu. Takxe Brl nMeeTe npaBo He OTBeYaTh Ha KaKUe-I11M00 BOMPOCHI.
Pe3ynbTaThl 1aHHOTO MCCIEI0BaHUS MOTYT OBITh MTPEICTABICHBI HIIU OMyOJIMKOBaHBI B
HAYYHBIX WX TPO(ECCHOHATBHBIX IEISX.



INVESTIGATING EFL TEACHER TRAINERS’ PRACTICES 83

KOHTAKTHAS UH®OPMALUSA:

BOIIpOCbI: Ecnn y Bac ectp BOIIPOCHI, 3aME€YaHH UIIN )Ka.]'IO6I>I I10 ITOBOAY JaHHOI'O
HCCIICOOBAHU, IIPOUCAYPHI €I'0 IIPOBEACHHUA, PUCKOB U IMMIPEUMYIIECTB, Brl Moxere
CBA3aTbCA C PYKOBOIUTEIIAM MAaruCTepCKoro Te€3uca HUCCIIEOJOBATEIIA. Muresns BeneKep,
michelle.bedeker@nu.edu.kz.

He3aBucumebie KoHTaKTBI: Eciiu Bel He y0BJIETBOPEHBI IPOBEIEHUEM JAHHOIO
UCCIIEIOBaHMs, €ClT Y Bac BO3HUKIIN Kakue-T100 mpoOieMbl, Kano0bl UM BOIPOCHI, Bl
moxere cBsizaThesi ¢ Komurerom HcenenoBanmii Beicmeit Lkonsr OOpa3oBanus
Hazap6aeB YHuBepcutera, OTIIpaBUB IMCbMO Ha AJIEKTPOHHBIN aJipec
gse_researchcommittee@nu.edu.kz.

[Toxkanyiicta, noanumMre JgaHHYO ¢opMmy, eciau Bbl coriacHel y4acTBOBaTh B
UCCJICTOBaHHH.

* S BHUMATEILHO M3y MIPEICTABICHHYIO HH()OPMAIIHIO;

*  MHe npenocTaBuiIv MOJHYIO0 HH(DOPMALIHIO O LENAX U MPOIeype UCCIEIOBAHMUS;

* S moHumaro, Kak OyIyT HCIIOJIB30BAHBI COOPAHHBIC TAHHBIC, M UTO JTIOCTYI K JIFOOOH
KOH(pUACHIMANbHOM nH(OpMaLuK OyJeT UMETh TOJBKO UCCIIEI0BATENb;

* 4 monumaro, 4To BmpaBe B JIOOOW MOMEHT OTKa3aThCsl OT YYacTHs B JIAHHOM
UccleIoOBaHUH 0e3 00BsSCHEHUS PUYHH;

* C nmoiHBIM OCO3HAHUEM BCETO BBIIIECU3IIOKEHHOTO 51 COTJIaCeH MPUHSTH y4acTHE B
UCCJICIOBAaHUH 110 COOCTBEHHOM BOJIE.

IHonnuce: Jlara:
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Appendix B

Document analysis protocol

Project: Investigating EFL Teacher Trainers’ Practices and Views of Language

Teaching and Developing Learners’ Communicative Competence in Kazakhstan

Name or Type of

Document:

Data

received:

Date of document:

Significance or Purpose of Document:

Types of documents

Comments: Relationship to Research
Questions

Ministerial Order

Methodological recommendations

Professional development course

materials

Additional Comments/Reflections/Issues:
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KyxatTapasl Taggay xarraMmachl

Koba: Kazakcranjaa arbUIIBIH  TUII  MyFrajdiMJepiHiH KATTHIKTHIPYIIbLIAPBI
TIKIpUOeCiH IHe 0JapAbIH TNl OKBITY MEeH OKYWbLIAPABIH KOMMYHHKATHBTIK
KY3bIPETTUIIrH 1aMbITYFa KO3KapacTapbIH 3epjaeliey

KykxatTeig
TYpi:

aTaybl HEMECE

AJIBIHFaH

JIepeKTep:

Kyxar xyHi:

KykaTThIH MoHI HEMece
MaKCaThbl:

Kyxat TypJaepi

Iikipyep: 3epTTey cypakTapbiMeH 0ail1aHbIC

Kazakcran Peciybnukace! bigim
OHE FBUTBIM MUHUCTPIITIHIH
OYHUPBIFbI

Hyckaynap

BiTIKTUTIKTI apTTBIPY KYpPChIHBIH

MaTepuaiapsl

KocsiMina nmikipaep / peduexcusiiiap / Macesiesep:
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IIpoTokos aHaIM3a JOKYMEHTOB

HpOGKT: I/I3ytle1me MPAaKTUK TPEHEPOB AHTJIMHCKOro A3bIKA U UX B3IJISIIOB Ha
npenogaBaHvue u pa3BuTue KOMMyHHKaTHBHOﬁ KOMIICTECHTHOCTH yYallluXCs B

Ka3axcrane

HazBanwne uimm tin

JOKYMCHTA:

[lannbie

MOJTYyYECHBI:

[atupoBanue

JIOKYMEHTA!

3HaueHHE WU [eJIb TOKYMCHTA:

Tunbi AOKYMEHTOB

KOMMCHTapI/II/I: OTHOILICHHUE K BOIIpocaM
HCCJIeJ0BaAHUA

[Ipuka3z MunuctepcTBa oOpa3oBaHus U

Hayku Pecniy6nuku Kazaxcran

MeTOI[I/I‘-IeCKI/Ie PEKOMEHOAINN

Marepuainbl KypcoB MOBBIIIEHUS

KBaJTU(pUKAITIH

JlonoiHUTeIbHBIe KOMMeHTapuu / peduiexcust / npodemMbl

86
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Appendix C
Interview Protocol
Project: Investigating EFL Teacher Trainers’ Practices and Views of Language

Teaching and Developing Learners’ Communicative Competence in Kazakhstan

Time of Interview:
Date:

Place:

Interviewer:
Interviewee:

Position of Interviewee:

Questions:

1. What is the main goal of foreign language teaching in secondary schools in the
Republic of Kazakhstan?

2. What essential skills, in your opinion, should learners acquire in the English
language classroom?

3. What demands does the school curriculum place on teachers and learners? In what
ways does it ensure the language skills progression throughout different Grades in
secondary schools?

4. What are the main implementation challenges in English language teaching?

5. How do professional development programs address these challenges?

6. Imagine that an English teacher, during speaking practice, mostly asks ninth grade
students questions that do not require extended responses. How would you react to
this situation, and what would you recommend to the teacher?

7. The teacher asks questions on a variety of topics related to the students' personal
interests or hobbies. However, students are reluctant to participate in the discussion.
What do you think might be the reason for their inactive participation, and what
recommendations would you give?

8. Imagine in the English language classroom, students resort to memorization of texts
or phrases during speaking practice. What will be your advice to teachers in this
situation?
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Cyx0art xarTamacsl

Koba: Kazakcranaa arbUIIBIH TiJli MyFAJIMIEPiHiH KATTHIKTHIPY IIbLIAPBI
TIKIPUOECIH JKIHE 0JIAPAbIH TUII OKBITY MEH OKYIIbLIAPAbIH KOMMYHUKATHBTIK
KY3BIPETTUIITH 1aMBITYyFa KO3KapacTapblH 3epaesiey

Cyx0arracy yakbIThI:

Kymi:

Opubl:

Cyx0at Oepymi:
Cyx0OarrackaHs:

Cyx0aT aymbIHbIH YCTaHBIMBI:
Cypakrap:

1. Kazakcran PecmyOnukachIHbIH Kalmbl O11iM OepeTiH MEeKTeNTepiHae MIeT TUTiH
OKBITYJIbIH HET13I' MaKcaThl KaHai?

2. Ci371iH OMBIHBI3IIA, OKYLIBLIAP aFBUIIIBIH TiII cabaFbIH/IA KaHal HeTi3T1 JaFabuIapabl
MEHTrepyi Kepek?

3. Mekren OarnapiamMachiHIa MyFaTiMIep MEH OKYIIbIIapFa KaHaal Tajmantap KoWbuiaab?
O opTa MEKTeNTe TUT AAMBITY/IBIH Y3IIKCI3/IIriH Kajdail KaMTaMachi3 eTei?

4. AFpUIIIBIH TIJTIH OKBITYIBI XKY3€Te achIpyJarbl KaHai Heri3ri mocemnenep typ?

5. Y3naikci3 6iniM 6epy Garmapiamanapsl OYJ1 Mocenenepal menryre Kanad kemekreceai?
6. EnecreTin kepiHi3Ili, aFbUIIIBIH TLTI MYFaliMi COMINEY KATTHIFYbI Ke3iHAE 9 -ChIHBII
OKYIIbUIapbIHA HET131HEH TOJIBIK XayanTap/ibl KaKeT eTHEeHTIH cypakTap Kosibl. by
KaFJaiiFa Kajail Kapap e/1iHi3 *oHe MyFalliMre He YChIHap e/1iHi3?

7. banama cueHapuiizi enecreTin KepiHi3. MyFaiimM OKyIIbLIap/bIH KeKe
KBI3BIFYIIBUIBIFBIHA HEMECE X000UiHe OalIaHbICTHI Op TYPJIi TAKBIPHIITap OOMBIHIIA
cypakTap Kosiibl. Anaiiia, CTyIeHTTep MiKipTalacka KaTbicyaan 6ac Taprassl. Ci3miH
OMBIHBI3IIA, OEJICEH 11 eMeC KaThICyFa He ce0en 001ybl MyMKIH?

8. EnecTerin KepiHi31li, aFbUIIIBIH TUII cabaFbIH/1a OKYILIBLIAP COiliey KaTThIFyIapbl
Ke31HJIe MOTIHAEp/1l HeMece aiiblH (pa3anapibl ecTe cakTayFa skyrineai. MyHait
XKaraaija MyFaniMaepre KaHaai kenec oepeciz?
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IIpoToK0J HHTEPBLIO

Hp()eKT: I/I3y'{e1me MPaKTUK TPEHEPOB AHTJIMHCKOI0 A3bIKA U UX B3IJISIIOB HA
npenogaBaHue M pa3BuTue KOMMyHHKaTHBHOﬁ KOMIICTEHTHOCTH yYaluxcsi B

Ka3axcrane

Bpewms untepBbio:

Mara:

Mecro:

HNuTepBrioep:
OnpaimuBaeMblii:
J{0JKHOCTE UHTEPBBIOEpA:
Bompocsr:

1. KakoBa ocHOBHas 11€1b 00y4€HHUs] HHOCTPAHHBIM s13bIKaM B 00111€00pa30BaTeIbHbIX
mikonax Pecnybnuku Kazaxcran?

2. Kakue ocHOBHbIE HaBBIKH, 110 BalllEMy MHEHUIO, JOJKHBI IPUOOpETaTh ydaluecs B
KJIACCE aHIJIMUCKOrO sA3bIKa?

3. Kakue TpeboBaHus MIKOIBHAS TPOrpaMMa MPEABIBISET K YUUTEISAM U YIaIIUMCS ?
Kakum 006pa3oM oHa oOecriedrBaeT MPeeMCTBEHHOCTh Pa3BUTHS SI3bIKOBBIX HaBBIKOB Ha
HPOTSDKEHUH BCEro 00y4eHus B cpesiHel mkose?

4. KakoBbl OCHOBHBIE MPOOJIEMBI pealn3aluy 00y4yeHHs aHTIIMICKOMY S3bIKY?

5. Kak nporpaMMsl MOBBIIIEHUS! KBATH(DUKALMU TOMOTal0T PELUIUTh 3TH MPOOIEMbI?

6. IIpencraBpTe, YTO yUNUTENb AHIVIMHCKOTO S13bIKA BO BPEMS Pa3rOBOPHOM IPAKTUKHU
3aJaeT yyeHHKaM 9-ro Kjacca NpeuMyIleCTBEHHO BOIIPOCHI, HE TPeOYIOLIHe pa3BEPHYTHIX
oTBeTOB. Kak Bbl OTHECETECh K 3TOM CUTYallMH U YTO OPEKOMEHAYETE YUUTEIIO?

7. IlpencraBbpTe ceOe, anbTEPHATUBHBIN CLIEHapUil. Y YUTENb 3aJaeT BOIIPOCHI Ha
pa3IUYHbIE TEMBbI, KacaroIuecs JUYHbIX YBICUEHUH Uiau Xx000u yvamuxcs. OHako
YUEHUKH HEOXOTHO MPUHHUMAIOT y4acTUe B 00CYkJAeHHH. YTo 10 BalieMy MHEHHIO, MOXKET
OBbITH MPUYUHON HEAKTUBHOTO y4acThs?

8. IIpencraBbTe cebe, 4TO HA YpOKaxX aHTIIMICKOTO sI3bIKa YYSHUKH MPHOETaroT K
3alIOMMHAHUIO TEKCTOB MJIM FOTOBBIX (hpa3 BO BpeMsi pa3rOBOPHOM MpakTHKH. UTO BbI
IIOCOBETYETE YUUTENSAM B 3TOM CUTyalnun?
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Appendix D

Questionnaire
A: Personal and educational details: Circle or highlight the appropriate answer
Age:
20- 30 31-35 35-40 40-45 45-50
Home Language (Choose one)
Second language (Choose one)
University Education:
Specialty:
Teacher Training experience (years)

B. Main foci of English language training in Kazakhstan

Please indicate: strongly agree; agree, neutral, disagree, strongly disagree
1. Knowledge and understanding of English language teaching as a subject or field

Pedagogical competencies

Knowledge of the curriculum

Teaching in a multicultural or multilingual setting

Student assessment practices

Dealing with student behaviour and classroom management

Understanding school management and administration

Approaches to individualized learning

. Strategies to develop student’s communicative competence
Other (please indicate)

C. Developing communicative competence in English language classes

©ooOoNo kWD

Please indicate: strongly agree; agree, neutral, disagree, strongly disagree

1. Vocabulary is the most important part of language teaching.

2. Language learning is best promoted through using the language in authentic
situations in the classroom.

3. Meaning is best conveyed through translation between the target language and the
mother tongue.

4. A teacher must focus on areas of difficulty in grammar and pronunciation.

5. A teacher must focus on the students’ communicative needs outside the classroom.

6. A teacher must correct students’ errors at all times to develop communicative
competence

7. A teacher must avoid deviating from the syllabus, the lesson plan, or the textbook.

8. Spontaneous interaction helps students to learn to communicate.

9. English class should be mostly taught in English.
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Cayannama

A: 7Keke xoHe OL1imM Oepy MastimerTepi: TuicTi :xayanTbl 10HreJeKTeN HeMece aCThIH
ChI3BIN OeJIrijieHi3

Kacer:

20- 30 31-35 35-40 40-45 45-50

Yiine Ko1aHaThIH T (Dipeyin TaHIaHbI3)

Exinmi Tiso (0ipeyin TaHIaHbI3)

YuuBepcurer Oijimi:

MaMaHABIFBI

IexarorukajbiK medepJaiKTi apTTHIPY CAJACBIHAA KYMbIC 0TI (3KbLI)

B. Kazakcranaa arblIIbIH TiJTiH OKBITY/ABI YilpeTy KeJieci 0aFbITTapabl HeMece
OimiMai KaMTyFa OarbITTAaIFaH. MBIHAHBI KOPCETIiHI3: TOJBIKTAN KeJIiceMiH;
KeJjliceMiH, OeliTapan, kejgicnelMiH, MyJiieM KeJicneiiMiH

. AFBUIIIBIH TiJIIH ITOH HEMECE caya PETiHAe OKBITYIBI OUTy KOHE TYCIHY

. IlemarorukasblK Ky3bIpeTTepIi apTTBIPY

. OKy >xocniapbIa 01Ty

. KenmmonennerTi Hemece KeNTUIII OpTaga OKbITY

. OkymbuTapapl Oaranay Toxipuodeci

. OKymIsIIapAbIH MiHE3-KYJIKBIMEH YKOHE CHIHBINTHI 0aCKapyMeH JKYMBICTaHy

. MekTenTi 6ackapy MeH OacKapyasl TYCiHY

. XKekeneHreH oKbITYIbIH TICLIEP1

. CTyIeHTTIH KOMMYHHUKAaTUBTIK KY3bIPETTUIITH AAMBITY CTpaTerusiiapbl

backa (kepceTiHi3)

C. ArplIIIBIH TiJIi ca0aKTapbIHIa KOMMYHMKATHBTIK KY3bIPeTTLIIKTEepai AaMBbITY.
MpbIHaHBI KOPCETIiHI3: TOJBIKTAH KeJliceMiH; KeJiiceMiH, OeliTapan, KejicneiMiH,
MyJIIeM KeJticreiiMiH

O 001N D B~ WN —

1. Ce3nik — T YpeTyaiH €H MaHbI3bl OOJIIri.

2. Tinmi CBIHBINITAFGI MIBIHAKKI JKaFIaiIapaa KOJIAaHy apKblIbl YHPEHY THIMIIPEK.

3. MarpiHaHBI YHPEHEp TiJ MEH aHa TiJli apachIHAAFbl ayaapMa apKbUIbl TYCIHAIPY TYPHIC.

4. Myranim rpaMMaTriKa MEH aliThlTy1a KUBIHBIK TYbIpaThIH cajajapra Ha3ap aynapybl
Kepekx.

5. MyrainiMm cabakTaH ThIC YaKbITTa OKYIIBUIAPAbIH KOMMYHUKATUBTI KQXKETTUTIKTEPiHE
Ha3ap ayAapybl Kepek.

6. MyFaxiM KOMMYHUKATHBTIK KY3BIPETTUTIKTI ITAMBITY YIIiH 9P YaKbITTa OKYIIbLIAPIBIH
KaTeJepiH TY3eTyl KepeK

7. Myranim cuiiabycTaH, cabak )KocTmapblHaH HEMece OKYJIBIKTaH aybITKbIMAay KEpeK.

8. CnoHTaH/Ibl ©3apa aKnapaT ajJMacy  CTYASHTTEpIiH  KapbIM-KaTbIHAC XacayFra
yiipeHyiHe ceGenTece/i.

9. ArbLTibIH TiTI cabarbl (KOJIIAaH KENTEHIIE) aFbUIIIBIH TUTIH/E KYPIi3inyi Kepek.
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AHKeTa

A: JIuvyHbIe TaHHBbIE U CBeleHus 00 00pa3oBaHuu: 00BeIUTE UJIHN BbIJEJIUTE
COOTBETCTBYIOLIUI OTBET.

Bo3spacr:

20-30 31-35 35-40 40-45 45-50
Poanoii s3bIK (BIOEPHUTE OUH)
Bropoii si3bik (BbIOEpUTE OIMH)
Broicuiee o0pa3oBanme:
CnenuajbHOCTb:

Craxk moAroToBKHU yumTesei (J1er)

B. OcHOBHbIC HanIpaBJIeHHUs MOBbILICHUSI KBATH(PUKALNY YYUTeIeH AHTIHICKOr0
s3bika B Kazaxcrane

HOﬁ(aHyﬁCTa, YKAKHUTE: MOJHOCTBIO COTJIACEH; COIJIACCH, HeﬁTpaﬂbHO, HE COIJIaCeEH,
KaTeropuieCK He COorjiaceH

. 3HaHI/I€ U ITIOHUMAHHEC HpeHOI[aBaHI/IH aHFJII/If/'ICKOFO A3bIKA KaK HpCI[MeTa

. Ilenarorndyeckue KOMITETCHIIUN

. 3HaHME y4eOHOU MPOrPaMMBI

. [IpennogaBanue B MOJMKYJIbTYPHOU UM MOJIUSI3BIYHOM Cpejie

. [IpakTrka olleHMBaHUs y4allUXCs

. YpaBieHue nNoBeJCHUEM YUEHUKOB

. [loHnMaHne opraHu3aliMOHHON CTPYKTYPhI U POJIM AIMUHUCTPALIUN LIKOJIbI

. [loaxobl K THAWBUYaTEHOMY O0YUEHUIO

. Ctpareruu pa3BUTHsI KOMMYHUKAaTUBHOW KOMIIETEHIIMH YYalllUXCs

Hpyroe (moxxanayicTa, yKaKute)

C. Pa3zBuTHe KOMMYHUKATHBHOMH KOMNETEHIMH HA 3aHATHUSAX M0 AHTJINHCKOMY SI3BIKY
Homxanyucra, yKaKuTe: MOJHOCTHIO COIJIACEH; COIVIACEH, HEMTPAJIbHO, HE COIJIACeH,
KAaTeropu4ecKM He COrjiaceH

1. JIexcuka (croBapHbIii 3anac) — camasi BayKHasi 4acTh OOy4€HUs S3bIKY.

2. V3y4yeHuro si3bIKa JIy4Ille BCETO CIOCOOCTBYET UCIOJIb30BAHUE S3bIKA B @y TEHTUYHBIX
CUTyaIUsAX B KJacce.

3. CmbIcH JTydllle BCEro NepeaaeTcsi HOCPEACTBOM NEPEBOIa MEKY LIETIEBBIM SI3bIKOM U
POJIHBIM SI3BIKOM.

4. Yuurenp JOJKEH COCPEOTOYUTHCS Ha TPYJHOCTSIX B TPAMMATUKE U MPOU3HOILIEHUH.
5. Yaurenb T0JKEH COCPETOTOYUTHCSI HA KOMMYHUKATHBHBIX MOTPEOHOCTSX yJaIIUXCs
BHE KJjiacca.

6. Yaurenb T0JKEH MOCTOSTHHO UCTIPABIIATh OMTHOKH YUaIUXCsl ISl PA3BUTHS
KOMMYHUKATUBHON KOMIIETEHIIUH.

7. Yaurenb He JOMKEH OTKIOHATHCS OT MPOTPAMMBI, IJIaHa YPOKa WK YIeOHUKA.

8. CloHTaHHOE B3aUMOJICHCTBHE TTOMOTAET yYalllUMCS HAyUYUThCS OOIIAThCS.

9. IlpenonaBaHue aHTIIUICKOTO SI3bIKa B OCHOBHOM JIOJKHO ITPOBOJIUTHCS HA AHTJIUMCKOM
SA3BIKEC.
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