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Abstract
Towards English-Medium Transition: Exploring Curricular and Instructional
Adaptations in a Private School in Kazakhstan
Kazakhstan has a predominantly bilingual, Kazakh — Russian, population.
Consequently, these two languages are traditional media of instruction (Mol) at secondary
school. The idea of trinity of languages, promoted by the government since the 2010-s,
introduced the third Mol - English, as a tool for modernization and internationalization of
education. At secondary school English was assigned for teaching science subjects in higher
grades. However, the reform aimed at English-medium instruction (EMI) at public schools
was successfully realized only in elite state networks, while at mainstream schools it
encountered such significant challenges that it was suspended for an indefinite period.
Alongside public sector, EMI is implemented in various forms at private schools. Research
on EMI at private sector in Kazakhstan remains limited; in particular, there is a lack of
studies that conceptualize EMI transition as a systemic process involving interrelated
policies, as well as curricular and instructional adaptations that enable a gradual shift from
students’ first language (L1) to full EMI. The purpose of this case study was to investigate
how internal policies, curricular and pedagogical adjustments facilitate the transition from
students’ L1 to English in a private school in Kazakhstan, drawing on Cummins’ (2000)
distinction between early- and late-exit models of transitional bilingual education as a
theoretical lens. The study adopted a qualitative design, drawing on semi-structured
interviews with school administrators and teachers, as well as document analysis of the
school’s website and institutional materials. The findings indicated that the school employs a
hybrid model implying integration of state and international curricula and late-exit bilingual
education. The school’s curriculum is also modified by the introduction of additional subjects

in English, early start of English language classes and increased number of hours. The
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findings also reveal acceptance of bilingual instruction, cross-curriculum approach,
promotion of teacher collaboration, and enhanced attention to students’ wellbeing as a policy
and as a pedagogical strategy. It may be concluded that EMI transition at secondary schools
needs a more systemic approach, possible modifications of English curriculum, increased
institutional support of interdisciplinary collaboration. Moreover, the study advocates for
early preparation for EMI through integration of language and content by subject and
language teachers, as well as for a gradual increase in the proportion of instruction in English,
rather than the abrupt implementation of full EMI.

Keywords: private schools, EMI transition, late-exit bilingual education, school

policies, curricular and instructional adaptations



Agaarna
AFBUIIIBIH TLTiHAE OKBITYFA Kolly: KazakcTanaarbl jkeKke MEKTeNTeri oKy

O0argapiamMachl MeH OKBITY dicTepinaeri OeiiMmaeaysepai 3eprrey

Kazakcran xajKpl Heri3iHeH Ka3ak >KoHe OpBIC TUIIEPiH KaTap KOJIAaHAThIH
KOCTi11 606N Tabbu1aabl. OchiFaH OalIaHBICTHI aTaJIFaH €Ki Tl opTa Oiiim Oepy
xyiecinae nacrypii okbiTy TUaepi (OT) perinne kansinrackad. 2010-xpuinapaan
OacTal MEMJIEKETTIK JIeHIeii/ie 1repuleTiareH YITUIIUIIK casicaTbl O11iM Oepyi
YKAHFBIPTY JKOHE MHTEPHAIIMOHAIIAHABIPY KYpasibl PETiH/IE YIIIHII OKBITY TiMi -
arbUILIBIH TUIIH €Hr13yl ke3aeni. OpTa 611iM Oepy JeHreliH e aFbUIIIbIH T1JI )KOFaphl
CBIHBINTAp/1a )KapaThlIbICTaHy MOHJEPIH OKBITY TUI peTiHe Oenrinenal. Anaina
MEMJICKETTIK MEKTENTep e aFbUIILbIH TUliHAe OKbITyFa (EMI) kemryre 6arpiTTanran
pedopMa HeTi3iHEH AU TAJIBIK MEMJISKETTIK OUTiM Oepy JKeliJepiHae FaHa COTTI )Ky3ere
achIPBLIIIBI, aJl JKaJIbl 611IM OepeTiH MEKTEeNTep/e 0J1 eNeyili KUbIHABIKTapFa Tarl O0JblI,
Oenrici3 Mep3iMre TOKTAThULABL. MeMIIEKEeTTIK CEKTOpaH OeeK, KEKEMEHIIIK
mekrentepae EMI oprypii dopmarTa xy3ere aceipeinyna. Jlereamen Kazakcrangarb
xekemeH ik Mektentepaeri EMI OoiibiHina 3epTreynep mekreyii; acipece EMI-re etyai
e3apa OaliJlaHBICTBI casgcaTTap, COHAal-aK OKylblIapAbIH 01piHii TitiHeH (L1) Tonbik
arbUILIBIH TUIIHJE OKBITYFa OIPTIHJEN KOIIyre MYMKIHAIK OepeTiH oKy OaraapiaMalbiK
XKOHE Mearorukaiblk oeiMaeyep xKyieci peTinie KapacTblpaTblH 3epTTeyiep
KETKUIIKC13. ATajFaH jKaFaaiibl ecKepe OThIPBII, Oy Kelc-3epTTeyAiH MaKcaThl -
KasakcTannarpl seKeMEHIIIK MEKTENTEp/IiH OipiHae oKymbuiapaby L1 TiniHeH
aFrbUIIIBIH TUTIHE KOIIY YAepiCiH KaMTaMachl3 €TETIH 11IKi casicaTTapAblH, OKY
OarapiaaManblK XKoHE MeJarorukaislk OefiMaeynepai Kajai Ky3ere acblpbulaThIHbIH
3epTTey O60mbin Tabbutanbl. 3eprre Kammunc (2000) yebiHFaH oTIeN KOCTULAL OTiM

OepyaiH epTe >KoHEe Kell IIBIFY MOJIEb/Iepl apaChIHIAFbI )KIKTEYiH TEOPUSIIBIK HET13



peTiHAe KoaaHa bl 3epTTey canalblK dficHaMara HEeri3/1eiI, MEKTEN SKIMIILIIr MEeH
MYFaIIMJIEPMEH XKYPri3ireH kapThliail KypblIbIMIaIFaH cyxoartap, CoH1ai-aK
MEKTEIITiH PECMH BeO-CaliThl MEH HHCTHTYLIM OHAJIBIK KY)KATTaPbIH TaJIay bl KAMTHIbI
3epTTey HOTHXKENepi MEKTENTIH MEMIICKETTIK )KOHE XaJIbIKapaJbIK OKY
OarapiaaManapblH KipiKTipeTiH THOPUATI MOJENb/I1 ’KoHE Kell MIBIFy KOCTUII1 O11iM Oepy
TOCUTIH KOJITaHATBIHBIH KopceTTi. COHBIMEH KaTap, OKy OarIapiaMachl aFbLIIIBIH
TUIIHJIET1 KOChIMIIIA IOHAEPAl €HI13Y, aFbUIIIBIH TIIIH €pTe KE3€HHEH OacTal OKbITY JKOHE
carar CaHbIH apTThIPY apKbUIbI OeiiMIeNTeHi aHbIKTaIbl. HoTmkenep exitiyii
OKBITYIIBIH KaOBLIAHYBIH, TTOHAPAIBIK (KPOCC-KYPPHUKYITYMIIBIK) TOCII1, MyFamiMIep
apachIH/IaFbl BIHTHIMAKTACTHIKTHI JAMBITYFa OarbITTAIFaH cascaTTapabl, COHIai-aK
OKYUIBIIAPABIH dNI-ayKaThIHA casicaT JEeHIeHiHe J1e, TeJarOTUKAJbIK CTpaTerus PeTiHae
JIe epeKIlie Ha3ap aylaapbUIaThIHBIH Kepcereni. KophIThIHABLIAN Kee, opTa OiIiM Oepy
nenreitinne EMI-re keury xyiieni Tocuial, aFbUILIBIH TUI1 OKY OaFJapiamMachlHa bIKTHMAa
e3repicTep eHri3y/il )KoHe MOHAPAIIBIK bIHTBIMAKTACTHIKTHI HHCTUTYILIMOHAIIBIK JIeHTeiiie
KymedTyai Tanan ereni. COHBIMEH Karap, 3epTTey IIoH MyFaliMIepi MEeH Til MyFaliMaepi
TaparblHaH TL1 MEH Ma3MYH/bI KipikTipy apkbuibl EMI-re epte gailbIHABIK KYprizyni,
coHpaii-ak TonblK EMI-ni GipaeH eHrisyaiH opHbIHA, aFbUILIBIH TUIIHE OKBITY YJIECIH

O1pTIHIEI apTTHIPY/Ibl YChIHABL.

Tyuiin co30ep: xxekeMeHIK MekTentep, EMI-re keuty, ke mbiry KocTuil 6u1im 6epy,

MEKTeI cascarbl, OKy OariapiaMablK )KoHE MeAarorukajbIK Oeilimaeymep.
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AHHOTAL UA
Ilepexoa Ha o0ydyeHMe HA AHIVIMICKOM sI3bIKe: MCCJIeJ0BaHUE Y4eOHO-TIPOrPaAaMMHBIX
U METOIMKO-IeJAarori4eCKux ajanTamnuii B 4acTHoO# mkoJie B Kazaxcrane

Hacenenune KazaxcTtaHa sBIsI€TCSl IPEUMYIIECTBEHHO JABYSA3bIYHBIM, TOBOPSIIIAM
Ha Ka3aXCKOM U PYCCKOM si3bIKax. COOTBETCTBEHHO, 3T JBA S3bIKA TPAJULIMOHHO
WCIIOJIB3YIOTCS B KadecTBe si3pIkoB 00yueHus (S10) B cucreme cpeaHero oopa3oBaHus.
Konuenuus TpueauHcTBa A3bIKOB, TpoABUraemas rocyaapctsom ¢ 2010-x rogos, BBena
TpeTuil A3bIK 00y EHHUs], AaHITIMICKUI, KAK HHCTPYMEHT MOJIEPHUBALINN U
WHTEepHAI[MOHAIM3aIKi 00pa3oBanus. Ha ypoBHe cpeaHero o0pa3oBaHus aHITIMICKHIA
SI3BIK OBLI ONpeeNEH KaK SI3bIK MPENoJaBaHus €CTECTBEHHO-HAYYHbIX JUCIUIUIMH B
cTapummx knaccax. OnHako pedopma, HarpaBiIeHHas! HA BHEPEHUE aHTIIOS3bIYHOTO
00y4eHHsI B TOCYAapCTBEHHBIX IIKONaX, OblJIa YCIEIHO peali30BaHa JHIIb B AU THBIX
rOCy/IapCTBEHHbIX 00pa30BaTeIbHBIX CETAX, TOrNa KaK B OOBIYHBIX LIKOJAX OHA
CTOJIKHYJIACh C CEPbE3HBIMU TPYAHOCTSIMH U ObLTa (PAaKTHUECKU IPUOCTAHOBIICHA HA
HeomnpenenéHHbld cpok. Hapsiny ¢ rocygapcTBEHHBIM CEKTOPOM, aHTJIOSI3bIYHOE 00yUeHHE
B PAa3IMYHBIX OpMax peasim3yeTcs U B HaCTHBIX IIKoIax. BMecTe ¢ Tem uccrienoBanus
EMI B wactHOM cextope KazaxcTaHa 0CTaroTCsl OrpaHUYEHHBIMH; B YaCTHOCTH,
OTCYTCTBYIOT paboThl, paccMaTpuBaromue nepexoq kK EMI kak cucremHslii ponecc,
BKJTIOYAIOIINN HHCTUTYLIIMOHAIBHYIO MOJTUTHKY, y4eOHO-IIPOrpaMMHBIE U TIEAaroru4eckue
ajanTaluu, CBsI3aHHbIE IPYT C APYroM U 00€eCHeurBaroIIre MOCTENEHHBIN epexos] OT
niepBoro si3pika yuammxces (L1) k momHomeHHOMY 00y4eHHIO Ha aHTIIMHACKOM SI3bIKE.

[enbro TaHHOTO KeHC-MUCCIIe0BAHUS SBISIETCS U3YUEHHE TOT0, KAKUM 00pa3oM
BHYTpPEHHUE MOJUTUKHU, a TAaKXKe y4eOHO-IPOrpaMMHbBIE U METOJUKO-TI€1arOTNYeCcKue
ajlanTanuu crnoco0cTBYIOT mepexony ot L1 yuammxcst K aHIIMHCKOMY SI3bIKY B YaCTHOM

mkosie Kazaxcrana, c onopoit Ha pa3ianune Mexy MOAEISIMH PaHHEr0 U MO3THEr0
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BBIXOJIa B paMKax MEPEXOAHOr0 ABYSI3bIYHOIO 00pa30BaHMs, MpeliiokeHHoe KammMuHcoM
(2000) B KauecTBE TEOPETUUYECKOM OCHOBHI. M cciemoBanme BRITIOJIHEHO Ka4eCTBEHHBIMU
METO/IaMU U OCHOBBIBAETCS HA MOJIyCTPYKTYPUPOBAHHBIX HHTEPBBIO C aAMUHHUCTPALINEI
IIKOJIBI M YYUTEISIMH, a TAKXKe Ha aHAIM3e 0(pUIIMaTbHOTO CaifTa IIKOJIBI U
WHCTUTYLIMOHAJIBHBIX JOKYMEHTOB. Pe3ynbTaThl MccaeqoBaHusl MOKa3aliv, YTO B LIKOJIE
peanu3yeTcsi THOpHIHAsT MOJIEb, IPEANOJIararonas HHTErPaAUI0 TOCYTapCTBEHHOTO U
MEXTYHAPOIHOTO y4eOHBIX MPOrPaMM, a TAKXKE MOJIEb IBYSI3bITHOT'0 00pa30BaHUs C
MO3IHUM BBIXOIOM. Y4eOHas porpaMMa Takxe MonuuIMpoBaHa 3a CuéT BBEICHUS
JIOTIOJTHUTEJIbHBIX TPEAMETOB Ha aHIJIMIICKOM SI3bIKE, pAaHHEr0 Hayaja U3y4eHus
AHTJIMIICKOTO SI3bIKAa M YBETMYEHUS KOTMYECTBA yUeOHbBIX YacoB. KpoMe TOro, pe3ynbTaTsl
CBUJIETEIBCTBYIOT O MIPU3HAHUU JBYS3BIYHOTO O0yUYEHUS, TPUMEHCHUN
MEXIMCIUIIIMHAPHOTO TTO/IX0/1a, MTOOIIPEHUH COTPYIHUYECTBA MKy YUUTEISIMH, a
TaK)K€ YCHJICHHOM BHHUMaHUU K OJIarOMOJIyYHIO YYaIIUXCs KaK Ha YPOBHE MOJIMTHKHU, TaK
U B KaU€CTBE MEAarornueckor crparerud. MoxHO 3aKII0YUTh, 4To nepexoa k EMI Ha
YpOBHE cpellHero oopa3oBaHus TpeOyeT 6oJjiee CUCTEMHOTO MOAX0/1a, BO3MOXKHBIX
W3MEHECHHI B y4eOHOM MporpamMme 1o aHTIIMHACKOMY SI3bIKY, & TAK)KE YCHIICHUS
WHCTUTYIIHOHAJILHOMN MOIEPAKKHU M X AUCIUIUIMHAPHOTO B3aumozaeiictBusa. Kpome Toro,
rccien0Banne 000CHOBBIBAET HEOOXOMMMOCTh paHHel nmoarorosku k EMI uepes
MHTETPALUIO SI3bIKA U MIPEIMETHOIO COJlEpKaHUs CUIIaMU MPEIMETHBIX U SA3bIKOBBIX
YUYUTENEH, @ TAKKE MOCTENEHHOr0 YBEJIWYEHUS JOJIM MPENOAaBAHUS HAa aHIIIUM CKOM

SA3BIKE BMECTO €0 pE€3KOro 1 1moJIHOIr0 BHCAPCHUS.

Kniouegvie cnosa: yactuple mkosl, nepexon k EMI, nBys3piuHoe oOpa3oBaHue ¢
MTO3/ITHUM BBIXO/10M, 00pa3oBaTesibHas MOJUTHKA IIKOJIbI, y4eOHO-IPOrpaMMHBIE U

NICAarort4cCKuc aganranmuu.
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Chapter 1: Introduction
This chapter introduces the background of the study by describing the role of
languages in the educational context in Kazakhstan, particularly the role of English as the
medium of instruction (EMI), outlining the milestones of EMI implementation in
secondary education. The chapter also presents the statement of the problem, followed by
the formulation of the research purpose and of the research questions. The final section

discusses the potential significance of the study and the target audience.

Background Information

The Republic of Kazakhstan has a predominantly bilingual population, speaking
Kazakh and Russian. Kazakh is the sole national language, and Russian is the second
language; however, they are used in a parallel way at governmental institutions and in
public space (Smagulova, 2008). These two languages are the main media of instruction
(Mol) in all educational sectors.

Secondary education in Kazakhstan, since Soviet time, has been and still is either
Kazakh- or Russian-based. In the 1920s, educational policy promoted Kazakh as Mol at
school. However, in the late 1930-s — 1950-s the russification of the educational system
took place. The educational reform of 1957 — 1958 gave the choice of the language of
instruction to parents, regardless of children’s native language, which undermined the
positions of Kazakh as higher education was predominantly Russian-based (Smagulova,
2008). After gaining independence, the same principle of parents’ choice of Mol was kept,
with the difference that teaching the other language as foreign (Kazakh or Russian)
became mandatory from primary school.

However, this begs the question: what is the role of English in this Kazakh -
Russian dichotomy? Nowadays English is the only foreign language taught at Kazakhstani

public schools. It was introduced in the curriculum of most schools after Kazakhstan



became independent in 1991. Officially English became a mandatory subject only in 2021,
although, de facto, it had gained popularity much earlier, already in the 1990-s. The idea of
EMI emerged in the early 2000-s within the framework of trilingual education, put forward
by the former President Nursultan Nazarbayev (Fimyar et al., 2014). The ‘Trinity of
Languages’ was formulated as a cultural and educational project where Kazakh was
considered as the language of national identity, Russian as the language of interethnic
communication and English as the language of integration into the global economy
(Goodman & Karabassova, 2018).

Thus, knowledge of English was seen as a tool for the development of human
capital, for internationalization, and modernization of education and economy (Fimyar et
al, 2014). Initially, trilingual education envisaged teaching humanities in Kazakh and
Russian, while STEM subjects in English. The bilingual Kazakh - Russian education is
dictated by the socio-historical landscape of Kazakhstan, while teaching STEM in English
is a global trend which has been practiced in many countries for several decades (Gilanyi
etal., 2023).

Trilingual education, including EMI for STEM, was tested in three networks of
public but elite and highly selective schools, accepting gifted students from grade seven:
33 “Daryn” schools, 30 “Bilim-Innovation” schools (BIL), and 20 “Nazarbayev
Intellectual Schools” (NIS) until 2017 when it was decided to introduce it in all
mainstream schools across the country (Karabassova, 2020).

The idea of trilingual education was reflected in several major state documents,
however, it is noticeable that most of these policy documents are general and very broad
strategies covering not only trilingual instruction (Karabassova, 2020). The ‘Road Map for

Trilingual Education 2015-2020’ (2015) was supposed to be a guideline for the



implementation of the trilingual model, but it did not contain concrete milestones,
expected results and criteria (Goodman & Karabassova, 2018; Karabassova, 2020).

Moreover, during the transfer of the trilingual model from selected schools to
mainstream schools, the focus of the reform had shifted solely toward teaching in English.
“Paradoxically, trilingualism has merely become a synonym of “teaching in English,” and
the idea of teaching subjects through Kazakh L2 and Russian L2 was soon forgotten
(Karabassova et al., 2020, p. 38).

Analyzing the data of Government of the Republic of Kazakhstan and the Bureau
of National Statistics for 2021-2022 it can be concluded that the plan of EMI introduction
for STEM was realized in only about a half of public schools across the country (Bureau of
National Statistics, n.d; Government of the Republic of Kazakhstan, n.d.).

Furthermore, according to Karabassova et al. (2020) President Tokayev decided to
go back to teaching in Kazakh and Russian. After intense and rushed actions for
integrating EMI for STEM in national curriculum in 2016 - 2018 the reform was
suspended, and the current situation is not homogeneous: some public schools continue to
teach certain content subjects in English, whereas others have postponed this issue
indefinitely (Karabassova, 2020).

The initiative to teach STEM subjects through English at secondary sector was
successfully realized only in three networks of selective public schools (NIS, Daryn, BIL)
and in some private schools.

The first private schools opened in Kazakhstan only after gaining independence in
1991 and they were the first institutions that provided education services in English
(Yakavets, 2014). As Chankseliani (2014) noted, private schools in Kazakhstan developed
primarily in response to the declining quality of public education, which created demand

for institutions offering higher standards, modern international curricula, better preparation



for higher education, and improved learning conditions. According to Chankseliani (2014)
the private sector remains relatively small, is concentrated in urban areas, caters mainly to
affluent families, and is closely tied to globalization aspirations. Simultaneously, it is more
state regulated than in other post-Soviet countries and is subject to mandatory state
licensing (Ministry of Education of the Republic of Kazakhstan, n.d). Private schools in
Kazakhstan operate within a highly centralized regulatory framework under the Ministry
of Education, which oversees policy, licensing, and quality assurance, and requires all
schools to comply with state educational standards and curricula (Education Profiles,
2021).

Private secondary sector remains limited but has been rapidly growing for the last
two decades. The new governmental reports estimated the increase in number of private
schools from 203 in 2020 to 878 schools in 2025 (Government of the Republic of
Kazakhstan, 2026).

Private schools may combine state curricula with foreign programs, such as
International Baccalaureate (IB) or Cambridge Assessment International Education
(Education Profiles, 2021). They may use English as sole Mol or implement transition
from L1 schooling to EMI at different stages. Private schools shifting between Mols have
developed individual systems of curricular and instructional adaptations aimed at gradual,

and smooth EMI transition.

Problem Statement

In Kazakhstan, most primary-level students are native speakers of Kazakh or
Russian, and their early exposure to academic English is limited (Kambatyrova, 2024).
English is not a part of daily communication in Kazakhstan, therefore, as Mol for
complicated content subjects, it becomes a burden for many students, both from language

and content acquisition perspectives (Kambatyrova, 2024).



The idea of EMI in secondary sector is postponed but not rejected because it is a
mainstream global trend (Gilanyi et al., 2023). Moreover, the number of EMI programs in
higher education institutions is growing (Tajik et al., 2022), which requires continuity in
the educational process in terms of students’ ability to learn content subjects through
English.

Nowadays, there is a discrepancy between policy formulation and its practical
implementation, underscoring the need to examine how EMI is operationalized within
schools and what systemic factors hinder or favor its effective realization (Karabassova,
2018). What is lacking in the EMI policy for secondary schools is the holistic,
comprehensive, and interconnected system of curricular decisions, pedagogical methods,
and collaborative strategies of school administrators, subject and language teachers.
Educators at public schools have limited and fragmented understanding of how to execute
the transition from one Mol to another. At this point, EMI transition turns out to be abrupt
for all the stakeholders. Even in gradel0, students’ English proficiency is not high enough
for EMI, and teachers do not know how to scaffold them, while school administrators do
not provide sufficient support for teachers (Karabassova, 2021). In other words, there is a
considerable gap in the state curriculum in terms of preparation for the EMI transition.

NIS and other privileged public networks were supposed to serve as a model for
the rest of Kazakhstani state schools (Goodman & Karabassova, 2018). However, these
schools are selective toward students and richer in resources than mainstream schools.

Private schools also have considerably richer resources and relatively higher levels
of students compared to public schools. However, unlike NIS, BIL and Daryn networks,
most private schools have the full cycle of instruction: from elementary to high school.
These schools start preparing their students from primary school and create comprehensive

support systems of curricular and instructional adaptations. Consequently, some of their



methods could be potentially adapted by public schools. Moreover, curriculum developers,
content specialists, and methodologists could advance the implementation of EMI for
content subjects by aligning general English classes with the linguistic demands of STEM
education as it is done in some private schools.

Referring to the experience of many countries with successful EMI at school, often
in form of content and language integrated learning (CLIL) (Coyle, 2018), this initiative in
Kazakhstan is worth being supported and developed. Hence, analyzing any positive
experiences, at institutional and classroom levels, may help shape this policy and
contribute to its practical implementation.

Research on private secondary sector in Kazakhstan is scarce. A certain gap also
exists in studying EMI transition as a systemic approach and a set of curricular and
pedagogical adaptations. Previous research in the context of Kazakhstan mostly focused on
separate aspects of EMI implementation. There were not many studies displaying EMI
transition as a complicated process and as a comprehensive system of interrelated

measures that encompass different dimensions.

Research Purpose

The purpose of this study is to explore the system of interconnected curricular and
instructional adaptations implemented in a private school to support a gradual and
comfortable EMI transition. The researcher aims to study how teachers and curriculum
developers in a Kazakhstani private school support Kazakh- and Russian-speaking
students in acquiring academic English, subject-specific terminology and communicational
skills needed to successfully engage in EMI for content subjects from primary or lower -
secondary school and onward. This study will also investigate how educators
conceptualize their roles and responsibilities in this multilingual, transitional context. The

study will focus on three main research domains: 1) policies and curriculum modifications



supporting EMI transition; 2) STEM and English teachers’ strategies and methods to
prepare students for EMI; 3) English classes’ convergence with STEM subjects and ways
of cooperation between language teachers and their subjects colleagues. While the first
research area refers to the official policy of a certain school, two other areas are related
both to official school guidelines and individual teachers’ strategies and initiatives.

By investigating how teachers and curriculum developers support language and
content development during the primary and early secondary stages, this study aims to
discover individualized strategies and methods implied in private schools that potentially

can be extended to broader contexts, including mainstream schools.

Research Questions
To fulfil the purpose, the following research questions have been developed:
1. How do school policies and curriculum adaptations facilitate the
development of academic English and support students’ transition to English-
Medium Instruction (EMI)?
2. In what ways do teachers implement these policies and curricular
adaptations to address both language and content learning needs at the primary and
lower-secondary levels?
3. How do collaborative practices between language and content teachers

support an effective transition to EMI?

Significance of the Study

The relevance of exploring this topic lies in understanding how EMI for content
subjects can be implemented in the conditions when students have very limited exposure to
English outside school and the transition to EMI takes place relatively late, which is the
case of public schools in Kazakhstan. One of the main reasons why EMI policy realization

is not very successful is its abruptness. Students having a limited number of general



English classes that are not connected to STEM subjects, start learning complicated
content subjects through English suddenly without prior linguistic preparation. Basically,
the preparation of students for EMI before actual immersion for some content subjects in
terms of curricular and instructional adjustments at public schools is practically
nonexistent.

This research is a case-study at a private school practicing gradual EMI transition.
The key word here is ‘gradual.” The main idea consists in starting to prepare students in
advance, from elementary school, in various ways: introducing special supporting subjects,
incorporating elements of English at science classes taught through L1, aligning topics of
science and English classes, and promoting collaboration between language and content
teachers. Identifying these means can inform educational policy, curriculum and content
development, and teacher training programs. Despite the differences in resources between
private and public schools, some activities, curricular modifications and teaching methods
could be borrowed and adapted for the public sector.

In addition, the application of CLIL-informed or similar practices in early
education remains underexplored even in the private sector. By examining how teachers
perceive and implement integrated language-content instruction (explicit or implicit) this
research can contribute empirical data to guide future teacher training, curriculum design,
and policy decisions. The study may be of use for school administrators and, especially,
language and STEM teachers at private and public schools informing on how they could
help students prepare for future EMI starting at an early age.

Overall, the study might support the country’s broader goals of fostering
multilingual, globally competent graduates and provide practical recommendations for
improving early-stage EMI readiness in Kazakhstan’s education system. This research can

provide data on pedagogical and curricular strategies aiming to bridge gaps between



language acquisition and subject learning in light of the national trilingual policy. It may
support the refinement of EMI practices in Kazakhstan and inform policy decisions aimed
at improving trilingual education. This study can also add to broader research on EMI and
language scaffolding at the primary level.

Furthermore, this research can contribute to the broader academic discussion on
multilingualism, EMI - CLIL dichotomy, and models of bilingual / multilingual education
in non-Western contexts, offering some insights specific to Kazakhstan's unique
sociocultural landscape.

Above all, the findings of this study could help to shape EMI for STEM curriculum
and methodology, making them more up-to-date, flexible, and inclusive, embracing the
interests of Kazakhstani students from various backgrounds and to provide practical
recommendations for supporting sustainable EMI implementation.

Therefore, the present study might be of interest, above all, for policy makers,
school administrators, curriculum and content developers in English and STEM subjects,

language and content teachers using EMI.
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Chapter 2: Literature Review

EMI is an extremely broad and multi-faceted topic in educational research. This
case study represents how one private school implements the transition from mother
tongue-based instruction (MTBI) to EMI. Thus, the key concept of this research is
transition from one Mol to another, particularly EMI transition.

This chapter reviews some conceptions of EMI transition by top-ranked researchers
in the area of multilingual education, such as Cummins (2000), Baker and Wright (2025),
Mohanty (2018), including types of EMI transition, associated challenges and pedagogical
strategies. Then, the chapter outlines the main themes of the modern research on EMI in
Asian contexts. Further, the chapter describes in greater detail the key themes in EMI
research in Asia that are applicable to Kazakhstani context, namely policy — practice
discrepancy, inefficient and insufficient teacher professional preparation and development,
total exclusion of local and indigenous languages from educational paradigms and the
domination of English-only pedagogy. The present study briefly summarizes some of the
empirical sources critiquing ‘anglonormativity’ (McKinney, 2017) and TESOL orthodoxy
(Pennycook, 2001) in different contexts. Next, studies on teachers’ pedagogical strategies
and responsive agency to mitigate the transition difficulties are summarized. Finally, a gap
in existing research is identified.
Theoretical Framework

Transition from mother tongue to another language for educational purposes can be
associated with significant cognitive, linguistic, academic, social and psychological
challenges for students and teachers. There are different types of transition from one
language to another in education. In the case of Kazakhstan, it is shifting to a global

language, English, from languages that are mainstream (Kazakh and Russian).
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As to the categorization of bilingual (multilingual) education, including EMI,
Cummins (2000) proposed the late-exit and early-exit models as two main types of
transitional bilingual education. Early-exit transitional model implies receiving some
initial instruction in students’ first language (L1), then moving into English-only classes as
quickly as possible, often within one - three years. In traditional EMI education, it was
believed that early transition is beneficial for students’ English proficiency and academic
achievement. However, Cummins criticized this approach drawing, first, on his
differentiation between the basic interpersonal communication skills (BICS), surface-level
fluency in conversational language developed in early childhood, and the cognitive
academic language proficiency (CALP), that is the knowledge of deeper, context-reduced
academic language. He also put forward the interdependence hypothesis: L1 and second
language (L2) proficiency are interdependent, therefore, a student who has not fully
developed proficiency in mother tongue cannot do this in L2 either, because strong L1 is
needed to support L2 acquisition and academic achievement. Moreover, according to
Cummin’s (2000) threshold hypothesis, bilinguals need to reach a proficiency threshold in
both languages to avoid cognitive challenges and gain benefits. Thus, early-exit model
underestimates the time needed to develop CALP in English. In addition, students’
academic, linguistic, and cognitive skills in L1 are underdeveloped, which means they lose
the chance to transfer these skills into English. This results in lower long-term academic
performance compared to late-exit models.

In late-exit transitional model students are supposed to receive substantial
instruction in L1 for five — seven years, or more, before transitioning fully to English.
Content areas are initially taught in L1 while English is developed gradually. The ratio of
EMI increases over time, but L1 is not abruptly abandoned. Thus, strong literacy and

academic skills in L1 can be transferred to L2, supporting success in EMI. At the same
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time, students reach higher academic proficiency in English and maintain stronger
bilingual skills. According to Cummins (2000) to ensure successful EMI transition, late-
exit programs should be prioritized as they prepare students more effectively for EMI by
giving a solid academic foundation in L1 and enough time to build CALP in English. In
contrast, early-exit programs often lead to premature EMI exposure, where students
struggle academically because their CALP is not yet developed.

Figure 1

Early-exit vs. Late-exit Models of Bilingual Transitional Education (Cummins, 2000)

» Short L1 support (1-3 years)
Early—exit » Rapid shift to L2 (English)

* Instruction mostlyin L2
m Odel * Limited L1 maintenance

» Strong L1 foundation (5—7+ years)

L -ex| * Gradual increase of L2
ate-exit * Bilingual instruction (L1 +L2)

model « Sustained L1 + developed L2

Baker and Wright (2025). Foundations of bilingual education and bilingualism (8th
ed.). Multilingual Matters. (2025) also supported Cummins’ views on EMI transitional
models in bilingual education, challenging the principle ‘earlier is always better’.
According to the authors, early-exit programs may hinder the development of high
proficiency in L1 and often fail to support long-term academic performance while late-exit
programs facilitate a more sustained transition and promote additive bilingualism,
supporting balanced development of both L1 and L2.

The opposition of early-exit and late exit-transitional models takes on special

significance in postcolonial contexts or in societies having complicated multi-level
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structure with strong hierarchy of dominant and minority languages. For example,
Mohanty (2018) represents critical perspective on multilingual education in the context of
India emphasizing that power hierarchies between dominant and minority languages
amplify and maintain social and economic inequalities. Mohanty also advocates for late-
exit models because they may address systemic inequalities. In contrast, early-exit models
may negatively impact speakers of minority languages. Late-exit multilingual education
has demonstrated positive results in several minority languages communities in India.
Early-exit programs, in contrast, prioritize dominant languages too soon, leading to low
academic performance and identity crisis.

Thus, several prominent researchers in multilingual education opt for the late-exit
models. Mohanty (2018) underlines, above all, the social justice aspect of mother-tongue-
based education, while Cummins (2000) and Baker and Wright (2025) emphasize the
cognitive and academic aspects of bilingual programs, promoting late-exit models as
beneficial for L1 and L2 proficiency and the development of academic skills.

Boateng (2019) in the report for the Institute of Development Studies also
describes also the third phase of transitional bilingual education: very late-exit — L1 for 7 —
8 years or more before transition to EMI. Although the report emphasizes that there is no
one universally best model, as local context matters, it underscores the value of L1 mother-
tongue-based instruction for the development of learners’ cognitive, linguistic and
academic skills.

Thus, in Kazakhstan, the educational model practiced in NIS, BIL, Daryn and some
private schools and intended to be applied at public schools refers to late-exit or very late-
exit transitional bilingual education. Therefore, the thesis will examine how a private
school in Kazakhstan implements a late-exit model. Cummins argues that bilingual

education needs to be built on the principles of transformative pedagogy. While these



14

principles are relevant for the contexts where transition is realized from a minority to a
dominant language or in societies where EMI is loaded with postcolonial legacy (critical
awareness of language power dynamics), other features (dialogic pedagogy, responsive to
students’ needs and providing extensive scaffolding) are important for effective transition
to EMI in educational contexts where English is not the language of daily communication

in society, as it is in Kazakhstan.

Review of the Empirical Research on EMI at Secondary School in Asian Contexts
Transition to EMI is not equally researched in different contexts. Empirical EMI
research in Asia is still a relatively small but growing field. Gilanyi et al. (2023) conducted
a large-scale study reviewing empirical research on EMI and CLIL in primary and
secondary contexts across Asia, covering publications from 2015 to 2022. The authors
concluded that empirical research on EMI/CLIL in the context of Asian schools is still
emerging, however, it became more intense after 2018. Moreover, it has uneven
geographical coverage. The majority of the published studies come from East and
Southeast Asia, with fewer studies from South Asia. The studies from Central Asia are not
present in this review. However, many of the main themes and issues outlined in the
review are applicable to Kazakhstani context and can be found in the research conducted
in Kazakhstan. It is also noteworthy that most studies focus on secondary grades, while
primary or early-years research is scarce. This tendency is clearly seen in Kazakhstan too.
In addition, the emphasis placed on STEM subjects, where EMI policies are being actively
implemented, is evident. This trend is also highly transferable to Kazakhstani context, both
concerning education policies and research focus. Many studies investigate CLIL
classrooms. Research on CLIL in secondary school context is relatively frequent in
Kazakhstan too (Bedeker et al., 2023; Karabassova, 2018; Karabassova & San Isidro,

2023; Mehisto, et al., 2022).
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Several recurring themes were revealed by the authors in the analyzed studies. The
first important theme is the policy - practice gap. Many countries or schools adopt EMI
policy to be in line with the global trends for internationalization and modernization of
education through EMI, but stakeholders at micro-level often face challenges due to
insufficient preparation of teachers or students, lack of resources, institutional and
structural support, which may lead to the mismatch between official policy and teacher
practice or negative attitudes to EMI (Graham et al., 2021; Pun, et al., 2022; Sharbawi &
Jaidin, 2020).

The second frequent theme refers to teachers, covering their beliefs, competences
and professional development. Most studies emphasize the unpreparedness of educators
for teaching through English and gaps in teacher professional development programs
(Kewara & Prabjandee, 2018; Lo, 2019). However, the examples of teachers’ responsive
agency resulting in classroom practices, going beyond officially prescribed curricula, can
also be noted (Phyak et al., 2022; Tavares, 2015).

The third recurrent theme is language use, classroom interaction and
translanguaging. The researchers investigate whether English-only pedagogy, often
imposed by official policy, persists in real classrooms, how the exclusive use of English
impacts interactional patterns in classrooms, to what extent translanguaging is present in
classrooms and what learning outcomes are associated with permitting or restricting the
use of local languages. Most studies showcase translanguaging or mixed-language
strategies as a response to students’ limited English proficiency. Many teachers and
students rely on L1 strategically despite monolingual EMI policies (Phyak et al., 2022;
Tavares, 2015; Zhou et al., 2021).

However, research on implementation models and transition processes and phases

is presented only by few studies. Moreover, it is usually not a central topic but only one of
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the aspects being investigated (Mukminin et al., 2019; Pun et al., 2022). Generally, as for
the time of transition, the review highlights that many Asian governments are trying to
promote earlier adoption of EMI.

The key themes identified in Gilanyi et al.’s (2023) review, which are particularly
pertinent to the Kazakhstani context, will be explored in greater detail in the following
sections, transitioning from broader Asian contexts to EMI research conducted specifically

within Kazakhstan.

EMI in the Context of Kazakhstan

In the context of Kazakhstan, we almost always speak about late-exit models or
very late-exit models - EMI starting at high school after 8-9 years of native language
instruction. Some researchers have noted that transition to EMI at a very late stage of
secondary school can also cause significant challenges for students (Lo & Macaro, 2015).

In Kazakhstan, EMI education is a relatively recent phenomenon. The reform
introducing EMI at schools and universities is a part of a broader educational policy
aiming to modernize the Kazakhstani educational system and to integrate the country into
global education, science and economy (Goodman & Karabassova, 2018). On the one
hand, in Kazakhstan English language does not have colonial legacy and is not associated
to postcolonial inequalities as it is, for example, in India (Mohanty, 2018) or Pakistan
(Manan et al., 2020; 2024). On the other hand, despite Kazakhstani population’s
multilingualism, English is not a language of daily communication for any region or social
stratum. It is a foreign language that became demanded only after gaining independence in
1991 and mandatory at school even later. Therefore, the tradition of EMI education had
not been developed, hence, EMI reform at public schools turned out to be abrupt and ill-
prepared. Describing different aspects of the EMI reform in Kazakhstan, researchers have

noted that it was a completely top-down policy, neither local actors were consulted at the
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stage of the reform conception, nor their needs were addressed at the stage of the reform
implementation (Karabassova, 2018; Karabassova, 2020).

Most studies on EMI in Kazakhstan were conducted either at the networks of elite
public schools, especially NIS, or at mainstream schools, or compared these two contexts
(Karabassova, 2021), whereas research on the EMI at private schools is limited.
Chankseliani (2014) argues that EMI and enhanced English language instruction are one of
the main drivers for private schools’ enroliment. Tleuov (2025) also suggested that EMI
and more individualized approaches to teaching process were the main perceived benefits

of private schools.

EMI Policy — Practice Gap in Kazakhstan

Abrupt and forced EMI introduction, or policy-dumping (Kambatyrova 2024;
Manan et al., 2024), became one of the central research themes of studies conducted in
Kazakhstan as it had led to a serious mismatch between policy planning and
implementation and had created significant difficulties for all of the stakeholders. After a
short period of active reform promotion, the transition to EMI for STEM subjects at all
public schools has been stalled for an indefinite period (Karabassova, 2020). Karabassova
analyzed in detail the EMI reform preparation and implementation, including policy
documents and guidelines, teacher training programs and EMI application at school level
(Karabassova, 2018; 2020; 2021). Implementation of EMI at public secondary schools in a
country where the majority of population, including schoolteachers and students, have
limited English proficiency requires time, efforts and sustainable well-planned preparation.
The attempt at a drastic shift to EMI in most schools was not successful because all the key
stakeholders at micro- and meso- levels have faced difficulties and have not received

sufficient structural support.
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Difficulties in EMI implementation in Kazakhstan mostly align with the findings of
studies investigating practical realization of EMI policies in other Asian countries.
Considering that EMI constitutes only one component of Kazakhstan’s broader trilingual
education policy, Li’s (2022) review of Hong Kong’s trilingual and biliterate language
education policy is of particular relevance. As Hong Kong’s policy has been implemented
since 1998, it offers a longer period of observation and a richer evidence base, making it a
valuable point of comparison for examining the implementation of trilingual education in
Kazakhstan. Speaking of the EMI dimension of Hong Kong’ policy the author drew the
following key conclusions that may be applicable to Kazakhstani context. First, in
secondary schooling (age 11-12 upwards) the policy streams students into EMI vs
Chinese-medium-of instruction (CMI) based on English proficiency; only a minority go
into EMI. Students in EMI and CMI streams may experience divergent trajectories as for
language, academic subjects and equity making EMI elitist. However, the EMI stream
implies English-only pedagogy with minimal L1 support, though this has been criticized as
unrealistic and possibly counterproductive. Second, the late start of EMI (secondary level)
may lead to insufficient language acquisition; earlier preparation is preferable. This
contradicts the idea of late-exit models benefits. Yet, the monolingual immersion model is
also being questioned. Bilingual and/or CLIL models with strategic L1 and L2 use may
offer more realistic and effective pathways. The third conclusion concerned teachers,
emphasizing that their language proficiency and pedagogic competences are critical for the
policy’s success

Another evidence of policy — practice gap in EMI implementation in Hong Kong
was brought by Pun et al. (2022). In their qualitative study of a school’s transition from

partial to full EMI in science, they found that inadequate linguistic support during the shift
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impeded both academic language development and students’ understanding of scientific
content.

Hong Kong’s policy is not the only one that has been critiqued for limitations in its
implementation. For example, Sharbawi and Jaidin (2020) conducted an evaluation of
language-in-education policy from macro to micro levels in Brunei with a focus on EMI
implications. Their key findings included the mismatch between policy ambition and the
real readiness of stakeholders at meso- and micro-levels. Hence, there is only a partial
implementation of EMI, similar to the situation in Kazakhstan, as instruction
predominantly occurs in the first language (Malay) or through mixed-language practices.
Graham et al. (2021) undertook a critical analysis of Taiwan’s bilingual education policy,
part of the national initiative to establish a “bilingual nation” by 2030, which bears notable
similarities to Kazakhstan’s trilingual education policy outlined in the Kazakhstan 2030
Strategy. This study identified several challenges, including policy ambiguity, the
persistence of monolingual ideologies, tensions between language and content instruction,
and potential risks of widening educational inequalities.

In Kazakhstan, researchers, above all, have studied these challenges in EMI policy
implementation from the perspective of teachers (Karabassova, 2018; Manan, et al., 2024,
Manan & Hajar, 2024; Mehisto et al., 2022). The main issues for teachers are formal,
short, and inefficient teacher training, lack of administrative support, lack of appropriate
teaching materials, top-down requirements for the full transition to EMI in a very short
time. Karabassova (2018) has also noted that key policy documents and guidelines, as well
as the content of the professional development programs, did not have a clear conception
of EMI models, transitional period, differentiation between EMI and CLIL, pedagogical
strategies, and assessment systems that could provide balanced and effective learning of

content and language at the same time. Even at elite NIS schools, despite being expected to
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take an integrated approach to teaching, teachers viewed “content learning and language
learning as separate endeavors” (Karabassova, 2018, p. 794). Moreover, teachers had high
expectations for students’ target language proficiency, while English was used purely as
Mol, students' language development was not considered as their responsibility.

Parents’ attitudes to EMI have also become the focus of study (Kambatyrova,
2024). Generally, parents support the idea of EMI, seeing the advantages for the future
education and career of their children. However, many of them raise concerns because
secondary school students are often unprepared for EMI and their low language
proficiency can negatively affect the acquisition of content subjects and children’s
psychological state.

The least studied opinion is, probably, the one of students themselves. Hajar (2024)
has studied the viewpoints, challenges and strategies of students at another selective school
network BIL in the context of EMI for content subjects. Most students claimed to not have
major challenges, except some issues with science terminology in English, and positively
evaluated their experience of EMI at secondary school. However, the situation of students

at mainstream schools may be different.

English-Only Pedagogy, L1 Use and Interaction Patterns in EMI Classrooms

One of the challenges of the EMI pedagogy is the total exclusion of native
languages from the learning process. English-only pedagogy comprises the tradition to
teach English exclusively through English and the prohibition to use any other languages
in EMI classrooms, even when there is a clear pedagogical need to do so. This global trend
has been critiqued by many authors (McKinney, 2017; Pennycook, 2001; Phillipson,
1992). This problem is especially acute in postcolonial contexts where English remains the
language of prestige and English-only schools are seen as a sign of the future social and

economic success for graduates. Manan has undertaken the extensive qualitative research
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of this phenomenon in several provinces of Pakistan (Manan, 2020; Manan, et al., 2020;
Manan & Tul-Kubra, 2022; Manan et al., 2024). Interviews with teachers from elite EMI
showed that school policies strictly align with TESOL orthodoxy and monolingual
principles: the use of students’ L1 is banned from classrooms and even outside classroom
environment. This approach leads to ‘guilty multilingualism’, inferiority syndrome for
native/indigenous languages (Manan & Tul-Kubra, 2022; Manan et al., 2024), and
prevents teachers from using students’ whole linguistic repertoire, and at the same time
their cognitive, academic, and cultural skills and competences.

Lo and Macaro (2012; 2015) have studied the dynamics of classroom interaction
(teacher - student and student - student) before and after the transition to EMI among Hong
Kong secondary and high school students. Their findings demonstrated that often after the
full transition to EMI and the exclusion of L1 from the learning process, classroom
interaction became less active and natural, more formal, brief, and less meaningful.
Sudden transition to EMI without the opportunity to use L1 as scaffolding prevented
students from asking questions, expressing opinion and taking part in discussions. In EMI
classes teacher talking time increased significantly.

A lot of studies in different Asian contexts, namely Pun and Thomas (2020), Zhou
et al. (2021) — Hong Kong, Phyak et al. (2022) — Nepal, promote the positive impact of
translanguaging practices in classroom as opposed to strict monolingual norms.

In Kazakhstani context, the English-only policy is not that pronounced, however
TESOL orthodoxy exists not only in teaching English as second language but in EMI area
too. EMI for STEM subjects at high school was planned as full-immersion programs
requiring the minimum use of L1 in classrooms, thus, certain level of pressure of the
English-only policy is observable (Bedeker et al., 2023; Karabassova, 2018). As noted by

Karabassova (2021) after interviewing mainstream school teachers about mentorship
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support for EMI at the initial stage: “[i]n fact, mentors imposed the ‘25-50-75-100%’
framework which envisioned reaching the full English language instruction within one
year” (p.564). However, in the reality, due to multilingual background and heterogenous
levels of students’ English proficiency, teachers are forced to resort to translanguaging and
other ways of scaffolding in Kazakh and Russian (Bedeker et al., 2023; Karabassova,
2018). Pedagogical translanguaging is just one of the manifestations of teachers’

responsive agency in the conditions of restrictive top-down policies.

Teachers’ Strategies and Responsive Agency

Prominent researchers in multilingual education emphasized the crucial role of
teachers in bilingual (multilingual) classrooms. Cummins (2000), Mohanty (2017), Baker
and Wright (2025) argued that transformative pedagogy and assessment are critically
important for transitional bilingual and multilingual education as teachers are the main
implementers of any educational policy at meso- and micro-levels.

Teaching strategies often play a crucial role in the challenging environment of EMI
transition. Pedagogical translanguaging and strategic L1 use are not the only teacher
strategy described by the researchers of EMI in Asian contexts, although linguistic
strategies are the most frequent and well-researched. Pun and Thomas (2020),
investigating secondary-school science teachers in Hong Kong, defined these solutions as
“coping strategies” in response to EMI transition challenges. These strategies include use
of L1 and translanguaging; simplification and scaffolding of language and content;
interactive and student-centered practices; professional self-development and
collaboration. Some of these strategies extend beyond the boundaries of the officially
prescribed curriculum and can be characterized as manifestations of teachers’ responsive

agency.
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More evidence from Hong Kong can be found in Tavares’s (2015) paper,
employing case study methodology to observe a mathematics EMI classroom with
Cantonese-speaking students in a secondary school. The findings confirmed that the
strategic use of students’ L1 by both teacher and students can enhance L2 interaction (peer
talk in English) and comprehension of mathematical content. The study also underscores
teacher agency in planning L1 use. Lo and Jeong (2018) explored genre-based pedagogy,
and its influence on students’ academic literacy in CLIL science classes in Hong Kong.
Genre-based pedagogy included explicit teaching of text structure, language features, and
communicative purpose through model texts, joint text construction, and independent
writing within particular academic genres. This method provided systematic support for
students’ academic literacy, which resulted in enhancement of both language and content
learning.

Not only in the context of Hong Kong have the researchers discovered that teachers
are able to demonstrate critical reflexivity, responsive agency and even resistance to
restricting institutional and governmental policies. The theme of teachers’ agency, opposed
to official policies and transforming classroom practices regarding real students’ needs,
was largely analyzed by Manan in the context of Pakistan (Manan, 2020; Manan, et al.,
2020; Manan et al., 2024b). Phyak et al. (2022) argued that fostering spaces for
translanguaging within classrooms operating under imposed monolingual policies in Nepal
serves not only to intensify both content and language learning, but also to exemplify
teacher agency and resistance to dominant monolingual ideologies.

Educators at meso- and micro -levels can also become the driving force for bottom-
up reforms and grassroot initiatives. Furthermore, they are able to resist discriminating and
detrimental top-down policies and institutional constraints through critical reflexivity. This

responsive agency and the creation of ideological and implementational spaces for
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transformative pedagogy can play an important role and exercise positive influence in the
contexts where conservative ideologies prevail or where top-down policies fail to reach
their goals. The latter variant can be observed in Kazakhstan. The government has imposed
EMI policy but has not provided appropriate structural support for its implementation.
Therefore, many teachers were obliged to find their own strategies to teach through
English not compromising the content despite linguistic challenges (Bedeker et al., 2023;
Manan & Hajar, 2024; Manan et al., 2024, Montgomery & De Costa, 2024). Students who
had EMI experience for STEM subjects at school also noted the essential role of teachers
in creating an efficient and positive classroom environment (Hajar, 2024). Teachers find
effective teaching methods, for example, intentional use of students’ L1 in form of
pedagogical translanguaging, often both in Kazakh and Russian. Content teachers
constantly try to improve in their level of English in independent way and look for
appropriate teaching materials in English on their own (Bedeker et al., 2023; Manan &
Hajar, 2024).

Another manifestation of teachers’ responsive agency is the collaboration between
language and content teachers. Montgomery and De Costa (2024) have analyzed such
collaboration in the context of higher education in Kazakhstan. This case study suggested
three dimensions of agency through collaboration: pedagogical, sociocultural and
relational. Different types of challenges were addressed by specific collaborative strategies
The conclusions and pedagogical implications of this study are applicable not only in HE
context but at secondary schools too. “Collaboration is indeed a constructive strategy to
help teachers cope with external pressures and develop new practices to meet student

needs.” (p. 16)
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Limited Research on Transition and Transitional Models in Asia and Kazakhstan

Zooming out to the broader Asian context, it becomes evident that research on
transitional bilingual education models and EMI transition processes, as well as on
systemic approaches to EMI implementation, remains limited. Researchers tend to
compare EMI models with L1 or mixed instructional models rather than to analyze early
vs. late-exit models. For example, Hennebry and Gao (2018) investigated how Mol (EMI,
CMI or mixed) influenced learners’ English language learning motivation in secondary
schools in Hong Kong. Their study demonstrated that being in an EMI setting is associated
with higher levels of some types of English learning motivation. However, the effect of
Mol is modest, successful motivation in EMI depends significantly on broader contextual
factors. Similarly, Albury studied preferences of students in Malaysia about the Mol for
mathematics and science (English vs Malay vs mixed). The research findings showed that
Malaysian youth often favored monolingual EMI for reasons of learning efficiency and
transition to higher education. However, it is noteworthy that Malaysia has seen several
policy shifts regarding Mol in recent years, which is one of the reasons why students opt
for Mol policy’s consistency.

Also, in the context of Hong Kong, Pun et al. (2022) examined teachers’ and
students’ experiences during a school’s shift from partial to full EMI in senior secondary
science classes. Their study, however, primarily addressed specific challenges and
potential pedagogical solutions, rather than conceptualized the transition as a holistic
process involving systemic modifications.

Xiong and Feng (2018) investigated a Sino-Canadian collaborative program in
South China applying case study methodology. The authors described the program as a
language-driven bilingual (English — Chinese) immersion model. They argue that while the

program carries core features of traditional immersion models, it also exhibits context-
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specific characteristics, such as hybrid language use, international collaboration, and
localization. However, the research focuses primarily on language-driven immersion rather
than on EMI preparation.

Similarly, Mukminin et al. (2019) conducted a qualitative case study drawing on
semi-structured interviews and document analysis in a private bilingual school in
Indonesia, which had adopted English as Mol for content classes. Although this study did
not explicitly address transitional processes, its overall focus and methodological
orientation align with the aims of the present study, which explores a comparable context
in a private school in Kazakhstan.

After analyzing the literature on EMI in the context of Kazakhstan, we can
conclude that most studies are dedicated to the challenges faced by actors at meso- and
micro levels (above all, teachers) and to the reasons why the reform implementation was
stalled in public sector. There are several examples of successful teachers’ responsive
agency that allow to teach through English in unfavorable conditions. However, there are
not many studies demonstrating comprehensive solutions uniting curriculum, teaching
methods, and collaboration. The findings derived from this case study conducted in a
private school cannot be fully generalized or directly applied to mainstream educational
contexts. Nevertheless, they hold relevance given the existing gap in research on EMI

transitional models in Kazakhstan.

Summary

Summing up, it might be concluded that research in EMI in Asian contexts is a
rapidly growing field. In Kazakhstan scholars focused predominantly on policy — practice
gap of the EMI reform and on the challenges and coping strategies of EMI subject teachers
at public schools. As for the private sector, studies showed that EMI is one of the main

reasons for parental choice of private schools. However, the area of EMI transition and
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concrete curricular and instructional adjustments of private institutions are not well-
examined.
The following chapter provides a description of the research methodology and the

participants of the study.
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Chapter 3: Methodology

This chapter presents an overview of the methodological approach employed in this
study. A qualitative research approach has been selected, and the research design is
structured as a case study conducted in a single school.

The chapter begins by presenting the qualitative case study design and discussing
its suitability for investigating the phenomenon in depth. Then, it describes the research
site and sampling strategy, providing justification for their selection. Subsequent sections
detail the instruments used for data collection and the procedures followed in collecting,
organizing, and storing the data. The data analysis section then outlines the steps taken to
examine and interpret the qualitative material.

The chapter concludes with an outline of the ethical measures adopted to ensure the

integrity of the research process and the responsible conduct of the study.

Research Design

A qualitative research approach has been chosen for this study. Creswell (2014)
emphasizes that qualitative inquiry is the most appropriate approach when researchers
aspire “to explore and understand the meaning individuals or groups ascribe to a social or
human problem” (p. 4), allowing for investigating certain phenomena through participants’
lived experiences and perspectives. In this case, the central phenomena are the system of
curriculum decisions, internal school policy guidelines, and pedagogical strategies used for
the effective transition to EMI.

The current study implies an interview-based case study design in a single school,
supplemented by document analysis of curriculum texts. As stated by Merriam and Tisdell
(2016), case study research is “an in-depth description and analysis of a bounded system
... through detailed, in-depth data collection involving multiple sources of information

(e.g., observations, interviews ... and documents and reports)” (p. 37). They note that case
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studies are particularly valuable for examining complex educational processes because
they allow the researcher to capture holistic and richly descriptive accounts of real-life
settings. Similarly, Creswell (2014) highlights that case study methodology is well-suited
for situations in which the boundaries between the phenomenon and its context are not
clearly evident and must be examined together. In the case of the current study the
transitional model and structural adaptations are strongly dependent on the settings of a
concrete school.

Semi-structured interviews grant direct access to participants’ experiences and
enable collection of rich, nuanced, context-dependent data. Concurrently, analysis of
curriculum documents can provide structured information on the school guidelines
regarding EMI and language-content integration, and outline supplementary subjects and
activities facilitating gradual transition.

In summary, the qualitative, interview-based case study design serves several
essential purposes. First, it enables the researcher to capture participants’ perspectives
without imposing predetermined assumptions, theoretical constraints or researcher’s
positionality (Creswell, 2014). Second, it allows for an in-depth investigation of a bounded
system, drawing on multiple data sources to reveal interconnections among elements of the
educational context (Merriam & Tisdell, 2016). Third, this research design supports the
development of a thick, context-rich description of both policy and practice, illuminating
how internal school guidelines and curriculum decisions converge or diverge from
classroom strategies.

Research Site

The study was conducted in a private school in Astana that enrolls students in both

Kazakh-speaking and Russian-speaking streams, introduces elements of EMI at the

primary level, and gradually transitions to full EMI for STEM subjects by upper-secondary
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school. This structure is not unique, however it contrasts with many other public or private
educational models in the country, where English may serve as the sole Mol throughout all
grades, or, conversely, where EMI for content subjects is introduced only at the end of
secondary school or at high-school level. In other words, these school types represent
either early-exit transitional models or very late-exit models, while the present research
focuses on a late-exit model with a gradual transition (Cummins, 2000), in which the
school intentionally constructs a comprehensive system to support a smooth and
pedagogically coherent shift to EMI.

Astana, as the capital and a major educational hub, hosts the highest concentration
of private EMI schools implementing a range of bilingual and multilingual models. This
diversity of instructional approaches provides a suitable setting for identifying an
institution that employs a structured, staged transition from L1-medium instruction to EMI.
For the purposes of this study, the selected school was required to offer a complete
educational cycle from Grade 1 to Grade 11 and to maintain a coherent system of gradual
transition supported by scaffolding measures, additional subjects, and internal policies
aimed at minimizing linguistic and academic disruption for students.

Expanding on the suitability of the site, Creswell (2014) underscores that
qualitative case studies demand research settings where “a case can be clearly bounded”
and where researchers can study “current, real-life cases that are in progress so that
they can gather accurate information not lost by time” (p. 98). A school with a full-cycle,
systematized EMI transition model, thus, provides a bounded and information-rich
environment for examining how curriculum decisions, policy guidelines, and pedagogical
strategies interact over time. The chosen school aligns with this principle because it offers
a combination of bilingual streams, staged EMI implementation, and institution-specific

curriculum adaptations.
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Moreover, the school’s distinctive model enabled the exploration of transition
processes that occur not only at the classroom level but also at the institutional and
curricular levels. Merriam and Tisdell (2016) emphasize that case studies are most
effective when the case represents a complex functioning unit, which allows for the
examination of interconnected elements rather than isolated practices. In this study, the
school’s internal system constitutes such a functioning unit, making it a compelling site for
in-depth qualitative inquiry.

Sampling Strategy

This study focuses on a single school; therefore, all the participants were
employees of the same school. The overall number of participants was seven (Table 1).
The case study design implied interviewing school employees having different positions
related to EMI transition. Thus, for the current study, two representatives of school
administration (having also teaching positions in EMI classes), three content teachers
implementing full or partial EMI teaching, and, finally, two English teachers working in
collaboration with subject teachers and having convergence of the content of their classes
with subject classes, were interviewed. The participating teachers worked at primary and
secondary school and taught students before or immediately after full transition to EMI.

A purposeful sampling strategy (Creswell, 2014; Merriam & Tisdell, 2016) was
utilized to recruit participants who could provide relevant and comprehensive insights into
the school’s transition to EMI from different perspectives. The interviewees were selected
due to their roles enabling them either to present curriculum decisions and school policies,
or to exercise instructional practices central to the transition process. This criterion-based
purposive sampling aimed at selecting participants meeting the essential criterion of active

involvement in EMI implementation in different roles within a single bounded case.
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Thus, there were three key criteria for participants’ selection: 1) currently working
at the chosen school; 2) teaching at primary and / or lower-secondary school before the full
transition to EMI, or at secondary school shortly after EMI-transition; 3) being actively
involved in EMI implementation, curriculum development and / or teaching in English.
For school administrators this meant being in charge of the academic part of school
management and / or curricular adjustments, for content teachers - to teach any content
subject through English / partially through English, while for English teachers - to have
certain alignment of their classes syllabi with EMI content subjects and / or having
collaboration with their subject colleagues.

Participants were initially approached through school administration. One of the
administration representatives served both as an interviewee, providing data on curriculum
and EMI policies, and a gatekeeper giving permission to do research in the selected school
and sharing the list of teachers who met the stated criteria with their e-mail addresses. A
recruitment letter was sent to all the teachers meeting the criteria. Those who agreed to
participate were provided with an informed consent form and were invited to an individual
in-person interview outside school settings or online via platform upon participant’s
request.

Gaining access to participants through a gatekeeper is a rather widespread practice
in qualitative research, allowing researchers to facilitate data collection and helping to
approach appropriate participants meeting the criterion-based sampling criteria (Merriam
& Tisdell, 2016). The gatekeeper only provided the list of potential participants. Asan
interviewee he also shared his experience in EMI transition management and curricular
adaptations. The list of actual interviewees who agreed to take part in the research was not
shared with the school administration and further communication with the participants was

developed independently outside school settings to ensure anonymity and confidentiality.
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Name Professional position Overall Experience  Teaching grades
experience inthe
in school in
education  question
(years) (years)
Kanat Vice principal for 18 2,5 Primary grades
academic Affairs
Azamat Vice Principal for 10 3,5 6
Cambridge program
Tamerlan  Finnish mathematicsand 11 3,5 Primary grades
English teacher
Adiya Chemistry, primary 5 0,5 Primary, 7, 8
science and space science
teacher
Marlen Physics teacher, head of 6 0,5 10,11
science department
Sabina English teacher 3,5 2,5 3
Yerlan English teacher 4,5 2,5 2,3

Research Instruments

Semi-Structured Interviews

The main data collection instrument that was applied in this study is semi-

structured individual interviews. This type of interview permits scholars to make ongoing

adjustments to the protocol questions in accordance with the participants’ answers to avoid

repetitions, to make clarifications, and to ask additional questions. Moreover, one-to-one

interviews are often more comfortable for the participants, creating a supportive and

relaxing environment. Three differentiated interview protocols were used regarding the

participants’ position at school (administrator, content teacher, English teacher). The

questions in each of the three interview protocols were tailored and adjusted to elicit and

capture all aspects of the EMI phenomenon regarding the participant’s role in the EMI
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transition process. The interviews comprised open-ended questions that allowed the
participants to share their insights and perspectives freely.
Document Analysis

The second source of data was the analysis of the official school website and
curriculum-related documents provided by a representative of the school administration.
Document analysis served as an important complementary procedure within the embedded
case study design, allowing the researcher to observe how different components of the
school’s system interact within the same institutional context. As Creswell (2014) notes,
documents offer researchers “a rich source of information” (p. 245), making them a
valuable tool for understanding institutional structures, policy decisions, and pedagogical
orientations.

In this study, document analysis enabled the researcher to gain a clearer and more
comprehensive understanding of the measures implemented to support a gradual transition
to EMI. By examining the school’s self-positioning in the official website and school
charter it became possible to compare officially stated guidelines with the practices
reported by participants during interviews. This comparison provided insights into the
coherence, or potential divergence, between the school’s intended curriculum and its
enacted classroom practices.

The documents examined included the school charter and two curricular
documents: Algebra Calendar-Thematic Plan (Syllabus), Grade 7, 2025-2026 academic
year and Hybrid Long-Term Plan (LTP) - Mathematics Stage 8 (Cambridge +
Kazakhstan), Grade 7. Additionally, the information from the official school website
covering the following sections: mission and values, policies and rules, partners,
educational programs (positive pedagogy grades 1-4; Cambridge grades 5-11; center of

supplementary education), news and events were analyzed. These texts were reviewed to
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identify internal school policies, curricular modifications and adaptations designed to
facilitate the phased transition to EMI, explicit guidelines for language-content integration,
and prescribed teaching approaches. Through this process, document analysis contributed
to a deeper contextual understanding of the school’s holistic system of EMI transition,
complementing and reinforcing the qualitative data gathered from interviews.

Data Collection Procedures

After receiving ethical approval from the NU GSE research committee, the data
collection process was started. First, the final consent of the administration of the selected
school was ensured through delivery of an official letter to the gatekeeper. School
administration was not expected to recruit their employees for research using
administrative pressure but was expected to permit the researcher to approach them
individually through a recruitment letter. Then, the gatekeeper was also expected to share
some curricular texts and to become the first interviewee.

The participation was voluntary. The interviews were conducted offline or online
depending on the participants’ convenience. The consent form in paper was handed
personally to all the participants who agreed to offline interviews and sent by e-mail to the
participants of the online interviews before the start of the interviewing process. The
informed consent form was available in three languages. It outlined the voluntary
participation, the research purposes, potential benefits and risks, the role of the participants
and the measures aimed at guaranteeing their anonymity and confidentiality and the safety
of the collected data. The informed consent was signed in two copies in a selected
language. One copy was collected by the researcher; the other copy was handed to the
participant.

The data collection took place in January 2026. Each interview lasted from 30 to

40 minutes. An interview protocol with the prepared set of questions was given in advance
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at the participants’ request in one of the three languages according to their choice.
However, the interviews themselves were conducted in Russian upon participants’ request.
The participants were informed about the impossibility of being interviewed in Kazakh
and could withdraw at any time. The interviews were conducted in person or online via
ZOOM or Google Meet at the participant’s request.

Data Analysis Procedures

Data analysis followed an interpretive process appropriate for a qualitative case
study exploring how EMI transition is being implemented through curricular and
instructional adaptations. Interview transcripts and curricular documents were prepared
and organized in a single analytic dataset. All interviews were transcribed, translated to
English, and reviewed for accuracy, while key documents, were read closely to establish
familiarity. In line with Creswell (2014), the first stage involved repeated readings of all
materials to gain an overall sense of teachers’ perspectives and structural adaptations.

Coding followed a fully inductive, data-driven approach. Rather than applying
predetermined categories, codes were generated directly from teachers’ narratives and the
content of curricular documents. Through repeated readings, meaningful segments of text
were identified and labelled with descriptive codes that captured emerging ideas related to
EMI implementation.

Two complementary forms of inductive coding were employed. First, descriptive
coding was used to summarize the basic topics of participants’ responses in concise labels.
Second, in-vivo coding was applied to capture participants’ own words, preserving their
linguistic expressions and ensuring that the analysis remained closely grounded in their
perspectives. As Merriam and Tisdell (2016) note, in-vivo codes help maintain the

participants’ voice and highlight the meanings they attach to their experiences. Together,
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these coding strategies supported a nuanced and participant-centered interpretation of the
data.

Consistent with Creswell (2014) recommendations, coding proceeded in several
iterative cycles, moving from initial descriptive labels to more interpretive and analytical
coding as patterns became clearer across the dataset. All transcripts and documents were
coded manually to allow for close engagement with participants’ meanings and to ensure
that themes developed organically from the data rather than from prior assumptions or
frameworks (Figure 2).

Figure 2

Coding Process: Initial Coding in Interview Transcripts

we signed an agreement with Cambridge, so we will now have Cambridge Primary. The first cohort for Cambridge 1 Hosoe 3Inementer 30 [
Primary will graduate in 2030. This means that the current first graders, when they complete grade five, are expected
to take an External Assessment, a Cambridge-based External Assessment. We do not touch grades 1 and 2. Why? Kseniia Zhuikova =+ &7 &

Because we want them to learn to speak freely in Kazakh or Russian, whichever is the

Combining state educational
standards and Cambridge program

["Graenms |

@ Kseniia Zhuikova -+ & &
Combining state educational
standards and Cambridge program

similar to the NIS progr:
IGCSE starts in grade 9. But in grade 9 we cannot fully switch to IGCSE in mathematics. Only in mathematics. ™
All other subjects are already fully taught in English. In mathematics we follow the state curriculum and prepare

["Graenms |

students for the state exam. In grade 10 we fully switch to English. I'm speaking specifically about mathematics. @ Kseniia Zhuikova - & &
All other subjects from grade nine, that is, the IGCSE subjects, are taught in English. Impessibility to apply English-only

- Completely? pedagogy

- Completely. Then the 11th grade is AS Level. Since the AS Level program is quite extensive, and in one year we must ‘ Orserms |

deliver a very large amount of material to students, when they enter the 11th grade we have to abandon the state
curriculum. To compare: in IGCSE one textbook is meant for two years, while in AS Level we must complete two

textbooks in one year. The workload is heavy, and therefore we cannot combine it with the state program. ® K“‘j‘"“ Keenus -7k
- Starting from the 10th grade? ﬁ'ﬁi‘ifm
- From the 11th. The 11th grade is AS Level. and students take an external exam. In the 12th grade they do A Level. In 20 anpess 2025 ¢, 1131

the 12th grade, students are already certified and attend only the subjects they choose. =
- For taking the UNT later? [ orsenne |

No, by that time they have already taken the UNT. Those who plan to enter local universities leave with the A Level
@ Kseniia Zhuikova - & &

Initial instruction in L1 is essential

After initial coding, related codes were clustered into broader categories and then
refined into themes using Braun and Clarke’s (2006) reflexive thematic analysis
procedures (Figure 3). Themes were reviewed and refined to ensure they represented
coherent patterns related to school policies, curricular adjustments and teaching strategies.
Document analysis followed the same analytic logic, with particular attention given to the

alignment between prescribed curricula and pedagogical practices described by teachers.
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Coding Process: Refining Codes to Themes
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3. When they told me | had to teach in English, | thought | would do it the same way as in Bangkok,
but it did not work because the students did not understand. Now it seems that this barrier has
already been overcome: even when textbooks are in English, the students no longer experience
that initial shock. In the first year when | started here, they were only just beginning, so there

were challenges like: “This is mathematics, and now also in English,” questions of that sort were
common,

4. Pure English for us starts at IGCSE. Before that everything is hybrid. Other subjects, let's say
biology, physics, chemistry, all their materials are in English. As | mentioned, mathematics is the
only exception: we have one textbook in Russian, then we switch to another textbook in English. We
can't simply drop the Russian one. Other subjects can, because after Grade 9, students choose
English for their state exam.

5. From grade three we will have Cambridge Primary. Grades 3, 4, 5 are Cambridge Primary. Grades
6, 7, 8 are Lower Secondary Cambridge. Grades 9 and 10 are IGCSE. Grade 11 is AS. And grade 12 is
A-Level. That’s how it is organized. Grades 3, 4, and 5 have not been introduced yet, but we expect
that from next year they will also study in a hybrid format, covering both the state standard and the
Cambridge standard. In grades 6, 7, and 8 there is currently a complete review of the curriculum to
ensure our students do not fall behind the state program. So, itis the state standard plus elements
of Cambridge.

6. We aim for some level of overlap, and we are creating our own program, similar to the NIS
program. We have already begun this work, and | think by September we will have some results.

Participant | Quotes Codes Themes
Azamat, 1. Informatics itself is essentially in English. The teaching is mixed Russian English, but the 1. Hybrid language | 1. Double
vice textbooks and materials are all in English. And we also have Business Studies, where the textbooks | model; Mixed L1 and hybrid
principal are in English as well. The teacher uses about a 50-50 split between Russian and English. But all model:

for terminology is already given in English. curriculum +
Cambridge | 2. We do not touch grades 1 and 2. Why? Because we want them to learn to speak freely in Kazakh Mols.
program or Russian, whichever is the language of instruction. radual introduction | 2.

of English throughout
primary and secondary
stages.

4

5. Hybrid curriculum
model: combining state
standards and
Cambridge
International Program.
6

3

4. Bilingual

Triangulation played a central role in establishing trustworthiness of the analysis.

Insights from teacher interviews were systematically compared with findings from the

document review to identify areas of convergence, divergence, and reinforcement. This

cross-checking process, recommended by Creswell (2014), strengthened the credibility of

interpretations and contributed to a more comprehensive understanding of EMI transition

at the school.

Ethical Considerations

All the necessary measures to ensure the anonymity of participants and the

confidentiality of their contributions to the research were taken before, during and after

data collection through interviews.

In accordance with Creswell’s (2014) recommendations for ethical qualitative

inquiry, a written informed consent form was provided to each participant before any

interview questions were asked. Informed consent forms clearly outlined the research

objectives, data storage and usage procedures, and participants’ rights, including the right
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to withdraw at any stage and the option to decline any questions. In addition to obtaining
written informed consent, verbal consent for audio recordings was sought at the time of the
interviews.

To preserve anonymity, pseudonyms were assigned to all participants and
consistently used in reports and presentations of findings. No identifiable information was
disclosed, ensuring that participants’ identities remain fully protected throughout the study.
The name of the school does not appear anywhere in the text of the thesis or related
documents to additionally protect the participants’ anonymity. Recruitment materials,
consent forms, and research instruments were designed to ensure the anonymity and
confidentiality of the participants. The identifiable details collected were only the names of
participants, their position at school and the name of the school. After anonymizing the
participants through pseudonyms and deleting the name of the school from the interview
protocols and all research related documents, the identification of the participants
exclusively through their professional position became highly unlikely.

Participants’ personal information was treated with the highest level of
confidentiality at all stages of the research. All transcripts, recordings, and other
documents containing interview data were securely stored in encrypted, password-
protected files, accessible only to authorized individuals, namely myself and my
supervisor. Furthermore, all interactions with participants, including data collection and
communication, were developed in safe spaces outside school settings or through secure
online channels (personal e-mails, ZOOM and Google Meet online platforms) to safeguard
their confidentiality.

Participants were also informed that their data would be used exclusively for

research purposes and would not be shared with third parties. Personal and identifiable
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information would not be publicly disclosed under any circumstances, including the use of
Al tools.

For long-term protection of confidentiality, all data in digital and paper formats are
retained securely for three years after the completion of data collection, allowing sufficient
time for the dissemination of findings while safeguarding participants’ privacy.
Participants were also reminded of their ongoing right to withdraw, in which case their
data being permanently deleted upon request.

The current study represents no more than minimal risk since all the participants
are over the age of 18. Moreover, the research questions and interview questions concern
exclusively the participants’ professional activity and are not related to their personal lives.
The recruitment of the participants through a gatekeeper having a management position in
the school structure guaranteed the general approval of the school administration to do
research on the designated topic in the selected school, while recruitment process via
individual invitation letters and data collection through one-to-one interviews outside
school settings or online, insured anonymity and confidentiality of the participants.
Therefore, interviews did not pose risks to the participants’ employment and career
advancement.

The consent form clarified that participants were under no obligation to answer
questions that caused discomfort and that they could withdraw from the study at any stage
without any negative repercussions. Participants were also given the choice to take a break,
postpone the interview, or skip particular questions. These safeguarding measures were
intended to ensure a respectful and secure environment, allowing participants to express
their views and experiences without fear of pressure or unwanted disclosure.

The current study did not provide immediate benefits to the participants besides an

opportunity for self-reflection. This research can provide data on pedagogical and
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curricular strategies aiming to bridge gaps between language and subject learning in light
of the national trilingual policy. It may support the refinement of EMI practices in
Kazakhstan and inform policy decisions aimed at improving trilingual education. This
study can also add to broader research on EMI in STEM and language scaffolding at the
primary level.

Overall, the study might support the country’s goals of fostering multilingual,
globally competent graduates and provide practical recommendations for improving early-
stage EMI readiness in Kazakhstan’s education system.

Summary

In sum, this chapter has outlined the qualitative case study design used to
investigate how EMI transition is enacted within a single school through curricular and
instructional adaptations. By combining semi-structured interviews with teachers and
administrators and a systematic analysis of curricular documents, the study tried to capture
the interconnectedness of EMI implementation in context. The data collection and
inductive analytic procedures, grounded in established qualitative methodologies, were
designed to interpret participants’ perspectives while enabling triangulation across data

types. The following chapter presents the findings that emerged from this process.
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Chapter 4: Findings

The aim of this research is to investigate and analyze how school policies,
curricular and instructional modifications contribute to successful EMI transition in case of
a full-cycle private school located in Astana. The present study employed qualitative
research design, drawing on semi-structured in-person interviews and document analysis
as data collection methods. School personnel of diverse professional roles, but all directly
involved in the EMI transition, participated in the interviews. The sample included two
administrative staff members, three STEM teachers delivering instruction in English or
bilingually, and two English language teachers. Furthermore, to investigate school policies
and curricular adaptations, relevant information was retrieved from the school’s official
website and curriculum documents were requested from the school administration.

In this chapter, the findings derived from the collected data are presented in a
synthesized, paraphrased form, supported by references to participants’ accounts and
relevant documentary sources. During the data analysis, the findings were organized in
relation to the three RQs. The first section therefore outlines the school’s overarching
mission, goals, and policies concerning EMI. The second section examines how content
and language teachers interpret and enact these policies, their pedagogical strategies and
challenges. Finally, the third section investigates the forms of collaboration that exist
between content and language teachers and the extent to which the administration supports
the cross-curriculum approach.

School Policies and Curricular Adaptations

The following section represents themes identified in relation to RQ1: How do

school policies and curricular adaptations facilitate the development of academic English

and support students’ transition to English-Medium Instruction (EMI)?
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This part draws primarily on interview data collected from school administrators,
supplemented by insights from teachers. It additionally incorporates information obtained
from the official school website, the school charter, and two curricular documents: Algebra
Calendar-Thematic Plan (Syllabus), Grade 7, 2025-2026 academic year and Hybrid Long-
Term Plan (LTP) - Mathematics Stage 8 (Cambridge + Kazakhstan), Grade 7.

Hybrid Educational Model

The primary characteristic of the school under examination is its hybrid educational
model. Although the term “hybrid” is not used on the school’s official website to describe
its program, the term was explicitly employed by one of the school administrators during
the interview and appears in the title of one of the analyzed documents, indicating the
integration of two distinct educational standards, state curriculum of Kazakhstan and
International Cambridge Assessment Program.

The hybridity of this model lies in two dimensions. First, in terms of content, the
school curriculum combines state educational standards and Cambridge international
program. The primary school and grade 5 of lower secondary stage are based
predominantly on the state curriculum. Elementary school also embraces elements of
Finnish educational approach, namely the positive pedagogy, emphasizing children’s
wellbeing, teacher — student collaboration and mutual respect, as well as the development
of students’ independence, higher order thinking skills and spirit of inquiry. According to
the interview responses of the deputy principal for the Cambridge program, elements of
Cambridge Primary are also being introduced for certain subjects (science, digital literacy)
from grade 3 and will cover grades 3, 4, 5. However, from the next academic year, full-
fledged Cambridge Primary program will be integrated into state curriculum in grades 3 —

5, and a corresponding agreement with Cambridge Assessment International Education has
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been recently signed. Moreover, the cross-curriculum approach is also outlined by the
official school website as one of the core principles at primary school.

The next stage Cambridge Lower Secondary program starts in grade 6 and covers
three years (grades 6, 7, and 8). Cambridge International General Certificate of Secondary
Education (IGCSE) is employed for the subsequent two years (grades 9 and 10). The full
educational cycle is completed by Cambridge AS Level in grade 11 and optional grade 12
with Cambridge A Level Program. Integration with state curriculum is kept until grade 11
to enable UNT passing, while grade 12 is designed as foundation year for those applying
for university studies abroad.

Extract 1:

So, it is the state standard plus elements of Cambridge (Azamat, vice principal for

Cambridge program).

It is important to mention that integration with Cambridge program is implemented
not for all subjects but predominantly for STEM subjects (biology, physics, chemistry,
computer science and mathematics), global perspectives (from grade 6) and business
studies (from grade 7). Subjects such as literature, geography, history, art, music and PE
are taught according to state curricula and in the L1, across all school stages.

Thus, the adopted educational model is hybrid not only in terms of curricula but
also in terms of language of instruction. It implies gradual transition from students’ L1 to
English. The model is called bilingual as the instruction persists in a mixed way (L1 +
English) in different proportions for different subjects for several years. Since school
enrollment in grade 1, parents choose the L1 of instruction for their children. The chosen
language remains the only Mol for grades 1 and 2. As Azamat, vice principal for
Cambridge Program, emphasized:

Extract 2:
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We do not touch grades 1 and 2. Why? Because we want them to learn to speak

freely in Kazakh or Russian, whichever is the language of instruction.

In fact, there are elements of bilingual teaching even in grades 1 and 2, which are
represented by the classes of Finnish mathematics having online platform in English, and
limited introduction of English key terms in science and space - science.

However, the real introduction of mixed-language teaching starts in grade 3, when
bilingual instruction becomes compulsory for science, space science, digital literacy and
Finnish mathematics. As Azamat, vice principal for Cambridge Program, underlined:

Extract 3:

Therefore, in primary school we use a bilingual approach. In Grades 5 - 6 we also

keep bilingual instruction for this reason.

Bilingual instruction with gradual increase in the percentage of English and of the
number of subjects taught in mixed-language mode is officially accepted as the main
educational model and formally continues until grade 8. Grade 8, the third year of
Cambridge Lower Secondary program, is defined as a threshold for the final transition to
teaching in English for designated subjects. As Kanat, vice principal for academic affairs,
claimed:

Extract 4:

But in Grade 8, 100% instruction in English becomes mandatory for certain

subjects, for example, algebra must be taught in English. They also have computer

science, which must also be taught in English. And physics, chemistry, biology,
these subjects are fully in English, with no exceptions and no bilingual instruction.

Mathematics, in a way, is an exception until grade 9. It must cover both state
curriculum and Cambridge program because of the state exam, which is compulsory after

grade 9 and is taken in L1. For this reason, mathematics teachers continue to use
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Kazakhstani textbooks and partly teach in L1. Thus, mathematics in grade 9 is taught not
bilingually but interchangeably: state curriculum in L1, Cambridge program in English.

The document analysis of Algebra Calendar-Thematic Plans demonstrated that
there is a very developed and detailed system of integrating state curriculum and
Cambridge program, depending on the degree of alignment and overlapping of the two
programs. The integration may be fulfilled by complementing Cambridge with state
curriculum components or vice versa. For example, algebra, which is more advanced in the
state program, can be complemented with Cambridge components for statistics (as the
latter is more extensive in Cambridge). The balance between elements of state curriculum
in L1 and of Cambridge program in English is aimed.

Therefore, full transition to EMI for STEM subjects officially occurs in grade 8,
while for mathematics in grade 10. However, given a certain number of subjects taught in
L1, the school educational model is bilingual throughout the whole cycle.

Additional Subjects Taught in English or Bilingually and Early Start of English
Language Classes

As mentioned above, the school has a range of additional subjects not included in
Kazakhstan’s state curriculum, such as Finnish mathematics, a gamified course based on a
special anglophone online platform Eduten, developed by the University of Turku, which
integrates mathematics and English from grade 1.

The second original element of school’s curriculum is space science (astronomy).
Children who enrolled in 2023 started to learn this subject in Grade 3 in bilingual mode,
while the subsequent generations have it from grade 1, initially with a few elements of
English terminology, which is gradually increased to bilingual teaching in grade 3 and to

EMI from grade 7.
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Alongside, Cambridge programs and EMI or partial EMI in science, mathematics
and computer classes, complementary Cambridge subjects such as global perspectives
(from grade 6) and business studies (from grade 7) also enrich the school’s curriculum.
Therefore, there is an increase in the proportion of EMI in almost every subsequent grade
along with new subjects, which are initially taught bilingually and, eventually, solely in
English.

Another innovation compared to state standard is the early start of English classes
and increased number of lessons per week. At Kazakhstani public schools, English classes
start in grade 3 with three hours per week. This number of classes remains the same until
the end of school. Meanwhile, in the school, where this study was conducted, English
begins in grade 1 with four regular classes and one hour per week designated for English
homework. The following year, the number of regular classes reaches five and the total
number of six classes per week stays intact until the end of school.

Moreover, the school hires native speakers to complement regular English classes
at high school. Native speakers organize speaking clubs, offer individual consultations for
higher grades, or extracurricular activities for all students.

Special attention given to language classes is evident in the planned level of
English proficiency expected to be achieved by students by the time of EMI transition, i.e.
Grades 7 - 8. Both English teachers, who participated in the study, indicated: B2 as desired
level, while B1 as minimum threshold.

Final Transitional Model and Original School Curriculum in Progress

The necessity to combine state curriculum and Cambridge program, as well as the
challenges of transition from native language to EMI, make it difficult to finalize the
transitional bilingual educational model and complete the development of school’s original

hybrid curriculum. According to the official website this school was certified as
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Cambridge International School in 2023. Azamat, vice principal for Cambridge program,
also shared that in 2026, a new agreement was signed with Cambridge Assessment,
concerning the increase of Cambridge elements at the elementary stage (Cambridge
Primary).

Currently, students enrolled in the school in different years have differences
concerning the introduction of bilingual subjects (for example, space science is now taught
form grade 1, before it was taught only from grade 3) and the threshold of full EMI
transition may vary. Moreover, students’ unequal level of English proficiency, as they
come from schools with less advanced English, prevents the total rejection of bilingual
teaching, often until grade 10. Furthermore, as mentioned above, mandatory state exam in
mathematics after grade 9, conducted in Kazakh or Russian and assessing students
according to state educational standards, dictates the preservation of bilingual teaching and
hybrid curriculum in mathematics until grade 9. The complexity of combination of all
these features has led to the situation where the final educational model and school’s
individual curriculum are still in the process of development. Azamat, vice principal for
the Cambridge program, explained:

Extract 5:

So, it is the state standard plus elements of Cambridge. We aim for some level of

overlap, and we are creating our own program, similar to the NIS program. We

have already begun this work, and | think by September we will have some results.

By the beginning of the next academic year, the school administration also expects
to finalize the main curricular document, describing the transition from L1 instruction to
bilingual teaching, then to full-fledged EMI and hybrid curriculum embracing

Kazakhstan’s state standards and Cambridge program. At present, the bilingual model and
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mixed curriculum are reflected in separate documents: subject syllabi, Cambridge
guidelines, methodological recommendations, calendar plans etc.

Kanat, vice principal for academic affairs, acknowledged that the process of
designing original hybrid school curriculum, despite being at the final stage, still requires
adjustments.

Cross-Curriculum Approach

The official school website emphasizes cross-curriculum approach that is employed
at primary school aiming at comprehensive development and more efficient knowledge
acquisition among young students. English teachers witnessed that English textbooks
applied at early grades, Oxford Discover, are designed in accordance with CLIL principles
and have considerable thematic overlap with various subjects. Administrators and teachers
talked about different ways of interdisciplinary collaboration. This data will be presented
in detail in section three answering RQ3.

Preparing Students for University Studies Abroad

International Cambridge Assessment program was designed to enable school
graduates from all over the world to be admitted to EMI universities. This school sees the
preparation of students for university studies abroad as one of its key missions. Hence,
there is an opportunity to stay for grade 12, as foundation year for future higher education.
Moreover, the school has a special department of admissions and career advising.
Admission coordinators collect information on universities across the globe, make
presentations for pupils and parents, and provide high school students with consultations
regarding their admission prospects, based on individual learning profiles. This so-called
‘professional orientation’ is conducted since primary school; however, it is intensified at

high school to ensure objective evaluation of students’ achievements and select congruent
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options for university applications, considering the possibility to receive state grants. As
Kanat, vice principal for academic affairs, argued:

Extract 6:

The most important thing is that we have a career guidance specialist. Right now,

we’re doing a lot of work to show students and parents which universities exist,

and that English is essential for admission, there is no way around it.

The school charter defines the institution’s general mission as “preparing open-
minded and curious graduates sensitive to global issues and ready to contribute to the
country’s development and changing the world for the best” (p. 1). It indicates global
thinking among key values. As articulated by Azamat, vice principal for Cambridge
program:

Extract 7:

Overall, if you look at our school’s mission, it’s to raise a student who will feel at

home anywhere. In the U.S., in the U.K., in any English-speaking environment, our

children shouldn’t feel lost.
Attention to Teachers’ Role, Qualifications and Professional Development

The school explicitly emphasizes the essential role of teachers in the whole
educational process and, especially, in the EMI transition, hence the increased attention to
teachers’ qualifications, skills and personal qualities.

Kanat, vice principal for academic affairs, believes that teachers’ readiness and
initiatives in the process of EMI transition are critically important for its successful
implementation:

Extract 8:
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I would emphasize the teacher. No matter how it sounds, I truly believe that if a
teacher wants to transition to EMI, they will be able to implement what they
planned.

For this reason, the school has a rigorous hiring policy: subject test, then a demo
lesson conducted in English. As shared by one of the participants, Marlen, physics teacher
and head of science department, the main challenge in the EMI transition in Kazakhstan is
the lack of subject teachers able to properly deliver content through English. He pointed
out that in his department most teachers graduated from universities abroad or Nazarbayev
University. Among teachers and administrators who participated in the interviews, some
received education in English or were retrained as EMI teachers, others worked abroad or
in other EMI private schools. Alongside pre-service training and additional professional
development completed at other institutions, both administrators and teachers emphasized
that the school regularly provides supplementary training to its employees in various
formats: online training to master Cambridge program and Finnish mathematics, school -
based offline seminars, regular weekly professional development sessions, retraining in
external organizations, like ORLEU, Center for Pedagogical Excellence. The most
important retraining is the acquaintance with Cambridge program, which is mandatory for
new teachers. As explained by Azamat, vice principal for Cambridge program:

Extract 9:

These are actual courses provided by Cambridge. They’re online courses, for two

or three weeks. After completing them, teachers receive a certificate of completion.

Tamerlan, Finnish mathematics teacher, came to school as English teacher but was
retrained by representatives of Turku University at the school’s expense to become Finnish

mathematics instructor and currently teaches both English and this subject.
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All the participants also emphasized that every Wednesday they have professional
development seminar for the whole staff that is conducted in various forms: internal
trainings, guest lectures, departmental meetings etc.

Alongside professional development, there is also a system of teacher motivation,
for example, internal competition for the award of the best teacher with material rewards.

It is noteworthy that the official conceptualization of English teachers as key agents
of EMI transition is conveyed to individual instructors; teachers also evaluate their role as
substantial and not limited to teaching language as an isolated subject. Sabina, an English
teacher, noted that recognizing language teachers as essential contributors to the EMI
transition is a core institutional principle actively promoted among staff:

Extract 10:

| believe that in general English teachers play a key role in the transition to full

English-medium education. We serve, so to speak, as a bridge whose task is to help

students not only speak English but also understand other subjects taught in

English.

Institutional Support for Teachers Aimed at EMI Transition

School-based professional development is not the sole type of institutional support
provided by the school to its teachers in EMI transition process.

Above all, the participants outlined providing access to technology, as well as to
paid educational resources. Main resources include all Cambridge program materials and
Cambridge online hub, Oxford English textbooks, and “Eduten” online platform for
Finnish mathematics. Additional resources incorporate various websites for gamification,
reading in English, creation of scientific glossaries and charts.

Responding to the question about institutional support, Marlen, physics teacher,

outlined the following:



53

Extract 11:

First, infrastructure: websites, interactive boards, and so on. Also, for example in

science specifically, there are certain websites where you can easily create

glossaries for students, word banks, diagrams, and so on. All these websites are
paid, and when teachers request them, the school covers the cost.

Administrators described regular monitoring, lesson observation and consulting
not as means to put pressure on teachers but as a way to reveal spaces for their
development and provide them with assistance.

The school structure includes several special departments: Cambridge coordinators,
methodological department, and the department of extracurricular activities. These
departments are intended to provide support in different aspects. They help to intensify
EMI introduction, to develop interdisciplinary collaboration and to organize
extracurricular events.

Furthermore, the administration supports teachers’ initiatives in introduction of
new textbooks and other educational resources or in the organization of special events. In
addition, teachers mentioned that they have a significant degree of freedom in lesson
planning. As soon as learning objectives and designated topics are covered, teachers can
select ways to practice material independently, can introduce their own vision of efficient
pedagogical methods and choose in-class activities accordingly.

Tamerlan, Finnish mathematics and English teacher, provided one bright example
of teacher’s independence and creativity in lesson planning:

Extract 12:

We have a great format called “Love Rock.” Especially in grade 1, we can

emphasize it. It’s 15 minutes of additional materials when you can give students
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something outside the official program, whatever you think is necessary for

reinforcement or for helping them review and consolidate the material.
Emphasis on Students’ Wellbeing and Psychological Comfort

Increased attention to students’ psychological comfort, wellbeing, and stress relief
represents another recurrent theme of all interviews, regardless of the interviewees’
position. As the official school website indicates, the positive pedagogy is one of the key
principles of the Finnish educational system, adopted for primary grades. The school
charter confirms this principle in its core values: safety, mutual respect and trust. Kanat,
vice principal for academic affairs, articulated this adherence to positive pedagogy at all
stages as follows:

Extract 13:

Our teachers also try to meet students halfway and support them. It’s not always

easy, but we never stay aside.

Tamerlan, who teaches Finnish mathematics, underlined the importance of taking
students’ emotions, physical and psychological state into consideration to effectively
organize the educational process without putting stress onto students, especially at early
grades. This opinion is confirmed by the responses of the language teachers too.
Extracurricular Activities and International Collaboration

The last recurrent theme is extracurricular activities in English and international
collaboration. The two main types of extracurricular activities include regular after-school
clubs and special events.

Regular afterschool clubs incorporate courses of advanced English for different age
groups, including speaking clubs with native speakers. Special events encompass a wide
range of activities. Most of these events imply cross-curriculum links and interdisciplinary

collaboration of teachers, as do the Science and Space fair; debates; UN simulations
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combining global perspectives, science and English; sports competitions incorporating
subject and language quizzes. English teachers also organize events dedicated to English
learning. For example, the decade of English language when students implement small
project or creative tasks, like posters, presentations etc. Play or artistic formats are
intended for young learners.

The last area where English is an essential component covers various international
events. First, several interviewees mentioned students’ participation in international school
competitions in different subject areas. Sometimes such competitions permit students to
travel abroad. School employees also have opportunities to travel abroad on formal visits
to foreign educational institutions for professional development and experience exchange.
Guest visits are also common. The representatives of Cambridge Assessment and the
authors of Finnish mathematics presented their educational products at school and
provided training to the staff.

International guests visit the school for experience exchange. For example, Sabina,
English teacher, talked about a program, through which students from the Massachusetts
Institute of Technology (MIT) in the US, come every year for practice and simultaneously
share information about US higher education through formal and informal meetings:

Extract 14:

Our school also collaborates with another university, MIT. Their students come to

visit us. It’s good for them because they experience real school life, and it’s good

for us because we get to invite these students, native speakers, so they can talk
about and demonstrate what studying abroad is really like, and what a real native
speaker sounds like.

In sum, transition to EMI and integrating state curriculum with Cambridge program

is a very complicated and multilayered process. School policies, additional subjects,
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various forms of institutional support and strict hiring rules enable to shift from L1 to
English relatively smoothly.
Teachers’ Strategies and Instructional Adaptations to implement EMI transition

The following section presents the themes that emerged in response to RQ2: In
what ways do teachers implement these policies and curricular adaptations to address both
language and content learning needs at the primary and lower-secondary levels?

This section is informed by interview data obtained from both subject and language
teachers. Some themes were common across both groups of teachers, while others were
specific to either content or language teachers.

Teaching Philosophy and Self-Positioning

This subsection describes how teachers conceptualize their roles in the EMI
transition. Here it seems appropriate to present separately the beliefs of content and
language teachers.

Regarding the latter, it has been previously noted that the school’s staffing policy
positions English teachers as key facilitators who support students in using English not
only during language lessons but also as a functional tool across subject areas.

What is noteworthy, is that one of the participating English teachers explicitly
emphasized a pedagogical mission that extends beyond the development of academic
English to include fostering students’ critical thinking and independence. This stance
aligns closely with the broader mission and values outlined in the school charter, and
determines English teachers’ strategies, practices and challenges.

As for subject teachers, findings show that, despite having CLIL preparation and
using a wide range of pedagogical methods aimed at the acquisition of the linguistic

aspect, they claim content priority for their subjects and see language primarily as a tool to
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master content. As Adiya, chemistry, space science and primary science teacher
articulated:

Extract 15:

But eventually | realized that language is just a tool, and the content itself is the

most important, the core of our lessons.

However, the subject instructors highlighted that they try to position themselves as
EMI teachers from the very beginning and start speaking in English when meeting a new
group of students. Afterwards they adjust their teaching accordingly creating more or less
a bilingual classroom environment in relation to students’ needs.

Although subject teachers pay a lot of attention to the language aspect at primary
and lower secondary school, they see their purpose in gradually shifting focus from
language to subject matter, transforming English to an instrument of communication.

This stance does not mean that subject teachers ignore students’ language needs; on
the contrary, they use different techniques to facilitate students’ transition to EMI. This
means that they do not seek a permanent perfect balance between language and content as
claimed by the CLIL approach, rather they create a dynamic system of adaptation when the
teaching focus changes over time. At primary and lower secondary stages, content teachers
dedicate a lot of time to language, providing not only subject vocabulary, but also sentence
starters and frames, simplifying complicated texts and adapting existing teaching materials
to their learners’ actual level of English. However, as soon as their students master core
terminology, become able to understand instructions, express ideas and complete basic
tasks through English, they transfer the lesson focus to content. Basically, subject teachers
consider content comprehension and meaning making in English, fluency and science
vocabulary knowledge as sufficient language skills for their subjects. Grammatical

accuracy and the ability to use rich language remain low on their priorities. What subject
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teachers consider as their responsibility is language differentiation and simplification in
response to students’ needs. Marlen, physics teacher, underlined that in terms of content,
EMI science teachers have access to a very rich bank of educational resources, not only
Cambridge program, but also to additional materials that can be found in free and paid
online platforms, which allows for content differentiation; however, this does not relate to
language complexity.

Extract 16:

In terms of language level, Cambridge doesn’t take that into account. So, you have

to simplify the language yourself, make the sentences easier, the wording simpler,

because Cambridge materials are designed for students who already speak English.

Nevertheless, all teachers acknowledged that language-related challenges are
particularly salient only at the initial stages of transition to EMI, whether this occurs in
primary or secondary school. However, over time, the severity of language-related
challenges diminishes, and by high school, the EMI environment generally enables
teachers to shift their focus predominantly to content instruction. Marlen, physics teacher,
answering the question whether there is difference in teaching in English in middle and
high school, highlighted that this difference was considerable.

In short, language teachers see their role in building bridges from English to
content, while subject teachers pay significant attention to language aspect at the beginning
of EMI transition, but shift focus to content as soon as it becomes possible, depending on
students’ English proficiency.

Bilingual Teaching and Translanguaging

While the official school policy permits bilingual teaching until grades 7 - 8,

subject teachers admitted that they sometimes mix L1 and English even at high school

because of unequal levels of English among students. Marlen, physics teacher:
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Extract 17:

| would say that even now | sometimes have to mix languages, because some

students come from state schools where they didn’t grow up in our school

environment, and their English level is not sufficient.

School policies actively promote pure EMI from upper secondary school but do not
impose the exclusive use of L1 and do not prohibit pedagogical translanguaging. Teachers
support bilingual approach even more actively, underlining the impossibility of English-
only pedagogy. As Marlen, physics teacher, articulated:

Extract 18:

Personally, | believe one must take a more flexible approach. Some teachers think

you need to create a full English-only environment and that students will

eventually understand everything. But I think that’s difficult, and a softer transition
is needed, for example, providing bilingual material at first.

All teachers, including language teachers, admitted the purposeful use of L1,
drawing on gradual transition. Subject teachers explained that sometimes they had to resort
to L1 after a formal EMI threshold because of individual students who did not have
previous EMI background or because of the nature of certain assignments, like laboratory
work, where strict comprehension of instructions is a matter of safety.

Naturally, language teachers demonstrated more adherence to minimizing L1,
where possible, than content teachers. Nonetheless, language teachers also employ L1 in
certain cases, usually explaining grammar or translating abstract lexis that cannot be
visually represented. However, none of the participants, including administrators, indicated

a need for the complete exclusion of L1 from instruction.
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Pedagogical Strategies and Methods

All participants described a rich variety of pedagogical strategies and methods
intended to facilitate vocabulary acquisition, enhance fluency and amplify linguistic
confidence of students. A significant number of strategies are applied by both subject and
language teachers. Many practices derive from CLIL-informed pedagogy, as confirmed by
the participants, although neither the official school policy nor the instructors themselves
claimed that the school’s transitional model represented an example of CLIL approach.
Notably, the range of pedagogical adaptations employed to facilitate EMI transition is
extensive, and teachers demonstrated considerable creativity and flexibility in their
implementation.

The first common strategy of subject and language teachers is differentiation and
personalized approach to students. Differentiation of English proportion and complexity is
determined by grade, students’ individual levels, and task types. Acknowledging that
differentiation is an additional challenge, most teachers still said that class sizes and their
teaching load permitted them to accommaodate students with different levels of subject and
language proficiency. At primary school, usually, language proficiency of students does
not differ considerably, while in higher grades this difference may be more significant
because students come from various backgrounds. As was mentioned above, subject
teachers understand that simplification and adjusting level of language complexity is their
responsibility. Language teachers equally put effort into accommodating students with
different paces and meeting their individual needs. Sabina, English teacher, explained:

Extract 19:

We also differentiate tasks because each class has students with different levels of

English. Some get more complex tasks, some simpler ones.
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Preplanned use of L1 is another strategy. Some teachers shared that they used
pedagogical translanguaging in form of ‘sandwich method,” when new material is first,
presented in English, then is explained in L1, finally it is consolidated through English
again. The amount of L1 in explanation may vary.

The next recurrent theme is the extensive use of all types of scaffolding, especially
visual scaffolding. Both subject and language teachers support students’ comprehension
and vocabulary memorization through visuals: at elementary school these are mostly
pictures and flashcards, sometimes cartoons and short videos, while in higher grades these
are charts, graphs, and longer videos. Videos may be used as topic introduction at the
beginning of a class or as consolidation at the end. Some teachers use videos in L1 but
annotated with guiding questions in English.

As a special type of visual scaffolding for younger children, teachers use gestures,
facial expressions, miming and body movements. Adiya, chemistry and primary science
teacher, said that her teaching style changed when she taught in English and she became ‘a
sort of a ‘stage persona:’

Extract 20:

As the children say, I’'m very expressive, [ use my whole body, I can act out, show

whether energy is high or low, whether I’m cold or hot. I run, jump and mime.

Audial scaffolding is mostly used by English teachers to teach correct
pronunciation. Another widespread method of vocabulary memorization is the use of
associations, analogies and cognates. With younger students, teachers may use associations
with songs, cartoons, memes and other popular Internet content, while with older students,
they look for similar terms in students’ L1, cognates, divide scientific terms into parts,

identify Latin roots and find analogies.
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Subject teachers often resort to language simplification: they deconstruct
complicated texts, dividing them into small segments, paraphrase these segments using
basic words and synthesize together the original explanation in a more understandable
way. Teachers also emphasized that careful lesson planning was important and, in general,
EMI classes follow classical lesson structure (a hook to engage students, main point,
reflection) and apply similar organizational and interactional pedagogical practices, such
as pair and group work, self- and peer assessment.

CLIL techniques, such as gap filling, texts with pre-reading and post-reading
assignments, sentence starters and frames allowing students to speak on certain topics,
were also mentioned among the applied pedagogical methods, especially for vocabulary
and definitions memorization.

Teachers also differentiate memorization techniques for early grades and older
students. With young learners they rely predominantly on pictures and associations, also
using choral repetition, while at secondary school teachers apply drilling in form of
repeating tasks, problem solving and practicing similar assignments with the same
terminology multiple times.

One of the key strategies for young learners is gamification. Teachers of different
subjects, including English, use play-based learning, online quizzes, games with
flashcards, moving around the class, whereas Finnish mathematics is the quintessential
example of this approach. As Tamerlan, Finnish mathematics and English teacher,
highlighted:

Extract 21:

90-95% of it consists of game-based formats, exercises that are gamified. That’s

why this subject is, in a way, an anti-stress class for children.
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Language teachers highlighted other methods aimed at the development of
students’ linguistic confidence, independence and critical thinking. First, these are debates
and discussions. Starting from practicing simple dialogues at primary school, students
gradually take part in complicated discussions, incorporating topics from different
subjects, such as science, space science, global perspectives. In addition, project-based
learning is emphasized, especially for knowledge consolidation. Small-scale projects are
motivating, engaging, develop creativity, imagination, and higher order thinking skills.
These types of tasks align with the idea of contextual learning, focusing not on discrete
language items but providing students with sentence starters, ready-made constructions
and relevant contexts to apply them.

Another interesting point, outlined out by English teachers, is the initiative to
introduce students to reading in English from early grades and instil the value of reading.
For this purpose, English teachers organize additional reading activities for primary
school: reading time, collaboration with library and library visits, creation of pocketbooks
for topics consolidation.

Assessment Criteria

In this subsection the findings are presented separately for subject and language
teachers, because they have different assessment criteria.

Subject teachers explicitly outlined that they assessed, above all, content
knowledge. If students are able to convey subject knowledge and express their ideas in any
format, including drawings and charts, their answers are accepted. The only linguistic
aspect they strictly assess is the knowledge of subject-specific terminology. To a certain
degree, teachers pay attention to fluency and linguistic confidence as they rely on students’
ability to express themselves in oral or written form for content evaluation. However, they

do not assess grammar accuracy or correct grammar errors, nor do they consider these
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linguistic aspects as their responsibility. On the contrary, subject teachers try to relieve
language anxiety of students and make them immune to language mistakes. As Adiya,
chemistry teachers, said:

Extract 22:

The most important thing for students is to learn to understand the meaning and

convey it correctly, even if there are some language errors.

The assessment criteria employed by English teachers clearly differ from those
used by subject teachers. Their goal is to find balance between fluency and accuracy. The
focus may shift a little toward fluency in speaking tasks and toward accuracy in writing but
overall, the assessment covers both aspects. As Sabina, English teacher, articulated:

Extract 23:

I think both aspects should go hand in hand. Fluency is good, of course, but if 50%

of the speech is incorrect, it becomes very hard to relearn later in life because the

person has grown up speaking with errors.
Key Challenges

English teachers see their key challenge in the necessity to prepare students for
EMI environment, while subject teacher outline several specific problematic areas. First, it
is the unpreparedness of students to learn in English in lower secondary school and their
inequal levels of English proficiency.

Insufficient language proficiency often leads to another challenge - psychological
resistance of students to EMI. Students who master the content but lack English
proficiency may become reluctant to EMI environment and teachers have to look for
individual approaches to engage and motivate these students and to relieve their stress and

language anxiety.
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Surprisingly, subject teachers mentioned that even in higher grades, and especially
in higher grades, students experience reading problems. They lack motivation for reading
extensive explanations and instructions. For this reason, they might misunderstand tasks or
core content. Students tend to prefer receiving oral instructions from teachers rather than
independently engaging with lengthy texts or complex written problems.

Students’ Wellbeing as Pedagogical Strategy

Not only does school’s official policy strongly focus on students’ psychological
comfort, but teachers also imply positive supportive pedagogy as one of their key
strategies of successful teaching. Both subject and language teachers acknowledged the
right of students to make mistakes and their right to different emotions, including negative.
They understand that EMI transition may be associated with considerable challenges for
students and, consequently, psychological discomfort, anxiety and stress. That is why they
attempt to create a safe space where errors become growth zones, not problems. They try
to take into consideration psychological and physical state (fatigue toward the end of the
week or day) of their students as well as their age characteristics. These considerations
help teachers adjust the level of complexity of tasks and classroom pace to students’
situation on a specific day. As Sabina, English teacher, highlighted:

Extract 24:

So, giving them time and support is my main strategy, helping them feel confident

that making mistakes is okay and that they will be supported.

Teachers regard the creation of a friendly and supportive classroom environment as
a key priority. For this purpose, they do not hesitate to draw on students’ L1 when

necessary.
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In a nutshell, pedagogical strategies and methods, aiming at soft EMI transition, are
diverse and are driven by school policies, teachers’ self-positioning, assessment criteria
and by the emphasis on students’ psychological comfort.

Cross-Curricular Collaboration

A cross-curriculum approach is identified on the school’s website as one of the
core pedagogical principles for the primary level. Administrators likewise emphasized that
cross-curricular connections constitute an essential component of the school’s educational
system. Kanat, vice principal for academic affairs, underlined:

Extract 25:

Cross-curricular integration has been happening here for a long time. It exists

across all subjects, even when we develop curriculum plans.

Interviews with teachers confirmed that cross-curricular links and interdisciplinary
collaboration represented an important aspect of curriculum planning and daily school life,
promoted and supported by the administration.

As English classes serve as a bridge to English-medium subject lessons, the syllabi
of English courses are largely aligned with STEM-subjects in terms of topics and
vocabulary. Moreover, English textbooks for primary school are CLIL-oriented and
strongly connected to other subjects; for example, science — three states of matter, natural
resources, waste recycling; art — primary and secondary colors; music - classification of
musical instruments, symphonic orchestra composition. Sabina, English teacher, talked
about English textbooks for elementary school:

Extract 26:

We use the Oxford Discover textbook. I like that this textbook has a very natural

integration with other subjects. So, this is CLIL.
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Certain overlapping of language and subject classes syllabi, as well as cross-
curricular links between different subjects, not only between English and STEM, persist
across all school levels. Interdisciplinary teachers’ collaboration begins with proactive
lesson planning before the start of each academic year, at the stage of syllabi finalization,
then collaborative activities are further adjusted and closely coordinated during the school
year. Furthermore, in the process of interdisciplinary collaboration, teachers even conduct
small-scale action research to determine the most effective ways of cooperation.

In general, cross-curricular collaboration is implemented in two main modes. The
first mode is alignment of materials and vocabulary and joint regular classes, sometimes
small-scale in-class cross-curricular projects, aiming at better knowledge acquisition.

The second type of collaboration is realized as stand-alone interdisciplinary
projects that often occur outside regular classes, in form of special school-wide events.
Among these events, school staff named space and space science fairs, UN simulations,
different debates, preparation and participation in international school competitions held in
English. Marlen, physics teacher, described these projects as follows:

Extract 27:

Science Fair is usually students’ experiments or models. We, as science teachers,

provide information, objectives, topics, and explanations. The English teachers

work with students on their speeches and presentations, because it’s a public event,
visitors come, watch, and so on.

Preparation for international school Olympiads also may require joint effort of
subject and language teachers, including native speakers. One of the English teachers also
mentioned that his students sometimes asked him for assistance with the language aspect
of other subjects. However, English teachers claimed that their subject colleagues did not

need collaboration in form of helping them prepare language part of their classes, as their
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level of English was sufficient to handle this work independently. As it was mentioned in
the subsection about hiring policy, all subject teachers are assessed for English
proficiency, and the overwhelming majority not only have experience in teaching in
English but have received education in EMI institutions. Thus, cross-curricular
collaboration is usually implemented as joint classes or projects where English teachers
help students present their work in English rather than contributing to the linguistic aspects

of subject syllabi.

Conclusion

This case study explored the system of policies, curricular and instructional
adaptations employed in an Astana private school to transfer students from learning in
their L1 to EMI for the majority of subjects.

Nine main themes connected to the RQ1, namely school policies and curricular
adaptations, emerged after the data analysis: 1) hybrid educational model; 2) additional
subjects taught in English and early start of English language classes; 3) finalization of the
transitional model in progress; 4) cross-curriculum approach; 5) preparation for university
studies abroad; 6) attention to teachers’ role, qualifications and professional development
7) institutional support for teachers aimed at EMI transition; 8) emphasis on students’
wellbeing; 9) extracurricular activities and international collaboration. Six main themes
were identified in relation with the RQ2 (teachers’ strategies and instructional
adaptations): 1) teaching philosophy and self-positioning; 2) bilingual teaching and
translanguaging 3) pedagogical strategies and methods; 4) assessment criteria; 5) key
challenges 6) students’ wellbeing as pedagogical strategy. For RQ3 one recurrent theme
appeared in the interviews and curricular documents — clear presence of cross-curriculum

approach and emphasized interdisciplinary teachers’ collaboration. The findings for



corresponding themes will be discussed in relation to the literature and theoretical

framework in the next chapter.
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Chapter 5: Discussion

This chapter provides a critical analysis of the findings presented in the preceding
chapter in light of the existing literature. It aims to interpret the results of the study through
their connection to previous literature on EMI transition. By situating the findings within
the broader research context, this chapter seeks to offer a deeper understanding of how
EMI transition can be effectively implemented in secondary school settings.

The purpose of this study was to investigate EMI transition school policies,
curricular and instructional adaptations in a private school in Kazakhstan. The research
was based on qualitative data collected through seven semi-structured interviews with
school employees. In addition, institutional data were analyzed, using the school’s official
website and three curricular documents (the school charter and two calendar thematic
plans for grade 7 mathematics).

To engage with the findings in relation to existing literature, the themes identified
across the three research questions are presented in four interrelated domains: (1)
institutional and structural adaptations, (2) curricular adaptations and content and language
alignment, (3) pedagogical and classroom-level adaptations, and (4) affective dimensions
of EMI transition. This classification allows for a multi-level analysis of EMI
implementation, moving from meso-level (institutional policy and curriculum) to micro-
level (classroom practices and expected learner experiences). This structure helps highlight
how the identified practices contribute to the effectiveness of EMI transition in the given
educational context.

Institutional and Structural Adaptations for EMI Transition

EMI transition is not just classroom practice, but a systemically engineered model

or a set of interconnected measures at the institutional (school-policy) level, i.e. meso-

level, that work together to reach the same goal. Various structural adaptations
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predetermine the institution’s capacity for change. As described by Karabassova in her
comparative study of NIS and mainstream schools, “NIS had more capacity for changing
the larger context and infrastructure. The curriculum, resources, school leaving exams and
other components in the school ecosystem were aligned with English-medium teaching”
(p. 566). Similarly, this private school also has undergone structural modifications
covering all aspects of the school ecosystem for EMI transition.
Hybrid Educational Model, Emerging Final Model & Curriculum in Progress
Institutional and structural adaptations are closely connected to the type of
bilingual transitional education, or educational model, selected by the educational
institution (school). The first and the most recurrent theme of the findings is the hybrid
educational model implemented at the research site. In this case, the hybrid model has
double meaning: first, integration of state Kazakhstani curriculum and Cambridge
international program for secondary schools; second, mixed Mol mode with gradual
increase of EMI. That is why this hybrid model is both a language policy decision and a
curricular adjustment simultaneously. If we classify it according to Cummins (2000), this
model refers to late-exit type, which implies several years of studies in the mother tongue
before transitioning to another Mol. This is exactly the idea underlying the terms of the
EMI transition at the school in question. All the subjects are taught in students’ L1 for the
first two grades, except providing basic terms in English in space science and Finnish
mathematics. This is an intentional policy aiming at the development of students’ L1 and
their cognitive abilities in L1. The next three grades envisage gradual introduction of the
number of partially EMI subjects and gradual increase of the share of English in bilingual
teaching. Even, the start of the Cambridge primary program planned for the following
academic year does not imply complete switching to English but only earlier integration of

state and Cambridge curricula, as well as a rise of EMI percentage in teaching. As full
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EMI is implemented for biology, physics, chemistry and computer science from grade 8,
and for mathematics from grade 10, the number of years of L1 instruction (more than four
years before transitioning fully to English), allows school’s educational model to be
classified as late-exit bilingual education. This late-exit model, promoted and supported by
Cummins (2000) is not universally acknowledged as the only beneficial option of English
immersion; however, several authors who studied effects of early and late-exit models
have evaluated it positively (Baker & Wright, 2025; Mohanty, 2018). Advantages and
challenges of the late-exit type of bilingual education in the Asian context were
investigated by Marsh et al. (2000). The authors argued that late immersion in English
leads to strong gains in language proficiency but may temporarily hinder content learning,
especially for lower-achieving students; however, in most cases students are able to restore
their performance in non-language subjects over time and overcome provisional academic
challenges without long-term negative consequences. In short, Marsh et al. (2000) also
evaluate the late-exit model positively, provided that certain conditions are met (flexible
approach to Mol, supportive pedagogical practices etc.).

The third theme is the fluidity and incompleteness of the final educational model
and school’s individual integrated curriculum. Private schools are a relatively recent
phenomenon in Kazakhstan; trilingual policy, including EMI introduction are even more
recent (Bridges, 2014; Goodman & Karabassova, 2018). Consequently, most schools
intending to implement EMI, especially those that do not fully adopt western curricula but
instead integrate home languages with English, and Kazakhstani curriculum with foreign
programs, are still in the process of developing their educational programs. The ongoing
process of curricular modifications at the school is confirmed by the absence of the final
overarching curricular document. This fluidity and ongoing change can be explained by

the attempts to adapt general EMI model to the specific context and linguistic situation in



73

Kazakhstan. Similar situation was identified in Hong Kong when after the reform of 2010
schools gained flexibility to combine EMI with Chinese medium instruction and adjust this
combination accordingly. However, alongside positive changes, this led to uneven
implementation of EMI and misalignment between educational policies and classroom
practices (Poon et al., 2013). Thus, the transition period along with the freedom to choose
and integrate different models and mixed-language modes, presents not only opportunities
for improvement but also potential risks.
Institutional Requirements and Support for Teachers

The next two findings: attention to teachers’ role, qualifications and professional
development and institutional support for teachers, can be attributed to school policies and
discussed together as they are closely connected. Most international studies in EMI
transition suggest that teachers’ competences, teacher training and institutional support
play a crucial role in the successful implementation of EMI. Systematic reviews such as
Gilanyi et al. (2023), analyzed empirical research on EMI and CLIL in primary and
secondary school contexts across Asia, covering publications from 2015 to 2022. In
addition, Pun et al. (2024), analyzed 66 empirical studies (2000 - 2021) on language
challenges and coping strategies in EMI classrooms in secondary and higher education
from Asia (including one study in Kazakhstani Higher education), Europe, Africa, and the
US. Both studies outlined teacher-related challenges (balancing content and language,
limited pedagogical knowledge, language proficiency issues, classroom interaction
constraints) and the need for intensification and amplification of teacher professional
development as one of the main implications. While a majority of studies conducted in
Kazakhstan in secondary education confirmed that subject teachers often lack language

proficiency and necessary pedagogical skills in CLIL, the root of this problem appears to
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be insufficient teacher training and very limited institutional support (Goodman et al.,
2023; Karabassova, 2022a; 2022b; Ryspayeva et al., 2025).

The findings of this study, based on both administrators’ and teachers’ interviews,
demonstrated that most teachers working in this private school either were initially trained
in English or had received additional professional development in EMI and CLIL outside
school and continue to have regular complementary training within the school. In contrast,
Mehisto et al.’s (2022) analysis of professional development program for public school
teachers designed to transition them to EMI showed low effectiveness and a formal one-
size-fit-all implementation that focused solely on language, not CLIL pedagogical
techniques. Moreover, several studies, conducted in public schools and even across the
NIS network have confirmed a limited awareness of advanced teaching practices for
integrating content and language, a predominant focus on content with linguistic aspect
often overlooked, and continued adherence to traditional teacher-centered and lecture-
based instruction (Goodman et al. 2023; Karabassova, 2021; Karabassova & San Isidro,
2023). As a result, many studies call for reforming and improving pre-service and in-
service teacher training (Bedeker et al., 2023; Goodman et al., 2023; Karabassova, 2018).
Nevertheless, in terms of teacher preparation, this private school is more similar to the NIS
network, as they are both elite, selective and resource-rich. In addition, the ideology of this
school aligns with that of NIS, where “professional development was a continuous
process” (Karabassova, 2018, p. 562).

The findings of the current study showed that school administration required high
teacher proficiency and initiative in EMI transition while also emphasizing institutional
support in the form of additional training, supervision and consulting, access to world-
ranked EMI textbooks, various paid educational resources, support of teachers’ ideas and

initiatives for regular classes and extra activities. This is another similarity between this
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school and the NIS network. Comparing NIS with mainstream schools, Karabassova
(2021) stated “NIS network used a combination of pressure and support in introducing
English-medium instruction. The support entailed giving teachers time and an opportunity
to prepare for a gradual transition” (p. 560). Interviews with this private school’s teachers
confirmed that they not only accepted responsibility for EMI transition process but also
felt supported. While one of the STEM teachers at this private school mentioned that EMI
teachers did not have any problems with teaching resources and materials as they had
access to a huge global bank, teachers at public schools struggle to procure these
resources. As stated by Karabassova (2021), “[t]eachers also complained about the lack of
textbooks, designed for teaching subject in English and approved by the ministry” (p. 565).
Instructors at mainstream schools often feel abandoned and have to rely on their own
agency and independent effort to provide their students with adequate learning materials
(Bedeker et al., 2023; Manan et al., 2024; 2025).

What is also noteworthy is that not only do administrators recognize the crucial
role of teachers in the EMI transition process, but the reverse is also evident. As suggested
by Karabassova (2021), “teachers in both contexts stressed the importance of school
administrators’ capacity to lead changes” (p. 566). In public schools, teachers expressed
dissatisfaction with administrators’ ability to effectively implement EMI reforms and
emphasized the need for administrators to engage in additional professional development
in this area. In contrast, teachers in the private school context reported feeling more
supported and understood by their leadership. Furthermore, school administrators in this
school often simultaneously hold teaching positions, which directly involves them in EMI
implementation and contributes to a greater sense of responsibility for facilitating the

transition process.
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Preparing Students for University Studies Abroad and other activities aimed at
internationalization

Another school policy identified as a recurrent theme in the interviews, in the
school’s website, and charter is the preparation of students for university studies abroad
and raising global citizens who feel comfortable in any environment. This strategy aligns
with the general goal of the EMI introduction to Kazakhstan’s educational system -
modernization, global competitiveness and global mobility of Kazakhstani school and
university graduates (Bridges, 2014; Goodman & Karabassova, 2018). However, this trend
is not observed in mainstream schools, only in elite networks like NIS (Karabassova,
2021). On the other hand, in this private school, not only is the whole educational system
built to integrate students into global educational system, the school has a special
admissions and career orientation department that provides students and parents with
comprehensive information about educational opportunities abroad. This international
orientation largely correlates with the major drivers for private school enrollment in
Kazakhstan described by Chankseliani (2014), which are the demands for English-
enhanced instruction and preparation for international higher education. To satisfy this
demand, private schools often position themselves as gateways to global academic
mobility, aligning with Kazakhstan’s broader modernization and internationalization
agenda. This tendency is clearly demonstrated by the school in this study.

The last identified element in the school policy is active engagement of students
and teachers in different extracurricular activities, international students’ competitions,
games, and meetings with foreign visitors and lectors held in English or partly in English.
Opportunities for administrators and teachers to travel abroad for professional
development or to learn on-site from best foreign practices align with a general school

course for internationalization and modernization that is also present in the NIS network
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(Karabassova, 2021). However, this is just a complementary practice aimed at enhancing
bilingual teaching, gradual EMI transition and orientation towards studies abroad. As a
minor but very specific part transitional education, usually extracurricular activities are not
reflected as a separate theme in the EMI literature.

Curricular Integration and Content-Language Alignment

The following themes refer to curricular adaptations, i.e. divergences from state
educational programs, implemented at institutional (meso-level) that are aimed at
enhanced English instruction, gradual EMI transition, compliance with international
standards and integration of content and language learning.

Curricular Adaptations (Integration of State Curriculum and Cambridge Program
Additional Subjects in English, Early Start of English Classes)

Curriculum differentiation, as suggested by Chankseliani (2014), is another key
stimulus determining the demand for private schools in Kazakhstan. Private schools
usually offer alternative or international curricula and greater flexibility compared to state-
mandated programs. This may include incorporation of foreign programs and enhanced
English language instruction. According to Chankseliani (2014), private schools often
position themselves as innovation hubs for EMI and curriculum reform. The emphasis on
English reflects both policy pressure and parental demand, while hybrid curricula (local
and international) emerge because schools should balance state standards and global
competitiveness.

The school’s curriculum differs significantly from the state curriculum not only
because it incorporates Cambridge program for STEM subjects but also because it includes
a number of additional subjects taught through English (Finnish mathematics and space
science at primary school, global perspectives and business studies at secondary school).

Moreover, the school’s curriculum envisages early start of English language classes and
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increased number of lessons per week. One of the main goals of all these measures is
achieving a certain level of English proficiency by the time of full EMI transition (grade
8). The minimum level is B1, while the ideally expected level is B2. The idea of threshold
level of English that is indispensable for successful EMI implementation was discussed in
many studies across different contexts. For example, comparing EMI and home language
instruction in the context of Hong Kong, Fung (2020) emphasizes the importance of
threshold effect. Students need a minimum level of L2 to benefit from EMI. Conversely,
this may result in increased challenges and cognitive overload. Similarly, Marsh et al.
(2000) underlined the crucial role of language threshold for successful EMI transition.
Many studies conducted in the context of Kazakhstan outlined insufficient students’
English proficiency as one of the main challenges of EMI introduction at public schools
(Goodman et al., 2023; Karabassova, 2018; Mehisto et al., 2022; Manan, et al., 2024,
Manan & Hajar, 2024).

Cross-Curriculum Approach and Interdisciplinary Teacher Collaboration

This theme, cross-curriculum approach, is claimed to be one of the guiding school
policies, especially at primary stage, and is implemented through interdisciplinary
collaboration which appear as both school policy and pedagogical strategy implemented by
individual teachers.

According to administrators’ and teachers’ interviews, interdisciplinary is
encouraged and promoted by school policies and supported by the administration.
Language teachers emphasized that English textbooks have an integrated approach and
reflect the content of different subjects. Moreover, all teachers shared that they had
collaborative lesson planning and joint classes. Finally, many extracurricular events imply
the participation of subjects and language teachers. The professional and linguistic level of

subject teachers at the school permits them to teach linguistic components without the
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support of language teachers, allowing them to focus on the planning of joint classes and
special events.

In general, cooperation of language and content teachers and collaborative
pedagogical practices were positively evaluated by studies conducted in different contexts
for instance, among multilingual learners at secondary schools in the USA (Meskill, &
Oliveira, 2019), in a preparatory program in Turkey (Akincioglu & Lin, 2021) and,
especially, in higher education in Asian countries (Pun et al., 2024). Paired teaching and/or
collaborative lesson planning realized by subject and language instructors led to better
learning outcomes and more inclusive classrooms. In Kazakhstan, the research conducted
by Montgomery and De Costa (2024) in the context of higher education demonstrated
positive effects of the collaboration of content and language instructors on students’
motivation and performance but also showed that it was a manifestation of teachers’
responsive agency and their independent initiative in order to mitigate top-down policy
requirements and institutional challenges. The findings of this study demonstrate that
teacher collaboration, interdisciplinary approach, and alignment of language classes with
content subjects are an intentional school policy documented in the official website.
Hence, collaborative practices are supported by the school administration with resources
allocation. Furthermore, teachers are willingly engaged in shared lesson planning and
teaching, although it requires time and additional effort. However, since their teaching load
is not as high as in mainstream schools, this leaves space for collaboration. In this aspect,
the practices at this private school again demonstrates convergence with the findings of
Karabassova (2021) who compared NIS network and mainstream schools: “While teachers
in mainstream schools did not mention peer observations and working with colleagues, for
NIS teachers, collaboration seemed to be a natural and integral part of their work”

(Karabassova, 2021, p. 564). Therefore, schools possessing more resources are able to
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create an environment promoting collaborative pedagogical practices, while schools
experiencing shortage of resources cannot do this, despite the fact that their teachers are in

stronger need of peer support due to insufficient training in English and CLIL.

Pedagogical Mediation of Content and Language Learning and Classroom-Level
Adaptations

The findings in relation to classroom practices are based on teacher’s interviews
and represent micro-level pedagogical strategies and techniques that enable students to
transition to EMI for STEM subjects or support their academic English.

Teaching Philosophy & Self-Positioning of Teachers

The first theme is teaching philosophy and self-positioning of teachers, i.e. how
they conceptualize their roles in the EMI transition process. This aspect is critically
important for the EMI transition because motivation of change agents is the core element
of educational change (Fullan, 2006, as cited in Karabassova, 2021, p. 567).

The subject teachers at the school claim the priority of content over linguistic
aspects and focus primarily on scientific concepts rather than English language, which
aligns with numerous studies about the challenges in EMI implementation. Noticeably, in
Kazakhstan, as in many Asian countries, policies at state and institutional levels usually
aim general EMI, while CLIL, or partial CLIL-informed practices, can only be introduced
by individual training programs, institutions or educators. For instance, Wannagat (2007)
comparing European model (CLIL) with Hong Kong model (EMI), emphasized that CLIL
succeeds because it integrates language and content through interaction, while EMI often
fails because it treats language as invisible. Equally, insufficient attention to the language
aspect negatively affecting students’ learning outcomes was noted by many researchers in
Kazakhstan (Goodman et al., 2023; Karabassova, 2018; Manan & Hajar, 2024). However,

in the context of Kazakhstan, the relative neglect of linguistic dimensions in EMI
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classrooms can be attributed to a top-down policy approach that positions STEM teachers
as dual-role practitioners (content and language) without providing adequate support. As a
result, science teachers, despite demonstrating responsive agency, tend to maintain a
subject-specialist identity, which gives rise to tensions, identity conflicts, and challenges in
effective implementation (Manan & Hajar, 2024). On the other hand, the self-positioning
of EMI teachers as pure content instructors through English is not unambiguous.
According to Bedeker et al. (2023), EMI STEM teachers appear as hybrid, adaptive agents
and multilingual, flexible practitioners. Maybe, they do not pay sufficient pedagogical
attention to language aspects, as prescribed by CLIL principles but, in return, their hybrid
multilingual practices are guided by the understanding of students’ needs and desire to
make knowledge accessible.

At this school, despite STEM teachers’ claims of content priority and self-
positioning as subject teachers, many interview extracts contradict these statements and
demonstrate their significant awareness of CLIL-informed pedagogy and considerable
engagement with linguistic aspects. At least, in the transition period, subject teachers pay
significant attention, above all, to vocabulary and terminology but also to sentence frames
and sentence starters, simplification, paraphrasing, and language differentiation. Teachers
acknowledged that they had to reconsider English teaching materials to make them
accessible to their students. They were aware of and implemented different CLIL
techniques, especially in vocabulary acquisition.

As for English teachers, it is noteworthy that at the school in question, they clearly
see their roles as facilitators of EMI transition: they must prepare students for content
subjects in English and to bridge gaps between language and subject learning. This theme
is not omnipresent in the research on English teachers’ roles and identities in Kazakhstan.

The analysis of several research articles on English teachers’ roles across educational
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contexts in Kazakhstan, including primary education (Zhetpisbayeva et al., 2016),
secondary school English teaching (Zhunussova et al., 2022), and broader EFL teacher
identity development (Seitova et al., 2025), showed that English teachers are consistently
positioned as language-focused practitioners, yet none of these studies conceptualizes their
role as bridging language and content or as active agents of EMI transition.
Bilingual Teaching / Translanguaging

The next important finding is the acceptance of bilingual teaching and classroom
translanguaging by both content and language teachers. English-only policy is not strictly
imposed at this school, although strongly recommended from certain threshold level (grade
8) and teachers treat this bilingual model somewhat broadly. Numerous studies
demonstrated the negative consequences of English-only policies in contexts where
English is not students’ L1 (An & Macaro, 2025; Manan, 2020; Manan, et al., 2020;
Manan & Tul-Kubra, 2022; Manan et al., 2024). In contrast, pedagogical translanguaging
was evaluated as a beneficial practice for students’ content understanding and
psychological wellbeing (Phyak et al., 2022; Pun, 2021; Tavares, 2015; Zhou et al., 2021).
In Kazakhstan, teachers widely use translanguaging and code-switching, however, often
experience discomfort and guilt because of the institutional requirements prescribing
monolingual L2 teaching (Bedeker et al. 2023; Karabassova & San Isidro, 2023). At this
school, teachers feel freer to switch to students’ L1 in order to explain difficult grammar
(language teachers) or complicated abstract scientific concepts (content teachers), for
giving exact instructions, for enhancing students’ engagement, and for shifting classroom
interaction patterns towards students-centered approach and their active participation. All
this becomes possible because the school model is positioned as bilingual and the use of

L1 isallowed until upper-secondary grades. Gradual and flexible increase of English
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language in teaching contrasts with the radical demand to switch completely to English
within one year in public schools identified by Karabassova (2021).

Moreover, interviews with teachers demonstrated that they tried to use bilingual
teaching and translanguaging strategically: to explain complicated concepts, ensure full
comprehension of instructions, and emphasize essential information. Even when they had
to translate some content into students’ L1, they used the ‘sandwich method’ (initial
presentation in English, then, explanation in L1, finally, summarizing the main points in
English), which contrasts with what sometimes happens in mainstream schools —
translating all content from English to L1 or vice-versa. Regarding the latter, Karabassova
(2021) noted that “[t]eachers (...) reported duplicating the same content in two languages
in order to ensure achieving learning objectives” (p. 564).

Pedagogical Strategies, Methods and Assessment Criteria

The interviews with teachers showed that both content and language teachers used
a very wide range of pedagogical strategies: translanguaging, paraphrasing and language
simplification, various types of scaffolding, multimodal input, differentiation, associations,
gamification, and extensive use of additional materials. Most of these methods were listed
as teacher coping strategies applied in EMI classrooms in different contexts in the review
completed by Pun et al. (2024). Among teachers’ strategies these authors mentioned code-
switching / translanguaging, scaffolding techniques, multimodal support, pre-teaching
vocabulary, slowing down speech pace, structured interaction. The results of numerous
empirical studies support the findings of the review (Meskill & Oliveira, 2019; Pun &
Cheung, 2021; Pun & Thomas, 2020; Richards & Pun, 2021). Similar strategies were
identified by the researchers in Kazakhstan analyzing EMI teachers’ experiences at public
schools (Bedeker et al., 2023, Goodman et al., 2023; Manan & Hajar, 2024; Manan et al.

2024a; 2025). However, teachers in this private school have considerably more
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opportunities to apply differentiation and student-centered interaction because of smaller
size-classes; pre-teaching vocabulary because of high quality textbooks and gadgets;
multimodal scaffolding and gamification because of the access to paid resources.
Moreover, English teachers, due to curricula alignments and increased number of lessons,
can support their subject colleagues. In a nutshell, pedagogical techniques, which at public
schools are dependent on teachers’ responsive agency with minimal support, are
considered normal in a private school due to the support of the school administration and
availability of appropriate teaching materials and infrastructure.

The next theme, assessment criteria, is connected to teachers’ conceptualization of
their roles. EMI STEM teachers do not assess their students’ language knowledge, apart
from key terminology acquisition. This theme is closely connected to the approach
implemented in each context, EMI or CLIL. Integrated teaching implies integrated
assessment; however, CLIL principles are not always realized in practice even at elite
schools (Karabassova, 2018; 2021). The representatives of the current private school did
not state that the school officially applied CLIL approach; only individual teachers
mentioned that they were trained in CLIL pedagogy and used CLIL assignments.

As for the assessment in EMI classrooms in Kazakhstan, Goodman et al. (2023)
argue that there is mismatch between assessment expectations and classroom reality:
assessments often rely on traditional content knowledge (not communicative or language-
integrated tasks), which discourages teachers from designing CLIL-style lessons. That is
why Goodman et al. (2023) call for curriculum and assessment reform: exams and tests
should reflect communicative and conceptual understanding, so that CLIL/EMI teaching
becomes pedagogically justified and not just a technical Mol switch. Apparently,
reconsidering assessment criteria may be useful for private schools too, as despite

integrated teaching, assessment remains largely factual knowledge oriented.
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The topic of assessment criteria in EMI settings is not sufficiently researched in
Kazakhstani context nor at public neither at private schools.

In general, interviews with teachers revealed that in a private school they could
enjoy a certain degree of autonomy in their pedagogical practices, and even felt eligible to
propose changes to the school administration, whereas at public schools, including those
within the NIS network, “[...] excessive accountability and paperwork” were mentioned as
“factors impeding change” (Karabassova, 2021, p. 565).

Affective and Experiential Dimensions of EMI Transition

Modern curriculum theories position affective and experiential dimensions of
learning as an integral part of curriculum (Su, 2012). Su emphasizes the importance of
students’ subjective experiences: their feelings, interpretations, interactions, and
engagement with content, and stresses that effective curriculum should be responsive and
flexible, adapting to learners’ needs, backgrounds, and evolving classroom dynamics. The
current study did not examine students’ experiences directly but focused on the efforts of
administrators and teachers to create positive students’ experiences and to mitigate the
challenges of EMI transition.

Students’ Wellbeing and Psychological Comfort as School Policy and Pedagogical
Strategy

EMI transition is cognitively demanding and emotionally sensitive. This school’s
policies explicitly prioritize comfort, confidence, trust, non-threatening environments and
the experiential curriculum dimension.

Key researchers in the field of transitional bilingual education also paid significant
attention to the affective and experiential dimensions of EMI transition. Cummins (2000)
emphasized that successful language learning depends on learners’ sense of identity,

confidence, and psychological safety. When students feel valued and can use their L1 asa
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cognitive and emotional resource, anxiety is reduced and participation increases; abrupt
immersion without support can lead to stress, disengagement, and identity crisis. Mohanty
(2018) argues that multilingual learners’ experiences are deeply shaped by power relations
between languages. Imposing a dominant language without recognizing learners’ linguistic
repertoires can create alienation and reduced self-esteem, whereas inclusive multilingual
practices foster sense of belonging and emotional well-being. Baker and Wright (2025)
highlighted that affective factors (motivation, anxiety, attitudes) strongly influence EMI
outcomes. Positive classroom climate, supportive pedagogy, and gradual transitions
enhance student confidence and engagement, while high-pressure, English-only
environments may hinder both emotional comfort and learning effectiveness. Therefore,
EMI transition is not only a cognitive shift but also an emotional experience, where
psychological comfort and inclusive language practices are essential for effective and
equitable learning.

Thus, within the school under study, students’ positive experiences and well-being
are prioritized not only at the level of institutional policy but are also actively addressed in
classroom practice, where teachers deliberately attend to affective and experiential
dimensions of learning. Despite a dense and intensive curriculum, positive pedagogy
aimed at supporting students, caring for their psychological state and mitigating stress
were listed by both content and language teachers as their core pedagogical strategies. This
approach explains their refusal to employ a strictly monolingual English-only teaching, but
instead prioritize individualization of tasks, student-centered pedagogy, active engagement
of students into classroom practices.

Teachers explicitly stated that students’ wellbeing and confidence are one of their
priorities and, due to class sizes and other positive modifications (curricular adaptations,

access to resources), they had real possibilities to be supportive, to differentiate tasks and
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to engage students. They tried to create student-centered classroom environments where
teacher-student and student-student interaction was active, dynamic and flexible. Many
studies in different contexts noted that transition to EMI often led to decreased students’
participation and shifted interaction patterns towards teacher-centered pedagogy which, in
turn, caused lowered students’ motivation and increased cognitive and psychological load
(An & Macaro, 2025; Hennebry & Gao, 2021; Lo & Macaro, 2012; Lo & Macaro, 2015).
Positive pedagogy is outlined as one of the school policies in the official website and
charter, while the fact that teachers emphasized this aspect too, permits to positively
evaluate the school’s educational model.

There were not many studies dedicated directly to affective dimensions of EMI
transition in Kazakhstan. Manan (2025) studied STEM teachers’ emotional labor in the
conditions of EMI transition, Kambatyrova (2024) investigated parents’ attitudes to EMI
introduction at secondary schools, while Hajar (2024) examined high-school students’
evaluations of their experiences regarding learning science through English. Certain
similarities of this study’s findings can be observed with Bedeker et al.’s (2023) research
on EMI STEM teachers at mainstream schools. The latter revealed that at public schools
EMI subject instructors also put strong emphasis on student emotional comfort and
inclusivity. Teachers rejected rigid EMI and teacher-centered approach and adopted
‘humanizing’ and flexible pedagogies to support students’ emotional and linguistic needs.
However, comparing the results of the current study and the findings of Bedeker et al.
(2023), inequalities that exist between public and private sectors are observable. Teachers
at private schools have more opportunities to maintain students’ comfort due to
institutional support, whereas teachers at mainstream schools have considerably less time

and resources to be allocated to this aspect.
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Key Classroom Challenges

Key challenges mentioned by this private school’ teachers include unequal level of
students’ language and subject proficiency, decreased students’ motivation, and classroom
participation. This coincides with the challenges identified by researchers in global
contexts (Fung, 2020; Gilanyi, et al., 2023; Marsh et al. 2000; Pun et al., 2024) and in
Kazakhstan (Bedeker et al., 2023, Goodman et al., 2023; Manan & Hajar, 2024; Manan et
al., 2024a; 2025). However, teachers at this school face less challenges than their
counterparts in the public sector, because public schools are underresourced and
understaffed. Moreover, all the existing problems are less pronounced in private schools
because they have sufficient financial, human and infrastructural resources to provide
differentiated and personalized approaches. As argued by Tleuov (2025), “[...] private
school networks provide more opportunities for an individualized approach” (p. 24).
Noticeably, in their interviews for the current study, teachers focused more on pedagogical

strategies and institutional support rather than on challenges.
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Chapter 6: Conclusion

EMI transition is a relevant topic for Kazakhstan because for the last twenty years
Kazakhstan has been trying to introduce EMI with mixed results. While EMI in higher
education, despite significant challenges, regional and institutional differences
(Kerimkulova et al. 2023; Tajik et al., 2024) continues to grow steadily, the situation in the
secondary sector is more controversial and heterogenous. According to Karabassova
(2021; 2022), EMI is being implemented in the networks of elite schools sponsored by the
state (NIS, BIL, Daryn), whereas in many mainstream public schools this reform has not
been completed and has been postponed due to considerable issues. There is a number of
public schools where EMI is practiced for certain subjects, but this has not become a
universal standard for Kazakhstan.

Private schools with diverse models of EMI appear to be separate domains with no
uniform policies and rules. Some schools function as full immersion programs having
English as a sole Mol from grade 1. Others realize different transitional models in which
shifting to EMI may be completed from primary to high school, often not simultaneously
for different subjects. Alongside bilingual teaching, these private schools may introduce
curricular modifications, integrating state curriculum with other programs (such as
International Baccalaureate or Cambridge Assessment program).

Attempts of EMI transition at public schools and EMI practices in NIS have been
studied by numerous researchers from different perspectives, while research on private
schools is scarce. The current study aims at identifying internal school policies, curricular
and instructional adaptations, as well as collaborative teacher practices, intended to
facilitate EMI transition within one private school. The qualitative case study is based
predominantly on the data gathered through interviews with school administrators, STEM

and language teachers, completed by the results of document analysis.
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Summary of the Main Findings

The main findings can be classified as 1) internal school policies and curricular
modifications, 2) pedagogical strategies and methods applied by teachers and 3) modes of
cross-curricular teachers’ collaboration with regard to research questions. However, it is
important to emphasize that many of the findings appear in more than one subsection, they
are recurrent for the interviews with administrators, content and language teachers. For
example, bilingual teaching, rejection of monolingual L2 teaching and pedagogical
translanguaging are both a policy and a pedagogical strategy. Cross-curricular approach is
promoted by school policies and official documents and is implemented as a classroom
practice. Increased attention to students’ wellbeing and psychological comfort is not only
proclaimed “positive pedagogy” principle but also a teachers’ strategy allowing to create
supportive and inclusive classroom environment. The increased number of regular
extracurricular activities and special events implying multilingual practices (sometimes
also promoting international cooperation) is a policy that often requires interdisciplinary
teacher collaboration. Therefore, the identified themes may be assigned to broader
thematic clusters with connection to existing literature on EMI globally and in Kazakhstan:
institutional and structural adaptations; curricular integration and content-language
alignment; cross-curriculum approach and interdisciplinary teacher collaboration; affective
and experiential dimensions of EMI transition. Thus, most of these diverse measures are
interconnected, complement each other and function as an interdependent system. Only
when applied simultaneously and in an interrelated way, not in form of separate curricular
or instructional decisions, these adaptations can be effective and achieve their main goal:
gradual and comfortable EMI transition.

The main finding is the school’s unique hybrid model. The hybridity of this model

is dual and is manifested, on the one hand, by bilingual teaching lasting for several years
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with gradual transition from students’ L1 to English, and, on the other hand, by integrating
Kazakhstani state curriculum and Cambridge Assessment program. Another important
curricular adjustment is the addition of several subjects taught through English or partially
in English at primary and secondary school, as well as teaching English as subject from
grade 1 and an increased number of classes per week compared to mainstream schools.

Moreover, an intentional alignment of language curriculum with content subjects’
curricula, collaborative lesson planning and classroom practices contribute to the early
development of academic English and create bridges between language classes and the
linguistic demands of EMI subjecs.

Alongside pedagogical translanguaging, teachers apply a broad range of teaching
strategies and methods aiming to support language and content learning, including those
not prescribed by official school curricula, teachers have a certain degree of freedom in
lesson planning and realization. However, these strategies are not teachers’ independent
coping mechanisms as a response to institutional demands and constraints, in contrast,
teachers receive assistance from the school administration as well as access to paid
educational resources. Thus, these pedagogical strategies are nourished not by desperation
in the conditions of limited resources and lack of support but as a manifestation of high
proficiency and appropriate level of professional development. Another school policy
consists in continuous teacher training inside the school and in outer organizations.

Naturally, most of these positive modifications are explained by the fact that
private schools have considerably richer resources as it is in case of comparison of elite
schools like NIS with mainstream public schools (Karabassova, 2021). On the other hand,
networks like NIS, BIL, Daryn have relatively long-established models and experience of

almost 20 years, while many private schools, including the school under investigation,



92

managed to develop their own bilingual transitional models and ways curricula integration
in relatively short terms.
Recommendations and Implications

The results of the current research may be of interest for policymakers, curriculum
and educational content developers, methodologists, school administrators, teacher trainers
and teachers.

Recommendations for Policymakers and Curriculum Developers

Private schools tend to possess comparatively greater financial, infrastructural, and
human resources, as well as a higher degree of flexibility in curriculum development;
however, they remain subject to state licensing and regulatory frameworks. As a result,
direct policy transfer from private to public schools may be challenging due to these
structural differences. Nevertheless, this does not preclude the possibility that selected
curricular and instructional practices from the private sector can be adapted to the contexts
and needs of public schools.

The findings suggest that a transition from L1 instruction to EMI is unlikely to be
effective if implemented abruptly and without adequate preparation, as such an approach
may lead to increased challenges and a higher risk of unsuccessful outcomes
(Karabassova, 2020; 2021; Manan & Hajar, 2024). These reforms are likely to require
comprehensive planning, advance preparation of key stakeholders, and corresponding
curricular adjustments.

First of all, the findings suggest that the introduction of EMI in individual subjects,
in the absence of connections to language teaching, may limit its effectiveness. Insufficient
number of English language classes and absence of topics alignment with scientific
subjects often do not permit students to achieve threshold level (B1) necessary to study

content through English. Although, as noted by Karabassova (2021), “the underlying
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rationale of the reform was to use CLIL pedagogy to provide intensive exposure to English
language in content classes without adding extra language teaching hours in the
curriculum” (p. 567), many EMI researchers concluded that a minimal threshold level is
essential for EMI introduction without negative consequences for content acquisition
(Fung, 2020; Marsh et al.; 2000). Consequently, it appears that not only STEM teachers
may need additional language and CLIL-oriented training, but that the broader system of
English language teaching at public schools may also require reconsideration. This could
involve an earlier introduction of language instruction, an increase in the number of
instructional hours, and, in particular, a reconceptualization of content to connect language
learning with the anticipated linguistic demands of subjects. Furthermore, the promotion of
collaboration between subject and language teachers, alongside allocation of additional
resources, especially time, for these collaborative practices may represent an important
step in supporting this process.

The next possible solution is gradual introduction of EMI, meaning not only
shifting to English one subject per academic year, but allowing models of partial and
scaffolded EMI for a certain transitional period (Richards & Pun, 2021). The promotion of
structured and pre-planned mixed-language instruction, along with the intentional use of
pedagogical translanguaging, may contribute to a smoother transition. Furthermore, it
appears that measures aimed at supporting EMI transition, including curricular adaptations
in both content and language teaching, are likely to be more effective when implemented
as part of a holistic and coherent system, rather than as a set of isolated and potentially
inconsistent modifications to individual aspects of the educational process.
Recommendations for School Administrators and Methodologists

If EMI implementation is planned within a specific school context, administrators

and methodologists may need to provide substantial support to teachers, encourage
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collaboration among staff, and consider allocating adequate resources to facilitate the
transition process. Institutional support can consist in providing access to educational
resources, providing additional time for lesson planning and collaborative pedagogical
practices by decreasing workload. School management may also need to organize
supplementary teacher training within school settings or in external organizations.
However, fundamental retraining in language and integrated pedagogical practices is likely
to demand diminished workload too. Moreover, taking into consideration and supporting
teachers’ own opinions, ideas and initiatives could also be beneficial for the mild
transition. Teachers are widely regarded as key agents of change; however, they are
unlikely to be able to address emerging challenges in isolation, as this responsibility is
more appropriately understood as shared among multiple educational stakeholders. In this
regard, methodologists may be expected to develop context-sensitive practical guidelines
related to lesson planning, pedagogical approaches, and collaborative classroom practices,
taking into account the specific conditions of their school.
Recommendations for Teacher Trainers

Empirical studies conducted in all contexts across the globe, including Kazakhstan,
confirmed the need for advanced teacher professional development in order to provide
them with appropriate pedagogical tools supporting language and content instruction.
However, the findings from Kazakhstani teacher training programs witnessed that they
were often formal and with limited efficiency (Mehisto et al., 2022). Content teachers may
require professional development not only in linguistic skills, but also in pedagogical
approaches that integrate content and language, as well as in strategies that support the
transition period by fostering academic language without compromising content delivery.
This does not imply that subject teachers should be fully retrained as language teachers or

assume sole responsibility for students’ language development; rather, they may need to
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take some degree of responsibility for linguistic aspects, particularly during the transitional
stage, as neglecting these dimensions could risk limiting content comprehension and
affecting students’ motivation. At the same time, English teachers may benefit from
recognizing that their instruction extends beyond language learning in isolation and can
function as a means of supporting subject learning. In this regard, they may require
additional preparation in academic English and in pedagogical strategies for teaching it, as
well as in collaborative lesson planning and teaching practices to support subject
colleagues in EMI transition.
Recommendations for Teachers

A significant body of research (Bedeker et al. 2023; Goodman et al. 2023; Manan
& Hajar, 2024) suggests that teachers are often required to undertake a substantial portion
of this complex work independently, frequently in the absence of sufficient training and
institutional support. Despite these constraints, they appear to demonstrate responsive
agency in implementing solutions to challenges associated with EMI transition (Manan et
al. 2024a; Manan et al. 2025; Montgomery & De Costa, 2024). In this regard, the findings
of the present study may offer a set of pedagogical strategies that both content and
language teachers could draw on, even in contexts characterized by limited resources and
support. Although many EMI teachers iat public schools may already employ some of
these approaches, a more explicit understanding of their role and a temporary positioning
as both content and language teachers during the transition period may contribute to
mitigating students’ challenges.
Strengths and Limitations of the Study

This study offers several contributions, while acknowledging its contextual and
methodological limitations. First, it addresses a relative gap in the literature by focusing on

a private school context, which remains underrepresented in research on EMI transition in
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Kazakhstan. In doing so, it also brings forward the perspectives of school administrators,
whose role in shaping and guiding EMI transition processes has received comparatively
limited attention compared to teachers. Noticeably, Kazakhstani EMI teachers from public
schools, even NIS, have expressed certain dissatisfaction with administrators’ support
(Karabassova, 2021). In addition, the study provides some insights into teacher
collaboration within a secondary school setting, an area that has not been yet extensively
explored.

Perhaps most importantly, the study attempts to move beyond an exclusive focus
on individual teachers’ coping strategies by examining internal school policies, curricular
and instructional adaptations, and interdisciplinary collaboration as part of a broader,
interconnected system. In this way, EMI transition is conceptualized not as a series of
isolated actions or stakeholder-driven initiatives, but as a coordinated system of decisions
and practices that collectively contribute to the transition process.

The main limitation of the current study is single-site case study design. The study
was conducted in one private school in Astana, which limits generalizability. The findings
reflect a specific institutional context that differ significantly from public schools, rural
contexts and less resourced institutions. The context-specific EMI model with gradual EMI
transition and additional resources may not be representative of broader national practices.
Moreover, the participants included a relatively small group of administrators and teachers
(seven participants), while other important stakeholders, such as students, parents and
policymakers, were not included. In addition, the reliance on self-reported data may have
resulted in discrepancies between reported practices and actual classroom implementation,
while classroom observation data was not collected due to practical difficulties in research
affecting minor persons and time constraints. Finally, as all qualitative research, the

findings were shaped by the researcher’s interpretive lens and, due to time-bound nature of
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the study, they represent a snapshot in time and may not capture ongoing developments in
EMI implementation. Despite these limitations, the study provides some valuable insights
into how curricular and instructional adaptations are conceptualized and implemented
within a specific EMI transition context, contributing to a deeper understanding of EMI

practices in Kazakhstan.

Directions for Future Research

Future research could examine multiple schools across different contexts in
Kazakhstan: public versus private schools, urban versus rural settings. This would enable
more comparative insights into how EMI transition is implemented across diverse
institutional environments. Furthermore, including a wider range of stakeholders (students,
parents and policymakers) would provide a more holistic understanding of EMI transition
processes. In addition, classroom-based research (micro-level practices) is needed on
actual classroom EMI implementation. This would bridge the gap between policy,
curriculum, and real classroom practice. EMI is a gradual process, yet most studies
(including the current study) are cross-sectional, therefore there is a need for longitudinal
research. Finally, future studies could explore alignment between English language
curriculum and EMI subject demands, the effectiveness of task-based language teaching

(TBLT) or CLIL approaches in preparing students for EMI.

Personal Reflection

This study’s research purpose and research questions derive from my personal
professional and research interests. As a language teacher | see that in the modern situation
our role may go beyond teaching purely linguistic aspects or language as value in itself.
This role has shifted to the facilitation of content acquisition through a foreign language, to
the preparation of school graduates for studies abroad or in EMI university settings inside

Kazakhstan and for global competitiveness in labor market. That is why it would be



98

relevant to deeper research how structured integration of curricular and instructional
adaptations could improve academic English acquisition and mitigate the challenges of
EMI transition. The findings of the current study need to be supported and extended by the
lesson observation data and interviews with educational stakeholders, whose importance is
not less significant than teachers’ importance, — students. Generally, strong orientation to
EMI transition and integration into global educational system that are implemented in
Kazakhstan, despite all major challenges, seem very promising and valuable to me as in
my own country most of the achievements of similar educational reforms have been

recently reversed because of political perturbations.
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related to EMI transition. The interview will be audio recorded with your permission, then
transcribed. The audio recordings and transcripts will be stored securely in electronic and
paper form and deleted after the project is completed. Your identity will be anonymized in
any notes, internal reports and in the text of the thesis.

The information you provide will be used exclusively for research purposes, no commercial
use is intended. Any identifiable information will not be published, presented, or disclosed
either in oral or in written form. The text of the thesis will be then stored in the electronic
repository of Nazarbayev University.

Depending on your choice it will be held face-to-face or in an online format by ZOOM or
another online-platform of your choice. Based on your preference, the interview will be
conducted either in Russian or English language.

TIME INVOLVEMENT: Your participation will take approximately 30 — 40 minutes.
RISKS AND BENEFITS:

The risks associated with this study are no more than minimal. The names of participants
will be changed by pseudonyms in order to ensure anonymity and to protect confidentiality.
The information about you and the institution will be coded. All the data will be kept in the
personal laptop protected by a password, accessible solely to the researcher and their
supervisor. The interview questions were diligently checked to be psychologically
comfortable. Your decision whether to participate or not in this study will not affect your
employment.

There will not be a direct benefit to you from participating in this interview, except for an
additional opportunity for self-reflection and self-analysis of your professional activity and
your role in the transitional educational model implemented in your institution. But your
answers are valuable since they will help to develop a deeper understanding of how efficient
and smooth transition to EMI can be exercised in the contest of Kazakhstan. Your insights
can contribute to the development of a more holistic and comprehensive vision of the
complex of curricula, methodological and pedagogical decisions oriented to EMI transition
and the role of school administrators, curriculum developers and teachers in this process.
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PARTICIPANT’S RIGHTS: If you have read this form and have decided to participate in
this project, please understand your participation is voluntary and you have the right to
withdraw your consent or discontinue participation at any time without penalty. The
alternative is not to participate. You have the right to refuse to answer particular questions.
You have the right to stop the interview at any time without explanation. The results of this
research study may be presented at scientific or professional meetings or published in
scientific journals.

CONTACT INFORMATION:

Questions: If you have any questions, concerns or complaints about this research, its
procedures, risks and benefits, contact the Master’s Thesis Supervisor for this student
work, Associate Professor Syed Abdul Manan at syed.manan@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 GSE Research IREC subcommittee at
gse.irec@nu.edu.kz.

Please sign this consent form if you agree to participate in this study.
« I have carefully read the information provided;
* [ have been given full information regarding the purpose and procedures of the study;

* [ understand how the data collected will be used, and that any confidential information
will be seen only by the researchers and will not be revealed to anyone else;

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

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

1 1 agree to be audio-recorded during the interview.

[0 1 do not agree to be audio-recorded.

Signature: Date:

The extra copy of this signed and dated consent form is for you to keep.


mailto:syed.manan@nu.edu.kz
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Appendix C: Recruitment Emails
Letter to the School Gatekeeper
To the of

School,

Dear ,

A student of Nazarbayev University Graduate School of Education, enrolled in the
Master of Arts in Multilingual Education program, Kseniia Zhuikova, kindly requests your
permission to collect data necessary for research at the institution under your leadership in
November - December 2025.

The topic of the research is “Towards English-Medium Transition: Exploring
Curricular and Instructional Adaptations in a Private School in Kazakhstan”. The study has
undergone a review by the Research Ethics Committee of the Graduate School of

Education, and the research instruments and questions have been approved for use.

Sincerely,

Dean A. Sagintayeva

Prepared by:
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Participants Recruitment Letter

[Date]
Dear [Teacher’s Name],

[ am writing to invite you to participate in a research study conducted as part of my Master’s
thesis in Multilingual Education at the Graduate School of Education, Nazarbayev
University. The title of my research project is “Towards English-Medium Transition:
Exploring Curricular and Instructional Adaptations in a Private School in Kazakhstan.”
The purpose of this study is to explore how curriculum adaptations, teaching methodologies,
and instructional strategies contribute to preparing Kazakh- and Russian-speaking students
for learning content subjects through English. Your professional expertise and experience in
teaching through English or in supporting students’ transition to English-Medium
Instruction (EMI) make your participation especially valuable for this research.

If you agree to take part, you will be invited to participate in a semi-structured interview,
which will last approximately 30-40 minutes. The interview can be conducted in English
or Russian, depending on your preference, and either face-to-face or online (via ZOOM
or another platform of your choice). With your permission, the interview will be audio
recorded for transcription and analysis purposes. All data will be treated with strict
confidentiality - your name and any identifiable details will be anonymized in the transcripts
and final thesis. Participation is entirely voluntary, and you have the right to withdraw from
the study at any time without explanation or consequence. Before the start of the interview,
you will be asked to sign an informed consent form explaining the procedure, risks and
benefits of the research in Kazakh, Russian or English.

The risks associated with this research are no more than minimal. Your decision whether or
not to participate in this study will not affect your employment. Your participation in this
research will be kept confidential. The interview will be conducted individually in a secure
and quiet environment of your choice, or alternatively, online via a preferred digital platform
at your request. The information you provide will be used exclusively for research purposes,
no commercial use is intended.

Your insights will make a significant contribution to understanding how schools in
Kazakhstan can develop more effective and sustainable approaches to English-Medium
Instruction.

If you are willing to participate or would like to learn more, please contact me at
kseniia.zhuikova@nu.edu.kz or +77054693100

Thank you very much for considering this invitation. | would greatly appreciate your time
and contribution to this research.

Sincerely,

Kseniia Zhuikova

Master’s Student, Multilingual Education Program

Graduate School of Education

Nazarbayev University

Email: kseniia.zhuikova@nu.edu.kz
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Appendix D: Data Collection Instruments

Interview protocol
for School Administration Representatives

Project title: “Towards English-Medium Transition: Exploring Curricular and
Instructional Adaptations in a Private School in Kazakhstan”

Introductory statement

Thank you for devoting your time to talk with me today. My name is Kseniia
Zhuikova and | am a graduate student in the Multilingual Education GSE program at NU. |
am doing this research for my master’s thesis and | will, probably, try to publish my research
findings with my supervisor as an academic journal article. My research is about curricular
and instructional adaptations to prepare students for English-medium instruction (EMI) and
today | would like to learn from your experiences and views.

You have been selected for this study because of your important role in the school
structure and the position enabling you to have a comprehensive view of all the curricula
decisions aiming at EMI transition. | hope you could share some essential details concerning
the system built to support gradual comfortable EMI, the role of curriculum modifications,
of the school administration and of teachers.

| have planned this interview to last no longer than 40 minutes. During this time, |
have several questions that | would like to cover. In order to facilitate my notetaking, I will
audio record our conversation today. Do you agree to be audio recorded?

Before starting, could you please sign the informed consent form? For your
information, only I andmy supervisor will have access to the recordings and notes that will
be eventually destroyed after they are transcribed. In addition, as noted in the consent
document: (1) all information will be held confidential, (2) your participation is voluntary
and you may stop and withdraw at any time if you feel uncomfortable, and (3) we do not
intend to inflict any harm. This interview does not pose any potential risks to your work or
personal information. The interview is planned to be conducted in English or Russian at your
choice.

Thank you again for agreeing to participate.

Warm-up questions

1) How long have you been working at this school?

2) What is your current position?

3) What kind of pedagogical experience do you have?

4) Have you had EMI experience as a student, teacher or school manager before the
current employment?

Main questions

=

Could you tell me about the general school policy concerning EMI?

2. What model of transitional bilingual/multilingual education was adopted for the
school?

In what grade does EMI transition start?

4. How many classes of English do students have at grade 1, 2, 3, 4? At the
secondary school?

w
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5. What additional subjects that are partially taught through English do students
have at elementary school?

6. What kind of out-of-class and extracurricular activities does the school have in

English or partially in English for elementary students?

In what grade does full-fledged EMI launch?

What subjects are taught through English at secondary school?

9. How do content teachers integrate or support the linguistic aspects of their
subjects, if at all?

10. What kinds of teaching materials and resources are used to support teaching
content subjects through English?

11. How is the content of English classes connected (if at all) to the content of other
subjects taught in English?

12. Could you describe how language and content teachers collaborate, if such
collaboration takes place?

13. Could you tell me about the teacher training and professional development
opportunities related to EMI and the gradual transition process in your school?

14. In your experience, what kinds of support from school administration are most
helpful for teachers during the EMI transition?

15. What do you think helps make the EMI transition smoother for students and
teachers?

16. Would you like to share some other ideas regarding EMI transition at your school
that were not covered by the interview questions?

o N

Ending statement

Here I am concluding our interview. | want to sincerely thank you for taking the time,
sharing so much interesting information and answering my question in such a detailed way.

Your contribution is really valuable for my research. If any questions or concerns
arise later or you recall anything else you'd like to add, please, feel free to contact me. Here’s
my telephone number and e-mail. | would like to insure you again that your personality will
be anonymized in the research and all data will be kept confidential. Thanks again for your
participation! | really appreciate it.



118

Interview protocol for content (subject) teachers

Project title: “Towards English-Medium Transition: Exploring Curricular and
Instructional Adaptations in a Private School in Kazakhstan”

Introductory statement

Thank you for devoting your time to talk with me today. My name is Kseniia
Zhuikova and | am a graduate student in the Multilingual Education GSE program at NU. |
am doing this research for my master's thesis and | will, probably, try to publish my research
findings with my supervisor as an academic journal article. My research is about Curriculum
Modifications and Teachers’ Strategies for Preparing Kazakh- and Russian-Speaking
Students for English-Medium Instruction and today | would like to learn from your
experiences and views.

You have been selected for this study because of your important role in the process
of transition to EMI in teaching content subjects. I hope you could share some valuable
insights concerning your teaching methods enabling you to teach students with non-native-
like language proficiency a complicated content subject. This interview is also designed to
cover teaching strategies and your individual ways and methods to support gradual
comfortable EMI.

| have planned this interview to last no longer than 40 minutes. During this time, |
have several questions that | would like to cover. In order to facilitate my notetaking, I will
audio record our conversation today. Do you agree to be audio recorded?

Before starting, could you please sign the consent form? For your information, only
I will have access to the recordings and notes that will be eventually destroyed after they are
transcribed. In addition, as noted in the consent document: (1) all information will be held
confidential, (2) your participation is voluntary and you may stop and withdraw at any time
if you feel uncomfortable, and (3) we do not intend to inflict any harm. This interview does
not pose any potential risks to your work or personal information. The interview is planned
to be conducted in English or Russian at your choice.

Thank you again for agreeing to participate.

Warm-up questions

5) How long have you been working at this school?

6) What subject/subjects do you teach?

7) Inwhat grades do you teach?

8) At present, do you teach predominantly through English or through students’
mother tongue?

Main questions

1. In which grade do you begin teaching your subject in English?

2. Have you had any previous experience teaching your subject through English before
joining this school?

3. What kinds of special training or professional development have you received from
the school to support your teaching in English-Medium Instruction (EMI)?

4. What types of administrative or institutional support do you receive for
implementing EMI in your classroom?

5. How, in your experience, does teaching through English evolve from primary to

lower-secondary and upper-secondary levels?
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6. What core (mandatory) teaching materials do you usually use in your EMI classes?
7. What additional or supplementary teaching materials do you find most useful for
EMI lessons?

8. How do you usually introduce English as the medium of instruction when you first
meet a new group of students?

9. What teaching or pedagogical strategies do you find most effective in supporting

students during the transition to EMI?
10.  When students find it difficult to understand the content, how do you usually help
them? (e.g., by using their first language, giving examples, or simplifying explanations?)
11. During your lessons, how do you balance attention between language and subject
content?
12.  Have you received any training in Content and Language Integrated Learning (CLIL)
methods?
13. Do you use any additional teaching methods or classroom practices that go beyond
the official curriculum? If so, could you describe them?
14.  How would you describe your teaching style in EMI classes? Do you think it differs
from your approach in mother-tongue classes?
15. How do you take into account the different learning styles or needs of your students?
16. How do you adapt or differentiate your tasks if students in the same class have
varying levels of English or subject knowledge?
17. Could you describe your collaboration (if any) with English language teachers or
colleagues who support language development?
18.  What kinds of methods or activities do you find most effective for helping students
learn subject-specific vocabulary?
19.  What challenges do you most often face when teaching your subject through
English?
20.  Areyou involved inany extracurricular or out-of-class activities that include English
elements? If yes, could you share what kind of activities these are?
21.  Would you like to share some other ideas regarding EMI transition at your school
and the role of content teachers that were not covered by the interview questions but you
believe to be important?

Ending statement

Here I am concluding our interview. | want to sincerely thank you for taking the time,
sharing so much interesting information and answering my question in such a detailed way.

Your contribution is really valuable for my research. If any questions or concerns
arise later or you recall anything else you'd like to add, please, feel free to contact me. Here’s
my telephone number and e-mail. | would like to insure you again that your personality will
be anonymized in the research and all data will be kept confidential. Thanks again for your
participation! | really appreciate it.
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Interview protocol for English teachers

Project title: “Towards English-Medium Transition: Exploring Curricular and
Instructional Adaptations in a Private School in Kazakhstan”

Introductory statement

Thank you for devoting your time to talk with me today. My name is Kseniia
Zhuikova and | am a graduate student in the Multilingual Education GSE program at NU. |
am doing this research for my masters thesis and | will, probably, try to publish my research
findings with my supervisor as an academic journal article. My research is about Curriculum
Modifications and Teachers’ Strategies for Preparing Kazakh- and Russian-Speaking
Students for English-Medium Instruction and today | would like to learn from your
experiences and views.

You have been selected for this study because of your important role in the process
of transition to EMI in teaching content subjects. | hope you could share some valuable
insights concerning your teaching methods enabling you to teach students with non-native-
like language proficiency a complicated content subject. This interview is also designed to
cover teaching strategies and your individual ways and methods to support gradual
comfortable EMI.

| have planned this interview to last no longer than 40 minutes. During this time, |
have several questions that | would like to cover. In order to facilitate my notetaking, | will
audio record our conversation today. Do you agree to be audio recorded?

Before starting, could you please sign the consent form? For your information, only
I will have access to the recordings and notes that will be eventually destroyed after they are
transcribed. In addition, as noted in the consent document: (1) all information will be held
confidential, (2) your participation is voluntary and you may stop and withdraw at any time
if you feel uncomfortable, and (3) we do not intend to inflict any harm. This interview does
not pose any potential risks to your work or personal information. The interview is planned
to be conducted in English or Russian at your choice.

Thank you again for agreeing to participate.

Warm-up questions

1) How long have you been working at this school?
2) What kind of pedagogical training have you received?
3) In what grades do you teach?

Main questions

1. Towhat extent is the curriculum of English classes aligned with the curriculum of
content subjects in your school?

2. How do the official school guidelines describe or define the role of language teachers
in supporting the EMI transition?

3. What level of English proficiency are students expected to achieve by the time the full
EMI transition takes place?

4. What kinds of training or professional development opportunities have you received
from the school to prepare for EMI-related teaching?



10.

11.

12.

13.

14.

15.

16.

17.

18.

19.
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What kinds of administrative or institutional support are available to help you
implement EMI effectively for your students?

Could you describe the type of collaboration you have with subject teachers in
supporting EMI?

What strategies, tasks, or activities do you find most effective for helping students
acquire subject-specific vocabulary?

How do you help students develop the academic English skills that are needed for
learning content subjects through English?

Do students sometimes come to you for support with the language aspects of their
content subjects, or for help in understanding EMI -related tasks?

When necessary, do you ever use students’ first language to clarify meaning or provide
support in class?

What other strategies do you use to help your students build confidence in using
English for learning?

When assessing your students, how do you balance attention between fluency and
accuracy?

Do you use any additional teaching methods or practices that go beyond the official
curriculum? If so, could you describe them?

How would you describe your overall teaching style? Does it differ when teaching
students who are still transitioning to EMI compared to those already learning fully
through English?

Have you had any training or professional experience related to Content and Language
Integrated Learning (CLIL)?

How do you take into account the individual learning styles or needs of your students
in EMI classes?

How do you adapt or differentiate your tasks when students in the same class have
different levels of English proficiency?

What challenges do you most often face while supporting students’ preparation for
EMI transition?

Are you involved in any extracurricular or out-of-class activities that include English
and are aimed at supporting content learning? If yes, could you describe what kind of
activities these are?

Would you like to share some other ideas regarding EMI transition at your school and the
role of English teachers in this process that were not covered by the interview questions
but you believe to be important?

Ending statement

Here I am concluding our interview. | want to sincerely thank you for taking the time,

sharing so much interesting information and answering my question in such a detailed way.

Your contribution is really valuable for my research. If any questions or concerns

arise later or you recall anything else you'd like to add, please, feel free to contact me. Here’s
my telephone number and e-mail. 1 would like to insure you again that your personality will
be anonymized in the research and all data will be kept confidential. Thanks again for your
participation! | really appreciate it.
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Appendix E: Data Analysis — Transcript and Coding Samples

Transcript extract

Azamat, vice principal for Cambridge program, mathematics teacher, 16.01.2026

Well, let’s begin then. Thank you very much for finding the time to talk with me. We
have signed the form. | remind you again that you may answer only those questions
you feel comfortable with.

No problem.

Thank you. Let’s start. How long have you been working at this school?

| have worked for three years. Then I had a two-month break, and after that | returned.
Great. This year right?

This year, yes, since November.

You are currently in an administrative position. Do you have teaching experience?
Yes. | taught for 10 years. And this year | was invited specifically for an administrative
role. That’s why I decided to try myself in a new position. But overall, | still teach
lessons.

Which subject?

Mathematics.

Excellent. And which grades do you teach math in?

At the moment | only teach sixth grade.

And in sixth grade, is mathematics already fully in English?

No, no. In our case, in mathematics... Let me explain why | focus specifically on
mathematics. Not because I am a subject teacher. It’s because we have a state exam in
ninth grade. In ninth grade the state exam and the subject Mathematics are mandatory.
Other subjects are chosen by the students. Most of our students choose English, since it
is included both in the state curriculum and in the Cambridge program. And English is
English. But in the state curriculum, mathematics moves far ahead. Cambridge catches
up with it, and when we try to cover both courses, there are certain delays.

In what sense?

Now our 6th, 7th, and 8th grades are... These are Lower Secondary Cambridge.
According to the English (Cambridge) program, this corresponds to Stage 7, Stage 8,
and Stage 9. Our program is more advanced. We teach it in Russian and integrate it
with the Cambridge topics. So, it does not necessarily have to be Stage 7. Some topics
we take from Stage 9. Right now, we are working with a kind of hybrid program. One
lesson is in Russian, another lesson focuses on terminology in English. This already
starts from sixth grade.

| see. So, in this way you combine the state standard—the Kazakhstani one—and
the Cambridge curriculum, right?

Yes. The state standard essentially covers Cambridge mathematics. But our only issue
is the language. The challenge is when the structure of the questions is given in
English. All of this is practiced starting from the sixth grade.

And this state exam in ninth grade, is it taken in Russian or Kazakh?

In the language of instruction.

Understood. And is this school your first experience teaching in English? Or had
you taught mathematics in English before?

| had teaching experience in Bangkok. | worked for four years as an international
teacher. And before that... Well, I worked at NIS, but mathematics there was not
taught in English. Since | only taught grades 8, 9, and 10, we did not teach math in



123

English. At NIS we had co-teaching: there was a foreign teacher who came, | think,
twice a week and conducted lessons together with us. So, there were two teachers. In
Thailand, in Bangkok, | taught entirely in English because it was a pure English
school. And here, in my first two years, | taught Cambridge IGCSE, | had IGCSE
graduating classes.

Now it seems that this barrier has already been overcome: even when
textbooks are in English, the students no longer experience that initial shock. In the
first year when | started here, they were only just beginning, so there were challenges
like: “This is mathematics, and now also in English,” questions of that sort were
common. Now these issues have been resolved.

I see. We have talked a bit about mathematics; let’s now discuss the other subjects that
are also taught in English. Could you describe the overall school policy regarding
English-medium instruction? When does the transition occur, and for which

subjects?
_ There are subjects like English, of course, but that is obvious. What

policy are we currently considering? Starting this year, we signed an agreement with
Cambridge, so we will now have Cambridge Primary. The first cohort for Cambridge
Primary will graduate in 2030. This means that the current first graders, when they
complete grade five, are expected to take an External Assessment, a Cambridge-based
External Assessment. We do not touch grades 1 and 2. Why? Because we want them to
learn to speak freely in Kazakh or Russian, whichever is the language of instruction.

similar to the NIS program

IGCSE starts in grade 9. But in grade 9 we
cannot fully switch to IGCSE in mathematics. Only in mathematics. All other subjects
are already fully taught in English. In mathematics we follow the state curriculum and
prepare students for the state exam. In grade 10 we fully switch to English. I’'m
speaking specifically about mathematics. All other subjects from grade nine, that is, the
IGCSE subjects, are taught in English.

Completely?

Completely. Then the 11th grade is AS Level. Since the AS Level program is quite
extensive, and in one year we must deliver a very large amount of material to students,
when they enter the 11th grade we have to abandon the state curriculum. To compare:
in IGCSE one textbook is meant for two years, while in AS Level we must complete
two textbooks in one year. The workload is heavy, and therefore we cannot combine it
with the state program.

Starting from the 10th grade?

From the 11th. The 11th grade is AS Level, and students take an external exam. In the
12th grade they do A Level. In the 12th grade, students are already certified and attend
only the subjects they choose.
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For taking the UNT later?
No, by that time they have already taken the UNT. Those who plan to enter local
universities leave with the A Level certificate.

This is new information for me, how the 12th year works. Thank you. So the
Kazakh state curriculum for senior grades is very different from AS Level?
— In terms of mathematics, yes. In mathematics we go far ahead. But statistics in
Cambridge is more in-depth. They have a whole textbook for it, and one of the papers
students take is specifically on statistics. It is divided into Pure Mathematics and
Statistics. There is also Additional Mathematics, a more advanced level. In AS there is
also Further Mathematics, but we don’t offer it because only a few universities require
it. Our students mainly need three certificates and three grades to present to
universities. Pure Mathematics is sufficient for most universities, the course code is
9709.

So, they must take mathematics, English, and another certificate in AS Level?

. We also have a business track: Business
and Economics. In the future, we are considering adding broader options, such as art
subjects, but that is a plan for the next five years, not now.

Let’s go back to primary and lower secondary school, where the transition to
English-medium teaching happens. Does the school have a name for this
transition model? You call it a hybrid model?

And the current third graders, like my son, will they study the Cambridge
rogram from the 5th grade?

So, students who joined in different years start English-medium learning at
different times?

Yes. Overall, Cambridge is something new not only for our school but for Kazakhstan
in general. Many schools claim they are Cambridge schools, but in fact they don’t
implement Cambridge. Our school is different: we are officially certified, we have the
accreditation that allows us to teach Cambridge subjects, and we are a test center:
students from other schools register with us to take the exam.

| see. And the number of English language lessons as a subject from Grade 1 to
Grade 4 is five lessons per week?

Yes.

And in middle school, does the number of English lessons increase? Or is it simply
the number of subjects taught in English that increases?

I need to check the exact number of English lessons. | can send it to you later, so |
don’t give you the wrong numbers. I’ll make a note for myself.
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Research
question

Key themes.

RQ1 School
policies and
curriculum

1.

(8]

Hybrid curriculum model in terms of curriculum and language of instruction: 1)
combining state educational standards and Cambridge International Program for
Secondary Schools for STEM. 2) late exit bilingual model: L1 instruction for the
first 2 years, gradual intro teaching only from grade 10 of all STEM subjects.
Acceptance of bilingual teaching until upper-secondary and in certain cases high

school.

Additional subjects outside state curriculum, taught in English or partly in English
and early start of English classes and bigger number of hours, compared to public
schools. B1 English as threshold for EMI transition, B2 is achieved in the process

of EMI immersion.

Cross-curricular links and elements of CLIL pedagogy across different subjects.
School mission as preparing for studies abroad, hence universities admissions and

career consulting at school

Final bilingual transitional model and original school curriculum are still in

process.

Teachers: Strict requirements for teacher qualifications before hiring and high
attention to teachers’ role, including teacher motivation system. Significant degree
of teachers’ freedom in lesson planning, presenting materials and practicing.
Conceptualization of the role of English teacher as a facilitator for EMI transition,
teaching language as a tool for content subjects from primary school.

Providing in-school additional teacher training and constant professional

development.

Institutional support: providing access to main and supplementary educational
resources, constant monitoring and consulting; EMI coordinators, methodological
department, department of extracurricular activities, freedom to plan, supporting

teachers’ initiatives.

Positive pedagogy: caring for students’ wellbeing and psychological comfort.
Various extracurricular activities in English, including cross-curricular international
collaboration: teacher training, guest visits, participation in international school
competitions, visits abroad of school employees for experience exchange.

RQ2
Pedagogical
adaptations
and
strategies

Subject teachers

Language teachers

1.

Conceptualization of their own roles as
teachers: Content priority. Language as a
tool, emphasis on terminology,
comprehension, meaning making and
ability to express and to convey content.
Temporary focus on language at early
grades and /or at the beginning of a
course. Gradual introduction of English
into content classes. + Assessing content
and key terms, not linguistic accuracy
and grammar.

Language beliefs and practices:

1. Conceptualization of their
own roles as teachers: key
role in the EMI transition,
hence Key challenges:
general adaptation to EMI
environment. Balance of
fluency and accuracy,
attention to special aspects
depending on task types.

2. Use of L1, especially in
lower grades, absence of
adherence to English only
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1) Mixed bilingual teaching even at
higher grades in case of necessity,
absence of adherence to English only
pedagogy.

2) High attention to language aspect at
secondary school, decreasing
gradually by high school: glossaries,
vocabulary activities, sentence
starters and sentence frames.

3) Well-planned and structured
Cambridge science resources and
extensive bank of additional
resources in English for science
subjects, however language aspect
(differentiation, additional materials,
linguistic simplification of sentences
and words) becomes teacher’s
responsibility.

A wide range of pedagogical strategies

and methods:

- Differentiation and personalized
approach based on students’ needs.
Differentiation of English proportion
depending on task types, on grade
and personal students’ levels.

- Extensive use of scaffolding: visual,
audial, videos, gestures and miming.

- Gamification.

- Sandwich method: English + L1 +
English.

- Careful lesson planning, lesson
structure with engaging elements.

- organizational and interactional in-
class practices (pair, group work,
self-assessment, pair assessment etc).

- different strategies for younger and
older students (pictures versus
drilling)

- Associations, analogies and cognates
as a main way to memorize new
vocabulary.

- Simplification of language for
explanation.

- breaking material, into short simple
parts, explaining in simple words,
synthesizing.

- CLIL techniques (gap filling etc.)

Key challenges: reading and

comprehension of extensive scientific

pedagogy. Minimizing L1
where possible.

A wide range of pedagogical
strategies and methods:

- Differentiation and
personalized approach based
on students’ needs.
Differentiation of English
proportion depending on task
types, on grade and personal
students’ levels.

- Extensive use of additional
activities outside textbooks:
videos, worksheets etc.

- Extensive use of
scaffolding: especially
visual, also audial, videos,
gestures and miming.

- Gamification.

- Associations, analogies
and cognates as a main way
to memorize new
vocabulary.

- reading texts with pre-
reading and post-reading
assignments;

- project-based learning.

- Dialogues, discussions,
debates for fluency and
confidence.

- Contextual learning and not
discrete language items.
Providing students sentence
starters, sentence frames,
ready-made constructions,
relevant contexts.

- Additional reading
activities for primary school:
reading time, library visits,
creation of pocketbooks for
materials consolidation.
Collaboration with library:
classes in the library for
reading motivation -
Emphasizing the importance
of critical thinking and
independence alongside
academic English skills
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texts and assignments, psychological 5. Strong focus on psychological

resistance of students to EMI transition. | comfort, confidence and wellbeing of
5. Strong focus on psychological comfort, | students.

confidence and wellbeing of students.

RQ31 1. Cross-curricular links and interdisciplinary teacher collaboration as official policy.
Content and 2. Numerous cross-curricular links: alignment of English and science vocabularies,
language joint projects, building bridges with content subjects. English textbooks are
teachers’ strongly connected to other subjects and include CLIL elements

collaboration 3. Planning of interdisciplinary collaboration in advance and on-going throughout the

academic year in 2 main formats: 1) regular interdisciplinary collaboration: joint
lessons; 2) Cross-curricular collaboration in form of special projects and events,
including extracurricular activities.

4. Extracurricular interdisciplinary activities (debates, Earth Day, science fair).

5. Occasional help to students, not content teachers with language aspects of content
subjects.
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