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Understanding Kazakhstani Students’ Willingness to Communicate in English

in Senior Secondary STEM Subjects

Abstract

Reticence among Asian EFL/ESL learners was a concern for many researchers even before
Willingness to Communicate (WTC) was introduced as a construct in Second Language
Acquisition. Later, empirical studies on WTC in the second language (L2) in Asian EFL contexts
have been progressively conducted, particularly in Japan (Yashima, 2002, 2018) and China (Peng
and Woodrow, 2010). Yet a great deal more research on WTC remains to be done. The present
study differs from prior studies by examining a group of senior secondary school students’ WTC
in English in STEM (i.e. Science, Technology, Engineering and Mathematics) subjects in
Kazakhstan. Kazakhstan pursues a trilingual educational policy that indicates a percentage of
citizens who speak Kazakh as the national language, Russian as the language of interethnic
communication, and English as the language of successful integration in the global economy.
Hence, English as a third language (L3) is used as a medium of instruction in STEM subjects in
secondary schools. The present study adopted a mixed-methods approach to uncover the level of
participants’ L3 WTC and the factors that either boost or deter their oral interaction in English in
STEM classes. The data were collected from a close-ended questionnaire completed by 170
students, followed by a semi-structured interview with 10 students. The findings indicated that
the students’ level of L3 WTC in STEM subjects was below average. Guided by Ddornyei’s
(2009) language motivational self-system, the qualitative data exploring the factors underlying
students” L3 WTC in STEM subjects reported the influences of students’ future-oriented self-

guides in L3 (ldeal L3 self, Ought-to L3 self) and their L3 learning experience as being
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dependent on their self-confidence in L3.This study concludes by stressing the importance of
enhancing teachers and policy makers’ awareness in multilingual societies (particularly in

Kazakhstan) to different situational factors that may affect STEM students” WTC in English, and

strategies that can be adopted in this regard.
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Ka3zakcranapik OKymbLiapasin STEM nonaepi cabakrapbIHIaFbI

arblJIIIBIH TiJ'liHI[e Cﬂﬁﬂey JalbIHAbIFBIH 3E€pPTTECY

AHjgaTna

Ceiiney maiipiHapirsl (Cl) exiHmi T MEHrepy TEOPHSCHIHBIH KYpaMBIHAAFbl TYCIHIK peTiHIe
YCBHIHBUIFAHbIHAH OypbIH, arbUIMbIH TUTIH ekiHml Tl (AET) periHze MeHrepeTiH a3usuIbIK
OKyIIbUTAp apachlHAa Cceiiey OelceHaunri keOiHece TOMEH 00y KyOBUIBICHI KOINTETeH
3eprreymiiepal amapaatein kenenal. Kedinipek, AsusHeiH AET petiHzne yipenyminepaiy
KOHTEKCTiHAe, ocipece Kamonusima (Ammma, 2002, 2018) xone Keiraiina (Ilenr sxone Bympoy,
2010),exinmi tinge (T2) ceilniey nNalbIHABIFBIHBIH SMIUPUKAIBIK 3epTTeyiepl OipTiHjaen
xyprizine 6actampl. Jlereamen, CJI Typanbl oii Jie KON 3epTTey KYprizy Kaxker. byn 3eprrey
annbiHFel  3epTTeynepaeH Kaszakcranmarel opra MekTen OKymbutapelHIH @ STEM  (sFHH,
KapaThlIBICTAHY-MaTEMaTUKAJIBIK ~ OaFbITTaFbl) TOHJAEPIHAE AaFBUINIBIH  TUTIHAE  Cceiiecy
TANBIHABIFBIH 3€pTTeyiIMEH epekmieneHeni. Kaszakcranma ym Tuime Outim  Oepy casicaTsl
xyprizinyae.OcblFan colikec, Ka3ak Tili MEMJICKETTIK TUT PETiHJIe, OPBIC TUTI YITapajIbIK KaThIHAC
TUIl peTiHJAe, XOHE aFBUINIBIH TUIl QJEeMIIK AKOHOMHUKAFa COTTI MHTErpalusjiay TUTl peTiHze
KapacTeIpblIrad. Jlemek, arpummbiH TUTi yuriHmi Tt periaae (T3) opra mekrentepae STEM
MOHAEPIH OKBITY TUT peTiHAe KoJigaHblIaabl. byn 3epTrrey karbicymisuiapisiH T3 ceiiney
TalbIHIBIFBIHBIH JeHreiid xxoHe STEM cabakrapblHia aFbUIIBIH TUTIHIE aybI3Ilia 9PEeKeTTecyre
OH HeMece Kepi ocepeTeTiH (pakTopiapiabl aHBIKTAy YIIIH apajac 3epTTey oiciHe CyleHel.
Hepextep 170 OKymIbl TONTHIpFAH >KaObIK cayalHaManapJaH >KUHAIAbI, ojaaH keiin 10
OKYIIBIAH >KapThlIall KYpbUIBIMIANFaH OeTme-0eT cyx0aT ajiblHIbl. 3epTTey HOTHXKENepi

okymsutapaslH STEM nongaepinneri T3 ceiliey nalibIHIBIFBI OpTalla JAEHIeHIEH TOMEH eKeHIH
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kepcerti. Jepueitain (2009) Tinaik MOTUBAIMSHBIH ©31H/IIK )KYHeCiH 0acIIBUIBIKKA aia OTHIPHITI,
STEM oxkyumsmapasiy T3 cefiney MailbIHABIFBI HETi31H KYpaWThIH (haKTOpIapAbl KapacThIPAThIH
camajblK MOJIMETTepre CoWKec, OKymbulapaslH T3-Ti MeHrepyain Oosamak kepimici (T3-
TIMIHCI3 OHE THWICTI MEHrepyiHiH KepiHici) koHe T3-Ti oKy Takipmbeci oJlapIbIH ©31epiHiH
CeHIMIUTIKTEepiHe Toyenni ekeHiH kepcerTi. byn 3eprrey STEM OKyMIBUTapABIH aFBUIIIBIH
TUIIHAE ceiliey NalbIHABIFBIHA OoCEep €TEeTIH Typil KarmasT (akTopiapbl KOHE oOJapra
OaliaHBICTBl THICTI IMIAapajiapAblH KOJJAHBUTY MYMKIHAIN Typanbl KenTuial OutiM Oepy
caJlachIHIAFbl MYFaIIMIEp MeEH casicatkepiepaid (ocipece Kazakcranma) artanraH Mocene

XKailblHa XabapAapbIFblH apTThIPY MAaHbI3AbLIBIFbIHA KOHUT ay1apTaibl.
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IloHuMaHHe rOTOBHOCTH KAa3aXCTAHCKHUX Yyamuxcd CTapummx KJIaCCOB06IIIaT]:Cﬂ

HA aHIJIMIiCKOM si3bIKe Ha ypokax STEM npeameros

AHHOTALIUA

MoiyaiuBOCTh CpeIu a3WaTCKUX Yy4Yalluxcs OOy4aloUIuXcs «aHTJUMHCKOMY A3BIKY Kak
nHocTtpanHoMy» (ASIM) mHTepecoBasia MHOTHX HCCIIEIOBATENEH elie /10 TOro, Kak KOHIIENT
«l'oroBHoctu T'oBoputh» (I'T) Obl1 BBeneH B cdepe uccienoBanuit «OO0ydenuss Bropomy
A3piky». Iloszxke smnupuueckue wuccienoBanuss no I'T Ha BTopom s3bike (S12) Hauanm
MIPOTPECCUBHO TPOBOJUTHCS B a3MATCKUX KOHTeKcTax miydaromux ASU, ocobenno B Anonun
(Amuma, 2002, 2018) u Kurae (ITeur u Byapoy, 2010). Tem He MeHee, IPEICTOUT MTPOBECTH €IIIe
MHoOTO uccinenoanuii B chepe I'T. JlanHOoe nccnenoBanue OTaUYaeTcs OT IPEIbIIYIINX TEM, YTO
nccaeayeT roToBHOCTh KazaxCTaHCKMX ydalmuxcsl CTaplIMX KIIACCOB CPEIHEW IIKOJIbI TOBOPUTH
Ha aHTMiicKoM si3bike Ha STEM mpenmerax (T. €. mpeaMmeTax e€CTECTBEHHO-MAaTeMaTHYECKOTO
Hanpasienus). B Kazaxcrane mpoBoauTcs Tpexbsi3bluHas MOJUTHKAa oOpa3oBaHUs, B KOTOPOU
YKa3blBaeTCsl N0  TpaXJaH, TOBOPSALIMX  HA  KAa3aXCKOM  fA3bIKE B  KayecTBe
POJIHOTO/HAIIMOHATIBHOTO SI3bIKA, HA PYCCKOM B KaueCTBE SI3bIKa MEXHAIIMOHAIBHOTO OOIIEHUS U
Ha aHIVIMACKOM B KaueCTBE s3bIKa IS YCIEIIHOW HWHTErpallid B MHPOBYIHO SKOHOMHKY.
CrnenoBarenbHO, aHTJIMACKUNA Kak TpeTuil s3bIk (S13) mcmosib3yeTcsl Kak S3bIK MPEroJaBaHus U
obOyuenust mo STEM mnpeameraMm B cpeaHux mikojax. B maHHOM mcclieoBaHUM ObLT MPUMEHEH
CMEUIaHHBIN METOJ, O3BOJISIOIINNA BBISIBUTh YPOBEHb TOTOBHOCTH y4YalIUXCsl TOBOPUTH HA A3 U
(bakTOphbl, KOTOpBIE OO CIOCOOCTBYIOT, TMOO MPEMATCTBYIOT UX YCTHOMY B3aUMOJIEHCTBUIO HA
aHriuiickoM si3pike Ha ypokax STEM. [lanHble ObUIM cOOpaHbl MOCPEACTBOM AHKETUPOBAHMS C

3aKPbITBIMU BOIIPOCAMHU, 3aIIOJTHCHHBIMU 170 yqamuMucd, € MnocCjIeAyromuM HUHAUBUAYAJIbHBIM
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MOJIyCTPYKTYPUPOBAaHHBIM HHTEpBBIO ¢ 10 ywammumucs. Pe3ynbrarhl mokasaiu, 4TO ypOBEHBb
TOTOBHOCTH ywamuxcs roBoputh Ha 3 nHa mnpenmerax STEM Obul HHXKE CpemHero.
PykoBozacTBYsICh $3bIKOBOM MOTHMBaLMOHHOW camocucteMoil lopues (2009), kauecTBeHHbIE
JaHHBIE, U3ydaromue (akTOpHl, JIeKAIUE B OCHOBE TOTOBHOCTH YYalIMXCsl TOBOPUTH Ha fI3 Ha
npeamerax STEM, coo6mmiaroT o BAUSHUU COOCTBEHHBIX MPEICTABICHUIX YJalllUXCs O BIaJACHUU
A3 opueHTHpOBaHHBIX Ha Oyaymiee (T.€. X MPEACTAaBICHUS HICATbHOIO U JIOJDKHOTO BIIAJCHUS
A3) u ux onpita oOyueHus S3, KOTOPHIM 3aBUCUT OT UX CAMOYBEPEHHOCTH IPHU HCIIOJIb30BAHUU
A3. OTO  uCcleoBaHME  3aBEpIIAETCS  IMOAYEPKMBAHUEM  BAKHOCTH  TOBBIIICHUS
OCBEJIOMJICHHOCTH yYHUTeNell M TIOJUTHUKOB B MHOTOS3BIYHBIX oOOmIecTBaX (0COOEHHO B
Kazaxcrane) o pa3inyHbIX CUTYyallMOHHBIX (aKTOpax, KOTOpble MOTYT MOBIHUSATh HAa TOTOBHOCTh
yyaluxcs TOBOPUTh Ha aHIMicKkoM si3pike Ha STEM mpenmerax, U 0 cTpaTerusix, KOTOpble

MOT'YT OBITE IMPUHATEI B 9TOM OTHOIICHUH.
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Chapter 1: Introduction

Raising people’s competence in Kazakh, Russian and English has become one of the
long-term priorities in Kazakhstan (Nazarbayev, 2012). Pursuant to the State Program for the
development and functioning of languages in the Republic of Kazakhstan for 2011-2020
(Ministry of Education and Science (MoES), 2011), the Kazakh language is supposed to be
spoken by all Kazakhstani people, while Russian and English by 90% and 20% of the whole
population correspondingly by year of 2020. Hence, trilingual education commenced to be
embedded across various educational settings all over the country. Special attention was
dedicated to the introduction of the trilingual education program in schools, as they are known
to be a fundamental stage in the education system. In order to gradually integrate trilingual
education in Kazakhstan, as pinpointed in State Program of Development of Education and
Science (SPDES) for 2015-2020 (MoES,2015), the programs would be piloted in Nazarbayev
Intellectual Schools (NIS), Bilim-Innovation Lyceums (BIL) and 33 piloting schools before
its actual implementation in mainstream schools in 2019 (Irsaliyev et al., 2017). Moreover,
there is a remark in a diagnostic report for 2015- 2020 that NIS have already started
cooperating with 35 schools for sharing own experience (Nazarbayev University Graduate
School of Education, 2014). This specific measure indicates an implementation of
trilingualism in Kazakhstan and even the beginning of application of trilingual educational

approaches in teaching process in certain schools.

In response to the adoption of trilingual educational policy in Kazakhstan in 2016,
school subjects were separated in relation to the language of instruction (LOI). That is,
History, Geography, the Kazakh language and Literature are taught through Kazakh; World
History through Russian; and STEM (i.e. Science, Technology, Engineering, and

Mathematics) subjects through English (Ayazbayeva, 2017). It should be mentioned here that
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among a wide range of subjects, STEM subjects which demand a high level of comprehension
and analysis are taught in English which is neither mother tongue, nor local for Kazakhstani
students. Although English is regarded as a foreign language (FL) in Kazakhstan, there are
three reasons that explain why English has become vital in Kazakhstan and used as a medium
of instruction in STEM subjects in secondary schools. The first pertains to globalization
which necessitates mastering English in order to establish constructive relationships with
other countries around the world (Gerfanova, 2018). The second reason is the possibility to
integrate in the international educational system, which, in turn, as mentioned in 79th step of
the National Plan in 2015, “increase(s) competitiveness of students when they leave and
position(s) the educational sector as attractive for international students” (Consulate General
of the Republic of Kazakhstan in Sydney Official site, 2015). The last one is in line with the
recommendations of former president N. Nazarbayev who stated in one of his speeches: “we
need the English language to enter the global arena; out of 10 million books published in the
world 85% are in English; the science, all the new developments and information - they are
all in English nowadays” (Zhumzhumina, 2013, para.5).Thus, it is expected that teaching
STEM subjects through English “will promote obtaining new knowledge in original language
and to entry into the world scientific community” (Erbolovna, Kokenovna, Adilkylovna, &
Sarsenbaevna, 2019, p. 79). With the above in mind, it can conclude that the introduction of
English medium of instruction in STEM classes in Kazakhstan is proceeding from the

intention to meet the world standards of policy, economy, education and science.

These distributions of LOI in Kazakhstani schools complicate the learning process
for students as they need both to acquire the content of STEM subjects and study an
additional language (Ayazbayeva, 2017). As these alterations in Kazakhstani education policy
are relatively new, there is still a dearth of empirical research investigating the effect on these

changes on the learning process. Some studies (Baidaulet et al., 2019; Kaliakbarova &
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Demeuova, 2019; Karabay A., 2017) examined Kazakhstani secondary school students’
challenges while studying through the medium of English in schools. However, to the best of
knowledge, no prior research has been conducted so far to understand secondary students’
willingness to communicate in English in STEM classes, together with the variables that can
affect this matter. In this sense, the present study reported in this thesis aims to address this

research gap.

Problem Statement

The introduction of trilingual education implies distinct changes in both teaching and
learning from linguistic perspectives. Especially the subjects with English medium of
instruction are linguistically challenging as LOI in those subjects is completely different from
previous years of schooling in Kazakhstan. Consequently, some recent published studies
(Baidaulet et al., 2019; Irsaliyev et al., 2017) uncovered a number of linguistic challenges that
many teachers and students of STEM in Kazakhstan are encountering. Irsaliyev et al. (2017),
for instance, undertook a large-scale study in Kazakhstan involving the teachers of 35 urban,
rural and ungraded schools and the students of STEM subjects of 17 teacher training
universities. They aimed to explore whether Kazakhstani schools and universities are ready to
switch to trilingual form of teaching. The findings of this study showed that the actual level of
majority in-service teachers and university students preparing for teaching career was at Al-
A2 and this is insufficient for teaching. The same study also found that teachers believed that
the quality of teaching STEM subjects in English could be declined because of the students’
low language proficiency as the students’ engagement in a language atmosphere in classes of
English occurred only twice a week. Irsaliyev et al.’s (2017) study investigating Kazakhstani
situation for 2016 in terms of preparedness to alterations showed that both teachers and

students were not ready to switch to English as LOI in STEM subjects. Later, Baidaulet et
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al.’s (2019) study particularly examined the challenges that Kazakhstani senior school
students’ encountered during the training of biology in English. This study unveiled such
obstacles as lack of adapted sources or books for teaching, and teachers’ difficulty in the
application of additional resources while attempting to deliver certain information in
comprehensible way for their students, in addition to students’ lack of engagement during the
lesson attributable to their preparation to final examinations after the school graduation. The
above explained studies ( i.e. Baidaulet et al., 2019; Irsaliyev et al., 2017) provided insightful
information about the challenges of the implementation of English as a medium of instruction
in STEM subjects in Kazakhstan from the perspectives of both teachers and to less extent
students. However, these studies did not explore the factors that can affect students' desire to
interact in English in STEM classes. It is considered that the investigation of this issue is
necessary in Kazakhstani context as its findings could assist in presenting better solutions in
embedding STEM education. Thus, the current study is aimed to fill this lacuna, by using a
mixed-methods approach to explore students’ level of Willingness To Communicate (WTC)
in STEM classes, together with the factors that affect their participation inside the classroom,

including teachers’ practices and students’ self-confidence.

Research Purpose and Research Questions

The current study adopts a mixed-methods approach to explore the level of
Kazakhstani students” WTC in English in senior secondary STEM subjects. The essential
factors that affect their WTC in English will be also investigated. The investigation of the
current situation also might help to identify areas where more attention and support should be
provided to students to encourage communication in English in STEM classes. Moreover, this
research can give significant insights to teachers and policymakers in Kazakhstan. In

addressing this issue, the following research questions need to be answered:
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1. What is the level of participants’ WTC in English in Senior Secondary
STEM Subjects?

2. What influences these participants” WTC in English?

Significance of the study

The significance of the present research is threefold. First, it considers the
importance of students’ voices. The academic experiences of young children and teens from
their perspectives have not been sufficiently considered in previous research. This view, as
Kanyal and Cooper (2012) note, might be ascribed to the lack of adults’ confidence and
determination to share their own authority with young children and teens. Such resistance
often creates barriers in developing children’s participative capacity and agency. Further, this
leads to the emergence of challenges like students' low achievement rate, resistance to
learning and non-engagement which increased a significance of conducting investigations on
the students’ voices (Sahin & Top, 2015). Laux (2018) presented in-depth understanding of an
impact of the students’ voices in the science education through the analysis of numerous
studies in the field. Structuring all findings, Laux (2018) designed two theoretical
understandings of students’ voices in science classroom illustrating the empowerment of
students by providing them an opportunity to propose classroom decisions. Turning to the
present research, mainstream secondary students are recognized as active social agents who
are resourceful and knowledgeable, especially concerning their own experiences with learning
STEM subjects in English. In another vein, students’ perspectives and experiences are
researched directly and at first-hand in the present study. One of the central purposes of this
study is to capture students’ 'voices', by that, make some effort to increase an understanding
of how the students in this research react to the educational change, how they adapt to them,

how they overcome the challenges and what affects that. It is considered that awareness of
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these issues could bring benefit to various stakeholders like policy—makers, STEM teachers,
parents and students and, overall, the whole community as the students are our next

generation.

Second, this study could provide some insights into understanding the special
features of STEM-education, particularly, in Kazakhstani context. It is known that in
international practice, there are different ways of integration of STEM subjects to education.
One of them goes through all stages starting from a preschool level up to the post-doctorate,
while others apply STEM subjects at the K-12 level (only school stage) (Granovskiy, 2018).
Yet, in Kazakhstan the integration of STEM-education in Kazakhstan is different, as it relates
to the practices of teaching of four science subjects (Information and Communications
Technology (ICT), Physics, Chemistry, and Biology) in English only at senior classes (MoES,
2014). It is also mentioned in Strategic plan of the Ministry of Education and Science of
Kazakhstan for 2017-2021 that starting from 2019-2020 two subjects out of four are planning
to be taught in English depending the choice and opportunities of school (MoES, 2016). As a
language for instruction in STEM classes in Kazakhstan is not the second one as researched
earlier in other contexts, but a third language, and what is more, all those three languages in
Kazakhstan relate to different language families (Turkic (Kazakh), Slavic (Russian),
Germanic (English)). Therefore, this study mostly will focus on students studying English as
a Foreign Language (EFL) or English learners. Being focused on Kazakhstani context, this
study could be beneficial for policymakers as it helps to descry the challenges that
Kazakhstani students face in science classes which should be analyzed and even envisaged in

the educational programs

Third, this study provides communicative perspectives in studying STEM issues.

Prior research on STEM education indicate that the alteration of LOI implies the changes
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starting from new terminology (Jourdain & Sharma, 2016; Fatmanissa & Kusnandi, 2017
Secada, Medina & Avalos, 2018) to the communication level (Moschkovich, 2018; Haas,
Grapin& Lee, 2018). Moschkovich’s (2018) research signified the importance of redounding
communication in FL among students in the classroom for building conceptual understanding
of a learning topic. Moschkovich (2008) states that facilitating different kinds of discussion in
a daily basis in the classroom supports learners of a FL to interact with each other and, by
that, improving their language skills and acquiring the subject with deeper understanding. In
light of these issues, it becomes a reasonable issue to research also the students’ view on in-
class communication in FL. In addition, the current study examining the students” WTC in
English as L3 unlike most of previous studies where English came as L1 or L2 could extend
our understanding of the interaction in science classroom. Therefore, considering all above-
mentioned, not only the exploration of the level of the students’ desire to participate in
different forms of in-class L3 interactions can be considered as a significant feature of the
current study, but also its focus on the comprehension of what encourages or discourages
students to communicate in science classes. Thus, findings of this research it expected to be
beneficial for Kazakhstani STEM-teachers as it provides deep understanding of the factors

inhibiting or facilitating the learning process in science subjects in L3.

Outline of this thesis

After the detailed portrayal of the background, research problem, purpose and
questions, and significance of the study in Chapter 1, | review the literature on the concepts of
WTC in both L1 and L2 and the empirical investigations on variables of in-class L2 WTC in
Asian context in Chapter 2. Moreover, Chapter 2 also elaborates on Dornyei’s (2009) “L2

Motivational Self System” theory as a framework, Khatib and Nourzadeh’s (2015)
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“Instructional Willingness To Communicate questionnaire” as a tool for assessing in-class
WTC, and research gaps in the investigation of WTC. It is pursued by the detailed
explanation of how a mixed-methods study utilizing both semi-structured interviews and
questionnaires assist in achieving the research purpose in Chapter 3. This chapter also
provides information on the research site and sampling, approach for data analysis and ethical
issues. Next chapter presents the analysis of the findings in pursuant to the two research
questions. Chapter 5 discloses the discussion of findings in accordance with the framework
and previous empirical data. The last chapter summarizes the results of the study by providing
responses to research questions, and indicating the implications and limitations of the

research.
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Chapter 2: Literature Review

This chapter aims to review and critically analyze the literature pertaining to the
construct of willingness to communicate (WTC) in language learning. This chapter is divided
into four parts. The first identifies the origin of the WTC concept and its development in
the first language (henceforth L1). The next part sheds light on the conceptualization of WTC
in a second/foreign language (henceforth L2), explaining relevant previous empirical studies.
The third part presents Dornyei’s (2009) ‘L2 Motivational Self System’ model applied in this
study, before presenting the main instruments employed to measure in-class WTC. The last
part of the chapter explains the research gaps in WTC and how the current study is going to

address them.

The origin of the construct WTC

The WTC concept was originally developed by McCroskey and Baer (1985) in
relation to communication in L1 and as an expansion of earlier works by Burgoon’s (1976) on
unwillingness to communicate, by Mortensen, Arnston, and Lustig (1977) on predisposition
toward verbal behaviour, and by McCroskey and Richmond (1982) on behavioral approach
toward shyness. Based on these constructs, McCroskey and Baer (1985) aimed to create a
valid instrument for taking the gauge of interlocutors’ free intention to communicate or not in
a native language/ L1. As this concept is based on the investigation of an individual’s desire
to communicate in the L1, it can be understood more as a talking behavior formed since
childhood. In this sense, it illustrates a personality trait, which remains stable in its sense
across time and situations. As Maclntyre & Charos (1996, p.7) suggest, WTC is often
conceived of as “a stable predisposition toward communication when free to choose to do so”.
However, some researchers (McCroskey and Richmond, 1990; McCroskey, 1997) pointed out

that in addition to personality-based orientation which reveals one’s regular characteristics,
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the construct of WTC could partially incorporate situationally dependent features. Examples
of these features are the mood of the person in that particular moment, the previous
experience of communication with a certain person, their familiarity with the discussed topic
and whether the communication is evaluated or not. Hence, early investigations of the nature
of WTC elucidated its principal characteristics embodying both personality-based and

situational orientations.

Early work on WTC in L1. Previous research on WTC was particularly allocated to
the exploration of WTC in L1. The initial investigations on L1 WTC mainly focused on the
intercultural communication as well as variables of LIWTC. Prior empirical investigations
(Barraclough, Christophel & McCroskey, 1988; McCroskey, Burroughs, Daun & Richmond,
1990) were closely related to the cultural aspect. The diversity in communicative behaviors
and orientations of representatives of various cultures posed certain problems. The first one
pertained to misinterpreting the communicative behaviors and orientations of individuals from
other cultures, given that what is appropriate in one culture may not be so in another one
(Hall, 1959 cited in McCroskey et al., 1990). Samovar and Porter (1985) contemplate that
human communication behavior is embodied in one’s culture; thus, the amount of
engagement in communication depends on an individual’s cultural orientation (cited in
Barraclough et al., 1988). Consequently, the second one regarded to the individual’s
predispositions to communicate. Therefore, the focus of researchers at that time was on the

factors influencing the intercultural communication.

Then, cross-cultural divergence in WTC of representatives of different cultures
started to be analyzed. McCroskey and McCroskey’s (1986 a, b and ¢) works specifically
focused on US student groups and their studies became as a model for further studies due to

the applicability of data collection instruments used by these scholars and comparability with
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their findings. The scholars applied three main data collection instruments: The WTC scale
developed by McCroskey & Richmond (1985; 1987), Personal Report of Communication
Apprehension (PRCA) designed by McCroskey (1982) and Self-Perceived Communication
Competence (henceforth SPCC) scale created by McCroskey & McCroskey (1986) (cited in
Barraclough et al., 1988). The studies which adopted the same instruments were pursued in
Australia (e.g., Barraclough et al., 1988), Micronesia (e.g., Burroughs & Marie, 1990), Russia
(e.g., Christophel, 1996), New Zealand (e.g, Hackman & Barthel-Hackman, 1993), Sweden
(e.g., McCroskey et al., 1990) and Finland (e.g., Sallinen-Kuparinen, McCroskey &
Richmond, 1991). This kind of comparison affected the switch from monocultural research to

cross-cultural one.

The findings of the above-mentioned studies showed that an initial stage in
dissecting the resemblance between cultures was to understand what was found and
concluded in the prototypical studies. According to McCroskey and McCroskey’s (1986a)
works, the interrelation between variables is the following manner: Communication
Apprehension or Communication Anxiety (henceforth CA) as well as introversion are
negatively correlated with WTC, while SPCC is positively pertained to WTC. The findings of
other studies juxtaposed this complex interrelation between communication orientations in the
US with other countries. For instance, the data obtained in Australia (Barraclough et al., 1988)
displayed a high degree of similarity with the study conducted in the US, however, later it was
noticed a statistically significant difference in mean scores on WTC and SPCC. In case of
Micronesia, Burroughs & Marie (1990) found that their participants illustrated lower level of
SPCC and WTC and higher level of introversion and CA in comparison with American
students. Moreover, the researchers descried significant sex differences. Swedish students in
contrast to American peers in McCroskey et al. (1990) study perceived themselves as being

more competent and introverted, and at the same time, less prone to initiate the
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communication. Despite an introverted culture in Sweden and the opposite culture
(extroverted one) in the US, the degrees of CA were similar which meant that the increase of
CA affected the decrease of WTC. The spotlight of Sallinen-Kuparinen et. al’s (1991)
investigation of the Finns was that except the comparison with the Americans, they drew
alignment with other countries too. Referring to comparison of US and Finland, the level of
CA and SPCC were similar, but WTC and introversion were varied. Regarding the
correspondence with the findings in above-mentioned countries, in point of WTC Finns had
similarities with Australians, introversion was as among Micronesians and the level of CA
and SPCC closely related to Americans. Hence, these studies showed the importance of

taking into account the cultural aspects in further investigations.

Previous investigations of the variations in the degree of L1 WTC among individuals
and its analysis unfolded certain variables or “antecedents” of the concept of WTC (Riasati &
Noordin, 2011). Based on McCroskey’s (1992) own research and a review of previous
studies on L1 WTC, McCroskey suggests that L1 WTC is highly dependent on two major
antecedents: CA and SPCC. The former is defined as “an individual’s level of fear or anxiety
associated with either real or anticipated communication with another person or persons”
(McCroskey, 1977, p. 78). This variable clarifies the dependence of the degree of WTC on the
level of fear individuals feel with regard to communication which, ultimately, results on
whether person decides to continue or avoid an interaction. That is, individuals with a high
level of CA are likely to be less willing to communicate. The latter, SPCC is perceived as the
perception of one’s ability to interact effectively in a certain situation. Riasati and Noordin
(2011) pinpoint that the more competent an individual feels about himself/herself, the more
confident that individual will be while communicating with others i.e. more willing to

communicate. Other empirical studies (e.g., Anyadubalu, 2010; Hashimoto, 2002; Maclintyre,
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1994) found that these two variables, SPCC and CA, had a focal impact on one’s level of

WTC

Another approach to the investigation of the variables underlying WTC was applied
by Maclntyre (1994). Maclntyre’s (1994) attempted to understand the causal relations among
six trait-like variables. Five of those variables were defined by Burgoon (1976) as anomie,
alienation, self-esteem, introversion, and communication anxiety, and the last one - perceived
competence - presented in McCroskey’s (1992) WTC scale (Maclntyre, 1994). The data for
further analysis were obtained from McCroskey and McCroskey (1986a) study. The analysis
of those data assisted MaclIntyre (1994) in hypothesizing a causal model of trait-like variables

affecting WTC (see in Figure 1)

Figure 1. A causal model of Macintyre (Maclntyre, 1994, p.137)

/" Alienation \,
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7~ Introversion \ / - SPCC
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According to the causal model, WTC is opted to be a final point in this sequence of
causal interrelations of variables as WTC is considered a volitional choice to engage in
communication before the beginning to interact. The direct effect on WTC is predetermined

by the variables like SPCC and CA which, in their turn, are rooted in self-esteem and
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introversion. However, Maclintyre (1994) also considers that there are several limitations of
the described model. Firstly, the model includes only personality-based variables while there
are other situational variables like topic or conversational context which also influence on
WTC. Secondly, the model does not imply the cases when the individual is not given a choice
to initiate communication. Thirdly, the impact of WTC on the communication is not taken

into consideration in this model.

This sub-section illustrated some earlier studies on cross-cultural communication and
a variety of variables influencing L1 WTC which will be also discussed from the perspectives

L2 WTC in the following sub-section.

Conceptualization of WTC in L2

Language is a broad and complex phenomenon closely connected with many aspects
of our life. For instance, Jiang (2000) argues that culture and language are almost inseparable
in nature. Consequently, knowing one language entails the understanding of the cultural
aspect too. In this vein, an individual who learns and uses an additional language can become
a facilitator of intercultural communication (Clément, Baker & Macintyre, 2003), given that
this person possesses complex experiences of communicating in both languages (Mitchel &
Myles, 2004). Moreover, Maclntyre, Clément, Doérnyei and Noels (1998) point out that “L.2
use carries a number of intergroup issues, with social and political implications, that are
usually irrelevant to L1 use” (p.546). Thus, in pursuant to these ideas, the individual’s WTC

in L2 is different from the same person’s WTC in L1 (MacIntyre et al., 1998).

With the aim of describing the complexity of communication in L2, Maclntyre and
associates (1998) developed a Heuristic model of L2 WTC based on McCroskey and Baer’s
(1985) model on L1 WTC. Maclntyre et al.’s (1998) model was rested on inquiring a learning

environment in a second or target language (TL). Maclntyre et al. (1998) defines L2 WTC as
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“a readiness to enter into discourse at a particular time with a specific person or persons using
L2” (p.157). From this definition, the important roles of time and interlocutor(s) in L2 WTC
are emphasized. Kang’s (2005), however, presents a broader definition of L2 WTC, indicating
that “WTC is an individual’s volitional inclination towards actively engaging in the act of
communication in a specific situation” (p.291). Based on Kang’s (2005) definition, both
personality-based and situational factors are taken into account. Examples of these factors are

the topic, a conversational context, interlocutor(s) or a personal attitude to L2.

MaclIntyre et al.’s (1998) heuristic model is a pyramid-shape (see in Figure 2)
including a range of mental processes favorable for initiating communication. The layers in
this model incorporate a variety of social, psychological, linguistic, and affective variables
operating in a distal continuum. That is, situation-specific and trait-like factors conjoined into
Maclntyre et al.’s (1998) model. This model includes twelve variables integrated in six layers.
These layers are grouped into changeable (situational) variables (Layers I-111) and stable
(individual) variables (Layers IV-VI). The first group highly hinges on time and context,
while the stable nature of the second group entails that these variables are applicable to many
situations. By placing these groups in the distance, Maclntyre and associates (1998) sought to
demonstrate their hypothesis of significance of the changeable variable having immediate
influences on one’s L2 WTC over stable ones. As shown in Figure 2, the highest layer of the
model comprises an individual’s willingness to initiate communication with certain
interlocutors at a specific time which is characterized as an ultimate stage leading to the actual
use of L2 (Maclntyre, Baker, Clément & Conrod, 2001). Other layers presented in the model
demonstrate the specific situations affecting the person’s intention to L2 communication,
which are: familiarity with the interlocutors, formality of the situation, and the context of

communication (Maclntyre et al.,, 1998). Thus, the variables which have non-immediate
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influences are placed at the bottom as a basement for pyramid and the situational influences

are at the top.

Figure 2. Heuristic model of variables influencing WTC (Maclntyre et al., 1998,

p.547)
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Starting with the first three situational variables, Layer | in this model, the L2 use,
represents communication behavior like reading newspapers and books in the original as an
ultimate goal of learning the TL. However, the L2 use directly depends on the behavioral
intention (in Layer 1) referring to WTC as previously discussed. At the same time WTC is
influenced by two situated antecedents in Layer 111 which are Desire to Communicate with a

Specific Person(1st) and State Communicative Self-Confidence(SCSC)(2nd).

As a means of connecting situational variables with the individual ones, four

additional causal factors appear. The first two factors linking the first situated antecedent of
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the Layer Ill with the variables Interpersonal Motivation and Intergroup Motivation from
Layer IV are Affiliation and Control. Affiliation is significantly influential in the informal
setting as there is a tendency to be linguistically engaged in L2 communication (integrative
motive) driven by the interlocutor with higher level of L2 self-confidence or with the use of
code-switching (Macintyre et al., 1998). Control characterizes the type of interaction
administered by instrumental motives which can be noticed when one of the interlocutors
needs help or service manipulating the other one(s) while communicating. The other two
factors conjoining SCSC (Layer I11) and L2 Self-Confidence (Layer V) are State Anxiety and
State Perceived Competence. State Anxiety pertains to temporary emotional condition when a
speaker becomes anxious in speaking in a specific situation due to certain factors such as
unpleasant past experiences. State Perceived Competence is regarded as an individual’s
perception of own capacity to interact at a particular moment. It is noteworthy that there is a
mutual influence between these two factors, thereby, an increase of one of them leads to the
decrease of another one and, this, ultimately shows the level of SCSC and individual’s L2
WTC. Overall, these four factors are the leading ones in defining a transition to higher levels

of an individual’s WTC in L2.

Turning to the Layer IV, Motivational Propensities signifies the beginning of stable
variables operating as a basement which presents enduring (personal) influences and, being
formed, effect to three aforesaid layers of situational influences. Continuing above-mentioned
principle of dependence of higher levels on lower ones, the constituents of Layer IV,
Interpersonal Motivation and Intergroup Motivation, are build upon both Intergroup Climate
and Intergroup Attitudes found in a lower layer. Concerning the third variable of this layer, L2
Self-Confidence, it is also contingent on Cognitive and Affective variables from the lower
level. Here, despite L2 Self-Confidence is known to be the situational variables of SCSC, it is

still more stable in consideration of individual’s confidence to communicate in L2 effectively
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or worry to act in the TL. This stability can be mainly predetermined by Cognitive and

Affective variables.

Moving to the Layer V, Affective-Cognitive Context, it embodies three other
variables: Intergroup Attitudes, Social Situation, and Communicative Competence. The first
of them combines three aspects: the integrativeness which is explained by the level of
involvement to the L2 cultural group without a wish to be fully integrated in a new culture,
the fear of assimilation as conjoining more into the L2 community could eventuate in a loss of
the cultural heritage, and the motivation to learn L2 cultivated through the enjoyment and

satisfaction of L2 learning process and positive stereotypical perceptions of L2.

The last layer of enduring variables, Layer VI, presents Social and Individual
Context and contains two variables, Intergroup Climate and Personality. Intergroup Climate
implies certain features of a bilingual setting reinforced by linguistic vitality (Structural
characteristics of the community), and attitudes towards ethnic (L2) communities (Perceptual
and affective correlates). According to the other variable, Personality, specific personality
traits can positively or negatively affect the language learning process. Accordingly, this layer
discloses an impact on L2 communication of such factors as the individual’s personality

characteristics in L2 speaking and setting where the interaction happens.

Based on Maclntyre et al.’s (1998) model discussed above, this model comprises a
number of linguistic, social and psychological factors that can leave an impact on one’s L2
WTC. In pursuant to the model, Affiliation and Control, are substantial constituents of L2
WTC as they are equally important for both situational and individual variables of this model.
However, Maclntyre et al.’s (1998) model has been recently criticized by some scholars (e.g.
Chang, 2018; Syed & Kuzborska, 2018). Together with the complexity of this model, Chang

(2018), for instance, noticed that this model does not include the cultural aspect which,
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despite its commonality, has a vital influence. Similarly, Syed and Kuzborska (2018)
mentioned that the variables in this model relate only linearly to each other, while their study
revealed that “interaction between variables underlying L2 WTC is characterized by
interdependence, non-linearity and co-adaptability and self-organization” (p.17). The authors
concluded that the strength of variables predicting speakers’ L2 WTC alters from moment-to-
moment, therefore, it is difficult to determine the ones as only strongly affecting or weakly.
Even in a certain moment, due to varied strengths of WTC components, WTC in TL could be
significantly complicated to be predicted. Moreover, Syed and Kuzborska (2018) argue that
“students’ silence also displayed dynamic features involving mental engagement, pre-
occupation, cognitive block and inner speech and that their silence should not, therefore, be
misconstrued as unwillingness to communicate in L2” (Syed & Kuzborska, 2018, p.17).
Hence, Syed and Kuzborska’s findings propose to perceive the concept of WTC in a more

holistic way.

Empirical investigations on variables of in-class L2 WTC in Asian EFL
contexts. As this study is centralized on exploring Kazakhstani EFL language learning
situation, it is important to have a thorough insight into the investigations of L2 WTC in
Asian contexts, where FL learning process mostly occurs in the classroom due to the
insufficient exposure to L2 in naturalistic settings. Consequently, it becomes relevant to
review the literature on classroom factors affecting fluctuations in Asian students” L2 WTC
level. A number of empirical studies in Asian context (e.g., Chu, 2008; Jiaxin, 2018; Lin,
2019; Subekti, 2019) were devoted to explore classroom factors including motivation, self-

confidence and situational factors as well which influence students’ L2 WTC.

Prior research indicated that motivation has either direct or indirect effect on L2

WTC. On the one hand, the findings of the studies conducted in different EFL contexts
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including Iran (Mohammadian, 2013); Korea (Jung, 2011); Taiwan (Chu, 2008; Wu & Lin,
2014); Turkey (Altiner, 2018) revealed a positive correlation between WTC and motivation.
On the other hand, in pursuant to (Oz, 2016; Peng & Woodrow, 2010; Yashima, 2002),
motivation could directly influence on speakers’ communication confidence and, only then,
through the mediation of it could indirectly affect WTC. In other words, higher level of
motivation deteriorates the speaker’s CA, which, at the same time, reinforces SPCC and
WTC. Thus, the consideration of both types of effect motivation on WTC signifies the

acceptance of motivation as an important predictor of WTC.

Empirical investigations of one of the aspects of motivation, integrativeness,
revealed that the distinction in language learning contexts led to emergence of a new variation
of this notion appropriate to the Asian context (Yashima, 2002; 2019). The notion of
integrativeness itself refers to the student’s intention to learn a new language by acquiring
more about its culture, values, manner of life, and native speakers which makes them more
integrated into that language learning environment (Chairat, 2015). However, due to the
absence of the language learning environment for communicating outside classroom in East
Asian context, completely different perspective to motivation to speak in L2 was proposed by
Yashima (2002). EFL learners, according to Yashima (2002), use L2 mostly as a tool to assist
them in communication with people from other countries and not orienting to a particular
language community. This motivational propensity, named as an international posture, was
viewed as “a construct to describe attributes toward an international community, readiness to
work overseas, openness toward different cultural groups, and interest in foreign affairs”
(‘Yashima, 2019, p. 208). The investigations of Peng and Woodrow (2010), Peng (2015),
Yashima (2002) showed a significant correlation between international posture and L2 WTC.
Hence, international posture expends the understanding of motivation as a predictor of WTC

in EFL contexts.
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One of the strongest aspects of the learners’ motivation to in-class interaction was
recognized as students’ communicative/ linguistic self-confidence (Oz, 2016; Prasetyanto,
Wibawani, Wardani & Drajati, 2019). Lee (2012) noted that this phenomenon relating, at the
same time, to both motivational aspect and absence of language anxiety, was an influential
indicator of language learning in EFL context where students did not have a chance to be
directly connected with the representors of L2 community (cited in Abdallah & Ahmed,
2015, p. 1094). It was supported that students with higher level of self-confidence were more
willing to actively participate in both inside (Abdallah & Ahmed, 2015) and outside (Fadilah,
2018; Lee & Lee, 2019) the classroom interaction. Here, it is also important to remind that in
the Maclntyre’s (1998) heuristic model self-confidence in L2 took place in both trait-like and
situational dimensions, which implies that to participate in the interaction student should not
only be confident in nature, but he or she can be decisive and confident to act or not in a

specific moment.

Continuing with empirical studies on communicative self-confidence in EFL context
(e.g., Fu, Wang &Wang, 2012; Ghanbarpour, 2016; Sener, 2014), it was found that almost all
of them revealed self-confidence in L2 as one of the prime predictors of L2 WTC. Moreover,
the investigations conducted in diverse parts of the Asia showed significant correlation of
SPCC and CA which further predicted self-confidence in L2 ( in China (Knell & Chi, 2012;
Yu, 2011; Peng, 2014), Japan (Hashimoto, 2002; Yashima, 2002), Iran (Ghonsooly, Khajavy,
& Asadpour, 2012; Rastegar & Karami, 2015), Turkey (Altiner, 2018; Asmali, Bilki &
Duban, 2015; Oz, Demirezen & Pourfeiz, 2015). These findings illustrated the importance of
self-confidence in predicting L2 WTC. Furthermore, investigating the impact of
communicative self-confidence on students’ classroom interaction, the studies revealed that

self-confidence was positively correlated with learners’ oral communication proficiency and
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academic performance (Abdallah and Ahmed, 2015), learners’ achievements and motivation,

but negative related to risk-taking (Pyun, Kim, Cho, & Lee, 2014).

Most studies in Asia (e.g., Bursali, 2019; Jiaxin, 2018; Lin, 2019; Quyen & Tham,
2018; Yashima, Maclintyre, & lkeda, 2018) recognized a significant role of situational
variables in cultivating students’ in-class L2 WTC. Jiaxin’s (2018) study which involved
high school Chinese students validated a profound effect of situational variables on in-class
L2 WTC. Moreover, Jiaxin (2018) revealed three groups of these influential variables:
interlocutor (varying according familiarity, number, attraction), topic (depending on
familiarity and interest) and conversational context (influenced by misunderstanding and
difficulties) (p. 196). Research with the similar purpose conducted in Iran (Riasati & Rahimi,
2018), Pakistan (Syed & Kuzborska, 2018), China (Zhang, 2018) found that situational
variables  fluctuated owing to classroom atmosphere, task types, interactive context,
interlocutors, teacher, and topic. Hence, various moment-to-moment conversational variables

could influence in-class L2 WTC.

Moreover, Subekti’s (2019) study with 276 Indonesian non-English major university
students revealed that situational variables had different effects on the students'
communication behaviors at different levels of proficiency. This was found while
interviewing students with different levels of WTC (low, medium, high). Subekti (2019)
reported that such indicators of higher degrees of peers’ and teachers’ supportive behaviour
and lower degree of SPCC were both directly proportional to the students’ level of WTC.
Moreover, respondents with low WTC reported an increase in WTC level when time to get
ready was allocated, the number of interlocutors was few and the students were familiar with
them. Furthermore, past language learning experience was found out having a direct effect on

WTC, thus, respondents of medium and high WTC had positive experiences in the past, while
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learners with low WTC reciprocally had negative previous experience (Subekti, 2019, p.373).
This can be recapitulated that situational variables like support, time for preparation and past

experience have also effect on in-class WTC.

Another group of studies (Liu, 2002; Marchand, 2012; Peng &Woodrow, 2010) in
Asia were attempted to understand why some Asian students tend to be reticent to engage in
in-class L2 communication. L2 researchers’ views on the reasons behind students’ reticence
were divided. Some scholars mentioned linguistic (e.g., low level of language proficiency),
psychological (e.g., lack of confidence) and contextual factors (e.g., unfamiliarity with topic),
while others highlighted the importance of cultural factor (Yashima, 2019). Cultural factor
known as having “face-saving” reason (e.g., not presenting lack L2 proficiency, not
consuming peers’ and teachers’ time (other-directedness), not showing a disagreement with
the teacher or any kind of confrontation and embarrassment (submissive approach to
learning)) for reticence maintained performance-avoidance goals (Yashima, 2019, pp 213-
216). Hence, students’ silence does necessarily imply their unwillingness to talk. Rather, it

could show some cultural factors.

To sum up, the issue of instructional WTC in Asian EFL context is under research
for a long time. The investigations unveiled the constituent parts of in-class L2 WTC, which
are various situational variables like interlocutor or topic and motivational dimensions like
communicative self-confidence and international posture and cultural factors. The recognition
of these variables and the comprehension of their interrelations assist instructors in provision
of favourable conditions in the classroom and encourage language learners to be more active
and willing to talk in a TL. Moreover, the information from this sub-section can be
wholesome for selecting framework and instruments to gauge students’ in-class WTC

described in the following subchapters.
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Theoretical Framework

In consideration of the strong effect of elements of motivation (e.g., integrativeness,
international posture), communicative self-confidence and situational factors on in-class L2
WTC, the current study is guided by Dornyei’s (2009) ‘L2 Motivational Self System’ (LMSS)
model. Originally, LMSS model was constructed on Gardner and Lambert’s (1959) concept
of integrativeness and psychological research on the self (as cited in Dornyei, 2009). These
broad concepts and results of investigations were integrated in a model consisting of three

components described below.

1 — Ideal L2 Self, which represents L2-related side of the one’s ‘ideal self °, in other
words, it is one’s ideal vision of L2 competence. The ideal L2 self, pursuant to Dornyei
(2009, p. 17-18), relates to the future self-image that an individual internally wishes to
achieve (i.e. it represents hopes, aspirations and wishes of one’s personal, vocational or social
purposes). The goals or visions directed by the ideal self-image, are essentially long-term
because they are more internalized within the self, and less imposed by others or external
factors. This is a strong motivator in L2 learning due to the intention to eliminate the

distinction between individual’s actual and ideal selves;

2 — Ought-to L2 Self, which shows one’s vision of what should be possessed in order
to meet expectations and to prevent from any potential negative consequences. Hence, it
embodies one’s sense of moral responsibilities towards L2 learning. The goals or visions
channeled by the ought to self are more likely to be short-term than those referred to the ideal
self as they are less internalized within the self, but largely directed by external factors in the

socio-cultural environment.
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3 — L2 Learning Experience, which involves one’s situation-dependent motives
developed in the immediate language-speaking environment and prior experience

(interlocutors, teachers, and topic) (Dornyei, 2009, pp.29).

In sum, LMSS model perceives the learning process from the perspective of learners’
motivation and it also includes all highly influential factors for L2 WTC which shows in the
alignment of LSMM model with the variables of L2 WTC. Based on this model it is aimed to

define the factors influencing the senior students’ L3 WTC in STEM subjects.

Instruments for assessing L2 WTC in the classroom setting

The main aim of conducting the current study is to identify the level of senior
students’ in-class WTC in English at STEM subjects and the factors influencing it. Therefore,
it is necessary to opt for a tool measuring learners’ WTC specifically in the instructional
context. To accomplish this goal, Khatib and Nourzadeh’s (2015) instrument, based on the
existing literature to design and validate an Instructional Willingness To Communicate
(IWTC) questionnaire, is utilized in the present research. One of the main reasons for
selecting this instrument is that the psychometric properties (in the form of reliability and
validity) of the proposing questionnaire were validated and well-established. Moreover, Peng
and Woodrow (2010) and Cao and Philp (2006) do not recommend to employ generic
questionnaires, such as highly quoted questionnaire of McCroskey’s (1992), given that they

include the communicative situations which are unlikely to happen in classroom contexts.

The steps of designing IWTC questionnaire included a) a revision of the existing
literature in WTC in TL to identify constituent factors like affective, cognitive, social,
instructional factors, trait-like variables and integrate then further in the scale; b) undertaking
interviews with the prominent specialists and language instructors. Overall, the authors

conducted questionnaires twice to analyze the gathered data with the help of exploratory
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factor analysis in the first time, and the next time with the confirmatory factor analysis. As an
aftermath of these statistically supporting procedures, a six-factor structured questionnaire

embracing 28 items derived. These factors are:

—  communicative self-confidence (a learner’s personal beliefs of own abilities to
comprehend and interact in TL. It consists of two elements: perceived competence and a
lack of anxiety (Clément, 1980, 1986, as cited in Khajavy, Ghonsooly, Hosseini Fatemi,
& Choi, 2016)

- integrative orientation (a learner’s positive perceptions of TL culture);

—  situational context of L2 use (different forms of situational variables in the classroom
context having immediate influence on learner’s communication behaviour in TL);

—  topical enticement (a certain degree to which the topic of the learning materials could
encourage students to engage in communication in TL);

- learning responsibility (a certain degree to which the learner feel own responsibility to
improve own level of TL via communication in this language);

—  off-instruction communication (a certain degree to which a learner manifest interest to
interact in TL or engage in meaningful communication without any immediate

educational forces) (Khatib & Nourzadeh, 2015, pp. 271-272).

Thus, these items, according to statistics, are considered to be significant for the
instructional WTC in TL. Moreover, communicative self-confidence, integrative orientation
(integrativeness) and situational context included in the scales were discussed in previous
subchapters where empirical findings of studies in EFL context proved a significant impact of
these variables on students” WTC. Other ones were also added after consideration of both
significance and relevance of these variables in the classroom context. Regarding the topical

enticement, Cao and Philp (2006) stated that familiarity with the topic will enhance learners’
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communicative self-confidence, while unfamiliarity with topic may impede communication
(cited in Khatib & Nourzadeh, 2015, p. 272). Learning responsibility is an important item in
the Khatib and Nourzadeh’s scale, as they incline to Kang’s (2005) argument that learners feel
themselves in charge of comprehending and constructing messages in TL in the
communication due to certain pressures or motives appeared in the interaction process (cited
in Khatib & Nourzadeh, 2015, p. 272). Khatib and Nourzadeh clarifies that off-instruction
communication should be understood as a communication which is held on in educational
settings but without any instantaneous educational forces to accomplish it. Therefore, Khatib
and Nourzadeh’s IWTC Scale is accepted as the most suitable for this study considering the

initial idea of exploring the levels of in-class WTC and factors affecting it.

Overall, this subsection displayed an overview of the scale which is adapted to the
current study. Any changes to the scale made for the sake of relevancy to the Kazakhstani
case will be described in the methodology part. Turning to the Kazakhstani case, the next
section will present the reasons why this study is needed to be conducted in Kazakhstan and

what gap in the research it will fill.

Research gaps in WTC

This subchapter is aimed to present three ponderable reason of pursuing this

investigation.

First, the investigation of students’ WTC has garnered significant attention in Asia. It
was found that there were undertaken studies on learners’ WTC in EFL context in four out of

six areas of Asia. They are in:

— East Asia (China (Jiaxin, 2018); Taiwan (Lin, 2019); Korea (Pyun et al., 2014); Japan

(Yashima, 2002);
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— South Asia (Pakistan (Ali, 2017);

— Southeast Asia (Indonesia (Fadilah, 2018); Malaysia (Razak, Nimehchisalem &
Abdullah, 2018); Singapore (Croucher, Rahmani, Sakkinen & Hample, 2016);
Thailand (Darling & Chanyoo, 2018);

— Western Asia (Turkey (Oz, 2014); Oman (Al Amrani, 2019); Yemen (Al-Murtadha &
Feryok, 2017); Iran (Kamdideh & Barhesteh, 2019); Saudi Arabia (Algahtani,

2015);

However, it was not found any research related to this issue in North Asia and
Central Asia. Moreover, due to the diversity in linguistic situation and policy, the findings
from the other parts of Asia are not comparable to the contexts of North Asia and Central
Asia. Consequently, the investigations of learners’ WTC have not carried yet in Kazakhstan, a
region of Central Asia. Yet, the absence of published papers on the issue of WTC in
Kazakhstani context could not be a concrete mark of an absence of investigations but
probably an existence of still unpublished papers. Anyway, it is still a distinct sign of the

necessity of exploring Kazakhstani learners’ level of desire to interact in TL.

Second, all previously published studies concentrated mainly on student’s WTC in
L1 or L2. Nevertheless, the situation in Kazakhstan is different, where the trilingual
educational policy functions. That is Kazakhstani students are educated in Kazakh (L1/L2),
Russian (L1/L2) and English (L3). Taking into consideration that the current study is carried
in subjects with English medium of instruction, it is expected to be a unique case in WTC

studies.

Third, earlier research on WTC was undertaken in a language classroom setting.

However, in Kazakhstan not only language classes, but also science classes in high school are

28
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taught in L3 (English). Due to the lack of empirical investigations conducted to reveal factors

influencing on in-class WTC in L3 in STEM subjects, this study attempts to fill this lacuna

To summarize, it was indicated a lack of investigations of L3 WTC in STEM

classroom settings in Central Asia. Thus, this study aims to fill this gap.

Summary

It is time to conclude the main points from the literature review part. Here, it was
described that the emergence of the construct WTC in 80s lead to further investigations of its
antecedents in L1 such as Communicative Apprehension, Self-perceived Communication
Competence. Later, Maclntyre et al. (1998) viewing stable and changing nature of WTC
proposed a model of WTC in L2 incorporating both characteristics of WTC. A great amount
of studies in Asia applied this model to examine students” WTC in different contexts and
from various perspectives. According to those studies, motivation, communicative self-
confidence and situational and cultural factors are influential for learners’ L2 WTC in the
instructional context. An alignment of these variables with the components of Dornyei’s
(2009) LMSS model makes it possible the application of this model in the current study for
defining factors influencing L3 WTC in science classes. Moreover, incorporation of the L2
WTC variables in IWTC Scale provides a chance to adapt it and apply in Kazakhstani context
also to measure students’ in-class WTC. Following chapter will demonstrate how the current

is designed in detail.
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Chapter 3: Methodology

An overview of the empirical studies on WTC done by Mystkowska-Wiertelak and
Pawlak (2017), Zarrinabadi and Tanbakooei (2016) revealed three methodological
orientations which changed through the time. According to the aforementioned studies, most
previous investigations of WTC (Fushino, 2010; Hashimoto, 2002; Maclintyre et al., 2001;
Peng & Woodrow, 2010; Yashima, 2002; Yu, 2011) were conducted quantitatively. This type
of approach was mostly associated with the trait-like view of WTC. Later, with the change of
the scope of research from trait-like to situational WTC, qualitative research approaches
commenced to apply more as it allows to analyze the context of communication in depth from
the perspectives of participants and dynamics of the occurrence of situational WTC(e.g., Cao,
2014; Maclintyre, Burns &Jessome, 2011; Riasati, 2012; Zarrinabadi, 2014). Recently, a
number of studies have adopted a mixed-method approach in order to a) integrate and utilize
the strengths of both paradigms for synthesizing separately existing trait-like and dynamic
situational views of WTC; b) substitute the weaknesses of one of the approaches by the
strengths of another one; c¢) and to present results that could be generalized
(Zarrinabadi&Tanbakooei, 2016). Examples of WTC studies that used mixed methods in EFL
contexts are in Turkey (Altiner, 2018; Bergil, 2016), Poland (Pawlak and Mystkowska-
Wiertelak, 2015) Iran (Saeedakhtar, Hamidizare and Abdi, 2018) and Pakistan (Syed &

Kuzborska, 2018).

Research design

A mixed-methods research is endorsed in the current study. A combination of the
methods will provide an opportunity to identify senior students’ level of WTC in English in
STEM subjects through quantitatively-minded research and also reveal factors influencing

their WTC in English through qualitatively-minded one. Being divided into two parts,
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quantitative part is devoted to responses to the first research question —“What is the level of
participants’ WTC in English in senior secondary STEM subjects?”, while the qualitative part
is dedicated to find the answer for the second research question — “What influences these
participants’ WTC in English?”. To better integrate and describe the data gathered from
different approaches, a convergent parallel research design is chosen in this study. As
Creswell and Clark (2011, p. 77) state, there are two reasons to utilize a convergent parallel
design:1) for an endorsement and validation of the results coming from different approaches
with the help of contradistinction and collation; and 2) for cultivating a thorough
understanding of the whole phenomenon and juxtaposing numerous levels found to be in the

same entity.

Instruments

Questionnaire. In the present study, the data was collected from a questionnaire and
semi-structured interviews. The first instrument of this study was closed-ended questionnaire
(see Appendix A) for collecting data from a larger number of students to reveal common
trend for the beginning. Moreover, Cohen, Manion, & Morrison (2011) specified certain
features of this survey instrument which made the questionnaire itself beneficial for the
current study. The strong points the authors mentioned were the followings: a) questionnaires
provide standardized information because all participants respond to the same questions; b)
questionnaires provide a possibility to detect frequently appearing phenomenon through
manipulating the data; c) as the data is collected on a one-shot basis, it is found to be cost
effective and efficient; d) this instrument could provide anonymity and confidentiality for its
participants. However, the use of a questionnaire in empirical studies has its own drawbacks.
Debois (2019) warned that in a questionnaire respondents could skip certain queries,

misunderstand questions or even provide unjust responses. The author also appended that a
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difficulty with identification of the emotional constituents of a given answer could happen. As
the present study is a mixed methods one, there was a chance to substitute the weak points of
the quantitative part with approaches available for qualitative research design. In this
connection, interviewing was applied to avoid the case when the interviewee misinterpreted
the inquiring questions and to reveal the interviewee’s emotions, attitudes and understanding

of the particular aspect investigating in the research.

Turning to the closed-ended questionnaire itself, the questionnaires developed by
Khatib and Nourzadeh’s (2015) and Peng’s (2019) were adapted in this study (see Appendix
A). These questionnaires were created to measure STEM students’ WTC in instructional
contexts. The integrated version of these questionnaires in this study, mostly, was based on a
six-factor structured Instructional Willingness To Communicate (IWTC) Scale analyzed and
developed by Khatib and Nourzadeh (2015). These six factors for gauging in-class WTC were
communicative self-confidence, integrative orientation, situational context of the second
language use, topical enticement, learning responsibility, off-instruction communication. Yet,
two of these factors, naming as integrative orientation and off-instruction communication,
were excluded from this study. According to Khatib and Nourzadeh (2015), the integrative
orientation manifested as the students’ interest in L2 culture and intention to identify
themselves with speakers of this language could strongly influence on the learners’ language
learning. Nevertheless, in the context of STEM classes, the topics for discussion were driven
by the science-related topics and less pertinent to L2 cultural issues as in the language
classrooms. Therefore, it was concluded to eliminate this factor from this study. Due to the
absence to the language speaking environment, off-instruction communication was also
excluded. Regarding the inclusion of the Peng’s (2019) questionnaire, it was only partially
incorporated in the study because except WTC Peng (2019) studied the issue of modality

which was not under investigation here. Nonetheless, the other part of questions in Peng’s
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(2019) study perfectly related to the Khatib and Nourzadeh’s (2015) factors discussed earlier
and, moreover, these questions did not overlap with the Khatib and Nourzadeh’s ones. Thus,
both questionnaires were combined to discover the level of in-class WTC of STEM students.
Another point to add here is that the validity and reliability of the proposing questionnaires

were on a high level.

Individual semi-structured interviews. In-depth semi-structured interviews (see
Appendix B) — the second data collection instrument — was used to understand what
influenced students’ L3 WTC. According to Ritchie Lewis, Nicholls, & Ormston (2013),
semi-structured interviews represent “a powerful method for generating description and
interpretation of people’s social worlds and as such a core qualitative research method” (p.
178). Due to such features as concentration for rich and detailed answers, flexibility in posing
questions for interviewees and not being stuck to the prepared set of questions, the interview
is accepted as a valuable tool to gather data (H. Rubin & 1. Rubin, 2011). Moreover,
Barkhuizen, Benson, and Chik (2014) argued that the questions in semi-structured interviews
are “usually open-ended to allow participants to elaborate on and researchers to pursue
developing themes” (p. 17). Therefore, follow-up questions throughout the interviewing
process was used to illuminate the meaning, develop my understanding of what each
participant says and seek examples from their experience of the phenomenon under

investigation (i.e. WTC in English).

Overall, the study including two data collection tools, started from questionnaires (as

quantitative side of the study) and finished by interviews (as qualitative procedures).

Sampling and setting

Convenience sampling strategy was applied to invite students of one mainstream

school to participate in the quantitative part of the study due to their availability and



UNDERSTANDING KAZAKHSTANI STUDENTS” WTC IN ENGLISH

possibility to provide insightful information by answering questions (Creswell, 2014). In
selecting the participants for the study, the following sampling criteria were adopted: all
participants were high school students, STEM subjects were taught in English, the
participants’ level of English proficiency could have been various, none of them could have
lived outside of Kazakhstan in order to attain a greater chance of capturing their WTC in
English and none of the participants were known to the researcher before the data collection
stage. The selection of the participants for interviewing was realized with application of
purposeful sampling strategy, as it “might provide ‘useful’ information/give voice to
‘silenced’ people” (Creswell, 2014, p.228). Thus, purposeful sampling helped the researcher

to obtain a detailed understanding of the phenomenon.

As mixed methods research design consisted of two parts, the involvement of
participants pursuant to data collection tools was also mentioned. For an interview part, ten
senior students were asked to be interviewed based on the above-mentioned criteria. Grade 9

students of a chosen research site were also invited to complete a survey.

Related to the site, one of the mainstream schools in Nur-Sultan city where STEM
subjects in 9™, 10" 11™ grades are taught in English was selected as a representative of
typical Kazakhstani mainstream school introducing trilingual education. Before entering the
chosen site | obtained the required permission from gatekeeper to invite other individuals to

participate in the study. There were seven classes of grade 9 with about 200 students.

Data collection procedures

For inviting to participate in questionnaires and interviewing learners under eighteen,
the permissions from the people involved in the study (see Appendix C for informed consent
forms in three languages) were obtained. As the main gatekeeper was a headmaster, |

contacted her first and presented detailed information of the procedure designed for collecting
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data from students and an informed consent form. The consent form included the following
information: the purpose, the time allocated to spend at the site to gather data, the
approximate time required for interviewing and answering the questions in the questionnaire,
the protection of anonymity and confidentiality, and risks and benefits for the participants.
After receiving approval from the head teacher, the teachers of the grade 9 were informed
about the students’ involvement in the study. First, I met with the teacher of those seven
classes and we allocated time when | could meet with the students and talk about the study. I
chose the time which did not clash with lesson times. During the meeting | introduced myself
using our shared languages of Kazakh and Russian. | also explained in simple terms the
significance and the purpose of my research, and invited the students to take part in the study.
After the meeting I prepared a letter with detailed information about the research in Kazakh
and Russian. Later teachers sent this letter to parents to inform them and receive permission
from them. Parents of 180 students agreed to their children’s participation in the study.
Children whose parents approved their involvement in the study also further were asked
whether they were concurrent themselves to participate or not. 10 students refused taking part

in the study. Thus, 170 students agreed and completed questionnaires.

As the participation in the interviewing part was voluntary, only those students who
answered that they were concurrent to take part in an interview by ticking the last question in
a survey were interviewed. There were 10 students who agreed to participate in the study.
Before starting to inquire actual interview questions | introduced myself and told the purpose
of this research together with the importance of using some strategies to boost the
interviewee’s trust to share their ideas with me. I also informed what actions were done to
gather the data and where it would be presented. Further | acknowledged the interviewees
with ethical issues (confidentiality and anonymity). Then, I mentioned the interviewees’

rights to refuse to respond to certain queries at any time or even discontinue participation.
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Finally, | asked whether the interviewee agree to participate in the study, to be interviewed
and recorded on a sound record. Additionally, Hennink, Hutter, & Bailey (2011) highlighted
the significance of building rapport with the interviewee for creating a favorable atmosphere
for all participants, especially at the beginning of the interview. Each interview lasted
approximately for 30 - 40 minutes. Each participant was interviewed only once in a language
he/she opted for. All interviews were recorded on the voice recorder application on my
smartphone. Moreover, all interviews were conducted in a quiet room in order not to divert
students’ attention away. By way of gratuity, all participants received chocolates. Overall, the

data collection process lasted for a week.

Data analysis

The description of the process of data analysis is provided here. Data collected from
the questionnaire were analyzed through SPSS software program. Descriptive statistics were
applied to “indicate general tendencies in the data (mean, mode, median), the spread of scores
(variance, standard deviation, and range), or a comparison of how one score relates to all
others (z scores, percentile rank)” (Creswell, 2014, p.182).

Regarding the qualitative data, recorded interviews were transcribed with the help of
the “Otranscribe” free online HTMLS5 app which has functions as slowing down the pace of
the recorded speech and, another helpful option, repeating of the last 3-5 seconds of the
speech after replaying back. Then, transcribed data were coded with application of thematic
analysis (TA) which is known as “a method for identifying, analyzing, and interpreting
patterns of meaning (‘themes’) within qualitative data” (Clarke & Braun, 2017, p. 297).
Moreover, according to Clarke and Braun (2017), the flexibility of TA allows indicating
marked features both within and across gathered data with regard to interviewee’s experience,

practices and perception. Due to this organic approach to the generation of codes and themes,
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TA was applied in this study. Clarke and Braun’s (2013, 2017) systematic guidelines for
conducting thematic analysis (TA) were adopted to analyze the semi-structured, in-depth
interviews with the participants.

Special emphasis in initial stage was given to familiarization with data through
repeated reading and noting ‘actively, analytically, and critically’ (Clarke & Braun 2013, p.
205) through considering both the surface and hidden meanings of the participants’ words in
order to find patterns. Having first set of ideas, the movement to systematic approach of
defining initial codes of interesting and unique features in data by using highlighters or
coloured pens was undertaken in following stage. Example of generating initial coding from
this study is provided below in Table 1.

Table 1. Example of generating initial codes

Data extract Coding

Interviewer: Do you feel that being less willing to communicate in | WTC—E.A

English influence your educational achievements? If yes/no, why? —(1) understanding
Interviewee: It can affect 100% if these classes are taught in English | of topic and

and you do not understand it, it will affect your achievements. | —(2) international
Probably it could affect to the future if somebody wants to study | posture

abroad, so it is better to start now.

This stage was pursued by searching for potential themes among meaningful groups of
coding. Then, identified themes were reviewed with reference to consistency with the entire
set of collected data which was continued with creation of a ‘thematic map’. ‘Thematic map’
of the current study is presented in Chapter 4. In order to enhance the reliability of the
findings of this study, the ‘coder reliability check’ (Van Rossum & Hamer, 2010) was used by

sending the initial codes, along with the participants’ transcripts, to my supervisor after
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obtaining the participants’ permission. We discussed and compared the coding process. This
process led to the development of certain themes. The next stage was related to theme
labeling; where the clarity of the names of themes and their definitions were highlighted as
they needed to capture the whole essence of the main focus of the theme. Final stage related
to the report writing of the analysis of selected data extracts in correlation with research
questions which can be found in Chapter 4.

Overall, the analysis of both quantitative and qualitative data were compared,
interpreted and discussed in subsequent chapters.

Ethical issues

To start the data collection process, | passed the Collaborative Institutional Training
Initiative (CITI) courses successfully, moreover, | received an ethics approval from NUGSE
Research Committee. Following step was the obtainment of the permission from the head

teacher, students and their parents which detailed description is provided in the section 3.5.

Anonymity and confidentiality of participants are important issues to consider in the
ethical part of any research. Despite these terms are used interchangeably, the anonymity,
particularly, means a protection of participants’ personal data at all time and confidentiality
implies a provision of preservation of gathered data confidential at any time (Cohen et al.,
2011; Hennink et al., 2011; Mertens, 2015). One of the difficulties of the procuring of
confidentiality and anonymity in qualitative type of study is due to the necessity to report the
findings with the use of direct quotation of respondents’ replies with their names (Hennink et
al., 2011). To overcome this challenge, the names of the participant were changed to number

from one to ten.

The transcriptions of the interviews of the present study were conducted by the

researcher only; therefore, confidentiality was assured. Hennink and associates (2011) also
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underpinned that the choice of place for conducting interviews is important, as there is a
possibility to be overheard by other people if the interviews are held in an outdoor location or
respondents’ home places. Therefore, a quiet room for conducting an interview was prepared
beforehand. Moreover, despite the difficulty of reaching anonymity in one-to-one
interviewing, Cohen et al. (2011) and Mertens (2015) proposed to replace the names of all
interviewees with pseudonyms in the transcripts. Respondents involved in the questionnaire
also were not asked to provide any personal information to ensure their anonymity (Cohen et
al., 2011). Moreover, in consideration of ethics in questionnaire, Creswell (2014) adds that
“IDs linked to respondents can be an effective means of protecting individual identity”
(p.432). To assure confidentiality the gathered data were stored in Google Drive and nobody
except the researcher and her supervisor had access to them. After two years the data of the

present study will be destroyed.

This study contained minimal risks for the participants. These risks were related to
potential negative emotional reactions during the interview that participants could encounter
in relation to their past language learning experiences. In case of an unexpected emotional
behavior from the respondents’ side, as Hennink et al. (2011) suggested, the researcher was
ready to show compassion and ask the interviewee whether he/she was willing to finish or

continue the interview in order to avoid any distress to the interviewee.

Summary

This chapter presented and justified certain features applied in the current study like
the research design, research instruments, sampling and setting, data collection procedures,
data analysis approaches, and ethical issues. The coming sections will demonstrate an analysis

of the findings.
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Chapter 4: Findings

This exploratory study has been designed to investigate the level of Kazakhstani
students’ willingness to communicate (WTC) in English in senior secondary STEM (i.e.
Science, Technology, Engineering, and Mathematics) subjects as well as the essential factors
that affect their L3 WTC. In order to reach these goals, the following research questions were

posed:

1. What is the level of participants’ WTC in English in senior secondary STEM

subjects?

2. What influences these participants’ WTC in English?

This chapter illustrates the data gathered from two data collection instruments: a
close-ended questionnaire and semi-structured individual interviews. The findings are
organized into two sections according to research questions. The first section presents the
participants’ level of WTC in L3 in science subjects; it is divided into two parts, which
include the general portrayal of the formation of students’ L3 WTC through the exploration of
their experience of learning STEM subjects through L3, and the descriptions of the variables
of WTC in TL. The second section is dedicated to the presentation of qualitative data viewed
through the perspectives of Dornyei’s (2009) model of ‘L2 motivational self system’ (LMSS).

These qualitative data are utilized to interpret and explain the quantitative findings.

Answering research questions

RQ1. What is the level of participants’ WTC in English in senior secondary
STEM subjects? This section displays the findings on the participants’ level of L3 WTC in
STEM subjects. Pursuant to 170 students’ responses of the questionnaire and 10 interviewees’

answers, the students’ level of L3 WTC is below average. The detailed presentation of the
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findings with reference to the first research question is provided in the two following
subsections. The first subsection displays the qualitative data; the second one exhibits the

findings of the quantitative part of the study.

Qualitative Findings. The first interview question in this study sought to determine
the students’ background in terms of their previous education and language of instruction
(LOI). However, the interviewees’ responses for this question significantly assisted in gaining
an understanding of not only their prior experience but also its effect on their current intention
to engage in L3 communication in STEM classroom. The features required for L3 WTC
discussed by the majority of participants were having experience of being taught other
subjects through English and taking part in additional courses for language practice. The
existence of both features in students’ backgrounds is found to have a positive impact on L3
WTC, while the absence of one or both has a negative effect on WTC in L3. The responses of

the participants could clarify this inference, as shown in the following interview extract:

| was studying in a school in Karaganda, where English was not taught. There were
only additional courses as language clubs. And there were many of us in the class,
including me, who did not know English. Therefore, it was very difficult for me
when STEM began here.... But now despite the hesitations while speaking in
English, I can say that I'm still at an average level. ... On average, I feel more willing
to speak in English when | know the topic and | know how to form my speech

correctly. (Participant 3, 2019)

In this extract, it is noticeable that the interviewee had neither experience of learning
through L3 nor involvement in any course for acquiring and practicing language, as a result of
this, the student faced linguistic challenges when English started to be used as LOI in science

classes. Moreover, from the perspectives of L3 WTC, the participant mentioned the necessity
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of certain conditions being present before being ready to speak in L3. However, the opposite

situation is described by another participant:

In the previous school ICT classes started from 6th grade and they were completely
in English compared with this school program where it started in 8th grade.
Therefore, studying here comes easy for me. Moreover, | go to a language club and
now I am in intermediate level. ... I feel more WTC in English when I sit at the first
desk as | have bad eyesight. I also like it when the teacher asks questions and waits
for our answer as in the usual way we do it in Russian. In this case, | try to answer in
English. But sometimes, | can forget some words or | can give wrong answers.
However, overall, it is not scary if you have such experience from the 6"grade.

(Participant 6, 2019)

This extract demonstrates that being experienced in learning through English and
having enough language practice positively affected the student’s WTC in science classes.
This justifies, once again, the effect of these conditions on the learner’s L3 WTC by
presenting a positively developing scenario in terms of language and content for students in
science subject classes. Nevertheless, the following situation described by another participants
quite complicated, but it is still related to the idea of how both linguistic background and

experience in educating through English can influence a students’ L3WTC:

| studied in a private primary school where we had three classes of English every
day. It was not a usual English lesson. We had books called PACE. We were
studying mathematics, science and this book also included the meaning of words
with which we worked every day. In a year we needed to finish 30 PACEs. One
PACE includes several subjects. We did not have lessons where teachers explained

tenses, we just did PACEs. But I can’t say that my English improved at all. As doing
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PACEs we did not talk. We were sitting in individual desks closed from all sides and
we needed to read and do tasks on mathematics and science and meaning of words
and then raise our hands and go to the teacher to check. In this way we finished one
PACE. We rarely discuss with the teacher. Overall, it just helped me to know many
words, but I could not connect them because I did not know the tenses. ... But now I
am going to the language courses of English for intermediate level .... Concerning
STEM classes, | can say that due to the update program | do not understand
mathematical subjects like physics, mathematics, and chemistry starting from the
7"grade. T just sit at these lessons and do not understand at all. ... I can say that I feel
more confident and more willing to speak in English in the classroom when | know
that | understand everything. If it is not, | could not even finish the sentence, because

| do not understand it. (Participant 7, 2019)

Here, despite the existence of experience of learning through L3 in primary school,
the student did not have the possibility of mastering L3 communication. It is only by
participating in additional courses (it is paid classes of English which students attain after
school. The classes can be both individual or in groups up to 10-12 people) that the student
developed communicative skills in L3. However, by high school time, the student lost all
interest in science subjects due to the complication of the educational program. Thus, the third
case presents a student with a good level of proficiency in L3 being unwilling to speak in L3
in STEM subjects as a result of his lack of comprehension of what it was covered during the

lessons.

The analysis of participants’ responses revealed that their L3 WTC was largely
formed on both previous experience of learning any subject through English and long-term

participation in language courses.
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These cases represent various levels of L3 WTC among participants: being unwilling
(participant 7), having a moderate level of willingness (participant 3), and keeping high level
of willingness (participant 6). These differentiations were principally based on their prior
experience in practicing language and content. Moreover, all of mentioned levels present only
individual cases. In order to understand Kazakhstani students’ level of willingness to engage

in L3 communication in STEM subjects, it is necessary to monitor statistical data.

Quantitative Findings. General overview of the quantitative data. An overview of
the findings related to the quantitative part of the study is introduced in this subsection. As
was mentioned in the methodology chapter, the questionnaires for measuring participants’
level of WTC were developed by Khatib and Nourzadeh’s (2015) and Peng’s (2019)
questionnaires and adapted to Kazakhstani science subjects classroom realities. These
questionnaires have a high level of validity and reliability. The adapted version of the
questionnaire is constructed from four variables of WTC in TL: confidence, situational
context, topic enticement, learning responsibilities. The collected data assisted in the
development of a general portrayal on Kazakhstani STEM students’ WTC in instructional

contexts. As a means of evaluation, descriptive statistics in SPSS was utilized.

Central tendency. Table 1 illustrates the summary statistics for the number of sub-
variables of each one. From the quantitative data, the mean score for confidence, situational
context, and learning responsibilities among senior students is lower than moderate
(M=2.726, M=2.626, 3,245 respectively). Interestingly, the average score for students’
interest in the topic is extremely low (M=2.650). The findings of these variables will be

explained in the subsequent section further.
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Table 2. Descriptive statistics 1

# | Variables Min. Max. Mean Number

1 | Confidence 2,139 3,485 2,726 10

2 | Situational 2,135 3,194 2,626 8
context

3 | Topical 2,650 3,160 2,650 5
enticement

4 | Learning 3,101 3,479 3,245 6
responsibilities

Analysis of variables. Confidence. The closed-ended questionnaire used in this study
included ten positive statements related to the students’ level of confidence. All responses
were based on a five point Likert scale where one stood for “Not at all likely” and five meant
“Extremely likely”. The summarized responses of 170 students on their confidence in L3 in
the dot diagram (see Figure 3) indicate that, in general, the average level of confidence is
approximately 25 per cent for all variants on the Likert scale. However, the two groups on the
extremes (“Not at all likely” and “Extremely likely’’) have a high percentage of responses for
certain statements (almost 50% and slightly above 35% correspondingly). Two highly
negative responded statements are: a) “C10 — | speak in English in STEM classes when no
one else is talking”; b) “C3 — | give a presentation in English in STEM classes in front of my
classmates”. Originally, these statements represent strong confidence in TL, however the
students’ responses depicted an opposite picture of almost half of the students having lack of
confidence in English. A positively replied statement is C6 — “I speak in English in STEM
classes when I know the correct answer”. This explains that preparedness to the question
raises the level of L3 confidence among students, whilst the situations requiring more
attention from the audience decrease it. The analysis of these results and further ones are

provided in the discussion chapter.
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Figure 3. Confidence
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Note:

C1.1 speak in English in STEM classes evenif other students laugh at my language mistakes

C2.1 speak in English in STEM classes evenif I know my classmates are better thanme at speaking English
C3.1 give a presentation in English in STEM classes in front of my classmates

C4.1 speak in English in STEM classes evenif my language mistakes are frequently corrected by the teacher
C5.1talk in English in STEM classes in group-wotk activities

C6.1 speak in English in STEM classes when I know the correctanswer.

C7.1 speak in English in STEM classes when I can really clarify the issue under discussion.

C8.1 speak in English in STEM classes when my views differ from my classmates' views.

C9.1 speak in English in STEM classes when my views differ from the teacher's views.

C10.1speak in English in STEM classes when no one else is talking.

Situational context. This bar-chart below based on the responses for eight statements
shows a downward trend. According to Figure 4, negatively responded answers (about 35-
45%) outweigh positive ones (approximately 15-25%). The statements acted in the response
as mostly unfavorable situations for engaging in L3 communication are a) SC1 — “I speak in
English in STEM classes when no one else is talking”; b) SC5 — “I speak more in English in
STEM classes when I am sitting in the front of the class”; ¢) SC8 — “I speak in English in
STEM classes when the class is engaged in an open discussion or debate”. Whereas the
mostly positively supported statement among students is SC6 — “I speak more in English in
STEM classes when I know exactly what has to be done”. Overall, the situations when the
student is familiar with what he/she is expected to accomplish enhance one’s L3 WTC, while

the opposite situations have the deteriorating effect on L3WTC.
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Figure 4. Situational context
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Note:

SC1.1 speak in English in STEM classes when no one else is talking.

SC2.1 speak more in English in STEM classes when a discussion is related to my own personal experiences
SC3.1 began to speak more in English in STEM classes after Ibecame familiar with my teacher

SC4.1 find opportunities to speak in English in STEM classes no matter how crowded the classroom is
SC5.1 speak more in English in STEM classes when I am sitting in the front of the class.

SC6.1 speak more in English in STEM classes when I know exactly what has to be done

SC7.1 speak more in English in STEM classes when the teacher provides a timely response to my concerns.
SC8.1 speak in English in STEM classes when the class is engaged in an open discussion or debate.

Topic enticement. Data gathered from five statements on topic enticement revealed
some interesting findings. As the line graph below shows, the responses for the statement TES
— “I speak more in English in STEM classes when the topic is interesting” received around 30
% for each of the levels (negative, moderate and positive levels) equally. On the contrary, two
other statements a) TE3 — “I talk in English to brainstorm ideas to solve tasks in whole-class
discussions in STEM classes”; b) TE2 —“I talk to my classmates in English in STEM classes
about recently learned material” gathered negative responses at 35% each one. This indicates

that in general the interest in the topic in STEM subjects is at a quite low level (30%).
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Figure 5. Topic enticement
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Note:

TE1.1 talk to my classmates in English about my ideas for experimentin STEM classes

TE2.1 talk to my classmates in English in STEM classes about recently learned material

TE3.1 talk in English to brainstorm ideas to solve tasks in a whole-class discussion in STEM classes

TE4.1 talk in English about topics I know (such as human body systems or forms of energy) in a group
discussion in STEM classes

TE5. I speak more in English in STEM classes when the topic is interesting.

Learning responsibilities. The responses to the statements related to learning
responsibilities depicted in the radar chart below (see Figure 6) show almost the same pattern
among all participants. From this data, unlike the above-mentioned graphs, the percentage of
the positive responses for the variable (learning responsibilities in this case) is higher (up to
36 percent) than the percentage of negative ones which are slight above 20%. Statements
receiving the highly positive responses mainly refer to asking peers about correct
pronunciation and grammar, and communicating in English when the participation is being
graded. This highlights that students' learning responsibilities towards learning through

English is justifiably higher.
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Figure 6. Learning responsibilities
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Note:

LR1.T1 ask my classmate about the correct pronunciation of a new English word

LR2.7 ask another student to explain the grammatical rule in English

LR3.1 ask my teacher in English to repeat what he or she has just said if1did not understand it
LR4.1raise your hand to ask or answer questions in English

LR5.1 speak in English when I amready for STEM classes.

LR6. Ispeak in English when my participation is being graded.

Taken together, these results reveal that both previous experience of learning any
subject through English and participation in language courses establish one’s L3 WTC. The
quantitative analyses of data highlight the fact that despite high positive levels of learning
responsibilities among students, other variables of WTC in TL are more negatively
responded. Therefore, the overall level of L3 WTC is below the average. The analysis of these

findings will be provided in the discussion chapter.

RQ 2. What influences these participants’ WTC in English? This section aims to
introduce the factors that are influential for participants’ L3 WTC in STEM subjects. The
section is devoted to the qualitative findings presented through the perspectives of Dornyei’s

(2009) LMSS concept.
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Qualitative Findings. L3 Motivational Self System in defining factors underlying
L3 WTC in STEM subjects. The results of the qualitative findings came into alignment with
Dornyei’s (2009) concept of ‘L2 motivational self system’ (LMSS) consisting of three
components which were changed to the L3 context in this study: ideal L3 self, ought-to L3
self and L3 learning experience (see Figure 7 below). The first two constituents of this
concept — ideal L3 self, ought-to L3 — are based on the students’ future-oriented self-guides
towards L3. Both of them are developed from different forms of integrations (international
posture, which is “a construct to describe attributes toward an international community,
readiness to work overseas, openness toward different cultural groups, and interest in foreign
affairs” (Yashima, 2019, p. 208) and external regulation, known as type of extrinsic
motivation derived from external factors as threats or rewards (Dornyei, 2009) respectively).
The last component, L3 learning experience, is established on the students’ L3 self-

confidence, which can be observed further in Figure 8.

Figure 7. L3 Motivational Self System in defining factors underlying L3 WTC in STEM

subjects

Dérnyei's (2009) LMSS concept in defining
factors underlying L3 WTC in STEM subjects
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The emergence of international posture in Kazakhstani context is explained by the
lack of an English language environment in the area. Considering the widespread use of
English outside the country, all interviewees opined that English would be beneficial only for
those who plan to study overseas. This can be highlighted in the following comments made by

Participant 8 and 9:

It will be helpful for those who want to study abroad or go somewhere. Moreover, if
you do not know French or Spanish, you can communicate with others through

English there. (Participant 8, 2019).

| am going to study in medical universities therefore for me it is very important to
understand biology and chemistry. If I miss one class or do not understand the topic.
I could not understand further because all topics are connected. As the medical

university | like is abroad I need English. (Participant 9, 2019)

These comments disclose that the students’ integrative motives of studying abroad,
namely international posture, affect their willingness to contract the discrepancy between their
own Actual and Ideal L3 selves. Moreover, the respondents also considered future career
benefits in learning through English. One participant commented: “It is important to study
STEM subjects in English, because English is a global language and most companies and

employers prefer to hire English speaking workers” (Participant 6, 2019)

The change of LOI in STEM subjects implies the alteration in the form of
examinations for the rest of the school time period for senior students. Thus, students
indicated their willingness to not fail on the completion of the ongoing tasks in English as an

important aspect of their motivation. In this regard, participant 1 said:
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... when a teacher explains the Past Simple in English, for example, it is important to
understand and remember it, otherwise we will fail to complete tasks. It is the same
in STEM classes. Therefore, if I do not know the topic firstly I ask peers, and then

only ask a teacher. (2019)

This kind of students’ motives in LMSS model emerged from external sources such
as rewards or threats relate to ought-to L3 self, particularly, to the form of its external
regulations. Motivated by the external regulations the students asked both teacher and peers
for a better understanding of the topic as shown in the above extract. Most students stated that
the choice of the language mainly depended on the language of the communication at that
moment. Participant 5 explained this point, stating that “I always try to ask questions. But the

language I usually choose to ask depends on what language people speak in class” (2019).

However, the comprehension of the task during the examinations, as affirmed by one
of the participants, was difficult and being in stressful situations, he opted to inquire in

Russian to have a firm grasp of the task. Echoing this point, participant 10 indicated that:

We had individual works as a part of exams (cpessr) which usually in English. Doing
them | felt uncertain myself. We needed to know the terminology in both languages
and do tasks. It was really stressful for me. To understand these tasks better I could

ask a teacher in Russian. (2019).

To sum up, the students’ vision of themselves either ideal L3 self or ought-to L3

affects their attitude towards new LOI and the choice of the language for communication.

The third aspect of L3 Motivational Self System in defining factors underlying L3
WTC in STEM subjects. An inquiry into the students’ L3 learning experiences as the factors

underlying participants’ L3WTC unveiled that the phenomenon of self-confidence in L3 takes
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a central place for students. According to the students’ explication of their self-confidence in
L3, this phenomenon is changeable and dependent on various conditions and factors. Those
special conditions were analyzed and conjoined into two broad sub-themes: exercising one’s

own agency and situational factors (see Figure 8).

Figure 8. The third aspect of L3 Motivational Self System in defining factors

underlying L3 WTC in STEM subjects

The third aspect of L3 Motivational Self System in defining factors
underlying L3 WTC in STEM subjects
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Exercising One’s Own Agency. One of the broadly discussed sub-themes relates to

the language aspect, in particular, what affects the advancement of L3 and productivity in
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STEM subjects through students exercising their own agency. Within the scope of this paper
the notion — exercising agency — is accepted as “a belief that (one’s) behavior can make
difference to (one’s) learning in that setting” (Mercer, 2012, p.41). The following extract
taken from participant 3’s interview can exemplify this point: “The teacher can only affect the
learning process, but our WTC in English I think it mostly depends on us and what we do for

that” (2019).

The first frequently mentioned aspect which was connected with participants’
confidence was their own level of English proficiency. Students faced challenges with the

(13

acquisition of specialized vocabulary or “...special terminologies, in the way how to
pronounce and write them” (Participant 10, 2019) and general vocabulary “there are some
cases when | do not know the words in English and | just speak in Russian. In STEM there
were some difficulties, but usually we used translators” (Participant 9, 2019). Grammar was
also alluded to three participants: “in general, I feel more willing to speak in English when I
know the topic and I know how to form my speech correctly” (Participant 3, 2019). Six

participants felt that they should improve their skills in such areas as English vocabulary,

grammar, and pronunciation for lifting own confidence

The second participant’s remark towards increasing their in-class WTC in English
referred to the comprehension of the topic. This can be illustrated in the comment below: “...
when | understand the topic of the lesson, | feel most prepared to communicate in English. |
know how to speak in English; I just need to understand what to talk about” (Participant 5,

2019)

Moreover, eight participants added that if the topic of the lesson was discussed
earlier in other subjects and they understood those topics, they would feel more open to share

their own opinion in English. In addition, Participant 6 stated that topic enticement and the



UNDERSTANDING KAZAKHSTANI STUDENTS” WTC IN ENGLISH

easiness of the topic for understanding positively influenced his involvement in in-class

communication. Participant 6 stated that:

| can say that an interesting topic can increase my intention to speak in English. For
example, gravitational forces of Earth. This topic is not tedious and it does not have
difficult formulas. ...But if the topic is difficult I just learn it on my own at home and
I do not discuss it in class. Easy topics | can learn at home and talk about them at the

lesson. (2019).

Based on the significance of understanding the topic, another point emerged. It
included their learning strategies for better acquisition of the content and practice of language
in science classes. Examples of these strategies were participants’ preparedness for further
discussion of the topic in the class and attentive listening for better acquisition of a new topic.
The following comments taken from the interviews of participants 6 and 8 depicted their

learning approaches:

When | am ready for the lesson, | have ideas to share. Because usually while doing
home tasks, | am practicing, so | became more ready to speak in the classroom.

(Participant 8, 2019).

There are also shy students, they do not talk in class but more prefer listening. By
that they understand the topic better. For example, when 1 just listen during the
lesson and prepare at home and | will be ready for summative assessments. So, there
are different approaches to studying. Someone loves to be stars, but others study for

themselves and know everything better than others. (Participant 6, 2019).

It was also noticed that being experienced in L3 through different activities and

constant practice make students feel confident in their own L3 speech, as presented in the
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response of Participant 6: “it is not scary for me to make mistake in speech as I have
experience studying through English from the 6" grade” (2019). Data analysis revealed two
approaches in gaining experience and practice in L3 among students. The first one referred to
hobbies in English reinforcing WTC in L3, while the second one highlighted the impact of

social actors.

The use of English as a main language in a variety of sources of entertainment made
students’ exposure to English accessible. Moreover, it was noticed some effectual features of
these leisure pursuits keeping participants willing to learn English. First, comparing to
complicated and not engaging topics at school, leisure activities such as English films and
serials kept students engrossed in a series of events and willing to understand what was

happening there as described by Participant 9:

...when I watch serials in English, | want to learn English because | want to
understand what is happening in the serial. But during the lesson, when | do not
understand the topic, 1 become less and less willing to learn English, I simply want to

have the lesson finished earlier. (2019).

The second characteristic of the participants’ leisure activities was that they required
communication in English as mentioned by Participant 5: “...I often have to communicate
with English-speaking people and give some kind of information. And basically just talk with
them” (2019). Participant 6, who was a basketball player participating in world games and
watching basketball live streams, shared how he used English in communication with peers:
“When I am with my friends I just shout the words of the referees and this helps us to start to
talk in English” (2019). By being involved in these activities many participants developed

their language competence and interest in English.
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Moreover, it was disclosed a profound influence of social actors such as immediate
family members and native speakers, peers and teachers on students’ exercising their own
agency. Four out of ten interviewees highlighted the positive effect of their family members
like sisters and mother on their L3 WTC. One participant stated: “My confidence in English is
thanks to my sister. She studied in the USA and taught English then. So, I practice my English
with her” (Participant 9, 2019). However, the participants’ approach to native speakers
differed. Participant 6, for instance, claimed that his motivation to speak in English increased
due to his English native-speaking teacher: “When a native speaker started teaching in the
language club I always wanted to answer her questions and show that I can reply regardless of
the difficulties of those questions”(2019). An opposite situation was described by participant
5 who tended to communicate with native speakers through online games: “I feel I may not
understand the context because of the slangs, unknown or shortened words, and the
pronunciation also can be difficult to understand” (2019). He was aware of the difficulties of

communication with native speakers.

Regarding the mediating role of social agents like peers in exercising participants’
own agency in STEM subjects, it was found that five participants inclined to interact more
with teachers as they believed that their classmates’ level of English proficiency was not very
good. In other words, students avoided sick feedback from peers. This notion was made clear
by Participant 4 when he pointed out that: “If I don’t understand something, then I will be
more inclined to ask the teacher, because everyone in the class has a low level of English”
(2019). Moreover, regarding the communication in English with peers, students viewed it as
unnatural and embarrassing due to difficulty in delivering ideas or opinion properly. Even
though a quote from Participant 10 showed that on the way of initiating interaction in L3
students can make an agreement to communicate in L3 outside of the school which will work

far better than someone trying to do it his own: “If all of us decide to speak in English after
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classes, it is ok. But I think it means nothing if somebody starts to do it on his own.”(2019)
Thus, half of participants underestimate their peers’ knowledge of English and only their
collaboration for language improvement purposes could enable them to learn to value each

other’s impact.

In order to understand both mediating role of teachers and their influence on
participants’ way of exercising their own agency in L3, one interview question was posed to
them: To what extent can the teacher’s role in the class help or decrease your WTC in
English? The responses were organized into two groups: teacher's language proficiency and

teaching practice.

Replies from the first group revealed that a teacher's use of English influenced
students’ intention to communicate in English, as in this comment: “If a teacher speaks in
English it affects us. In a language club | speak through the whole lesson in English. But in
STEM classes we probably speak only 5% in English” (Participant 7, 2019). However, a

comment below could bring more insights:

At first it was difficult to talk in English in Biology classes but then we got used to
speaking in English while talking with the teacher but while talking with peers we
used Kazakh if it was difficult to understand. We sometimes speak in Kazakh or
Russian with our friends in ICT classes, but we need to talk in English with the

teacher (Participant 1, 2019).

First, teachers have authority which influences participants’ choice of language for
teacher and student interaction. Second, this kind of teacher’s influence could not affect the
choice of language for interaction between students. Another interesting remark showed that
L3 interaction between students and the teacher in STEM classes is of an interdependent

nature:
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It depends on how prepared for the lesson the teacher is and on the support from our
side because he is also studying English and he also has difficulties, therefore, we
should also help the teacher and say encouraging words like “you are good”. By that,
he would feel more confident. But if he is uncommunicative and reserved he couldn’t
do that and, consequently, he wouldn’t succeed and we also wouldn’t succeed. We
would start to be noisy, become stupefied, do nothing and just stop studying.

(Participant 6, 2019).

It is apparent that an acquisition of a new language for both of them makes their
relationship more interdependent. All in all, a teacher's linguistic competence played an
important role, but it only influenced the interaction between teacher and student, moreover,

two participants understood the fact that this relationship was interdependent.

The second group of responses shared information about three teaching practices
affecting their L3 WTC. The first one related to the organization of the tasks. Receiving tasks
with clear instructions, students can apply these for interaction with each other. Otherwise,
students did not start to interact in English voluntarily as they were not confident in their

English, which could be seen in this response:

| feel that I could never converse in English in an appropriate manner, probably I
could do that in written form, but not orally. It could probably happen if we were
given a clear task to do that. But it could not happen on my free will. (Participant 10,

2019)

According to the second response, a teacher's assessment and the absence of the
alternative to speak in another language affected students’ WTC in English, as stated here:
“What influences me to talk in English are two things: marks and despair of not having the

choice to not to speak. In any case I need to speak” (Participant 9, 2019). Lastly, one
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participant mentioned that the teacher's interest in their opinion increased the interaction
between student and teacher: “I become more willing to speak when the teacher is really
interested in listening to my opinion or converse with some of my classmates” (Participant 2,
2019). Teaching practices including the proper organization of the tasks and marks for
participation, interest from teacher’s side to student’s opinion positively affect learners’

engagement with L3 communication and this will be further discussed in the next chapter.

Summarizing all students’ responses related to students’ exercising their own agency,
there are several aspects that students defined as the ones that positively influencing their L3
WTC. They are the improvement of their own linguistic competence, their comprehension of
the topic, learning strategies, interaction with the members of their nuclear family, and their
involvement in leisure activities. Peers, native speakers and teachers could also positively
influence students’ L3 interaction in certain conditions: if peers could agree to communicate
in English, if native speakers could be teachers, if teachers could stimulate an interaction

between teacher and student and could apply more suitable teaching practices.

Situational factors. The second sub-theme revealing another branch of factors
influencing students’ L3 WTC in STEM subjects covers situational factors including four
parts: interlocutors’ linguistic competence and L3 speaking environment/surrounding, and

specific features of the subjects.

Interlocutors’ linguistic competence is accepted by students as an important
situational factor. Students preferred communicating with the interlocutors at the same level
of language proficiency as theirs, as disclosed in this comment: “If I speak with a person
knowing English, it will be easy. But, if the person doesn’t know, it won’t work out, as we
will be constantly translating” (Participant 4, 2019). Moreover, relatively advanced level of

English proficiency of interlocutors compared to the students makes the latter ones feel
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ashamed, which is depicted here: “If I talk with a foreigner or person knowing English far
better than me, I will be ashamed of my mistakes” (Participant 10, 2019). Thus, the students
feel comfortable and more willing to engage in L3 communication with interlocutors at the

same level of proficiency.

Another ever-changing factor is learners’ surroundings. Starting with communication
in the classroom, interviewees claimed that the mostly favorable classroom situation was
when the whole classroom was engaged in L3 communication. Through this, they feel safe
and confident unlike the situation when they are speaking in front of the audience. This is
displayed here: “If there is interaction between all students or even majority in the classroom,
| want to communicate. If only a few students talk, I do not start to speak English”
(Participant 10, 2019). The response of participant 2 also signified the role of the
surroundings through the comparison of his own behavior and intention for L3
communication in both a language club and STEM classes: “I go to additional courses of
English and in whole lessons | can speak only in English. But at school | become easily
confused about whether to speak English or not” (2019). This means that there are a lot of
things that school teachers should learn from the language club to boost in-class
communication. This will be discussed in the next chapter with further implications. Overall,
as stated by Participant 8, “the surroundings, particularly, how you feel in the society”,
therefore, the creation of comfortable conditions for L3 communication in the classroom is

essential for students (2019).

Students also noted that the surroundings predetermine the appropriateness of the
situation for speaking in English or not. Students feel whether “this is not appropriate to say
or, on the contrary, this will be perfectly said” (Participant 3, 2019), depending on the

situation. One respondent shared an example of how this understanding could help them:
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Shyness as a result of being afraid of saying something wrong sometimes could save
someone from saying a bad thing. For example, the students of the 9" and 10" grades
are getting used to using foul language in English, you know, if you were in America

once, you would definitely have this habit. (Participant 6, 2019)

In contrast to this situation, another participant described how an appropriateness of
the English speaking situation and a need to speak in English increase students’ L3 WTC: “If
| want to speak English, then I will speak it. Depending on my willingness or whether it is
required to speak English. If the whole class begins to speak English, and not pull out any

words in Russian” (Participant 5, 2019)

Another factor pinpoints that the specific features of the subjects are essential in

understanding whether it requires communication in L3 or not, as mentioned below:

It depends on what subject it is, for example, mathematics. Here you just need to
understand mathematics, rather than speak English. Maybe some additional classes
can be taught in English, like computer science. In previous school | participated in

those classes. | liked them. (Participant 5, 2019)

Moreover, students pointed out the necessity of having textbooks with glossaries or
“books with translations of the words at the end” (Participant 4, 2019) and the destructive

effect of electronic devices either in or outside the class, which is stated below:

... I think mobile phones can affect us because we are sitting day and night on the
phone. You know, when we are free, we pick up the phone and spend a lot of time
on it. Instead of doing that we could read the books and practice English but we do

not do that because of phones. Mobile phone also detracts from the lesson also
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because we look at the phone so often to know when the lesson finishes and other

things. (Participant 1, 2019)

To sum up, specific features of the subjects and non-destructive in-class facilities are
defined as strong factors influencing learner’s L3 WTC in science classes. Moreover, in-class
English communicative situations and the same linguistic competences of interlocutors also

positively influence students’ L3 WTC.

Summary

In conclusion, this chapter aimed to present the findings on the level of senior
students” L3 WTC in STEM subjects and the factors influencing this which were collected
from the questionnaire and interviews. The findings indicate that the learners’ level of L3
WTC in STEM subjects is below average as their level of confidence, topic enticement and
situational context are significantly low. Regarding the factors underlying students’ L3 WTC
in STEM subjects, it was found that their future-oriented self-guides (ideal L3 self and ought-
to L3 self) and self-confidence play an essential role for them. The students’ future-oriented
self-guides are based on their international posture and external regulations, while their self-
confidence depends on students’ exercising their own agency, and situational factors. These
findings will be further explained with reference to the empirical literature in the subsequent

chapter.
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Chapter 5: Discussion

The purpose of this chapter is to compare and contrast the findings indicated in the
prior chapter with reference to the theoretical framework adopted in the present study and
presented in the literature review chapter. As repeatedly mentioned, the present study adopted
a mixed methods approach to investigate the level of Kazakhstani students” WTC in English
in senior secondary STEM subjects and the essential factors that affect their L3 WTC. To

attain this goal, answers to the two following questions were sought in this thesis:

1) What is the level of participants’ WTC in English in senior secondary STEM

subjects?

2) What influences these participants’ WTC in English?

The discussion of the findings is organized into two sections pursuant to research
questions. In the first section, the participants’ level of WTC in L3 in science subjects in
terms of their confidence, topic enticement, learning responsibilities and situational context
are discussed. The second section is dedicated to explain what influence students’ WTC in

STEM subjects drawn on Dornyei’s (2009) model of ‘L2 motivational self system’ (LMSS)

RQ1. What is the level of participants’ WTC in English in senior secondary STEM

subjects?

Overall portrayal of quantitative part of the findings revealed that despite high levels
of learning responsibilities among students, other variables of L3 WTC like confidence, topic
enticement and the situational context were more negatively rated. This information allows
me to answer the first research question by stating that the Kazakhstani students’ level of L3
WTC in STEM subjects tends to be below average. The data collected from the above-

mentioned variables are discussed further.
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Closer look at students’ responses on the statements referring to confidence (see
Figure 3 in Chapter 4) and situational context (see Figure 4 in Chapter 4) revealed the similar
patterns. First, students avoided speaking in their L3, English, when they needed to stand in
front of the audience by attracting others’ attention. This was depicted in their highly negative
responded statements related to both a) confidence - “I give a presentation in English in
STEM classes in front of my classmates” and b) situational context — “I speak more in
English in STEM classes when | am sitting in the front of the class”. Second, students were
concerned about their preparedness to provide the right answer and correctness of their
speech. It was supported by their positively responded statements of both: confidence - “I
speak in English in STEM classes when I know the correct answer” and situational context —
“l speak more in English in STEM classes when I know exactly what has to be done”.
Moreover, according to the interview results, students explained their unwillingness to give a
speech in L3 due to their insufficient English speaking proficiency which expounds the
importance of correctness for Kazakhstani students. It became apparent that students were
reluctant to speak in L3 in public, moreover, they were worried about being prepared and

knowing how to provide the linguistically correct response.

Such findings seem to be in line with some previous research conducted in Asia
(Wen & Clément, 2003 in China; Prihartanti, 2017 in Indonesia; Riasati, 2018 in Iran). In
explanation of students’ reticence, Wen and Clement (2003) emanated from a cultural point,
namely face-protective orientation in Chinese culture. Due to the inseparability of Chinese
people’s selves from others, they were mindful of what other people in their surrounding
could think about them and evaluate their English level (Wen & Clement, 2003, p.20).
Therefore, if Asian students were not sure of the correctness of their responses in terms of
grammar and pronunciation they often chose to remain silent for face-saving purposes (Brick

& Louie, 1994; Jung, 2011; Riasati, 2012). Furthermore, Wen and Clement (2003, p.25)
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pinpointed that their Chinese participants’ WTC in English largely depended on their
effective preparedness to engage in FL communication. This issue may also explain the
reasons that affected many Kazakhstani students’ unwillingness to communicate in public in

English.

Regarding the topical enticement (see Figure 5 in Chapter 4), it was revealed in the
current study that the involvement in whole class discussion for brainstorming or conversation
about the recently learned material did not boost one’s intention to integrate into L3
communication, whereas the topic students found as an interesting one positively affects. It
explains that the familiarity with science topics does not significantly affect Kazakhstani
students’ WTC, but topic interest has more positive impact. However, the findings of some
prior studies (e.g., Bastz & Erten, 2019; Cao & Philp, 2006; Kang, 2005) revealed that both
students’ familiarity with topic and interest in topic had a noticeable impact on one’s WTC in
English. As clarification of such distinctions between findings, it should be reminded that
science topics and everyday topics or topics of language classes differentiate in terms of
complexity. Thus, the interest in the discussed topic makes students involved in English

language interaction.

Referring to the learning responsibility (see Figure 6 in Chapter 4), most of the
statements were positively responded to by indicating a high level of students’ awareness of
their learning responsibility. Most positive responded statements referred to asking peers
about correct pronunciation and grammar, and communicating in English when the
participation is being graded. According to Peng and Woodrow (2010), students’ openness to
help each other or their cohesiveness is an essential factor in the construction classroom
atmosphere which influences students’ in-class WTC in English. Additionally, the

cohesiveness of participants of Amalia, Asib&Marmanto’s (2019) study made them
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psychologically closer which further affects their learning behavior and sense of learning
responsibility. Regarding the grading, Riasati’s (2012) investigation of WTC of Iranian EFL
learners of different fields of study showed that students had controversial views. One group
of students believed that scores could indicate one’s speaking ability and increase sense of
motivation, while others accepted grading as a stressful activity preventing from

demonstration of the learners’ full potential.

Overall, the findings of the current study suggest that Kazakhstani STEM students
were reluctant to speak in public for face-saving reasons and concerned a lot about linguistic
correctness of their speech and preparedness to the task as majority Asian students. This
largely impeded most participants’ in-class L3 communication. However, the sense of
learning responsibility among students was moderately higher than other variables which
positively affected the classroom environment. Qualitative data gathered from participants
responses also justified that students’ learning responsibilities play important role in
educating through L3 and it appeared to be mainly driven by their future-oriented self-guides
and learning experiences if L3. The discussion of these aspects is provided further in
deliberation of RQ2. Moreover, it was also noticed that STEM students’ readiness to discuss

topics of their interest in English positively influenced their L3 WTC.

RQ 2: What influences these participants’ WTC in English?

To respond to this question, 10 STEM students of one of the secondary school in
Nur-Sultan were interviewed. Almost all participants affirmed that their language learning
motivation played a key role in their WTC in English, however it had a variety of dimensions.
The findings of the present study in relation to this research question can be addressed with
reference to Dornyei’s (2009) model of ‘L2 motivational self system’ (LMSS) which

components were changed to the L3 context in this study: students’ future-oriented self-
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guides towards L3 (ideal L3 self, ought-to L3 self) and L3 learning experience (see Figure 7
in Chapter 4). In this study, STEM students’ L3 future-oriented self-guides (future-selves)
were principally developed on the basis of one of the motivational orientation, namely,
international posture, which is “a construct to describe attributes toward an international
community, readiness to work overseas, openness toward different cultural groups, and
interest in foreign affairs” (Yashima, 2019, p. 208), together with external regulation, known
as type of extrinsic motivation derived from external factors as threats or rewards (Dornyei,
2009) respectively). The last component, L3 learning experience, is established on the
students’ L3 self-confidence, which essentially relied on students’ exercising of their own
agency e.g. “the human capacity to act on informed choices” (Benson and Cooker, 2013, p.

7), and situational factors (see in Figure 8 in Chapter 4).

Many previous studies recognized that language learners’ motivation was identified
with their L2 WTC (Altiner, 2018; Munezane, 2014; Peng, 2007). Nevertheless, the Asian
studies applying motivation concepts to research WTC are of particular interest. For instance,
Khajavy et al.’s (2016) investigation of Iranian EFL students revealed that students having
positive attitudes toward learning English as a L2 easily became motivated to learn it which
further increased their communicative competence (i.e. by lowering L2 anxiety) and L2 in-
class WTC. Another study pursued in Iranian EFL context, Teimouri (2017), among high
school students used both motivation and emotion concepts in WTC research. The findings of
that study indicated that Ideal L2 self was a direct predictor L2 WTC, whereas Ought-to-L2
self was not. Moreover, Ideal and Ought-to-L2 selves were determinants of joy, while Ought-
to-L2 Self predetermined anxiety and shame. L2 learning experience is also integral element
in WTC as motivation (key predictor of WTC) originated from learners past and current
positive L2-related experiences directly affecting the development of both L2 future-selves

(Lamb, 2012; Olsen, 2017; Ushioda, 2009). Overall, these findings showed congruity in
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application of motivational concepts in investigation of WTC, however, most previous studies
adopted Dornyei’s framework to explore participants’ WTC in English as a second rather than

as third language, as it is in the present study.

Regarding the motivational constituents, the findings of the present study displayed
the significance of international posture, external regulation and self-confidence for STEM
students. Despite some empirical investigations in Asia like Matsuoka (2005), Yashima,
Zenuk-Nishide and Shimizu (2004) which revealed high correlation between International
posture and WTC, other studies (Courtney, 2008; Lamb, 2004; Zeng, 2010) did not report
interrelation between them. The main reason for that was in the diversity of ethnolinguistic
contexts (Platsidou, Kantaridou, &Papadopoulou, 2017). In Kazakhstan as revealed in the
current study, international posture was found to be influential, particularly in the form of the
students’ interest in vocational activities, which represented their intention to work and study
abroad. Moreover, this study revealed that external regulations as examinations also
contributed to constructing students’ intention and willingness to learn English. This finding
concurs with Kyriacou and Zhu’s (2008) study reporting that the senior high school students
in China were mainly motivated to learn English by external reasons, such as passing

examinations, entering educational institutes abroad and following career prospects (p.100).

Another important aspect of learners’ motivation was their language learning
experiences as revealed in the current study. Pursuant to the findings, STEM students’ L3
learning experience was correlated with their self-confidence in L3, which, in turn, was highly
dependent on students’ exercising their own agency and situational factors. Earlier research
(Bamfield, 2014; Bursali, 2019; Cao, 2011; Riasati, 2012) also appointed the interrelation
between learners’ language experiences and their self-confidence. On the one side, to gain

confidence in oral interaction in FL learners needed to practice regularly experiencing certain
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embarrassing situations in the use of FL and, by this, learning how to do right (Bamfield,
2014). Thus, through the experience learners became self-confident in FL. On the other side,
the students with high level of self-confidence displayed higher levels of motivation and
intention to experience new structures in FL, and less level of anxiety to make errors in their
speech (Fallah 2014; Oz, Demirezen, &Pourfeiz, 2015). This explains the interdependence

between students’ self-confidence in L3 and L3 learning experience.

The findings of the current study presented that learners’ self-confidence
significantly hinged on the way students exercised their own agency and situational factors in
STEM classrooms affected that. Students’ agency in this study was not only accepted as “the
individual’s influence over his/her particular situation” (Rowland, 2011, p. 435), but more as
an action mediated by contextual conditions (Gao, 2010; van Lier, 2008). This can be
explained by the fact that the language learning process itself occurs within the certain context
providing learners with conditions to act from their choice (Huang, 2009). Thus, students’
action to master L3 and conditions in the STEM classroom incorporated their self-confidence

in L3.

One part of findings revealing STEM students’ vision of exercising their own agency
emphasized the importance of developing students’ own linguistic competences, learning
strategies such as their preparedness for discussion of the topic and attentive listening for
better understanding the topic, and selecting simplistic topics for discussion. All of this lifted

students’ confidence in L3 in STEM subjects.

Starting with linguistic competence, it should be reminded that the language in
STEM classes is content-specific, therefore, students faced challenges in pronunciation and
usage of terms. This finding seems to be compatible with Rockafellow's (2016) study of

international science students in the USA which revealed that STEM students due to linguistic
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challenges had difficulties in comprehension tasks in assignments and completing them in a
given timeframe, understanding rapid speech while taking notes and communicating with
teachers and peers. Moreover, Chang (2018) found out that students being unfamiliar with
key phrases faced challenges in structuring sentences during the interaction which was in line
with the result of the current study. Thus, these findings showed that students needed to
acquire content-specific terminology and reached a particular ‘threshold’ level of
communicative competence in order to be able to operate in a FL effectively. This can also
help students to comprehend an essential contextual background of a subject and further apply

the gained knowledge.

This study also confirms the findings of prior research, indicating that the discussion
topics have an impact on students’ WTC (e.g., Bamfield, 2014, Cao & Philp, 2006;
Zarrinabadi, 2014). It was found that the more simplistic topics, the higher level of students’
self-confidence, while complicated ones decrease their intention to talk in FL. On account of
the strategies the participants of this study applied, preparedness to classes and attentive
listening rather than speaking during the lesson, they strongly correlated with the ‘face-
saving’ approach of Asian students (Jung, 2011; Shao & Gao, 2016). Students’ endeavor to be
prepared for classes could be linked to their fear of losing face in public by being labeled as
unsuccessful students not studying hard enough as echoed in Hsu’s (2015) research of
Taiwanese EFL students. When studying a new topic, some students opted to stay silent and
just listen as revealed in this study. Apart from being afraid to make mistakes, participants of
the present study explained that the examinations later would not be requiring their
communicative skills. This means that to affect students’ WTC, the assessment should be

designed accordingly.
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Mercer (2012) claimed that for exercising students’ agency there are “series of
multiple, interconnected causes which can interact in unpredictable ways and can vary in their
relative significance” (p.44). It was also found to be true in this study as the participants’
experiences and practices of L3 communication gained through interaction with social actors
and involvement in leisure activities made them feel confident in English further in STEM
subjects. In other words, students were able to bring their language skills learnt outside the

classroom and use them in STEM classes.

The leisure activities revealed in this study (watching serials, involvement in sport
activities and playing online games) were characterized by features influencing the
participants’ WTC in English. They were that these activities: a) kept students involved which
lowered their language anxiety similar to Reinders and Wattana’s (2015) findings; b) required
real communication in English (e.g., online games, sport activities); c) kept willing to
understand English for better comprehension of the context which needed unconscious
application of guessing or compensation strategy (Rebecca, 1990) (watching serials). It was
also found that students involved in real communication with native speakers had difficulties
in communication as there were many unknown words and slangs. Overall, being involved in
these activities students developed language competence and interest in English. Thus, there
is a point of thinking about how to account these features and bring them into the classroom
through the use of technology and considerations of mixed ability groups as the students’
preferred ways of receiving information (Gardner & Hatch, 1989) are always differ (visuals

preferring visualizing, kinaesthetics enjoying hands-on activities and sports).

Among social actors who enhanced students’ sense of agency in this study were
immediate family members and native speakers, peers and teachers. In order to improve their

own competence, STEM students were highly motivated to communicate in English with
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their family members who know English well (mothers and older sisters). Interestingly, the
same was noticed among UAE (United Arab Emirates) university students in Palfreyman’s
(2006) study. Arab university participants in Palfreyman’s (2006) study reported that their
family members contributed to their learning by offering encouragement, support, and
practice in learning FL. The present study with Kazakhstani secondary students echoed the

same finding.

However, regarding peers, the findings indicated that STEM students underestimate
their peers’ knowledge of English and only their collaboration for language improvement
purposes could change it. This phenomenon was supported by Jung (2011), Leéger and Storch
(2009), MacDonald, Clément and Macintyre (2003) in terms of students’ belief that
interaction in FL is unauthentic and awkward compared to their communication with peers in
L1. Yet, Kazakhstani students, as exemplified in the findings of the current research, alluded
to the idea that a safe environment co-constructed with peers where they could not worry
about mistakes and could receive support to increase L3 WTC. This idea was also shared with

Korean counterparts in Jung’s (2011) study.

On account of native speakers, Kazakhstani students developed two kinds of views.
First, interaction with native speakers could bring difficulties in the comprehension of the
context due to unknown words and slang. Therefore, one student believed that communicating
with the individuals sharing the same L1 the student could receive more support in case of
need. This tendency was also noticed in Medgyes (1992) and Kassing (1997) studies, which
pointed that interlocutors from the same cultural group considered as a valuable source in FL
learning due to the possibility to provide in-depth knowledge understanding the nuances of
both L1 and L2 (cited in Jung, 2011). Second, Kazakhstani students with high English

proficiency level in the current study believed that communication with native speakers,
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namely teachers, increased their L3 WTC. Bekleyen’s (2004) and Weaver’s (2010) studies
disclosed that interaction with native speakers in the classroom for learners with
comparatively high level of English proficiency provide a significant amount of space for

practice and development of cultural awareness.

In this study, participants emphasized on both teachers’ language proficiency and
teaching practices. High prioritization of teachers’ linguistic competence in English for STEM
students could be explained by the recent transformation of Kazakhstani educational policy to
trilingual approach. The practice of teaching and learning STEM through English is at its
initial stage in Kazakhstan (MoES, 2016) and participants are accepting their STEM teacher
teaching through English medium of instruction which is different from prior years of
learning as models. This explains why those teachers’ authority was proved to be high for
STEM students, moreover, it influenced teacher and student interaction. Interestingly,
participants demonstrated an awareness of the fact that their STEM teachers were also
learners of English as they are. Thus, participants were convinced that teachers need
encouragement from their side while speaking in English. Doing this, teachers could be more
confident to deliver their own lesson and students, in their turn, would also benefit from that
by better acquiring content and language. Despite this illustrated interdependent relationship
between teacher and students, it also reveals students’ understanding of their responsibility

taking action and exercising their own agency in L3 classroom settings.

The findings are also compatible with the previous ones (Bursali, 2019; Eddy-U,
2015; Myers and Claus 2012) as they highlighted that students’ FL. communicative behavior
in the classroom was affected by teaching style and practices including teacher's
communication with the students, marks for participation, and design of communicative tasks.

Myers and Claus (2012) stated that students became interested in the involvement in
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communicative classroom activities to receive good marks for participation. Together with
marks receiving, Eddy-U’s (2015) findings emphasized the students’ perceived effectiveness
of the task for their in-class WTC. Moreover, Bursali (2019) postulated that proper and
efficient organization of the tasks not only affected students’ perception of usefulness of the
task but also increased their communicative confidence and interest. A bulk of studies (e.g.,
Bamfield, 2014; Cao, 2011; Goodboy, Myers, &Bolkan, 2010; ilter, 2018; Peng, 2012)
contend that teachers’ supportive and friendly approach towards students positively affected
students’ engagement in class activities and discussions in FL. Considering this, as
pedagogical implication here could be the development of rapport between the teacher and the

students, more attention should be paid to assessment criteria and task design.

Among situational variables, classroom environment/L3 speaking surrounding was
found to be influential one for students” L3 WTC in the instructional context, likewise in Peng
and Woodrow’s (2010) and Joe, Hiver, and Al-Hoorie’s (2017) studies. Moreover, Bamfield
(2014) applied a notion of “group cohesiveness” referring to the classroom climate which
differed in a high form where there was an ‘“active engagement due to pleasurable
communicative experiences resulting in high levels of WTC” and low form characterized as
“a lack of intention to engage verbally due to heightened language anxiety resulting in an un-
WTC”(p.54). This explains the high correlation between WTC and FL speaking
environments. Considering this, Shen and Byfield (2018) advised to apply a variety of
strategies, first, creating inclusive environment which would engage all students in FL
communication and, second, connecting content and students’ identities at local level, which
contribute to the development of a higher-level of thinking and students’ involvement in

classroom activities.
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As Dornyei (2002) alleged that language learners motivation is co-constructed during
the interaction of interlocutors (cited in Shen & Byfield, 2018), the results of this study
showed the importance of interlocutors’ language competences as situational factors for L3
WTC. Participants shared that it was desirable to have an interlocutor whose L3 proficiency
was not much lower or much higher of the participant’s own proficiency levels. This finding
was recapitulated in a number of other studies(Bursali, 2019; Eddy-U 2015; Riasati, 2012).
Eddy-U (2015) appended that the discrepancy between interlocutors’ language competences

could make learners unmotivated and uninterested for further interaction.

Another spotted situational factor referred to the participants’ concern for
appropriateness of speaking in varied language contexts in order not to be ashamed because of
saying something wrong while speaking. This kind of students’ self-perception in earlier
studies (Eddy-U, 2015; Zhong, 2013) was linked to the issue of fear of losing face which was
known as a reason for East Asian students’ reticence. This was also discussed earlier in the

response for the first research question.

Corresponding to Williams, Mercer and Ryan’s (2016) idea which pinpointed that
WTC in FL might be influenced by anything happening in a particular situation/moment,
collected data revealed certain aspects that expanded our understanding of STEM classroom
communication. Findings showed that some participants believed that they should devote
more attention to content in the subjects as mathematics for better concentration rather than
language. This finding indicates that there was a difficulty between balancing language and
content. The studies of Echevarria, Vogt, and Short (2016) and Coyle et al. (2010) stated that
improvement of students’ skills in both language and content can be reached by setting up
learning objectives in both content and language. This implies the application of Krashen's

comprehensible input (i+1) theory, pursuant to that content and language opted for learning
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should be just above the students’ current abilities (Echevarria et al., 2016). This could
provide an avenue for better incorporation of content and language in STEM classes and

students’ perception of that.

Moreover, participants declared the necessity of textbooks with glossaries, which, as
they believe, make a bridge between languages. In line with this, number of studies
(Cardenas-Hagan, Carlson, & Pollard-Durodola, 2007; Garcia, 2000; McCarthey&Zheng,
2010) emphasized that in order to raise metalinguistic awareness across the languages used in
class, it should be not only translations provided, but also opportunities for switching between
those languages, i.e. code-switching. This will help to minimize blocks of silence between

learners and build their confidence in speaking (McCarthey & Zheng, 2010).

Although one of the findings illustrated that the elimination of destructive facilities
as smart phones in the classroom, the recent studies (Aguskin & Maryani, 2018; San Isidro
&L asagabaster, 2020) proved that integration of digital technologies in learning process
increases learners’ motivation for practicing the language, and even helps learners to be more

culturally connected by revealing the interconnection between languages and cultures.

As it can be seen above in the discussion of findings, a number of factors could
influence STEM students’ L3 WTC. International posture as part of the students’ Ideal L3
Selves and external regulations as the constituent of Ought-to L3 Selves were perceived by
students as strong predictors of their L3 WTC. Moreover, learner’s L3 learning experiences,
which facilitated their self-confidence in L3, played a major role in determining L3 WTC. On
the one side, students’ self-confidence in English was affected by exercising their own agency
through working on own linguistic competencies, choosing easier topics for discussion,
practicing with social actors like immediate family members, peers, native speakers, teachers

and through engaging in various activities (hobbies) requiring English knowledge and
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communication. On the other side, situational factors as interlocutors’ linguistic proficiency,
in-class communicative situation and specific features of STEM subjects were found to be

influential for WTC of L3-speaking STEM learners.

Summary

This chapter discussed the results of this study by comparing and contrasting them to
those in previous related research. This enabled the researcher of the present study to make a
linkage between this research and previous ones, especially those conducted in Asian context,
and thus a deeper understanding of the phenomenon under investigation was gained. As
shown above, this chapter was organized according to two research questions. By discussing
Asian students’ reticence in the first subchapter, it was revealed that Kazakhstani students’
level of WTC in English was below the average due to mainly face-saving reasons and their
own concern on linguistic correctness of the speech as it was among many Asian students.
The second one deliberated over the factors determining L3 WTC in science classes. Those
factors revealed in this study indicated that the STEM students’ L3 WTC was strongly
influenced by international posture, external regulations and their L3 learning experiences.
Analyses presented in this chapter are used further for pedagogical implications in the

following Conclusions chapter.
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Chapter 6: Conclusion

The central objective of this study was to determine the level of Kazakhstani
students” WTC in English in senior secondary STEM subjects as well as the essential factors
that affected their WTC in English. To attain these goals, the research problem, aim and
questions were defined which further assisted in the disclosure of the most pertinent data
facilitating the elucidation of a matter of peculiar interest through revision of theoretical and
empirical literature, selection of expedient instruments, analysis and discussion of the data
with provision of best possible ways on enhancing learners” WTC in English. The review of
empirical studies in Asia context uncovered a considerable effect of learners’ motivation and
self-confidence on WTC in FL which also laid the groundwork for L3 WTC in this thesis.
However, a lack of investigations of students” WTC in FL in content area classes raised the
significance of conducting this study in Kazakhstani multilingual context. In addition, the
exploration of prior literature revealed Khatib and Nourzadeh’s (2015) and Peng’s (2019)
questionnaires of a high level of validity and reliability for measuring participants’ level of
WTC which were later adapted to Kazakhstani science subjects classroom realities and
employed in this study. Combination of data coming from both closed-ended questionnaires
and semi-structured individual interviews were thematically analyzed and discussed in
consonance with the existing literature for indicating factors determining L3 WTC. This
chapter presents the summary of the main findings, together with the limitations of this

investigation and implications for practice and research.

Summary of Main Findings

Pursuant to the findings of the current study, Kazakhstani students’ level of L3 WTC
in STEM subjects is below average. Their reluctance to speak in public is mostly connected

with face-saving reasons; moreover, students were concerned a lot about linguistic correctness
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of their speech and preparedness to the task as the majority of Asian learners. This largely
impeded most participants’ L3 communication in the instructional context. Nevertheless, the
sense of learning responsibility among students was moderately higher than other variables
which positively affected the classroom environment and it was also noticed that STEM
students’ readiness to engage in English language communication to discuss topics of their
interest positively influenced their L3 WTC. Moreover, it was also found a number of factors
that played a major role in influencing STEM students’ L3 WTC. They are ‘international
posture’ as part of the students’ Ideal L3 Selves, external regulations as the constituent of
their Ought-to L3 Selves and learners’ self-confidence in L3 interconnected with L3 learning
experiences. During the semi-structured individual interviews with each participant, they
highlighted that one of their strong predictors of their L3 WTC — self-confidence in L3 — was
influenced by many other factors. On the one side, students’ self-confidence in English was
affected by exercising their own agency through working on own linguistic competencies,
choosing easier topics for discussion, practicing with social actors like immediate family
members, peers, native speakers, teachers and through engaging in various activities and
hobbies requiring English knowledge and communication. On the other side, situational
factors as interlocutors’ linguistic proficiency, in-class communicative situation and specific
features of STEM subjects were found to be influential for WTC of L3-speaking STEM

learners.

Limitation of the Research

There are several limitations of the present study from the methodological
standpoint. First, as the research site in the study was one of the urban mainstream schools of
Nur-Sultan city, the inclusion of both urban and rural settings could demonstrate different

findings in terms of motivational prospects of students and their learning behaviors. Thus, the
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results might not be generalized beyond the context of urban settings. Second, the
measurement of participants’ level of WTC in English was conducted by a self-rating method
in the questionnaire. Despite the opportunities of this method to reveal the students’ self-
perception of their communication in English, it could not fully gauge in-class L3 speaking
precisely. Third, the list of data collection instruments of this study — semi-structured
interviews and a questionnaire — could be expanded by adding observation as it might

increase the validity and reliability of the data by acting as a tool for triangulation.

Implications for Practice

Results of the current study could bring a number of implications for STEM teachers
in terms of language aspect. Findings suggest that (1) students’ reticence in STEM classes is
due to face-saving reasons; therefore, they concern a lot on linguistic correctness of their
speech. Moreover, for this reason it is difficult for students to find a balance in giving more
attention to content or language. Considering these points, there is a necessity of creating an
inclusive environment for L3 communication where every learner is able to listen to others
with respect, understanding that mistakes in L3 speaking are part of learning. Together with
this, the application of Krashen's comprehensible input (i+1) theory, which implies that
content and language selected for teaching need to be just above the learners’ current abilities,
could be beneficial for L3 teaching and learning in content-area classes. These two points
highlight the importance of both communication and content for students. Findings also
disclosed that (2) the effectiveness of the task is perceived by students as a significant aspect
in learning as it needs to be engaging in L3 communication and challenging in terms of
comprehension. This rationalizes the consideration of cognitive constituents of learning. In
addition, one of the suggestive findings of this study is that (3) several students in informal

settings with the help of digital technologies and English speaking interlocutors were able to
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advance their own linguistic skills. It was explained by the fact that these activities kept them
engaged and willing to understand English for better comprehension and required real
communication in English. These features need to be brought into the classroom with the
proper use of technology. For instance, exploring the celestial spheres, students could connect
through Skype with counterparts from another country and share the stories and beliefs that
people in their areas in the past had. This could help learners not only translate the stories they
know to FL, but also learn about another culture. Besides the increase of participants’
motivation for practicing the language, the advancement of technology enhanced the linkage
between students’ selves and new language, new culture, new world. This justifies a demand
of both cultural aspects and digital technologies in the classroom. Summarizing main points,
content, communication, cognition, and culture are essential for science students. An
integration of these four aspects already works as a basement in CLIL teaching methodology
which appeared in the mid 1990s to frame multifaceted FL experiences of students in
classroom (Coyle, 2006). According to Marsh (2002), CLIL approach incorporates set of
activities where FL is utilized as an instrument for studying a non-language subject and
impact of both FL and subject is equally evaluated (p.58). Therefore, it is advisable to apply
the CLIL approach for teaching and learning in STEM subjects. Moreover, one of the
highlights of CLIL methodology is that it values all the languages in the students’ repertoires
and through a translanguaging-based approach (San Isidro, 2018) uses these languages to help
learners to make meaning in the learning process. Wise use of the languages in students’
repertoires, | believe, develops not only a motivational basis in L3 but it also cultivates their

ideal multilingual selves.
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Implications for Research

Despite the limitations mentioned above, | believe that the outcomes of this study are
noteworthy as they provide voice to those stakeholders who are heard on rare occasions.
Moreover, the study contributed to the researched field of WTC by exploring both the context
of an unexplored Asian country (Kazakhstan) and the instructional setting of a content-area
(STEM) classroom. As implication for further research brought by the current study is that
with consideration of multilingual settings in Kazakhstan it is advised to investigate students’
WTC through the perspectives of their ideal multilingual selves. First, it could bring more
holistic approach in investigation of WTC in STEM classes through motivational perspectives
and, second, it might assist in understanding the interplay of various language-driven
motivational self-guides (namely, ideal multilingual selves) in the area which ultimately
affects WTC in science classes. Regarding the methodological aspect, it is proposed to
include both urban and rural settings to grasp a complete and in-depth picture of motivational
intentions to speak in different languages in the instructional context in Kazakhstan. Another
point to mention is that data collection tools, besides interviews, self-reports, could add non-

participatory observations for gaining rich data.
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Appendices
Appendix A

Data Collection Instruments

Closed-ended questionnaires in English, Kazakh, and Russian

Willingness to Communicate in English in STEM Classes

1 = Not at all likely

2 = A little likely
3 = Somewnhat likely
4 = Very Likely

5 = Extremely likely

110

Statements

Scale

1. I speak in English in STEM classes even if other students laugh
at my language mistakes

2. | speak in English in STEM classes even if | know my
classmates are better than me at speaking English

3. | give a presentation in English in STEM classes in front of my
classmates

4. | speak in English in STEM classes even if my language
mistakes are frequently corrected by the teacher

5. I talk in English in STEM classes in group-work activities

6. | speak in English in STEM classes when | know the correct
answer.

7. 1 speak in English in STEM classes when | can really clarify the
issue under discussion.

8. I speak in English in STEM classes when my views differ from
my classmates' views.

9. I speak in English in STEM classes when my views differ from
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the teacher's views.

10. I speak in English in STEM classes when no one else is
talking.

11. I speak more in English in STEM classes when a discussion is
related to my own personal experiences

12. 1 began to speak more in English in STEM classes after |
became familiar with my teacher

13. I find opportunities to speak in English in STEM classes no
matter how crowded the classroom is

14. 1 speak more in English in STEM classes when | am sitting in
the front of the class.

15. I speak more in English in STEM classes when | know exactly
what has to be done

16. | speak more in English in STEM classes when the teacher
provides a timely response to my concerns.

17. I speak in English in STEM classes when the class is engaged
in an open discussion or debate.

18. I talk to my classmates in English about my ideas for
experiment in STEM classes

19. I talk to my classmates in English STEM classes about
recently learned material

20. | talk in English to brainstorm ideas to solve tasks in a whole-
class discussion STEM classes.

21. | talk in English about topics | know (such as human body
systems or forms of energy) in a group discussion STEM classes

22. | speak more in English in STEM classes when the topic is
interesting.
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23. | ask my classmate about the correct pronunciation of a new
English word

24. 1 ask another student to explain the grammatical rule in
English

25. | ask my teacher in English to repeat what he or she has just
said if | did not understand it

26. | raise your hand to ask or answer questions in English

27. | speak in English when | am ready for STEM classes.

28. | speak in English when my participation is being graded.

If you also want to participate in the interviewing part of this study, you could tick here

and write your name

Thank you for your answers!
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Oxywivinapovity STEM nanoepi cabazeinoa azeliuibli mijiinoe coiinecyze 0aublHObI2bl
1 = Myndem mymkin emec
2 = Mymxinoiei as
3 = Bipwama mymKin
4 = Mywmxkinoiei oap
5 = Mywmkinoiei 30p
[MIxana
Manimaemenep
3 5

1. backa okymbLIapibiH MEHIH TULIIK KaTeaepiMe KyJlreHine
kKapamactaH, MeH STEM cabakTapbiHia aFbUIIIBIH TUTIH/IE COMICHMIH

2. CpIHBINITaCTaPBIMHBIH aFBUIIIBIH TUTIHE MEHEH KaKChl COMICUTIHIH
oincem jae, MeH STEM cabakTapbinia aFbUIIIBIH TUTIHJIE COMICHMIH

3. Men STEM cabakrapbiHia ChIHBIITACTAPBIMHBIH AJIABIHIA
aFBUIIIBIH TUTIHJIE MPE3eHTAIUS KacaliMbIH/KOpPCETEMIH

4. MeHiH TUIIIK KaTelxepiM MyFajliM TaparblHaH KU1 TY3€TUICE JIe, MCH
STEM cabakrapsiHia aFbUIIIBIH TUTIHIC COUTICHMIH

5. Men STEM caGakrapbIHBIH TONTHIK >KYMBICBIH/IA aFbLIIIBIH TUTIHAC
COMIEHMIH

6. Men STEM cabakrapbiaga nypbic xkayaObIH OUIceM aFbUIIITBIH
TUTIHIE COMIENMIH.

7. Men STEM cabakrapbina TajlKplJIaHFaH CYPaKThI IIIBIH MOHIHIE
TYCIHIpE aJlaThIH Ke3/I¢ aFbUIIILIH TUIIH COMIeCeMiH.

8. MeHiH Ke3KapacTapbIM ChIHBIITACTAPBIMHBIH KO3KapacTapblHaH
e3remre 6osica 1a, meH STEM cabakTapblH/Ia aFbUIIIBIH TUTIH
COMJIECEMIH.

9. MeHiH Ke3KapacTapblM MYFaJlIMHIH Ke3KapacblHaH e3remie 0ojica
na, MeH STEM cabakTapbiHia aFbUIIIBIH TUTIHIE COMTEHMIH.

10. Men STEM cabakrapsiH/ia emiKiM coillieMereH Ke3 e J1e aF bUTIIBIH
TUTIHJIE COMNEHMIH.
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11. STEM cabakrapbiaa mkipTanac MEHIH jKeKe TOKipuOeMMeH
OaiimaHbICThI 00JICA MEH aFBUIIIBIH TUTIHAE KOOIPEeK CorIeceMiH.

12. Men STEM cabakrapbinaa MyFamiMMeH >KaKbIHBIPAK
TaHBICKAHHAH COH aFbUIIIBIH TLTIHJE KeOipek coiyei OacTtaabm

13. Men STEM cabakrapbiH/ia CHIHBINTAFBI OKYIIBIHBI CAHBIHBIH KOII
00JTybIHA KapamacTaH aFbUIIIbIH TUTIHAE COMIeyre MyMKIHIIK Taba
aJaMbIH

14. Men STEM cabakrapbiH/ia CHIHBINTHIH AJABIHFBI )KaFbIH/IA
OTBIPFaH/Ia aFbUIIIBIH TUTIHAE KOOIPEK CoiIeceMiH.

15. Men STEM cabakrapsiH/ia He iCTey KEPEKTIriH HAKThI OLIceM
arbUIILIBIH TUTIHE KOOipeKk coieiiMin

16. Myraitim STEM cabakrapblHaa MEHIH CypakTapbiMa Jep Ke3iH/e
)ayar O0epce, MEH aFbUIIIBIH TUTIHIE KOOIPEK COMIeiMIH.

17. Men STEM cabakrapbiHia CHIHBINTA allIbIK MiKipTagac 0oJFaH
K€3J1€ arbUIMIBIH TUTIHIE COMICHMIH.

18. Men STEM cabakrapbiHa ChIHBIITACTapbIMa aFbIIIIBIH TUTIH/IC
TOXKIpHUOE TYpasIbl OMIapBIMJIBI aiiTa aTaMbIH

19. Men STEM cabakrapbiHzia ©3IMHIH CBIHBIIITACTAPBIMMEH
JKaKbIH/Ia YUPEHTCH MaTepHall TYpajbl aFbUIIIBIHINA COUICCEMIH.

20. STEM cabakrapbiHia OYKLT CBIHBINTHIK TATKbLUIAYAaFbI
TarnchIpMasapbl My e MCH aFbUIIIBIH TUTIHJE OH-TaJIKbI )Kacai
aJajJaMblH.

21. STEM cabakrapbiHa TONTHIK TAJIKbUIAy/1a MEH ©31M OUIeTiH
TaKpIpbInTap (MBICANBI, a7aM JICHECI KYHeCi HeMece SHEprus TypJiepi)
OOWBIHIIIA aF BUIIIBIHIIA COUIIECe aTaMbIH.

22. STEM cabakrapbIHia TaKbIPbII KbI3BIKTHI OOJIFaH Ke3/1€ MEH
aFbUIIIBIH TUTIHJE KOOIpeK coineiiMin

23. MeH e3IMHIH CHIHBITITACBIMHAH JKaHa aFbUIIIBIH CO3IHIH IYPHIC
aNTBUIYBIH CYPAliMBIH




UNDERSTANDING KAZAKHSTANI STUDENTS” WTC IN ENGLISH 115

24. Men 0acka OKyIIBbIJaH aFbUIIIBIH TUTIHET1 TPAaMMAaTHKAIBIK
epeXeHl TYCIHIIPYAl CypailMbIH

25. MyraiiM alTKaHBbIH TyCIHOECEM, MCH aFbUIIIBIH TUTIHIC
MYFaTIMHEH OHBI KalTajayblH CYpaiMbIH

26. MeH arpUIIIBIH TUTIHAE CYpaKTap KOIOFa HeMece ykayan Oepy yIiH
KOJIBIM/Ibl KOTEPEMIH

27. Men STEM cabakrapsiHa naifblH 00JFaH Ke3/1e aFbUIIIBIH TUTIHIC
COMIIEHMIH.

28. MeHiH KaTbICybIM OarajiaHca, MEH arbUIIIBIHIIA COUTEHMIH

Erep ci3 ae ockl 3epTTeyaAiH cyxOaTTacy O6emiMiHe KaTbICKbIHBI3 Kece,

MBbIHA JKepre 6enri KOWbIHbI3

KOHE ©3 aThIHbI3 bl OCBIHAA KAa3bIHbI3

KayanrapbIHbI3 YIIiH paxmer!
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T'omoenocms yuawuxcsa oouamscsa Ha anenuiickom a3vike Ha ypokax STEM npeomemos

1 = Bpso nu

2 = Manoseposimno

3 = Omuacmu eeposamno

4 = Becvma eeposmmo

5 = Buvicokasa eeposamHocmb

YT1BepxkaeHue

[Ikana

1. 5 roBopro Ha aHrIMiickoM s3pike Ha ypokax STEM mnpenmertos,
JaXXe €CIIH JIpyrue CTYAEHTbl CMEIOTCS HaJ MOWMH SI3bIKOBBIMH
omnoKaMu

2. 5l roBopro Ha aHIIMICKOM s3bIke Ha ypokax STEM mpenmeros,
JaKe €CIM s 3HAK0, YTO MOM OJHOKJIACCHHUKH JIydlle MEHS TOBOPAT
MO-aHTJINHACKU

3. 4 nmaro mpe3eHTaluIo Ha aHTJUCKOM s3bike Ha ypokax STEM
nepes MOMMH OTHOKJIACCHUKaAMU

4. Sl roBopro Ha aHIIMHCKOM si3bIke Ha ypokax STEM mpeameros,
Jla’Ke €CJIM MOU SI3bIKOBBIE OLITMOKHU YaCTO UCIIPABIISAIOTCS YUUTEIEM

5. 51 roBOpPIO HA AHTJIMIICKOM SI3BIKE B TPYIIIOBBIX pad0TaX Ha ypoKax
STEM npeameTos.

6. 51 roBopro Ha aHrauiickoM si3bike Ha ypokax STEM npenmetos,
KOTI'/Ia 3HaI0 NMPaBUJIbHBIN OTBET.

7. S roBopro Ha aHrIMCKOM si3blke Ha ypokax STEM npenmeros,
KOT/Ia 51 ACMCTBUTEIHLHO MOTY MIPOSICHUTH 00CYKJaeMblii BOIIPOC.

8. 1 roBopro Ha aHriauickoM si3bike Ha ypokax STEM mnpeamertos,
JaXe KOrjJa MOM B3[VIAAbl OTJIMYAKOTCS OT B3TJIAJ0B  MOHUX
OJTHOKJIACCHUKOB.

9. S roBopro Ha aHrymiickoM s3bike Ha ypokax STEM npeameros,
Jake KOrja MOM B3INIAABI OTIMYAKOTCA OT B3TIIAJ0B  MOHX
[IpenoaaBaTes.

10. I roBopro Ha aHriMiickoM si3bike Ha ypokax STEM npenmertos,
KOTJlJa HUKTO HE TOBOPHT.

116
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11. S Gonbime roBOpIO Ha AHIIMKACKOM s3bike Ha ypokax STEM
PEeIMETOB, KOTJa OOCyKJaemas TeMa CBA3aHa C MOUM JIMYHBIM
OTIBITOM

12. 51 naunHaro 6oJbllIe TOBOPUTH HA AHTJIMIICKOM SI3bIKE Ha YpOKax
STEM npeaMeToB mocie Toro, Kak 0yay 10CTaTOYHO 3HAKOM C MOUM
IpernojaBaTesieM

13. 51 HaxoXy BO3MO>KHOCTb I'OBOPUTH HAa AHIVIMHCKOM SI3bIKE Ha
ypokax STEM mnpenMmeroB, HE3aBUCHMO OT TOTO, HACKOJBKO
MHOTOJIFOJTHO B KJIacce

14. 5 Gonbllle TOBOpIO Ha aHINIMHCKOM si3bike Ha ypokax STEM
MIPEMETOB, KOT/IA 51 CHXKY B TIEPETHUX psiiaX

15. 5 Gonblille TOBOpIO Ha aHITIMHCKOM si3bike Ha ypokax STEM
MpeIMETOB, KOTAa TOYHO 3HA0, YTO HY)KHO JIeJaTh

16. 4 OGonbiie roBopro Ha aHIJIMMCKOM si3blke Ha ypokax STEM
MpeIMETOB, KOTJa Y4YUTENIb CBOEBPEMEHHO OTBEYAaeT Ha Ballld
BOIIPOCHI.

17. S roBopro Ha aHTIMIICKOM si3bIke Ha ypokax STEM nmpenmeTos,
KOT'/Ia B KJIACCE UJIET OTKPBITAs JUCKYCCUIO WU J1e0aThl.

18. S mory oOcymuTh MOW HWIEH IS OSKCIEPUMEHTa C MOUMH
OJHOKJACCHMKaMM Ha aHIVIMHCKOM s3bike Ha ypokax STEM
MPEAMETOB

19. 4 roBopro co cBoMMH OJHOKJIAcCHHMKamu Ha ypokax STEM
MpeIMETOB Ha aHIVIMKHCKOM O HEJaBHO M3YYEHHOM MaTepuaie

20. S npuayMmblBar0 U TOpeajarar0 WJIed Ui pelieHHs 3aJad BO
BceoOIIel AMCKYCCMU Ha AaHIJIUICKOM si3pike Ha ypokax STEM
MPEIMETOB.

21. 51 roBoproO Ha TeMBbI, KOTOpbIE 51 OOJIbILIE BCEro 3HAKO (K IPUMEPY,
TaKHe KaK CHUCTEMbI YEJIOBEYECKOrO Tejla MM (OpMBbI HEPruu) Ha
aHTJIMICKOM $3bIKE B TIpyNIoBOM nauckyccun Ha ypokax STEM
MIPEAMETOB.

22. 51 Gonpllle TOBOPIO HAa AHIVIMHCKOM s3blke Ha ypokax STEM
IIPEIMETOB, KOTIa TEMA UHTEpECHAs!.

23. S w™Mory CchOpocuTh OJHOKIACCHUKA(Iy) O TPaBHILHOM
MIPOU3HOIIEHUH HOBOT'O aHTJIMHCKOTO CJI0Ba
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24, S wMory TONPOCUTh OJHOKIACCHHKA(Iy) OOBSICHUTH
rpaMMaTHYECKOE MPABMWIIO HA aHTJIMACKOM SI3bIKE.

25. 51 mory mpocuTh MpenojaBaTesiss MOBTOPUTh HA AHTIUHCKOM
SI3BIKE TO, YTO OH/OHA CKa3all (a), €CIIU 5 9TO-TO HE IMOHSUT

26. 5l nogHuMaro pyky, yToOBI 3a/1aTh MJIM OTBETUTH HA BOIPOCHI HA
AHIJIMMCKOM SI3BIKE

27. 51 ToBOpIO Ha AaHTIIMICKOM si3bIke Ha ypokax STEM mpeameros,
KOTJia s TIOJITOTOBJIEH (@) K YPOKY

28. 4 roBopro Ha aHrIMCKOM s3bike Ha ypokax STEM mpenmertos,
KOTJ]a MO€ y4acTHe Ha YPOKE OIICHUBAETCS

Ecnu BBI Takke XOTUTE IPUHATH YYaCTHE B MHTEPBBIO B CIIEIYIOIIEH YaCTH UCCIEN0BaHUSA,

TO MOCTaBbTE MOXKATYICTa FAI0UKY 3/1€Ch o

M HAITMIIUTE Balll€ UM

Cnacu6o 3a Baly oTBeThI!
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Appendix B
Interview protocol for individual semi-structured interviews

Time of Interview:

Date:

Place:

Grade:

Interviewee:

Interviewer: Akmaral Keniskhanova

Interviewer:

Good morning, dear !

My name is Akmaral Keniskhanova. | am a second year master student at Nazarbayev
University Graduate School of Education. | am very thankful to you for showing your
agreement to participate in this interview.

This interview is part of the research study devoted to learn about your willingness to
communicate in English in STEM subjects as well as the factors affecting your
interaction in English in the classroom.

Regarding this interview, |1 would like to inform that:

- Your participation in the interview is on a voluntary basis;

- Your name and the information you provide will remain confidential;

- You can select any of three languages (Kazakh, Russian, English) to be interviewed
on;

- The interview will last for 30 minutes;

- This interview will be audio recorded only with your permission and copies of the
audiotape will be kept in a locked cabinet and disposed after two years period of
storage;

-The information obtained will be used in writing a thesis;

- You will have a right to stop and withdraw from the interview any time.

If you are agree to participate in this study, please read and sign an informed consent
form.

Thank you very much again for your participation!

Can we start the interview?

Interview Questions

1) What is your mother tongue?

2) Where did you receive your previous education? In which language was it?

3) Do you think that it is important to study STEM subjects in English? If yes/no, why?
4) When do you really feel that you are more WTC in English in the class?

5) How confident do you feel yourself speaking in English? What factors can influence
that?

6) To what extent can familiarity with topic of communication increase or reduce your
WTC in English?

7) Do you feel more or less willing to ask your teacher or your peers if you do not
understand anything in the classroom?

8) To what extent can the teacher's role in the class help or decrease your WTC in
English?

9) Do you feel that being less willing to communicate in English influence your
educational achievements? If yes/no, why?
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10) What are the most difficult things that stop you from being willing to communicate

in English?

11) Do you feel more or less willing to talk with your peers in English outside the
classroom or before the beginning of the lesson?
12) Do you think that your willingness to communicate in English changes from
situation to situation or even from person to person?

Interview protocol

Descriptive Transcribing Direct coding
Coding
What is your mother tongue?
Kazakh
Where did you receive your previous education? In
which language was it?
No I came from Shymkent. Education was only
previous Kazakh there. Here | moved only in the 8th grade. |
experience could speak Russian also.
Do you think that it is important to study STEM
subjects in English? If yes/no, why?
Importance It's important for our future. Actually, 1 want to go
of STEM: to study at ENU which is here in Nur-Sultan. | want
Could be to study Kazakh language and literature. But If |
good for have a STEM program, | could probably go for
future English also. That's why | need to learn English.
When do you really feel that you are more WTC in
English in the class?
We always talk in English in classes of English. In
Factor: STEM classes we could talk in Kazakh but if the
Influence of lesson goes in English, then we try to talk in
a teacher English. You know, we didn't have a teacher of
biology in the first quarter, so another teacher-
teacher of English - taught biology classes.
Factor: How confident do you feel yourself speaking in
confident in English?
English on For 50% because | do not speak English very well
knowledge because I say right in English, I do not read it
of English correctly.
What factors can influence that?
Factor: Sometimes | communicate with friends in English,
Influence of Russian and Kazakh. It is a kind of a bit of English,
parents and a bit of Kazakh and a bit of Russian. That is why
friends we can talk every day. Sometimes we can talk
about something what was in the lesson. 1 also
practice them at home. My mum teaches English.
My mother speaks English at home.
To what extent can familiarity with topic of
communication increase or reduce your WTC in
Factor: English?
motivation If I do not know, it will effect mostly. Therefore,
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Language

when teacher explains past simple in English, for
example. It is important to understand and know it,
otherwise we will fail to complete tasks. In STEM
classes if do not know the topic firstly I ask peers,
and then only ask a teacher. If the lesson is in
English, I will probably ask in English. If I know
the topic | will try to help teacher, for example, to
help to explain my classmates the topic

Do you feel more or less willing to ask your teacher
or your peers if you do not understand anything in
the classroom?

Actually, I have a lot of intentions, because if | do
not understand it, it will be bad for me. So it is
better to ask from teacher or peers as soon as
possible.

To what extent can the teacher's role in the class
help or decrease your WTC in English?

It can be better felt in biology classes because we
can talk sometimes at these classes. At first it was
difficult but then we get used to use English while
talking with teacher but while talking with peers we
can use Kazakh if it is difficult to understand
(biology class). I find it difficult to talk in computer
science (ICT) classes because we work mostly on
computers. We sometimes speak in Kazakh or
Russian with our friends in ICT classes, but we
need to talk in English with teacher.

Do you feel that being less willing to communicate
in English influence your educational
achievements? If yes/no, why?

It can affect 100% if these classes are taught in
English and you do not understand it, it will affect
your achievements. Probably it could affect to the
future if somebody wants to study abroad , so it is
better to start now.

What are the most difficult things that stop you
from being willing to communicate in English?

| think mobile phones can affect us because we are
sitting day and night on the phone. You know,
when we are free, we pick up the phone and spend
a lot of time on it. Instead of doing that we could
read the books and practice English but we do not
do that because of phones. Mobile phone also
detracts from the lesson also because we look at the
phone so often to know when the lesson finishes
and other things
Do you feel more or less willing to talk with your
peers in English outside the classroom or before the
beginning of the lesson?

I can’t say so. But sometimes my close friend and I

“I have a lot of
intentions,
because if | do
not understand
it, it will be bad
for me”

“At first it was
difficult but then
we get used to
use English
while talking
with teacher but
while talking
with peers we
can use Kazakh
if it is difficult
to understand
(biology class)”

“We sometimes
speak in Kazakh
or Russian with
our friends in
ICT classes, but
we need to talk
in English with
teacher”

“l think mobile
phones can
affect us
because we are
sitting day and
night on the
phone. You
know, when we
are free, we pick
up the phone
and spend a lot
of time on it.
Instead of doing
that we could
read the books
and practice
English but we
do not do that
because of
phones. Mobile
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practice
with
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friends

Factor:
Interlocutor
’s level of
proficiency

try to practice Russian during the time we spend to
get from one classroom to another classroom or
English in the same way. At home the situation
different, my mother knows English and tells me to
speak in English, my father speaks in Kazakh, as he
works a lot | do not see him often.

Do you think that your WTC in English changes
from situation to situation or even from person to
person?

I think it is mostly depend on person, if our level of
English is the same we could speak. And if he/she
doesn't know English, we speak in Kazakh.

phone also
detracts from the
lesson also
because we look
at the phone so
often to know
when the lesson
finishes and
other things”

“I think it is
mostly depend
on person, if our
level of English
is the same we
could speak.
And if he/she
doesn't know
English, we
speak in
Kazakh”

Thank you very much for your participation in this study!
| really appreciate your collaboration because your voice is very important in the

improvement of STEM teaching and learning in English in Kazakhstan!

Good luck!
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Appendix C
Informed Consent Forms in three languages.
INFORMED CONSENT FORM FOR THE HEAD TEACHER

Understanding Kazakhstani Students’ Willingness to Communicate in English in
Senior Secondary STEM Subjects

DESCRIPTION:

This study has been approved by the Research Committee of the Graduate School of
Education at Nazarbayev University. You are invited to participate in a research study
on the main factors that affect Kazakhstani students’ willingness to communicate
in  English in senior secondary STEM (i.e. Science Technology Engineering and
Mathematics) subjects. Your students in Grades 9 will be asked to complete a
questionnaire inside the classroom, and participate in a one-on-one interview with their
permission to record it. Their anonymity and confidentiality will be protected, since the
pseudonyms will be used. Moreover, the recorded interviews will be stored in a safe
place and be deleted after a couple of years. During the analysis process only the
advisor and the researcher can have access to the data. As the process of interviewing
starts students will have an opportunity not to answer any of the questions that they
will find inappropriate.

RISKS AND BENEFITS:

The risks associated with this study are minimal. The study is not conducted to make
judgements about the students or the school, but to draw a general understanding of a
group of students’ experiences in terms of their engagement in-class communication in
English. The anonymity is guaranteed. No personal identifiers will appear in any
documents, reports. The names of the participants will not be revealed; a number will
be assigned to each participant. However, there may occur some minor risks concerning
the participants’ time that they will spend for the interview. Therefore, the researcher is
going to discuss with the class teacher and participants the most convenient time and
place for conducting the interviews. The benefits which may reasonably be expected to
result from this study are that students will gain experience in participating in the
research study which will enable them to express their view, realize that their voice is
important, and think about their learning. The findings of this research can also give
mainstream school teachers and stakeholders in Kazakhstan some useful insights into
students’ language learning experiences and maybe challenges within the trilingual
educational system.

TIME INVOLVEMENT:
The study will be conducted in December and the procedure will be carried out within
two weeks. The questionnaire will take 15 min and interview 30 min.

SUBJECT'S RIGHTS:

If you have read this form and have decided to allow students to participate in this
study, please understand students’ participation is voluntary and every student has the
right to withdraw his/her consent or discontinue participation at any time without
penalty or loss of benefits to which he/she is otherwise entitled. Students have the right
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to refuse to answer particular questions. The results of this research study may be
presented at scientific or professional meetings or published in scientific journals.

CONTACT INFORMATION:

Questions: If you have any questions, concerns or complaints about this research, its
procedures, risks, and benefits, you should ask the Master’s thesis Supervisor - Anas
Hajar, anas.hajar@nu.edu.kz and tel. + 70 93 90, + 69 49 70

Independent Contact: If you are not satisfied with how this study is being conducted,
or if you have any concerns, complaints, or general questions about the research or
your rights as a participant, please contact the NUGSE Research Committee at
gse_researchcommittee@nu.edu.kz

Please sign this consent form if you agree to students’ participation in this study.

« | have carefully read the information provided,

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

« lunderstand 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 students are free to withdraw from the study at any time
without giving a reason;

« With full knowledge of all the foregoing, | agree to students’ participation in
this study.

Signature Date

The extra copy of this signed and dated consent form is for you to keep.
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BEPTTEY ) K¥MbICBI KEJICIMIHIH AKITAPATTBIK ®OPMACHBI
MexkTen AupeKTOpsI YIIiH

Ka3zakcTanabIK opTa MekTen ctyaeHTTepaAiH STEM monaepi cadarpiHaa aFbLIIIBIH
TiJIiHJe ceiljiecyre JalbIHABIFbIH TYCIHY

CHUITATTAMA:

By 3eprrey xymbicel Hazapbaes YHuBepcuteriniH JKorapsl OutiM Oepy MEKTeOiHIH
3eprrey  Komurerimen  makyinmannael.  Cizmi KazakcTtaHnbplk — opTa  MEKTeN
OKYLIbUIAPBIHBIH,  JKapaTbhUIbICTaHy-MaTeMaTUKaNIbIK OarbiTTarbl (STEM) monzaepi
cabarpIHJa AarbUIIBIH TUIIHAE CeWJiecyre JalbIHABIFbIHA OCEp €TETIH Herisri
(hakTopiapsl KapacTbIpbUIAThIH 3€pTTEYTe KaTbICyFa INAKbIpaMbl3. 9-IIbl CBHIHBIN
OKyLIbUIapblHA CBHIHBINTA cayaJlHAMaHbl TOJTBIPYFa KOHE ayJAuoFa jKa3yblHa PYKCAThI
ajplHFaH Oetre-0eT cyx0aTTKa KaTbhiCy YChIHbUIaAbl. OnapAblH aHOHUMALUIIT KOHE
KYNUSJIBUIBIFBl ~ KOpPFAJIATBIH ~ Ooylafbl, ©OWTKEHI  KaThICyLIbUIAPABIH  eciMAepl
e3reprineTiH 6omaasl. COHBIMEH KaTap, ayJInoFa jKa3bUIFaH cyxOaTTap Kaylrci3 xepie
caKTajaJbl >kKoHe OlpHellle XKbUIJaH KeliH >kohbuianbl. Tangay OapbIchlHIA TEK KaHa
KEHECIII MEH 3epTTeyIll aepekTepnal Koimana ananpl. CyxOarracy OacTraiFaH COH
OKYIIIBLTAp OPBIHCHI3 JEI CaHaFaH CYpaKTapFa >kayan 6epMeyre MyMKIHIIr 6ap.

3EPTTEY ) K¥YMBICBIHA KATBICY/IbIH KAYIIITEPIMEH
APTBIKIIBIJIBIKTAPBI:

3epTTey KYMBICBIHA KATBICYIbIH KayinTepl Mmiamaibl. 3epTTey OKYIIbLIApABI HEMece
MEKTEINTI ChIHAYy MaKcaThIHJa OTKI3UIMEWAl, TeK cabak OapbhICBIHIAFBI CTYJICHTTEPIIH
aFpUIIIBIH TUTIHZET1 KapbIM-KAaThIHACKI TypPasIbl KaJIbl TYCIHIK KaJIBIITACTHIPY YIIIiH.
3epTTey TONBIK aHOHUMII OONBIN TaObUTanbl. Emn jkepAe OKYIIBIHBIH, aKmapaThl
aTaIMaNThIH O0Jaabl. AJ )KWHAIIFAH aKnapaTThl TAIAy OaphIChIHAA, Op OKYIIbIFA )KEKe
HOMIp TaralbIHJAJIaThIH OOJaibl. AJaima, KaThICYIIBUIAPIBIH cyx0OaTTacyra KETeTiH
yaKbpITBIHa KaTBICTBI OipHemie OereT TybIHAAybl MYMKIH. COHIBIKTAH 3€pTTEYIIi
CBIHBIN JKETEKINCIMEH J>XKOHE KATBhICYIIbUIApMEH CyX0aT >KYPTi3ydiH €H KOJaiiIbl
yakbITBl MEH OpHBI TaJKbUIAaHATBIH OoJyianbl. OKYMIBUIAPIBIH —FBUIBIMH-3EPTTEY
JKYMBICBIHA KAaThICyJla TOXIpUOE )KUHAKTAYbI, 63 KO3KapacTapblH O1IIipyi, MIKIpICPiHIH
MaHBI3Ibl €KEHIH TYCIHY1 )KOHE ©3JIepiHIH OKYBI Typasibl OMJIaHyFa MYMKIH/IIT1 OCBIHBIH
0opi 3epTTey/liH HOTHKecl OOMBIHINIA KAJbINTACKAH apTHIKIIBUIBIK A€ Oiayre Oomaisl.
3eprTey HoTwxkenepi Kazakcran Oi1iM callachIHBIH KbI3METKEpJIepiHe OKYIIbLIAp.IbIH
T YHpeHyeri Toxipubeci Typalbl Maiganbl TYCIHIKTEp MEH ymTuiai OiniMm Oepy
JKyHeciHAer! KUbIHABIKTap/1bl aHBIKTAyFa CENTIT1H TUT13€TiH 00napl Aen KyTiIe .

OTKI3IVIETIH YAKBITHI:

3epTTey JKENTOKCaH alblHJa ©TeJll KOHE 3epTTey KYMBICHI asiChIHAAFbl PaciMAEp eKi
anTa imHAe oTKi3iiueTiH Oonansl.CayanHaMma cypakTapblHa »kayan Oepy mamameH 15
MUHYT YaKbIT ajiaJibl, aja cyxo6ar 30 MUHYT.

KATBICYULIBI K¥YKBIKTAPBI:

Erep Ci3 Oepinren ¢opmamMeH TaHBICHIT >KOHE OKYIIbUIapFa 3epTTey >KYMBICHIHA
KaTbICyFa IIelIM KaOblUIJIacaHbl3, OKYIIBUIAPJBIH KaTBICYBl €pIKTI TYpAe €KeHiH
xabapnaiiMbi3. CoOHBIMEH Karap, opOip OKYyLIbl Ke3 KeJIreH YyaKbITTa 3epTTey
YKYMBICBIHA KAaTBICY Typajbl KeJIiCIMiH Kepl KalTapyFa HeMece TOKTaTyFa KYKbIFbI Oap.

125



UNDERSTANDING KAZAKHSTANI STUDENTS” WTC IN ENGLISH 126

OKyuIbLIapIblH 3epTTEY JKYMBICBIHA MYJIJIEM KaTbhIClayblHA Ja TOJBIK KYKBIFBI Oap.
Conpaii-ak, oKymibUiapra Kangaid ga Oip cypakrapra kayan OepmeyrepiHe ae o01eH
0onaapl. OKYIIBIHBIH JKEKE aKlapaTTapbl 3€pTTEYJIiH OapiblK >KapusUIaHFaH KOHE
»az0ara MoJIiMEeTTepiHAe KYIHUSIIBI TYPAE CaKTaIBIHABI.

BAWMJIAHBIC AKITAPATBI:

Cypakrapbinbiz: Erep Erep »xyprizumn OThIpFaH 3epTTey KYMBICBIHBIH ITPOIIEC,
KayIli MEH apThIKIIBUIBIKTaphl Typajibl CYparbIHbI3 HEMECE IaFbIMBIHBI3 00JIca, Keecl
OaliyaHbIC KypaJiiapbl apKbLIbI 3epTTey YKYMBICBIHBIH YKETEKIIICIMEeH
xabapnacybiHpI3¥a Oonanpl. Anac Xamkap, HaszapbaeB YHuBepcuteriHiH JKorapbl
oM G6epy MekTeOiHiH npodeccopsl, anas.hajar@nu.edu.kz, temn.: + 70 93 90, + 69 49
70 (xym)

Jepbec Oailnanbic aknmaparrapbl: FErep OepiireH 3eprrey  KYMBICBIHBIH
JKYPTi3UlylMEH KaHaraTTaHOacaHbI3 HEMece CypaKTapblHbI3 O€H IIaFbIMIapbIHbI3
6osica, Hazapbae VYHuuBepcuteri Korapsl burim Oepy MekreOiHIH 3epTTey
KomureTiMeH KepcCeTiIreH 3JeKTPOHIBIK Mmomra gse_researchcommittee@nu.edu.kz
’Ka3ybIHBI3 00JIaIbI.

3epTTey KYMBIChIHA OKYIIBIIAP/IBIH KaThICYbIHA KEICIMIHI3A1 OepceHi3, OepiireH
(hopMara KoJI KOFOBIHBI3/IBI CYPaMBbI3.

* Men Gepuires (popmaMeH MYKHUST TaHBICTHIM;

» MaraH 3epTTey KYMBICBIHBIH MaKCaThl MEH OHBIH MPOIIEyPachl JKalbIHIA TOJIBIK
aKmnapar oepisi;

 )KunHakTanraH aknapart MeH KYITUs MOJIIMETTEPTe TeK 3€PTTEYIIIHIH 631He KOIDKETIM/I1
YKOHE MAJIIM OOJIATBIHBIH TOJIBIK TYCIHEMIH;

* MeH oKymbUIapablH K€3 KEJITCH yaKbITTa eIIKaH al TYCIHIKTEMECi3 3epTTey
JKYMBICBIHA KaThICyAaH 6ac TapTyblHa OOJATHIHBIH TYCIHEMIH;

« MeH OFaphbl/ia aTaJIbIll OTKESH aKIapaTThl CaHAIbI TYPJE KaObUIIAIl, OKYIIbUIAPIBIH
OCBI 3ePTTCY KYMBIChIHA KAaThICAThIHABIFbIHA KEIIICEMiH.

Komnbr: Kymni:

®opmanbiH 0ip 1anacel Cizge Kagaabl
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O®OPMA UTHOPOPMAIIMOHHOI'O COI'VIACHUA
JUISL JUPEKTOPA LIKOJIbI

IToHnMaHue rOTOBHOCTH KA3aXCTAHCKHUX YYAIIMXCS CTAPUIMX KJIACCOB 0011aThCsA
Ha aHIJINiicKoOM s3bike HA ypokax STEM npeameros

OIIUCAHMUE:
Jannoe uccnenoBanue ObLIO 0700peHo MccnemoBatenbckuM KoMUTETOM Briciiei
mkoIsl oopazoBanus HazapbaeB YHuBepcuteTa. Bam npezaraercsi npuHITh ydacThe
B HMCCIICIOBAHUH 10 OCHOBHBIM (paKTOpaM, BIUSIIONIUM Ha TOTOBHOCTh Ka3aXCTAHCKUX
yyalxcs OOIIaThCsl Ha AHIJIMKUCKOM $3bIKE Ha YpOKaxX IpPEeIMETOB €CTECTBEHHO-
Maremarudeckoro HampasieHus (STEM) B crapmmx Kiaccax CpemHed IIKOMBI.
Vuamumes 9 kinaccoB OyAeT NPENIOKEHO 3alojHUTh aHKEeTy B Kiacce U C
pa3pelieHueM Ha ayJuo 3alucarTh MPUHITh y4acTHE B UHTEPBbIO. VIX aHOHMMHOCTH U
KOH(QUIEHIUAIBHOCT, OyIyT 3alllMIIEeHBbl, IIOCKOJbKY BMECTO HMMEH OyayT
HCMOJIb30BaThCd IceBAOHUMBL. Kpome Toro, ayauosanvcu OyAyT XpaHUTHCS B
Oe3omacHOM MecTe M OyAyT yJajieHbl uepe3 mapy Jier. B mporecce aHamuza TOJIBKO
Kypatop IIpoeKTa M HCCIEeAOoBaTellb HMMEIT JOCTyHn K JaHHbIM. Bo Bpems
cobeceI0oBaHUs, y yUaIIMXCs €CTh BO3MOKHOCTh HE OTBEUYaTh Ha JI000U U3 BOIIPOCOB,
KOTOpbIE€ OHU COUYTYT HEYMECTHBIMH.

PUCKU U NIPEUMYUIECTBA:

Pucku, cBsizaHHBIC ¢ HCCIIEIOBAaHMEM: MUHUMAaIbHBI. VcciemoBanne He MPOBOIUTHLCS B
LEJISTX KPUTHUKU WIN OCYXKICHUS yYaIlMXCsl WM IIKOJIBI, a JJIS TOTO, YTOOBI Pa3BUTh
o0111ee TIpe/ICTaBICHHE O TOM, KaK YUYCHHKH BOCIPHHHUMAIOT CBOE OOIIEHHWE B Kilacce
Ha aHIJIMMCKOM s3bIKE. AHOHUMHOCTBH HCCIIEJOBaHUsA TapaHThupoBaHa. Hukakue
JIMYHBIC JTaHHBIE HE OyAyT YIOMSHYTHI B JIOOBIX (hOopMax oOTdeTa W IPE3CHTAIUU
pe3ynbTaToB. IMeHa y4yacTHUKOB HE OyAyT pasTJIallieHbl;, K KaXIOMY YUYCHUKY OyaeT
MPHUCBOCHA OMpEJICICHHBI HOMEp. TeM He MeHee, eCTh HEeKOTOPhIe HEe3HAYUTEIIbHBIC
PHCKH, CBSI3aHHBIE CO BPEMEHEM YYaCTHHKOB, KOTOPOE OHHM MOTPATIAT HA UHTEPBHIO. B
CBSI3M C OTUM, MCCIeAOBaTelb coOupaeTcss OOCyauTh C TMpenojaBareieM |
YYaCTHUKAMHU BpPEeMsI U MECTO JUJIs MPOBEJCHUS HMHTEpBbIO. [IpenmyiiecTBa, KOTOphie
MOXKHO OKHIaTh B PE3yJbTATE 3TOTO MCCICAOBAHMUS, 3aKIIOYAIOTCS B TOM, yYalluecs
MOJIy4aT OIBIT YYaCTHs B UCCJICAOBAHUH, YTO MTO3BOJIUT UM YOEIUTHCS O BAXKHOCTH HX
MHEHUS, BBIPA3UTh CBOE€ MHEHHME W MOPA3MBICIUTH O CBOeM oOydeHwuil. Pe3ynbTarsl
HCCJIEIOBAaHUE TTO3BOJISIT 3aMHTEPECOBAHHBIM CTOpOHaM B oOpa3zoBanuu B Kazaxcrane
Jy4Ille O3HAKOMHUTBCS C OINBITOM HW3YyYEHUS S3blKa YYaIlUXCS U, BO3MOXHO, C
poOJieMaMH B CUCTEME TPEXbI3BIYHOTO O0Opa30BaHUS TOXKE.

BPEMA YYACTUA:
UccnenoBanue mnpoBoAMTCS B Jiekabpe M mporeaypa cbopa HaHHBIX Oyner
OCYILIECTBJIEHA B TEUEHHUE JIBYX HENENb. AHKETUPOBAHHUE 3aliMET IPUMEPHO 15 MUHYT,
HMHTEPBBIO - 30 MUHYT.

INPABA YYACTHUMKOB:

Ecaun Bl npountanu naHHyro (GopMy M pa3pelIid ydyalluMcsl IPUHSATh y4acTHE B
JTAaHHOM HCCJIE0BaHWU, BBl JTOIDKHBI MOHUMATh, YTO Y4YacTHE YYAIUXCs SIBIISETCS
TOOPOBOJIBHBIM M YTO Yy HHMX €CTh IIPaBO OTO3BaTh CBOE COIVIACHE WJIM MPEKPaTUTH
ydacTHe B JIt000e BpeMs 0e3 mrTpadHbIX CaHKIUNA U 0e3 MOTepH COLMAIBHOTO MaKeTa,
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KOTOPBIN UM IIPEIOCTABIIIIN. TaKKe ydaluicss UMeeT IIPaBO OTKAa3aTbCsl OTBEYaTh Ha
KOHKpETHBIE BONpPOCHL. MHIuBUAyalbHAs KOH(PUIACHIMAIBLHOCTh ydYallerocs OyAeT
COXPAHATHCS BO BCEX OIYOJMKOBAHHBIX M IHUCHMEHHBIX [IaHHBIX, MOJYYCHHBIX B
pe3yJIbTaTe UCCIEIOBAHUS.

KOHTAKTHAS HH®OPMALIUS:

Bonpocsi: Eciin y Bac ecTh Bonpochkl, 3aMeuaHusi WIM Kajlo0bl 110 MOBOAY JAHHOTO
HCCIIEIOBAHNs, MPOLENYpPbl €r0 IPOBEICHMS, PUCKOB M IpeumMyliecTB, Bbl mMoxere
CBSI3aThCS C HAYUYHBIM PYKOBOJUTEIEM MarucTepckoil paboThl, HCIOJIb3Ys CIEAYIOIINE
nannbie: Anac Xamkap, anas.hajar@nu.edu.kz u ten. + 70 93 90, + 69 49 70.

He3aBucumblie KOHTakThbl: Eciu Bbl He yHdOBIETBOPEHBI MPOBEACHHUEM JAHHOIO
rccliieioBaHusl, eciu y Bac Bo3HMKIN Kakue-mub0 npoOiaeMsl, ajao0bl UK BOIPOCHI,
Ber moxere ornpaButh nmcemo Komurery HMcecnenoBanmii Beicmieinn  IIxkossl
O06pa3zoBanus Hazap6aeB Yuupepcurera Ha DIIEKTPOHHBIN azpec
gse_researchcommittee@nu.edu.kz

[Toxanyiicra, mognuIIUTe AaHHYIO (popMy coriiacusi, ecii Bbl corjacHbl Ha y4yacTue
YYaluxcst B 3TOM UCCIICIOBAaHHH.

* 5l BHUMAaTENBHO U3YYHII () NPEeIOCTaBICHHYI0 HHPOPMAIINIO;

* MHe npeI0CTaBIIIH MOJTHY0 HH()OPMAITHIO O MEJIAX U MPOIEIyPE HCCIICIOBAHHS;

* Sl monumaro, Kkak OyIyT MCTIOIBL30BaHbl COOpaHHBIC JaHHBIC, M YTO JIOCTYM K JIFOOOMU
KoH(pUICHIIMATLHOW WHpOpMAIUK OyJAeT UMETh TOJBKO HCCIEA0BaTeNlb, 1 HE OyIeT
OTKpBITa KOMY-THOO €111e;

* Sl moHMMalo, YTO ydalluecs BOpaBe B JIF00OOII MOMEHT OTKa3aThCs OT y4acTus B
JTAaHHOM HCCJICIOBaHUHU 0€3 OOBSICHEHUSI TIPUYHH;

* C TMOJHBIM OCO3HAHUEM BCEro BBIIIEU3JIOKEHHOTO 51 COIIaceH (Ha) Ha ydyacTue
y4aliuxcs B ’TOM UCCIIeIOBAaHUH.

Tloanuce Jlara

Konusi 3T0#i NOANMUCAHHOM U JATUPOBAHHOI (POPMBI COTJIACHA OCTAETCS BaM
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