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ABSTRACT

A Language Socialization Lens to investigate Pre-Service Students’ Kazakh and

Russian Language Teacher Training in a Trilingual Context

This study delves into the socialization process of pre-service Kazakh and Russian language
teachers within the context of a pedagogical university in Kazakhstan. Drawing on the
theoretical framework of language socialization, this research studies how these future
teachers are socialized into their future roles, what implications their teacher training hold for
their emotions, and how their views on language pedagogy shape their professional identity.
The study employs a qualitative approach, utilizing semi-structured interviews to gather

insights from a sample of 5 pre-service teachers.

The findings revealed that pre-service language teachers often rely on their professors'
experiences and mimic their teaching approaches, reflecting a transmission teaching
approach. This highlights the need for a more constructivist and student-centered pedagogical
approach to bridge the gap between traditional teaching methods and contemporary language
teaching theories. The study also uncovered a lack of integration between language and
pedagogy courses, which results in a theory-practice gap. This gap hinders the integration of
language proficiency with effective teaching strategies and limits the participants' ability to

make pedagogical decisions based on language use in social contexts.

The findings of the study also revealed that pre-service language teachers undergo a range of
emotions as they navigate their journey toward becoming language educators. While some
participants expressed positive emotions such as enthusiasm, passion, and a sense of purpose,
others reported experiencing negative emotions such as anxiety, and frustration. These
emotional experiences are closely intertwined with their learning experiences, teaching

practices, and the challenges they encounter throughout their training.



In conclusion, this study contributes to the understanding of how pre-service Kazakh and
Russian language teachers are socialized into their future roles and how their views on
language pedagogy shape their professional identity. The findings highlight the need for
transformative changes in teacher education programs to address the challenges identified
and better prepare future language teachers for their roles as language assessors and

facilitators of language learning.

Keywords: language socialization, emotions, pre-service teachers.



Anjgarna
by 3eprrey Kazakcranmarsl nie1arorukasiblK YHUBEPCUTET KOHTEKCTIHIIETT OOIaIaK Ka3ak
YKOHE OPBIC TUTI MyFATIMCPIHIH QJICYMETTEHY YaepiciH 3epTTeiai. TUIik oneyMeTTeHy 1iH
TEOPHSUIBIK HETi3iHe CyiieHe OTBIPHII, OYJI 3epTTEY MeIarorukajiblK OaFaapiama
CTYJICHTTEPIHIH KeJICIIEK poJiiepiHe Kajlald oJICyMETTCHETIHIH, OJIapAblH MYFaIIIM/TIK
JAWBIHIBIFBI ©3]/ICPIHIH AMOIMSIApbIHA KaHIall 9cep €TETiHIH KoHE T MeJarOruKachlHa
JIeTeH KO3KapacTapbIHBIH OJapblH KOCiOU TYJIFAChIH Kallall KAJIbINTACTHIPATBIHBIH 3€PTTEHII.
3epTTeyae Oonamiak MyFaTiMIepACH aklaparT )KUHay YIIiH )KapThUlail KYPbUIBIMIBIK

cyxOaTTap maianaHbuIa OTBIPHII, CATAIIBIK /IIC KOJITaHBLIIBI.

Hormxkenep Oonamak Myramimaep/IiH keOiHece 63 mpodeccopiaapbiHbIH TOKIpUOeciHe
CYHEHETIHIH 9HE OJIAp/bIH OKBITY TOCUIIEpiHE eNIKTeUTIHIH KopceTei, Oy
TPAHCMUCCUSITBIK OKBITY TOCUTIH KepceTell. byl JocTypiii OKbITY 9[ICTEP MEH Ka3ipri Tl
OKBITY TEOPUsSIIAPhl apaChIHIAFbl ANIIAKTHIKTHI 32Ty YIIIIH HEFYPJIBIM KOHCTPYKTHUBTI )KOHE
CTYACHTKE OarbITTaJIFaH MeJarorukajiblK TOCUIAIH KAKETTIIITH KepceTei. 3epTTey COHbIMEH
KaTap Ti1 MEH Mearoruka KypcTaphbl apachlHIaFbl MHTETPAIMSIHBIH a3/IbIFbIH aHBIKTAIbI,
COHBIH CalIapbIHAH TEOPHUS MEH MPAKTUKAIBIK ANIIAKTHIK TYBIHIANWABI. By OTKBUIBIK T
MEHTrepy JIeHIeiiH THIM/I OKBITY CTpaTerusaapbiMeH OipiKTipyre KeAepri KeaTipeal xKoHe
KATBICYIIBITIAP/IBIH SJIE€YMETTIK KOHTEKCTE TUII KOJAaHy HETi3iHAe MegarorukaibiK

nrenrimMaep Kaobliiay MyMKIHAITH MeKTeHIi.

3epTTey HOTHXKENepl COHBIMEH KaTap OoJamiak TiI MyFalliMIepl 03 *KOJIbIHAA KOTITETeH
sMoLMsIapibl OacTaH KemipeTiHiH kepceTeni. Keilip KaTbiCylibuiap bIHTA, KbI3bIFYIIBUIBIK
ce31Mi CHSKTBI )KaFbIMIBI SMOIUSIIAP/IBI OLIIIpce, 6acKamaphbl alaHIayIIBLIBIK KOHE
(dbpycTpanus CHSIKTHI )KaFbIMCBI3 OMOIMSUIAPBI OacTaH KeulipreHin xadapiaasl. by
AMOITMOJIAP OJIAP/BIH OKY TOKIpUOECIMEH, OKBITY MAIILIFBIMEH XKoHE O1TIM airy OapbhIChIHIA

KE3/IECETIH KHUBIHIBIKTAPHIMEH THIFbI3 OalIaHBICTHI.
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KopsIThIHIBLIAN KeTe, OYJT 3epTTey Ka3ak KoHE OpBIC TUIACPI MyFaliMIepiHiH Ooammak
peJIiHe Kajaii oJIeyMeTTEHETIHIH J)KOHE OJIapJIbIH TLI TIeIarOrMKachlHa KO3KapacTaphl
oJIapbIH KociOM TYJIFAChIH KaJlail KaJbITaCThIPATBIHBIH TYCIHYTE bIKHaN ereii. HoTmkenep
aHBIKTAJIFaH MIHACTTEP/Il IICITy JKoHE OOoJIalaK TiJI MyFalliMIepl MEH TiJl YUpeHYaiH
(hacumuTaTOpHl PETIHAETI POJACPIHE KAKChIPAK JalbIHIAAY YIIIH MYFaIIMIEPIiH Oi1iM Oepy

OarapiiamMaliapbIHIaFbl TPAHC(HOPMAITUSIIBIK ©3TepICTePIH KAKETTUIITH KOPCETEI].

Tytiinoi co30ep. TINAIK dNIEyMETTEHY, YMOIHSIIAP, OOJalIaK MyFaimMIep.
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AHHOTALUA
B naHHOM Hccien0BaHNM pacCMaTPUBAETCS MPOIECC COMMAIU3AIMN Oy IyIINX yIUTeIeh
Ka3axCKOT'0 U PYCCKOTO SI3BIKOB B YCJIOBHSX MeIarornueckoro By3a B Kazaxcrane.
OCHOBBIBasICh Ha TEOPETHUECKOM OCHOBE SI3BIKOBOM COITMATN3AIIMU, ITO UCCIIEIOBaHUE
M3YyYaeT, KaK CTYJEHTHI IeIarorTHYeCKOi MPorpaMMbl COLIUATTU3UPYIOTCS B CBOM OyayIne
pOJIH, KaK UX 00y4eHHE BIUSET Ha UX IMOIIMH U KaK WX OTHOIICHHUE K S3BIKOBOMU IEIarOTUKe
dbopMupyet ux npodeccuoHalbHYI0 HACHTUYHOCTh. B Hcclie[0BaHnN NCTIONB30BaJICs
KaueCTBEHHBIA METO/] C UCIIOJIb30BAHUEM IMOIYCTPYKTYPUPOBAHHBIX HHTEPBbIO /17151 cOopa

uH(popMaluy OT OyIyIIUX YUUTEIeH.

PGSyHLTaTbI IIOKa3bIBAKOT, YTO 6yz1ymI/Ie YUUTEIIA 4aCTO IMOJIAraroTCs Ha OIIBIT CBOUX
HpO(beCCOpOB U IoApaXKarT UX METOAaM O6y‘IeHI/I${, 49TO CBUACTCIBCTBYCT O
TPpaHCMHUCCHOHHOM IIOJAXOJC K O6y‘{eHI/IIO. 9T0 INOAYCPKHUBACT H606XOI[I/IMOCTB boiee
KOHCTPYKTHBHOTO IIEAArOTHYECKOI0 NMNoaAXoa, OpUCHTUPOBAHHOI'O HAa yUallIUXCA, JJI
Ipeoa0JICHUA HECCOTBETCTBUA MCKAY TPAAUIIUOHHBIMU METOJaMU o6yquH${ u
COBPCMCHHBIMU TCOPUAMHU U3YUCHHS SA3bIKA. HccnenoBaHue TakKe BBIABUIIO OTCYTCTBHC
HHTETrpallu MCEKAY A3BIKOBBIMHA U IIEAATrOTHYCCKUMU KYpPCaMH, UYTO IMPUBEIIO K
PACXOKACHUIO MCIKIY Teopneﬁ u HpaKTHKOﬁ. 9T0T HpO6€J'I NpEIATCTBYCT MHTETpallun
BJIaJACHHUSA A3BIKOM C Sq)(l)eKTI/IBHHMI/I CTPATCTUAMU O6y‘-ICHI/I5{ " OIrpaHUYINBACT CIIOCOOHOCTH
YYaCTHUKOB MPUHUMATDh NCAArOrNYCCKUEC PCUICHU 1, OCHOBAHHBIC HA UCIIOJIb30BAHNHU SA3bIKA B

CoOMaJIbHBIX KOHTCKCTAax.

PesynbTaThl Mccneq0BaHNS TaK)Ke TOKA3bIBAIOT, YTO OYIylIHMEe YUYUTENS SA3bIKOB UCIIBITHIBAIOT
MHOECTBO 3MOLIMI HAa CBOEM ITyTH. B TO BpeMs Kak HEKOTOpbIE YHaCTHUKH BbIpAXKaJIA
MOJIOKUTEIbHBIE IMOLIMH, TAKHE KaK SHTY3Ma3M U UHTEpeC, APyTrrue cooOIan 0 HeraTUBHBIX

OMOIMAX, TAKUX KaK TPEBOra U pa3zodapOBaHUC. Ot OMOIIMH TECHO CBs3aHbI C UX OIIBITOM
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06y‘lCHI/I${, HpaKTHKOﬁ npenoaaBaHusa U TPYAHOCTAMHA, C KOTOPBIMH OHH CTAJIKMBAIOTCA BO

BpeMst 00yUYeHUS.

B 3axiroueHue, 3T0 UcciIeA0BaHNE CIIOCOOCTBYET IOHUMAHUIO TOTO, KaK YUUTENS Ka3aXCKOI0
U PYCCKOTO SI3bIKOB COLMAIIM3UPYIOTCS B CBOM OyIyIlIM€E POJIM U KaK UX OTHOILIEHUE K
S3BIKOBOM Teiaroruke (opMupyer ux npohecCHOHaIbHYI0 HACHTHYHOCTD. [loryueHHbIe
JaHHBIE TOTYEPKUBAIOT HEOOXOAMMOCTD TPaHC(HOPMALIMOHHBIX U3MEHEHUH B IIpOrpaMmmax
00y4YeHHS yuuTeNeH Ui pelieHNs BBISIBICHHBIX TPOOJIEM U JIydIIei MOIrOTOBKH Oy TyIIHX
YUMUTEJIEH MHOCTPAaHHBIX S3bIKOB K IIPETIOAABATEILCKOM poin U (PaCUIIUTATOPOB U3yUEHUS

S3bIKA.

Knrouesvie cnosa: sa3pIKOBas conyajau3anusa, SMOILIMH, 6yI{y1u1/Ie npenoaaBaTeiu.
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1. Introduction

Scholars across various fields widely dispute Western dualistic thinking that divides
mind from body, mental processes from social ones, and language learning from language
usage (Watson-Gegeo, 2004). Such thinking has significant implications for language
socialization and identity construction because the separation of language learning from
usage implies that language is learned separately from its social and cultural context.
However, language socialization theorists argue that language learning and usage are
intertwined because when learning, individuals acquire and learn the language, values, and
cultural norms of their community (Ochs & Schieffelin, 1986). Furthermore, the separation of
mind from body and mental processes from social ones implies that individual identity is
separate from the social and cultural context in which it is constructed. Separating the mind
from the body can lead to essentializing and reifying identity while neglecting the role of
language in identity and cultural construction, and arguing that identity is constructed through
social interactions and language use (Norton, 2013). For this reason, language socialization
research foreground that language learning is both social and mental; both are necessary and
mutually dependent, which challenges us to broaden its scope to include mental functions like
language knowledge, voluntary memory, or rational thought, but also lower-level functions
like emotions as higher-level processes cannot work separately from them (Lantolf, 2000;

Pavlenko, 2006; Watson-Gegeo, 2004).

The socialization power of education, schools and teachers often involves promoting a
singular interpretation of identity through nationalistic discourse, which aims to create a
sense of unity and commitment to the nation (Cazden et al., 1996; Norton, 2013). In the past,
Kazakhstan was a part of the Soviet Union, and Russian was the dominant language. As a
result, many Kazakh children grew up speaking Russian as their primary language, rather

than Kazakh. For example, in the Soviet era, schools in Kazakhstan were conducted in
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Russian, and most textbooks were also in Russian. This meant that Kazakh children learned
to read, write, and speak primarily in Russian. Therefore, educational institutions can
unintentionally transmit a particular ideology that can stifle reflection and limit alternative
discursive constructions. Teachers’ use of nationalistic discourse or particular language
learning methods can symbolically anchor identity and cultural capital. If such socialization
denies learners’ linguistic or cultural identities, it can have a negative impact on how they

feel about the target language (Block, 2007).

In the field of language learning, research has shown that students’ emotions and
feelings are critical in understanding language learning processes, student motivation, and
interest (Méndez Lopez & Aguilar Pefia, 2013; Meyer & Turner, 2006; Pekrun et al., 2002).
Therefore, students’ emotions are connected to their exposure to particular language learning
situations, such as previous language learning experiences, the social context, and teachers’
pedagogies (Pekrun et al., 2002; Sansone & Thoman, 2005). This view is also supported by
Stevick (1980), who pointed out that language acquisition or proficiency should go beyond a
focus on the resources, language teaching methods, and the environment to also include what
happens inside the students in the classroom. For this reason, research about the social and
psychological factors in language learning is relevant to the trilingual education context in
Kazakhstan, where Kazakh and Russian dominant students have to gain proficiency in these
two as an additional language (L2). As a result, shedding light on the social environment and
students’ emotions during Kazakh and Russian language learning/instruction can shed light

on how L2 pre-service teachers are socialized into their future teaching roles.

1.1. Background of the Field of Study
Language acquisition is fluid and multifaceted, and it is influenced by a variety of social
and psychological elements (Tavakoli & Jones, 2018). From social dimensions, factors such as

the competence to interact in a variety of societal settings (Bachman, 1990; Canale & Swain,
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1980; Hymes, 1974), interactional abilities related to the capability to maintain cultural
relations (Kasper, 2006; Kramsch, 1986), transactional, intercultural and symbolic capital
(Byram, 2020; Kramsch, 2006; Richards, 2008) has been shown to impact language acquisition
or language learning and students’ capacity to function in a multilingual environment.
Consequently, language acquisition is a complex and dynamic process that involves the ability
to interact in different social contexts, maintain cultural relationships, and develop
interculturally which are crucial for successful language learning. Therefore, we need research
that not only focuses on the linguistic aspects but also on how the multifaceted nature of
language learning in particular contexts contributes to respect for diversity and intercultural
understanding. To do this, we need a dual focus on the social and psychological factors in
language learning.

According to Dewaele (2013), contextual, psychological, cognitive and neurological,
and ideological factors can influence the process of learning a second language (L2). Tavakoli
and Jones (2018) identify four types of individual differences (IDs) that affect students'
language behaviors and how they learn languages, namely, cognitive, affective, conational, and
behavioral differences. These differences relate to how knowledge is contained and analyzed
in the human brain, how students' goals and preferences impact their behavior, how students'
sentiments and emotions affect their language learning and students' learned habits of how they
learn languages. Therefore, it is crucial to consider students' unique characteristics or IDs when
developing teaching strategies as they explain the differences amongst students and how these
variations enhance or hinder L2 acquisition. However, the impact of language socialization on
student emotions in relation to L2 teacher training and their future roles as language teachers
in the Kazakhstani context still needs to be explored.

Language Socialization (LS) theory is an interactional theory that emphasizes that

“socialization to use language and socialization through the usage of language” (p. 163) are
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two interrelated processes because language teaching can transmit traditional cultural values
at the same time that language learning occurs (Schieffelin & Ochs, 1986). Therefore, LS
might be seen as ‘a process of assigning situational, i.e., indexical meanings...to particular
forms’ (Ochs, 1996: 410-411); how language is used or taught affects how we perceive the
world (Ochs, 1988). For example, it refers to situations in which language learners are
instructed on what to say in a certain situation which can be either direct or indirect in lifelike
settings (DuFon, 1994). For example, teachers’ beliefs about grammar teaching is an indirect
socialization for pre-service teachers to teach in similar ways, which can cause the formation
of a narrowly specialized language teaching base among students with implications for their
future practice. As such, the LS theory advises instructors to be aware of the existing and
potential future policy aims when they socialize learners into teaching foreign languages. My
research addresses the question of how pre-service teachers are socialized during their

language teacher training and the impact on their emotions and future visions as teachers.

According to the Law on the Language of the Republic of Kazakhstan (2019),
students studying language specialties are tasked with revitalizing the Kazakh language while
also opening avenues for using Russian and other foreign languages. The reinstatement of
Kazakh education, the addition of Kazakh as a required subject in Russian-medium schools,
the creation of curriculum materials and textbooks in Kazakh, as well as an increase in the
number of teachers who instruct in the language, have all been policy-driven changes that
have fundamentally endorsed the progress of the Kazakh language in the educational field
(Smagulova, 2016, p.95). As a result, the number of students enrolled in schools where
Kazakh was the primary language of instruction increased from 1991 to 2017, with nearly
90% of ethnic Kazakh children doing so by the end of 2017, compared to a decrease in

enrollment in Russian (Altynbekova, 2011).
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However, the existence of Kazakh-medium instruction did not lead to the total
immersion of children into the Kazakh language, as they continued to speak Russian outside
of school (Fierman, 2006). Those ethnic Kazakhs who have not learned the language may
now face social tension from citizens and may be labeled as “shala Kazakh," indicating that
they are not genuine citizens or have forgotten their origins, which could affect their
motivation to continue learning the language. Similarly, Kazakhs who speak weakly in
Russian may be called "mambet," and both groups may face various forms of language
discrimination. Consequently, LS research in Kazakhstan about the nature of Kazakh and
Russian language teacher training and how it socializes future language teachers is essential
because their language ideologies about national identity and language teaching hold

consequences for their students’ emotions about Kazakh and Russian language learning.

1.2. Research Context: Implications of Language Change

Following the collapse of the USSR, post-Soviet states established their own
geographical territories and began to employ the use of national language (Fierman, 2009).
Nevertheless, in Kazakhstan, Kyrgyzstan, and Ukraine, the language switch to the national
language from Russian has been challenged because most of the titulars were under a high
level of Russification influence (Pavlenko, 2008). As a result, Russian functioned as the
lingua franca which led to the use of Kazakh and Russian for interaction (Zabrodskaja &

Ehala, 2015).

Since its sovereignty in 1991, Kazakhstan has implemented several major educational
reforms in the strive to increase its competitiveness on the international stage. One significant
reform was the adoption of a trilingual education policy (MoES, 2007). This trilingual policy
meant that Kazakhstan became the first country in Central Asia to implement three languages
as a medium of instruction for schools from kindergarten to graduate level (Karabassova,

2020). Throughout the past ten years, there has been an increase in the emphasis placed on
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the promotion of trilingual education in government documents, initiatives, and Presidential
speeches. For example, the State Program of Education Development in the Republic of
Kazakhstan (SPED, 2011-2020) declared that the number of trilingual schools would grow
from 110 to 700 by 2020 in an effort to meet higher policy objectives. Higher education and
universities in Kazakhstan have also been impacted by the trilingual education reform in their

quest to become globally competitive in science and research.

According to Information-Analytic Center (2021), 620,081 students were enrolled in
educational programs of higher and (or) postgraduate education, of which 105,983 students,
or 17.1% studied in English. In 2021, 70 universities implemented training in three
languages. Until 2022, the trilingual policy in the country's universities was carried out on the
principle of 50:20:30. The number of disciplines of the educational program providing
training in three languages had to correspond to the structure: 50% of disciplines in their
native language, 20% in the second language (Kazakh or Russian), 30% of disciplines,
starting from the 3rd year of study in English (MoES, 2018). Institutions of higher and
postgraduate education that incorporate trilingual education programs make arrangements
and schedule educational activities in three languages, including the language of instruction, a
secondary language, and English. Now Organizations of higher professional education
(OHPE) independently determine the percentage of disciplines taught in the language of
instruction, the second and English languages (MoHES, 2022). Based on the statistics, it can

be determined that considerable attention was given to the English language.

However, what is underexposed is how pedagogical university language teacher
training for Russian and Kazakh pre-service teachers have changed under the law on the
Language of the Republic of Kazakhstan (2019). Italmasova et al. (2022) mention that even if
there is an official document on the implementation of the language policy in the country for

2020-2025, many still choose Russian as the language of interethnic communication.
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Therefore, the nature of Kazakh and Russian teacher training can reveal how students are
socialized and how (if) it plays a role in future teachers' language ideologies about language
and cultural capital in Kazakhstan. In addition, Zhalgaspayev (2021) found that the explicit
curriculum continues to reflect behaviourist teaching methods implying that teachers lack the
methodological support and flexibility necessary for the transformation of education. With
the same view on the educational process, Bakhytzhanova (2018) notes that not all teachers
are ready or competent enough to conduct classes based on the language policy in the
country. Respectively, it can be assumed that some teachers of the Russian language in
Kazakh classes and Kazakh language in Russian classes might not have constructivist
pedagogical competencies. As Medeshova and Bakytzhanova (2017) note, the difference in
language and social competencies is especially evident in rural areas of our country.
Nevertheless, the question of language socialization of future teachers of Kazakh and Russian
languages remains very important since these students will be the future teachers responsible

for education and are also entrusted with the role of language socialization in our country.

Even though LS research in Kazakhstani teacher training is underexplored, there are
studies concerning students' emotions in language-learning universities. However, in almost
all cases, great emphasis was placed on English, as well as on feelings of language anxiety,
and enjoyment within the language classroom (Akshalova, 2019; Myrzakulova, 2019;
Rakhimzhanova, 2022). Only one study was directed to the Foreign Language Enjoyment and
Foreign Language Classroom Anxiety of Kazakh learners of Turkish (Dewaele et al., 2022).
However, studies on LS and how the Russian and Kazakh language teacher training could
impact students’ beliefs, emotions, and future language teaching approaches.
Correspondingly, this study will address a gap by focusing on language pre-service teachers’
socialization and their corresponding emotions when specializing in the Kazakh and Russian

languages. The role of language socialization remains underestimated in the training of future
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teachers and is often neglected in teaching, which might result in formal Russian and Kazakh

grammatical language competencies and the practice of socialization in Russian in particular.

1.3. Problem Statement

The Trilingual Education Policy provides for the teaching of three languages, and it is
supported by arguments for strengthening the country and elevating Kazakh as a language of
identity. Various research has shown how pupils' linguistic preferences and attitudes toward
linguistic capital are influenced by family socialization, technology, and the economic
prospects connected with competence in Russian (Akanova, 2017; Ayazbayeva, 2017;
Smagulova, 2019). Interestingly, limited research explored how teacher trainers, their
linguistic ideologies, and methods of teaching influence future language teachers’ emotions
and attitudes about Kazakh or Russian as an additional language (L2). This study explores
this research gap because it investigates the nature of Kazakh and Russian pedagogical
training and how (if) it can function as powerful socialization spaces that can raise or lower
language status with unintended consequences for Trilingual Education and Kazakh language
revitalization specifically.

Also, the curriculum for language as a subject has transformed to incorporate second
language acquisition theories related to communicative language teaching and the socio-
cultural aspects of language use, as stated by the Ministry of Education and Science (MoES,
2016). Consequently, this reformed field of second language (L2) teaching presents an
opportunity to promote the national identity, status, and prestige of the Kazakh language
when students use their L2 in authentic contexts and error-free environments. However,
policy implementation can be influenced by teachers' values and approaches to language
teaching, as noted by Cullinan (2016). Previously, the old system emphasized traditional
language teaching theories, whereas now teachers act as facilitators of language learning,

with an emphasis on students' understanding of language as a starting point (Graves &
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Garton, 2017). Consequently, an LS lens can highlight language teacher trainers’ ideologies
about language learning theories that underpin Kazakh and Russian and the implications they

hold for constructing students’ future language teaching approaches.

1.4. Purpose of the Study

The ability of students to acquire foreign language learning competencies are
influenced by a variety of factors. For instance, Tavakoli and Jones (2018) argue that the
psychosocial or mental elements can have an impact on language learning in positive or
negative ways. For this reason, considering Kazakh and Russian-dominant students’ attitudes
and emotions in language learning is crucial because it can influence their language learning
and future teaching. Moreover, the role of social factors is also essential, not only in the
language development of the student but also in pedagogics, as this is the determinant of their
future vision of themselves as teachers in the context of society. As a result, LS associated
with social factors, such as teacher trainers’ language ideologies and pedagogical approaches,
and psychosocial factors, such as students’ emotions and feelings can reveal how future
teachers conceptualize their future roles as language teachers. As a result, the purpose of this
research is to understand how pre-service Kazakhstani language teachers experience their
Kazakh and Russian language teacher training in one region in Kazakhstan, and how this

experience affects their attitude, emotions, and future language teaching roles.

1.5. Research Questions
Main RQ. How are pre-service Kazakh and Russian language teachers socialized into their
future roles at a pedagogical university in one region in Kazakhstan?

1.1. How do these pre-service L2 language teachers experience their language teaching
courses?

1.2. What implications does their L2 teacher training hold for their emotions?
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1.6. Significance of the Study

The results of this study can inform the development of effective pedagogical
strategies that promote language acquisition and socialization, enhance teacher students'
understanding of the language socialization process, and inform language revitalization
efforts by identifying effective strategies to preserve languages. This research is very
important in revealing the experience of students in pedagogical programs and consistently
studying the impact of their personal experiences on their future practices and emotions. The
significance of emotions in language acquisition and language socialization of pre-service
teachers in a trilingual context is underexplored in the Kazakhstani context. If the students'
experience is limited only to negative emotions such as anxiety and fear, then this will
directly affect their socialization as teachers. Consequently, the frequent practice of using
language in various, especially pedagogical contexts, will help to reveal the capabilities of
aspiring teachers and the importance of their feelings when studying in pedagogical
specialties. Additionally, the role of LS in language teacher training programs has not
received much attention. Meanwhile, with the situation of changing language discourse in the
last 30 years in Kazakhstan, it is very important to study the perspectives of students towards
learning Kazakh and Russian and analyze how these perspectives and emotions of students
during the study of these languages affect their attitudes toward these languages and their

future role as pedagogues.

1.7. Definition of Key Terms

The following definitions were used in this study:

L2 - For the Kazakhstani context, where for some people, L2 can be both Kazakh and
Russian, and Russian is not considered a foreign language, | decided to use the term L2,

which can be used to address both languages.
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Affective factors in education refer to "the emotional and attitudinal dimensions that
influence learning and performance in academic settings™ (Pekrun et al., 2009, p. 137). These
factors can include emotions such as anxiety, frustration, and boredom, as well as attitudes

toward learning, self-efficacy beliefs, and motivation (Schunk & Pajares, 2005).

Psychological factors in education refer to the cognitive, emotional, and social
factors that influence learning and performance in educational contexts, including motivation,
self-regulation, learning strategies, self-efficacy, and attitudes toward learning (Woolfolk,

2018).

Emotions in language learning can be defined as "subjective experiences that reflect
the individual's appraisal of the relevance of a situation to their well-being" (Dewaele, 2019,
p. 2). Emotions in language learning can be classified into two main types: positive and
negative emotions. Positive emotions include enjoyment, curiosity, and excitement, while
negative emotions can include anxiety, frustration, and boredom (Pekrun, Elliot, & Maier,

2009).

Social factors in language learning refer to the social, cultural, and contextual
elements that influence language acquisition and language use. These factors can include
aspects such as social identity, cultural background, and the communicative environment in
which language is used (Norton, 2013). In particular, social factors such as the cultural norms
and values associated with language use can influence learners' perceptions of the language

and their willingness to engage with it in authentic communicative contexts.

Language socialization can be defined as a mechanism of how human beings learn
and acquire norms, values, and communicative practices within their culture (Ochs &

Schieffelin, 1984). According to this perspective, language acquisition is not simply a matter
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of acquiring linguistic structures and vocabulary but rather a process of socialization into a

particular cultural and linguistic community.

Pre-service teachers' language learning beliefs can be described as their attitudes,
beliefs, and values about language learning, which are shaped by their personal experiences

and the cultural context in which they live (Rahman, 2013).

1.8. Summary

This qualitative research will focus on how language socialization affects language
learning processes, students’ emotions, and views of their future language teaching roles at
Kazakhstani universities’ pedagogical programs. The present thesis includes six chapters.
Chapter 1 introduced a background and context to the research problem and presented the
purpose and the research questions guiding this study. The subsequent chapter 2 is devoted to
a review of theories and relevant literature about language socialization during students’
experiences of learning languages. Chapter 3 focuses on the research methodology and
ethical considerations. In Chapter 4, the findings are presented and are followed by Chapter
5, which discusses the findings in relation to previous research. This thesis concludes with
Chapter 6, which gives an overview of the findings, presents the implications and the study’s

limitations, and makes some recommendations for further research.
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2. Literature Review

The previous chapter introduced the study background, purpose, and research
questions. The purpose of this chapter is to review the existing literature on different factors
affecting language learning, Language socialization theory in education, and language
teaching and learning approaches to understand what pre-service teachers’ language learning
experiences are and how this experience affects their attitudes and emotions toward these
languages, as well as their future pedagogical practices. The main research question of the
study is: 1) How are pre-service Kazakh and Russian language teachers socialized into their
future roles at a pedagogical university in one region in Kazakhstan? The sub-questions are:
1.1) How do pre-service L2 language teachers experience their language teaching courses?
and 1.2) What implications does their L2 teacher training hold for their emotions? This
literature review section has the following five subsections: (a) language socialization theory;
(b) language socialization in education; (c) social factors in language learning; (d) affective
factors in language learning; (e) analytical framework of the study based on language

socialization theory.

The relationship between education and a nation's economy is often seen as
significant, with different conceptualizations of curriculum depending on the context
(Kazakhstan-2050, 2017). In Kazakhstan, the discourse surrounding economic markets and
globalization has influenced educational policy, leading to the inclusion of ideologies that
promote education for both nationhood and the global society. Two major educational
reforms in the post-Soviet Kazakh context have been the adoption of the Trilingual Education
Policy and a language instruction curriculum (Yakavets, 2014). These reforms prioritize
language as a central component, as they aim to incorporate English, Russian, and Kazakh
languages as subjects and mediums of instruction. Although these initiatives are laudable,

policy implementation may be affected by issues such as inadequate teacher training,
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potentially fragmented understandings of the policy, and the significant demands placed on
educators (Zhetpisbayeva et al., 2016). Therefore, this study draws on LS theory to explore

the experiences of the L2 teacher training program students.

2.1. Language Socialization Theory

Language socialization theory (LST) is an interdisciplinary approach to understanding
how language and culture are intertwined and how individuals learn to use language in social
contexts (Ochs & Schieffelin, 1984; Duff, 2010; Kramsch, 2018). This means that LST can
capture how social practices and the environment impact how children learn, replicate, and
modify their language and communication skills to interact with others. LST has its roots in
linguistic anthropology, sociology, and psychology and has been used to investigate a wide
range of topics, from child language acquisition to multilingualism and language shift
(Bucholtz & Hall, 2005). In this way, an LST frame allows me to draw on a developmental-
psycholinguistic explanation of first and/or second language acquisition and socialization as

well as theories of socialization from anthropology and sociology (Nodoushan, 2021).

According to LST, language is not just a system of communication but also a social
practice that is shaped by cultural and societal norms, especially in the educational sphere
(Ochs & Schieffelin, 2012; Watson-Gegeo, 1998). LS highlights the integral relationship
between the structures of language and the social environment by showing how these
structures reflect and evolve due to the social, ideological and cultural knowledge that is

transmitted and "learned in and through language™ (Duff & Talmy 2011, p. 95).

One fundamental tenet of LST is that language learning is a social process that occurs
through interaction with others (Bucholtz & Lee, 2015). As such, LST emphasizes the
importance of context in language learning and argues that individuals acquire language not

just through exposure to linguistic forms but also through participation in social practices that
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involve language use (Ochs & Schieffelin, 2012). For example, children learn to use language
in specific ways through participation in everyday activities such as mealtime conversations,
storytelling, and play. According to Woolard and Schieffelin (1994, p. 55), language
ideologies are "the mediating link between social structures and forms of talk,"” that
influences views and attitudes about both insiders and outsiders associated with the types of
language they use. More broadly, all LS processes originate from language ideologies that are
determined by cultural presumptions and sociopolitical beliefs about language forms and

their usage and repeat those ideologies (Kroskrity 2004; Riley, 2011).

Another central idea in LST is that language use is closely tied to identity formation
and socialization. LST argues that language and culture are interconnected and that language
use reflects and reinforces social and cultural norms and values (Ochs & Schieffelin, 1986).
Thus, language socialization involves not just learning linguistic forms but also learning how
to use language in culturally appropriate ways that reflect one's social identity. Furthermore,
as Lave and Wenger (1991) suggest, socialization is not limited to individual interactions but
extends to participation in broader communities of practice. Lave and Wenger (1991)
emphasize the importance of granting learners opportunities to engage in various roles within
these communities, ranging from minor to major involvement. Recognizing the complex
sociocultural and cognitive aspects of socialization within different learning environments,
language socialization approaches embrace the concept of apprenticeship to better understand
these processes. Certain social actors are positioned by LS as experts or knowledge holders,
while others are positioned as beginners or learners. This arrangement has a significant
impact on interpersonal relationships as well as larger cultural rights and obligations. Since
socialization is a multidirectional process in which both experts and novices socialize with
one another and social actors are continually impacted and influenced by the local settings in

which they engage (Duff, 1995; Talmy, 2008), individuals undergoing socialization have the
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agency to construct new ways of behaving, feeling, and thinking that do not just repeat the
repertory of cultural, linguistic, and ideological practices to which they ascribe (Kulick &
Schieffelin, 2004). For this reason, the apprenticeship of pre-service teachers of Kazakh and
Russian languages and their language socialization during training in pedagogical programs
are important factors to consider in this study. For example, social practices and processes
impact their emotions and future professional identities. As a result, LST can reveal the
socialization processes that impact pre-service teachers’ identity formation and future

professional identities.

Finally, in the field of LST, language is a powerful agent of socialization because it
possesses both symbolic and performative capabilities that can shape human experiences
(Ochs & Schieffelin, 2012). Thus, students’ cultural background, gender, age, social identity
and social environment have been recognized as playing a significant role in students'
motivation, attitudes and perceptions of how the language is valued by others and the culture
associated with it are an important determinant of success in language learning (Dornyei,
2005; Norton, 2013). It is important to note that language socialization is not formally
instructed, and it is not overt or explicit. Instead, individuals who are new to a community
(such as children, FL/L2 learners, and low-proficiency immigrants) often absorb the implicit

sociocultural and linguistic norms of the community subconsciously (Nodoushan, 2021).

2.2. Language Socialization in Education

An interdisciplinary field of applied linguistics called language socialization (LS)
studies how socialization influences language learning and how language usage in social
settings influences socialization. It explains how youngsters and novices pick up, learn,
replicate, and modify sociocultural and communication skills that enable them to interact
with others and contribute effectively to their local communities. A developmental-

psycholinguistic explanation of first and/or second language acquisition and socialization
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now incorporates ideas of language acquisition from psychology as well as theories of
socialization from anthropology and sociology. Language socialization is a process that
occurs throughout an individual’s life where they acquire, learn, and internalize linguistic and
social skills and behaviors. In the context of education, language socialization can be defined
as the process through which students learn to use language to participate in academic and
non-academic contexts, acquire knowledge and skills, and develop their identity and social

relations.

Research on language socialization in education has highlighted the importance of
considering the sociocultural and linguistic diversity of students, as well as the role of
teachers and peers in shaping students’ linguistic and social practices (Orellana & Garcia,
2019). One area of research on language socialization in education has focused on the role of
peers in shaping students’ language practices and attitudes. In their study of peer interactions
in a multilingual classroom, Creese and Blackledge (2010) found that peers played a
significant role in shaping students’ language practices and attitudes toward different
languages. The study revealed the same outcome that students used a variety of linguistic
strategies, such as translanguaging and code-switching, to negotiate meaning and create a
sense of community among the diverse group of students. Therefore, peer interactions
amongst Russian and Kazakh-dominant pre-service teachers can show how socialized into

their future teaching roles.

One of the factors that influence language socialization in education is the linguistic
and cultural diversity of the classroom. Wei and Hua (2021) highlight the importance of
recognizing and valuing linguistic diversity and providing examples of how multilingualism
can be a valuable resource for promoting social change and social justice. Students come
from different linguistic and cultural backgrounds, and this can affect their learning and

socialization experiences. For instance, in a study conducted by Orellana et al. (2003), it was
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found that Latino immigrant children in the US faced challenges in adapting to the English
language and culture of their new school environment. These children were not only learning
a new language but were also required to adopt new cultural practices and norms. Even
though this is not a recent study, in the Kazakh context, it is important to view how pre-
service teachers are socialized into the culture of being Kazakh/Russian, especially the efforts

to revitalize the Kazakh language (Artykbaeva & Kassenova, 2018; Tabyshalieva, 2019).

Another factor that influences language socialization in education is the role of
teachers in facilitating language development. Spyrou argues that teachers have a significant
role in shaping the way students perceive their national identity and that education can be
used as a tool for promoting particular political agendas (Spyrou, 2014). By promoting
critical thinking and presenting a balanced view of the nation's history and culture, teachers
can help to create a classroom environment that encourages students to question their
assumptions and develop a more complex understanding of their national identity. In a study
conducted by de Oliveira and Lan (2014), it was found that teachers who were proficient in
English and had experience teaching English Language Learners (ELLs used various
strategies such as scaffolded instruction, visual aids, and group work to support language
development and communication among their students. In this way, they might foster positive
emotions about learning English. Therefore, in Kazakhstani pedagogical universities it is
important to shed light on the teaching strategies of language teacher trainers. If they follow
behaviorist approaches then they would probably be socializing pre-service teachers into
teaching methods that prioritize observable behaviors and reinforce positive outcomes. On
the other hand, if they follow constructivist methodologies their students would be socialized
into certain approaches that fit this methodology. Pre-service instructors could learn how to
lead dialogues, inspire teamwork among students, and help them evaluate what they have

learned (Piaget, 1972; Vygotsky & Cole, 1978). As a result, university professors play a
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fundamental role in shaping the future professional identities of their students (Johnson,

2006; Kanno & Stuart, 2011).

Another area of research on language socialization in education has focused on the
role of teachers in shaping students’ language use and development. In their study of a
bilingual kindergarten, Torres-Guzman et al. (2006) found that teachers played a critical role
in supporting students’ language socialization by providing opportunities for them to use and
develop their bilingualism. The teachers used various strategies, such as translanguaging and
code-switching, to facilitate communication and create a supportive environment for
bilingual students. For bilinguals, language socialization can be a complex and ongoing
process, especially if they come from communities where multiple languages are spoken.
While the educational context can provide opportunities for language socialization, it is not
the only place where it can occur. In fact, studies have shown that language socialization for
bilinguals often takes place outside of the classroom, in informal settings such as the home or

community (Ochs & Schieffelin, 1984; Schieffelin & Ochs, 1986).

Finally, the curriculum and instructional practices in schools also influence language
socialization. The curriculum is designed to facilitate the acquisition of knowledge and skills,
including language development. However, the curriculum may not always be aligned with
the linguistic and cultural backgrounds of students. In a study conducted by Lee et al. (2017),
it was found that the Korean language curriculum in South Korean schools focused more on
grammar and vocabulary acquisition than on developing communicative competence. This
study highlights the need for curricular reforms that take into account the communicative
needs of students in different contexts. Even though Kazakhstan has taken this into account in
policy, in practice, Kazakh and Russian teacher trainers might have language ideologies that

socialize pre-service in specific beliefs about their future language teaching.
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2.3. Language Teaching ldeologies and Socialization

Language teaching ideologies refer to the beliefs and values shaping the ways
language is taught and learned, often visible in classroom discourse and interaction
(Kramsch, 2014). The orientations in language planning, as proposed by Ruiz (1984), involve
three broad ideologies: assimilation, pluralism, and maintenance. These orientations are
intertwined with language socialization, as the transmission of language and culture within a
community is shaped by the dominant ideology in language planning. For example, in an
assimilation-oriented society, individuals may face pressure to adopt the dominant language
and culture, while in a maintenance-oriented society, there may be more support for the
maintenance and promotion of minority languages and cultures. The assimilation orientation
emphasizes the adoption of the dominant language and culture, while the pluralism
orientation recognizes and values the linguistic and cultural diversity of society. For example,
many monolingual educators see bilingualism as a liability rather than a strength in the
classroom (Garcia & Wei, 2014). Garcia and Wei (2014) claim that monolingual teachers
may not notice or value their pupils' cultural and linguistic variety, which can have a
detrimental effect on students' self-esteem and desire to study. Studying with a professor who
supports such an ideology, which is often found among professors of Kazakh and Russian
languages, students may be unconsciously socialized monolingually (Khalilova, 2018;

Zhanatbek & Mustafina, 2021).

Kazakhstan has undergone significant changes in its education system since gaining
independence from the Soviet Union in 1991 (Kassymova & Salimbayeva, 2020). However,
a Soviet legacy can implicitly inform professors’ beliefs that can unintentionally impact their
teaching preferences. For instance, in her research, Duff (1993, 1995) investigated the
interaction that took place in foreign language classrooms in three experimental dual-

language secondary schools in Hungary, focusing on the traditional felelés ("recitation")
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genre of oral assessment. She discovered that changes in Hungarian politics and society
following the collapse of communism were reflected in the transformation of classroom
discourse patterns in the English-medium sections of these schools. Felelés, a socialization
practice associated with the authoritarianism of the Soviet era, was replaced by new
classroom interactional patterns that reflected democratic values. As a result, my study is
timely because it illustrates how/if professors have adopted new approaches that resemble the
educational reform of constructivist language approaches, such as communicative language

teaching (CLT) or Task-based language learning (TBLT).

Cummins (2000) argues that a critical approach to language teaching should take into
account students' cultural backgrounds and identities to enhance their language learning
outcomes. In a similar vein, Kubota (2016) highlights the importance of recognizing students'
diverse linguistic and cultural backgrounds in the design of language curricula and
pedagogical practices. In contrast, proponents of a monolingual, standardized approach to
language teaching argue that it is necessary to prioritize the teaching of the dominant
language of a given society (Holliday, 2014). The tension between these different language
teaching ideologies can be seen in the context of bilingual education. While some studies
have shown the benefits of bilingual education for language development and academic
achievement (Garcia & Wei, 2014), others have argued that it undermines the dominant
language and culture (Baker, 2011). Nevertheless, a growing body of research suggests that a
critical, context-sensitive approach to language teaching that takes into account the social and
cultural dimensions of language learning can promote both linguistic and cultural diversity
(Canagarajah, 2013). An LST frame in the context of Russian and Kazakh language teacher
training is thus important because such a frame can illustrate the extent that linguistic and
cultural socialization impacts students’ emotions and their perspectives of their future roles in

shaping Kazakh and Russian teaching. Therefore, teaching approaches and classroom
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discourse are key factors that can influence language socialization and play a crucial role in
shaping students’ identities, their emotions about a specific language, and the development of

language proficiency.

2.3.1. Behavioristic Teaching Approaches
Despite the switch to communication for a real purpose in language teaching, a

behaviorist teaching approach is widely used in many developing contexts, often resulting in
a gap between new constructivist teaching methods like CLT in policies and teachers’
practices (Seisembayeva & Aimagambetova, 2019). According to Wong and Nunan (2011),
the behaviorist teaching approach emphasizes the importance of external stimuli in shaping
behavior and learning. This approach focuses on observable behavior and the use of rewards
and punishments to reinforce desired behavior. A study by Lee and Jang (2018) found that a
behaviorist teaching approach promotes the development of specific language skills such as
vocabulary and pronunciation. However, this approach has also been criticized for its
overemphasis on rote learning and lack of emphasis on communicative competence (Skehan,
1998). Despite the criticisms, the behaviorist teaching approach remains a popular method in

language teaching due to its ease in promoting the acquisition of specific language skills.

One way behaviorist teaching can socialize students' language is through modeling.
Teachers who use behaviorist teaching approaches model correct language usage,
pronunciation, and intonation for students to emulate. By observing and imitating their
teacher's behavior, students learn how to use language in a socially acceptable way.
Behaviorist teaching also places great emphasis on reinforcement. Teachers can use positive
reinforcement techniques to reward students for using language correctly or appropriately in
social situations. This can encourage students to repeat desirable language behaviors and
discourage undesirable ones. For example, a teacher may praise a student for using a polite

greeting or correct grammar during a class discussion. Another way behaviorist teaching can
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socialize students' language is through practice. Behaviorists believe that language
acquisition is a result of repeated practice and feedback based on grammar-based language
learning. However, behavioristic socialization of pre-service language teachers has several
negative consequences, including a focus on surface-level behaviors (Rogoff, 1990), a narrow
view of teaching and learning (Ellis, 2009), a lack of autonomy and self-direction (Hagger &

Chatzisarantis, 2011), and negative effects on motivation and attitudes towards teaching.

According to Larsen-Freeman (2018), grammar-based language learning can help
learners understand the structure and rules of a language, which can facilitate their integration
into a new linguistic and cultural environment. This is because grammar provides a
systematic and structured way of understanding language, and it helps learners to make sense
of the complexities of a new language. However, being socialized into grammar-based drills
influence the affective factors in language learning and students’ emotions in positive and
negative ways. Zarezadeh (2013) and Ferrando et al. (2011) found that emotions affect
students' ability to learn English as an L2 and that there is a strong association between
academic achievement, flexibility, reading and speaking skills, emotions, and stress
management. Students can be socialized to value grammar teaching by incorporating
effective strategies into their learning experiences. For instance, teachers can use explicit
instruction to emphasize the importance of grammar in effective communication, or they can
provide ample opportunities for students to practice and apply grammar rules in context.
However, affective factors such as motivation, attitudes, and beliefs can impact students'
values and beliefs about their future roles as teachers. If students are not motivated to learn
grammar or do not believe that it is relevant to their future careers as teachers, they may not

place much value on grammar teaching.
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2.3.2. Cognitive Teaching Approaches
Cognitive teaching approaches emphasize the importance of understanding the

cognitive processes involved in learning and using this information to assist children in
acquiring language, developing critical thinking and problem-solving abilities. One way in
which the cognitive teaching approach can socialize students' language is by encouraging
active participation in the learning process. This involves providing opportunities for students
to engage in conversations and group activities that require them to use their language skills.
For example, teachers can organize debates, discussions, and role-playing activities that
challenge students to use language in meaningful ways. Another way in which the cognitive
teaching approach can socialize students' language is by promoting metacognitive awareness.
This refers to the ability to reflect on one's own thinking and learning processes. By
encouraging students to reflect on their language use, teachers can help them become more
conscious of the rules and structures of the language they are learning. This, in turn, can
improve their ability to communicate effectively and appropriately in social contexts.
Moreover, the cognitive teaching approach can socialize students' language by emphasizing
the importance of context and culture. Language is not just a set of rules and structures, but
also a product of the cultural context in which it is used. By helping students understand the
cultural context in which the language they are learning is used, teachers can help them

become more effective communicators in social settings.

2.3.3. Social Constructivist Teaching Approaches
The social constructivist teaching approaches emphasize collaborative learning,

student-centered instruction, and the importance of social interaction in language
development (Lantolf & Thorne, 2006). According to this approach, language is not simply a
means of communication but is also a socially constructed phenomenon that is shaped by

cultural, historical, and interpersonal factors (Vygotsky, 1978). One variant in which social
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constructivist teaching can be used to socialize students' language is through the use of group
activities and projects. These activities encourage students to engage in social interaction,
which helps them to develop their language skills by exposing them to different perspectives,
ideas, and communication styles. In addition, these activities allow students to practice using
language in meaningful contexts, which can help them to internalize linguistic structures and
vocabulary (Swain & Lapkin, 1998). Another variant in which social constructivist teaching
can be used to socialize students' language is through the use of authentic materials and tasks.
By using materials that reflect real-life situations, teachers can help students to develop their
language skills in a way that is relevant and meaningful (Savignon, 2002). For example,
using magazines, advertisements, and online resources can help students to develop their
reading and writing skills, while using videos, podcasts, and interviews can help them to
develop their listening and speaking skills. Zhang and Lundeberg (2009) argue that the social
constructivist approach to teaching and learning originated in Western countries. The authors
argue that social constructivism "has been shaped by the cultural and historical contexts in
which it emerged"” (p. 69) and that these contexts are different in Eastern countries. They
suggest that "constructivist ideas need to be adapted to fit the cultural contexts in which they
are being applied” (p. 80). Finally, two prominent socio-constructivism teaching approaches

are CLT and TBLT.

2.3.4. Communicative Language Teaching (CLT) Approach
Communicative Language Teaching (CLT) is an approach to language teaching that

emphasizes the use of authentic communication to develop learners' ability to communicate
effectively in the target language. One of the main principles of CLT is the focus on using
language in authentic communicative situations, which encourages learners to interact with
other speakers of the target language and to negotiate meaning through the use of the

language (Canale & Swain, 1980). This approach is believed to promote language
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socialization, as it provides learners with opportunities to engage with the communicative
norms and values of the target language community. Furthermore, CLT encourages learners
to develop their communicative competence, which includes not only grammatical and
lexical knowledge but also the ability to use language appropriately in social contexts
(Hymes, 1972). This emphasis on communicative competence is in line with the goals of
language socialization, which seeks to develop learners' ability to use language in culturally
appropriate ways. Research has shown that CLT has had a positive impact on language
socialization. For example, studies have found that learners who were taught using CLT
methods showed greater proficiency in using the target language in authentic communication
situations and demonstrated a greater understanding of the communicative norms and values

of the target language community (Kramsch, 1993; Kumaravadivelu, 1994).

2.3.5. Task-based Language Learning
Task-based language learning (TBLL) is an approach to language learning that

emphasizes the use of authentic tasks as the primary means of language acquisition (Willis &
Willis, 2007). TBLL has been shown to have a positive impact on language acquisition, as it
provides learners with opportunities to use the language in context and develop their
language skills through real-life situations (Ellis, 2003). For example, one impact of TBLL on
language socialization is that it encourages learners to interact with members of the target
language community, which can lead to the development of more authentic language skills
(Bygate, Skehan, & Swain, 2001). In TBLL, learners are often asked to complete tasks that
require them to interact with native speakers of the target language, such as conducting
interviews or participating in group discussions. Through these interactions, learners are
exposed to the social norms and practices of the target language community and can develop
a deeper understanding of how the language is used in different contexts. Additionally, TBLL

can also promote the development of intercultural competence, which is an essential aspect of



45

language socialization (Byram, 1997). By engaging in tasks that require learners to interact
with members of the target language community, learners can develop a greater awareness
and appreciation of cultural differences, as well as the ability to navigate cross-cultural
communication situations (Kramsch, 1993). This can lead to the development of more

effective communication skills and a greater ability to participate in diverse cultural contexts.

2.4. Analytical Frame

The focus of this research is the socialization of future teachers of Kazakh and
Russian languages. Accordingly, language socialization acts as an analytical framework in
this study, as it includes social practices and processes that consist of experience, how
students learn and how it affects their emotions (see Figure 1). Students' emerging learning
experiences and the resulting emotions influence their beliefs in language education and their
professional identity. This means that through such processes, they can be socialized into
their future profession. As a result, the analytical framework of this study will take into
account the experience and emotions of the pre-service of teachers of Kazakh and Russian

languages.
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Figure 1

Language Socialization

Language
socialization \ . ‘
Emotions

The objective of this chapter was to analyze the related research on various aspects

2.5. Chapter Summary

impacting language acquisition, Language socialization theory in education, and language
teaching and learning methodologies in order to understand what pre-service teachers'
language learning experiences are and how these experiences affect their attitudes and
feelings toward these languages, as well as their future pedagogical practices. Additionally,
this chapter presented the analytical framework for the current research, which was explored
during this study, based on the reviewed literature. The next chapter will present the research

methodology that underpinned this study.
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3. Methodology

The purpose of this thesis is to understand how pre-service Kazakhstani language
teachers experience their Kazakh and Russian language teacher training in one region in
Kazakhstan, and how this experience affects their attitude, emotions, and future language
teaching roles. The previous chapter focused on the literature about Language socialization,
how the process of language socialization is carried through the prism of education, language
teaching and learning approaches, and social and affective factors in education and their
impact on attitudes in language learning. This chapter will explain the research design,
sampling and research site, data collection instruments and analytical procedures, and the

ethics that underpinned this study.

3.1. Research Design

The study’s purpose is to explore how pre-service Kazakhstani language teachers feel
throughout their preparation for teaching Kazakh and Russian in one region of the country
and how this experience influences their outlook, feelings, and potential for teaching
languages in the future. Therefore, | chose a qualitative research approach because it is
multifaceted and uses a wide range of instruments and methods to gather data and conduct
the analysis (Ridder & Hoon, 2009). Additionally, according to Stein and Mankowski (2004),
a qualitative approach represents a guiding ethos that encourages a deeper awareness of
human uniqueness while acknowledging the implications of social circumstances. Also, they
stated that personal experiences are essential for qualitative research since they allow for the
collection and documentation of first-hand knowledge. Moreover, they claimed that it allows
for the investigation of human behavior in its authentic environments, resulting in a deeper
comprehension of the contextual elements that may encourage or discourage the behaviors
and activities of the sample group (Stein & Mankowski, 2004). Researchers using this

strategy, in particular, benefit from examining complicated and varied problems (Creswell,
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2013). Another advantage of this strategy was that it enabled me to address a range of
research questions and generate more specific study issues based on the information acquired.
A case study design underlies this study since it provides the opportunity to learn
more about the topic being studied “... a means of identifying key issues which merit further
investigation...” (Bell, 2005, p.10). According to Woodside (2010), the primary goal of a case
study design should be to understand participants' levels of feelings, behaviors, and
interactions as they emerge in particular contexts making the choice of respondents an
important component of a case study design since they become the source of primary data. In
addition, | chose a case study design because it can be conducted on entire organizations or
just one person, its flexible methodology means they do not restrict researchers to a particular
group of people or circumstances (Villardi, 2003). As a result, a case study design suited the
purpose of this study which was to understand pre-service teachers’ language learning
experiences and how this experience affects their attitudes and emotions toward these

languages, as well as their future pedagogical practices.

3.2. Research Site

This research study was conducted at one university that offers pedagogical training to
pre-service teachers which is located in the east part of Kazakhstan. This university offers
pedagogical programs that prepare teachers of Kazakh, Russian and English languages.
Therefore, students from these institutions offered unique insights into their L2 learning
experiences about their language learning and pedagogical training practices, their
professors’ teaching styles and assessment, and finally, their experiences will highlight their
emotions on Kazakh and Russian language learning.
3.3. Research Sample

According to Vishnevsky and Beanlands (2004), qualitative investigations do not

always need to focus on a number when determining the size of their sample groups because
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“qualitative researchers are concerned with including only those participants with rich
experiences in the phenomenon of concern” (p. 1). In a similar vein, Coleman et al., (2007)
believed that a sample's collective contribution is just as pertinent and trustworthy as their
first-hand experience with the topic under investigation. My research question was based on
the nature of pre-service teachers’ experiences, and therefore, this study included five pre-
service education students (see Table 1) from a pedagogical program to explore their
perspectives about language socialization and emotions they experience during studies, and
its impact on their vision of future role as teachers in Kazakh or Russian L2 learning.

Table 1

Sociodemographic Characteristics of Participants

Participant Gender Specialty

Respondent 1 Female Kazakh language and literature

Respondent 2 Female Kazakh language and literature

Respondent 3 Female Russian language and literature in Kazakh classes
Respondent 4 Male Kazakh language and literature

Respondent 5 Female Russian language and literature

3.4. Data Collection Tools

| used two research tools which were an adapted version of the bilingualism and
emotions questionnaire (Dewaele & Pavlenko, 2001) and semi-structured interviews with
participants. In qualitative research, questionnaires can be a valuable tool for collecting data
from participants. Creswell (2013) notes that surveys can be particularly useful for obtaining

information on attitudes, beliefs, and behaviors, and for collecting demographic data. In my
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research, a questionnaire is used as a complementary tool for gathering general data. For this
reason, the purpose of the questionnaire was to reveal the language learning course emotions
and attitudes of students who are enrolled in Kazakh or Russian as their second language

(L2).

Additionally, according to Brinkmann and Kvale (2015), a semi-structured interview
design facilitates the explanations of the interviewee's worldview in order to evaluate the
significance of the phenomena described. In this way, the respondents could answer questions
openly about their perspectives on their emotions and their language learning experiences
without any restrictions (Dornyei, 2007). Given that the purpose of the interview was to shed
light on the significance of students' emotions and the degree to which they might enhance or
be detrimental to their Kazakh and Russian language learning, it was expected that the sort of
interview chosen would enable a comprehensive understanding of the phenomenon based on
the participants' views. In addition, this form of interviewing had tremendous knowledge-
creating potential because the interviewer was able to rapidly modify inquiries based on the
respondents’ answers (Denzin &Lincoln, 2011). Additionally, an interview could reveal
students' emotions associated with learning Kazakh, Russian and English languages. My
interview schedule consisted of 10 to 12 probing questions in Kazakh, Russian, and English
to gain a deeper understanding of students' perspectives on their emotions when learning

Kazakh, Russian, and English languages.

3.5. Data Collection Procedures

After receiving ethical approval from the NUGSE ethics committee, | started the data
collection procedure in late October 2022. The first stage of the data collection involved the
recruitment of respondents. At the beginning of November, official emails were sent to the
universities' offices of the registrar, where | sought permission to conduct my research study.

After receiving permission from these universities, | attached the recruitment letter that
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included the informed consent details that described the objectives of the study, the risks and
benefits associated with the research topic, as well as the option of withdrawing from
participation at any time. In the email, I included a survey link using the Qualtrics system so
that potential participants’ identities would not be revealed. Interested students were asked to
leave contact details, as a result of which five students from one educational institution were
contacted to participate in an online interview via ZOOM. | contacted them to confirm their
willingness and availability to participate in the interview. Once the interview participants
had been confirmed, | sent emails to these participants, where | attached the informed consent
form and asked them to sign and return it to me within 48 hours. Upon receiving their signed
consent forms, | sent a schedule to select the preferred time and date that suits my

respondents.

The semi-structured interviews proved to be relevant and consistent with the goals of
the study since they provided a safe environment in which students could express their
personal perspectives and opinions on a range of issues. Interviews were time and format
acceptable, despite being brief in comparison to the long questionnaires employed by other
methodologies. Two interviews were conducted as part of the data collection; the first
interview took place during the data collection procedure in December, and to further explore

and follow up on data that revealed unexpected patterns, a second interview was done.

3.6. Data Analysis

Students were initially given questionnaires to complete in order to gather
demographic data, learn about their emotions, and determine the context in which the
languages they study will be used. The respondents then participated in the study's second
component, an interview. All recorded interviews were transcribed into a text format for easy
record-keeping. In the process of transcription, all possible mentions of names, personal data,

as well as the names of the educational institute were renamed using pseudonyms. A special



52

online platform, "otter.ai" was used for interviews in English, and for transcribing interviews
in Kazakh and Russian, additional work was carried out by typing and listening to audio
recordings. Next, | inserted excerpts taken from interviews and described respondents’
answers, which directly showed the emotions of students learning Kazakh, Russian and
English languages. For the process of qualitative data analysis, | used in-vivo and descriptive
types of coding (Saldana, 2011). The respondent's "strong" statements showed the answer's
full depth. Codes were identified as in-vivo, and the descriptive method encoded complex

sentences requiring disclosure (Saldana, 2011).

The analytical framework of my research is founded on the notion that language
socialization is a process that encompasses social practices and experiences, including how
people learn and how their emotions shape their ideas and identification. People might
socialize into their future careers through this approach. To discover more about the learning
experiences, attitudes, and feelings pre-service Kazakh and Russian language teachers had
towards language instruction and their professional identities, | conducted semi-structured
interviews with them. | was able to learn more about how they are being socialized for their
future career by examining their replies and how their experiences and feelings affect their
beliefs and sense of self as language instructors. It gave me the opportunity to concentrate on
the social and emotional components of teaching and learning languages, which are crucial to

the socialization process.

3.7. Ethical Issues

3.7.1. Anonymity and Confidentiality Procedures
Throughout the data collection procedures, the researcher made all attempts to adhere

to ethical principles and standards. Prior to doing the study, in a letter for recruitment, |
assured respondents that their participation entailed minimal risk and that | would ensure

their anonymity and confidentiality. To ensure confidentiality during the interview process, |
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reminded the participants about the aims and scope of the study. To avoid any
misunderstandings, | went through their consent form again to remind them about the ethical
requirements of keeping their information private, that their participation was voluntary, and
that they could withdraw from answering questions at any time (Cresswell, 2013). | reassured
the participants that all personal information and identifiers would be removed after the
conversations had been recorded, transcribed, and coded. Hence pseudonyms were used, and
the researcher was the only one who knew the participants' names. Finally, | reassured the
interviewees that the laptop and google drive folders with the stored data were password

protected which ensured the safety of their data.

3.7.2. Risks of the Research
Wendler and Miller (2008) state that researchers should consider the potential risks

associated with the research before proceeding to data collection. Correspondingly, a number
of risks might appear in the study. Firstly, during the recruitment process, | sent reminder
emails to the registrar's office every third day about my request to conduct my survey to
minimize the risk associated with my data collection time frame. Finally, | made many
attempts to mitigate any potential risks during the interview process. For example, | reassured
my interviewees about confidentiality and how | intended to preserve their anonymity
through the use of pseudonyms, and password-protected computers. However, | prepared a
number of approaches to mitigate any anxiety in case some interviewees experienced anxiety
at the prospect of having their conversation video-recorded. For instance, at the beginning of
the interview, | asked permission to turn on the video camera and offered my interviewees the
option of using avatars or turning their cameras off. | sent a copy of the recording for them to
listen or watch to the video so that they could inform me if they thought that any part of what

they said did not accurately reflect their true sentiments (Oliver, 2010).
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3.7.3. Benefits of the Research
There is little research on the role of language socialization and emotions in language
learning and teaching. Language socialization in teaching has a great impact on education in
the school system in the long term. The research can benefit in understanding how pre-
service teachers acquire language learning and teaching skills and how their socialization
process affects their language learning and emotions can help in developing effective

language teaching practices.

The respondents’ participation might not give any direct benefits to the respondents.
However, it might be the first opportunity for the students to articulate their experiences and
emotions while learning the target language. This research can also lead to the improvement
of language learning and teaching process to always take into consideration students’
feelings. For these reasons, the novelty of the study might be interesting to the respondents

for personal reasons, but it can also be valuable in their future teaching careers.

3.8. Summary

The purpose of this chapter was to describe methods used to conduct this study on the
experiences of Kazakh and Russian teacher training program students related to their
language learning in the trilingual context. The research design, site, sampling method, data
collection instruments, and procedures were included in this chapter. In the next chapter, |

present the findings of the study.
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4. Findings

The purpose of this thesis is to understand the experience of participants during
language learning and teaching courses, and socialization processes, as well as factors that
influence these experiences. The previous chapter focused on research methodology,
revealing its design, site and sampling strategies, data collection instruments, and procedures
undertaken to conduct this study. The findings chapter presents the results of a study that
aimed to explore the nature of pre-service Kazakh and Russian language teachers’ experience
in an L2 teacher training program. This chapter starts by providing an overview of the
research questions, objectives, and methodology used to collect data, as well as an analysis of
the data collected through semi-structured interviews. This chapter provides an analysis of

the results of the study, which aimed to examine the following research questions:

Main RQ. How are pre-service Kazakh and Russian language teachers socialized into

their future roles at a pedagogical university in one region in Kazakhstan?

1. How do pre-service L2 language teachers experience their language teaching

courses?
2. What implications does their L2 teacher training hold for their emotions?

The research data was analyzed through the qualitative methods approach, in which
the sub-sections were revealed by the interview analysis’ emerging themes. This chapter is
organized in the following manner: 1) L2 pre-service Kazakh and Russian language training
experiences, 2) Language teacher training and their emotions, and 3) Pre-service Kazakh and
Russian language teachers’ views of their future roles, where the research sub-questions

begin the chapter, and the main research question ends it.
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4.1. L2 Pre-service Kazakh and Russian Language Training Experiences

The results revealed several social practices associated with the participants’ language
teacher training that emerged from the themes in accordance with the analytical framework
described in the second chapter. These social practices are 1) Lack of opportunities to
practice the language; 2) Lack of pedagogical knowledge and practice; 3) Assessment in

pedagogical practices.

4.1.1. Lack of Opportunities to Practice the Language
Most of the study participants reported being unsatisfied by the lack of opportunities to

practice the language in their language learning experience. Although the program includes
the in-depth study of two or three different linguistic disciplines per semester, in practice, it
appears to be challenging for students to apply what they learn in real-life situations. On this
issue, Respondent 1 said,
Since this specialty trains teachers in this area, we have a program in which foreign
languages are studied in depth, that is, we study two or three different linguistic
disciplines during one semester. However, it is a little difficult in practice, which also
has its own reasons: the low level of training of teachers, the low interest of students or

different levels of language proficiency can also interfere with common discussions. In

addition, there are cases of lack of interest of the student in lectures.
This view is also supported by other participants: “The less useful aspect, I think, is the lack
of practice” (Respondent 1), “Less explanation and practice with lots of homework
assignments led me to hate the language, which resulted in a kind of resistance to learning it”

(Respondent 5).

Additionally, there is a lack of practice in language instruction, and being overloaded with

grammar tasks and homework. On this issue, Respondent 3 commented,

Ever since | was in school, I think that retelling as a task in the educational program is a

very useless thing. If language speech is not developed, then retelling turns into the
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memorization of unfamiliar words. | do not argue that grammar is necessary, but when
the emphasis is only on it, it is very difficult to start talking...I think thoughtless

memorization is useless.

Respondent 4 also held similar views and explained,
Russian classes can be described as primary school all over again. They consist of
memorizing rules and doing exercises. Those who do not catch up with fast-learning
students are not given elaborate explanations and feel left out. Eventually, they end up

neglecting the language...Russian classes, unfortunately, we’re only about grammar.

New topic... rules... exercises.
Homework seemed to be another social practice that the respondents felt was not contributing
to their learning. Respondent 5 said: “I don't think too much homework is helpful. I wish the
teachers would try to explain or teach something to the student sitting during the class.

Giving too much homework without explaining it is ineffective.”

From the above, it seems that the emphasis on grammar and written exercises seems to have
reduced the possibilities for learners to communicate meaningfully and develop their
speaking skills. It also suggests that they would be socialized into valuing the behaviorist

approach to teaching which would probably impact their pedagogy.

4.1.2. Lack of Pedagogical Knowledge and Practice
The interviewees, future school teachers, expressed the belief that their professors are

primarily focused on preparing them to explain grammar rules rather than providing
specialized training on teaching various aspects of the language. Respondents expressed their
concerns about feeling unprepared to teach certain aspects of language teaching and stated
that they would benefit from additional training in these areas. Regarding this problem,
Respondent 2 said,

In most cases, | am interested in the fact that the language is rich and colorful.

However, training programs often focus on learning grammar and various rules.
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Therefore, practice is less. | want to speak other languages and develop my

communication skills in those languages. But there are not many such opportunities.
She comments about the disconnect between teaching languages and applying it for authentic

purposes,

Since my profession is preparing future school teachers, it seems that the professors are
preparing us to become teachers who will explain the rules in the future. It seems to
them that having knowledge and spreading it further, is more important than applying

that knowledge in real life. (Respondent 2)

Respondent 5 indicated the disconnect between language and pedagogy. She commented,

For the entire program, languages and pedagogy are taught as separate disciplines. Only
one discipline teaches the pedagogy of language. Only in the larger case, the guideline
goes to the compilation of a curriculum according to already existing documents and
established norms, according to which the educational process is conducted. Some
special in-depth training on how to teach this or that aspect of the language is not shown
to us enough. In most cases, | think everyone relies on their early experience and

repeats what they witnessed in the future.
Moreover, respondents reported on their experience and the potential implications of their
current social practice for their future profession. For example, Respondent 3 indicated: “I
would note the specifics of the languages themselves and the methods of teaching them. They
may not be applicable to all languages. In addition, there are many exceptions that should
always be taken into account.” This point was also reiterated by Respondent 4, who
commented,

In my context, | would say that everything depends on the purpose of the training.

Which do not always coincide with teachers and students. For example, it is important

for me to study the language itself and its teaching methods well. However, under the

influence of the professors' result orientation, we can always prepare for some kind of

knowledge test, be it a test or some kind of exam. If for me it is not an indicator of the
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level of my knowledge at all, then for a teacher it is a real indicator of the success of his
training.

Moreover, Respondent 1 answer seems to hold the same view about the awareness of the
language environment. She shared her ideas about the situation in society regarding Kazakh
and Russian languages and how she can be a change agent in that case. She said,
Perhaps due to the fact that we are exposed to two languages from an early age, it is
difficult for me to single out something specific. It feels like everyone around is
learning languages independently, in a naturalistic way. Although if you think about it,
the prevalence of one of the two languages in society, if it is not yet titular, then leads to

public resonance. It would probably be interesting to consider how I, as a future

language teacher, could change the situation with the use of language.
A key social practice was the tendency to separate language learning from pedagogy. The
extracts illustrate that language teaching is often seen as a skill that can be learned separately
from the subject matter, rather than as a pedagogical practice that requires an understanding
of how people learn languages. As noted by the participants, this separation results in a lack
of pedagogical knowledge and practice in teaching languages, which holds implications for

future pre-service KZ/Rus teachers’ assessment literacy and language assessment practices.

4.1.3. Assessment in Pedagogical Practices
Evaluation processes have the power to affect pre-service teachers' standards for student

accomplishment as well as their values, beliefs, and attitudes about teaching and learning.
According to studies (Bell & Cowie, 2001), pre-service teachers' assessment can have an
impact on their pedagogical practices, relationships with students, and opinions about the
teaching career. The formation of pre-service teachers' identities and feeling of belonging
within the teaching profession can also be impacted by assessment (Korthagen et al., 2006).
As a result, it is crucial that the evaluation procedures used in teacher training programs be

created to encourage pre-service teachers' successful socialization. One of the main issues is
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related to the assessment criteria used, which may not align with the intended learning
outcomes or the teaching practices promoted in the teacher education programs. Additionally,
the lack of consistency and reliability in the evaluation process can affect the accuracy of the
assessments. For example, Respondent 5 reported: “In pedagogical practice, we are evaluated
by the heads of practices. Every year the practice time becomes longer, respectively, and
work and responsibility as well. Although, in most cases, this assessment does not coincide

with reality.”

Respondent 2 commented on decontextualized tests and practices,

Everything is extremely simple here. Tests and practice. It probably rests more on the
validity of these estimates. How realistic do these assessments reflect any competencies
about a student's willingness to teach? It all depends on many factors. Even on the

nature of the teacher and the relationship built with him or her...

Respondent 5 also explained the lack of feedback when they do their practicum,
Our progress is not always monitored, and some school teachers see us as an
opportunity to overload their work, dumping it all saying that for our future experience
and this is what we will face. And knowing that our assessment depends on these

people, we not only pay attention to the main task, to work with students but also do

other additional stuff.
The results indicate that there is a lack of clear assessment standards in language learning.
One of the concerns voiced by the participants is the “inconsistency in evaluation methods”
used by language teachers. Many respondents reported that their language instructors do not
use any criteria and standards to evaluate their language proficiency, which often led to
confusion. Respondent 3 explained,

They want us to understand speech and texts, and be able to speak and write in the

language, but rarely do practical tasks in these areas. Accordingly, it seems to me, that

they do not always evaluate us correctly. Sometimes they even seem to take grades

from nowhere...
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Respondent 5 also commented: “Some teachers have very high standards, and you try to meet
them. Similarly, one person may rate my education highly, while another may think it is at
the C+ level.” The lack of clear and consistent assessment standards makes it difficult for

students to understand their progress and to identify areas for improvement.

Lack of opportunity for language practice, a lack of pedagogical knowledge and experience,
and insufficient assessment of their pedagogical methods may socialize pre-service teachers
toward a variety of unfavorable results. As an example, they could feel unprepared and
uncertain about their ability to teach, which could affect their sense of efficacy and
confidence in the classroom. Additionally, they might not have had as much exposure to
effective teaching techniques, which could hinder their capacity to develop engaging and
significant learning opportunities for their students. Additionally, inappropriate assessment
procedures can make future teachers feel frustrated and demoralized about their profession,
which may make them second-guess their decision to become a teacher. Moreover, these
detrimental socialization encounters may have an effect on the teachers' professional
identities and sense of belonging to the teaching community. As a result, such socialization

practice can impact these pre-service teachers’ emotions, affect, and motivation.

4.2. Language Teacher Training and Their Emotions
The results obtained during the study show that there are a number of factors that
have an impact on their emotions and progress in learning languages. First of all, these are

aspects that cause a sense of intrinsic motivation in students.

4.2.1. Positive Affective Factors
Based on the data collected, interviewees reported that intrinsic motivation plays a significant

role in their language learning. For example, the participants found learning languages
interesting because it allowed them to delve into not only the language but also the culture of

the people who speak it. This sentiment was echoed by other pre-service language teachers as
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well: I think the main reason for learning any language is to feel the culture of those who
speak it (Respondent 1). All participants highlighted that one of the main reasons for
individuals to pursue language learning is to gain a deeper understanding and appreciation of
the emotions associated with those languages. The following quote from the Respondent 5
interview explains this point,
If there is no interest in the language, it will be difficult to learn it and do it quickly. If
you don't have the feeling, even if your academic performance is good, you may not

need this language later. Therefore, effort and feelings are important. | think that the

more you try, the better your progress will be.
Also, another factor affecting the intrinsic motivation of students is the attitude and positive
emotions toward the language itself, as demonstrated by the stated passion for the Kazakh
language of one of the interviewees. For example, Respondent 2 indicated,

I love my native language. | especially admire the beauty and richness of the language

when | see works, films in a purely Kazakh language, and especially documentary

films. And the Kazakh language music and language wordplays... most often rap is

very impressive.
The love for their native language, coupled with admiration for its beauty and richness, serves
as a favorable motivating factor related to the positive emotional state of language learners.
In particular, the appreciation of the language's aesthetics and the desire to consume content
in its original form, such as documentaries and films, can foster a deeper connection to the
language and provide the learner with the drive needed to master it. The individual's intrinsic
motivation, as evidenced by their love for the Kazakh language, is an essential component of

successful language learning.

Another factor that can enhance extrinsic motivation in language learning was mentioned by
two interview respondents and it is the recognition of the opportunities that come with

mastering a language, such as better career prospects or the ability to communicate with a
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wider range of people. Illustrative comments focused on this perspective: “Perhaps there are
opportunities that you can access through a language. Opportunities and achievements open
up inspiration for me to master the language” (Respondent 2); “If a person does not see a goal
in studying something, and does not feel interested, then this is a meaningless undertaking”

(Respondent 3).

4.2.2. Negative Affective Factors
The results also highlighted the social practices in this teacher training program contributed

to negative emotions. For example, Respondent 3 explained she was required to learn the
Kazakh language despite not having a genuine interest or need for it,
Since our school days, Kazakh language teachers have been talking a lot about how

embarrassing it is not to know the language, but no one is trying to teach us how to

speak. We endlessly wrote essays in the Kazakh language lessons (Respondent 3).
Moreover, the results indicated that the respondents had no choice in which language they are
required to study. In relation to the Russian language, Respondent 5 said: “In case I didn’t
like Russian as a second language in my program and wanted to change it, I wouldn’t be able

to as there was no choice, at least I was told so...”

Negative emotions, including fear, can be a common experience for learners in language
learning. A personal story from 2-3 years ago highlights the incomprehensible feelings
associated with language learning. The participant’s “constant fear of making mistakes” and
“not being able to speak” demonstrate the impact that negative emotions can have on
language instruction (Respondent 1). Additionally, it was stated that “professors are always
busy with some other university work™ and “they are often told to puzzle out the topics
themselves, which is frustrating” (Respondent 4). Participants reported that this kind of
authoritative relationship between teacher and students can lead to feelings of sadness and

frustration, and may even discourage students from continuing their language studies. For



64

example, their frustration about their relationship with professors: “They are angry, tired. We
learn on our own” (Respondent 2); “Who evaluates? A teacher? They don't “assess”. In some
cases, our grades remain directly related to the mood of the teacher, and this makes me sad”

(Respondent 2).

Future teachers may develop a spectrum of social behaviors after going through a range of
positive and negative emotions while studying. Positive feelings like joy, excitement, and
engagement, on one hand, might increase one's passion for teaching and dedication to the
field. The pleasant recollections and associations they make with their pre-service education
may serve to mold their future attitudes and views about teaching. Negative feelings, on the
other hand, might have the reverse impact, resulting in lower motivation and a more
disapproving attitude toward the profession. Unfavorable emotions can, however, also be
transforming, fostering more forbearance, introspection, and development. Pre-service
teachers may be socialized to develop better coping mechanisms and a more comprehensive
grasp of the challenges of teaching if they are given help and direction to manage their

emotions.

4.3. Pre-service Kazakh and Russian Language Teachers’ Views about Their Future

Roles

4.3.1. Future Professional Identity. Enthusiasm and Concerns
Several experience-forming factors have been identified as critical for effective language

teaching during the interviews. These factors include the teacher's proficiency in the language
being taught, willingness to work in this field in the future, knowledge of teaching
methodologies, and understanding of the role of emotions in language learning. Additionally,
interview analysis has shown that the teacher's own language learning experiences can
significantly impact their approach to teaching. Respondents were interviewed about their

visions of future roles as language teachers. Many of the participants highlighted the
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importance of their own language-learning experiences in shaping their views on future
teaching practices. For the question “How do you see your future role as a teacher?”
Participant 2 responded: “I have a certain enthusiasm to teach further and carry the
knowledge behind me and share it with my students.” A similar enthusiastic view was shown
by Participant 5, who reported,

| just had a thought, what was the experience of my teachers and what led them to who

they are now? | hope that the way | was taught languages will not affect me much, and |

will build my own line.
Based on a sample of pre-service teachers' responses collected through interviews, it can be
seen that these individuals have a range of views and expectations about their future careers
as educators. Overall, the pre-service teachers expressed a strong desire to make a positive

impact on their students and contribute to their academic and personal growth.

For example, Participant 4 shared that he wants his students’ experience to be pragmatic and
with a clear understanding of why they are learning one or the other language. He said,
I would like them to have a great experience. But it doesn't just depend on me. The
whole environment, other languages, other subjects, family, and friends, all affect them,
and their experience will be formed on the basis of many other factors. Perhaps we have
not yet learned how to use the full potential of everything that surrounds us, besides
there is not enough explanation why they might need it. I would like their experience to

be accompanied by a clear understanding of uniform efforts from all sides, not only

from mine but also theirs.
Respondent 2 was expressing her thoughts in a positive way, sharing that there is another
important aspect of language learning as emotional attachment. She wants her students to be
“connected” with the language that she is going to teach. This view can be seen in the

following extract:
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I would like them to be free in their choice when talking, writing, reading, and listening.
And in this, I think it is very important to have some kind of connection with the
language. This is not about knowledge of the language and its functionality, but rather,
some kind of internal garter. | have always been interested in psychology and actualized
the role of feelings in life. I want my future students to always feel the "life" in the
language, so | will try to teach it as fully as possible. Of course, it will be difficult to

balance the requirements and evaluation standards.
Another interviewee, Respondent 1, stated that she wants to “break the chain” of these

outdated pedagogical approaches where there is no freedom given to the learner,

On the one hand, | want to give an interesting and vivid experience to my future
students, and I would not like to repeat what my teachers show me here. On the other
hand, probably, the fact that there was no other learning experience and a limited base
at the beginning will be difficult and I will repeat the way | was taught. It even seems to
me that all this was unnecessary, and you learn everything in practice, and you get
better.

Nevertheless, she was also worried about the unconscious effect of her own learning
experience on her teaching style, so she might repeat the methodologies that she has been

taught.

There were also some concerns expressed by the pre-service teacher (Respondent 3),
particularly regarding the challenges of adapting to different learning and forming their own

teaching styles. Respondent 3 stated,

We have great teachers who are dedicated to their work and teach the language with
great enthusiasm. Looking at them, | want to be able to do the same. But then a little
realization comes that you are different people, with different baggage of experience
and different audiences. It may be easier for them to work with students in their studies,
and if they did not have early experience teaching at school, this complicates the
situation. After all, they teach it through their own prism with little experience. And
even more so, it seems that we are gaining experience teaching languages only by

passing professional pedagogical practice in schools. Of course, there are some
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trending, memorable methods or reforms that greatly affect the teaching style of

professors, which subsequently affects us.
One of the interview participants, Respondent 2, showed a real interest in “transferring the
knowledge” and a clear understanding of the scope of the specialty. However, she shared her
concerns about mastering all the necessary skills to be a great pedagogue, by explaining,

It is important for me that I can continue to transfer this knowledge about the language.

Only this understanding is not quite enough for me to master all the skills, since | feel
very limited, and one-sided when being taught. | want something interesting.

She also expressed concerns about experiences,
But | have concerns that due to ignorance of something, or lack of experience, it will be

difficult for me at the beginning, or | will completely abandon it, with a deliberately

incorrectly constructed experience. Therefore, 1 don't know yet. (Respondent 2)
Similar concerns were raised by Participant 5,

Although, who knows? Everything looks pretty vague. | wouldn't say that everything is

bad and hopeless. At least the school system has a general education standard and

accountability to a single governing body, and I think my experience will be formed in

the right direction. In addition, if something goes wrong, there are always some

advanced training courses for teachers, it seems. The main thing is my attitude to this.
Overall, these interview results show that pre-service teachers have a complex and nuanced
view of their future careers as educators, a mixture of excitement, passion, and apprehension.
They emphasized the significance of being able to empathize with their students’ struggles,
having an understanding of the language acquisition process, and being able to model

effective language use.
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4.3.2. Pre-Service Teachers’ Views on Language Teaching Pedagogy
Participants of the study were asked to share their opinions on what is important for them in

their language teaching program. Participant 1 considered this question from a career

perspective and stated that she wants to be out of this circle, reporting,

For me personally, it would be important to learn the language not only as a future
teacher, honestly. Most likely, my understanding of this specialty is a little distorted,
and I may not be engaged in language teaching in the future. And | study here because |
like the language itself. And the most important thing is constant practice, which could
be applicable in life, and not only in the pedagogical circle. | don't want my language

knowledge to be formed only on rules and theoretical materials.
Another respondent (3) shared the same attitude toward his studying, thereby showing that it

is important for him to concentrate more on the language, saying,

Since | have a language specialty, initially my interest was in a language, rather than in
pedagogy, to be honest. And courses related to pedagogy and language pedagogy
always focus on theoretical material, some outstanding scientists, and their views. And
this is fixed by the fact that in most cases we simply memorize who they are and what

they have brought to this sphere.
Respondent 4, shared his concerns and dilemmas about filtering the knowledge he is gaining.
He said that he has some kind of inner conflict when learning a literary language in terms of

using this knowledge at the time that we are living currently. He indicated,

It is important for me to be interested in learning a language while practicing everything
in real life. But, to be honest, sometimes some aspects of language learning become of
little use in life due to changing times, people's worldviews, and the frequent mixing of
languages. For example, although the literary language is very beautiful, it sounds
strange when you use it in speech. Most likely, we have greatly simplified everything,
and our conversations do not have such colors as in the early days. And we can be
taught such expressions in the language. Therefore, sometimes it seems that we are
learning something unnecessary. Nevertheless, on the other hand, | am tormented by the

thought that this may be my native language, or a rich language, and cutting myself off
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from access to literature because of its little applicability in life would probably be
unacceptable.

To sum up, from the analysis of the interviews it can be seen that there is a big concern
among students about not being able to handle subconscious affection of their past
experiences in their future teaching. Moreover, interview analysis revealed some problematic
areas in the program curriculum that need to be improved in the future. Thus, from the given
quotes, it is clearly seen that, primarily, respondents’ desires to study at these programs are
connected to the language itself as it interests them. Although they are studying in a
pedagogical program, their understanding of their future career perspectives and their

correlation with their desires is another issue to consider.

4.4, Summary

In conclusion, this chapter has presented the findings obtained from the data collected.
The research questions were addressed through the analysis of the data, which provided
insights into the research problem. The results of the analysis revealed several key findings,
which have important implications for the research area. The findings of this study shed light
on the experiences of pre-service Kazakh and Russian language teachers at a pedagogical
university. The analysis of interviews revealed that Kazakh and Russian pre-service teachers
faced similar challenges such as insufficient language proficiency, neglected needs by the
authorities, and inadequate teaching practicum experiences. However, there were also
differences in their experiences, particularly in their perceptions of language teaching

methods and their awareness of the importance of knowing one or another language.

Lack of opportunity for language practice, a lack of pedagogical knowledge and
experience, and insufficient assessment of their pedagogical methods may socialize pre-
service teachers toward a variety of unfavorable results. As an example, they could feel

unprepared and uncertain about their ability to teach, which could affect their sense of
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efficacy and confidence in the classroom. Additionally, they might not have had as much
exposure to effective teaching techniques, which could hinder their capacity to develop
engaging and significant learning opportunities for their students. Additionally, inappropriate
assessment procedures can make future teachers feel frustrated and demoralized about their
profession, which may make them second-guess their decision to become a teacher.
Moreover, these detrimental socialization encounters may have an effect on the teachers'
professional identities and sense of belonging to the teaching community. As a result, such

socialization practice can impact these pre-service teachers’ emotions, affect, and motivation.

Future teachers may develop a spectrum of social behaviors after going through a
range of positive and negative emotions while studying. Positive feelings like joy,
excitement, and engagement, on one hand, might increase one's passion for teaching and
dedication to the field. The pleasant recollections and associations they make with their pre-
service education may serve to mold their future attitudes and views about teaching. Negative
feelings, on the other hand, might have the reverse impact, resulting in lower motivation and
a more disapproving attitude toward the profession. Unfavorable emotions can, however, also
be transforming, fostering more forbearance, introspection, and development. Pre-service
teachers may be socialized to develop better coping mechanisms and a more comprehensive
grasp of the challenges of teaching if they are given help and direction to manage their

emotions.

Overall, these interview results show that pre-service teachers have a complex and
nuanced view of their future careers as educators, a mixture of excitement, passion, and
apprehension. They emphasized the significance of being able to empathize with their
students' struggles, having an understanding of the language acquisition process, and being

able to model effective language use.
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To sum up, from the analysis of the interviews it can be seen that there is a big
concern among students about not being able to handle subconscious affection of their past
experiences in their future teaching. Moreover, interview analysis revealed some problematic
areas in the program curriculum that need to be improved in the future. Thus, from the given
quotes, it is clearly seen that, primarily, respondents’ desires to study at these programs are
connected to the language itself as it interests them. Although they are studying in a
pedagogical program, their understanding of their future career perspectives and their

correlation with their desires is another issue to consider.
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5. Discussion

The purpose of this thesis is to understand how pre-service Kazakhstani language
teachers experience their Kazakh and Russian language teacher training in one region in
Kazakhstan, and how this experience affects their attitude, emotions, and future language
teaching roles. The previous chapter presented the study results. The current chapter is aimed
at explaining the results that were discussed in the previous chapter. The findings will be
described through their connection with the literature on the topics of language socialization,
emotions, and future professional identity of pre-service teachers, and seek to answer the

main research question with two sub-questions:

Main RQ. How are pre-service Kazakh and Russian language teachers socialized into

their future roles at a pedagogical university in one region in Kazakhstan?

1. How do Pre-Service L2 Language Teachers Experience Their Language Teaching

Courses?

2. What Implications does Their L2 Teacher Training Hold for Their Emotions?

In this chapter, I will consider the analytical framework of language socialization
theory and the extent that it is supported by the findings. This chapter is organized in the
following way: 1) sub-question one about the experience of pre-service L2 language teachers
on teacher training courses, 2) sub-question two that focused on implications on pre-service
teachers’ emotions and concludes with 3) pre-service Kazakh and Russian language teachers’

socialization into their future roles.

5.1. How do Pre-Service L2 Language Teachers Experience Their Language Teaching
Courses?
The results showed that study participants have encountered various difficulties while

studying in their teaching training program; namely, lack of opportunities to practice the



73

language, lack of pedagogical knowledge and practice, and shared their experiences on the

assessment in pedagogical practices that will be discussed in the coming sub-sections.

First, one of the key findings of this study was that pre-service Kazakh and Russian
language teachers lack opportunities to practice the language. The lack of opportunities to
practice the language was found to be a significant challenge for the pre-service language
teachers in this study. This lack of exposure to use the language for real purposes is indicative
of how language and culture are interconnected to reinforce social and cultural norms and
values (Ochs & Schieffelin, 1986, 2012). In addition, the results showed that all of the
participants reported feeling inadequate in their language skills and expressed frustration at
their inability to practice the language in meaningful contexts. According to Woolard and
Schieffelin (1994, p. 55), language ideologies are "the mediating link between social
structures and forms of talk™ influencing attitudes and views about both in-group and out-
group members as well as the types of language that they are anticipated to use. For this
reason, the results of this study indicated that pre-service education students' experiences
would probably result in language ideologies shaped by their professors’ cultural
presumptions and sociopolitical beliefs about language forms and their usage and they could
potentially repeat those ideologies in the teaching of Kazakh and Russian languages
(Kroskrity 2004; Riley 2011). Consequently, these students experience language teacher
training that consists of socialization processes that involve outdated behaviorist models of
language use, and interactions, which counteract the constructivist approaches such as
developing communicative competence and the use of language in authentic contexts visible

in Kazakhstani educational reform (Seisembayeva & Aimagambetova, 2019).

Secondly, the findings of this study illustrated that professors are more concerned
with getting students ready to explain grammatical principles than with offering specific

instruction on how to teach different facets of the language. Respondents voiced their worries
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about feeling underqualified to teach specific facets of language instruction and said they
would profit from further training in these fields. Regarding this problem, Respondent 2
indicated that their training program often focuses on grammar and various rules, with less
attention given to practicing their pedagogical skills and applying them in real-life cases.
Therefore, there is limited focus on language as a semiotic resource and how to draw on it in
their Kazakh/Russian language pedagogy. This reflects a transmissive approach where the
focus is primarily on the transmission of knowledge from the instructor to the learners, with
little emphasis on critical thinking, creativity, or active engagement (Nikitina, 2010; Suhendi,
2018). In such an approach, pre-service teachers are socialized to view their professors as the
ultimate authority and replicate their teaching practices without much reflection or
adaptation. They may rely heavily on memorization, rote learning, and following a prescribed
set of procedures rather than developing their own teaching styles or strategies (Darling-
Hammond, 2017). This lack of pedagogical knowledge and practice among pre-service
Kazakh and Russian language teachers is consistent with the findings of previous studies that
have highlighted the insufficient preparation of pre-service teachers in terms of linguistic
pedagogical knowledge and skills (Sharpe, 2015). These studies argue that this lack of
preparation can be attributed to the fact that the education system in Kazakhstan traditionally
emphasizes the transmission of knowledge rather than developing critical thinking and
pedagogical skills (Sharpe, 2015). Consequently, a transmission pedagogy and grammar-
focused socialization can lead to negative emotions, and feelings of inadequacy, and may
negatively impact pre-service teachers’ beliefs about language teaching and their professional

identity as language teachers (Liu & Xu, 2011).

Finally, the study found that assessment practices play a crucial role in preparing
future teachers to evaluate their students' language proficiency and progress. The data

illustrated that the respondents are socialized into traditional language assessment practices.



75

In this regard, most of the respondents indicated that there are issues with the validity and
reliability of assessment practices. For example, Respondent 5 reported that their progress in
pedagogy is not always monitored and moreover, they are assessed by heads of practices and
tests. Additionally, Respondent 2 commented, “How realistic do these assessments reflect
any competencies about a student's willingness to teach?” meaning that there are no clear
assessment standards. This view was supported by Respondent 3 sharing that it seems to her
that professors do not evaluate them correctly and “take grades from nowhere.” Therefore,
the results of this study concur with previous studies showing that pre-service language
teachers in Kazakhstan receive limited training in assessment practices and are often
unfamiliar with the assessment standards in their field (Karataeva, 2018). This lack of
preparation leads to a reliance on traditional testing methods that focus on grammar and
vocabulary and may not adequately assess students' communicative competence (Karataeva,
2018). This situation is further compounded by the lack of clear assessment guidelines and
standards, leading to inconsistencies in assessment practices across different educational

institutions.

Overall, the present study has highlighted several language socialization indicators
that pre-service Kazakh and Russian teachers face in their language training experiences.
Specifically, pre-service teachers reported a lack of opportunities to practice the language, a
lack of pedagogical knowledge and practice, and poor assessment of pedagogical practices.
These indicators of the socialization of pre-service teachers into the teaching profession can
significantly influence their beliefs and attitudes about language teaching and assessment
(Bell & Cowie, 2001). Similarly, Fleischman and Hopstock (2015) suggest that the lack of
pedagogical knowledge and practice can negatively impact the development of pre-service
teachers' professional identities. Additionally, the lack of opportunities to practice the

language can hinder their ability to create engaging and meaningful learning experiences for
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their students, which can affect their overall efficacy and confidence in the classroom. These
findings are consistent with previous research on language socialization (Kanno, 2003; Liu &
Fisher, 2006), which emphasizes the importance of creating supportive learning environments

that provide opportunities for language and pedagogical development.

5.2. What Implications do Their L2 Teacher Training Hold for Their Emotions?

As emphasized by language socialization theory, individuals' emerging learning
experiences and resulting emotions influence their beliefs in language education and their
professional identity. Therefore, it is important to understand the implications of L2 teacher
training on pre-service teachers' emotions, as this can have significant implications for their
future teaching practices. The study found both positive and negative emotions associated
with pre-service teachers' teacher training experiences and socialization in their future

language teaching roles at schools.

First, language socialization theory emphasizes the importance of understanding the
social and emotional processes involved in language learning and usage. This theory
acknowledges that emotions are an integral part of the language-learning process and that
learners’ emotional experiences can have significant implications for their beliefs, attitudes,
and practices. The findings of this study revealed that despite being socialized into
behaviorist language teaching approaches, the participants reported that they love learning
languages and are truly interested in developing their future professional skills, which were
often associated with the sense of purpose and fulfillment that comes from the realization of a
long-held dream of becoming a language teacher. The positive emotions also emerged as a
sense of pride and accomplishment when they successfully design and deliver a lesson plan
or when they receive positive feedback from their instructors. Therefore, the results support
previous research illustrating that pre-service language teachers often experience positive

emotions such as enthusiasm, motivation, and excitement during their training (Dewaele &
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Maclntyre, 2014; Lamb, 2017). According to research conducted by Dewaele and Maclintyre
(2014), positive emotions can enhance motivation, engagement, and persistence in language
learning. In a similar vein, aspiring teachers who experience positive emotions during their
training may be more inclined to approach their future teaching practices with eagerness and
a sense of purpose, ultimately benefiting their students' learning experiences. These findings
support the viewpoints expressed by Respondents 5 and 2, who emphasized the significance
of effort and emotions in influencing their progress and goal-setting as language teaching
professionals. Furthermore, the results indicated that positive emotions can also foster the
development of a robust professional identity, as pre-service teachers begin to associate
themselves with the values, beliefs, and practices of their future language teaching profession

(Lamb, 2017).

Secondly, the results indicated several negative emotions associated with the
respondents' socialization into their future language teaching roles. For example, anxiety was
one of the dominant negative emotions experienced by pre-service language teachers. For
example, Respondent 1 reported about having a fear of making mistakes, the pressure to
perform well in front of peers and instructors, and the uncertainty of meeting high standards,
so these can all contribute to anxiety (Dewaele, 2010). In the context of language teacher
training programs, anxiety can lead to a lack of participation in class, a decrease in
motivation to learn and may struggle with developing their teacher identity and may be less
likely to experiment with new teaching approaches (Liu, 2019). Another consistent theme
across the datasets was participants' negative emotions associated with frustration such as a
lack of progress in language learning or difficulty in applying pedagogical theories to
classroom practice, often resulting in a lack of engagement in class and a decrease in
motivation to learn and improve (Liu, 2019). Respondents who experience frustration

indicated struggling with developing their teaching skills and may be less likely to seek out
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feedback from instructors (Liu, 2019) since their grades “depend on the teacher’s mood” who

are “angry and tired” during the lessons (Respondent 2).

In addition to anxiety and frustration, the findings also foregrounded pre-service
language teachers’ experience of feelings of embarrassment or shame about not meeting the
expectations of their instructors or peers (Liu, 2019). For example, Respondent 3 commented,
“Since our school days, Kazakh language teachers have been talking a lot about how
embarrassing it is not to know the language, but no one is trying to teach us how to speak.”
For this reason, the study concurs with Lui (2019) who found that feelings of embarrassment
can lead to a lack of confidence and may cause pre-service teachers to avoid taking risks in
their teaching practice, may struggle with developing their teacher identity and may be less

likely to see themselves as competent language teachers (Liu, 2019).

To sum up, these findings highlight the need for language teacher education programs
to address pre-service teachers' emotional experiences and provide supportive environments
that foster positive emotions and address negative emotions. This can be achieved through
increased opportunities for language practice in authentic contexts, more emphasis on
pedagogical knowledge and skills, and more effective assessment strategies that promote
learning and growth. As Lantolf and Thorne (2006) suggest, language socialization theory
can provide a useful framework for understanding the complex interplay between emaotions,
language learning, and teaching, and help language teacher educators design effective
training programs that take into account pre-service teachers' emotional experiences. By
doing so, we can better prepare pre-service teachers to become confident, competent, and
motivated language teachers who are equipped to meet the challenges of language education

in Kazakhstan.
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5.3. How are Pre-Service Kazakh and Russian Language Teachers Socialized into Their
Future Roles at a Pedagogical University in One Region in Kazakhstan?

The study found that the pre-service period plays a vital role in shaping the
professional identity of future Kazakh and Russian language teachers in Kazakhstan. The
study found several indicators of pre-service Kazakh and Russian teachers’ socialization into

their future roles.

First, their professors expose them to transmission teaching, meaning that it involves a
teacher-centered classroom environment, where the teacher lectures, demonstrates, and
provides explicit explanations of language concepts, while learners are expected to listen,
absorb information, and reproduce what they have learned through controlled practice
activities. Despite this socialization, the study found that they held positive views about their
future language teaching roles. Interestingly, the data indicated the emergence of a hybrid
professional language teaching identity. For example, as described in Chapter 4, the study
participants expressed their enthusiasm to pass on their knowledge and share it with future
generations because they would have "freedom of choice and connectedness" to the language
they will teach "breaking the chain" with a clear understanding of why their future students
are learning the language. Their views indicate that they would like to see a move away from
outdated pedagogical approaches to a more learner-centered approach. Nonetheless, some
expressed concerns about developing their own teaching style and unconsciously socializing
their students into behaviorist teaching approaches by replicating their professors' teaching
methods (Johnson, 2019). Therefore, the findings reflect similar results to the research
conducted by Smith (2018), revealing that pre-service teachers often construct a hybrid
professional identity, drawing from both local cultural practices and global teaching

standards. The incorporation of Western teaching practices is one aspect of this hybridization.
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This incorporation of Western teaching practices is reflected in the professional identities of

pre-service teachers who view themselves as both traditional and modern educators.

Secondly, the results indicated that the Kazakhstani teacher trainers value behaviorist
teaching approaches such as drill and practice, audiolingual, and grammar-translation
methods. Such grammar drills and a focus on formal language rules can unintentionally
socialize some pre-service teachers in Kazakhstan to believe that a grammar-translation
approach is the most effective way to teach the Kazakh and Russian languages. For example,
the participants could believe that teaching grammar rules and having students memorize
vocabulary lists would be the best way for students to learn a new language, which is
reminiscent of traditional Soviet-era approaches to language teaching that emphasized
grammar memorization over communicative competence (Larsen-Freeman, 2018;
Mukhametzhanova, 2020). Language socialization theory suggests that language learning
experiences and emotions play a significant role in shaping beliefs and attitudes toward
language and its instruction. As discussed in Chapter 4, some participants in the study had
negative experiences while learning a new language, such as being subjected to rote
memorization of vocabulary or excessive correction by their teachers. These negative
encounters can lead to a pessimistic outlook on language learning and teaching, which may
be passed on to their future students through socialization. For this reason, the results suggest
that if pre-service teachers are socialized into behaviorist approaches, they may not be
prepared to teach in a communicative and student-centered way. This would contradict the
language teaching education reform about developing students’ Russian and Kazakh language
communicative competence (Tazhibayeva & Seydakhmetova, 2017; Yergaliyeva &
Seysembayeva, 2020). It also holds consequences for the government’s revitalization of the

Kazakh language (Zhakipova & Orazbayeva, 2017). Consequently, socialization into
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grammar rules and formal language strategies to teach the Kazakh language could result in

negative emotions among their students learning the language (Dewaele, 2010; Liu, 2019).

Thirdly, the results illustrate a separation between language learning and pedagogical
courses. Therefore, these pre-service teachers are socialized into what Bedeker (2023) calls
binary views about content and pedagogy as if they "exist in a vacuum" (Powell, 2018, p.
252). Bedeker (2023) argues that one drawback is the risk of fragmented learning, as these
pre-service language teachers may struggle to integrate their language proficiency with
effective teaching strategies. Additionally, separating these courses may limit opportunities
for prospective language teachers to understand the broader contexts of language learning. It
also means that the lack of integration between these courses contributes to a theory and
practice gap as the application of pedagogical theories, specifically within the language
teaching context may be overlooked (Freeman, 2002; Harbon & Maloney, 2008). In this way,
language teacher training in Kazakhstan separates the link between educators’ pedagogical
knowledge, content knowledge, and how they connect this with the curriculum, educational
space, their learners and course objects which is called pedagogical and content knowledge
(PCK) (Shulman, 1986; 1987). Consequently, the participants have been socialized with
limited "skills in making pedagogical decisions" (Richards, 1998, p. xiv) about drawing on
language in social contexts, which is essential for facilitating discussions on how meaning is
constructed through specific grammar and word choices within particular contexts and for

specific audiences (Harper & Rennie, 2009, p. 32).

Finally, the results indicate that the study participants were socialized into traditional
language assessment practices, highlighting issues related to the validity and reliability of
these practices. In the context of language assessment, pre-service teachers are socialized into
understanding the importance of assessment, its purposes, and the role it plays in supporting

students’ language development. Nonetheless, the study findings suggest that the
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socialization process may be inadequate, resulting in a gap between the theoretical
understanding of assessment and its practical implementation. This gap can be attributed to

the dominance of traditional assessment approaches during their training.

The outcome of pre-service language teachers’ limited socialization into effective
assessment practices can have significant implications for their future roles as language
assessors and the overall quality of assessment practices. These outcomes encompass both the
professional development of the teachers themselves and the impact on students’ language
learning experiences. The lack of adequate socialization in assessment practices may result in
the perpetuation of ineffective and outdated assessment methods. Pre-service teachers who
are not exposed to modern communicative assessment approaches during their training are
more likely to rely on traditional testing methods that primarily focus on grammar and
vocabulary. This narrow focus on discrete language elements may not accurately assess
students’ communicative competence or their ability to use the language in authentic contexts
(Karataeva, 2018). As a result, assessment practices that do not align with current standards

may hinder students’ language learning progress and the development of their communicative

skills.

Moreover, the limited socialization into assessment practices may lead to a lack of
awareness and understanding of assessment standards and guidelines. This can result in
inconsistencies in assessment practices across different educational institutions (Baltabayeva
& Yessenova, 2016). Without clear assessment guidelines, teachers may struggle to evaluate
students’ language proficiency and progress consistently, which can undermine the reliability
and fairness of the assessment. In turn, this may impact students’ motivation, self-perception,

and confidence in their language learning abilities (Shohamy, 2013).
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5.4. Conclusion

This chapter focused on how pre-service Kazakh and Russian language teachers are
socialized into their future roles. The discussion of the results revealed that pre-service
Kazakh and Russian language teachers' views on language teaching pedagogy have a
significant impact on their socialization into their future roles. If pre-service teachers are
socialized into a traditional grammar-translation approach, they may not be prepared to teach
in a communicative and student-centered way. However, if they are socialized into a
communicative and student-centered approach, they may be better prepared to promote
communicative competence in their future students. It is essential for teacher education
programs to provide opportunities for pre-service teachers to develop their views on language
teaching pedagogy through experiential learning and reflective practice, as this can lead to the

development of a more effective and hybrid professional identity.
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6. Conclusions

The purpose of this thesis was to understand how pre-service Kazakhstani language
teachers experience their Kazakh and Russian language teacher training in one region in
Kazakhstan, and how this experience affects their attitude, emotions, and future language
teaching roles. The previous chapter focused on the discussion of the main findings of this
research which aimed at understanding how pre-service Kazakhstani language teachers
experience their Kazakh and Russian language teacher training in one region in Kazakhstan,
and how this experience affects their attitude, emotions and future language teaching roles. A
qualitative research method was used for data collection from the respondents through online
interviews. In the current chapter, | present the conclusion, a summary of results and explain

its limitations and recommendations for further research.

6.1. Summary of the Major Findings

The current study illustrated that there is a lack of opportunity for language practice, a
lack of pedagogical knowledge and experience, and insufficient assessment of their
pedagogical methods. It may socialize pre-service teachers toward a variety of unfavorable
results. As an example, they could feel unprepared and uncertain about their ability to teach,
which could affect their sense of efficacy and confidence in the classroom. Additionally, they
might not have had as much exposure to effective teaching techniques, which could hinder
their capacity to develop engaging and significant learning opportunities for their students.
Additionally, inappropriate assessment procedures can make future teachers feel frustrated
and demoralized about their profession, which may make them second-guess their decision to
become a teacher. Moreover, these detrimental socialization encounters may have an effect
on the teachers' professional identities and sense of belonging to the teaching community. As
a result, such socialization practice can impact these pre-service teachers’ emotions, affect,

and motivation.
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Future teachers may develop a spectrum of social behaviors after going through a
range of positive and negative emotions while studying. Positive feelings like joy,
excitement, and engagement, on the one hand, might increase one's passion for teaching and
dedication to the field. The pleasant recollections and associations they make with their pre-
service education may serve to mold their future attitudes and views about teaching. Negative
feelings, on the other hand, might have the reverse impact, resulting in lower motivation and
a more disapproving attitude toward the profession. Unfavorable emotions can, however, also
be transforming, fostering more forbearance, introspection, and development. Pre-service
teachers may be socialized to develop better-coping mechanisms and a more comprehensive
grasp of the challenges of teaching if they are given help and direction to manage their

emotions.

The study revealed a separation between language learning and pedagogical courses
in pre-service language teacher training in Kazakhstan. This division leads to fragmented
learning and limited integration of language proficiency with effective teaching strategies. It
hinders the development of pedagogical and content knowledge (PCK), resulting in a lack of
skills for making pedagogical decisions and understanding how language is used in social

contexts.

Overall, the interview results showed that pre-service teachers have a complex and
nuanced view of their future careers as educators, a mixture of excitement, passion, and
apprehension. They emphasized the significance of being able to empathize with their
students’ struggles, having an understanding of the language acquisition process, and being
able to model effective language use. To sum up, from the analysis of the interviews it can be
seen that there is a big concern among students about not being able to handle subconscious
affection of their past experiences in their future teaching. Moreover, interview analysis

revealed some problematic areas in the program curriculum that need to be improved in the
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future. Thus, from the given quotes, it is clearly seen that, primarily, respondents’ desires to
study at these programs are connected to the language itself as it interests them. Although
they are studying in a pedagogical program, their understanding of their future career

perspectives and their correlation with their desires is another issue to consider.

6.2. Limitations
While this study provides valuable insights into the language socialization of pre-
service Kazakh and Russian language teachers, it is important to acknowledge the limitations

that may impact the generalizability and scope of the findings. | outline the limitations below.

Sample Size and Generalizability. The study involved a relatively small sample size
of five respondents from one specific region in Kazakhstan. This limited sample size may
affect the generalizability of the findings to a broader population of pre-service language
teachers in different regions or contexts. Therefore, caution should be exercised when
applying the findings to other settings. Moreover, this exact part of the country can have a
unique regional context. The study focused on pre-service language teachers from one
particular region in Kazakhstan, and their experiences may be influenced by specific cultural,
linguistic, and educational factors that are unique to this region. Consequently, the findings
may not fully represent the experiences and perspectives of pre-service teachers from other

regions in Kazakhstan or other countries.

Subjectivity factor. The data collected through semi-structured interviews relied on
the respondents' self-reported experiences and perceptions. It is important to acknowledge
that self-reporting can introduce potential biases, such as social desirability bias or recall bias,
which may impact the accuracy and reliability of the information provided by the
respondents. Additionally, the interpretation and analysis of the data collected in this study

are subject to the researcher's interpretation and potential biases. Although efforts were made
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to minimize subjectivity and enhance the rigor of the analysis, the findings may still be

influenced by the researcher's perspectives and experiences (Miller, 2020).

Lack of Triangulation. The study primarily relied on large-scale surveys and semi-
structured interviews as the main data collection methods. While interviews offer valuable
qualitative insights, the absence of other data sources, such as observations or document
analysis, limits the depth and breadth of the study's findings. Unfortunately, the data gathered
from the survey turned out to be not statistically significant (p > 0.05). It indicates that the
observed patterns or relationships between variables are likely due to chance rather than
being a true reflection of the population being studied. This lack of statistical significance
suggests that the findings may not be reliable or generalizable to a larger population (Muijs,

2011).

Despite these limitations, this study contributes valuable insights into the language

socialization of pre-service Kazakh and Russian language teachers.

6.3. Implications

The findings of this study have several implications for various stakeholders in the
field of language education, including pre-service teachers, teacher educators, educational
institutions, and policy-makers. These implications highlight the importance of addressing
specific areas for improvement and the potential benefits of enhancing the language

socialization experiences of pre-service Kazakh and Russian language teachers.

Pre-service Teacher Training Programs. The study reveals the need for
comprehensive and well-designed pre-service teacher training programs that focus on
language socialization. Teacher educators should incorporate pedagogical approaches that

emphasize the social and cultural aspects of language learning and teaching. This can help
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pre-service teachers develop a deeper understanding of the role of language in identity

construction and cultural contexts.

Integration of Theory and Practice. The study highlights the importance of bridging
the gap between theory and practice in language teacher education. Teacher education
programs should provide opportunities for pre-service teachers to apply theoretical
knowledge in practical classroom settings. This can be achieved through meaningful and
supervised teaching practice, where pre-service teachers can engage with real learners and

reflect on their experiences to develop their pedagogical skills.

Professional Identity Development. The study highlights the importance of supporting
pre-service teachers in developing a positive and confident professional identity. Teacher
education programs should provide opportunities for pre-service teachers to explore their
beliefs, values, and attitudes toward language teaching. Reflective practices, mentoring, and
collaborative learning environments can contribute to the development of a strong

professional identity.

Policy Considerations. The study suggests the need for policy-makers to recognize
and prioritize the language socialization experiences of pre-service teachers. Policies should
focus on creating conducive environments for language teacher education, including adequate
resources, support systems, and opportunities for professional development. Additionally,
policies should aim to promote the value and status of language teaching as a profession,

attracting high-quality candidates to the field.

Overall, this study emphasizes the importance of enhancing the language socialization
experiences of pre-service Kazakh and Russian language teachers. By addressing the

implications mentioned above, teacher education programs and policy-makers can contribute
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to the professional growth and success of future language teachers, ultimately benefiting the

quality of language education in Kazakhstan.

6.4. Recommendations

Based on the findings and implications of this study on the language socialization of
pre-service Kazakh and Russian language teachers, the following recommendations are
proposed to enhance language teacher education and promote the development of effective

language teachers.

Expand Experiential Learning Opportunities. Teacher educators should prioritize
experiential learning opportunities for pre-service teachers to engage in authentic language
teaching contexts. This can be achieved through structured teaching practicum experiences,
community-based language teaching projects, or partnerships with local schools and language

learning centers.

Foster Reflective Practice. Encourage pre-service teachers to engage in reflective
practices throughout their training. Teacher education programs should provide guidance and
support for pre-service teachers to critically reflect on their experiences, beliefs, and teaching
practices. This can be facilitated through regular reflective journals, peer discussions, and

mentorship programs.

Promote Multilingual and Multicultural Competence. Teacher education programs
should focus on developing pre-service teachers' multilingual and multicultural
competencies. This can be achieved by providing opportunities for language learning beyond
Kazakh and Russian, exposure to diverse cultural resources, and training on how to create

inclusive and culturally responsive learning environments.

Strengthen Collaboration and Networking. Foster collaboration and networking

opportunities among pre-service teachers, practicing teachers, and teacher educators.
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Establish communities of practice or professional learning communities where pre-service
teachers can engage in ongoing dialogue, share experiences, and receive feedback from

experienced practitioners.

Continuous Professional Development. Encourage pre-service teachers to engage in
continuous professional development throughout their careers. Promote the importance of
attending conferences, workshops, and online courses to keep up with the latest research,

methodologies, and technological advancements in language teaching.

Advocate for Supportive Policies. Advocate for policies that support language teacher
education and address the specific needs of pre-service language teachers. This includes
allocating sufficient resources for teacher training programs, providing financial incentives
for language teachers, and establishing mentorship programs to support new language

teachers during their early years of teaching.

Lastly, the separation of language and pedagogy courses may lead to a lack of
coherence in teacher education programs, hindering the development of well-rounded
language teachers. To address such socialization issues, it is important to consider integrating
language instruction and pedagogical courses, fostering meaningful connections between
language proficiency development and effective teaching practices. This integration can lead
to a more comprehensive and integrated understanding of language teaching and learning for

future language teachers.

6.5. Directions for Future Research
Future research in the field of language socialization and pre-service language teacher
education can explore several directions to further deepen our understanding and improve

language teacher training:
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1. For instance, conducting longitudinal studies to examine the long-term effects of
language socialization experiences on pre-service language teachers' professional
development. Investigate how these experiences shape their teaching practices,

beliefs, and identities over time.

2. Additionally, it would be beneficial to conduct comparative Studies. Compare
language socialization experiences and outcomes among pre-service language
teachers from different regions, cultural backgrounds, or educational contexts. This
can shed light on the influence of cultural factors on language teacher socialization

and identify effective practices across diverse contexts.

3. Itis important to consider teacher-educator perspectives. Explore the perspectives of
teacher educators and mentors on language socialization in pre-service language
teacher education. Investigate their beliefs, practices, and instructional strategies for

facilitating effective socialization experiences for future language teachers.

4. Moreover, the impact of policy and curriculum is another topic to study. It is
important to investigate the impact of policy and curriculum on language teacher
socialization, and examine how national and institutional policies shape language
teacher education programs, and explore the alignment between policy goals and the

actual experiences of pre-service language teachers.

By pursuing research in these directions, scholars can contribute to the advancement
of knowledge in language socialization and inform the development of effective pre-service
language teacher education programs and policies. These future research endeavors will
ultimately benefit the professional development and success of language teachers and

enhance the quality of language education.
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6.6. Personal Reflection

Undertaking this study on the experience of pre-service Kazakh and Russian language
teachers has been a deeply rewarding and insightful journey for me. As a researcher
passionate about language education and teacher development, this study has provided me
with a valuable opportunity to delve into the experiences, perspectives, and challenges faced
by pre-service language teachers in Kazakhstan. Throughout the research process, | had the
privilege of conducting semi-structured interviews with five pre-service language teachers,
gaining access to their personal narratives and unique insights. This allowed me to truly grasp
the intricate nuances of their socialization experiences and the factors that shape their future

professional roles.

One of the most remarkable aspects of this study was the realization that pre-service
language teachers undergo a complex process of constructing a hybrid professional identity.
Witnessing their navigation between cultural, linguistic, and pedagogical influences
highlighted the dynamic nature of language socialization and its profound impact on their

personal and professional lives.

Engaging with the data and analyzing the interviews provided me with a deeper
appreciation for the social and cultural dimensions of language learning and teaching. It
became evident that language socialization is not simply about acquiring language skills but
also about embracing the cultural norms, values, and identities that are deeply intertwined
with language use. This realization has sparked my curiosity to further explore the interplay
between language, culture, and identity in language education. As I immersed myself in the
findings, | became acutely aware of the challenges faced by pre-service language teachers in
terms of limited opportunities for language practice, and pedagogical knowledge gaps. These

findings have fueled my determination to contribute to the improvement of language teacher
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education by advocating for comprehensive and inclusive training programs that address

these critical areas.

Moreover, the study shed light on the powerful role of emotions in language
socialization. Witnessing the positive and negative emotions experienced by pre-service
language teachers during their training journey reinforced the importance of fostering a
supportive and nurturing learning environment. It reinforced my belief in the significance of
creating spaces where pre-service teachers can openly express their emotions, reflect on their
experiences, and receive the guidance and mentorship they need to thrive. Undoubtedly, this
study has its limitations, including the small sample size and the focus on one region in
Kazakhstan. However, these limitations have served as valuable lessons and have inspired me
to envision future research that encompasses a broader scope, larger sample sizes, and
multiple regions to gain a more comprehensive understanding of language socialization in the

country.

In conclusion, embarking on this study has been a transformative experience for me as
a researcher and aspiring language educator. It has deepened my understanding of the
complexities and nuances of pre-service language teacher socialization and has ignited a
passion within me to contribute to the improvement of language teacher education and the

empowerment of future language teachers.
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Appendices

Appendix A

Interview Protocol — English Language

Time of interview:

Date:

Place: Zoom platform

Interviewer: Bekzhan Serikkaliyev

Interviewee: __ (name will be changed due to confidentiality reasons)

1. Warm-up questions: (2-5 min).

How are you? How old are you? What is your specialty? What is your first language?
— collect general information about the interviewee

2. Probing questions: (20-30 min).

1. Which language/s is a compulsory requirement of your degree program? How do you
feel about this (these) language(s)?

2. Can you describe the content of your language program? What is interesting/not

interesting about your foreign language class?

3. What is your professor like and how does he/she teach the language?

4. How are you assessed and what competencies did you develop — reading, writing or

speaking?

5. What aspects of the course do you find useful or not useful — why?

6. How do the professors’ teaching style and the assessment make you feel?

7. Do you think your feelings about learning the language has or are impacting your

academic achievement in language classes?

8. How are your language pedagogy classes going? What are you focusing on?

9. What is important for you in learning a language and teaching someone?
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10. What specific things could you note in the pedagogy of language?

11. How would you like to see the experience of your students learning languages?
12. How are your teaching competencies assessed?

13. How do you see your future role as a teacher?

3. Conclusion: (2-3 min).

14. Is there anything you want to add regarding our interview?
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Appendix B
AKnaparTsIK KeJiiciMm Hbicanbl — Ka3zak Tininge

Ka3zakcranabIk 0os1aliak MyFraJdiMIepaiH Ka3ak sKoHe OPbIC TiJIIepinaeri OKbITyFa
dJieyMeTTeHYiH Yl TiJIie 3epTTey

Cizai mert TUaepi YHpeHyaeri Ka3akCTaHAbIK CTYACHTTEP I1H SMOIUSIIAPBIHBIH POJIiH YIII
TUIZI KOHTEKCTE 3ePTTEeYIe KaThICyFa IIaKbIpaMbl3. 3epTTeyal HazapbaeB yHuBepcureTi
Korape! 6151iM Oepy MekTeOiHIH MarucTpanThl CepikkanueB bexokan xyprizeni.

Cisre Tinaepai oKbITy OolbIHIIA OiiM Oepy OarnapiaMachIHbIH CTYACHTI PETiHer1
TOKIPUOEHI3TE KATBICTHI cypakTap Koibuiaasl. Ci3lliH pyKCcaThIHBI30CH, cyx0aT TuKkTOo(OoHFa
Kas3bUIael, ce0e0i OyIT anyarbl yakpITTarbl TAJAay YIIiH KakeT. Erep cyx6at 6apbICBIHBIH
JTUKTO(OHFA JKa3bUTYBIH KaJlaMacaHbI3, OHJ/Ia MEH Ci3/iH jKayalnTapbIHBI3/IbI XKa30ala Typae
xa3bin anambiH. Ci3iH 3epTTeyre KaTbICYbIHbI3 €pPiKTi O0JIBIN TaObLUIaIbI )KOHE Ci3 Ke3-
KEJITCH yaKbITTa SIIKaH/Iall CaIIapChl3 KaThICY bl TOKTaTyFa KYKBIFBIHBI3 0ap, OYJI )KaFaaiia,
OapibIK xaz0anap xoibuanel. Ci3niH KaThICYbIHBI3 aMaMeH 20-30 MUHYT yaKbIT aiajbl.

Cypaxrap ce3imMTal TaKbIpBIITApIbl KO3Famaca J1a, ci3 Kelip cypakrapra xayan OepyneH
0ac TapTyFa KYKBIFBIHBI3 O0ap. 3epTTeyre KaTbiCyMeH O0alaHbICThI Oipiiama Kayinrep 6ap.
Cizni kayinTep/ieH Kopray YIIIiH MeH OapibIK KaKeTTi mapanap/ibl KaObuiayra HUETTIMIH.
MeH ci3/1iH HaKTbl aThIHBI3/IbIH OPHBIHA KOHE MEKEMEHIH aTaybIHbIH OpPHBIHA
TPaHCKPUNTTEpAe OYPKEHIIIK aTThl (TICEBIOHUM/IbI) Al JallaHaMbIH JKOHE MapoIbMeH
KOpFaJIFaH KOMITbIOTEP/I€ HAKTHI aTayjiap MEH ICEBJIOHUM/IEPAl aHBIKTAUTBIH (Qaiiabl
cakTaiiMbIH. MakanaHbIH K00aChIH JKa3FaHHaH KeiiH Jaysbic xka30ackl xoiibinaabl. CoHpaii-
aK, MEH CI3/11H JKEKe aKIapaTbIHbI3 KapHsl 00JIMaybl YIIIIH 3€pTTey asKTajlFaHHAH KeHiH
KOMIIBIOTEP/IEH KYIUs Co30€H KopraiFaH O0apJibIK (aiiiiapabl ajblll TaCTaMBbIT )KOHE
Makayajgap MEH Ipe3eHTalusIIapAaH Ke3-KeITreH CONKEeCTeH IIPETIH aKnapaTThl ajbIIl
tactaiimbiH. Ci3re HaKThl eTeMaKbl Oepinmeiini. Ci3 ochl 3epTTeyre KaTblCyAaH TiKeneh
naiiia kepe anmaiich3. Anaiia ci3liH >kayanTtapblHbI3 3epTTeyurire Kazakcrannasbl mer
TUIEPIH YHPEHYIer SMOLUSIIAPAbIH pesll Typalbl kebipek Oiyre kemekreceai. by
3epTTeY/liH ’KaHama apThIKIIBUIBIFbI-TIeIarOTUKAJIBIK OaFaapiamanap/a meT TIIIepiH YHpeHy
Ke31HJIe SMOIMATIapFa KaThICThI IpobeManap MEH MyMKiH OOJIaThIH apTHIKIIBUIBIKTAPbIH
TaJKblJIay MYMKIHJITI.

OxbIpMaHFa YCBIHBUIATHIH OCBI 3€PTTEY Typallbl K€3-KEITeH eCell Ci3/IiH aThl-)KOHIHI31
HEMece COMKeCTeH/IIPETIH KeKe aKkNnapaTThl KaMThiMaiibl. CypakTapbIHbI3 60sca, HeMece
OCBI 3epPTTEY/IIH HOTIKEIIEPIHIH KOIITIPMECIH, HEMECE KOPBITHIHIBICHIH aJIFbIHBI3
KeJIce,3epTTEeYIIre TOMEHE KOPCETUITeH IEKTPOHABIK MOIIITa MEKEHKalbl apKbUIbI HEMECe
TenedoH HOMIpiHe Xabapiiaca ajgacki3. 3epTTEY/IIH HOTIKENIEPl MaruCTPIIiK JUCCEPTAIHs,
FBUIBIMU MaKaJaHbl ka3y, KOH(EepeHLIUsIap IbIH TPe3eHTAIMACHIH JaiibIHAay jKoHe OacKa Jia
*as0alma ecenrep YILiH HaiJalaHbIIaTBIH 00Ia bl
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Baitnanpic MmomimeTTepi:

CypakTapbIHbI3 00JIcCa HEMECe OCHI 3ePTTEY/IiH HOTHXKEIIEPIH KOPTiHi3 KeJce, 3epTTeyIIire
xabapiiaca anachI3:

3eprreymri: CepikkanueB bekkaH,
Marucrtpant

Koraps! 6is1im 6epy MekTeO1,
Hazap6aeB YHuBepcureri

bekzhan.serikkaliyev@nu.edu.kz

Ten: + 7-776-99-502-99

Toyenci3 Oaitnansic: Erep ci3 ockl 3epTTeyre KaHaraTTaHOAaCaHbI3 HEMECe CypaKTapbIHbI3 0oJica,
Hazap0OaeB YHUBEpPCUTETIHIH 3THKAIBIK FBUTBIMU-3epPTTEY KOMUTETiHE resethics@nu.edu.kz.
ANEKTPOH/IBIK MMOLITACHI APKbLIbI OaliIaHbICyFa OO IbI.

3epTTeyre KaTbiCyFa KeTiCCeHi3, OChl Kara3Fa KOJI KOMBIHBI3.

* bepinren aknapaTTapabl MYKUAT 3€pTTEIIM;

* Men 18 xactambiH, HeMece 18/1eH yIKeHMIH;

* 3epTTeyliH MaKcaThl XoHE TOPTiO1 Typalbl TOJBIK akmnapart 6epiii;

* XKunanran nepexrep Kajail naiigagaHbUIATBIHBIFBIH KOHE KEKe aKIapaThIM Typalibl
3epTTEeyIli TONTHIH FaHa KOJI JKETEeTiHIH TYCIHEMIH;

* MeH ocbl 3epTTEyre KaTrblcyaH 0ac TapTyFa KYKbIFbIM Oap €KEeHIH TYCIHEMIH;

» Korapsina aiTeUIFaHAAP MAJIIMETTEP TYPaJIbl TOJIBIK Xabapaap OO MEH ©31MHIH
epKIMEH 3epTTeyre KaThblCyFa KeJliCEMIH.

* Ci3 3epTTey OapbIChIH/A ayIM0 HEMece OeHeKa3bUIbIMIBI XKYPri3yre KemiciMm 0epeci3
oe?

D Ho, xemiceMin

D Kok, kenicneiMin

Ko Kyn:

3eprreymi:

Kom: Kyn:
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Informed Consent Form — English Language
Kazakhstani pre-service students' Kazakh and Russian language socialization for
teaching in a trilingual context

You are invited to take part in the study about Kazakhstani pre-service students' Kazakh and
Russian language socialization for teaching in a trilingual context. The research is conducted by
Serikkaliyev Bekzhan, a student of the Graduate School of Education of Nazarbayev University.

You will answer questions about your experience, role, and opportunities of emotions as a student
of the pedagogical program in the field of learning languages and share visions of future roles as
a teacher. With your permission, | will tape-record the responses, as they will be used in further
analysis. In case you do not wish to be recorded, I can take notes instead while you are answering
the questions.

It is completely voluntary for you to take part in this research. Despite the fact that questions are
not meant to be sensitive in nature, you are always free to choose not to answer them. All of the
material (tapes, notes), will be deleted if you decide to quit the project at any moment.

Your participation will require approximately 20-30 minutes.

Participation in the study has very minimal risks. | plan to take all necessary measures to safeguard
your privacy in order to protect you from any potential threats. On the interview transcript, a
codename will be used in place of your name and the name of the institution. The transcripts and
the file that links the pseudonyms to real names will be stored on a password-protected device.
The voice file will be removed upon completion of the study.

In order to prevent your personal information from being identifiable, I will also remove any
personal details from the final versions of articles and reports. After the study is finished, I will
also delete all password-protected files from the computer. There won't be any financial support
given to you. Additionally, there are no immediate advantages to you by taking part in this
study. Your responses, however, could aid the researcher in understanding more about the
significance of emotions in Kazakhstani pedagogical program students’ language socialization.
An indirect benefit of this research is the opportunity to discuss the challenges and possible
benefits regarding emotions in the study of foreign languages in pedagogical programs.

If you have questions or want a copy or summary of this study’s results, you can contact me at
the email address or telephone provided below. The results of the study will be used to write a
master’s thesis, and scholarly article, prepare a conference presentation, and other written
reports.

CONTACT INFORMATION:
Bekzhan Serikkaliyev, Master program student
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Graduate School of Education, Nazarbayev University, Nur-Sultan, Kazakhstan.
Email: bekzhan.serikkaliyev@nu.edu.kz
Tel: +7-776-99-502-99

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 Nazarbayev University Institutional Research Ethics Committee, at
resethics@nu.edu.kz.

Please sign this consent form if you agree to participate in this study.

» | have carefully read the information provided,

» | confirm that I am 18 or | am elder than 18;

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

« | understand how the data collected will be used, and that any confidential information
will be seen only by the researcher and will not be revealed to anyone else;

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

reason;
«  With full knowledge of all foregoing, | agree, of my own free will, to participate in this
study.
« Do you mind if I record the interview in audio format
] Yes
L] No
Participant
Signature: Date:
Researcher

Signature: Date:
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®opma uHpopMUpoBaHHOIO coriacusi — Ha pycckom si3bike

SI3pikoBasi coumaan3anus Oy AymuxX yunTesiel Ka3axcKoro i pyccKoro si3bIKOB J1JIst
npenojiaBaHusi B TPeXbsi3bIYHOM KOHTeKcTe B Kazaxcrane

Bb1 mpurnamens! OpuHATE ydacTHEe B MCCIEJOBAHHM O S3BIKOBOW COLMATIHM3AIUU OyIyIIHX
IperoiaBaTeNieil Ka3axCKoro U pycCKOTo SI3bIKOB B TPEXbA3BIYHOM KOHTEKCTe B Kazaxcrane.
HccnenoBanne MpOBOAMT MAarucTpaHT Beicmieid mkonsl  oOpa3zoBanus HazapOaes
VYuusepcurera Cepukkanues bexkaH.

Brr 6y;[eTe OTBCUATb Ha BOIIPOCHI, KAaCAOMIUCCA BaAUICrO0 OIIbITa B KAa4YCCTBC CTYACHTA
H@H&FOFHQGCKOﬁ IIporpaMMhI B obOacTu HU3Y4YCHUSA A3BIKOB. C Bamiero Io3BOJICHUS HHTCPBbIO
6YIIGT 3alMCaHoO, TaK KaK 3aIlucCh H€O6XOIII/IM3 JJIA aHaJIn3a. B cjIy4dac, €CJiM Bbl HC XOTHUTC,
YTOOBI pPasroBop OBLI 3aImKcaH Ha III/IKTO(bOH, TO MBI MOKEM 3aKOHCIICKTUPOBATH Ballld OTBCTHI.

Bame yyactue B JaHHOM HCCIEIOBAHUU SIBISIETCS JOOPOBOJIBHBIM, U y Bac ecte mpaso
OTO3BaTh CBOE COTJIaCHE€ WJIM TPEKPAaTUTh ydacTHe B JI000e Bpemst 0e3 Kakux-1mbo
MOCTIC/ICTBHM, B ATOM CIIydae 3allUCh M 3aMETKU OYAyT YHHUYTOXXECHBL. XOTSI BOIPOCHI M HE
MIPEIoIaraloT 3aTparuBaHue KaKuX-IM0O JETUKATHBIX TeM, Bbl MMeeTe mpaBo OTKa3aThCs
OTBEUaTh Ha ONpE/EIICHHbIE BOIIPOCkl. Batie yuacTtue 3aitmer npubnausurtensao 20-30 MUHYT

CymeCTBYIOT MHWHUMAJIbHBIC PUCKH, CBA3AaHHBIC C YUaCTHEM B JaHHOM UCCIICAOBAHWH. Y1005l
3alUTUTH BAaC OT BO3MOXHBIX PUCKOB, 1 HAMEPEH MPEANPUHATH BCE HEOOXOIUMBIE IIATH TS
obOecrniedeHrs Baiiell KOH(PUACHIHUATBHOCTU. Sl Oydy HCHONB30BaTh MCEBIOHUM BMECTO
BaIlIer0 HACTOSIIIIEr0 UMEHH U BMECTO UMEHU YUPEKIACHHS B TPAHCKPUNITAX U OyIy XpaHUTh
TPAHCKPUITHI U (ailil, CBI3BIBAIOIIMI MICEBIOHUMBI C HACTOSIIIIMMU UMEHAMHU B KOMITbIOTEPE,
3anuIeHHoM naposieM. [locie HamucaHusi YepHOBOW BEPCHM MAarucCTEpCKON TUCCEpTallny,
(haiin c 3anuchio OyJeT yaaneH.

Tak ke TUTaHHpYeTCs YAATUTh JIOOYI0 HISHTHOUIUPYIOUYI0 HWHPOpMAIUIO U3
OKOHYATEJIbHONW BEpPCHUU CTaTed W OTYETOB, YTOOBI Bamia JU4Has WHOOpMalus He Oblia
UIEeHTU(DUIIMPOBAaHA, a TaKXKe 3alllMIICHHbIE TapojieM (ailsibl C KOMIBIOTEpPA TMOCTe
3aBepIIeHHs ucciaeaoBanms. Hukakas marepuanbHas KOMIIEHCAUs He OyIeT mpenocTaBieHa
JUTst Bac. BBI Taxoke HE MOTyYrTe IPSMOM MOJB3bI OT YYaCcTHs B 3TOM HccieaoBanuu. OaHako
BaIll OTBETHI MOT'YT ITOMOYb UCCIIEIOBATEIIO Y3HATH OOJBIIIE O POJIH dMOIMI B 00y4eHUU HA
neJarornyeckoi mporpamMMe B Kazaxcrane a Takke collMaiu3anu B OyIylIyo mpogeccHio
npernogaBatens. J00oil oTueT 00 STOM UCCIEIOBAaHUU, KOTOPHIH OylIeT mMpeAcTaBlieH
OOIIIECTBEHHOCTH, HE OyAeT CoJlepkKaTh Ballle UMS WU JIIOOYIO APYTyH0 HHIUBUIYaTbHYIO
nH(pOpMAIIHIO, C TIOMOIIBIO KOTOPOH BBl MOKETE OBITh HICHTU(DHUITIPOBAHBI.

Ecnu y Bac ecTh BOIPOCHI MJIM Bbl XOTUTE MOJYUYUTh KOMHUIO WM PE3IOME PE3YJIbTATOB 3TOrO
HCCIIEIOBAHUS, BBl MOXKETE CBA3AThCS C IVIABHBIM MCCIEA0BATEIEM IO MIEKTPOHHOMY aJIpecy
unu tenedoHy, yKazaHHOMY HIDKe. Pe3ynbTaThl MCClieoBaHMs OyIyT HCIIOIB30BAHBI IS
HAaIllUCAHMWsI MAarucTEepCKON IuccepTaluy, HAyYHOW CTaThU, MOATOTOBKM IPE3ECHTALUH Ha
KOH(EpEeHIIMH U APYTUX MHUCbMEHHBIX OTUETOB.
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KonTakTHBIC JaHHBIC:

Ecmu Y BaC €CTh BOIIPOCHI UJIM BBl XOTUTC O3HAKOMUTLCS C pE3YyJIbTaTaMH 3TOI'O UCCIICJOBAaHMA,
BbI MOXXCETEC CBA3aThCA C UCCIICAOBATCIIEM 110 TeJ'Ie(bOHy HJIK TTI0YTEC, YKa3aHHBIM HUXE!

CepukkanueB bexxan, Maructpant Beicuieii mkossl o0pazoBanust HazapOaeB yHuBepcurera

bekzhan.serikkaliyev@nu.edu.kz

Tel: +7-776-99-502-99

Hesasucumviii konmaxm: Ecnu Bbl He yI0OBICTBOPEHBI MPOBEACHUEM JAHHOTO HCCIICIOBAHMS,
ecnu y Bac BO3HHKIM Kakue-THOO MPETEH3MH, KalIo0bl UK BOMPOCHL, Bbl MOXeTe CBSA3aThCs C
Komurerom no stuke uccnenopanuii Hazap6aeB YHuBepcurera no noure: resethics@nu.edu.kz.

[Toxkanyiicra, moAnuIIuTe JaHHYIO (popMy, eciu Brl cornacHbl y4acTBOBaTh B UCCIIEAOBAHUU.

+ 5] BHUMAaTENIbHO U3YUNII NIPEACTABICHHYIO HHPOPMALIHIO;

« Sl monrBepknato, uto MHe 18 set wim Gonee

«  MHe npenocTaBuiIM MOTHYI0 HHPOPMALIUIO O HENSX U IPOIEIypPe UCCIEI0OBAHUS;

+ Sl moHumaro, kak OyayT HCIOIB30BaHBl COOpPAHHBIE TAaHHBIC, U UYTO JOCTYI K 000
KOH(UIESHIIMATHHON HH(pOopMaIiu OyIeT UMETh TOJIBKO MCCIIE0BATEIbCKAS TPYIIA;

« S nmonumaro, 4ro BmpaBe B JI000H MOMEHT OTKa3aTbCsl OT y4acTUs B JaHHOM
uccienoBaHuy 0e3 00bsCHEHUS IPUYHH;

+ C DOJHBIM OCO3HaHMEM BCETO BBILIEH3JIOXKEHHOTO s COIJIACEH NPUHATH y4acTHE B
UCCIIETOBAaHUH 110 COOCTBEHHOM BOJIE.

« CornacHbl 1 BbI Ha 3alUCh ayIMO/BUIEO B IPOIECCE UHTEPBBIO?

[] Ha, cormnacen (-Ha)

[] Her, e cornacen (-Ha)

IToanuce: Mara:

Uccnenosarenn

Iloamnuce: Jara:
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Appendix C

Interview Sample (Excerpt) — English Language

Interviewer: Can you describe the content of your language program? What is
interesting/not interesting about your foreign language class?

Respondent 3: Ever since | was in school, I think that retelling as a task in the educational
program is a very useless thing. If language speech is not developed, then retelling turns into
memorization of unfamiliar words. For me very interesting tasks are where we simply learn
to speak. | do not argue that grammar is necessary, but when the emphasis is only on it, it is
very difficult to start talking.

Interviewer: What is your professor like and how does he/she teach the language?

Respondent 3: An English teacher at a university gives knowledge like a school teacher,
routine tasks and grammar. Since our school days, Kazakh language teachers have been
talking a lot about how embarrassing it is not to know the language, but no one is trying to
teach us how to speak. We endlessly wrote essays in the Kazakh language lessons. | study
Russian as a profile, Russian and literary professors give us the program we need

Interviewer: How are you assessed and what competencies did you develop- reading,
writing, listening, or speaking?

Respondent 3: Our evaluation depends on many factors. During exams or assignments, |
often notice inconsistencies that I previously noted. They want us to understand speech, texts,
be able to speak and write in the language, but rarely do practical tasks in these areas.
Accordingly, it seems for me, that they do not always evaluate us correctly. Sometimes they
even seem to take grades from nowhere...

Interviewer: What aspects of the course do you find useful or not useful- why?

Respondent 3: Honestly, I’'m not sure that the educational program helped in learning
languages, | got most of the knowledge on my own: the Internet, friends, environment. | think
thoughtless memorization is useless. And tasks for the development of pronunciation /
speaking, and tasks that help to think in a foreign language / express thoughts are useful and
interesting for me

Interviewer: How do the professors’ teaching styles and the assessment make you feel?

Respondent 3: Teachers need to let go of the idea that grammar is the main thing in learning
a language, the number of rules that I learned is not equal to my knowledge of the language.
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