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Abstract
Trilingual Reform and Kazakhstani Teachers’ Agency: A Comparative Case
Study of EFL Teachers’ Agency in Two Diverse School Contexts

In Kazakhstan and in many other countries, educational reform or curriculum changes
is the responsibility of teachers, who need to be change agents (Fullan, 1993). Yet, policy-
makers rarely reflect on how educational reform aligns with teachers’ beliefs and values,
crucial to implementing new reforms. Therefore this study focuses on EFL teachers’ transition
to the updated curriculum policy that requires teachers to embrace progressive pedagogies
such as communicative language teaching (CLT), the purpose of this study was to explore
how educational reform influenced two EFL teachers’ agency in two different Kazakhstani
school contexts. It was a qualitative comparative case study that consisted of three research
tools which were document analysis of the updated curriculum, multimodal questionnaires,
and semi-structured interviews. The study found that the participants’ professional identities,
self-efficacy and personal beliefs enabled their agency. Meanwhile, parental attitudes about
teachers’ roles and applying for promotions restricted teachers’ agency. Nevertheless, the
study concluded that the experienced EFL instructors are agentic in their teaching practice,
classrooms, and school contexts despite external and situational constraints. Thus the study

recommends that novice teachers’ agency needs future attention.

Keywords: EFL teachers’ agency, updated curriculum, trilingual education,

professional identity, self-efficacy, teacher beliefs.
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Anparna
Y Tinai Pepopma kone Kazakcranabik Myranimaep AreHrriri (e3repic skacay
epikTijiri): ArpunmbIH TUIE Myrajimaepinin AreHTTiriHiH (e3repic skacay epikTijirin)
Exi Typai Mexkren MonmaTtininaeri CanabicTeipmadnsl YJrici
Kazakcranma »xoHe 6acka na kenrtereH enaepe 0iaim oepy pedopmacsl HeMece OKY
OarmapiamMaliapblH ©3TepTy, 03TepiCTepIiH KoyIcepiri 00iyFa THIC, MyFaliMASpIiH MiHAETI
6onbin Tabbutazsl (Fullan, 1993). Anaiina, cascatkepiep 0inim 6epy pedopmackl
MYFaJIIMACPAIH CEHIMIEPl MEH KYHIBUIBIKTaphIHA KaJlall COMKeC KeeTiHl Typajibl CHPEK
oiinaHajbl, an OyJ1 skaHa pedopManapasl )Ky3ere acslpy YUIiH eTe MaHbI3abl. COHIBIKTAH Oy
3epTTey arbUILIBIH TUTI MYFaIiMAEPiHIH OKY OaFaapiiaMallapbIiHbIH KaHAPTHUIFAH cascaThiHA
kelyine 6arpiTTanFan. Ockl 3epTTeyAiH MakKcaThl Oi1iM 6epy pedopmackl Ka3zakcTaHHBIH €Ki
TYPJIi MEKTEN KOHTEKCTIH/IE €Ki aFbUILIBIH TUTI MYFaJIIMiHIH )KYMBIChIHA KaJail ocep eTKeHiH
3epTTey 0o0Jbl. by camainsl canbICTBIpMAalIbl 3€pPTTEY YII 3€pTTEY KYpalbIHAH TYPJIbL:
KaHAPTBUIFaH OKy OaFaapiiaMachlHBIH KYKaTTapblH Talay, MyJIbTUMO/IANIb/IbI cCayaTHaMaap
MKOHE KapThUIall KYphUIBIMAATFAH cyx0aT. 3epTTey KaThICyIIbUIapIbIH KOCiOU CoiKkecTirt,
©31H/IIK THIM/LIIT XKOHE KeKe CEHIMIEp1 OJIap/IbIH epPIK-KIrepiHe BIKIal eTEeTIHIITH KOPCETTi.
ConbIMeH 0Oipre, aTa-aHalapIbIH MYFaJIIMAEP/iH POJIiHE KaTHIHACHI )KOHE KOFaphlIaTy Typajbl
OTIiHIII Oepy MyFaTiMIEPiH ic-opeKeT OOCTaHABIFbIH HIEKTEUTIHIH TanThl. AJlaiina, 3epTTey
aFbUIIIBIH TUTIHIH TOKIpHOEi OKBITYIIBIIAPBI CHIPTKBI JKOHE JKaFJAIIIBIK [IEKTeyIepre
KapaMacTaH, OKy TOXipHOeCiH/e, CRIHBINTAPA )KOHE MEKTEN JKaFalbIHIa OeNICeH 1 eKeHIH
kepceTTi. Ocbutaiiiia, 3epTTey KaHadaH KelIreH MyFaliMJIep areHTTIriHe OaH opi Ha3ap
ayJapybl KaKeT eTei.
Tyuiinoi co30ep: arbUIIIBIH TUTI MYFaJIiIMAEPIHIH areHTTIr 1, )KaHAPTHUIFAH OKY

Oarmapiamacsl, YIITUIAL O611iM Oepy, KociOu CORKeCTUTIK, ©31HIIK THIMILTIK.
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AHHOTALUSA
Tpexbsasbrunas Pegopma n Kaszaxcranckoe CBobony /JleiicTBuii (AreHTCTBO) yunTeJIei:
CpaBuutenabHoe TemaTnueckoe UcciaenoBanune CBodoanl [deiicTBuii (AreHTCTBA)

Yuureseit Aurauiickoro SI3pika B /IByx Pasubix IlIkoasHbIx KoHTEKCTaX

B KazaxcTane 1 BO MHOTHX JIpyTHX CTpaHax pedopma oOpa3oBaHUs WM H3MEHEHHE
y4eOHBIX IPOTrpaMM CTaBUT yuuTesnel nmpoBoguukamu n3menenuii (Fullan, 1993). Tem e
MeHee, IUPEKTUBHBIE OPTaHbl MOTYT PEIKO 3alyMbIBaThCS O COTJIACOBAaHUU pedopM
o0pa3oBaHus ¢ yOeKICHUSIMU U LIEHHOCTSIMH YUUTEINICH, YTO UMEET pelIatoliee 3HaYeHNe IS
OCYILIECTBIIEHUS] HOBOBBEJIEHHBIX pedopm. [loaToMy nanHOE nuccienoBaHre COCPETOTOUECHO
Ha Mepexo/Ie YUUTENeH aHIIIMHCKOTO A3bIKa K OOHOBJICHHOM Mporpamme o0yueHusl, KOTopas
TpeOyeT OT yuuTeneld NpUMEHEHUs TPOTPECCUBHBIX METOJ0B 00yueHus. L{enbio qanHoro
UCCIIeI0BaHMs OBLIO U3YUYHTh, Kak pedpopma oOpazoBaHMs MOBIUsIIA HA paboTy IBYX
yuuTeNel aHTTUICKOTO SA3bIKa B IBYX Pa3HBIX IIKOJIBHBIX KOHTeKCTax Ka3zaxcrana. 3to ObL10
KAaueCTBEHHOE CPAaBHUTEIILHOE UCCIIEOBAHNE, KOTOPOE COCTOSIIO U3 TPEX UHCTPYMEHTOB:
aHaJIM3a JOKyMEHTOB, MYJbTUMOIAJIbHBIX aHKET, IOJYCTPYKTYPUPOBAHHBIX UHTEPBBIO.
JlaHHO€ ucciieoBaHue MOKa3ao, 4YTo npodeccuoHanbHas HIEHTHYHOCTh YYaCTHUKOB,
caM0o3(pPEKTUBHOCTD U JIMYHBIE YOEKACHUS CIIOCOOCTBOBAIIN MX CBOOOIE BOIU. MeX1y TeM,
OTHOIICHUE POAUTENIEH K POJIM YUUTENIEH U MOBBILICHUE TI0 CITy’KO€ OrpaHUYMBAIN CBOOOTY
JIEUCTBUN yYUTENIeH. B 3aKIIFOU€HNH, ONIBITHBIE IIPETIOABATEIN aHIVIMMCKOTO S3bIKA AKTUBHBI
B CBOEH NPENoJaBaTENbCKON MIPAKTHKE, KJ1ACCAaX U LIKOJIBHBIX YCIOBUSAX, HECMOTPS Ha
BHEIIHHME U CUTYaLlMOHHbIE OTPAaHUYECHMSL.

Kniouesvie cnosa: cBoOo1a NeHCTBHI (areHTCTBO) MperoaBaTeneil aHrTUICKOro
S13bIKa, OOHOBJIEHHAs yueOHast MporpamMma, TpexbsA3bluHOe 00pa3oBaHue, MpodeccuOHaTbHAS

UACHTUYHOCTb.
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Chapter 1: Introduction
Background Information

For more than a decade, the Kazakhstani education system has undergone considerable
policy changes, such as an updated, progressive curriculum and the implementation of the
trilingual education policy. The primary motivation behind these rapid policy changes is
foregrounded in economic and globalization discourses, such as the governments’ aspirations to
join the ranks of the 30 most competitive countries in the world (Goodman & Abdimanapova,
2020). Interestingly, English has gained capital in the Trilingual Policy because it prioritizes
English as the language for international communication and integration into the global
economy. Therefore, English is the language necessary for successful integration into the global
economy, making it an essential part of educational reform. In this way, educational reform has
placed English as a Foreign Language (EFL) teachers at the forefront of its successful
implementation. As a result, Kazakhstani EFL teachers can easily be foregrounded in an
accountability discourse because they had to reassess their teaching practices, attitudes, and
beliefs (Khegay, 2017; Shamshidinova et al., 2014).

Kazakhstani research shows that policy reforms have put enormous pressure on EFL
instructors because their teaching strategies need to address broader societal needs while
receiving little or no pedagogical training or support (Hamid & Nguyen, 2016). On this issue,
Ayubayeva (2018) investigated primary and secondary EFL teachers’ perceptions about teaching
in three languages, Kazakh, Russian and English, at three schools 1) a comprehensive village
school in Auyl, 2) a gymnasium school in the Audan district, and 3) an autonomous school in the
Aimak region. The findings revealed that the participants faced professional identity challenges

and that the enactment of their agency was dependent on teachers’ school contexts, professional
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lives, and their motivation and self-efficacy. Similarly, Goodman and Abdimanapova (2020)
investigated primary and secondary 10 EFL teachers’ agency from three regions. This study
illustrated that the participants had positive attitudes toward trilingual education and teaching
content in three languages, English, Kazakh, and Russian. However, EFL secondary school
teachers’ agency was restricted by demanding curricula, their students’ limited language
proficiency, and insufficient resources.

In addition, Kazakhstani educational reform has resulted in an interest in teachers’
professional identities and job satisfaction. For example, in the Nazarbayev Intellectual Schools
(NIS) context, Khegay (2017) investigated ten teachers’ perspectives on the impact of
educational reform on their professional identities. The results showed positive professional
identities in their classrooms and pedagogy, but external reform factors such as formal
responsibility, job intensity, and the school administration had a detrimental effect on NIS
teachers’ identity because they restricted teachers’ autonomy and disregarded their voice.
Imangaliyev’s (2019) mixed-methods study with 131 mainstream teachers at private and charter
schools investigated participants’ perspectives about their autonomy, job satisfaction, and
motivation. This study found that Kazakhstani teachers’ lack of autonomy significantly
influenced their job satisfaction, motivation, and self-efficacy.

Finally, Qanay and Frost (2020) illustrated the substantial advantages of intervention
programmes that encourage Kazakhstani teachers’ voices and autonomy. Their narrative inquiry
presented the results of an intervention programme at four Kazakhstani mainstream schools. This
programme validated systemic and systematic support in developing teacher leadership. For
instance, a significant motivator for teacher leadership development was the collaboration and

the networking possibilities that the intervention programme offered, which encouraged
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participants’ voices in decision-making. As a result, the research studies have highlighted the
challenges that can restrict teachers’ agency, job satisfaction, and autonomy. However, they were
not explicit about how Kazakh teachers enact their agency resilience and capacity to be change
agents despite educational reform issues.
Statement of the Problem

Many developing countries have been engaging in educational reform, where local
educational policies are framed in neoliberal-market discourses about the economic pressure
related to globalization (Ball, 2012; Rizvi & Lingard, 2010). Therefore, similar educational
reform initiatives foreground changes in curriculum values, teacher evaluation, student
assessment, and an increased focus on information and communication technologies (Sahlberg,
2006). In many of these contexts, educational reform or the implementation of curriculum
changes is the responsibility of teachers, who need to be change agents (Fullan, 1993).
Nevertheless, policy-makers rarely reflect on how educational reform aligns with teachers’
beliefs and values, crucial to implementing new reforms. Such a misalignment could be visible in
the Kazakhstani context, where teachers must transform their traditional teaching approaches to
embrace progressive pedagogies such as communicative language teaching (CLT) (Goodman &
Abdimanapova, 2020). Consequently, what signaled agency before has been radically changed.
Therefore, research that explores how EFL teachers practice their agency in two different
Kazakhstani school contexts can reveal the factors that strengthen or impede their ability to be
change agents.
Purpose of the Study

Several studies in the Kazakhstani context indicate how educational reform has impacted

teachers’ beliefs, professional identities, and job satisfaction (Ayubayeva, 2018; Goodman &
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Abdimanapova, 2020; Mukhametgaleyeva & Ospan, 2018; Suyundikova, 2019). This study
connects with these previous research studies about teacher challenges. However, it extends the
debate about how teachers enact agency to explain how the different ecologies and settings can
strengthen or limit EFL teachers’ agency. Therefore, this research study will highlight how EFL
teachers from Nazarbayev Intellectual Schools (NIS) and mainstream schools achieve their
agency despite Kazakhstan’s rapid educational reform processes. Consequently, the study
focuses on EFL teachers’ identities under constant pressure to transform in a rapidly changing
educational policy field, aiming to shed light on how educational reform influences EFL
teachers’ agency. The following is the research question that will guide this study.

How is educational reform enabling or restricting EFL teachers’ agency in two diverse
school contexts?
To answer the main research question, I pose the sub-questions below.

1)  What factors in their various contexts enable or restrict teacher agency?

2)  How is agency practiced in two school contexts?
The Rationale and Significance of the Study

Educational reforms in Kazakhstan have placed teachers’ practices and pedagogy at the
centre of classroom implementation. However, studies about CLT implementation focus more on
teachers’ and learners’ challenges and less on the resources that Kazakhstani teachers draw on to
effect change in a context characterized by rapid educational reforms. Therefore, the research
study will be significant for several reasons. First, it addresses a gap in the literature that focuses
on teachers’ challenges associated with EFL classroom implementation. Secondly, the study can
shed light on teachers’ beliefs and values about their roles and the implications for successful

EFL pedagogy in Kazakhstan. As a result, this study will be significant for pre-service teacher
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trainers, policy-makers, and teachers because it can shed light on the work of language teachers
and the possibilities their agency offers for EFL pedagogical change and educational reform.
Chapter Outline

This thesis is divided into six chapters. Chapter one provided the background information
of the study, the purpose, and the research problem and questions. Then, Chapter two will
present a review of the literature, followed by Chapter three, which foregrounds the research
methodology and the ethical considerations that underpinned this study. Chapter four will
present the findings of the study. Finally, Chapter five will discuss the results, followed by
Chapter 6, which concludes the research with a summary of the findings, research limitations,

and recommendations for future studies.
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Chapter 2: Literature Review

This dissertation explores how educational reform influences the enactment or restriction
of EFL teachers’ agency in two diverse school contexts. The previous chapter provided an
introduction and background to the study, and this chapter presents the literature associated with
teacher agency and educational reform. The first section will review the literature on educational
reform in Kazakhstan, the updated curriculum, and teachers’ roles. The second section of this
chapter focuses on the notion of teachers’ agency, perspectives of agency from various
theoretical paradigms, and the conceptualizations of language teachers’ agency. The final section
reviews research studies on language teacher agency.

Educational Reform and Teachers in Kazakhstan

Since gaining independence, Kazakhstan has witnessed a significant historical and social
transformation. For example, the Soviet education system was characterized by centralized
decision-making, the ideological construction of collectivist cultural heritage, and positivist
views about teaching and learning (DeYoung & Nadyrbekyzy, 1997). Therefore, the current
reform is a significant paradigm shift from the previous Soviet education, but successful reform
is hampered by the soviet legacy that values academic rationalization and technicist approaches
to the curriculum (Fimyar, 2014; Kanayeva, 2019; Silova, 2004).

Research has shown that teachers value the Soviet educational legacy for its traditional
system because it boosted their prestige and authority. Therefore, it has been challenging to
implement new educational reforms aligned with international educational and market trends
(Fimyar & Kurakbayev, 2016). Kanayeva (2019) claims that teachers’ self-esteem has declined
after independence due to losing authority and the changing educational landscape that impacted

the quality of their work and life balance. For this reason, many excellent teachers left the
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profession in search of other higher-paying positions (Silova, 2005). Additionally, the
Kazakhstani educational reform is underpinned by values associated with revitalizing its national
identity, yet there is little room for teachers to participate in vision-setting processes because of
bureaucratic administration techniques (Kanayeva, 2019). As a result, post-independence,
teachers feel that they have less authority and ownership of classroom methodologies, impacting
the quality of the profession and educational reform implementation (Bridges et al., 2014;
Fimyar & Kurakbayev, 2016).
The New Curriculum and Entanglement of Time

Kazakhstani educational reform is strongly connected with political ideals, visible in the
State Programme for Education Development for 2011-2020 (SPED, 2010). SPED (2010)
stipulates that schools are required to implement trilingual education using English, Kazakh, and
Russian, and a new curriculum and assessment system. In 2015, the Ministries of Education and
Science, Culture and Sport, and Investment and Development presented the Roadmap for
Trilingual Education (Ministry of Education and Science of the Republic of Kazakhstan [MoES],
2015). Moreover, the implementation of trilingual education was further encapsulated in ‘The
100 concrete steps’, a national plan for implementing institutional reforms in Kazakhstan
(Nazarbayev, 2015). However, despite these noble educational intentions, transformation at
schools revealed implementation gaps between reform policy and teacher practices
(Karabassova, 2020).

To support the implementation of these endeavors, the government has established
Nazarbayev Intellectual Schools (NIS) in collaboration with international partners. The
establishment of NIS was seen as central to implementing the new curriculum and transferring its

best practices to all schools in Kazakhstan (Shamshidinova et al., 2014; Turner et al., 2014;
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Wilson, 2017). Since 2011, the NIS has offered substantial in-service teacher training
programmes. Over 52,000 teachers have been educated by NIS Center of Excellence (CoE)
coaches across the country (Qanay & Frost, 2020, p. 5). In addition, the MoES has created
training programmes to prepare instructors for English language classes that include both English
lessons and Content and Language Integrated Learning (CLIL) methodology (MoES, 2016).
Consequently, these initiatives recognize that teachers remain central to the success of any
educational reform (Donnell & Gettinger, 2015; Fullan, 2001 as cited in Johnson, 2006; Haney et
al., 1996).

However, the sustainability and efficacy of these initiatives were questionable, especially
concerning teachers’ pedagogies and assessment (Ayubayeva, 2018). For example, international
test results like The Programme for International Student Assessment (PISA) from 2012 reported
that Kazakhstani learners struggled with the applications of school knowledge because of
teachers’ rote learning pedagogical approaches (Organization for Economic Cooperation and
Development [OECD], 2014a). Nuttal (2009) explains this phenomenon as the entanglement of
time, the space where past and present collide. On this point, McLaughlin et al. (2014) illustrated
that teachers and students were caught between the highly didactic teaching and assessment
methods of the past and the new methods of the present. Consequently, it is imperative to
highlight the implications of educational reform on teachers’ changing roles and how this can
enable or restrict their agency.

The Implications of the Changing Nature of Teachers’ Role

Kazakhstani teachers are working under a rigorous policy reform context, requiring a

reconsideration of their values and beliefs about pedagogy, assessment, and how learners learn

(Kanayeva, 2019). In addition, the new curriculum focuses on developing transferable skills such
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as reasoning and critical thinking skills, self-directed learning, digital and technology skills, and
the development of communication skills (Goodman & Abdimanapova, 2020). Therefore, the
modified curriculum has redefined the role of teachers in what constitutes effective learning and
teaching (National Academy of Education [NAE], 2016). For example, teachers are encouraged
to adopt student-centered techniques such as scaffolding learning to accommodate learners’
diverse abilities and foster cooperative and active learning (Fimyar et al., 2014). In addition,
textbooks include new topics and research-based assignments, and objectives have been replaced
with learning outcomes underpinned by new ways and forms of assessment such as daily
formative and end-of-course summative assessment (NAE, 2016). For this reason, there has been
a shift in teachers’ roles from being an authority to a facilitator that encourages active learning.
Teachers are the key to the success of reform efforts. However, even if teachers perceive the new
curriculum positively, if the orientations of educational reform clash with their deep-rooted
values and beliefs, it might impact successful implementation (Kennedy, 1987).

Educational reform in Kazakhstan has resulted in many teachers leaving the profession
due to workload and remuneration (Kanayeva, 2019). First, the teacher appraisal system in
Kazakhstan is insufficient in setting the expected teachers’ competencies and skills and shows
limitations in assessing teacher qualifications (OECD, 2014b). Second, teachers’ workload and
low remuneration structures challenge educational reform. Furthermore, any educational reform
aligned to social constructivist and problem-based pedagogy can add to teachers’ workload
because it requires new ways of planning and preparing lessons (Bantwini, 2010). Similarly,
findings in the Hong Kong policy reform context illustrated that teachers’ workload and
administrative pressures were vital issues that hampered implementation at the school level

(Cheung & Wong, 2012). Correspondingly, Kazakhstani teachers’ workload burdens can result
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in policy resistance and the continuation of traditional pedagogies and assessments (Misco, 2010;
Wang & Zhao, 2011).

In response to the issues mentioned in the previous paragraph, the Ministry of Education
and Science revisited teachers’ remuneration. For this reason, the MoES increased teachers’
payments by approximately 30% and reduced their workloads from 18 to 16 hours for state
school teachers (Information-Analytic Center [IAC], 2018). Furthermore, the former President
added the ‘Law on the Status of Teachers’ that outlines the updated workloads, explains
teachers’ legal rights, and safeguards them from excessive workload exploitations at schools
(Nazarbayev, 2018). Besides, the OECD (2014b) found that additional measures are necessary to
strengthen teachers’ autonomy, professional discretion, and inclusive decision-making as agents
of change in Kazakhstani schools.

Moreover, Hornberger (2009) argues that language policy and education reform informed
by bottom-up policies are likely to fail without support from stakeholders. In Kazakhstan,
communicative language teaching underpins the trilingual or multilingual educational reform
(NAE, 2017). Therefore, teachers’ values about grammar-based teaching have become obsolete
because they are now required to develop students’ communicative competencies. More
significantly, teachers would have to assess students’ communicative proficiency rather than
testing decontextualized rules and grammatical correctness (NAE, 2017). Consequently,
investigating EFL teacher agency in the Kazakhstani context can highlight how teachers enact
practice and engage with policy (Lasky, 2005; Ketelaar et al., 2012; Priestley et al., 2013).

Why the EFL Teacher Agency in Kazakhstan?
The agency issue is critical for all teachers when they confront educational change

because it can shape their resilience and capacity to cope with professional practice (Lasky,
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2005). Language instructors’ professional identities are frequently challenged during educational
reform; English language teaching is thus “not a politically or morally neutral activity”
(Richards, 2008, p. 173). For example, they need an understanding of their own dispositions
during language curricula reform which can be visible in the selection of their resources, their
design and assessment of language activities, and their beliefs about the nature of language
learning (Sanczyk, 2020). For this reason, language teachers must cope with educational change
and exercise agency associated with language teaching methods, navigate their students’
multilingual and multicultural identities, and conduct language assessments to develop students’
communicative competence (Tao & Gao, 2021). As a result, “gaining a clearer and deeper
understanding of language teachers’ agency is never simple, but is always important work, with
deep political implications” (Miller et al., 2018, p.2). Consequently, language teachers’ agency
or lack of agency are essential factors for successfully implementing language education policy
in Kazakhstan (OECD, 2014b).

Since educational reform, Kazakhstani EFL language teachers’ sense of agency and
identity was rooted in the “native-speaker fallacy” that questions non-native English speaking
teachers’ (NNESTs) competence (Tao & Gao, 2021). For this reason, English-nativeness
functions as a language teaching benchmark “against which [English] knowledge and
competence can be judged [since] nativeness is valued over professional qualifications and
experience” (Yazan, 2018, p. 2). Thus, the “native-speaker fallacy” diverts “attention from the
flourishing [...] local pedagogical initiative” (Phillipson, 1992, p. 199). For example, the
Kazakhstani government used vast budgets to import (foreign-born, English-speaking) native-
speaking teachers from English-speaking countries (Fimyar, 2018). As a result, policy-makers

devalued EFL teachers’ expertise and local pedagogical initiatives (OECD, 2014b; Hargreaves &
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Fullan, 2012; Fullan, 2016). Such a situation in language teaching reform is unfortunate, given
that local teachers are critical mediators in implementing new pedagogies (Fullan, 2016).

Finally, EFL teacher agency has not been widely explored in language educational
reform (Kayi-Aidar, 2015, Miller et al., 2018). For this reason, exploring Kazakhstani language
teachers’ agency is essential because they have to cope with educational change that requires a
deep understanding of multilingual and multicultural realities in a country where keeping
languages separate was the norm. On this point, Yakavets et al. (2017) argue that teachers’
initiatives need to be supported through ongoing professional development that can create the
necessary environment to activate teachers’ agency and voice. Despite support initiatives, EFL
teachers’ voice and agency in the Kazakhstani context are essential since teachers on the margins
are implementing new approaches stipulated by bureaucratic top-down regulations from the
center (Bridges et al., 2014).
The Notion of Teachers’ Agency

Fullan (2007) was influential in notions of teachers’ role in educational reform by
identifying four stages: initiation, implementation, continuation, and outcome. Therefore,
educational reformers should look beyond implementing new teaching approaches and using
new materials. They should also focus on changing teachers’ beliefs because it would be more
essential than acquiring new teaching skills (Fullan, 2007). For this reason, change is
multidimensional because it involves teachers’ beliefs about education and skills, which can
impact teachers’ performance. Accordingly, Fullan (2007) argues that any educational reform
would be challenged if teachers’ actions, beliefs, and values are not considered in their unique
school contexts. Hence, teachers must have a shared understanding of educational reform to

develop an agency and accept, reject, or adapt the envisaged change in their unique school
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contexts. However, even though Fullan (2007) did not explicitly mention the notion of agency,
his research recognized the need for teachers as active participants during policy implementation
in defiance of structural education models.

In a structural paradigm, individuals function as part of a social system where all aspects
of the system work together to achieve a degree of cohesion (Dowding, 2008). In addition, in
education, a structuralist paradigm advocates scientific objectivity and neutrality where
educational reform is a matter of improving cultural or societal conditions (Archer, 2003). For
example, concerning the curriculum, a structural approach would hold traditional views about
curricula as a plan or a sort of blueprint for systematically implementing educational activities
(Su, 2012). Therefore, teachers would be viewed as passive receivers that needed to implement
the content stipulations. For this reason, previous studies from a structural perspective assumed
that “agency and change [were] synonymous and positive” (Priestley et al., 2012, p. 191).
Agency was thus seen as natural and projected teachers as technicians in charge of actualizing
directives for educational innovation (Tao & Gao, 2017). For example, in a structural paradigm,
most professional development or teacher training programmes focus on training teachers to
master prescribed skills and knowledge (Clarke & Hollingsworth, 2002). Therefore, teacher
training was underpinned by teachers’ acquisition of skills and knowledge, a deficit model of
teachers’ agency (Guskey, 2002). However, this deficit model was ineffective and criticized by
many educational researchers because it conceptualized change as a natural and completed event
transmitted to participants as passive agents of change (Fullan, 2007; Guskey, 2002). As a result,
there was a shift toward viewing educational reform as a dynamic and complex process where
teachers are active participants who can shape their professional development (Fullan, 2007;

Schon, 1987).
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Recent studies about agency investigated how individual teachers practice or deny their
agency during rapid policy reformulations (Ketelaar et al., 2012; Robinson, 2012; Vihésantanen
& Eteldpelto, 2009). These research studies revealed that teachers’ agency was underpinned by
various personal values towards reform that manifest in resistance, ambivalence, and agreement
with the proposed changes (Sannino, 2010; Véahédsantanen & Eteldpelto, 2009). These recent
studies foreground a post-structuralist paradigm that moved from the deficit model of teacher
agency. As a result, the following section delves into the many viewpoints on teacher agency.
Perspectives of Agency

Agency is a complex construct because there are several interpretations of what agency
is. For example, agency has been “romanticized by some and negated by others” (Robinson,
2012). In addition, in social science, the notion of agency received much attention “as a core,
albeit slippery concept” (Etelédpelto et al., 2013). Notable social scientists Giddens (1984) and
Archer (2001) have argued that agency can be associated with power, which remains a
contentious debate in many educational studies (Etelédpelto et al., 2013). Giddens (1984) argues
that agency can illustrate that humans have the potential to alter their own lives and
environments while also being molded by societal and individual forces. As a result, teachers’
activities are determined by the resources they have access to, which can either lead to
empowerment or restrain human behavior. Therefore, this conception of agency helps illustrate
the relationship between teachers’ agency and their access to resources or symbolic capital
(Giddens, 1979).

The concept of agency is widely debated and contested, and there are two popular camps
of definitions which are structuralist and post-structuralist. First, Archer (2000), like Giddens,

emphasizes that agency is rooted in structures and that social science researchers need to separate
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how structure and agency interact through time. Secondly, a critical realism view of agency
departs from a clear analytical separation between structure and agency because structure
includes ‘culture,” a vital element that informs agency. As a result, Giddens’ notion of agency
has been influential in explaining the structure-agency debate and has informed socio-cultural
approaches to teacher autonomy (Eteldpelto et al., 2013; Sawyer, 2002).

Currently, there are three defining conceptualizations of agency: agency as a variable,
agency as capacity, and agency as phenomenon/doing (Priestley et al., 2015). However, agency
as a fixed variable that is structurally determined does not consider how the social dimension,
teachers’ identity, and the contextual conditions in particular situations contribute to the lack or
enactment of agency (Priestley et al., 2012; Tao & Gao, 2017). For this reason, agency as a
capacity views teacher agency as a dynamic process influenced by participants’ histories, values,
and beliefs (Biesta et al., 2015). Agency as a phenomenon includes teachers’ personal aspirations
and professional knowledge about curriculum, assessment, and pedagogy (Ketelaar et al., 2012;
Sloan, 2006). As a result, the concept of agency has theoretical roots in the ecological, socio-
cultural and socio-cognitive traditions that foreground agency as “strongly connected to the
contextual conditions within which it is achieved and not as merely a capacity or possession of
the individual” (Priestley et al., 2012, p. 197).

An Ecological Perspective and Teacher Agency

In ecological concepts of agency, it is essential to bring to the surface the rationale for
agents’ decisions, to let agents analyze and reflect on how their decisions are based on prior
experiences and future trajectories. From an ecological framing, agency ‘is always a dialogical
process by which actors immersed in temporal passage engage with others within collectively

organized contexts of action’ (Emirbayer & Mische, 1998, p. 974). For this reason, ecological
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proponents argue for three distinct temporal elements of agency which are projective, iterative,
and practical evaluative, referred to as the “chordal triad of agency” (Emirbayer & Mische, 1998,
p. 194). The iterative element represents agents’ decisions based on prior experiences, whereas
the projective feature depicts agents’ actions based on their future anticipations, hopes, and fears.
Then, the practical evaluative component foregrounds the various decision-making options in
light of external opportunities, pressures, and challenges. As a result, from an ecological view,
the temporality of agency exists in a particular culture with specific expectations that can
constrain or enable how the agency is enacted (Biesta & Tedder, 2007, pp. 132 -148).

Biesta and Tedder (2007) positioned agency within the contextual environments because
they argue that the context shapes agents’ beliefs, values, and actions. For this reason, agents’
decision-making and actions are context-dependent; agency is achieved, rather than a
predisposed innate ability which means that an understanding of “the achievement of agency
thus requires an understanding of the ecological conditions under and through which agency is
achieved’’ (Biesta & Tedder, 2007, p. 46). Therefore, the enactment of agency includes an
integral link between individual autonomy, agents’ abilities, the availability of material and
symbolic resources, and situational factors. Consequently, an ecological frame relates agency
with the contextual resources and time dimensions to connect how agents’ prior experiences and
future aspirations impact their agency, emotions, and wellbeing (Kayi-Aydar, 2015; Robinson,
2012; Tao & Gao, 2017).

Robinson (2012) used an ecological lens to conduct a study with seven Australian non-
government school teachers. The study investigated how teachers enacted their professional
agency in a contradictory policy reform context. The study found that EFL teachers

demonstrated initial compliance when they internalized and reflected on their understanding of
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the new policy requirements. After this, participants showed their agency through verbalization,
negotiation, and collaboration of their expectations. As a result, despite control measures such as
performance accountability in the new policy, strong collegial connections allowed teachers to
create their professional agency by adapting and adopting policy requirements to match and
reshape their practices.

Biesta et al. (2015) explored the conditions that inspire and drive teacher agency and the
elements that contribute to its development and advancement in the Scottish school context. This
qualitative study included six classrooms and three school administrators at one primary and two
secondary schools. The results highlighted that the school discourses had a range of conflicting
and ambiguous understanding of pedagogical and assessment reform, resulting in teacher
confusion and stress about their role. The results indicated that many instructors failed to situate
their job within a comprehensive understanding of educational goals and suggested that specific
educational ecologies and teachers’ beliefs influence their ability to attain agency. Consequently,
this study contributed to understanding how an ecological agency frame unpacks the temporal
and contextual situation to explain teachers’ enactment of agency.

A Socio-Cultural Perspective and Teacher Agency

A socio-cultural framing of agency argues that agency is mediated in a socio-cultural
environment drawing on a Vygotskian conceptualization of development and learning (Ahearn,
2001; Morris et al., 2001). A Vygotskian frame explains that agents’ actions, beliefs, and values
occur in specific social contexts, shaped by their access to symbolic and cultural tools (Wertsch,
1993). For this reason, teachers’ actions and behaviors in specific social settings and the
availability of cultural tools become the unit of analysis to shed light on human agency (Tharp &

Gallimore, 1988). Additionally, Van Lier (2008) foregrounds the connections between agency
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and contexts where individuals participate in an activity system at the social level (Feryok,
2012). This activity system is closely connected to Lantolf and Pavlenko’s (2001) definition of
agency as “a relationship that is constantly co-constructed and renegotiated with those around the
individual and with the society at large” (p. 148). Therefore, there is a link between the structure
of a social context and the available cultural tools and resources that mediate and interact with
the individual’s beliefs and values (Kayi-Aydar, 2015; Lasky, 2005). Consequently, the structure
and availability of a situational or school context can be a potent mediator to assist or limit
teachers’ agency based on school norms and externally mandated policies (Lasky, 2005).

Interestingly, Hitlin and Elder (2007) argue for the integral link between agents’ actions
and their reflexivity about the self and its action or lack of activity during decision-making
(Robinson, 2012). Additionally, socio-cultural advocates view agents as possessing autonomy
that can demonstrate deliberate action; thus, agents have the capacity and ‘the socioculturally
mediated capacity to act’ (Ahearn, 2001, p. 112). Another element of agency from a socio-
cultural view is that agency is formed through mediated relationships and communities of
practice (Ahearn, 2001). Therefore, it is action-oriented and scaffolded in the socio-cultural
context where teachers can develop from minimal action to a more powerful agency position
(Liao, 2017). As a result, this view argues against teachers as being “pawns in the reform
process,” stating that all teachers are “active agents, whether they act passively or actively”
(Lasky, 2005, pp. 900-901).

Similar to the ecological frame, a socio-cognitive theory conceptualize teacher agency as
“a contextually enacted way of being in the world” (Van Lier, 2008, pp. 163—186), involving
both what is done and how it is understood to be significant (Lantolf & Pavlenko, 2001). On this

issue, Lasky (2005) investigated the dynamic interplay of teacher identity, agency, and context as
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they influence how secondary teachers describe their professional vulnerability, particularly in
terms of their capacities to fulfill their primary goals in educating learners. The study found that
teachers all believed that their primary role was to deliver academic material while
simultaneously addressing social and emotional aspects of their students’ wellbeing.
Consequently, the results indicated that as instructors grow more assured of who they are as
teachers, external mediational systems may have less impact on developing teacher identity and
agency.

Moreover, a study in a Chinese institution focused on how instructors use agency during
curricular change (Tao & Gao, 2017). This qualitative study included eight English for Special
Purposes university teachers and found that their agentic decisions were mediated by their
professional identity and past experiences. Furthermore, the results illustrated that participants
exercised agency in three significant areas of professional development: learning, teaching, and
research. As a result, this study contributes to understanding how agency was perceived and
practiced in the university context. Finally, Edwards (2019) conducted a qualitative study about
ESL teachers’ agency and professional identity mediation during and after an action research
(AR) project. The findings showed that agency might be redirected if it cannot be socially
resourced from an institutional context due to constraints such as a lack of support, collegial
interest, time, or money.

A Social-Cognitive Perspective and Teacher Agency

From a social cognitive perspective, agency is related to the mind, brain, and behavior
(Bandura, 1989; Locke et al., 1984). For instance, they argue that “human behavior is regulated
by forethought embodying cognized goals, and personal goal setting is influenced by self-

appraisal of capabilities” (Bandura, 1989, p. 1175). For this reason, agency is strongly connected
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to agents’ self-efficacy; their beliefs and values about an issue can “be self-aiding or self-
hindering” (Bandura, 1989, p. 1175). Therefore, agents’ cognitive thinking can shape their
decisions; a more robust self-perceived efficacy can increase goals and commitment to enact
their agency (Bandura, 1989; Taylor et al., 1984). As a result, social cognitive theory sees agency
as cognitive processes based on agents’ internal beliefs, thoughts, and reason (Bandura, 2006).

In addition, for social cognitive theorists, agency relates to intentionality and individuals’
ability to “make things happen and participate in ‘their self-development, adaptation, and self-
renewal” during times of change (Bandura, 2001, p. 2). Therefore, agency is also the habitus that
centers an agent’s ability to act and choose a course of action (Bourdieu, 2000). For this reason,
social cognitivists are interested in the notion of self-efficacy because they argue that it functions
as an essential component associated with agents’ motivation to embrace or resist change. As a
result, from a social cognitive perspective, agents’ mental processes, motivation, feelings, and
decision-making processes need deeper interrogation.

However, cognitive theorists do not have a deterministic view of agency. For example,
they believe that agency can be individual and collective and that agents’ self-efficacy beliefs
impact both (Martin, 2010). Individual agency is often seen as autonomy, and collective agency
is a collaborative effort to achieve a common goal. On this point, Martin (2010) showed how
teachers’ individual agency was embedded in pedagogy when teachers used self-regulatory
processes such as supporting active student engagement in learning, risk-taking, and problem-
solving. In this study, collective agency was achieved when teachers defied bureaucracy because
most were trained through post-structural theory about how learners learn and how schools
function. As a result, the study found that if individual teachers’ self-efficacy, beliefs, and values

align with peers, a collective agency can be achieved in a given context (Martin, 2010).
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In South Korea, Min (2019) used social cognitive theory to shed light on teacher agency
during national curriculum reform. The purpose of the study was to explore how the school
culture and its contextual and situational conditions impacted participants’ self-efficacy, beliefs,
and actions. The survey results indicated that the schools’ environmental factors, such as school
management and teacher relationships and teacher-teacher relationships, impacted agency. As a
result, it is imperative to interrogate language teachers’ agency, especially non-native EFL
teachers’ because they have to enact agency concerning the nature of language learning and
teaching, language assessment, and how learners acquire or learn languages.

Language Teachers’ Agency

From a socio-cognitive perspective, Beauchamp and Thomas (2009) and Buchanan
(2015) highlighted the significance of the connection between identity and agency and the role of
reflection in developing agency. These scholars argue that teachers explore their agency through
reflection to understand themselves, their practices, values, and beliefs. In other words, teachers
develop their identities when they engage in deep self-reflection that “may lead to a strong sense
of agency” (p. 183). Similarly, from a socio-cultural frame Mockler (2011) emphasized that
agents’ awareness of their values and beliefs impact their professional identity, making them
better equipped to enact agency in their classes, schools, and the wider community. Buchanan
(2015) also emphasized that critical self-reflection allows EFL teachers to “imagine new ways of
being, thinking, believing, and acting” (p. 715). Finally, on this point, Kumaravadivelu (2012)
added that both agency and identity are “socially constructed and socially shared,” making
critical self-reflection essential for language teachers to engage and challenge their beliefs and

values in becoming moral agents (p. 59).
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Panti¢ (2015) stated that teachers who view themselves as change agents enact their
agency by participating in “school development and professional networking, initiate
collaborations with colleagues, and other professionals” (p. 764). The literature highlights three
distinct language teacher agency roles that impact teachers’ agency during educational reform
(Kumaravadivelu, 2003). The first role is a passive technician, representing language teachers
who focus mainly on transferring knowledge that does not explore new teaching methods. In
contrast, a reflective practitioner is a problem solver attentive to students’ needs and reflects on
classroom experiences. Finally, the transformative intellectual goes beyond the first two roles
because they reflect “upon ideological principles,” question school practices, challenge social
inequalities, and work towards personal and social transformation (Kumaravadivelu, 2003, p.13).
Therefore, the transformative practitioner exercises their agency and engages in critical reflection
to change how they teach and interact with students. In addition, Kumaravadivelu (2012) added
that transformative practitioners “play the role of change agents raising educational, social,
cultural, and political consciousness in their learners” (p. 56). Unfortunately, Morgan (2009)
argues that most language teachers take on a technician role and demonstrate transformative
practitioner agency to a limited extent.

Extending the discussion on teacher agency, Kumaravadivelu (2012) argued that
language teachers become moral agents when they consciously choose materials, content,
activities, instructional strategies, and classroom interaction patterns that center around
addressing diverse students’ needs, enriching them as individuals, and embracing their various
interests instead of following prescribed curricula and policies. He called for critical pedagogy,
where teachers challenge schools’ ideological, discursive, and social domination because

language teachers should “initiate, execute, and evaluate classroom-based research projects”
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(p- 85) because it can lead to a transformation of self, teaching practices, and classroom
communities.
Research on Language Teachers’ Agency

Kayi-Aydar (2015) drew on positioning theory to explore pre-service ESL teachers’
agency in the United States. The findings of this study showed that teacher identity and agency
are multidimensional and context-dependent because the participants position themselves with
others in the social context. The study suggested that teachers in preparatory programmes should
be allowed to understand their strengths as ELL teachers. Another study conducted by Kayi-
Aydar (2017) investigated language teacher agency and identity development in educational and
professional contexts using journal entries and four semi-structured interviews. The study found
that one participant exhibited a strong sense of agency in the workplace and advocacy for Latino
pupils. She showed compassion and adjusted her teaching content and tactics to develop
meaningful relationships with students.

Fleming (1998) found that courses must be "individualized and created for specific goals"
(p. 30) and that instructors must have agency in assisting students. In this study, Fleming (1998)
investigated the perspectives and practices of five adult ESL instructors when they switched to a
new curriculum. According to the findings of this case study, ESL instructors exercised agency
in terms of being involved in curricular decision-making, such as control over classroom
materials and activities. Although the ESL teachers acknowledged that curriculum standards
provided direction on curriculum material, they indicated a need for more freedom to address
their students’ requirements in their unique classrooms. ESL teachers also exerted agency by

creating their teaching resources, particularly for multilevel classes.



EFL TEACHER AGENCY AND EDUCATIONAL REFORM 24

Jaar (2017) investigated teacher agency and advocacy through engagement in learning
communities. According to this case study, participating in collaborative curriculum and activity
development transformed bilingual instructors’ identities. Bilingual teachers also exerted agency
by promoting the importance of bilingualism in education, providing culturally appropriate
materials among themselves, and advocating for culturally diverse pupils and communities.
However, the study found that lack of funds, continual professional development, and resources
were among the structural obstacles multilingual instructors encountered in schools. Nonetheless,
the study concluded that teachers’ joint efforts and the school’s supportive climate allowed these
bilingual teachers to voice their concerns and advocate for their immigrant and minority children.
Conclusion

This chapter focused on the literature review about conceptualizations of agency from
socio-cognitive, socio-cultural, and ecological perspectives. In addition, it presented literature
about language teachers’ agency and research studies about EFL teachers’ agency in diverse

contexts. The next chapter will focus on the research method that underpinned this study.
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Chapter 3: Methodology

The study focuses on how educational reform enables or restricts the agency of two EFL
teachers from two diverse school contexts. The previous chapter reviewed the literature
associated with the language teacher agency and research studies that foreground teachers’
agency in EFL classroom contexts. This chapter provides an overview of the research
methodology and presents the research design.

Research Methodology and Rationale

The EFL teacher agency is viewed as one of the central phenomena impacting successful
educational reform. The notion of teacher agency has been explored through various research
methodologies such as quantitative, mixed, and qualitative approaches, depending on what the
researcher intends to investigate. First, quantitative research methods concentrate on statistical
information and are interested in close-ended data (Creswell, 2014). Second, Ritchie and Lewis
(2003) argue that a qualitative approach “offers the opportunity to ‘unpack’ issues, to see what
they are about or what lies inside, and to explore how they are understood by those connected
with them” (p. 27). In addition, Dérnyei (2007) argues that a mixed-method approach combines
both quantitative and qualitative methodologies that can be time-consuming since they need
substantial data collecting and processing (Creswell, 2012).

To get an in-depth understanding of the complex nature of the agency of the language
teachers, I used a qualitative approach to conduct the research. Merriam (2016) argues that
qualitative research “assumes that reality is socially constructed, that there is no single,
observable reality [but] multiple realities, or interpretations, of a single event” (p.8). By applying
a qualitative approach, I gained an in-depth insight into how EFL teachers “interpret their

experiences, how they construct their worlds, and what meaning they attribute to their
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experiences” (Merriam, 2016, p. 39). As a result, the research design of this study is underpinned
by a qualitative approach to illustrate how educational reform enabled or constrained EFL
teachers’ agency from two different school contexts.
Research Design

I was interested in exploring how teachers made the meaning of their agency since rapid
educational reform in Kazakhstan. According to Creswell (2012), the purpose of qualitative
research is to systematically explore a central phenomenon within a particular context from the
participants’ perspective. Furthermore, a qualitative approach gives centrality to participants’
attitudes and opinions, allowing researchers to capture their voices (Creswell, 2012). Therefore,
this research study followed a qualitative research design because it would allow for an in-depth

investigation of teachers’ beliefs, attitudes, and agency opinions.

Additionally, this study was interested in illustrating the complex nature of teachers’
agency in two different school contexts. Dornyei (2007) states that a case study design helps
gather and organize data related to the unique character of a social being or object. Therefore, a
case study design allows the researcher to examine the unique contextual factors influencing
EFL teachers’ agency. Finally, a case study allowed the researcher to develop new questions or
adapt questions as the investigated issue becomes more contextually relevant (De Silva Joyce &
Feez, 2016).

Sampling in Qualitative Research

Qualitative research aims to produce an in-depth examination of a fundamental
phenomenon rather than generalize to a population. Thus, to better understand the agency
phenomenon, the qualitative researcher selects participants and settings on purpose (Creswell,

2012).
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Participants

Given the study aims, a purposive sampling strategy underpinned the research design
because it provided information-rich data about the participants, their perceptions, and
experiences in their unique social contexts (Creswell, 2014). In purposeful sampling, also known
as judgment, selective, or subjective sampling, researchers choose individuals from a particular
population to participate in the study (Patton, 1990). Therefore, the participants for this study
were two EFL language teachers at two different schools based on selection criteria. In addition,
purposeful sampling allowed me to choose the comparative contexts because the two participants
were from two schools with different histories and profiles. Moreover, researchers can also use
convenience sampling to base their selection on those with easy access (Creswell, 2014).
Subsequently, convenience and purposive samples are common sampling strategies used for case
studies, which is why this study also included convenience sampling.
Research Site

Given that this study is interested in comparing teacher agency in two diverse school
contexts, the research site included a Nazarbayev Intellectual School (NIS) and one mainstream
school in the southern part of Kazakhstan. These two research sites provided contextually
relevant data because one was well resourced, and the other school was a state mainstream
school. The rationale for selecting these sites was that these two contexts provided rich
comparative data about teacher agency. Thus, by comparing and contrasting the data, I made
better sense of the phenomenon (Creswell, 2014).
Data Collection Instruments

De Silva Joyce and Feez (2016) highlight the importance of validating data and research

findings using more than one technique to collect data. For this reason, I included various data
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sources such as questionnaires, interviews, and documents. First, the multimodal qualitative
questionnaire (see Appendix A) consisted of images and language that offered a novel
participant experience, given that the world has become more multimodal (Bezemer & Jewitt,
2018). The semi-structured interview (see Appendix B) included an image or ‘case’ of EFL
teachers’ experiences associated with educational reform. I envisaged that the multimodal
images would create a relaxed atmosphere and provide a more natural interaction between the
participants and the researcher. Finally, document analysis (see Appendix C) allowed the
researcher to shed light on the orientations encapsulated in the educational reform documents
and compare them with teachers’ values and beliefs about implementing trilingual language
education. See below the aims of the research instruments.

1. The multimodal qualitative questionnaires aimed to identify common patterns of

the language reforms and how they impacted teachers’ agency in their contexts.

2. The purpose of the semi-structured interview was to illustrate participants’ views

about factors that enable or restrict their agency.

3. Document analysis aimed to understand better background of EFL-specific
educational reform and its implications for enabling or constraining teachers’ agency,
practice, and pedagogy.
Data Collection Procedures
This study adhered to the established ethical conduct that must underpin all research
(Oliver, 2010). First, I got approval from the NUGSE Ethics Review Committee. Then I
contacted the participants following a purposive and convenience sampling approach. The next

step was to recruit them and send information letters that included the study’s purpose, benefits,
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explanations about the participant requirements, and the researcher’s responsibility to guarantee
the protection associated with maintaining participant confidentiality and anonymity.

Once the participants had indicated their interest in participating in the study, I ensured
that I followed the ethical procedures and protocols that govern all research (Oliver, 2010). I
prepared soft copies to sign online. Then I met participants online to explain and discuss the
Informed Consent Form (see Appendix D). The form contained information about the purpose of
the study and how obtained data would be collected, recorded, and used. I also explained how I
would ensure participants’ confidentiality and anonymity and minimize possible risks. In
addition, I highlighted participants’ right to withdraw from the research study at any time
without giving any reason. Finally, I explained the data collection procedures and the
information I would need from them.

Second, I collected and analyzed educational reform documents openly accessible from
the education ministry and school websites. Then I asked participants to complete the
questionnaire and met with them online to discuss the questionnaire results. Finally, after
analyzing the official documents about policy changes and the multimodal questionnaires, I
requested to conduct semi-structured interviews to ask more in-depth questions. I scheduled
these interviews according to participants’ availability and provided them with an approximate
duration for the interviews.

Third, I told them about the study’s timeframe for fieldwork related to the data collection,
which started in late December and continued until February. Howlett (2021) argues that
COVID-19 transformed social science research because we can now conduct online fieldwork.
Therefore, online fieldwork can provide valuable insights not available through in-person

methods, especially when discussing sensitive or personal topics. Furthermore, Gray et al. (2020)



EFL TEACHER AGENCY AND EDUCATIONAL REFORM 30

specifically pointed out how a Zoom platform contributed to collecting rich data and positive
participant experiences in video conferencing. Due to the global pandemic and the uncertainty of
site access, I informed the participants that we would conduct the interviews via the Zoom
platform.
Data Analysis Framework

Once the data was collected, it was manually analyzed because it enabled the researcher
“to be close to the data and have a hands-on feel for it” (Creswell, 2012, p. 240). I followed a
cyclical process that progressed from broad to more detailed analysis and conclusions (Creswell
& Poth, 2016). Thus, drawing on Creswell (2012), I analyzed my data thematically through the
following stages: (a) collecting data, (b) transcribing data, (c) obtaining a general sense of
material, (d) locating text segments and assigning a code label to them, (e) categorizing codes
and themes for description to be used in the research report. Finally, I used a constant
comparative method to uncover the fundamental themes that ran across the responses, which
offered further evidence to back up the themes and categories to find “both the themes that unify
the story and the disparate voices that carry, comment on, and disrupt the main themes” (Wertz,
2011, p. 226).
Ethical Procedures
Anonymity and Confidentiality

Considering ethical issues from the early stages of research is crucial, where anonymity
and confidentiality are the cornerstones of research ethics (Oliver, 2010). Therefore, participants
must be informed about their rights to anonymity and confidentiality, including protecting their
identities and privacy. For this reason, I preserved my participants’ safety by ensuring that their

identities, private details, and information would not be disseminated (Oliver, 2010). To protect
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participants’ anonymity or confidentiality during the data collection stage and storage of their
data, I assigned labels instead of using participant names. Furthermore, I used generic labels for
the school names. Finally, I stored copies of recordings and participants’ responses and
transcripts on my password and biometrically protected laptop.
Research risks

This study followed the established ethical standards governing research. Nonetheless,
ethical issues could occur, especially when conducting qualitative research (Dornyei, 2007).
Therefore, as an ethical researcher, I made sure that ethics formed part of each step of my
research study to minimize risks before, during, and after the data collection. First, ethical
clearance was granted by Nazarbayev University. Before data collection, I reduced risks by
informing participants about their rights and my responsibility to protect their anonymity and
confidentiality. I also told them about giving their informed consent and their right to withdraw
from participation during any research project stage. During the data collection process, I
ensured that participants got the interview questions in advance and had the right not to answer
any questions that made them uncomfortable. Finally, because of the nature of the research topic,
which dealt with teacher agency, it might bring up issues of power dynamics related to the
implementation of the reforms associated with incompetence or negative comments about school
structures or administrations. I minimised this risk by encrypting data in a password-secured
computer and removing personal identifiers from research records as soon as possible. Namely,
they were assigned labels as Teacher 1 and Teacher 2. Furthermore, the universities they studied
were indicated by a common naming, and the schools they work at are generalised by pointing
out the region only. Eventually, to preserve one teacher’s identity, I did not directly reference

one of the school’s websites with its educational programme used for document analysis.
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Conducting interviews on the Zoom platform online may also pose some risks to
participants’ anonymity, privacy, and confidentiality. I anticipated the risks by conducting
individual interviews on password-protected online Zoom meetings, obtaining consent-based
recordings of the videos or audios, and reminding participants of their right to withdraw and
remain anonymous. Furthermore, I reiterated that I would protect their confidentiality by not
disclosing their recordings and data to third parties. They would have the right to approve and
revise transcriptions and themes.

Research benefits

There are a few implicit benefits associated with the study. First, participant reflections
on the impact of educational reform on their teaching practices and teacher wellbeing could
reveal hidden strengths related to their agency. Second, it could lead to participants’ sense-
making about creating conditions at school that would help them make positive changes or
eliminate possible obstacles. Ultimately, the concerns and restrictions or active involvement in
implementing new reforms would help school leaders develop a shared understanding of teacher
agency and their roles as change agents.

Conclusion

The study focused on how EFL teachers exercise their agency from two diverse school
contexts. This chapter presented an outline of the research technique followed by the research

design. Next, Chapter four will present the findings of the study.
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Chapter 4: Findings

This qualitative inquiry investigated how educational reform impacted the enactment or
restriction of EFL teachers’ agency in two different school environments. The previous chapter
focused on the methodology, research techniques, and ethics underpinning this study. This
chapter presents the data analysis of documents, which gives a background of EFL-specific
educational reform and its implications for enabling or constraining teachers' agency, practice,
and pedagogy. The second section presents the multimodal qualitative questionnaire that
explored how language teaching reforms affected teachers' practices, followed by a semi-
structured interview to gain deeper insights into participants' values and beliefs about their
agency in practice. Finally, this section concludes with a summary of the results from each data
set. The research questions of this study were:

How is educational reform enabling or restricting EFL teachers’ agency in two diverse
school contexts?

1)  What factors in their various contexts enable or restrict teacher agency?

2)  How is agency practiced in two school contexts?
Document Analysis

I present two types of documents, both publically available online, associated with EFL
curriculum reform: the Instructions and Methodical Letter that informs mainstream teachers'
pedagogy and assessment practices and the Educational Programme for AEO ‘Nazarbayev
Intellectual Schools’ or ‘NIS-Programme’ that regulates teachers' teaching practice of secondary

school teachers.



EFL TEACHER AGENCY AND EDUCATIONAL REFORM 34

Instructions and Methodical Letter (2021)

The National Academy of Education (NAE) issued this document in 2021. This
document contains the primary curriculum, instructional, and assessment guidelines for the
teachers from state schools. For example,

[enbro 00yUeHHsI aHTITMICKOMY SI3bIKY Ha YPOBHE OCHOBHOTO CPEITHETO 00pa30BaHuUs
SBIISICTCS Pa3BUTHE S3bIKOBBIX HABBIKOB 00YYAIOIIUXCS TOCPEICTBOM Pa3HOOOPA3HBIX
3aJJaHHi, CTIOCOOCTBYIOIINX Pa3BUTHIO aHAIN3a, OLIEHKU M TBOPYECKOTO MBIIIJICHHS.

Kpowme Toro, yueOHas mporpamMma npezronaraet padoTy ¢ IUPOKUM CIIEKTPOM YCTHBIX U

nuckMeHHBIX HcTOUHUKOB (NAE, 2021, p. 99).

The extract above foregrounds the main aims for EFL teaching and signals how the focus
from traditional approaches shifted towards progressive language teaching. For instance, the
quote suggests that lower secondary English instruction should develop students' language
abilities through tasks that encourage analysis, evaluation, and creative thinking. Therefore, EFL
teachers must create conditions where students gain communicative skills in the target (English)
language so that their students can deal with various oral and textual materials.

The initial sections of the document provided the secondary schools with the time
allocation for Kazakh, Russian and English languages as subjects for grades five to nine, which
is 3 hours per week, 102 hours per academic year. In addition, it stipulated that the English
language levels indicated in the curriculum of the subject "English" for grades 5-9 are developed
by the Common European Framework of Reference for Foreign Languages (CEFR). It also
stipulated that teachers need to use the CEFR for English pedagogy and assessment; as indicated

in the extract below,

SI3bIKOBBIE YPOBHM, YKa3aHHBIE B IPOrpaMMe y4eOHOro npeaMeTa « AHTIMICKUN S3bIK

st 5-9 KITacCOB OCHOBHOTO CPEITHETO YPOBHS 00pa3oBaHus, pa3pabOTaHbI B
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COOTBCTCTBHUHU C 06meeBponeﬁCK0171 CUCTEMOM KOMIIETCHIMH BIIaJCHUS HHOCTpAaHHBIM

s3pikoM (Common European Framework of Reference, CEFR) (NAE, 2021, p.99).

In addition, the instructional letter revealed the pedagogical shift in English language
teaching to communicative language teaching approaches. Therefore, English language teachers
are encouraged to use extensive communicative tools that promote communicative development
through projects, interviews, role-plays, discussions, conferences, competitions, and dramaturgy,
encapsulated in the extract below,

Opranu3zanus o0pa3zoBaTeNbHOTO MpoIiecca MO aHINIMHCKOMY S3BIKY MpeJInoiaraet

BCECTOPOHHEE HCIOJIb30BaHNE KOMMYHHUKATUBHBIX TEXHOJOTHH (IPOEKTHI, HHTEPBBIO,

pOJIEBbIE UTPHI, TUCKYCCUH, KOH(MEPEHINH, KOHKYPCHI, npamaryprus u ap.) (NAE, 2021,

pp- 99-100).

From the above extract, it is clear that if the focus of the English language learning used
to be on rote memorization of grammatical facts. Hence, the new reform requires a radical
pedagogical shift in the teaching and learning process. The insertions of a communicative
approach and the suggested tasks would require teachers to provide ample opportunities to
increase student motivation to learn a foreign language. Along with the improving the students'
cognitive and communicative development, and advancing their creative potential.

Overall, this document stipulates six recommendations associated with English language
teaching; see the sixth recommendation in the extract below,

Ilenaroram aHTIMICKOTO SI3bIKA PEKOMEHIyETCSl UEPEIOBaTh U COUYETaTh Pa3InYHbIE
BUJIBI 33/1aHUI: YCTHBIE, MUCHbMEHHBIE, 00s13aTeNbHbIE, 110 BEIOOPY, 001IHeE,
mdepeHIpoBaHHbIC, HHINBH Y aJIbHBIE, KOMOMHUpOBaHHEIE, TBOpueckue (NAE,

2021, p. 101).
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The above extract emphasizes that EFL teachers should use various English language
learning activities associated with communicative language pedagogies such as oral, written,
authentic, and creative tasks.

It appears as if the Instructions and Methodical Letter guidelines about suggested topics
or content intend to simplify EFL teachers' work. Interestingly, the guidelines below also
illustrate that language instructors have some autonomy visible in the extract below, indicating
that instructors can unilaterally distribute the hours and lesson pacing in the fourth quarter. The
quote below shows,

[Temaror caMoCTOSATENHHO pacpeessieT Yachl U TOCIEI0BATEIEHOCTD TEM M0 pa3zey B

teuenne yetBeptu (NAE, 2021, p.99).

Moreover, the document also encapsulates how EFL teachers need to conduct English
language assessments. That is illustrated in the extract below,

dopmaTuBHOE OIICHUBaHKE TIPOBOIUTCS /ISl OTIPEACIICHHS TOCTH)KEHHS [eNiei 00ydeHus
U JaJbHENIIero MoCTpoeHus: yueOHoro mporecca. OeHuBaHUE OCYIECTBIISICTCS Yepes
pPEKOMEHAALMHU B MUCbMEHHOM 1K ycTHOM hopme. IIpu hopmaTUBHOM OllEHUBAHUU
Mearor J0HKEeH MpeIoCTaBuTh o0yyaromuMest oopatayto cBsizb (NAE, 2021, p.100).
The above extract foregrounds the shift to formative assessment; thus, it highlights that
teachers need to move from previous examination-based assessments to formative assessments.
This extract states what formative evaluation is and that it requires feedback to achieve learning
objectives. However, the assessment before was quite simple and consisted of only a 5-point
scale. The switch to formative assessment has implications for teachers' self-efficacy and
professional identity because it requires new ways of doing, believing, and valuing language

assessment.
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In addition, the document also stipulates what summative assessment is and how EFL
teachers should conduct it. For instance, teachers are informed that summative evaluation should
be diverse; teachers need to construct summative assessment tasks for a section and a quarter
independently. And they examine all forms of language activities based on listening, speaking,
reading, and writing skills. For instance, the extract below illustrates,

coy nmpeamnoJsaract IPOBCPKY BCCX BUAOB SI3LIKOBOM ACATCIIbBHOCTU: CJIYLHIAHUC,
rOBOPCHHUEC, UTCHUC WU NHUCHBMO. 3aI[aHI/I$I CYMMATHUBHBIX OI_[CHI/IBaHI/II\/JI 3a pasaci U 3a

4eTBEpTh pa3padaThiBatoTCs negaroramu camocrosatenbHo (NAE, 2021, p.100).

The main issues emerging from this document relate to changes in teachers' pedagogical,
instructional, and assessment practices. First, it indicated the switch to a communicative
language teaching approach requiring teachers to shift from previous grammar-based teaching to
embracing communicative language teaching principles. The second major shift required
teachers to move from assessing the memorization of language rules and grammar toward
formative and summative assessments. Lastly, teachers only have autonomy in redistributing the
assigned hours and topics and choosing the tasks for summative assessment.

Now I will move on to present the document of the NIS school programme.

AEO ‘Nazarbayey Intellectual Schools’ Educational Programme (2017)

The document was approved by the Board of AEO ‘Nazarbayev Intellectual schools’ in
2017. It contains the curriculum guidelines that regulate EFL teachers' pedagogical, instructional,
and assessment decisions in NIS schools.

In the introduction section, the document paid attention to the broad goal of English
language teaching at NIS, which is, “to bring up a highly educated individual, [that are] proactive

and able to compete internationally [and] to prepare students to study in leading national and
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foreign universities” (para. Ne 1). It also states that one aim is to implement, “trilingual education
in the Nazarbayev Intellectual Schools by organizing the educational process in the Kazakh,
Russian and English languages” (para. Ne 36).

As a result, the NIS curriculum document is underpinned by a global and international
discourse visible in the first extract, suggesting that EFL teachers have to develop students'
English proficiency comparable to world standards. In addition, the aim is that NIS students
would be proficient in all three languages, as encapsulated in the second extract. Thus, it raises
the stakes for foreign language teachers because students are expected to develop all four
language skills, such as listening, speaking, reading, and writing in three languages, with a
specific emphasis on speaking and writing. This trilingual competence is further unpacked in
section 8 about the ‘Content of education’ that states,

The content of NIS education is implemented within the framework of trilingual
education. The objective of trilingual education is to form a multilingual individual: a
citizen of Kazakhstan who speaks three languages, can successfully communicate in
various fields, appreciates the culture of their nation, and understands and respects the

culture of other nations (para. Ne 153).
Moreover, this section explains the practical implementation by mentioning three features which

arc:

1) ensuring level-based learning of the Kazakh, Russian and English languages;

2) teaching subjects in the Kazakh, Russian and English languages;

3) introducing Language Immersion Programmes as one of the most efficient methods
of teaching students the target (Kazakh) language (para. Ne 155).

This excerpt implies that NIS EFL teachers should play an essential role in teaching these

languages as subjects and as a medium of instruction for content subjects. Therefore, NIS

teachers should focus on developing future citizens' that possess multilingual competence in
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three languages. For English language teaching, the document highlights the objectives as
follows,

The English Language content aims to provide the students with opportunities to
communicate in English through interactive exercises involving both formal and informal
communication by using oral and written presentations. Teaching English in secondary
school will ensure achievement of the English proficiency level required to study in
upper secondary school (para. Ne 185).

NIS school assesses students using a criteria-based evaluation system. The extract below

demonstrates, for instance,

Assessment of students’ achievements is carried out on the basis of criteria-based
assessment. The system of criteria-based assessment involves formative assessment and
summative assessment. Formative assessment is carried out continuously. It ensures
feedback between the teacher and students and allows for timely correction of teaching.
Summative assessment is carried out after completing the study of units/cross-cutting
themes of the subject programmes or at the end of a particular academic period (term,

level of education) (para. Ne 236).

In sum, the critical issues raised by this document are shifts in instructors' pedagogical,
instructional, and assessment approaches. First, it indicated the switch to a communicative
language teaching approach and focused on trilingual education policy. The second major shift
was EFL assessment, requiring teachers to move from teaching the memorization of language
rules and grammar towards formative and summative assessments that develop learners'

communicative competence. Besides, EFL teachers facilitate language abilities and cognitive

skills and shift their pedagogy to Western-like communicative competence.
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Findings from the Document Analysis

The methodical letter for state schools focused on the need to embrace CLT, while the
NIS document explicitly focused on trilingualism and globalization. First, both documents
stipulate the EFL teaching guidelines that signal a shift from previous behaviorist teaching
methods to developing students’ communicative competence. Second, both documents
encapsulated the assessment methods for EFL teaching, which are unfamiliar to them. Third, this
assessment shift is another conceptual change for EFL teachers: from testing language rules to
formative and summative assessment. Thus, these significant changes would affect the EFL
teacher agency and their professional identity.

Multimodal Questionnaire Analysis

The multimodal questionnaire aimed to illustrate teachers’ perspectives on the new
reform, and how it affected their professional practices in their respective school contexts. It
consisted of three sections with 15 questions. Section one focused on the participants'
demographics and educational backgrounds. Section two foregrounded teachers’ beliefs and
values about curriculum changes and language learning. Statements from this section were
adapted from Hull and Uematsu (2020). Finally, Section three used a multimodal image to
identify teachers' perspectives about the impact of educational reform on their unique school
contexts.

For this reason, the multimodal questionnaire incorporated language and images for
participants to describe their feelings about educational reform. Figure 1 depicts the emoticon
ranging from positive to negative, (©) —excellent- appreciative-neutral-unsatisfied-negative (®).
I will now present the data emerging from the three sections of the questionnaire. To protect the

identity of the participants, I refer to them as Teacher 1 and Teacher 2.
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Figure 1

Emoticons

OO

Participants' Profiles

The questionnaire revealed that both participants were female language teachers aged 40
and 50 years with teaching experience ranging from 15 to 30 years. In addition, they were both
well-qualified, holding foreign language undergraduate and postgraduate degrees in Educational
leadership and Psychology (see Table 1). Finally, the questionnaire revealed that the participants
have diverse experience and were teaching at different schools. For instance, teacher one taught
English at Nazarbayev Intellectual School (NIS) for nine years, while teacher two taught English
at a state mainstream school for 16 years.

Table 1

Backgrounds of the Participants

Name Gender Age Teaching Education Context
Experience

Participant 1 ~ Female 40-50 years  20-30 years a neighboring country university NIS
(bachelor); a university in the (9 years)
north Kazakhstan (master’s)

Participant2 ~ Female 40-50 years  10-20 years a university in the south of State school
Kazakhstan (bachelor); a (16 years)
neighboring country university
(master’s)

Teachers' Beliefs and Values about Educational Reform
The second part of the questionnaire consisted of seven questions that focused on

teachers' values and beliefs about educational reform and how it impacted their practices. This
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questionnaire revealed that Teacher 1 (appreciative emoji) and Teacher 2 (neutral) had different
perspectives about the school administration’s involvement in their classrooms. They also had
different beliefs about spending additional time revisiting parts of a lesson that their students did
not understand. Interestingly, one area where the participants shared similar values and beliefs
was a prescriptive EFL curriculum. We can conclude that school context resulted in these diverse
values and beliefs.

Table 2

Teachers' Beliefs and Values about Educational Reform

Participants When my school If my EFL students donot I prefer an EFL
principal tells me to understand what they are curriculum that tells the
teach in a certain way, I  learning, I will take more teacher exactly what to do

will do my best to teach  time with the material, even so that I don't risk making
that way, even if  don't  if some planned topics are the wrong decisions.

want to. not taught in class.
Teacher 1 ) © @)
Teacher 2 ® ® @)

Teachers' Beliefs and Values about Language Learning

This part of the questionnaire illustrated teachers' beliefs about language learning in the
multilingual context of Kazakhstan. The teachers' emoticons for using students' mother tongues
indicated a difference in their language learning beliefs. It is noteworthy that despite the switch
to trilingual education, using their students’ mother tongue in the EFL classroom showed
divergent views: teacher 1 was not in favor of using students’ L1, whereas the other teacher was
appreciative of it. However, they both believed that using students’ L1 would lead to confusion,
suggesting that despite Teacher 1’s appreciation of students’ L1, a monolingual bias underpinned

their language orientation (Grosjean 1985; Valdés 1997) orientation. Finally, emojis for their
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teaching and the role of learners indicate positive values and beliefs about how their teaching

connects with the everyday world and the importance of encouraging students’ voices in the

learning process.
Table 3

Teachers' Beliefs and Values about Language Learning and Learner's Role

Participants I use students' mother I think using the mother I think what my

I think EFL

tongue tongue or students' L1 students learn in my  students are equal
(Kazakh/Russian/ in an English learning class would be participants in the
Other) while teaching classroom will confuse  helpful for them in learning process,
the English language.  them. other courses and/or  and they can
in everyday life. sometimes tell
what works for
them best.
Teacher 1 ® ® &) ©
Teacher 2 (&) ® © (&)

Teachers' Perspectives on Educational Reform

The third part of the multimodal questionnaire consisted of a multimodal image. The

instruction was that the participants had to imagine that teaching was a race with obstacles or

challenges. The finish line represents the curriculum goals to be achieved, and they had to

indicate how they would overcome these challenges to finish the race (see Figure 2). The

teachers had to plot five obstacles: Obstacle 1 (Education — initial education), Obstacle 2

(Teaching training — continuing professional development), Obstacle 3 (Resources and

materials), Obstacle 4 (Physical environment), and Obstacle 5 (Environment - roles, power

differential, trust, and other contextual factors). They had to list the obstacles in order of

importance (ranging from 5 as the most significant to 1 as the least essential obstacle) and

indicate how they would cope with them in their unique contexts.
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Figure 2

The Track and Obstacles
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From the above, we can see that both participants indicated that external variables such as

the "physical environment,

29 ¢

relationships,” and "resources" as the most significant hurdles to

achieving the curriculum aims, over which they have no control. Interestingly, their "education"

and "teacher training" were considered minimal obstacles, suggesting that both instructors were

confident in their training as facilitating their capacity to cope with the educational reform.
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Findings from the Multimodal Questionnaire

The questionnaire revealed that both participants were well-qualified, holding
undergraduate and postgraduate degrees in teaching foreign languages and leadership and
psychology. In addition, it showed that they have teaching experience ranging between 15 to 30
years and that they teach in different school contexts, state and NIS schools. The main findings
of this multimodal questionnaire were: 1) instructors appeared neutral about following a
prescriptive curriculum, 2) even though they had different perspectives about the use of students’
L1, their language beliefs were similarly underpinned by language as a deficit orientation, 3)
teachers are student-centered in their instruction and place students at the core of the teaching
and learning process and 4) that external factors are more likely to be the obstacles to achieve
curriculum goals, and teachers’ individual experiences and degrees were not obstacles but
resulted in their self-efficacy.
Semi-Structured Interview Analysis

This section presents the data from two respondents' interviews to show their
perspectives about educational change and how it impacted their school contexts (NIS and a
State School) and their practices. The interview consisted of two main sections that focused on
teachers' professional identities, values, and beliefs about educational change in their local
contexts.
Educational Change and School Contexts

During educational reform, teachers' beliefs can impact the implementation, initiation,
and continuation of new educational outcomes. The NIS school is a well-equipped western-style
autonomous school with three language medium instruction, whereas the second school is a

standard state-funded institution.
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NIS School Context. The first section of the interview focused on local school contexts
and how it enables or limits teachers' capacity to deal with educational reform. It is noteworthy
that the availability of material and symbolic resources and situational factors held positive
implications for teachers' professional identity. For example, Teacher 1 explained, “There is a
new rule in school. We are allowed to leave the school. It is not a prison anymore. When you
finish your lessons, you can go home and return if you have lessons.”

In continuation, she mentions her surrounding context and the available resources,
“Working at NIS gives us an opportunity to use the library. For example, we have a library full
of English language books. So, it allowed me to read with my students together.” In addition, she
was appreciative of the role of the department, “If you take the Department, for example, the
Department listens. Because when I have something to offer, it is considered.”

These extracts suggested that the school context and the environment enabled this teacher
to flourish because some contextual conditions would probably contribute to the positive
enactment of agency. However, there was another contextual condition that could impact this
teacher's identity. For example, Teacher 1 indicated,

The administration does not care if you are a good teacher or not. What is essential for
them is to have a good relationship with them. So, they are good at catching the wrong

sides of you, but they never tell you. They never appreciate what you do well. (Teacher 1,

February 8, 2022)

She also explained that teachers' work is under continuous evaluation in this context,
which could create a contextual restriction that would probably hinder teachers’ agency. She

commented,

Evaluation is a humiliating thing. To get your next level, you need to prove it [through] a

report, where you need to write something about what happened within five years. [...]
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then you go and present in front of the attestation commission, where five people sit.
Then they can tell you [...] you do not deserve this promotion. (Teacher 1, February 8§,
2022)

The above extracts indicated that the situational contexts (flexibility, resources, and
departmental support) created enabling conditions for this teacher to flourish. However, the last
two quotes suggested that some contextual conditions such as the administration and promotion
practices might result in tensions and frictions, which could restrict teachers’ agency. For
instance, the lack of leadership support and feelings of incompetence related to demonstrating
professional competence could put teachers’ self-esteem, motivation, and commitment at risk.

Mainstream School Context. Interestingly, there seem to be different contextual
conditions shaping Teacher 2's professional identity at the mainstream school. Teacher 2
explained,

I am lucky that I work in a school where there are still a lot of positive factors. First, the
administration takes a significant initiative, supporting all our undertakings, from
participating in projects and working with young teachers to supporting the holding of

seminars, webinars, and coaching sessions. (Teacher 2, February 19, 2022)

The extract above suggested that the school context is intertwined with workplace
learning at the individual and social levels. Also, with school management support, this teacher
was involved in positive identity negotiation because of the socio-cultural and material
conditions created in the work context. She also said that it is not difficult to work with the
administration. For example,

I guess I am lucky because I work in such a school. The administration ensures that each
teacher if desired, speaks three languages. Everything is done for this. We have been
successfully participating in the international project "Teacher Leadership in Kazakhstan"

for three years. That is, nothing will be handed to you on a silver platter. Moreover, it
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would help if you tried a little yourself, and put in some effort, then there will be some

results. (Teacher 2, February 19, 2022)

The extract above indicated that the school context has resulted in Teacher 2 feeling in
control of her actions to make choices and engage in activities. In such a context, this could
result in higher degrees of teacher commitment and responsibility to meet the goals of the school
administration. She continued to talk about opportunities in her school context,

Firstly, we have electives for teachers. For example, as an English teacher, I can learn the
Kazakh language with the help of my colleagues. Then we have mathematics teachers
who are already learning English with our help because they need it in their practice.

(Teacher 2, February 19, 2022)

However, Teacher 2 mentioned how one contextual factor impacted her professional identity. On
this point, she commented,

Now the greatest difficulty for me, as a teacher and for my colleagues, is that education
has become perceived as commonness [where] teachers [are also] perceived as
commonness. We often hear the phrases, you must do this, you must do that, you get paid

money for this. (Teacher 2, February 19, 2022)

Even though the situational context (administrative support and professional
development) created enabling conditions for Teacher 2 to make choices and engage in activities
such as learning languages and participating in seminars. However, external conditions such as
parents' attitudes about teachers’ roles could result in tension, restricting teachers’ agency and
negatively impacting teachers’ professional identity.

To sum up, in the NIS context, the extracts revealed that flexibility, resources, and
department support could enable teachers’ agency. In contrast, situational factors such as
promotion and administrative support can restrict teachers’ agency and negatively impact their

professional identities. For instance, in a mainstream school context, administrative support and
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professional development enable teachers' agency while external situational factors like parents
restrict teachers' agency.
EFL Teachers' Professional ldentities

Despite their diverse contextual circumstances, both teachers have several significant
characteristics; they experience the daily reality of teaching in their unique school contexts,
which shape their personal and professional identities. They are both accomplished and
experienced English teachers who have enhanced their professional identities enabling them to
act as change agents. Teacher 1 explained,

Today, I had four lessons. First, I come to school, and I try to prepare my handouts
beforehand. Every teacher should be a leader because it is the key to success. We can be
leaders in our classrooms. I can change what I do not like. In school, I can be a situational

leader. (Teacher 1, February 8, 2022)

In addition, Teacher 1 mentioned how her work at the center of measurement in Nur-Sultan
shaped her professional identity. She said,

We had a Peace Corps volunteer in our school, so I used this volunteer's knowledge to
improve my English. Then I found out they needed a language and culture facilitator [so]
I went to the Peace Corps to work as a Kazakh language teacher. Meanwhile, I was

trained how to teach English too. (Teacher 1, February 8, 2022)

These extracts indicated that even though Teacher 1 professional identity was connected
with being an English teacher, she viewed herself as a leader in her classroom, which appeared to
be associated with her motivation to improve her English teaching capacity. On her professional
identity, the second participant commented,

I combine two positions. One is the deputy director for educational work (for curriculum

and discipline), and the other is an English teacher. [ am already at work at 10 o'clock in
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the morning. From 10 to 2, I work as a deputy director and solve problems. From 2

o'clock to 7:35, I have English lessons. (Teacher 2, February 19, 2022)

Therefore, her professional identity was associated with two roles because she positioned
herself as a teacher and a deputy director. Interestingly, the following extract indicated that she
was also a teacher-mentor of a young teacher,

In school, as a teacher, I have a slightly different role. Here I can show that I am a leader.
I can lead. It is very easy to suppress with your authority. However, a big plus is to make
sure that a teacher who doubts himself suddenly gains confidence since he communicates
with me; participates in seminars, webinars, and coaching with my influence; and almost
every day draws some small share of his confidence from me. (Teacher 2, February 19,

2022)

From these extracts, it is clear that the two participants have different professional
identities associated with their positioning. However, it also showed that each participant’s
beliefs, motivation, and leadership indicated the enactment of their agency. For instance, Teacher
1 is solely responsible for teaching English; she is agentic in her professional growth and
revealed her methods of pursuing better jobs and improving skills. In contrast, Teacher 2 is
responsible for teaching and administration and is a teacher-mentor for new teachers. For this
reason, their positioning, beliefs, and personal motivation have resulted in them believing that
they are in control of their own situational contexts that enable identity connections through their
human relationships and work pursuits such as improvement of their teaching skills and learning
new languages. It also indicated that they had shifted identities over different phases of their
professional lives, now projecting themselves into the future and shaping their life course
through their goals, aspirations, social exchanges, and action plans. For example, they were eager
to move from traditional education methods to develop their learners to think autonomously,

engage actively and express themselves clearly and freely. Therefore, the extracts have shown
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that these teachers' professional identities are an ongoing process of integrating the "personal’ and
'professional' parts of being a teacher.
EFL Teachers' Self-efficacy

Engaged teachers are perceived to implement innovation more than reserved teachers. In
each school context, the school management is creating conditions for teachers to develop self-
efficacy with the school goals. For example, the school environment shaped professional
commitments, interests, beliefs, and values. The data revealed that the participants' self-efficacy,
beliefs, and identities may have impacted their coping with institutional and external conditions
in their given contexts. Various situational conditions that influenced their self-efficacy and
actions. For example, Teacher 1 indicated,

Unfortunately, I did not have any training. Nobody taught me what learning objectives
are and how to derive lesson objectives from those learning objectives, I had to address
some international teachers in our school for many years to understand. So, I am using

my own experience. (Teacher 1, February 8, 2022)

We see how Teacher 1 experienced no change during reforms and classroom practice, but
she heavily relied on her prior experience, motivation, and self-efficacy. Therefore, she turned an
adverse condition into a positive self-development opportunity. In addition, Teacher 2
experienced change and her situational factors positively, but also mentioned that change
concerns the ‘teaching style of the teacher’, indicative of her position as a deputy director.

Changes are gradual. Somewhere in the last five years, considerable changes have taken
place. We were trained [and] this is what we were prepared for as teachers. I can say that
teachers [...] seem to accept changes slowly because every change concerns the way of

life and the teaching style of the teacher. (Teacher 2, February 19, 2022)

Teachers 1 and 2 continued talking about educational reform challenges and how they practiced

self-efficacy. Teacher 1 commented,
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When I looked at this new reform, I had to look at learning objectives [that] I could not
understand because nobody trained [or] explained what they are. I did not give up and
kept asking for help. And then, I would write lesson objectives not related to those
learning objectives because I could not understand them. That was challenging because it

stole my confidence. I hate not being confident. (Teacher 1, February 8, 2022)

Despite the lack of training, Teacher 1 showed her persistence and self-efficacy because
she continued to mediate her agency using available resources in her context. On this point, even
though, Teacher 1 experienced vulnerability, she demonstrated self-efficacy by searching for
help. In contrast, Teacher 2’s position has resulted in her commenting on how teachers deal with
changes and how difficult it was for them to accept changes,

Besides being constant in their decisions, teachers are hard to convince of something else.
They are also susceptible and vulnerable; they take everything to heart. Sometimes, until

the teacher internalizes something, he will not accept it. (Teacher 2, February 19, 2022)

The above extracts indicated how positioning changes the participants' perspective of
educational reform. For example, the first teacher's position as an English teacher resulted in her
focus on how to learn, whereas the second teacher's position as an administrator resulted in her
focusing on the factors to become a better teacher. For example, Teacher 2 said,

Many factors influence the title of a good English teacher. Just coming to classes,
knowing English, and being able to speak it is not enough. The most important thing is to
be a good teacher of the subject, a teacher who knows why he comes to the lesson.

(Teacher 2, February 19, 2022)

Teacher 2's position as a mentor teacher also impacted her self-efficacy, which
contributed significantly to her identity (re)formation as an EFL teacher. She commented on how

it shaped her teaching philosophy and confidence.
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When my mentors came to my lesson, it was an event for me. I had a lot of mixed

feelings, and I was anxious and worried. Nevertheless, there was such a drive. Perhaps

this somehow encouraged me to become better and better. (Teacher 2, February 19, 2022)

Interestingly, despite the changes, the participants revealed tenacity and perseverance.
For Teacher 1, her tenacity seems to be a personal trait associated with her consistent
commitment to enhancing her practice which seemed mediated through her motivation to make
pedagogy her top priority.

I feel comfortable when I teach and reflect. It is good when I think about what I did and

what I'm going to do. It gives me confidence. It is safe to know what to do. (Teacher 1,

February 8, 2022)

Teacher 2 also revealed tenacity and perseverance in changing her pedagogy. For example, she
commented,

Previously, let us say five years ago, it was a little different. Namely, you learned and
read, you translated, you received information, and that is it. Now we are trying; even my
colleagues try to bring in something new each time. This updated curriculum
significantly changed my worldview as a teacher and my lessons. Because now, I cannot
say that my lesson is divorced from life; on the contrary, I must do everything so that my

lesson is just the same as life. (Teacher 2, February 19, 2022)

To sum up, both participants' decision-making options were shaped by personal
characteristics of persistence and resolve. We saw how temporal (past and present) are infused in
their professional actions and decisions. In dealing with specific challenges, identity and self-
efficacy appeared to be dominant themes in the participants' responses. Teacher 1 experienced
change as a professional challenge where the lack of training and limited support enacted her
self-efficacy in addressing her challenges. In contrast, Teacher 2's positioning has shown her

view of change as a positive and gradual process; her self-efficacy functions as an essential
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component of agents' motivation to embrace or resist change. However, a common shared
feature was the participants' showcasing their vulnerability when dealing with changes. They
seem to be critical in their reflections as well. Cognitive agents' cognitive thinking can influence
their decisions; more self-perceived efficacy can lead to higher aspirations and commitment to
enacting their agency. Teachers may "imagine new ways of being, thinking, believing, and
behaving" when they engage in critical self-reflection.

EFL Teachers' Beliefs

This section illustrated these two teachers' beliefs about curriculum and assessment and
learners and language learning.

Curriculum and Assessment. The enactment of agency was visible in these teachers'
decision-making about classroom practices that are most beneficial for their students irrespective
of prescribed curriculum reforms. Teacher 1 shared confusion about the curriculum in the
following quote, “When I looked at this updated curriculum for the first time, I could not
understand it. And I could not agree with it.”

The next extract shows how Teacher 1's professional experience in enacting agency
creatively by engaging with the curriculum as a document that can be adapted or critiqued.
Despite the confusion, the enactment of agency and originality is explicit; she does not simply
reproduce the curriculum expectations. For instance, she commented,

The curriculum might not know the conditions under which I teach. And the curriculum
might not know the needs of my students and their actual situation in the school and my
classroom. The curriculum might exist as a programme, which we need to follow. The
curriculum can tell me about the topics and the concepts, but it cannot tell me what to do

and how. (Teacher 1, February 8, 2022)
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However, Teacher 2's belief about the curriculum connects with the position as a deputy
director, where she needs to lead the implementation of the educational reform. The quote below
suggests how leadership manages and encourages teachers' commitment and motivation during
times of change. She said,

Therefore, I understand that now the most important thing is the result. The result in the
process of teaching and learning does not always involve the discussion of any solutions.
So basically, we accept decisions that come from above [...] it is easier to accept what

has already been decided, even if you disagree. (Teacher 2, February 19, 2022)

As a result, Teacher 2's position limits explicit agency in how Teacher 1 adapted and
engaged with curriculum reform in authentic classroom contexts. Teacher 1's enactment of
agency is also visible in assessment practices. She exerts her professional identity, beliefs, and
values associated with teaching, learning, and assessment. She explained their views and attitude
toward summative assessment,

I still cannot entirely agree with this assessment. I have my own assessment. I say to the
students, ok, do not rely on this assessment; this is a one-time assessment. | think it is not

a fair assessment system. It is not a sound system at all. (Teacher 1, February 8, 2022)

Teacher 2 believes that assessment is subjective, and again, we see how positioning does not
allow for explicit disagreements with the new forms of assessment. For example, on the issue of
assessment, Teacher 2 commented,

Both formative assessment and summative assessment do not constitute only a score.
You give a child a high score so that he would have an incentive later with summative
assessment. [ believe that both formative assessments and summative assessments are
subjective. There is such a fine line. Sometimes it happens that evaluation can be a
punishment. However, a teacher should use this punishment as an opportunity for the

child to improve. (Teacher 2, February 19, 2022)
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Educational reform in Kazakhstan requires changes in teachers' practices, leading to new
expectations and increasing demands on teachers' quality and competencies. The extracts showed
that teachers are working towards building their own professional identity; each teacher is unique
and defines their practices based on personality traits, feelings, beliefs, and expectations. In the
previous extracts, the participants' enactment of agency seemed to be connected with their
professional identities formed in the mind, body, and heart. For example, Teacher 1 thinks that
external factors such as curriculum and assessment are flexible, or she can change them, and she
does so to care for the learners' needs. As for Teacher 2, she aligns her thinking process with the
curriculum changes and implementation; she acts following them because of her position.
Positioning and their roles emerged as a significant factor in teachers perceiving themselves as
agentic figures.

Language Learning and Teaching. In the new educational reform, EFL teachers must
shift from imparting knowledge to becoming teachers that facilitate autonomous learners. These
new roles require various teaching approaches and styles that can limit teachers' agency or
impact their sense of self. For example,

Sometimes you get stressed. Sometimes you want to cry. Then you stop. And then you
say, I am going to work because I have good students [...] When I reflect, I know what to

do following lessons with these students. (Teacher 1, February 8, 2022)

The above extracts highlight the impact of the new reform on teachers' practices. It also
showed Teacher 1's tenacity and how her reflexivity connects time (past, present, and future). On
this issue, Teacher 2 appreciates how the new approach to teaching encourages her to change and
adapt her lessons. She explains,

Five years ago, the situation was a little different. Now the learning process is not tied to

the same sources of information; it is tied to life situations. Therefore, if I, as a teacher,
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give the child the opportunity to feel that the knowledge that he receives in the lesson will
be necessary for him later in life, in authentic situations, then I have achieved my goal.

(Teacher 2, February 19, 2022)

Concerning multilingualism as a resource and the use of students' home languages in
their classrooms, both teachers expressed negative judgment. First, Teacher 1 shows her attitude
towards the usage of L1 or her students’ mother tongue in the EFL classroom,

I have not been using L1 or L2 at all in my classes. And I have to use their mother tongue
from time to time to make sure that they are listening to me and understanding me. So, |
am against using L1 in the lessons. I want them to think in English, to speak in English.

They can make mistakes. But no L1. (Teacher 1, February 8, 2022)

Secondly, Teacher 2 was also against using students' mother tongue as a resource in English
language classrooms. She explained,

The more I allow my students to use their mother tongue, the more I allow them to push
the learning goal aside. If I give them the opportunity to use their native language, I allow

them to feel sorry for themselves. (Teacher 2, February 19, 2022)

These extracts indicated that teachers are expected to demonstrate high communicative
levels of English. This section illustrated teachers’ beliefs about curriculum and assessment and
learners and language learning. The extracts indicated how updated curriculum and assessment
could be perceived differently depending on the context. Teachers’ professional identities are the
factor that can influence this perception. Secondly, teachers’ beliefs about language teaching
and learning revealed language as a deficit. Consequently, their language orientation might limit
their agency regarding learners' language needs. The assumption is that the monolingual

perspective of these teachers resulted in viewing the languages as a problem, not as a resource.
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Summary of Semi-structured Interview Findings

Several factors contributed to the restriction or enhancement of EFL teachers' agency. For
instance, situational factors such as schools' context and resources initially impacted professional
identity, self-efficacy, and beliefs. First, resources and department support enhanced teacher
agency in the NIS school context. For state schools, context-enhancing factors were
administrative support and professional development opportunities. Restraining factors were
related to teachers’ evaluations and administrative support for NIS schools and parents’ beliefs
about teachers’ role in mainstream schools. Second, two participants have diverse professional
identities linked with their positions, but it also demonstrated that each participant's views,
motivation, and leadership suggested agency enactment. Third, their self-efficacy was central to
enabling their perseverance in enacting their agency to achieve curriculum and assessment goals
and meet their learners’ needs. However, their language orientation was the restraining factor in
meeting the learner's language needs.
Conclusion

This qualitative case study of two EFL teachers from two diverse contexts presented data
from document analysis, a multimodal questionnaire, and a semi-structured interview. Therefore,
this chapter presented findings from three instruments used in the study for triangulation. The
next chapter will focus on how these findings match the literature and discuss the results relevant

to the theories of agency and other empirical studies.
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Chapter S: Discussion

This study explored how two English as a Foreign Language (EFL) teachers from two
different schools enabled their agency in their schools. The previous chapter presented the
study’s findings from three research instruments: documents, a multimodal questionnaire, and
semi-structured interviews. This chapter will discuss the study results associated with three
research questions. To address the main research question, I will first discuss the findings for the
two sub-questions below. The main research question was:

How is educational reform enabling or restricting EFL teachers’ agency in two diverse
school contexts?

1)  What factors in their various contexts enable or restrict teacher agency?

2)  How is agency practiced in two school contexts?

What Factors in Their Various Contexts Enable or Restrict Teacher Agency?

The study found several factors contributing to EFL teachers’ agency restriction or
enhancement. Hence, I will first shed light on the factors that restricted teachers’ agency and
then discuss the factors that enabled their agency. First, the questionnaire revealed that both
participants indicated that external variables over which they have no control, such as the

29 ¢c

"physical environment,” “relationships,” and "resources," as the most significant hurdles to
achieving the curriculum aims. Interestingly, their "education" and "teacher training" were
considered minimal obstacles, suggesting that both instructors were confident in their training as
facilitating their capacity to cope with the educational reform. This finding is consistent with the
results of teachers’ agency during the South Korean phase of national curriculum reform, which

found that the schools’ environmental factors and school management have negatively impacted

teachers’ agency (Min, 2019). However, even though external variables in two school contexts
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could restrict agency, the Kazakhstani teachers’ self-efficacy and professional beliefs enhanced
their autonomy and capacity to make decisions in their unique contexts.

Second, the interview results indicated that external factors such as parental attitudes
about teachers’ roles and applying for promotions restricted teachers’ agency because they
questioned both participants’ professional identities. However, even though these external factors
could limit teachers’ agency, their actions illustrated teachers’ “achievement of agency” (Biesta
& Tedder, 2007, p. 46). For this reason, the results demonstrated that despite the diverse
contexts, the teachers’ past and present experiences functioned as resources for their future
aspirations (Kayi-Aydar, 2015; Robinson, 2012; Tao & Gao, 2017). The study thus found a
relationship between teachers’ actions, beliefs, and values and their access to symbolic and
cultural tools (EFL experience, postgraduate degrees, and professional identities) that allowed
them to “constantly co-construct and renegotiate with those around [them] and with the society at
large” (Lantolf & Pavlenko, p. 148). Consequently, the study found that the external and
situational conditions, such as the norms of their schools and externally mandated policies, can
be powerful mediators that assist or limit teachers’ agency (Lasky, 2005).

Third, I will now discuss the factors that enabled the participants’ agency. The
questionnaire revealed that both participants were well-qualified, holding undergraduate and
postgraduate degrees in teaching foreign languages and leadership and psychology. For this
reason, the study found that the participants’ enactment of agency connected with their
professional identities that were formed in the mind, body, and heart (Bandura, 2006). For
example, the results showed that both participants’ experience and professional identities have
resulted in a range of positive agentive practices. As a result, the study found that the

participants demonstrated projective, iterative, and practical evaluative agency, known as the
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“chordal triad of agency” (Emirbayer & Mische, 1998, p. 194). In the Kazakhstani context, the
EFL teachers demonstrated 1) the iterative element because their decisions were based on their
prior experiences, 2) they portrayed projective agency based on their future anticipations, hopes,
and fears, and 3) they enacted practical evaluative agency in their various decision-making
options when facing external opportunities, pressures, and challenges. As a result, this study
demonstrated that teachers’ experience and being well-qualified enabled their agency as capacity
influenced by their histories, values, and beliefs (Biesta et al., 2015).

Lastly, another noteworthy finding of the study was that teachers’ self-efficacy was a
significant factor in dealing with situational and external obstacles. Teachers were clear about
their “goals, and personal goal setting [which was] influenced by self-appraisal of [their]
capabilities” (Bandura, 1989, p. 1175). For this reason, the study found that these participants’
self-efficacy, beliefs, and values about educational reform were “self-aiding” (Bandura, 1989, p.
1175) because they could “make things happen” and participated in ‘their self-development,
adaptation, and self-renewal” (Bandura, 2001, p. 2). As a result, the participants’ cognitive
thinking shaped their decisions, and a more robust self-perceived efficacy has resulted in
increased goals and commitment to enact their agency (Bandura, 1989; Taylor et al., 1984).
How is Agency Practiced in Two School Contexts?

The results illustrated that despite teachers’ vulnerability during educational reform, they
demonstrated agency connected to their resilience by seeking help and capacitating themselves.
The study found that both participants’ practiced their agency because their decision-making was
related to their characteristics of persistence and resolve. Despite the apparent obstacles in terms
of social, cultural, and material limits on their work, the Kazakhstani teachers were very efficient

in getting the job done (Biesta et al., 2015). EFL teachers’ roles that influence teachers’ ability to
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be change agents during educational reform changed from passive technicians to reflective
practitioners (Kumaravadivelu, 2003).

Another significant finding was that the participants’ practiced agency through reflexivity
about pedagogy and learners’ needs. In my study, the two teachers explored numerous factors
that have formed their identity through reflection on the past and present (Lasky, 2005). They
seemed to be critical in their reflections, which contributed to greater ambitions and commitment
to practicing their agency (Bandura, 1989; Taylor et al., 1984). As a result, the findings of this
study concur with Buchanan (2015), who found that when teachers engage in critical self-
reflection, they imagine new ways of being, thinking, believing, and doing (Buchanan, 2015).
Nonetheless, this study disagrees with Morgan (2009), who found that teachers mostly perform a
technicist role because the findings of this study show that the EFL teachers in the current
research moved towards reflective practitioners. They are reflective, but given the top-down
approach to educational reform, they are not transformative in their agency yet. And they do not
“play the role of change agents raising educational, social, cultural, and political consciousness
in their learners” (Kumaravadivelu, 2012, p. 56).

How is Educational Reform Enabling or Restricting EFL Teachers’ Agency in Two Diverse
School Contexts?

The study found that the educational reform documents are clear in their expectations for
the EFL curriculum, pedagogy, and assessment reform. However, they merely provide the what
(guidelines) without adequate means (how) teachers need to implement. For this reason, the
study found that EFL teachers would probably be restricted when adopting new language
teaching methods and assessment methods to implement trilingualism. Interestingly, despite the

lack of how to implement the updated curriculum that could limit participants’ capacity to
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embrace change, their professional identities, self-efficacy, reflexivity, and positioning have
enabled agency (Lasky, 2005; Sannino, 2010; Vihésantanen & Etelédpelto, 2009). Previous
studies in Kazakhstani contexts revealed that teachers lacked autonomy, which significantly
influenced their job satisfaction, motivation, and self-efficacy (Imangaliyev, 2019). However,
this study found that the participants’ professional identities allowed them to navigate these
changes; what would have been restrictive became agency enablers because of their self-
efficacy, experience, and postgraduate degrees.

The results highlighted that participants’ positioning played a crucial role in enhancing
EFL teachers ‘agency. The literature illustrated that power dynamics, social positioning, and
changing organisational impact agentic choices of teachers (Tao & Gao, 2017). The data showed
that Teacher 2 was agentic in her mainstream school supporting the top-down changes because
she holds a school administration position. In contrast, Teacher 1 only occupies the role of a
teacher, but she was still agentic at her classroom level and implemented changes due to the
supportive environment created at her school. For this reason, this result contradicted the notion
that individuals can only make agentic moves if they are given the position to do so and can
speak from the positions made accessible inside their collectives (Davies, 1990). Therefore, the
study found that positioning, experience, and professional identity enabled decision-making and
challenged situational restrictions (Kayi-Aydar, 2017).

Interestingly, the results highlighted that despite various external and situational factors
restricting teachers’ agency, their professional identities, self-efficacy, reflexivity, and
positioning had enabled agency because of their professional identities and beliefs. Contrary, for
NIS subject teachers, external reform factors such as formal responsibility, job intensity, and the

school administration had a detrimental effect on NIS teachers’ identity because the external
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conditions restricted teachers’ autonomy and disregarded their voice (Khegay, 2017). The results
also diverge from Goodman and Abdimanapova (2020), who illustrated that demanding
curricula, students’ limited language proficiency, and insufficient resources restricted secondary
school EFL teachers. As a result, the study found that two EFL teachers’ professional identities
and beliefs enabled their agency.

Finally, the study illustrated that the participants embraced student-centeredness in their
instruction and placed students at the core of the teaching and learning process to provide "rich
and valuable learning opportunities for their students (Priestley et al., 2012). Therefore, the study
found that educational reform has resulted in participants’ enacting agency because of teachers’
strong sense of responsibility to their students (Biesta et al., 2015). However, it is noteworthy
that the appraisal for promotions, assessment, and the use of their students’ L1 can restrict
teachers’ agency. Teachers would need professional development (PD) to reveal their
monolingual bias that L1 is a barrier to language learning (Manan & Tul-Kubra, 2020). Given
their strong sense of responsibility to their students, trilingual education PD would contribute to
their multilingual professional identities to shift their orientation of languages as independent and
autonomous entities (Grosjean 1985; Valdés 1997). Therefore, teachers’ traditional multilingual
views would probably restrict EFL teachers’ agency in the Kazakhstani context despite the
objectives of trilingual education.

Conclusion

This chapter discussed the results of this study related to the three research questions and
the literature about EFL teacher agency and educational reform. The next chapter will summarise
the main findings, offer recommendations for further research, and address some limitations that

impacted this study.
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Chapter 6: Conclusion

The previous chapter presented and discussed the study results. As mentioned throughout
this thesis, the purpose of the study was to explore and compare the agency of two EFL
instructors from two contexts to illustrate the factors that enable or restrict their agency.
Therefore, this chapter concludes with a summary of the main results from documents,
questionnaires, and interviews about how teachers practice agency. Finally, this chapter presents
the research implications and limitations and makes recommendations for future research. The
main research question and sub questions were:

How is educational reform enabling or restricting EFL teachers’ agency in two diverse
school contexts?

1) What factors in their various contexts enable or restrict teacher agency?

2)  How is agency practiced in two school contexts?
Summary of the Main Research Results
The Factors Enabled or Restricted Teacher Agency in Two School Contexts

This study concluded that factors such as parental attitudes about teachers’ roles and
applying for promotions restricted teachers’ agency. Despite these limitations, teachers achieved
agency in their contexts with the interplay of their professional identities, experience, and
qualification. Moreover, teachers’ self-efficacy was a significant factor in dealing with
situational and external obstacles.
Agency as Practiced in Two School Contexts

In both contexts, regardless of the apparent obstacles social, cultural, and material limits
on their work, the Kazakhstani teachers were very efficient in getting the job done. These

teachers demonstrated agency connected to their resilience by seeking help and capacitating
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themselves. Besides, participants practiced agency through reflexivity about pedagogy and
learners' needs. Two teachers engaged in critical self-reflection; they imagined new ways of
being, thinking, believing, and doing during changes. As a result, EFL teachers’ roles that
influence teachers’ ability to be change agents during educational reform changed from that of a
passive technician to a reflective practitioner.
Educational Reform and EFL Teachers’ Agency

In spite of the challenges of how to implement the updated curriculum that could limit
participants’ capacity to embrace change, their professional identities, self-efficacy, reflexivity,
and positioning have enabled agency because of their professional identities and beliefs.
Therefore, the study found that educational reform has resulted in participants’ enacting agency
because of teachers’ strong sense of responsibility to their students. However, teachers would
need professional development (PD) to reveal their monolingual bias that L1 is a barrier to
language learning. Furthermore, given their strong sense of responsibility to their students,
trilingual education PD would contribute to their multilingual professional identities to shift their
orientation of languages as independent and autonomous entities. Consequently, teachers’
traditional multilingual views would probably restrict EFL teachers’ agency in the Kazakhstani
context despite the objectives of trilingual education.
Implications of the Findings

The current study is one of the few early attempts to investigate teacher agency in
Kazakhstan’s educational system explicitly. The findings have a wide range of consequences for
educational policymakers, school administrators, and EFL teachers. First, the study addressed a
gap in the literature that focuses on teachers’ challenges associated with EFL classroom

implementation. Secondly, the study explored teachers’ beliefs and values about their roles and
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the implications for successful EFL pedagogy in Kazakhstan. As a result, this study is significant
for pre-service teacher trainers, policymakers, and teachers because it sheds light on the work of
language teachers and the possibilities their agency offers for EFL pedagogical change and
educational reform.
Limitations of the Study

The scope of the research was two EFL instructors from two separate schools in an urban
setting in Kazakhstan. Therefore, this was a small-scale research study that only included the
teachers’ viewpoints; there were no observations to see how teachers practiced agency in their
unique contexts. Thus, the findings of this study cannot be generalized. Nonetheless, the study
pointed out that Kazakhstani teachers were agentive, embraced change despite their contextual
conditions, and created optimal conditions in their schools and classrooms for their learners to
flourish. It opens up the possibility of delving deeper into teacher agency in EFL classrooms. It is
worth noting that the Covid-19 pandemic restrictions and the political circumstances in
Kazakhstan posed substantial challenges throughout the data gathering procedures.
Recommendations for Further Research

The findings of this study demonstrated that, despite external and situational constraints,
experienced EFL instructors are agentic in their teaching practice within their urban school
environments. As a result, future studies should focus on the following topics: novice teachers’
agency, large-scale mixed methods studies about teacher agency; school administrations’ view
about agency and how they practice it; and the rural teachers’ agency.
Conclusion

This journey was a turmoil of emotions and tons of thinking, with ups and downs. To

begin with, the concept of agency was so intricate that it took me numerous mind maps and
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concept maps to distinguish theoretical underpinnings. On the other hand, it was an excellent
learning opportunity. This experience undoubtedly expanded my thinking capacity. Nevertheless,
I had many doubts about my reading and writing skills. It turns out I should not be able to write
flawlessly from the start. And one of the things that kept me going was the desire to understand
myself as an educator in the same way that the participants of this study did. Moreover, I felt that
one individual might impact the system. Furthermore, this study endeavor showed me that an
agent and a structure have a multifarious interaction. The agency is somewhere between this
complex intertwining. At last, I got to the conclusion that any academic work of any size
represents valuable amount of time, dedication and effort invested in it. But only when I finished

this thesis did I realise what it was about all along. Learning is a fascinating process.



EFL TEACHER AGENCY AND EDUCATIONAL REFORM 69

References

Ahearn, L. M. (2001). Language and agency. Annual Review of Anthropology, 30(1), 109-137.
https://doi.org/10.1146/annurev.anthro.30.1.109

Archer, M. (2000). Being human: The problem of agency. Cambridge University Press.

Archer, M. (2003). Structure, agency and the internal conversation. Cambridge University Press.

Ayubayeva, N. (2018). Teacher collaboration for professional learning: Case studies of three
schools in Kazakhstan [Doctoral dissertation, University of Cambridge]. Cambridge
University Repository. https://doi.org/10.17863/CAM.20729

Ball, S. J. (2012). Global education Inc.: New policy networks and the neo-liberal imaginary.
Routledge. https://doi.org/10.4324/9780203803301

Bandura, A. (1989). Human agency in social cognitive theory. American psychologist, 44(9),
1175-1184. https://doi.org/10.1037/0003-066X.44.9.1175

Bandura, A. (2001). Social cognitive theory: An agentic perspective. Annual Review of
Psychology, 52(1), 1-26. https://doi.org/10.1146/annurev.psych.52.1.1

Bandura, A. (2006). Toward a psychology of human agency. Perspectives on Psychological
Science, 1(2), 164—180. https://doi.org/10.1111%2Fj.1745-6916.2006.00011.x

Bantwini, B. D. (2010). How teachers perceive the new curriculum reform: Lessons from a
school district in the Eastern Cape Province, South Africa. International Journal of
Educational Development, 30(1), 83-90. https://doi.org/10.1016/].ijjedudev.2009.06.002

Beauchamp, C., & Thomas, L. (2009). Understanding teacher identity: An overview of issues in
the literature and implications for teacher education. Cambridge journal of

education, 39(2), 175-189. https://doi.org/10.1080/03057640902902252



EFL TEACHER AGENCY AND EDUCATIONAL REFORM 70

Bezemer, J., & Jewitt, C. (2018). Multimodality: A guide for linguists. In L. Litosseliti (Ed.),
Research Methods in Linguistics (2nd ed.) (pp. 281-304). Bloomsbury.

Biesta, G., & Tedder, M. (2007). Agency and learning in the life course: Towards an ecological
perspective. Studies in the Education of Adults, 39(2), 132—-149.
https://doi.org/10.1080/02660830.2007.11661545

Biesta, G., Priestley, M., & Robinson, S. (2015). The role of beliefs in teacher agency. Teachers
and Teaching, 21(6), 624-640. https://doi.org/10.1080/13540602.2015.1044325

Bourdieu, P. (2000). Pascalian meditations. Stanford University Press.

Bridges, D., Kurakbayev, K., & Kambatyrova, A. (2014). Lost-and-found in translation?
Interpreting the processes of the international and intranational translation of educational
policy and practice in Kazakhstan. In D. Bridges (Ed.), Educational reform and
internationalisation: The case of school reform in Kazakhstan (pp. 263-286). Cambridge
University Press.

Buchanan, R. (2015). Teacher identity and agency in an era of accountability. Teachers and
Teaching, 21(6), 700-719. https://doi.org/10.1080/13540602.2015.1044329

Cheung, A. C., & Wong, P. M. (2012). Factors affecting the implementation of curriculum
reform in Hong Kong: Key findings from a large-scale survey study. The International
Journal of Educational Management, 26(1), 39-54.
https://doi.org/10.1108/09513541211194374

Clarke, D., & Hollingsworth, H. (2002). Elaborating a model of teacher professional growth.
Teaching and Teacher Education, 18(8), 947-967, https://doi.org/10.1016/S0742-

051X(02)00053-7



EFL TEACHER AGENCY AND EDUCATIONAL REFORM 71

Creswell, J. W. (2012). Educational research: Planning, conducting, and evaluating quantitative
and qualitative research (4th ed.). Pearson Education.

Creswell, J. W. (2014). Qualitative, quantitative and mixed methods approaches. Sage.

Creswell, J. W., & Miller, D. L. (2000). Determining validity in qualitative inquiry. Theory into
practice, 39(3), 124-130. https://doi.org/10.1207/s15430421tip3903 2

Creswell, J. W., & Poth, C. N. (2016). Qualitative inquiry and research design: Choosing among
five approaches (4™ ed.). SAGE.

Davies, B. (1990). Agency as a form of discursive practice. A classroom scene observed. British
Journal of Sociology of Education, 11(3), 341-361.
https://doi.org/10.1080/0142569900110306

De Silva Joyce, H., & Feez, S. (2016). Exploring literacies: Theory, research and practice.
Springer.

DeYoung, A. J., & Nadirbekyzy, B. (1997). Redefining schooling and community in post- Soviet
Kazakhstan. Journal of Education Policy, 12(1-2), 71-78.
https://doi.org/10.1080/0268093970120111

Donnell, L. A., & Gettinger, M. (2015). Elementary school teachers' acceptability of school
reform: Contribution of belief congruence, self-efficacy, and professional
development. Teaching and Teacher Education, 51(1), 47-57.
https://doi.org/10.1016/j.tate.2015.06.003

Dornyei, Z. (2007). Research methods in applied linguistics. Oxford University Press.

Dowding, K. (2008). Agency and structure: Interpreting power relationships. Journal of

Power, 1(1), 21-36. https://doi.org/10.1080/17540290801943380



EFL TEACHER AGENCY AND EDUCATIONAL REFORM 72

Edwards, E. (2019). English language teachers’ agency and identity mediation through action
research: A Vygotskian sociocultural analysis. In H.Kayi-Aydar, X. Gao, E. R. Miller, M.
Varghese, & G. Vitanova (Eds.), Theorizing and analysing language teacher agency (pp.
141 — 159). Multilingual Matters.

Emirbayer, M., & Mische, A. (1998). What is agency? American Journal of Sociology, 103(4),
962—-1023. https://doi.org/10.1086/231294

Eteldpelto, A., Vihdsantanen, K., Hokka, P., & Paloniemi, S. (2013). What is agency?
Conceptualizing professional agency at work. Educational Research Review, 10, 45-65.
https://doi.org/10.1016/j.edurev.2013.05.001

Feryok, A. (2012). Activity theory and language teacher agency. The Modern Language
Journal, 96(1), 95-107. https://doi.org/10.1111/5.1540-4781.2012.01279.x

Fimyar, O. (2014). Translating pedagogical ‘excellence’ into three languages or how
Kazakhstani teachers ‘change’. In D. Bridges (Ed.), Educational reform and
internationalisation: The case of school reform in Kazakhstan (pp. 301-324). Cambridge
University Press.

Fimyar, O. (2018). “We have a window seat”: A Bakhtinian analysis of international teachers’
identity in Nazarbayev Intellectual Schools in Kazakhstan. European Education, 50(4),
301-319. https://doi.org/10.1080/10564934.2017.1344861

Fimyar, O., & Kurakbayev, K. (2016). ‘Soviet’ in teachers’ memories and professional beliefs in
Kazakhstan: Points for reflection for reformers, international consultants and
practitioners. International Journal of Qualitative Studies in Education, 29(1), 86-103.

https://doi.org/10.1080/09518398.2015.1017850


https://doi.org/10.1016/j.edurev.2013.05.001
https://doi.org/10.1111/j.1540-4781.2012.01279.x

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 73

Fimyar, O., Yakavets, N., & Bridges, D. (2014). Educational reform in Kazakhstan: The
contemporary policy agenda. In D. Bridges (Ed.), Educational reform and
internationalisation: The case of school reform in Kazakhstan (pp. 53-70). Cambridge
University Press.

Fleming, D. (1998). Autonomy and agency in curriculum decision-making: A study of
instructors in a Canadian adult settlement ESL program. TESL Canada Journal, 16(1),
19-35. https://doi.org/10.18806/tesl.v1611.708

Fullan, M. G. (2007). The new meaning of educational change (4™ ed.). Routledge.

Fullan, M. G. (2016). The new meaning of educational change (5th ed.). Routledge.

Fullan, M. G. (1993). Why teachers must become change agents. Educational Leadership, 50(6),
12-17. http://michaelfullan.ca/wp-content/uploads/2016/06/13396031680.pdf

Giddens, A. (1979). Central problems in social theory: Action, structure, and contradiction in
social analysis. University of California Press.

Giddens, A. (1984). The constitution of society. University of California Press.

Global Politics of Educational Borrowing (pp. 75-87). Teachers College Press.

Goodman, B., & Abdimanapova, L. (2020). Alignment, challenge, and agency: EFL teachers’

perspectives on trilingual education and curriculum reform in Kazakhstan. The Asian EFL
Journal, 6(24), 73—102. https://www.asian-efl-journal.com/main-editions-new/2020-main-
journals/volume-24-issue-6-november-2020/index.htm

Gray, L. M., Wong-Wylie, G., Rempel, G. R., & Cook, K. (2020). Expanding qualitative
research interviewing strategies: Zoom video communications. The Qualitative Report,

25(5), 1292-1301. https://doi.org/10.46743/2160-3715/2020.4212


https://www.asian-efl-journal.com/main-editions-new/2020-main-journals/volume-24-issue-6-november-2020/index.htm
https://www.asian-efl-journal.com/main-editions-new/2020-main-journals/volume-24-issue-6-november-2020/index.htm

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 74

Grosjean, F. (1985). The bilingual as a competent but specific speaker-hearer. Journal of
Multilingual & Multicultural Development, 6(6), 467-477.
https://doi.org/10.1080/01434632.1985.9994221

Guskey, T. R. (2002). Professional development and teacher change. Teachers and Teaching,

8(3), 381-391. https://doi.org/10.1080/135406002100000512

Hamid, M. O., & Nguyen, H. T. M. (2016). Globalization, english language policy, and teacher
agency: Focus on Asia. International Education Journal, 15(1), 26—43.
https://openjournals.library.usyd.edu.au/index.php/IEJ/article/view/10442

Haney, J. J., Czerniak, C. M., & Lumpe, A. T. (1996). Teacher beliefs and intentions regarding

the implementation of science education reform strands. Journal of Research in Science
Teaching: The Official Journal of the National Association for Research in Science
Teaching, 33(9), 971-993. https://doi.org/10.1002/(SICI)1098-
2736(199611)33:9<971::AID-TEA2>3.0.CO;2-S

Hargreaves, A., & Fullan, M. (2012). Professional capital: transforming teaching in every

school. Routledge.

Hitlin, S., & Elder, G. H. (2007). Time, self and the curiously abstract concept of agency.

Sociological Theory, 25(2), 170-191. https://doi.org/10.1111/j.1467-9558.2007.00303.x

Hornberger, N. H. (2009). Multilingual education policy and practice: Ten certainties (grounded

in indigenous experience). Working Papers in Educational Linguistics, 24(2), 1-18.
https://doi.org/10.1017/S0261444808005491

Howlett, M. (2021). Looking at the ‘field’ through a Zoom lens: Methodological reflections on

conducting online research during a global pandemic. Qualitative Research, 22 (3), pp.

387-402. https://doi.org/10.1177/1468794120985691


https://doi.org/10.1080/01434632.1985.9994221
https://doi.org/10.1017/S0261444808005491

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 75

Hull, M. M., & Uematsu, H. (2020). A survey to measure perceived agency of teachers.
International Journal of Physics & Chemistry Education, 12(3), 49-59.
https://www.ijpce.org/index.php/IJPCE/article/view/82

Imangaliyev, N. (2019). Kazakhstani teachers’ perceptions of teacher autonomy [Master's thesis,
Nazarbayev University]. Nazarbayev University Repository.
http://nur.nu.edu.kz/handle/123456789/4331

Information-Analytic Center (IAC) (2018). Natcionalnyi doklad o sostoyanii i razvitii sistemy
obrazobaniya Respubliki Kazakhstan (po itogam 2017 goda) [National Report on the
condition and the development of education in the Republic of Kazakhstan (according to
the results of 2017)]. Ministry of Education and Science of the Republic of Kazakhstan.
http://db.rgub.ru/youthpolicy/sngkaz/Nac Dokl Obrazovan 2017.pdf

Jaar, A. (2017). Professional development of dual-language teachers: Learning communities as
potential sites of teacher identity, agency, and advocacy (Publication No.10275096)
[Doctoral dissertation, Teachers College, Columbia University]. ProQuest Dissertations
and Theses. https://www.proquest.com/dissertations-theses/professional-development-
dual-language-teachers/docview/1906983484/se-2?accountid=134066

Johnson, C. C. (2006). Effective professional development and change in practice: Barriers
science teachers encounter and implications for reform. School Science and
Mathematics, 106(3), 150-161. https://doi.org/10.1111/j.1949-8594.2006.tb18172.x

Kanayeva, G. (2019). Facilitating teacher leadership in Kazakhstan [Doctoral dissertation,
University of Cambridge]. Cambridge University Repository.

https://doi.org/10.17863/CAM.41620


http://db.rgub.ru/youthpolicy/sngkaz/Nac_Dokl_Obrazovan_2017.pdf
https://doi.org/10.17863/CAM.41620

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 76

Karabassova, L. (2020). Understanding trilingual education reform in Kazakhstan: Why is it
stalled? In D. Egéa (Ed.), Education in Central Asia (pp. 37-51). Springer, Cham.

Kayi-Aydar, H. (2015). Teacher agency, positioning, and English language learners: Voices of
pre-service classroom teachers. Teaching and Teacher Education, 45, 94-103.
https://doi.org/10.1016/j.tate.2014.09.009

Kayi-Aydar, H. (2017). A language teacher’s agency in the development of her professional
identities: A narrative case study. Journal of Latinos and Education, 18(1), 4-18.
https://doi.org/10.1080/15348431.2017.1406360

Kennedy, C. (1987). Innovating for a change: Teacher development and innovation. ELT
Journal, 41(3), 163-170. https://doi.org/10.1093/elt/41.3.163

Ketelaar, E., Beijaard, D., Boshuizen, H. P., & Den Brok, P. J. (2012). Teachers’ positioning
towards an educational innovation in the light of ownership, sense-making and
agency. Teaching and Teacher Education, 28(2), 273-282.
https://doi.org/10.1016/j.tate.2011.10.004

Khegay, Y. (2017). Exploration of teacher identity in the context of current school reforms in
Kazakhstan: Perceptions of NIS teachers [Master's thesis, Nazarbayev University].
Nazarbayev University Repository. https:/nur.nu.edu.kz/handle/123456789/2583

Kumaravadivelu, B. (2003). Beyond methods.: Macrostrategies for language teaching. Yale
University Press.

Kumaravadivelu, B. (2012). Language teacher education for a global society: A modular model

for knowing, analyzing, recognizing, doing, and seeing. Routledge.


https://doi.org/10.1016/j.tate.2014.09.009
https://doi.org/10.1016/j.tate.2011.10.004
https://nur.nu.edu.kz/handle/123456789/2583

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 77

Lantolf, J. P., & Pavlenko, A. (2001). (S)econd (L)anguage (A)ctivity theory: Understanding
second language learners as people. In M. Breen (Ed.), Learner contributions to language
learning: New directions in research (pp. 141-158). Longman.

Lasky, S. (2005). A sociocultural approach to understanding teacher identity, agency and
professional vulnerability in a context of secondary school reform. Teaching and Teacher
Education, 21(8), 899-916. https://doi.org/10.1016/j.tate.2005.06.003

Liao, P. C. (2017). Taiwan-Educated Teachers of English: Their Linguistic Capital, Agency, and
Perspectives on Their Identities as Legitimate English Teachers. Taiwan Journal of
TESOL, 14(2), 5-35. https://www.tjtesol.org/attachments/article/417/01 TJTESOL-
327.pdf

Locke, E, A., Frederick, E., Lee, C., & Bobko, P. (1984). Effect of self-efficacy, goals, and task
strategies on task performance. Journal of Applied Psychology, 69(2), 241-251.
https://doi.org/10.1037/0021-9010.69.2.241

Manan, S. A., & Tul-Kubra, K. (2020). Beyond ‘two-solitudes’ assumption and monolingual
idealism: generating spaces for multilingual turn in Pakistan. International Journal of
Multilingualism, 1-22. https://doi.org/10.1080/14790718.2020.1742722

Martin, J. (2010). Self-regulated learning, social cognitive theory, and agency. Educational
psychologist, 39(2), 135-145. https://doi.org/10.1207/s15326985ep3902 4

McLaughlin, C., McLellan, R., Fordham, M., Chamdler-Grevatt, A., & Daubney, A. (2014). The
role of the teacher in educational reform in Kazakhstan. In D. Bridges (Ed.), Educational
reform and internationalisation: The case of school reform in Kazakhstan (pp. 239-260).

Cambridge University Press.



EFL TEACHER AGENCY AND EDUCATIONAL REFORM 78

Merriam, S. (2016). Qualitative research: A guide to design and implementation (4™ ed.).
Jossey-Bass.

Miller, E., Kayi-Aydar, H., Varghese, M., & Vitanova, G. (2018). Editors’ introduction to
interdisciplinarity in language teacher agency: Theoretical and analytical explorations.
System, 79, 1-6. https://doi.org/10.1016/j.system.2018.07.008

Min, M. (2019). School culture, self-efficacy, outcome expectation, and teacher agency toward
reform with curricular autonomy in South Korea: A social cognitive approach. 4sia
Pacific Journal of Education, 1-17. https://doi.org/10.1080/02188791.2019.1626218

Ministry of Education and Science of the Republic of Kazakhstan (2015). Qazagstan
Respublikasynda ushtildi bilim berudi damytudyn 2015-2020 jyldarga arnalgan jol
kartasy [The roadmap of trilingual education in the Republic of Kazakhstan for 2015-
2020]. (2015, November 5), the Acting Minister of Education and Science of the
Republic of Kazakhstan Ne 622. (2015, November 9), Joint order of the Minister of
Culture and Sports of the Republic of Kazakhstan Ne 344. (2015, November 13), and the
Minister of Investment and Development of the Republic of Kazakhstan Ne 1066.
https://online.zakon.kz/Document/?doc_1d=34919552

Misco, T. (2010). Moving beyond fidelity expectations: Rethinking curriculum reform for
controversial topics in post-communist settings. Theory & Research in Social
Education, 38(2), 182-216. https://doi.org/10.1080/00933104.2010.10473422

Mockler, N. (2011). Beyond ‘what works’: Understanding teacher identity as a practical and
political tool. Teachers and Teaching, 17(5), 517-528.

https://doi.org/10.1080/13540602.2011.602059


https://online.zakon.kz/Document/?doc_id=34919552
https://doi.org/10.1080/00933104.2010.10473422

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 79

Morgan, B. (2009). Fostering transformative practitioners for critical EAP: Possibilities and
challenges. Journal of English for Academic Purposes, 8(2), 86-99.
https://doi.org/10.1016/j.jeap.2008.09.001

Morris, M. W., Menon, T., & Ames, D. R. (2001). Culturally conferred conceptions of agency: A
key to social perception of persons, groups, and other actors. Personality and Social
Psychology Review, 5(2), 169-182. https://doi.org/10.1207/S15327957PSPR0502 7

Mukhametgaleyeva, L., & Ospan, R. (2018). Trilingual education in Kazakhstan: Challenges for
secondary school teachers [Master's thesis, Nazarbayev University]. Nazarbayev
University Repository. http://nur.nu.edu.kz/handle/123456789/3370

National Academy of Education [NAE] (2016). Ob osobennostyakh organizatsii
obrazovatelnogo protsessa v obshcheobrazovatelnykh shkolakh Respubliki Kazakhstan v
2016-2017 uchebnom godu: Instruktivno-metodicheskoye pismo [On the features of the
organization of the educational process in secondary schools of the Republic of
Kazakhstan in the 2016-2017 academic year: Instructions and methodical letter].
Recommended for publication by the decision of the Academic Council of the National
Academy of Education. I. Altynsarina (Minutes No. 9 dated October 20, 2016). Ministry
of Education and Science of the Republic of Kazakhstan
https://uba.edu.kz/storage/app/media/IMP/%202016-2017 rus.pdf

National Academy of Education [NAE] (2017). Yedinniy yazykovoi standart obucheniya trem
yazykam [Uniform Language Standards for Learning Three Languages].
https://nao.kz/blogs/view/2/1017file:///C:/Users/user/Downloads/1602318364357.pdf

National Academy of Education [NAE] (2021). Ob osobennostyakh organizatsii

obrazovatelnogo protsessa v obshcheobrazovatelnykh shkolakh Respubliki Kazakhstan v


https://doi.org/10.1016/j.jeap.2008.09.001
https://doi.org/10.1207/S15327957PSPR0502_7
https://uba.edu.kz/storage/app/media/IMP/%202016-2017_rus.pdf
https://nao.kz/blogs/view/2/1017

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 80

2021-2022 uchebnom godu: Instruktivno-metodicheskoye pismo [On the features of the
organization of the educational process in secondary schools of the Republic of
Kazakhstan in the 2021-2022 academic year: Instructions and methodical letter].
Recommended for publication by the decision of the Academic Council of the National
Academy of Education. I.Altynsarina (Minutes No. 5 dated May 13, 2021). Ministry of
Education and Science of the Republic of Kazakhstan
https://uba.edu.kz/storage/app/media/IMP/IMP_2021-2022 rus.pdf

Nazarbayev, N.A. (2015). Plan natcii — 100 shagov po realizatcii pyati institutcionalnyh reform
[The 100 concrete steps set out by President Nursultan Nazarbayev to implement the five
institutional reforms] (2015, May 20) Programme of the President of the Republic of
Kazakhstan. https://adilet.zan.kz/rus/docs/K1500000100

Nazarbayev, N.A. (2018). State of the Nation address of President of the Republic of Kazakhstan
Nursultan Nazarbayev.
https://www.akorda.kz/en/addresses/addresses of president/state-of-the-nation-address-
of-president-of-the-republic-of-kazakhstan-nursultan-nazarbayev-october-5-2018

Nuttall, S. (2009). Entanglement: Literary and cultural reflections on post-apartheid. Wits
University Press. https://doi.org/10.18772/12009084761

Oliver, P. (2010). The student's guide to research ethics. McGraw-Hill Education.

Organisation for Economic Co-operation and Development (OECD) (2014a). PISA 2012 results
in focus: What 15-year-olds know and what they can do with what they know. OECD

Publishing. https://www.oecd.org/pisa/keyfindings/pisa-2012-results-overview.pdf


https://uba.edu.kz/storage/app/media/IMP/IMP_2021-2022_rus.pdf
https://adilet.zan.kz/rus/docs/K1500000100
https://www.akorda.kz/en/addresses/addresses_of_president/state-of-the-nation-address-of-president-of-the-republic-of-kazakhstan-nursultan-nazarbayev-october-5-2018
https://www.akorda.kz/en/addresses/addresses_of_president/state-of-the-nation-address-of-president-of-the-republic-of-kazakhstan-nursultan-nazarbayev-october-5-2018
https://doi.org/10.18772/12009084761
https://www.oecd.org/pisa/keyfindings/pisa-2012-results-overview.pdf

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 81

Organisation for Economic Co-operation and Development (OECD) (2014b). Reviews of
national policies for education: secondary education in Kazakhstan. OECD Publishing.
https://doi.org/10.1787/19900198

Panti¢, N. (2015). A model for study of teacher agency for social justice. Teachers and
Teaching, 21(6), 759-778. https://doi.org/10.1080/13540602.2015.1044332

Patton, M. Q. (1990). Qualitative evaluation and research methods. SAGE.

Phillipson, R. (1992). Linguistic imperialism. Oxford University Press.

Priestley, M., Biesta, G., & Robinson, S. (2013). Teachers as agents of change: Teacher agency
and emerging models of curriculum. In M. Priestley & G.J.J. Biesta (Eds.), Reinventing
the curriculum: New trends in curriculum policy and practice (pp. 187-206). Bloomsbury
Academic.

Priestley, M., Biesta, G., & Robinson, S. (2015). Teacher agency: An ecological approach.
Bloomsbury.

Priestley, M., Edwards, R., Priestley, A., & Miller, K. (2012). Teacher agency in curriculum
making: Agents of change and spaces for manoeuvre. Curriculum Inquiry, 42(2), 191-
214. https://doi.org/10.1111/1.1467-873X.2012.00588.x

Qanay, G., & Frost, D. (2020). The teacher leadership in Kazakhstan initiative: Professional
learning and leadership. Professional Development in Education, 1-15.
https://doi.org/10.1080/19415257.2020.1850507

Ministry of Education and Science of the Republic of Kazakhstan (2016). Qazagstan
Respublikasynda bilim berud: jane gylymdy damytudyn 2016 — 2019 jyldarga arnalgan
memlekettik bagdarlamasyn bekitu turaly [ About the approval of the state programme of

education and research development in the Republic of Kazakhsan for 2016-2019].


https://doi.org/10.1787/19900198
https://doi.org/10.1080/13540602.2015.1044332

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 82

(2016, March 1), Decree of the President of the Republic of Kazakhstan No.205.
http://adilet.zan.kz/kaz/docs/U1600000205

Richards, J. C. (2008). Second language teacher education today. RELC journal, 39(2), 158-177.
https://doi.org/10.1177/0033688208092182

Ritchie, J., & Lewis, J. (2003). Qualitative research practice: A guide for social science students
and researchers. SAGE.

Rizvi, F., & Lingard, B. (2010). Globalizing education policy. Routledge.
https://doi.org/10.4324/9780203867396

Robinson, S. (2012). Constructing teacher agency in response to the constraints of education
policy: Adoption and adaptation. Curriculum Journal, 23(2), 231-245.
https://doi.org/10.1080/09585176.2012.678702

Sahlberg, P. (2006). Education reform for raising economic competitiveness. Journal of
Educational Change, 7(4), 259-287. https://doi.org/10.1007/s10833-005-4884-6

Sanczyk, A. (2020). 4 narrative inquiry of second language teacher agency in promoting
culturally responsive pedagogy (No. 27958555) [Doctoral dissertation, The University of
North Carolina at Charlotte]. ProQuest Dissertations & Theses Global.
https://www.proquest.com/dissertations-theses/narrative-inquiry-second-language-
teacher-agency/docview/2404594747/se-2?accountid=134066

Sannino, A. (2010). Teachers' talk of experiencing: Conflict, resistance and agency. Teaching
and Teacher Education, 26(4), 838-844. https://doi.org/10.1016/j.tate.2009.10.021

Sawyer, K. (2002). Unresolved tensions of sociocultural theory: Analogies with contemporary
sociological debates. Culture & Psychology, 8(3), 283-305.

https://doi.org/10.1177/1354067X0283002


http://adilet.zan.kz/kaz/docs/U1600000205
https://doi.org/10.1177/1354067X0283002

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 83

Schon, D. (1987). Educating the reflective practitioner. Jossey-Bass.

Shamshidinova, K., Ayubayeva, N., & Bridges, D. (2014). Implementing radical change:
Nazarbayev intellectual schools as agents of change. In D. Bridges (Ed.), Educational
reform and internationalisation: The case of school reform in Kazakhstan (pp. 71-82).
Cambridge University Press.

Silova, I. (2004). Adopting the language of new allies. In G. Steiner-Khamsi (Ed.), The

Silova, I. (2005). Traveling policies: hijacked in Central Asia. European Educational Research
Journal, 4(1), 50-59. https://doi.org/10.2304/eerj).2005.4.1.5

Sloan, K. (2006). Teacher identity and agency in school worlds: Beyond the all-good/all-bad
discourse on accountability — Explicit curriculum policies. Curriculum Inquiry, 36(2),
119-152. https://doi.org/10.1111/j.1467-873X.2006.00350.x

State Programme of Education Development in the Republic of Kazakhstan (SPED) for 2011—
2020, (2010, December 7), Decree of the President of the Republic of Kazakhstan
No.1118. www.akorda.kz/upload/SPED.doc

Su, S. W. (2012). The various concepts of curriculum and the factors involved in curricula-
making. Journal of Language Teaching & Research, 3(1), 153-158.
https://doi:10.4304/jltr.3.1.153-158

Suyundikova, G. (2019). Teachers’ attitudes towards implementation of the upgraded
curriculum in a secondary school in Aktau, city of Mangystau province, Kazakhstan
teachers [Master's thesis, Nazarbayev University]. Nazarbayev University Repository.

http://nur.nu.edu.kz/handle/123456789/4325


http://www.akorda.kz/upload/SPED.doc
https://doi:10.4304/jltr.3.1.153-158

EFL TEACHER AGENCY AND EDUCATIONAL REFORM 84

Tao, J., & Gao, X. (2017). Teacher agency and identity commitment in curricular
reform. Teaching and Teacher Education, 63, 346-355.
https://doi.org/10.1016/j.tate.2017.01.010

Tao, J., & Gao, X. A. (2021). Language teacher agency. Cambridge University Press.

Taylor, M. S., Locke, E. A., Lee, C., & Gist, M. E. (1984). Type a behavior and faculty research
productivity: What are the mechanisms? Organizational Behavior and Human
Performance, 34(3), 402-418. https://doi.org/10.1016/0030-5073(84)90046-1

Tharp, R., & Gallimore, R. (1988). Rousing minds to life. Cambridge University Press.

Turner, F., Wilson, E., Ispussinova, S., Kassymbekov, Y., Sharimova, A., Balgynbayeva, B., &
Brownbhill, S. (2014). Centres of excellence: Systemwide transformation of teaching
practice. In D. Bridges (Ed.), Educational reform and internationalisation: The case of
school reform in Kazakhstan (pp. 83-105). Cambridge University Press.

Vihisantanen, K., & Eteldpelto, A. (2009). Vocational teachers in the face of a major
educational reform: Individual ways of negotiating professional identities. Journal of
Education and Work, 22(1), 15-33. https://doi.org/10.1080/13639080802709620

Valdés, G. (1997). Dual-language immersion programs: A cautionary note concerning the
education of language-minority students. Harvard Educational Review, 67(3), 391-430.

https://doi.org/10.17763/haer.67.3.n5q175qp86120948
Van Lier, L. (2008). Agency in the classroom. In J. P. Lantolf & M. E. Poehner (Eds.),
Sociocultural theory and the teaching of second languages (pp. 163—186). Equinox.
Wang, J., & Zhao, Z. (2011). Basic education curriculum reform in rural China: Achievements,

problems, and solutions. Chinese Education & Society, 44(6), 36-46.

https://doi.org/10.2753/CED1061-1932440603



EFL TEACHER AGENCY AND EDUCATIONAL REFORM 85

Wertsch, J. V., Tulviste, P., & Hagstrom, F. (1993). A sociocultural approach to agency. In E. A.
Forman, N. Minick, & C. A. Stone (Eds.), Contexts for learning: Sociocultural dynamics
in children’s development (pp. 336-56). Oxford University Press.

Wertz, F. J. (2011). Five ways of doing qualitative analysis: Phenomenological psychology,
grounded theory, discourse analysis, narrative research, and intuitive inquiry. Guilford
Press.

Wilson, E. G. (2017). Impact study of the Centre of Excellence Programme: Technical report.
Centre of Excellence Nazarbayev Intellectual Schools and Faculty of Education,
University of Cambridge. https://doi.org/10.17863/CAM.12373

Yakavets, N., Frost, D., & Khoroshash, A. (2017). School leadership and capacity building in
Kazakhstan. International Journal of Leadership in Education, 20(3), 345-370.
https://doi.org/10.1080/13603124.2015.1066869

Yazan, B. (2018). Identity and non-native English speaker teachers. InJ. 1. Liontas (Ed.), The

TESOL encyclopedia of English language teaching (pp. 1-7). John Wiley & Sons.



EFL TEACHER AGENCY AND EDUCATIONAL REFORM

Appendix A

Multimodal questionnaire

Section A: drawing a profile of a teacher
Personal details: Please indicate

1.

O O O

™0 0 W

0O 000N

0O 000 W

0O 0 0 =

Your gender
Male
Female
Other

Your age
20-30
30-40
40-50
50-60

Teaching experience
2-5

5-10

10-20

20-30

Your higher education institution
University/College Degree: BA; MA; PhD | Major

Your school context

NIS (Nazarbayev Intellectual Schools)

State mainstream school

Please list the most influential/useful professional development programs that helped
your teaching to improve (If not, skip the question).

Do you allow your students to switch to their L1 during EFL classes?

Yes

No

Other (sometimes, rarely)

86
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Section B: Teachers' beliefs and values about curriculum orientations, language learning and
learner's role

10.

1.

12.

13.

14.

Read the statements and indicate what you feel about them by picking the relevant
emoticon. In this section the smiley face emojis from left to right represent different
levels feelings “satisfied or happy with” to “not feeling satisfied or happy”.

. When my school principal tells me to teach in a certain way, I will do my best to teach

that way, even if I don't really want to.

OO

If my EFL students do not understand what they are learning, I will take more time with
the material, even if some planned topics are not taught in class.

OO

I prefer an EFL curriculum that tells the teacher exactly what to do so that I don't risk
making the wrong pedagogical decision.

OO

I think what my students learn in my class would be helpful for them in other courses
and/or in everyday life.

OO

I use students' mother tongue (Kazakh/Russian/Other) while teaching English language.

OO

I think using the mother tongue or students' L1 in an English learning classroom will
confuse them.

OO

I think EFL students are equal participants in the learning process, and they can
sometimes tell what works for them best.

OO
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Section C: Teachers' attitudes towards changes in the curriculum

Imagine that teaching is a race with obstacles or challenges and that the finish line represents
the curriculum goals to be achieved. And to finish the race, you have to overcome some
challenges. Please, put on the track the obstacles in order from the list below, starting with the
most difficult. After that, write what things can help to jump over some of them.

1. Education

2. Teacher training

3. Resources (materials)

4. Physical environment (building)

5. Relationships (roles, power differential, trust)

finish
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MyJabTHMOAAIBABI cayaJHAMA

A 6onimi: Myzanimuin npogpuni
Keke oepexmep: Bencineniz
1. Ci3aiH XBIHBICHIHBI3
Ep agam
OHea agam
backa

O O O

JKaceIHBEI3
20-30
30-40
40-50
50-60

00 00N

Kympic ToxipuOeHi3 (KpLIAAp)
2-5

5-10

10-20

20-30

0000 W

>

XKorapsl Oi1iM

Komnemx/Yuausepcurer | [lenreit: bakanasp; MamaH1bIK
Macrep; PhD

5. Kait mexrente cabak O6epecis
H3M (Hazap6aeB 3usTkepiik MekTeO1)
o Xaumer 6inim Oepetin opra MekTeO1

O

6. Ci3IiH MYFaTiM PETiH/IEC OKBITYBIHBI3/IBI )KAKCAPTYFa KOMEKTECKCH KOCIOM BIKIAIIBI /
naiaanel OaraapiaManapIbiH Ti3iMiH OepiHi3 (erep oHnai 6onmaca, OyJ1 cypakThl ©TKI3iI
KIOEpiHi3).

AFBIUTIIBIH TiJi cabaFbIH/Ia OKYIIBIIAPBIHBI3FA aHa TUTIHE KellyTe pykKcat oepecis 6e?

4E)

Kok

backa (keiine, cupek)

00 0 N
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B oonimi: OKy 6azoapnamaceina, minoi yupenyze yHcoHne OKyuiblHblH, POiHe KAmblCHIbL
My2animoepoiy cenimoepi mMeH KyHObLIbIKMAapbl

10.

11.

12.

13.

14.

MpiHa ceiiieMep/i OKBIM MIBIFBIIT COMKEC SMO3H TaHAy apKbUIbI OJIap Typalibl He
OMJTAaNTHIHBIHBI3IBI KOPCETIHI3. By OemimMIe sMoI3uiIep CoNlaH OHFa Kapai
«KaHaFraTTaHFaH HeMece OAKBITThD) KOHE «KaHaFraTTaHOaraH HeMece OAKBITThI EMECH
Ce31MJIEpIHIH dp TYPJIi ACHTeUIepiH KOPCETEIl.

MekTen nupeKTopbl MaraH OeNrisi O1p 9JIICTICH YHPETY KepeK Jiece, MEH Kajlamacam Jia,
COJI YHPETY 9/IiCiH )KY3€ere achlpy YIIiH 0ap KYIIIM/i caJaMblH.

OO

Erep MeHIH OKyIIbUIApBIM aFbUIIIBIH TUTIHAE HE YUPEHIN jKaTKaHbIH TyciHOECe,
JKOCIIapJIaHFaH TaKbIPBINTApIbIH KeHOIpiH KeiliHre Kanabpy Kepek Oosca na, TyciHoereH
TaKBIPHITTKA KOOIPEK YaKBIT 06JIEMIH.

OO

MeHn MyFaniMre Kate neJarorukajiblk Menmaep KadbliayFa ToyeKen eTey yIiliH He
iCTey KepeKTITiH alTaThIH aFbUIIIBIH TIJIIHET1 OKYy OaraapiaMachlH YHATAMBIH.

OO

MeHiH OKyIIbIIapbIMHBIH MEHIH CHIHBIOBIM/IA YHPEHTEH HOpcenepi 6acka Kypcrapaa
KOHE / HeMece KYHJICTIKTI eMipJie oJap YIIiH Haiaaisl 00Iaabl e OMTaiMBbIH.

OO

MeH aFbUIIIBIH TUTIH YHpPeTy Ke3iH/e OKyIIbUTApABIH aHa TiTiH (Ka3ak/opbIc/Tarbl 0acka)
KOJITaHAMBIH.

OO

MeHiH oWbIMINIA, aFbUIIIBIH TUTIH YHPEHTeH Ke3/e cabakTa OKYyIIbUIApAbIH aHa TiUTIH
KOJIJIaHY OJIap bl IATACTHIPAIBI.

OO

MeHiH o¥ibIMINIa, OKYLIBITIAP OKY YAEPICIHIH TEH KYKBUIbI KATHICYLIBIIAPHI, Keiie onap
©37Iep1 YIIIH HE )KaKChl €KEHIH aliTa ajgabl.

OO
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C oonimi: OKy 6a20apnamacvlnbly 032epyine My2aniMHIK KO3Kapacol

Mpinanai sxarail enecteTiHiz. OKbITY — KeJlepriIepMeH JKYTipy KapbIChl, all MOpe
CBI3BIFBI -OKY Oaf/apiamMachiHbIH MakcaTTapbl. OChI )KapbICThI asKTay YILiH OipHele
KeJleprijiepai xkeHyre Typa keieni. XKyripy *KoJabIHIaFbl KeAeprijiepi TOMeHIeT1 Ti3iIMHEH eH
KHUBbIHHAH OacTar peTiMeH OpHalIacThIpbIHbI3. OCBIAaH KeliH Oap/blH YCTIHEH OTyre
KOMEKTECETIH Hopceep/Il Ka3bIHbI3.
1. binim Gepy xyiteci
2. MyranimaepaiH OUTIKTUIITH apTThIpy
3. Pecypcrap (maTepuanaap)
4. ®uzuKanelK opTa (FUMapar)

5. KapeiM-KaTbiHac (pesaep, Kyl JMHAMUKACHI, CEHIM)

finish
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My.]'[bTI/IMOJIa.]ILHaﬂ aHKeTa

Pa3zoen A: lpoghuns yuumens
Juynsie oannwie: Iloxcanyiicma, ykaxcume

1.

O O O

(@)

o

0O 000N

0O 000 W

Banr mon
My:xckon
Kenckuit

Hpyroe

Bam Bo3pact
20-30
30-40
40-50
50-60

Crax paboThI B rogax
2-5

5-10

10-20

20-30

Briciee oOpazoBanue
Komnemx/YuuBepcuter | Yposens: bakanasp; | CneunanbHOCTb
Mactep; PhD

B kaxoi1 mkose BbI Ipernogaere
HUIII (Hazap6aesckas MaTemnekryansHas [1lkomna)
Oo6meobpazoBaTenbHas IIKOJIA

[lepeuncnure HanOoee BAUATEIbHBIE / TOJIE3HBIE IPOTPAMMBI MTPO(ECCHOHATEHOTO
pa3BUTHSL, KOTOPbIE TOMOTIJIN YJIy4ILIUTh Ballle IpenojaBaHue (€ciau HeT, IPOIyCTUTE
BOIIPOC).

Pazpemraere 11 Bbl CBOMM yU€HHKaM MEPEXOJUTh HA POJHOM S3bIK BO BPEMs YpOKa
aHTJIUICKOro?

a

Her

Hpyroe (nHOT 1A, PEAKO)

92
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Paszoen B: Yoexycoenusn u yennocmu yuumeneii 6 OmHoOUWEHUU OpUeHmayuu y4eonoi
npozpammol, U3yueHusn A3bIKA U POIU yUauie2ocs

10.

11.

12.

13.

14.

[TpoutuTe yTBEpKIEHUS U YKa)KUTE, UTO BBl O HUX J{yMaeTe, BEIOpaB COOTBETCTBYIOIIMM
cMaliuK. B 9TOM pasnene 3MOAKU cieBa HAallPaBo MPEACTAaBIIAIOT Pa3HbIE YPOBHU
YyBCTB OT «yJIOBJIETBOPEH WJIM CUACTIIUBY» JI0 «HEYJAOBJIETBOPEH UM HE CUACTIIUBY.

KOFI[a AUPCKTOP HIKOJIBI TOBOPUT MHE YUUTDH OIIPCACIICHHBIM o6pa30M, A COCIAar0 BCC
BO3MOJXHOC, 9TOOBI npenoaaBaTb TaKUM 06p2130M, JaXeE €CJIN A I[GﬁCTBHTGJ'II:HO HC X049y
9TOTO.

OO

Ecny Mou y4eHHKHM HE MOHUMAIOT, YTO OHU M3YYalOT Ha YPOKE aHIJIMHCKOrO, S TOTpady
0oJbIlIe BpEMEHH Ha N3y4YeHHE MaTepuana, Jaxe ecll HEKOTOphIe 3alIaHuPOBAaHHBIC
TEMbI IPUJIETCSI OTJIOKHUTD.

OO

S mpennounTaro yueOHyI0 MporpaMMy o aHTTIUHCKOMY S3bIKY, KOTOpas TOYHO TOBOPUT
YUMTEIO, YTO JIeNaTh, YTOOBI 1 HE pUCKOBAIA IPUHATHEM HENIPaBUIIbHBIX
Ne1arorMyecKuX penieHu.

OO

S nymaro To, YTO MOM CTYJIEHTHI Y3HAIOT B MOEM KJiacce, OyIeT MOJIE3HO JIJIsl HUX Ha
JOPYTUX Kypcax U / WK B TOBCEIHEBHOMN JKU3HHU.

OO

S1 UCHoNB3Y IO POTHOM SI3BIK CTYJICHTOB (Ka3aXCKUN/PyCCKUi/npyroil) mpu o0ydeHNH
aHIJIMHACKOMY SI3BIKY.

OO

A AyMaro, 4TO MCIIOJIb30BAHUEC POAHOI'O A3bIKa yUallUXCa B KJIaACCC IJId U3YUCHUA
aHTJINHCKOTO 3aIllyTacT HX.

OO

S mymaro, 4TO CTYZEHTHI ABJISIOTCS PAaBHONPABHBIMM YYaCTHUKAMU y4eOHOTO Ipoliecca,
Y MHOT1a OHU MOTYT CKa3aTh, YTO IJI HUX JIyYIlle BCETO.
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Paszoen C: Omnowenue yuumeneii K UsMEHEHUAM 6 YUeOHOU nPozpamme

IIpencraBbre, yTO O0YUYEHHE - 3TO TOHKA C MPEMATCTBUAMMU, M YTO (PUHMIITHAS YepTa
IpeacTaBisieT co0oi 1enu yueOHoN nIporpaMMbl, KOTOpble HEOOXOAUMO TO0CTUYb. 1 4TOOBI
(UHUIIPOBATH B TOHKE, BaM MPEJCTOUT MPEO010JIeTh HECKOJIBKO MpensTcTBuil. PaccTaBbre
NPEMATCTBUS HAa OErOBOM JOPOXKKE B MOPAIKE U3 CIIUCKA HUXKE, HAUWHAS C CAMOTO CIIOKHOTO.
ITocne 3TOro HaNMUIIKMTE, KAKUE BELM MOTYT ITOMOYb NEPENPLITHYTh Yepe3 HUX.
1. O6pa3zoBanue
2. IloaroroBka yuurenei
3. Pecypchl (MaTepuansr)
4. ®uznueckas cpena (3aaHue)

5. B3auMOOTHOIICHHUS (pOJ'II/I, JWHaMHKKa BJIACTH, ,I[OBCpI/IC)

:Z‘_( ~ fnsh
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Appendix B

Semi-structured interview questions

How is educational reform enabling or restricting EFL teachers’ agency in two

diverse school contexts?

1.

2.

What factors in their various contexts enable or restrict teacher agency?

How is agency practiced in two school contexts?

1) Teachers' Professional Identities:

2)

3)

Describe a typical day at your school and your classroom

What was the focus of your EFL training prior to the recent educational changes?
Describe how the educational reforms are different from your previous training
Describe an EFL lesson or practices before the changes?

Describe an EFL lesson or practices now or after the changes

What is different between then and how?

What challenges do you experience and how you deal with such challenges?

Teachers values and beliefs about the change:

Tell me more about your school, classroom, and students

Describe a typical EFL lesson

What schools factors impact your EFL teaching?

Which factors are positive and why?

Which are negative and why? How do cope with it or address these factors?

Questions about Institutional changes and local contexts:

What is your role in the classroom and on a larger scale (in school and education
in general) and as a member of the school community?

What responsibilities do you have aside from teaching?

In the school, how is the work of teachers evaluated? What is your opinion about
these evaluations?

How are the processes for learner assessment?

What impact does accountability have on your work as a teacher? (Reports,
school inspections)
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KaprbLiail KYpbUIBIMABIK €YX0aT cypaKTapbl

Bisnim Gepy pedopmacskl eki TypJ1i MeKTenl KOHTEKCTiHAEr aFbLIIIBIH Tijli MyFaJiMaepiHiH

areHTTIiriHe (e3repic kacay epikTijirine) Hemece iC-KUMBbLJI epKiHIIriHe KajJdail MYMKIHAIK

Oepeni Hemece meKTenai?

1) Op TypJi KOHTEKCTe KaHAal (aKTOpJap MyFaliMHiH ic-OpeKkeT epKiHairine

MYMKIiHAiKk Oepeni Hemece meKTenlai?

2) Eki TypJai MeKkTen sKaFaaiibIHAA MYFAJiM/Aep areHTTIKTI Kajaai KoJJaHaAbl HeMece

JKy3ere acpipaabl?

1) MyranimMzaepaiH KOCINTIK KIMIIT1:

MekTenTeri »KoHe CHIHBINTAFbl 9IETTErl KYH/I1 CUMaTTamn 0epiHi3mi?

binim Gepyaeri COHFBI ©3repicTepre AeiiH Ci3I1H aFbUILIBIH TUTIH YHpeTy
JAWBIH/IBIFBIHBI3 HETe OarbITTalral 006”7

biniM G6epy pedopmanapsl ci3aiH amabIHFBI OUTIMIHI3ICH Kalail epeKIeICHEeTIHIH
cunarran oepiHizuIi?

O3srepicke JIeiiiH aFBUIIIBIH TiUTI cabaFblH HEMece TOKIPUOECiH curmaTTaHb3 OepiHi3
AFBUILIBIH T1JTi cabaFbIH HEMece TOKIPUOECIH Ka3ip HeMece ©3repreHHeH KeiliH cunarran
OepiHi3mi?

"BypbeiH" MeH "Ka3ip'"apackiHaaFbl AaiBIPMAITBLUIBIK HEe?

Ci3 kanaii mpobiemanapra Tar 00Jachl3 XKoOHE MYHal Mocesenepal Kanai memieci3?

2) MyranimaepaiH e3repicTepre KaTblCThl KYH/IBUIBIKTapbl MEH CEHIMIEPI:

MekTer, ChIHBII XKoHE OKYIIbUIAp Typalibl KoOipeK alThIn OepiHizii?
OJIETTET1 aFbUIIIBIH TiTl ca0aFblH CUMATTan OepiHizii?

AFBUIIIBIH TiIIH OKBITYBIHA KaHJal MeKTeN (paKTopiiapsl acep eremi?
Kannaii ¢paxropnap oH xoHe Here? Kaiichichl Tepic xoHe Here?
OHbBIMEH Kajail Kypecyre HeMece oChl (pakTOpIap/bl )KOKFa 001a1b61?

3) MHCTUTYIMOHANABIK ©3repicTep JKOHE JKEePTUTIKTI KaFaiinap Typalibl Mocemenep:

ChIHBITITA J)KOHE OJ1aH Ja YJIKEH KejieMe (MEKTENTe jKaHe »KaJbl 011iM Oepye), cCoHaai-
aK MEKTeI KOFaMJIaCThIFBIHBIH MYIIIECI PETIHAE Ci31H POTiHI3 KaHaai?

Tin yiiperynen 6acka kaHaaii MiHaeTTepiHi3 6ap?

MyranimMaepaiH )KYMBICBI MEKTETTe Kajail Oarananaabl? byn Garanay Typausl ci3fig
MIKIpiHi3 KaHAa#?

Oxkymisutapapl Oaranay mporecTepi Kajaai )Ky3ere acbipbliaabl?

Ecen Gepy ci3niH MyFaimiM peTiHJIeT] )KYMBICBIHBI3Fa KaHaai ocep ereni? (Ecentep,
MEKTEI MHCIEKLUAIaphl)
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IHoycTpyKTYpHpOBaHHbIE BONPOCHI HHTEPBbIO

Kak pedopma o0pazoBanusi pacluupsieT WJIH OTPAaHHYMBaET CBOOOAY AeiiCTBHII/BOIH

2.

(areHcTBO) y4HTeJIell aHIJIMHCKOr0 B ABYX Pa3HbIX HIKOJbHBIX KOHTEKCTaX?

Kakue ¢akTopbl B X Pa3jJMYHBIX KOHTEKCTAX CMIOCOOCTBYIOT HJIH OTPAHUYUBAIOT
cB00OyY AelicTBUI (AreHTCBO) yunTeas?
Kak ocymecrBJsiercst cB0001a BOJIM (areHCTBO) B IBYX IIKOJbHBIX KOHTEKCTAX?

1) IlpodeccrnonanbHas HACHTUYHOCTD YUUTETCH:

OnummTe TAMUYHBINA JIEHb B Balllel IITKOJIE U BaIlleM Kiacce?

Ha 1em Ob110 cocpeioToueHo Baire 00ydeHne Pe/IIoIaBaHUI0 aHTIIUMHCKOTO S3bIKa JI0
HEeJaBHUX U3MEHEHUH B 00pa3oBaHuu?

Onwuure, yueM oOpa3oBaTenbHbIe peOPMbI OTIMYAIOTCS OT BAIIETO MPEABIAYIIETO
oOydeHus?

OnummuTe ypoK WIM NPAKTUKY TPEANOAaBAHUS aHTJIMICKOTO SI3bIKa JO U3MEHEHU?
OnummTe ypoK WiIu NPAKTUKY MPEANOJAaBaHNs AHTJIMHUCKOIO A3bIKa CefYac WX MOCIe
W3MEHEHUI

B uem pasznuna mexny "torga" u "ceituac"?

C xkakumu poOIeMaMu Bbl CTAIKUBACTECh U KaK BBI CIIPABIISIETECH C TAKHMH
npobnemamu?

2) lennoctu u y0exneHus: yunuTene B OTHOIIEHUH U3MEHEHU:

Pacckaxxute MHe Oosibliie 0 Ballel 1koJe, Kjacce ¥ yueHukax?

Onuiure TUMYHBIN yPOK aHIVIMHACKOTO S3bIKa?

Kakue mkonbHbIe (pakTOphl BIUSIOT Ha Ballle MPENoaBaHue aHTJIUHCKOTO A3bIKa?
Kakue pakTopsl SBIAIOTCSA NOJIOKHUTEIBHBIME U TIoueMy? Kakue u3 HUX SBISIOTCS
OTPULIATENILHBIMU U ITOUEMY?

Kax BbI cipaBisiereck ¢ HUMU? Kakue ecTh MyTH yCTPaHUTh 3TH (PaKkTopb1?

3) Bonpockl 00 HHCTUTYLIMOHAIBHBIX U3MEHEHUSAX U MECTHBIX YCIOBHSIX:

KakoBa Baiia posb B kitacce U B 0oJiee MHUpoKoM MaciiTade (B mKosie 1 00pa3oBaHUH B
I1EJI0M), a TAaKXKe KaK WIeHa IIKOJILHOro coodmiecTBa?

Kakue 06s13aHHOCTH y Bac €CTh IOMUMO NPEIoiaBaHus?

Kax B mkone onenunBaetcst pabota yuuresneit? KakoBo Baiie MHEHHE 00 3THX OI[CHKAxX?
Kak ocymiecTBisitoTcst poLecChl OLIEHKH YYaluxcs?

Kakoe BnusiHuE MOAOTYETHOCTh OKA3bIBAET HA Bally pabOTy B KAUECTBE yUUTENS?
(OTyeTsl, MIKOIBHBIE UHCIICKIINH)
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Appendix C

Document analysis protocol

Project: Trilingual Reform and Kazakhstani teachers' agency: A comparative case study of

English as a Foreign Language (EFL) teacher’s agency in two diverse school contexts

Name or Type of Document:

Data received:

Date of document:

Significance or Purpose of Document:

Types of documents Comments: Relationship to Research Questions

NIS curriculum syllabus

Mainstream methodical letter CLT

Lesson plans (if needed)

Additional Comments/Reflections/Issues:
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Ky:kaTTapasl Tanaay xarramachl

Koba: Y Tinai pepopMa xoHe Ka3aKCTAHABIK MYFAJIM/Iep «areHTTiri»: AFbLIIIBIH TijTi

MyFaiMJepiHiH areHTTIriHiH eKi TYpJii MeKTeNTeH CAJbICThIPMAaJIbI 3epTTeyi

KyxatTbIq ataysl Hemece Typi:

AJIBIHFaH JEpEKTEp:

BekiTinren kyHi:

KyXaTThlH MaHBI3IbIFbI HEMECE MAKCaThl:

Kykat TypJaepi 3epTTey cypaKkTapblHA KATHICTHI TYCIHiIKTEMeJep

H3M oky Garmgapiamachl

KommyHuKaTHBTI oticTreme OOMbIHIIIA

HET13T1 9IICTEMENIK XaT

Cabax xocmapnapsl (KaxeT OoJFaH

JKaraana)

KocbhimMma nikipJep / oitsiap / Mmacesiesiep (mpodJemaJsiap):
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HpOTOKOJ’I aHaJIn3a JOKYMCHTOB

IIpoexr: TpexbsasbluHas peopMa U Ka3aXCTAHCKOE «aAT€HTCTBO» YYUTEICH:

CPAaBHUTECJIBHOEC MCCIICA0BAHUE «Kal€HTCTBA) y'mTe.neﬁ AHTJIMHCKOro 3bIKa KaK

HHOCTPAHHOI'O B ABYX Pa3JUYHBIX INKOJbHBIX KOHTEKCTaX

Hazsanwne nim tin JOKYMCHTA:

100

[lonmyuyeHHbIe TaHHBIE:

JlaTupoBaHue JOKyMEHTA:

3HAYMMOCTh WU CJIb JOKYMCHTA:

Tunbl 10KyMeHTOB

KomMmeHTapuu: oTHOCSIIHECS K BONPOcaM
HCCIIeI0BAHUS

Vyebusnii utag HUI

OcHoBHOE METOANYCCKOC IMMMCHMO I10

KOMMYHHKaTHBHOﬁ METOOUKE

[Tnane! ypokoB (Ipu HEOOXOJUMOCTH)

JlonmosiHUTE/IbHBIE KOMMEHTAPUY / pa3sMbILLJIeHUsS / IP00OJIeMbl:
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Appendix D

INFORMED CONSENT FORM

Trilingual Reform and Kazakhstani teachers' agency: A comparative case study of English
as a Foreign Language (EFL) teacher’s agency in two diverse school contexts

DESCRIPTION: You are invited to participate in a research study that explores teacher’s
agency (the ability to act or resist changes in the curriculum) in light of rapid educational reform
processes, how the different ecologies and settings (school context) can strengthen or limit
teachers' agency in English as a Foreign Language (EFL) implementation, and how teachers are
coping with systemic changes or challenging them. You will be asked to participate in an online
interview, due to the COVID 19 restrictions in Kazakhstan. The interviews will be informal and
will be conducted in English, Russian or Kazakh languages depending on your preference. If you
express your agreement, the interview will be video/audio-recorded. In addition, you will be
requested to complete a questionnaire about your profile, beliefs and attitudes regarding teaching
and learning foreign languages. Finally, you will complete a multimodal questionnaire (putting
in order obstacles on a picture) associated with a goal of the curriculum and how you achieve
and fulfill its goals. Your name and the name of your school will be anonymous during all stages
of the study, including documents, electronic files and the dissertation itself. All the collected
data, recordings and study-related documents, including consent forms, will be saved on a
personal USB flash drive of the researcher and stored in a secured box that will be password
protected.

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

RISKS AND BENEFITS: The risks for participants associated with this study are very
minimal. To reduce any potential risks of the study, participants and their institution's identities
will be hidden; thus, their names will be changed in the documents and data stored in a secured
place. No information from interviews will be shared with third parties. The interview time will
be negotiated with every participant and will not interfere with their teaching schedules or other
work related responsibilities. Therefore, participants will not skip or reschedule lessons, and the
study will not interrupt their regular work schedule.

There are a few implicit benefits associated with the study. First, participant reflections on the
impact of educational reform on their teaching practices and teacher wellbeing could reveal
hidden strengths and weaknesses related to their agency. Second, it can lead to participants'
sense-making about creating conditions at school that will help them prosper positive changes or
eliminate possible obstacles. The concerns and restrictions or active involvement in
implementing new reforms will help school leadership develop a shared understanding of teacher
agency and role as agents of change. Another benefit of the research is that I will provide
recommendations on how to take advantage of the teachers' agency to use for whole school
development. Your decision to participate in this study will not affect your work, status or school
you work in.
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PARTICIPANT'S RIGHTS: If you have read this form and have decided to participate in this
project, please understand your participation is voluntary. As such, you have the right to
withdraw your consent or discontinue participation at any time without penalty. The alternative
is not to participate and the right to refuse to answer particular questions. The results of this
research study may be presented at scientific or professional meetings or published in scientific
journals.

CONTACT INFORMATION:

Questions: 1f you have any questions, concerns or complaints about this research, its procedures,
risks and benefits, please contact the Research Project Supervisor for this student work, Assistant
Professor Michelle Bedeker, at michelle.bedeker@nu.edu.kz

Independent Contact: 1f you are not satisfied with how this study is being conducted, or if you
have any concerns, complaints, or general questions about the research or your rights as a
participant, please contact the NUGSE Research Committee to speak to someone independent of
the research team at +7 7172 709359. You can also write an email to the NUGSE Research
Committee at gse researchcommittee@nu.edu.kz

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

e [ have carefully read the information provided;

e T have been given full information regarding the purpose and procedures of the study;

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

e I understand that I am free to withdraw from the study at any time without giving a
reason;

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

Signature: Date:
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3EPTTEY ) K¥MbICbBI KEJICIMIHIH AKITAPATTBIK ®OPMACBHI

Y Tisiai peopma xoHe Ka3aKCTAHABIK MYFaJTiM/IepP «areHTTiri»: AFbUIIIbIH TLTI
MyFaJiMJIepiHiH areHTTIriHiH eKi TYpJli MeKTeNnTeH CaJbICTHIPMAaJIbI 3epTTeyi

CUIIATTAMA: Ciznai 6inim Oepy pedopMachIiHBIH KbI11aM YIepiCTepl YaKbIThIHIA
MYFaIIIMHIH «areHTTITiH» (OKy OaFaapiiaMachlHIaFbl ©3repicTepre opeKeT €Ty HeMece OFaH
KapChl TYPY KaOieTiH) KapacThIpaThIH 3ePTTEYTe KaThICYFa MaKbIpambl3. JKoHE J1e OCHI 3eTTepy
KOpIIIaFaH OPTAaHBIH P TYPJIi JKaFaaiiapbl MeH O11IM OopTachkl (MEKTEN KOHTEKCTI) Kajlai
aFBUIIIBIH Tl MYFAIIMIEPIHIH areHTTITIH KYIIEHTE alajbpl HEMEce MIEKTey KOSTHIHBIMEH Karap
MYFaiMJep JKyHellik e3repicTepMeH Kanaid KypeceTiHiH HeMece OFaH KapChl TYpaHbIH
seprreitni. Kazakcranna COVID -19 mekreynepine 6aliaHbICThI Ci3/IeH OHIAH cyx0aTka
KaTbicy cypanaabl. Cyx0art Geiipecmu Type 00Iaabl xKoHE Ci3IIH KaJlaybIHbI3Fa Kapaid
aFbUIIIBIH, OPBIC HEMece Ka3ak TuliHAe XKyprisinenai. Erep ci3 kemicim 6epceHis, cyxbar oeiine /
ayuora xas3butaasl. COHBIMEH KaTap, Ci3/IeH TOXIpuOeHi3, HaHBIM-CE31MIIEpPiHi3 OCH meT
TIJIEPiH OKBITY MEH YHpeHyTe JAeTeH KO3KapachlHbI3 Typallbl cayalHaMa TONTHIPY Cypajiaibl.
Jlo1m ochLTaii ci3 0Ky OaFmapiraMachblHBIH MaKCAThIHA KOHE OFaH KaJlal KOJI )KETKI3iIT icKe
acwIpyfa OosaThIHbIHA OalIaHBICTHI MYJIBTUMO/IAJIBAbI CayaTHAMAHBI TOITHIPACHI3 (CypeTKe
Kenepriyiep Koro). Kyxarrapapl, 21eKTpoHAb! Gaiiaapabl )oHe TE3UCTI Koca ajlFaH/a,
3epTTeyiH OapibIK Ke3eHIHIe Ci3/IIH aThl -)KOHIHI3 O€H OKY OPHBIHBIH aThl )KaChIPHIH OOJIa/bI.
3epTTeyre KaThICTHI OapIIbIK KUHAIFAH IEPEKTep, Ka30aaap MEH Ky)KaTTap, OHBIH iMIiHae
KeJiciM OnaHKamapbl 3epTTeyIiHiH xkeke USB-auckicinae cakranaabl )koHe Kymusi co30eH
KOpFaJIFaH Kayirci3 KOMIBIOTEP/IE CaKTalaIbl.

OTKI3UVIETIH YAKBITBI: Ci3aix KaThICybIHbI3 IIaMaMeH op Ke3eH yuIiH 20-30 MunyT
YaKBITBIHBI3/IbI AJ1aJIbl.

3EPTTEY ) K¥MbBICBIHA KATBICY IbIH KAYIIITEPI MEH
APTBIKIIIBIVIBIKTAPBI:

3epTTeyre KaTbICYLIbUIAPAbIH TOYEKEAepl oTe a3. 3epTTey/IiH Ke3 KeJIM'eH bIKTUMAI
TOYEKeIJIEPiH a3alTy YIIiH KaThICYIIBUIAp MEH OJIap/IbIH HHCTUTYTTAPBIHBIH KeKe 0achl
KaChIpbLIa/Ibl; OChUIANIIA OJIAP/IbIH aTayJiapbl Kayilci3 )Kep/e cakTajJaThiH KyXKaTTap MeH
nepekrepae e3reptiieai. CyxOarTaH ajaplHFaH aKnapaT YIIiHII TyJIFajgapra OepiiaMeni.
OHriMenecy yakbIThl 9p KaThICYIIBIMEH Keicie/ll )KoHe OJapAbIH XKYMbIC KECTECiHE HeMece
0acka )KyMBbIC MiHACTTEpiHE Keaepri kenripmeiiai. Ocplnaiiiia, KaTeICyIbuIap cabakTaH
KaJMaibl, ai OyJ1 3epTTey oJapblH KaJbIIIThI dKYMBIC KECTECIH Oy30aii/ibl.

Bbyn 3eprreynin GipHerne apTHIKIIBUIBIKTAph! 0ap. bipinmriaeH, 6imiM 6epy pedopMachiHbIH
NeIarOrMKaJIBIK TOKIpHOEre acepi MEH MyFaliMIePpiH J1-ayKaThl Typabl KAaThICYIIBUIAP IBIH
OM-TTKIpJIepl ONap/IbIH )KYMBICBIHA OalIaHBICTHI KYIITI )KOHE OJICI3 JKaKTaphlH aIllybl MYMKIH.
Exinminen, Oy KaTeIcylIblIapFa MEKTENTE OH ©3repicTep eHri3yre HeMece bIKTHMa
KeJIeprijiep/ii )orFa KOMEKTECETIH OpTa KYpybIHa okenmyl MyMKiH. XKaHa pedopmanap/sr icke
acwIpyFa OeJCeH i KaThICY/Ibl KAJTAWTBIH MEKTEM OacuIblIapblHa MYFAIIMHIH POJII MEH OHBIH
©3repic areHTi PeTiHACT1 Poll Typallbl OPTAK TYCIHIKTI KaJbITaCTHIPYFa KOMEKTECE/I.
3epTTeyaiH TaFbl O1p apTHIKIIBUIBIFHI - 3€PTTEYII MyFaTIMIAEPIiH «areHTTIrHIH»
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apTHIKIIBUIBIKTAPBIH OYKLI MEKTEITIH AaMyBbl YIIiH Maianany OoibIHIIIA HYCKAYIbIK Oepei.
Ci3niH OCBI 3epTTEyTe KAThICYFa MICUIIMIHI3 Ci3/1iH )KYMBICBIHBI3Fa, MOPTEOCHI3re HEMece Ci3
KYMBIC ICTEUTIH MEKTEIKE dCep eTHeHIi.

KATBICYUIbI KYKBIKTAPBI: Erep Ci3 Gepinren ¢opmaMeH TaHBICHII, 3€PTTEY
KYMBICBIHA KaThICyFa IIenniM Kabbuinacanpi3, Ci3IiH KaThICYBIHBI3 ePiKTi Typ/ie eKeHiH
xabapnaimMb13. COHBIMEH KaTap, KajJaFaH yaKbITTa albINIYJI TeJIieMeil :KIHe Ci3/IiH
dJIeyMeTTIK JKeHiJiKTepiHi3re em KecipiH TUTi30eil 3epTTey JKYMBICBIHA KATBICY TYPaJbl
KeJiciMiHi3i kepi KaliTapyFa HeMece TOKTaTyFa KYKbIFbIHBI3 0ap. 3epTTey :KYMbICHIHA
MYJI1eM KATbICIAYBIHBI3FA /12 TOJIBIK KYKBIFBIHBI3 0ap. CoHpail-ak, Kannai aa Gip
CypakTapra xayan oepmeyiHi3re 1ae 901eH 0osaasl. byl 3epTTey KYMBICBIHBIH HOTHXKEIEpi
aKaJeMUSIIBIK HEMece Kocion MakcaTTap/ia Oacmara YChIHBUTYbI HEMece HIBIFAPhLUTYbl MYMKIH.

BAWJIAHBIC AKITAPATHI:

Cypakrapbinbi3: Erep xKypriziiin oTeIpFaH 3epTTey KYMBICHIHBIH MPOLIECi,KayIli MeH
apTHIKIIBUIBIKTAPhI Typajbl CYparblHbI3 HEMECE IIaFbIMBIHBI3 00JIca, Kenecl OailiaHbIc
Kypalgapbl apKbUIbI 3¢pTTEYIIiHIH MATUCTPIIBIK TE3UC1 OOMBIHIIA JKETEKIICIMEH
xabapracysiHb3Fa 0onaapl, mpodeccop Mumens benexep, michelle.bedeker@nu.edu.kz.

JTEPBEC BAMJIAHBIC AKITAPATTAPBI: Erep Gepinren 3epTTey 5KyMBICHIHBIH
KYpPri3ilyiMeH KaHaraTTaHOacaHbI3 HEMECEe CYpaKTapbIHbI3 O€H IIaFbIMIapbIHbI3 00IICa,
Hazap6aeB YuuBepcureti XKoraper binim 6epy mektebiniH 3eprrey KomMuteTiMeH kepceTiiren
OaitiaHbIC Kypangapsl apKeUIbl XabapaacybIHbI3Fa 00JaIbl: SIEKTPOH/IBIK MOIITaAMEH

gse researchcommittee@nu.edu.kz.

3epTTey JKYMBICBIHA KATBICYyFa KeJiCIMIHI3MI OepceHi3, OepiireH ¢opmara KO KOIOBIHBI3IBI
CYypanMBbI3.

* MeH 6epinrex hopMaMeH MYKHST TaHBICTHIM;

* MaraH 3epTTey >KYMBICBIHBIH MaKCaThl MEH OHBIH IPOIEAypachl >KaibIHAA TOJBIK
akmapar oepinii;

* XunakranraH akmapaT TeH KYIHS MOIIMETTepre TeK 3epTTEYIIiHIH ©3iHe KOJDKETIMI
’KOHE MAJIIM OO0JIATBIHBIH TOJIBIK TYCIHEMIH;

* MeH Ke3 KellTeH yaKbITTa eMIKaHIail TYCIHIKTEeMeCi3 3epTTey KYMBIChIHA KaThICy1aH 0ac
TapTybIiMa OONATHIHBIH TYCIHEMIH;

* MeH XoFapplJa aTaiblll OTKEH aKMapaTThl CaHalbl TYple KaObUIIam, OChI 3epTTey
KYMBICBIHA KaThICYFa 63 KeliciMIMIi OepeMiH.

Ko Kyni:
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OPOPMA NTHO®OPMHUPOBAHHOTI'O COTJIACHUA

Tpexbs3pluHas pedopMa U Ka3aXCTAHCKOE «areHTCTBO» YUYUTeJIeil: CpaBHUTEIbLHOE
HCCJIeIOBAHNE «aT€HTCTBA) YUHMTeJell aHIJINICKOr0 A3bIKa KAK HHOCTPAHHOTO B IBYX
Pa3JIMYHBIX HIKOJIbHBIX KOHTEKCTaX

OIIMCAHME: Bac npurnamarot NpUHATh y4aCTUE B UCCIEAOBAHUH, B KOTOPOM M3Yy4aeTCst
«areHTCTBOY» YUMTeNs (CIIOCOOHOCTh MCTBOBATh WIIM MPOTHBOCTOSATH U3MEHEHUSIM B yUeOHOM
porpamMMme) B CBETE OBICTPBIX MPOIIECCOB peopMbl 00pa30BaHus, KaK Pa3IuIHbIC
HKOJIOTUYECKUE YCIOBUS U OKPY>KEHUS (IIKOJIBHBIN KOHTEKCT) MOTYT YCHJIUTh WM OTPaHUYHUTh
«areHTCTBOY» YUYHTEJEH aHTIMHCKOTO KaK HHOCTPAHHOTO, ¥ KaK YYHUTEJNsI CIIPABIISIOTCS C
CUCTEMHBIMU U3MEHEHUSIMU WM OpOCAlOT UM BBI30B. Bam OyzeT nmpennokeHo MPUHATH ydacTue
B OHJIaliH-MHTEPBbIO K3-3a orpannueHuii COVID 19 B Kazaxcrane. CobecenoBanus OyayT
He(hOopMaTbHBIMU U OYAYT IPOBOAUTHCS HA AHTIIMICKOM, PYCCKOM HIIM Ka3aXCKOM SI3bIKaX B
3aBHCHMOCTH OT BalllMX IpeanouTeHuil. Eciu BbI BeIpa3uTe cBoe corjacue, MHTEPBbIO OyAeT
3amucaHo Ha Bujeo / aynno. Kpome Toro, Bam OyaeT mpeaoKeHo 3aloIHUTh aHKETY O BalleM
HpO(l)I/IJ'IG, Y6€)KI[6HI/IHX M OTHOUICHHWH K MPCIIOJaBaHNUIO U U3YUYCHUTIO HHOCTPAHHBIX A3bIKOB. Tak
e, BbI 3aMOJIHUTE MYJIbTUMOJAIBbHYIO aHKETY (ITOCTaBUTh MPEMSITCTBUS HAa KAPTHHKE),
CBSI3aHHYIO C 11€JIbI0 y4eOHOM MporpaMMbl U T€M, KaK BbI IOCTUTaeTe U BbINIONHsAETE ee. Baie
MMs U Ha3BaHUE BaIIero y4eOHOro 3aBeAeHHs OyIyT aHOHUMHBIMU Ha BCEX ATamax
WCCIIeIOBAHMSI, BKITIOYAst JOKYMEHTBI, SJIEKTPOHHBIE (aiiiibl M caMy auccepraiuio. Bee
coOpaHHBIE TaHHBIE, 3aMKUCH U IOKyMEHTHI, CBSI3aHHBIE C UCCIICIOBAaHUEM, BKIItOUask (hOPMBI
coryacusi, OyIyT coxpaHeHbI Ha niepcoHaibHoM USB-HakomuTene ueciae1oBaTeNst i XpaHUThCS B
3aIUIIEHHOM KOMIBIOTEPE, KOTOPBINA OyET 3allUIIeH MapoJieM.

BPEMS YHYHACTHUSA: Bame yyactue o kaxxaomy stamy 3aimMer ot 20 10 30 MUHYT.

PUCKU U ITPEUMYUIECTBA: Pucku 1 y4aCTHHKOB, CBSI3aHHBIE C TUM HUCCIICIOBAHUEM,
OYeHb MUHUMAIIbHBI. UTOOBI CHU3UTH JIFOOBIC MOTCHIIMATBHBIC PUCKU HCCIEA0BAHNUS, JIMYHOCTH
YYaCTHUKOB U UX YUPEeXJIEHUS OyAYyT CKPBITHL; TAKUM 00pa3oM, UX UMeHa OyIyT U3MEHEHbI B
JOKYMEHTaX U JaHHBIX, XPaHSAIINXCS B 3alUIIeHHOM Mecte. Hukakast undopmanmst u3
WHTEPBBIO HEe OyJeT mepenana TpeThbuM Juiam. Bpems cobecenoBanus OyaeT cOryiacoBaHO C
KQKJBIM YYaCTHUKOM H HE OyJIeT MeIIaTh UX Y4eOHOMY PACIHCAHHIO WK APYTUM pabouuM
o0s13aHHOCTAM. Takum 00pa3oM, yHaCTHUKH HE OYyIyT MPOITyCKaTh WM IEPEHOCUTh YPOKH, U
ucclieioBaHue He OyIeT npephIBaTh UX OOBIYHBIN pabounii rpaduxk.

EcTbh HECKOIIBKO MPEUMYILECTB, CBSA3aHHBIX C 3TUM UCCIIeJ0BaHUEM. BO-NIEpBbIX, pa3MBILICHUS
YYaCTHHUKOB O BIHMSIHUN peOopMbI 00pa30BaHUs HA UX MEIarOrMYeCcKyt0 MPAaKTUKY H
0J1aromnoiy4ne y4uTeaei MoryT BbIIBUTh CKPBIThIE CUIIbHBIE U ClIa0ble CTOPOHBI, CBSI3aHHBIE C
UX JIeATENbHOCThI0. BO-BTOPBIX, 7TO MOXKET IPUBECTU K OCO3HAHMIO YYAaCTHUKAMHM CO3JaHUS
YCIIOBUH B IIKOJIE, KOTOPBIE IOMOTYT UM JTIOOUTHCS MO3UTUBHBIX U3MEHEHUH UM yCTPaHUTh
BO3MO>KHbIE NpensATCTBUSA. OOECIIOKOEHHOCTh U OTPAaHUYEHHUS WM aKTUBHOE YYacTHE B
peanu3any HOBBIX peopM NOMOTYT HIKOJIBHOMY PYKOBOJCTBY BhIpaOOTaTh 001Iee TOHUMaHUE
POJIM YUUTENIS U €T0 POJIM KaK MPOBOJHUKOB IepeMeH. Ellle 0JHO MperuMyIeCTBO UCCIIEI0BAHUS
3aKJIFOYAETCs B TOM, YTO MCCIIEA0BATENb JACT PEKOMEHAALNH O TOM, KaK UCII0JIb30BaTh
MIPEUMYLIECTBA «ar€HTCTBA» YUUTENEH I pa3BUTHsI BCel IKOJIbl. Balie pemenue yyacTBoBarth
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B 9TOM HCCJICJIOBAHUH HE TIOBJIUSET Ha Ballly padOTy, CTaTyC WM MIKOJIY, B KOTOPOH BBI
paboraere.

ITPABA YYACTHHUKOB: Eciiu Bel mpounu nanHyto (GopMy U peIiniy MPUHATh Y4acTHE B
JAHHOM HCCJIeZIOBaHUM, BbI TOJDKHBI TOHUMATh, 4TO Baie yyactue siBisiercst 10OpOBOJIBHBIM U
4yT0 y Bac ecTh nmpaBo 0T03BaTh CBOE COTJIacHe WM MPEKPATUTh ydacTue B Jr0doe Bpems. B
KayecTBE aJIbTEpPHATHBBI MOXKHO HE y4acTBOBaTh B UccieoBaHuM. Taxke Bel nmeere npaBo He
OTBEYATh Ha KaKHe-TMO0O0 BOMPOCHL. Pe3ybTaThl JTaHHOTO HCCIIeI0OBAHUS MOTYT OBbITh
IIPEJCTABIICHBI UM OIyOJIMKOBaHbI B HAYUHBIX WM MPO(PECCUOHAIBHBIX LENSX.

KOHTAKTHASI HTHO®OOPMALIUSA:

Bonpocwi: Ecniu y Bac ecTh BOIpocsl, 3aMeyaHust WK kKajlo0bl O MOBOAY JAaHHOTO
UCCIIEI0OBaHMsI, IPOLIETYPhI €r0 MIPOBEICHUS, PUCKOB U MPEUMYILECTB, Bbl MokeTe cBA3aThCs C
CyliepBaii3epoM CTyAEHTa, UCHOb3Ys cienyrole nanusle, [lpopeccop Mumens benexep,

Hesagucumoie konmakmui: Eciii Bel He y10BIIETBOPEHBI IPOBEAECHUEM JaHHOTO
ucclieIoBaHusl, eciii y Bac Bo3HUKIIN Kakue-1100 mpobieMsl, 5kKanoObl UM BOIPOCkI, Bbl
MoxeTe cBsizaThesi ¢ Komurerom Mccnenosanmii Beiciieit [lkonsr O6pazoBanus HazapOaes
VYuusepcurera no teaedony +7 7172 70 93 59 wiu oTnpaBUTh MUCEMO Ha 3JEKTPOHHBIN aapec

[Toxainyiicta, moanuImuTe 1aHHYIO GopMmy, eciii Bbl cornacHsl y4acTBOBaTh B MCCIIEIOBaHHH.

e S| BHUMATEIBHO M3YUHII MIPEACTABICHHYIO HH(OPMAIIHIO;

e MHe npegoCTaBIIIN TOJIHYI0 HH(POPMAIHIO O IETISIX U MPOLEAYPEe HCCICAOBAHNS;

¢ S monnmaro, kak OyIyT HCIIOIH30BaHBI COOpPAHHBIC JAHHBIE, U YTO JOCTYTI K
0601 KoH(pUACHINAIbHOW HHPOpPMaLU OyIeT UMETh TOJIBKO HCCIIeI0BaTEb;

e ] noHumaro, 4yTO BIpaBe B JIIOOOKH MOMEHT OTKa3aThCs OT y4acTHs B JAHHOM
UCcIeI0BaHNH 0e3 00bSICHEHUS IPHYHH;

e C NOJHBIM OCO3HAHUEM BCETO BBILIEH3JI0KEHHOT'O 5 COTJIACEeH NPUHSATH y4acTHE B
HCCIIeIOBAaHUH IO COOCTBEHHOM BOJIE.

Iloamuce: Hara:
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