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Abstract

Language teachers’ beliefs towards the updated curriculum in secondary schools of
Kazakhstan
Six years ago, all the state schools of Kazakhstan experienced the update of a

curriculum, which is moving away from a transmission of the knowledge paradigm, based
on the criteria-based assessment, and views the student as a whole individual. The
implementation of the updated curriculum was immediate, and many teachers found
themselves having to adapt to the new circumstances. The beliefs and attitudes of language
teachers towards the changes is under-researched and there is no data that informs to what
extent their views have been taken into account before implementing the changes. This
Master’s research aims at fulfilling this gap by interviewing teachers of Kazakh, Russian,
and English languages. Teachers shared their experience of the updated curriculum, what
they do to adapt and what they need to further improve their teaching practices. To shed
light on these views Borg’s (2015) language teachers’ cognition framework has been used.
It looks at three main components in teachers’ cognition: schooling, professional
coursework, and classroom practice. The findings suggest that in the scope of the updated
curriculum teachers’ schooling affects their teaching practices in that some of them still
use the methods they were taught and keep practicing them in the new teaching program.
Their professional coursework has altered their beliefs and practices of the updated
curriculum, though not completely. Their classroom practices have changed and now they
are proactive contemporary teachers who use criteria-based assessment as the main driver
of their instruction. However, the Kazakh teacher complain that the borrowed topics and
some methods of teaching do not fully reflect the local national values. Moreover, the
trainings for the updated curriculum were not consistent in the pre-service and in-service.

Lastly, most significantly, resource provision for rural regions is still insufficient. It is
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highly advisable that teachers’ voices are heard in the making of the educational system,
and they take active participation in the curriculum development, along with content of

their subjects. Moreover, their trainings must be not only on the new program in general

but address the specificities of their subjects.



AHaaTna
Ka3zakcTranaagbl :korapbl MeKTeNTepaeri Tijl MyFajJiM/IepiHiH ’KaHAPTHLIFAH OKY
O0araapJiaMachl sKailyibl ceHimaepi
Auntel kb1 OypeiH Kazakcrannars! OyKin xanmsl 611iM Oepy MeKTenTepi

JKaHAPTBHUTFAH OKY OaFmapiaMachiHa kemTi. by 6armapiama OYpeIHFBICEIHA KaparaH/ia
O1J1iM KypaMBIHBIH MaHbI3ABUIBIFBIH O9CEHAETII, KpUTeprassl Oi1iM Oepyre Heri3nenin
YKOHE OKYIIBIHBI OKY YPAICIHEH ThIC KOpiHyiHe OaFpITTaNFaH. baraapinaMaHsl icke aceIpy
nepey OOFaHIBIKTaH KONTEreH MyFalliMepre OFaH IIYFBUT TYpAe OeriMaenyre Typa
kenai. by Garmapiiama sKaiiiiel 0JIapAbIH CEHIMIEPl MCH KaThIHACKHI KaHJal eKeHIIr a3
3epTTENreH JKoHe Jie OarJapiIaMaHbl €Hri3epre AeiiH oJapAbIH OMIaphl KaHIIAIBIKTHI
€CeTIKe aJIbIHFAHBI Typajibl akmapar 0enriciz. Ockbl MATUCTPIIIK JUCCEPTAIHS AUTHUTFaAH
CYpaKTap¥a Ka3zak, OpbIC )KOHE aFbUIIIBIH TiII MyFaliMAEPIHEH CyxX0aT airy apKbLIbI JKayarl
131eyre OarpITTasIFaH. MyFranimaep *KaHapThUIFaH OKY OaFaapiamMachiH Kajdai eTKep/il,
OeifiMzeny YILIH He ICTe/ll XKoHEe apbl Kapail >KyMbICTapbIHBIH KaKcapybl 1CTEy YIIIH He
KaXKeT ekeHaepimen Oemnicti. byn Macenenepi TepeHipek 3eprrey yuuiH bopr (2015)
YCBIHFaH T1J1 MaMaHIapbIHBIH CaHACHI TYCIHIT albIHABL. BYJ TYCIHIKTIH YII HET13r1
Kypamachl 0ap: MEKTENTer1 KYHIep, KociOu O6araap, CHIHBINTAFbl OKBITY OApPBICH.
OcChIHBIH HET131H]I€ )KacaKTaJlFaH Heri3rl TyHiHAep MbIHAaHJal: MyFaliMep MEKTENTe
OKBITBIIFAH TOCUIJIEPi 11 JIe ©3 OKBITYBIH/IA TaliJaiaHa lbl; OJIapIbIH KociOnu OaFmapaarbl
asFaH OUTiMIIepi OJapAbIH OMBIH JKoHE cabak Oepy YpaicCiH e3repTkeH. Anaiiaa,
TOJIBIFBIMEH ©3TrepTTi Jeyre 6onmaiasl. OraH Koca, oJlap/IbIH CHIHBIITAFBl OKBITY KOJIaPhI
e3repicKe YIIbIparaH jKoHE JIe oJ1ap KpuTepualsl Oaranay/ibsl KOJAaHAThIH 3aMaHayH
OenceH/l OKBITYIIBIIAPFA aifHanFaH. JlereHMeH, Ka3ak Tijdl MyFalliMi IIeT eJ/IeH albIHFaH
TaKBIPBINITAp MEH O11iM Oepy Taciiuepi con KyiiHae, OeiiMaenMeil aapIHFaHIbIFbIHA KOHE

WITTHIK KYHIBUTBIKTApFa cail KeMMEHTIHIHE IIaFbeIM kacajibl. backa MyranmiMaepIiH aiTybl



OOMBIHIIIA, )KOFAPhI OKY OPHBIHJIA JKOHE KYMBIC OPHBIHAAFBI )KaHa Oarmapiamara
JAMBIHIBIK KypcTaphl Oipkenki 6oamarad. OChl TYKBIPBIMIAPIbIH apachIHAAFbI €H ©3€KTICl
HIeT aiiMaKTapIarbl MEKTENTePAiH KaOABIKTAIYBI 9111 JIe Hallap eKEHIIr alKbIHIaJIIbL.
OcpeiraH opaif, xaHa OiiM Oepy KyHeciH )kacakTay OapbIChIHIa MYFaTIMACPIiH OUbIH
€CKepiM, oJlapra MoHACPIHIH KYPaMbIH 63repTy KOHE OKY OarapiiaMachlH JKacakTayFa
KaTBICTBIPY KeHeci Oepineni. OraH KOCBIMIIIA, TaHBIHIBIK KypCTaphl XKaJbl 011iM OepyMeH

KaTap, OJap/bIH MOHAEPIHE KeKeel OarbITTaIybl KaxeT.
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AHHOTaNUA
YoexneHust yuureseil A3bIKOBbIX PeIMeTOB 00 00HOBJIEHHOM CO/Iep:KaHNH
o0pa3zoBanus B crapuux mkojax Kazaxcrana
[lectp 7€t Ha3aa BCe MIKOJIBI 0011ero 00pa3oBaHus B CTpaHe MEPEIUIH Ha

O0OHOBIICHHOE co/iepkaHie 00pa30BaHusl, KOTOPOE OTCTYIAET OT MapagUurMbl 3HAHHUH,
OCHOBBIBACTCS HA KPUTEPUAIIBHOM OLICHUBAHWM, U, PACCMATPUBACT YYECHUKA B LICJIOM, HE
TOJIBKO C TOYKU 3PEHUSI €T0 aKaJeMHUYeCKUX 3HaHU. BHeapenne oOHOBICHHOM
POTPaMMBbI OBIJIO BHE3AHBIM, U, YIUTEJISIM MPUILIOCH alalTHPOBATHCS K HOBBIM
00CTOSITENLCTBAM HEMEJIEHHO. Y O€KICHHS U OTHOLIEHUE YUUTEIEH SA3bIKOB
OTHOCHTEJIBHO 3TUX U3MEHEHUHU OCTAECTCSI MAJIOU3YUYEHHOM, TaK )K€ HET IaHHBIX O TOM,
HACKOJIBKO MX B3IJIsAIbl ObLIIM B3AThl BO BHUMAHUE /10 BHEAPEHUS U3MEHEHUU. JlaHHast
Marucrepckas AuccepTalys HarpaBjieHa Ha BOCIIOJIHEHUE ATUX IPOOEIOB OCPEICTBOM
MHTEPBBIO YUUTENEHN Ka3aXCKOr0, pyCCKOTO ¥ aHIVIMMCKOTO S3BIKOB. Y YUTEINS MOAEIHINCH
CBOMM OIIBITOM TOT'0, KaK OHH MEPEKUIIN BHEAPEHUE HOBOM MPOrpaMMbl 00y4eHHUs, KaK
OHM aJalITUPOBAINCH U YTO UM HY>KHO, UTOOBI YJIyUIIUTh UX IPAKTUKY B JanbHelem. B
Hessix 6osee moApoOHOro U3yyeHUe 3TUX BOIIPOCOB ObUIa MpUMEHeHa KoHuenuus bopra
(2015) co3nanue yuurenei S3bIKOBBIX TpeaMeToB. OHO pacCMaTpHUBAET TPU KOMIIOHEHTA,
KOTOpBIE BIUSIOT HAa CO3HAHUE: HIKOJIbHBIE [0/Ibl, TPO(EeCCUOHATILHOE Pa3BUTHE,
IIPENOIaBaHue B Kilacce. Pe3yabpTaTel HCCIIeOBaHUS BBIABUIIN, YTO IIKOJIBHBIE TOJIBI
y4YuTEIEN MOBIMSUIM HA TO, KAK OHU MPENOJA0T. B CBOEH MpaKkTUKE, HApSAAy C HOBBIMHU,
OHH JI0 CUX MCIIOJIB3YIOT T€ METO/IbI MIPETOIaBaHMs], IO KOTOPBIM 00y4asKcCh B MIKOJIE.
Janee, ux npodeccnoHaIbHOE Pa3BUTHE IOMEHSIIO UX YOeXKIECHHS U PAKTUKY, XOTS
HEJIb3sl CKa3aTh, YTO OKOHYATENbHO. VX IIpernoiaBanye B Kacce TaK e MOABEPIVIOCh
U3MEHEHUSIM, U TeNEPb, KPUTEPUAIBHOE OLICHUBAHUE SIBJIICTCS OCHOBOM UX MHCTPYKLHH, U

OHU CaMU CTaJIM aKTUBHBIMH COBPCMCHHLIMU MPLCIIOAaBaTCIISIMU. Tem He MCHCC, YUUTCJIb
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Ka3axXxCKoOro A3bIKa cAcjiajia 3aMCUYaHuC, YTO 3aUMCTBOBAHHBIC TEMBI 1 METOAbI
npenoaaBaHusa HE OTpaXat0T MCCTHYIO CUCTECMY HAllMOHAJIbHBIX I_ICHHOCTGI;'I. K TOMY KC,
110 CJIOBaM JIpyTrux y‘-IPITCJICﬁ HX IIOATOTOBKA K HOBOMY COJACPKaHHUIO 06pa303aHH;1 KaK B
BBICIIEM Yue€OHOM 3aBEJICHUU, TaK U Ha paboTe Obl1a HepaBHOMEpHOU. U camoe BaxHoOe,
OBLJIO BBHISBJIICHO, UTO PACHpPEIEIICHUE PECYPCOB B JAILHUX PErHOHAX TaK KE OCTACTCS
HeﬂOCTaTOqHOﬁ. B 3aBCPUICHNUH, OYCHb Ba’KHO, LITO6I:I IMIpU UIBMCHCHUAX B CUCTCMC
00pa30BaHUM roJI0Ca YUUTENEH ObUTH YCIbIIIAHbI, 1 OHU OBUTA aKTHBHBIMH YYaCTHHKAMHU
KaK B CTAHOBJICHHUU O6paSOBaTeJII>HI>IX ImporpamMm, Tak U COACPIKAaHUC CBOUX ITPEAMCTOB.
O0s3aTenbHbIE TPCHUHI'U, 00s13aTebHbIE AJI MOCCIICHUA YUHUTCIIAMU, NOJIKHBI OBITH HE

TOJIKO OOIIETO CONEPIKHUS, HO ¥ HAIICJICHHBIMU Ha CIIeU(UKY UX MPEAMETA.
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Chapter 1: Introduction

The educational institution of Kazakhstan, since gaining independence, has been
eager to establish an effective local educational system. One of the first major steps after the
first decade was taken by introducing the State Standards in 2002, followed by the update of
the subject coursebooks by 2007. This period also signaled the proliferation of international
cooperation in education — partnering with Organization for Economic Cooperation and
Development (OECD), entering the Bologna process in higher education, along with school
students being monitored by international studies (e.g., TIMSS, PIRLS, PISA). The second
shift, or even leap, happened in the second decade of the millennium, which is delineated in
the “State Programme of Education Development 2011-2020 and is hereafter called the
updated curriculum. The definition of the curriculum that this study is considering is “official
written programs of study published by ministries or departments of education, local
authorities or boards of education, and commercial firms or teams of educational specialists
working on specially funded projects” (Barrow & Milburn, 1990, p.84).

Compared to the former Soviet-influenced programmes, where the regulations still
emphasized the content of education and contained the knowledge, skills and capacities the
students must acquire, this document was different. It has been stated that the content of
secondary education is outdated and needs more focus on development of a personality rather
than solely their knowledge (McLaughlin et al., 2021). The main focus of the updated
curriculum is on development of human capital and investment into the capital by means of
improving the educational system at all levels, from preschool to tertiary education (NAE,
2018).

To achieve these goals, the following activities were fulfilled in accordance with

international guidelines. Firstly, the network of Nazarbayev Intellectual Schools (NIS) was



established to undertake the updated curriculum and then transmit the mainstream school
educational system (Tastanbekova, 2018; Yakavets & Dzhadrina, 2014); secondly, a new
assessment model named the Criteria-Based Assessment (CBA) Model was developed in
collaboration with international partners (Fimyar, 2014). Along with NIS, to implement and
support the methodological base in education, the Ministry of Education and Science (MoES)
has a statutory body, which is named the National Academy of Education (NAE) named after
Ibiray Altynsarin. In state educational organizations teaching practices have to be aligned
with the documents this organization enacts. As one of their documents “Standard of teaching
in three languages” (Yedinyi yazikovoi standart obuchenia trem yazikam) (2017) states there
must be a Communicative Language Teaching (CLT) approach in all three languages, based
on the CEFR (Common European Framework Reference) objectives established for Kazakh,
Russian and English languages. As was in the first period of renovation, new coursebooks
were developed that reflected these changes. Therefore, Kazakhstani teachers currently must
adapt to the updated curriculum by changing their assessment approach, to the new approach
in language teaching, to the new coursebooks with new topics and genres that are stated in
the official documents and coursebooks.

In order to prepare teachers for the updated curriculum, there was a professional
training program developed by Cambridge experts and provided by the teacher training
centers, the Center of Excellence (CoE) and “Orleu”, that train teachers in the whole country.
The program offered three levels of development: the third level is dedicated for classroom
subject teachers, next in the second level where there is the medium level management of
school, and at the highest, the first level is the senior leadership team of a school (Wilson et
al., 2013). The program has been called variously such as a “three-level program”
(Tastanbekova, 2018, p.93, Wilson et al., 2013, p. 4), “three-stage programme” (Turner et al.,

2014) and “level-training” [urovnevye kursy] - the local colloquial phrasing which is how it is



also referred to hereafter in this study. Upon the completion of the program, after applying
for and gaining a trainer’s certificate the trainees of the second level can become trainers for
the third level applicants and the first level can guide the second level trainees. Due to this
gradual fashion, it is, therefore, considered as a cascade model of training (Wilson et al.,

2013). The details of the training program will be discussed in the next chapter.

Problem Statement

One of the criticisms of the updated curriculum is that its implementation has been
“fast” or even “rapid” (Fimyar & Kurakbayev, 2016; Ruby & McLaughlin, 2014;
Tastanbekova, 2018). However, on the other hand, another source suggests it was “more
coordinated, comprehensive and radical” (McLaughlin et al., 2021, p. 70) compared to the
previous reforms. The words like “fast”, “rapid” and “radical” help to envisage the pace with
which the implementers of the changes, the teachers, who are expected to receive orders from
top and change their established practices immediately and in a major way. For instance, the
new approach to teaching languages is the CLT (NAE, 2017), which demands shifting
paradigms such as a) the focus is on the communication competence; b) a beginning learner
is not required to know the grammar, especially while learning languages that are not their L1
(NAE, 2017). The conflict here is that teachers, who have not been exposed to the new
approaches of teaching before, further have to build their expertise in them. Moreover, these
subject specifications are not addressed in the level-training program for the third level (CoE,
2012). For this reason, it is crucial that authorities take into account that “the environment
influences classroom practice in ways that are shaped by teachers’ preexisting worldviews
and practices” (Coburn, 2014, p. 214) and the educational changes must be built in
communication with teachers (Datnow, 2020). This leads to teachers being encouraged to

work harder, being motivated, creative in their teaching and inspired. Otherwise: “if instead



the change demands additional effort or more intense effort by teachers and learners the
consequences are likely to be teacher burnout, overloaded academic calendars, and learner
fatigue. And soon the impetus for improvement is dissipated and lost” (McLaughlin et al.,
2021, p. 208).

Summing up, there are significant changes in assessment, grading, instruction, topics,
genres, language teaching approach, which are not aligned with subject teaching
specifications and professional background of teachers. It takes some effort to adapt to the
changes and it is important to understand how teachers are dealing with issues in the updated
curriculum. Also, it is necessary for policymakers to address those challenges in developing

curriculum and professional development activities.

Purpose of the Study

Taking into account the issues presented previously, this qualitative study pursues
discovering language teachers’ attitudes about the updated curriculum, how their schooling
(years at school) is affecting their practices in classroom, their opinions about the new
content, how CLT and CBA are affecting their instruction, was their training productive, and

if they have significant methodological needs in this updated curriculum.

Research Questions

The following questions have been generated to fulfill the purposes mentioned above:
1. What are Kazakh, Russian, and English teachers’ attitudes towards the updated
curriculum in the secondary schools of Kazakhstan?
a) How do they perceive changes in the content of their subjects?
b) How does their schooling affect the implementation of the communicative
approach to language teaching?

¢) What has the criteria-based assessment brought to their classroom practices?



d) How do language teachers evaluate their training for the updated curriculum they
had received in their professional coursework?
2. What are the methodological needs of Kazakh, Russian and English language teachers

in the frame of teaching in the updated curriculum?

Significance of the Study

There are several important areas where this study makes an original contribution.
Firstly, the policy makers will be aware of the issues Kazakh, Russian, and English teachers
are facing in their daily classroom practices. The NAE could mediate the communication
between teachers and interested parties such as the association of teachers. Furthermore, the
school managers might get informed about the uncertainties their language teachers are
having and request or assign appropriate professional development courses. Consequently,
they can address the issue to the teacher training centers, such as CoE and Orleu, which will
help in generating more elaborate professional development courses. What is mostly
anticipated is that teachers' voices are heard and awareness about their challenges is raised.
One more contribution of the research is that it can inform the authorities responsible for
budget expenses that they need to reconsider certain provisions.

Teachers’ comfortable teaching environment, where they understand and adhere to
the updated curriculum with clear vision of what they do is a key to success in student
learning and their future prosperity in academic and personal endeavors. If teacher trainers,
coursebook writers, and other stakeholders are informed on the current state of language
teachers’ attitudes and concerns, they can address them more specifically. This will help them
feel confident in their practice, which is in turn may lead to an improvement in student

performance and, eventually, to the successful implementation of the changes.



Outline of the Thesis

There are six chapters in this thesis. The first chapter was the introduction that
provided some background information on the events in the education sector of Kazakhstan.
Namely, there is an updated curriculum for schools and there has been a mass training for
teachers for the updated curriculum. The second chapter provides an overview of literature
based on the educational reform. There is also document analysis that aims at examining how
teachers are viewed in the official documents of both international and local sources. This is
important because regulations of the reform come from documents and this where the attitude
towards teachers is established. Following, there is the literature which review curriculum
change, language teachers’ perception of educational reforms, the criteria-based assessment,
communicative language teaching approach, the studies on the updated curriculum and
teachers in Kazakhstan, and lastly, the last section looks at the conceptual framework for this
study — language teachers’ cognition. The third chapter, methodology, describes the research
methodology and design chosen for the study, them being a qualitative study and
phenomenological inquiry. Also, it provides a broad range of information about the study’s
site, sample and ethical considerations. Next, the fourth chapter is dedicated to findings from
the interviews. There are stories of every teachers’ experience of the updated curriculum and
analysis of their cognition by Borg’s (2015) framework. The fifth chapter discusses the
findings and attempts to reveal some causes of the key findings in teachers’ responses. Lastly,
there is a conclusion chapter that sums up the research and provides some implications and

further considerations.



Chapter 2: Literature Review

This chapter, firstly, attempts to define the concept of teacher cognition and its
relevance in the study. The next section summarizes the scope of literature on the topic of
curriculum and teachers’ beliefs about and attitudes towards curriculum reform in countries
around the world. Then, moving from global to the local, the chapter reviews official
documents that define attitudes of authorities towards teachers. This will help to analyze how
teachers, i.e., their opinion, freedom in teaching, expected behaviors are visualized in official
documents. Further, it provides an overview of two major components of the context of
education in Kazakhstan, the criteria-based assessment and communicative language
teaching. The chapter then presents the conceptual framework chosen for the research. The
conceptual framework will be used to determine language teachers’ cognition, precisely what
teachers believe, think, and do, by looking at three aspects in their cognition: schooling,
professional coursework, and classroom practice. These intertwined concepts will uncover
the situation from teachers’ side.

Teacher’s Cognition

Borg (2003) has proposed the term language teachers’ cognition to combine the
aspects of teachers’ mental work about teaching and learning. According to the author,
“teachers are active, thinking decision-makers who make instructional choices by drawing on
complex, practically-oriented, personalized, and context-sensitive networks of knowledge,
thoughts, and beliefs” (p. 81). Therefore, it is essentially important in times of reform to
understand what is in their minds. Comprehending teachers’ position will assist in observing
the advantages and disadvantages of the reform, and when necessary, guide them in
understanding of the changes. What they believe in will further govern their actions. For
those actions to be fruitful the interested parties need to explore those beliefs. Therefore, the

concept has been found relevant for this research.



Studies of teachers’ cognition proliferate with various terms. All of them are aimed at
one objective: discovering teachers’ mental work. For instance, studies on teachers’ beliefs
(Buehl & Beck, 2015; Pajares, 1992; Richardson, 1996) found beliefs to be a guiding power
of their behavior, however distinct from knowledge. It has been established that beliefs are
what teachers believe as true. This truth is further employed to sort information they receive,
solve a problem at work and involve in decision-making. Another significant notion is
practical knowledge (Elbaz, 1981; Meijer et al., 2001) which refers to the knowledge that
teachers have acquired in their teaching practice and reflections on those practices. This
knowledge could be about teaching in general, about the subject they teach, or about
students’ learning and understanding. Further, this scope of information is applied in
curriculum implementation, where teachers adopt, adapt, and develop materials to fulfill the
objectives in the subject program. Besides, their practical knowledge is dynamic, impacted by
the outer conditions and inner thoughts. The presence of all those notions demonstrates the
intricacy of teachers’ mental involvement and scholarly necessity to uncover them to inform

stakeholders on what is happening in teachers’ minds.

Language Teachers’ Beliefs About Curriculum Reform

Teachers’ conceptions of their work have been found crucial in curriculum change
initiatives. A broad range of findings come from China, where teachers, as in Kazakhstan,
have been introduced to the new EFL curriculum, which disrupted their traditional teaching
foci. It used to be teacher-centered, grammar oriented, book-based, and with an emphasis on
repetitive learning. On the contrary, the updated curriculum is highly westernized, learner-
centered, task and communication oriented (Butler, 2011; Yan & He, 2012). Zheng (2015)
indicated certain clashes in teachers’ beliefs as some adapted to the novelty, whereas others

were finding it ineffective. The main cause of disagreement seems to be that ultimate goal of



teachers is for their students to succeed in tests for university admissions. This impedes the
full actualization of the updated teaching program. Moreover, Zhang and Liu (2014) also
discovered that English teachers pertain to traditional views but are able to embed western-
based approaches of language teaching within their traditional practices. Therefore, some
teachers employ eclectic modes of teaching, which means the combination of old and new.
This shows that teachers, following their personal values and views, can adapt their teaching
to the context. It underpins the phenomenon that even when teachers receive a similar
training and practice teaching in the same context, they still take individual stances on
conventions introduced to them (Shi & Cumming, 1995).
On the other hand, not only personal conceptions are important in the study of curriculum
reform, but also factors such as contextual conditions. For instance, the teachers in the
Philippines mentioned students’ proficiency level, large class sizes, insufficient supply of
textbooks as factors impeding their commitment to the reform (Waters & Vilches, 2008).
Collaboration in the school community is found to be another concern. In Hong Kong lack of
support from senior leadership and weak collaboration among teachers, vague conceptions
were the reason for task-based learning infringement (Adamson & Yin, 2008). These
management failures are aggravated with educational policy inconsistencies. Since the nature
of reforms are regularly top-down, hierarchal and tend to model behavior to teachers, there
must be empathy from the side of policy makers (Yan & He, 2012). They should seek for
ways of decreasing the gap between authorities and the implementers of the curriculum,
teachers.

Summing up, the review of the existing international studies indicates that the
curriculum reform should begin from recognition of teachers as leaders of the reform, then
examining their perceptions, beliefs and conceptualizations of the new practices. Further, the

concept of teacher cognition and existing international empirical studies considers
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investments such as training, provisions, monitoring. Furthermore, there must be decent
management in order to control the allocation of these resources. It can be concluded that
apart from language teachers’ personal conceptualizations there are numerous outside factors
that affect curriculum reform. As teachers are no longer passive transmitters of knowledge,
they cannot be seen as silent actors in policy implementation. The works reviewed in the next
section will serve as a ground for exploring teachers’ cognition in the context of the updated

curriculum in Kazakhstan.

The Updated Curriculum and Teachers in Kazakhstan

Key Policy Documents on Teachers

The documents that will be reviewed in this section are both of local and external
sources. The latter comes from the international organizations that have been attracted for
restructuring the educational system and took the positions of consultants who will mediate in
adoption of the international standards. For that reason, suggestions and recommendations
they conducted in their reports will be discussed further. The organizations are The World
Bank (TWB), the Organization for Economic Cooperation and Development (OECD),
National Academy of Education (NAE), Nazarbayev Intellectual Schools (NI1S), Center of
Excellence (CoE), and a local analytics and strategy center Beles. The information
concerning the education is abundant in the documents, however only the parts concerning
the position of teachers are the topic in the following paragraphs.

The first document is a Country Report from Systems Approach for Better Education
Results (SABER) published in 2013 by the World Bank. It states that “teacher quality is the
main school-based predictor of student achievement and that several consecutive years of
outstanding teaching can offset the learning deficits of disadvantaged students” (The World

Bank, 2013, p. 3). Thus, they established the SABER-Teachers component, which examines
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teacher policies by eight goals and four categories — latent, emergent, established, advanced.
The report demonstrates that the strongest of the policies in Kazakhstan in the “established”
category are those “setting expectations for teachers”. Among these expectations set in policy
are “matching the teachers’ skills with students’ needs”, “monitoring teaching and learning”
and “supporting teachers to improve instruction”. These observations suggest to what extent
teachers are controlled and governed by the authorities. Yet what the policies still need to
consider is “attracting the best into teaching”, “preparing teachers with useful training and
experience”, and lastly “motivating teachers to perform”. What the experts did not find in
policies is to what extent the principals themselves monitor and lead the teachers (The World
Bank, 2013, p. 1). As it can be observed, this report does not take into account teachers’
beliefs or satisfaction as their goals for exploring. The teachers are mostly seen as performers
of teaching, who must be monitored, guided, supported in instruction and motivated. At the
same time, it is a document that explicitly describes the need for recognition of the hard-
working teachers with the statement “high-performing teachers do not receive monetary
bonuses or recognition for their efforts” (The World Bank, 2013, p. 1).

These two incentives are essential for teachers’ motivation. However, addressing
satisfaction with jobs or training teachers receive from the state could be another valuable
application of such reports for understanding teachers’ beliefs and needs. Those issues have
been dealt in a local study by the analytical center Beles, which is supported by the Soros
Foundation. Increased workload, paperwork, low prestige have been found as main causes for
young teachers to leave the profession (Beles, 2019). As for means of improvement the study
provides multiple suggestions. Among them is “creating opportunities for career
development, which would meet individual needs of every teacher and the educational

system in general” (Beles, 2019, p. 7). This is the excerpt that may address teachers’ beliefs

and attitudes in that it talks about individual needs, which are diverse, and considers thorough
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communication with teachers to find out their needs. Moreover, there is an offer to “create
mechanisms that help to involve teachers in forming the educational policy”, specifically
involving them in reforms and innovations at the stage of the generating them. Such
mechanism could be interviews such as in this study or other means of data collection.

The OECD has played the key role in the educational system of the country since the
last decade. In the reviews of school resources (2015), they addressed accountability of
teachers, namely the attestation process. It has been discovered that:

The accountability function often prevails when teachers are confronted with high-

stakes consequences as they are less likely to reveal weak aspects of their practice.

Moreover, the evaluation process is not clearly linked to professional development

opportunities to improve teacher performance and, as a result, might be perceived as a

meaningless exercise that encounters mistrust or apathy (OECD, 2015, p. 20).

Added to this is “the external school evaluation is predominantly an assessment of
how legal requirements are met, or how stipulations in the education standards are being
fulfilled” (p. 20). As in the SABER report from the World Bank, the OECD report suggest
teachers are seen as performers who have to be kept accountable and be punished in cases of
misconduct, causing them even more anxiety. Moreover, it is suggested that teachers’
individual needs are reflected along with setting for them the goals they should reach to be
considered as valuable specialists. These recommendations are essential, and the current study
might help to address that. Another recommendation, which states “there is a clear need for
professional development to become a more regular practice among teachers in Kazakhstan”
has been realized which will be visible in the findings chapter below as teachers attend more
professional courses and perceive it as a common practice these days.

Though those documents mentioned above are efficient in policy making, what school

teachers are mostly prone to follow and adhere to are the regulations from the local state
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bodies. One of them is the NAE named after Ibiray Altynsarin, which provides instructional-
methodologic letter, which includes recommendations and requirements for the educational
sector including every year to all the range from pre-school to high school, and as it states, “is
reviewed by the pedagogical expert’s community” (NAE, 2021, p. 3). Also, the number of
hours per each lesson and expectations from teachers and school departments are presented
there. Comparing the three “letters” from different years, it can be observed that more
attention to teachers personally and their preferences emerged: “the interests and desires,
professional abilities and skills of English teachers should be taken into account when
planning a work with them” (NAE, 2018, p. 233). The document for 2021-2022 academic
years is especially considerate for the COVID-19 restrictions and online mode of learning.
And even more freedom is given in the “letter” for this academic year, which states English
teachers should:

1) define the order of topics and learning objectives for term or unit;

2) change the tasks in accordance with special needs of learners and their level,

3) generate tasks that may combine several learning objectives (NAE, 2021, p. 58).
However, this level of freedom could not be traced in recommendations for teachers of
Kazakh and Russian languages. The Russian instructors are given a full control in generating
assessments: “pedagogue can generate any types of assessment tasks for monitoring progress
of students” (NAE, 2021, p. 97). Kazakh teachers are suggested “to devise and adjust the
time allocation for topics together in the department” or “can increase the time for teaching of
hard topics if it is necessary” (NAE, 2021, p.87). This can be compared to the “letter” for
2013 where expectations from teachers are impersonal and summarized “in language learning
goals” such as “developing language skills of learners”, “ensure emotional development of a

learner by means of games, plays and using a foreign language” (NAE, 2013, chapter 1.1).
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Review of this state documents can inform us that recognition of a teacher as a personality is
growing.

Another organization that is occupied with the development of the updated curriculum
itself, compared to its counterpart above that interprets the curriculum and provides
guidelines, is the Autonomous Educational Organization ‘“Nazarbayev Intellectual Schools”.
In the guidelines for the CBA the assessment system is the center of narration and “teachers
are given free will to define the form, content, frequency, and tools of formative assessments”
(NIS, 2017, p.13). Further, the documents are full of methodological recommendations for all
aspects of teaching in the CBA, therefore it also can be contributing to teachers’ beliefs and
values and supports the conclusion above those statements in documents are becoming more
considerate of the teachers’ point of view in teaching.

The second document from the organization is developed by its department of teacher
development called Center of Excellence. Along with training, the center has written the
programs of the level-training, where three hierarchal positions in schools are presented. The
first level is for senior managers, the second is for middle level managers and the third is for
subject teachers, so-called pedagogic staff. The first part of the program includes theoretical
implications for teachers which begins with teachers’ views on teaching, proceeds with
students learning differences, then explains different teaching practices, including critical
thinking and ends with teaching practices such as planning, monitoring learning, conducting a
lesson study, and developing sequence of learning. The second stage of training is devoted
for the school-based practice. This is where teachers conduct sequence of lessons, carry out
school-based tasks and generate an individual portfolio (NIS, 2012, pp. 93-94). The aim of
the program is “supporting continuing professional development of Kazakhstani teachers in
the constantly changing world” and “providing teachers with knowledge and practical skills

to organize the process of education such that it helps pupils” (NIS, 2012, p. 87). As this
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suggests the training equips teachers with knowledge they need in the new realia. However,
they are not subject-specific. Therefore, to fulfill this gap and avoid the paradigm “one-size

fits all”.

Studies on Teachers’ Perception of the Updated Curriculum in Kazakhstan

There is a growing body of research on the teacher’s perception of the updated
curriculum in Kazakhstan. Multiple scholars (Azhmukhambetov, 2020; Baikenov, 2020;
Suyudukova, 2019) explored the perceptions of various subject teachers, or alternatively,
focused on English teachers only (Ixanova, 2018). Gimranova (2018) investigated primary
school teachers’ perspectives on curriculum reform in urban and rural settings. From the
responses the main conclusion can be drawn that the teachers have a positive attitude towards
the updated curriculum. They realize how their practice has improved and they are benefiting
from the learner-centered approach. What is more, they have trainings more often than they
used to, hence they feel attention and support from the government. However, there are some
adverse aspects of the change. Firstly, the transition to the new system occurred swiftly and
the second complaint was in the increase of workload (Azhmukhambetov, 2020; Baikenov,

2020; Suyudukova, 2019).

Some researchers (Bondarenko, 2019; Turganalina, 2020) examined the perception of
the new assessment system, the CBA. They have concluded that teachers sympathized the
assessment’s fairness and reduced subjectivity. However, giving feedback was somewhat
challenging because traditionally a mark from “2” to “5” was found sufficient in informing
students on their progress. Now, they are expected to verbalize the students’ current
proficiency level and clarify what they should do to achieve better results, which is taking

additional efforts. In general, they are managing the system and adapting themselves newly.
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In conclusion, the literature on the studies about the updated curriculum and teachers’
attitude towards it suggest that the reform has been perceived as a positive change, which
teachers welcomed, despite having minor misunderstandings in assessment and in the
content. Though the studies provide a substantive amount of information, the scholars in the
field of education have not conducted research on different language teachers in Kazakhstan.
Because every subject has its distinct specifications in teaching, language teachers might

experience the changes differently and their cognition needs special attention.

Next, the study aims to discover language teachers’ cognition on the two major
changes in the curriculum, the criteria-based assessment, specifically for language teaching,
and the communicative language teaching. These two will be subjects of the following

sections in the chapter.

Criteria-Based Assessment for Language Teaching

As noted in the introduction chapter, the CBA, or also referred to as CBAM with the
word “model" in the end, has been made the central element in the curriculum reform of
Kazakhstan. Moreover, it stands as a driver of all the classroom instructions. This approach
has been designed with several key components in mind: criteria-based assessment,
competence-based approach, the reverse design, socio-constructivist learning theory,
formative assessment, summative assessment, taxonomy of learning objectives. All of these
components must be considered in the stage of lesson planning for the tasks in lessons

address them (NIS, 2017). Each of these are defined in the following paragraphs.

The term criteria-based assessment was coined by Robert Glaser (1963), who offered
this notion and referred to it as “criterion-referenced measures”. He believed that it is
necessary to define the level of an individual's proficiency at a specific point in the

continuum of knowledge, not the entire content of a subject. More importantly, it helps to
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define an individual’s capability without making a comparison with other students. The
approach is believed to provide a unification of teaching, learning, and assessment in
education (Boyle & Charles, 2010). It seeks to ensure a holistic approach to learner’s
performance, following the learning objectives, supplies different methods and forms of
assessment and ensures that all of these comply with a curriculum. The next element of the
model, the competence-based approach, seeks to prepare learners for real life by helping
them acquire vital skills. Hence, the teacher is the one who indicates the level of competence
to be acquired (Reis, 1993, as cited in NIS, 2020). The reverse design learning changes the
classical “objectives-lesson-assessment™ into “curriculum - assessment process - teaching and
learning”. Educators, while designing a teaching material, need to refer to the curriculum,
then consider the means of assessment and only then generate teaching materials (NIS, 2020).
The socio-constructivist learning theory proposes that knowledge is acquired through social
interaction and collaboration as well as personal critical thinking processes (Powell & Kalina,
2009). As for the formative and summative assessments, Sadler (1989) describes the
formative assessment as the judgment on students' work to improve his performance; in
contrast, the summative assessment gives a final or summarized evaluation of a student's
achievement. In general, any feedback a teacher gives are a formative assessment, as it
shapes a students’ knowledge. The summative assessments are generated by teachers and the
number of times students have it is defined by the educational department of a city (NAE,
2021). The final component, the taxonomy of learning (Bloom & Kratvol, 1956, as cited in
NIS, 2020) consists of six levels of thinking skills: knowledge, understanding, application,
analysis, synthesis, evaluation. Lessons are expected to follow this direction of development.
These all make up the criteria-based assessment model form the basis of the contemporary

educational system of Kazakhstan.



18

The source of criteria for assessment in all three languages in Kazakhstan are the
objectives provided by the Common European Framework for References (CEFR). This
framework supports the criterion-referenced measurement and “aims to provide a frame for
development of language syllabi and curricula, planning and development of teaching
materials, and a basis for language assessment” (Hudson, 2013, p. 8). The generators of the
framework make it applicable to any language, including learning of second or foreign
languages. Moreover, they do not interfere with local adaptations to education policy,
assessment, and teaching (Little, 2007). In the Kazakhstani context there is a slight adaptation
of the framework to the local languages. Namely, the levels that are Al, A2, B1, B2, C1 are
all divided into three sub-sections: low, medium, high. There are Al low, A1 medium, Al
high levels. Also, as English is a foreign language for students, the standards are lowered
compared to the Kazakh and Russian languages (NAE, 2017). In contrast, in Japan the policy
makers borrowed it as a national policy only for foreign language education policy, not the
titular or local languages (Nishimura-Sahi, 2020). It is believed that CEFR provides a
common ground for language learning and provides standardization, which is also the
rationale behind the borrowing of the framework (NAE, 2017). In the Standard of teaching in
three languages (NAE, 2013), it is stated that the essence of the CBA is about evaluating the
students’ achievement against the criteria that are specific, defined in collaboration with both
teachers and students or them separately, or indicated in the coursebook, comply with
objectives and aims in the curriculum and are comprehensible by all members of the learning
process. The teacher who uses the CBA must evaluate the work against criteria that students
comprehend and are aware of and not against other students; sample works must be provided
to improve understanding; the specific grading system is formed, by which a student can
predict his grade; students are active assessors, who then are capable of self-evaluation; and

the assessment is done strictly by the provided criteria. The teacher implements “clear and
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measurable criteria for assessment that are understandable to each student and his parents”

(NIS, 2020, p. 5). This is how teachers in Kazakhstan must assess students’ work.

Empirical Studies on Criteria-Based Assessment for Language Teaching

It has been stated that the CBA model is designed uniquely for each country, so the
foreign references could be the cases when the components of the model such as the criteria-
based assessment, formative assessment, CEFR were implemented or other similar concepts
mentioned in the section above have been taking place in Asia for the last two decades, for
example the criteria-based assessment in Australia, and school-based assessment in Hong-
Kong and Malaysia.

An approach under the name criteria-based assessment was enacted in Queensland,
Australia, in 1972 (Pitman & Dudley, 1998). It was similar with the Kazakhstani reform in
language teaching: the four skills system (reading, writing, listening, speaking) was
established (NAE, 2017), with a shift from grammar to functions; formative and summative
assessments as well as external examinations appeared; teachers' role was made more
prominent and their participation in curriculum formation increased. Most importantly, the
assessment in this country pursued the same goal as criteria-based assessment in Kazakhstan
- judging students' achievement in specific domains of knowledge. Looking at both
assessment systems, which also form the curriculum orientations (Su, 2012) they are attempts
to shift from curriculum as product to curriculum as process, where the latter supports more
value-oriented views on students opposed to content/knowledge-oriented paradigm. This
proposes similarity in the systems of the two countries.

There is a similar notion, under the name of a school-based assessment, which allows
schools to generate and evaluate the formative, summative, and external assessments. In this
system the grading is done against the assessment criteria, as in the local criteria-based

assessment. Implementing this system in secondary schools of Malaysia in the beginning of
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2000, the government had an aim of decentralizing school assessment and deliberating
schools from exam-directedness (Fook & Sidhu, 2006) Moreover, in this country there is a
school inspection that ensures compliance of a school with the regulations along with
addressing the weaknesses and strengths the school might be encountering with an intent to
help the organizations tackle their problems (Kinjawan, 2020). Implementation of the
assessment in Hong Kong followed the same purpose (Davison, 2007). However, it is being
critiqued for being borrowed from the UK but not completely adapted to Hong-Kong context,
where admissions or other academically momentous events are made on the basis of high-
stakes examinations (Yan & Brown, 2021). Comparing this with the Kazakhstani context, the
same critique might be actual here as the admissions to universities is still happening based
on the multiple-choice format Unified National Test (UNT) (Winter et al., 2014). This leads
us to conclusion that both countries have applied a similar policy around assessment from the
UK, however this might not be consistent with how it is implemented in the home country.

On the other hand, another significant contribution of the assessment is that it allows
to reduce competition among schools and make schoolteachers evaluation central, though
posing more workload on them. However, as it had been mentioned by the authors, the
teachers were not fully ready for this responsibility, partially due to the cascade model of
training, where one group has more extended training and then they perform the training on
another group in a shorter period of time (Fook & Sidhu, 2006). From these conditions it can
be concluded that the Malaysian school-based assessment has some similarities with the
subject of this research, though has different aims and objectives, such as giving more
autonomy to schools, whereas in the Kazakhstani context it is done more to modernize the
outdated practices (McLaughlin et al., 2021).

Drawing conclusions from the interpretations and the empirical studies, the

assessment invokes a paradigm shift in the way it allows assessing students in the knowledge
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continuum rather than the overall proficiency. This liberates teachers and students from
comparisons with other students and allows schools to decide on the level of students’
proficiency, making them even more autonomous. In conclusion, the patterns of the presented
assessments, the criteria-based assessment and school-based assessment, are close to each
other, however they vary across countries. In this study these patterns will be described as a
part of the curriculum that teachers are practicing currently.
Communicative Language Teaching

The CLT in Asia appeared as an attempt to move from learning English structures to
communication. It emphasizes communication, functional literacy in language learning, pair
and group work, diverse classroom arrangements, and the use of authentic target language
(Graves & Garton, 2017). The function overrides the form, therefore grammar is made less
prominent (Larsen-Freeman & Anderson, 2011). Moreover, in the approach students are the
center of learning — they cooperate and acquire knowledge in collaboration. The approach has
gained popularity in Asia as a means of strengthening participation in the global economy
and international exchange (Butler, 2011; Graves & Garton, 2017). However, concerns with
the CLT have been raised in these and other contexts. Large class sizes were one of the
impediments in the CLT implementation in Asian countries (Butler, 2011). Cultural
considerations such as inappropriateness of pair work or role plays, inhibited the spread of
the approach in Senegal (Diallo, 2014). Similarly, such restrictions might be shared by
Kazakhstani language teachers as well. There is a shift from individual work to group, pair
work that is new in the local language teaching curriculum (NAE, 2017). As for class size,
English and Kazakh language teachers teach classes divided by two, however in Russian
language the whole class of around 30 or more pupils are in the classroom together. This
study must help to discover teachers’ concerns and challenges in implementing the CLT in

different aspects of language teaching and classroom settings.
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Conceptual framework

Borg’s (2015) language teacher cognition is suitable as a conceptual framework for
this research for several reasons. First, the term seeks to discover “a complex, practically-
oriented, personalized and context-sensitive networks of knowledge, thoughts and beliefs that
language teachers draw on in their work” (Borg, 2015, p. 321). Second, the framework
(demonstrated below in Figure 1) consists of three major elements: schooling, professional
coursework, and classroom practice. Schooling refers to teachers’ background as a learner or
some specific experience that has impacted on teachers’ perception of education. The second
element involves occurrences that formed teacher as a professional: teacher education,
training, professional preparation. The third element is, as the name suggests, teachers’
teaching, instructing and other activities that take place in classroom. In this framework Borg
offers four data collection strategies: self-report instruments, observation, verbal
commentaries, and reflective writing. For the present study, it is believed that interviews are
the oral articulations of teachers’ beliefs. However, sometimes those are ideal beliefs in
teachers’ minds and observation can show if those expression are underpinned in actions.
Nonetheless, those discrepancies can demonstrate various perceptions of data rather than
inconsistency. Using the framework, teachers’ responses will show how those three aspects
of their practice has transformed or may be deteriorated under the updated curriculum.

Figure 1

Elements and Processes in Language Teacher Cognition (Borg, 2015)
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Conclusion

Through a review of studies conducted in foreign countries, it has been established
that what language teachers think and believe is crucial and highly impactful in terms of
implementing any changes in education. It could also be observed that participants of
previous studies are predominantly English teachers. Other substantial body of literature has
demonstrated that it is important to consider teachers’ role in curriculum reform, as they are
the “wheels” of any changes in education. A review of documents such as reports by the
international consultants has demonstrated somewhat overlooking attitude to the teachers’
opinions as it explored to what extend teachers are monitored, matched the required levels,

guided, and observed in policies. On the other hand, however the local agency, in attempt to
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find the reasons why novice teachers leave the profession, delivered important
recommendations such as involving teachers in policy making and trying to meet their
individual needs in workplaces. Nonetheless, the fact that documents are becoming less
imperative on teachers could be observed in comparison of the guidelines for three distinct
years. This might also suggest that the tendencies are changing, and it might soon lead to the
desired outcome of the authorities being more attentive to teachers’ beliefs.

The local scholars have attempted to uncover Kazakhstani teachers’ perceptions and
attitudes about the updated curriculum and the criteria-based assessment. The studies have
demonstrated the positive attitude for the updated curriculum; however, little is known about
language teachers coping with CBA, the CLT and new content. This study is specifically
aimed at discovering language teachers’ attitude towards the changes in assessment and their
subjects. For this reason, a conceptual framework that discovers language teachers’ cognition
has been taken to uncover what Kazakh, Russian and English teachers believe, think, and do

in the updated curriculum.
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Chapter 3: Methodology

This chapter presents justification of the research methodology and design. The
former is a qualitative study, the latter is a phenomenological enquiry. Also, it provides
information about the site and then the intricate process of the sample selection. Some
unavoidable issues in the sample selection will also be revealed. Further, the choice of data
collection instruments, the semi-structured interview will be justified followed by the data
analysis procedures. Lastly, before conclusion, some light will be shed on the ethical

considerations.

Research Methodology

The study is qualitative because this method highlights the voice of participants, who
describe and interpret the issue. It is important that there is an “insider meaning”, which
means participants take an insider stance towards a phenomenon by providing their personal
opinion, experience and emotions to the researcher (Dornyei, 2007, p. 38). For the reason it
allows “researchers to be involved in formulating meanings and interpretations” (Paltridge &
Phakiti, 2015, p. 26) | would like teachers to provide their personal opinions to help me
understand how they perceive the new program and see some perspectives from the inside.

Regarding the design of the study, the phenomenological inquiry has been found
suitable for the study. The design focuses on a common meaning of a phenomenon in lives of
several individuals (Creswell & Poth, 2018). It is believed in phenomenology that one
person’s response is a subjective interpretation but when experience is common it can be
interpreted as objective. Hence reliable data could be acquired when multiple respondents are
involved in a study. The main questions for exploring a phenomenon are “what” and “how”.

For this study “what” is the updated curriculum and “how” is teachers’ experiences.
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Among the most effective tools for data collection in phenomenology, the interview is
suggested; accordingly, the data has been collected using the semi-structured interview with
the teachers of Kazakh, Russian, English languages (see Appendix A). This type of interview
starts with a set of prepared, open-ended questions and prompts and the respondents are
encouraged to give elaborate answers (Dornyei, 2007). Summing up, the design is suitable for
exploring language teachers’ experiences of the updated curriculum because the approaches
and instruments fulfill the aims and objectives of the study, as teachers share their personal

experiences of the phenomenon of the curriculum update in an interview.

Research Sample and Site

Sample selection

In order to attain a considerable amount of data and be able to compare, | anticipated
examining six language teachers — two Kazakh language teachers, two Russian language
teachers, and two English language teachers. Therefore, the sampling was a mix of a
purposeful (with certain criteria) and snowball sampling. There were additional criteria for
the subjects. Firstly, all of them should be language teachers in the secondary schools (grades
7-12) because language teaching is more complicated (NAE, 2017), and students in their
teenage years become capable of analyzing their work critically, thence teaching is more
complicated and complex information is available. The second key criterion is they must be
teaching the updated curriculum combined with the criteria-based assessment approach. As
for the sampling, the snowball method has considered suitable. In this sampling the
researcher requests the participants to recommend other individuals for the study (Creswell,
2012), therefore there is less subjectivity due to reduced relatability to the participants. | have
contacted my acquaintances and asked them if they know any individuals who would be

interested in an interview for master’s thesis and, of course, match the criteria. Only after I
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made sure they give their consent | contacted them personally on their WhatsApp
applications. In sum, | have reached 12 participants. Two teachers turned out to be teaching a
primary school, one has changed her specification, one teacher refused to take part in zoom,
two teachers had very short experience of teaching (but I continued with one of them), one
teacher have stated she did not fit my criteria, and the other two teachers have just stopped
contacting me. After all these manipulations, only four teachers have remained. Nonetheless,
this number of participants have been found suitable in the phenomenological sampling,
which is from 3-4 to 10-15 (Creswell & Poth, 2018). The majority of the respondents were
suspicious as it was a stranger contacting them and almost all of the teachers, | contacted
asked for the interview questions in advance. My biggest outtake from this type of sampling
is that contacting teachers from their acquaintances and not from the administration tends to
complicate the task.

There was one additional thing that concerned me in sampling. In Borg’s conceptual
framework for language teachers’ cognition (2015) the “language teachers” are the teachers
of second or foreign language. | had to figure out who are language teachers in my study. The
participants who showed up for the interview are teachers of English as a Foreign Language,
however Kazakh and Russian teachers are predominantly the teachers as L1. Taking into
account that the primary focus of the study is not their language instruction but their thoughts
about the curriculum, they are still found suitable. Moreover, in the local context the L1 as
language of instruction could be a choice of a students’ parents rather than the real language
proficiency of students (Smagulova, 2008). Moreover, according to the updated curriculum,
teachers are expected to adapt their instruction to their learners (NAE, 2017; NIS, 2020).
Therefore, the concept of pure first language instruction could be disrupted. That is why the
participants (Russian and Kazakh teachers) of the study were not necessarily the L2

instructors but were mostly recruited as language teachers. There was not any issue with the
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foreign language teachers because they were the local English as a Foreign Language (EFL)
teachers.

The characteristics of the interviewees recruited for the study have been summarized
in the Table 1 below.
Table 1

The Breakdown of Participants

Teachers Language Experience Type of school,  Training for the
subject (years) city updated
curriculum
program
Karlygash Kazakh 4 Private, Almaty at university
Dilara Russian 20 Private, Almaty At work
Irina English 30 Mainstream, At work
Semey
Meruert English 3 months Private, Almaty none
Site

The initial site of the research was Almaty, since | have worked there, and also, | have
acquaintances and former colleagues in that city. Moreover, this is a megalopolis with the
largest number of schools and educational institutions, along with several major teacher
training centers, e.g., CoE or Orleu, in the country. This could be representative in terms of
the training teachers had received in the scope of the curriculum update.

The main requirement for the school is to be applying the updated curriculum

approved by the MoES. Currently, all schools have shifted to the new curriculum (Republic
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of Kazakhstan, 2018). However, the private schools are allowed freedom in their instruction
and management (MoES, 2018). Nevertheless, the respondents in the sample were using the
updated curriculum in their schools and they must still follow the main requirements.
Therefore, both state and private school teachers have been considered viable for being
questioned about the implementation of the updated curriculum. In sum, there are three
schools from Almaty and, luckily, due to the snowball sampling, the site has been extended,
which helped to attract an interviewee from a rural school in eastern Kazakhstan. This can

help to see the situation beyond private schools in the biggest city of Kazakhstan.

Data Collection Methods

The data collection method chosen for this research is a semi-structured interview.
The interview questions were in three languages and covered several areas: teachers’
opinions about the updated curriculum, their adaptation to the new content and methods, how
the CBA and CLT have changed their practice, how their training went, and lastly, their
methodological needs. Unfortunately, due to COVID safety measures that recommend
avoiding the risk for the school communities the lesson observation was not considered for
this study. The interviews were conducted in December 2021 and January 2022 online in
three languages: in Kazakh language with the teacher of Kazakh, in Russian with teachers of
Russian and one English teachers, and lastly, with one English teacher it was in the language
of her instruction in the classroom. The duration of the interviews ranged from 25 to around
50 minutes.

Data Analysis Procedures

Among the types of the phenomenological study, Creswell and Poth (2018) have

identified a transcendental type of the design. In this design a researcher first identifies the

phenomenon and further collects data from the several participants who have experienced the
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phenomenon. Next, "the researcher then analyzes the data by reducing the information to
significant statements or quotes and combines the statements into themes” (Creswell & Poth,
p. 164). There is a textural description of the phenomenon (what) and a structural description
that include a context or conditions of the experienced event (how). The responses are further
made into transcript, coded, and interpreted. How it took place in this study is described in
the next paragraph.

The first step after the interviews was transcription, which | completed manually in a
Microsoft Word document (see Appendix B for a transcript sample). Further, on a separate
Word document | created a table that | divided by the research questions in rows and
teachers’ responses in columns. All the documents are stored in my personal password
secured laptop. Regarding the coding | used descriptive coding (Saldafia, 2015), which stands
for summarizing a response into words or phrases. For the responses | developed codes such
as the first question was teachers’ attitude towards the curriculum change then there were
three codes “positive”, “neutral”, “negative”. Next to the codes I put the quotes from
interviewees responses. Similarly, for other questions | tried to make a collective description
for their responses such as “mixed approach”, “adaptive approach”. The table helped me to
grasp general flow of responses so that I can put them into sections for every teacher (see
Appendix C for coding sample). Further, | applied the framework (Borg, 2015) to look at the
schooling, professional coursework and classroom practice.

Ethical Considerations

In order to be aligned with ethical regulations and to know how to treat participants as
a researcher, | completed the CIT]I training before | started writing the thesis research. Further
| have attained approval from the NUGSE Research ethics committee. As a teacher, | am
aware how sensitive teachers are towards external interest to their work, and it was essential

for me to avoid making them feel assessed. Therefore, the questions in the interview were
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more about their attitude and feelings rather than their knowledge. Also, to help them feel at
ease, turning on the video during the zoom session was optional. This moment was also
indicated in the consent form (see Appendix D), which also stated that their identities will not
be revealed, their real names will remain secret, the interview will not affect their
professional lives and conversations in the messenger applications will be deleted after the
data analysis. Every interview began with ensuring they have read and agreed with the
content of the forms, and they could stop the interview anytime or not answer some questions
if they find them inappropriate. | also kept in mind that their interview experience with a
university student must be a positive experience so that they are not discouraged from taking
part in educational studies in future. Again, | ensured confidentiality by using the password
secured personal laptop. Regarding anonymity, pseudonyms have been assigned to replace
teachers’ names.
Chapter Summary

This chapter has presented methodology of the research, the qualitative study where
the design is a phenomenological enquiry. The participants are one Kazakh, one Russian and
two English teachers, who each participated in a semi-structured interview to share their
experiences of teaching in the scope of the updated curriculum. Regarding the data analysis,
the descriptive coding method has been applied to analyze responses. Lastly, the ethical
considerations have been uncovered, emphasizing the importance of attaining approval from
the university’s research ethics committee and ensuring the principles of respect for persons,
beneficence, and justice (National Commission for the Protection of Human Subjects of

Biomedical and Behavioral Research, 1978) in this research.
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Chapter 4: Findings

The first part of the chapter will describe each teachers’ experience concerning the
updated curriculum and this will answer the research question 1. Next, I will present findings
around the research questions that are aligned with three elements of the conceptual
framework (Borg, 2015) of the research: schooling, professional coursework, and classroom
practice to answer research questions 1 a, b, ¢, d and 2. The research questions have been
formulated in the following way:

1. What are Kazakh, Russian, and English teachers’ attitude towards the updated

curriculum in the secondary schools of Kazakhstan?

a) How do they perceive changes in the content of their subjects?

b) How does their schooling affect the implementation of the communicative
approach to language teaching?

c) What has the criteria-based assessment brought to their classroom practices?

d) How do language teachers evaluate their training for the updated curriculum they
had received in their professional coursework?

2. What are the methodological needs of Kazakh, Russian and English language teachers

in the frame of teaching in the updated curriculum?

Teachers’ Experience

Kazakh Language Teacher

The first interviewee is a teacher of the titular language in Kazakhstan. Karlygash has
more than five years of experience. She has taught in private schools and has experience of
teaching primary students. At the time of the interview, she instructed secondary school
learners. It seems she began her teaching in the updated curriculum immediately, having

received training for it at the tertiary education. However, she reported not receiving a proper
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guidance in the workplace. She follows the requirements of the program and school
expectations yet relies on her instinct in managing her job.

The first thing she mentioned about the new teaching program is that it is fairer, and
more accurate, both in terms of instruction and assessing. It is a “win-win” situation because
the student knows what they need to focus on and why they achieve a mark, whereas teachers
are precisely aware of students’ proficiency and stay objective because there are certain
criteria that are discussed with students prior to doing the task. Moreover, she finds that the
program fits the new “Generation Z”, which is tech-savvy, agile in the virtual world, and
have predominantly globalized views, meaning they are tolerant and open to diversity.
Therefore, the update is timely and perfectly fits needs and views of her learners:

... you can no longer simply give student a task and expect them to obey and listen to

you. They will question the use of a task so you will have to justify. Consequently,

they need to be taught differently and the updated curriculum responds to that,
enabling you to employ different strategies of teaching. It makes you convert to
professions other than teaching. You have to be a psychologist, an orchestra leader, an
entertainer, a manager and so on...

Nonetheless, not everything in this program is perfect and flourishing. She mentioned
low proficiency of students in terms of literacy in Kazakh language since she has been
teaching about five years. As an experiment, she tried to bring back the writing genres such
as retelling a story in a written form and dictation. The results were disappointing. Students
made a lot of punctuation mistakes and did not fully understand the speech that she had
dictated. In her opinion this failure is the result of absence in practice for them. For
Karlygash, those retelling and dictation exercises give students substantive knowledge and
language proficiency. Therefore, she thinks that programs must be reviewed, sorted, and

negotiated by local experts and language teachers at first hand. The second concern of this
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teacher was the quality of teaching materials in Kazakh language. The coursebooks seem to
be containing irrelevant and too complicated topics. Even though the topics are
contemporary, they still must reflect the national values, she says:

Some coursebooks are too complicated: the topics are for university students, not for

school pupils. Therefore, | think we need to have the best from the old coursebooks,

and take the best from the foreign materials, and make materials that are suitable for
our context, the new generation.
To improve the situation, she asked if the interviewer, as a Masters’ student, could
communicate with the authors of the coursebook so that her concerns are addressed to them
directly. Her last concern was about the extra-curricular materials. It seems when she wants
students to work with authentic materials, she cannot find good quality podcasts, cartoons or
even bloggers.

From this language instructor’s response, we can observe that even though the
program is beneficial for her as an instructor with improved assessment tools, the content is
not completely suitable for her learners. Moreover, the topics and writing genres could be
reviewed for supporting national values that we pass on to the next generation and some

practices that were effective in the past for developing language skills should be returned.

Russian Language Teacher

Dilara has a profound experience of teaching which is more than 20 years. The latest
reform was complicated for her at first because it was hard to understand the changes. Later,
having had trainings and practicing the new program she experienced “rebirth” as a
professional. Among the participants, she was the only person who had the training for the
updated curriculum in the capital city under the supervision of the international trainers. She
was the only person who referred to the main goal of the updated curriculum — developing

students’ functional literacy: “The updated curriculum, foremost, develops the functional
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literacy of students. This is the key to students of any level — primary, middle or high school.
They become competent in functioning within diverse social practices”. She operates with
notions in the training program (scaffolding, learning objectives, spiral curriculum), showing
adherence to the reform and being a teacher, the policy makers expect her to be:

Our writing is built around the learning objectives. There is an objective, for example,

that states a learner must be to write an argumentative essay, we need to teach that

genre first. We need to provide scaffolding for learners before they start an essay. It
happens after we do some work with active vocabulary.

At the same time, she adapts her instruction to her students’ needs. For instance,
although it is not specified in the curriculum, grammar teaching is important and is taught
explicitly if she observes that students need support in certain topics. Currently, she seems in
tune with the changes, probably due to her adaptive and curious personality she demonstrated
during the interview. She said: “I am currently attending courses on teaching talented and
gifted children and last year | took some courses on differentiation. 1 am being equipped with
very good quality materials and knowledge from there”.

Among all teachers, Dilara seemed the most prominent supporter of the CBA. She
liked the accuracy in assessment, especially that it provides observable, gradual, incremented
development of learning for her students. In her context nothing seemed to impede her
teaching, neither professionally nor materially because the school is providing all the means
of maintenance and development. Her methodological need was the professional
development courses on the topics that her students will have the external assessment. Apart
from that nothing seems to bother her, and she assumes that success in teaching is tightly
rooted to teachers’ constant self-development:

Actually, in order to succeed in this curriculum, teachers must be constantly making a

thorough preparation to the lessons, understand the teaching materials, and feel
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empathy to students. Even better for teachers is to reflect on their capability for a

certain task.

English Teachers

Irina’s Experience

Whereas three teachers were generally positive towards the reform, Irina was rather
neutral. In her vast experience of 30 years, she has seen reforms in abundance. Within this
time, she has developed obedient stance, “we do what we are told to do”, “we are required to
adhere” she said, and then there was “we got used to it, so did the students”. Nevertheless,
from her description it seems her instruction is prevailing with the old program because she
considers grammar as the most important part of language teaching, hence showing her
preference for the old program. Irina also reminisces about the old ways of teaching and even
thinks the 5-scale grading should return, because the current 10 points for term is
unachievable goal for her learners. Moreover, she is disposed to thinking that students’ level
is low in other subjects, which in turn is affecting English language as well. Nonetheless, she
uses the criteria-based assessment in her lessons, and always attends development courses.
She expressed this in the following way:

| have had so many trainings in last 5 years. Before the reform we did not use to attend
that many. But information is updating very fast, and we must stay in tune. | guess |
need to subscribe to more trainings soon.
This can inform us that she is doing what she knows best for her work because she expressed
her commitment to her job. Undoubtedly, the updated curriculum has made some positive
impact into her beliefs as she has started to realize that the information is updating very fast

these days and she must keep up. Knowing and being able to implement all the latest
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methodologies and approaches, along with the CLT, in language teaching would make a huge

asset into her practice. It also could be connected to the frequent updates of the curriculum.

Meruert’s Experience

Meruert is the least experienced teacher in this study. She has been teaching three
months at the time of the interview and she is a fresh graduate of a university. The
communicative language teaching approach was in the curriculum when she was a student in
high school; therefore, it was not new in her teaching career. Comparing the new program to
her experience as a learner she finds it “cool”. It is very modern, oriented to learners, and new
topics such as fashion in Kazakhstan excite her. In general, though she welcomes the updated
curriculum, she admitted not being able to understand it clearly. She has not received a solid
training and she is learning everything she must know from her colleagues. Among the
changes she would make is the assessment scheme. She believes there should be separate
evaluation of participation and attendance, not only the product of examinations (summative

assessments) as it is now.

Language Teacher’s Cognition

Schooling

This section looks at the teachers’ background in three areas: 1) learning, 1.e., schooling; 2)
training for the updated curriculum, i.e., professional coursework, and 3) their classroom
practices. These three themes established by Borg (2015) will help to define language
teachers’ cognition in the updated curriculum. The summary of details on teachers based on
the framework is provided in Table 2 below.

Table 2
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Teachers in the Scope of the Conceptual Framework

Teachers Framework
Schooling Professional Classroom practice
coursework
Kazakh Independent Pre-service training Criteria-Based
Kazakhstan Assessment
Russian Soviet International Criteria-Based
experts Assessment
English Soviet Local experts Criteria-Based
Assessment
English Independent None Criteria-Based
Kazakhstan Assessment
Schooling
Karlygash

Karlygash, who is the teacher of titular language, experienced her school and tertiary
education in modern Kazakhstan during the 2010s. She believes that those practices of her
school age, predominantly, some writing exercises such as dictation and retelling are still
essential in language teaching. As her learning practice suggested, she has come to believe
that retelling fosters memorization and cause-effect relation analysis better because a story
that is read to them multiple times should be written in the correct sequence. The dictation on
the other hand, would endorse literacy skills, namely, spelling and punctuation. She could
also observe that some teachers in her school bring those activities to lessons as an

experiment. She said:
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I think dictation and retelling must be returned in the newly adapted form from the old
curriculum. As experiment | have tried a dictation with them, and they made a lot of
mistakes. They were mistakes in punctuation, I realized they did not understand some
sentences. When | gave them a retelling task, they did not know what it was.
This suggests that Karlygash’s schooling is affecting her perception that the new approaches
in the curriculum must be developed in consultation with teachers because they know what
might work for their students. At the same time, she is for the reconciliation of old and new.
She compared her school days with current practice in the following way:
| remember at school if we had a group work, we did not group up physically. The
teacher would write scores of out teams on the board and interaction in the classroom
was not welcomed. | used to wonder if teachers would prefer to have ‘static’ lessons
and why we would not study like in abroad [interactively].
In this expression she demonstrated seeing the CLT as a foreign teaching method, which
makes her lessons lively allowing more communication and interaction, opposite to her

experience in school, therefore she actively implements it.

Dilara

Dilara is one of two participants whose schooling dates to the Soviet period of Kazakhstan.
She recalls that period positively and realizes from her learning experiences in that time the
importance of grammar, however, as it is expected in the updated curriculum, it is not the
core element of her teaching. The central focus in her practice is teachers’ self-development
and her classes, as she describes, are now student oriented. “Grammar is taught differently
nowadays. A teacher's management of her lessons must be flexible”, she thinks. This means
that despite having the Soviet education, she has shifted from those priorities in her schooling
and adjusted herself to the new era of education. Nowadays, she remains collectivist in her

social interaction as she mentioned aligning her practices with her colleagues. “When there is
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a task common for a cohort, we think about students’ steps in making a task. This further

affects how students write the summative assessment and then an external assessment”.

Irina

Irina is an educator whose previous experience of language teaching is based on
syntax, structure of sentences, and rules in a coursebook which have greatly influenced her
current approach to language instruction and even remains dominant in her mind. She
received Soviet education as Dilara, nonetheless, as her narration indicates, she remains
obedient to the requirements from the officials, and yet also remains loyal to the priorities in
her schooling: “all the aspects of teaching are important to me, not only communication. A
student can not succeed in learning without grammar knowledge,” she said. And therefore,
she might not be exploiting the CLT as actively as expected. Generally, it seemed like her
schooling and teaching background have a greater impact on her teaching than the reform and

she might be struggling by not being able to say that openly.

Meruert

The youngest of the participants, Meruert, had a CLT approach in her English
learning, and therefore the updated curriculum is close to her schooling years. “Actually, my
personal experience is that | have been taught by the communicative approach since the
secondary school. The grammar has never been a significant part of our instruction” she said.
She seems indecisive what works best for her students and for her teaching: “For tasks | use
the criteria developed by other experienced teachers”. She is exploring this field and,

therefore, needs time and experience to find her voice in career.
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Professional Coursework

The participants have had different experience in training for the updated curriculum,
from receiving no instruction to a training with the British experts who developed the
program. The following section provides detailed description of teachers’ professional

development trainings.

Karlygash

In her tertiary education she had level-training courses, included in the bachelor’s
program to have them trained in the updated curriculum before they start teaching at a school.
However, practice, as she says, is different from theory and she still needs more specific
trainings. She thinks her training was not sufficient as there was a distance between what they
studied and what they are expected to do in classroom. “The place that gave me substantial
practice is the workplace” was her comment. It must be mentioned that her workplace is a
private organization, and it allows more freedom in teaching than in the state schools. That is
the reason she is able to experiment in her teaching. It would be enriching to be able to share
her findings on the experiments and make some impact on Kazakh language instruction. She
wants to practice agency in her professional coursework by attempting to adapt the teaching
to their students and implementing her own beliefs into how teaching of Kazakh language

should be.

Dilara

She demonstrated high quality knowledge of the new program and she mentioned
having had training from the foreign experts who developed the program. In her training, as
she describes, they had theory and practice together. They looked at the real examples from
the program and conducted mock classroom lessons. Her evaluation of her training is high,

and she is definitely thriving in the updated curriculum, partially, due to her training with the
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experts: “we had a training from the English experts, and they thoroughly explained us all the
details of the new program. It was very fruitful as we had a chance to try out the new

approaches in practice”.

Irina

Unlike Dilara, Irina received training at the local state-funded organization. She did
not express any excitement about the training and perceived it as a regular duty of her work.
It was hard for her to adapt and adopt the knowledge in the courses immediately and for that
reason learning them seems just a mechanic process in her career. However, when she started
talking about the courses she takes in her spare time, as a part of her professional
development, she seemed more interested in them: “for instance, recently there was a course
on TKT (Teacher Knowledge Test) and then there were level-courses. So, | would take more
in future”. It seems the level-training courses did not impact her views significantly: “Yes, we
have been trained to handle this new program. Well, yes, what can | say about the training -
they showed, explained us how to do, what to do” she said in a cold matter-of-fact tone of

voice.

Meruert

Meruert’s training, as indicated in the Figure 2 above, is none. She is learning from
her colleagues, and she considers she will improve even more if she takes training courses
that grant her international certificates such as CELTA (Certificate in English Teaching to
speaker of other languages), and IELTS (International English Language Testing System).
She believes that courses in those disciplines will help her in teaching and make her an

outstanding professional.
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Classroom Practice

All four teachers are using CBA and CLT in their classroom. The criteria-based
assessment has significantly changed the way teachers think and instruct. The approach,
which has been described in the previous chapters, makes an emphasis on criteria for
assignments, the curriculum, and supports the socio-constructivist learning theory, formative
and summative assessments. As it is a standard in schools, all teachers generally implement
the assessment in similar ways in their lessons. The CBA is not only about marking, but also
models instruction for teachers. Therefore, their instruction had a similar approach. “When
we have a new module, we learn the active vocabulary first, in the coursebooks we have
phrase banks, only after we write an essay based on the topic” was a description of almost all
the teachers.

Nevertheless, some personal observations on CBA by the teachers are worth noting.
For instance, what Karlygash emphasized most was the fairness, reduced subjectivity because
both learner and teacher are aware what must be done and what is graded. It seems that
justification of assessment is expected from both sides, the instructor and the learner, because
two of the teachers, Karlygash and Dilara, stated that if a student disagrees with the mark,
they ask for clarification from the student, and she give the mark they have both agreed on
based on the criteria discussed before. Dilara favors the social-constructivist approach, that is
partially brought by the CLT, which allows learning in the social interaction via group and
pair work, and which enables the knowledge to be acquired socially and the students stay in
command of their learning: “Students communicate, exchange knowledge, and this is a
constructive interaction. This enables acquiring knowledge from one another, provided that
the tasks are designed to make it happen”. Dilara also praised the assessment for enabling
gradual fashion to learn and making the increments in student’s progress visible. She can

identify the learning objective the student needs improving in. On the contrary, the English
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teacher Irina is skeptical that her students are flourishing under this approach. Her estimation
is that she could teach the same content successfully in the old way. This is pinpointed by her
next comment: “In an ordinary state school students do not know English for 10 points. The
maximum point students get from me is 8. As a Soviet person | would return the 5-scale
grading system”. Generally, what could be observed from responses is that the CBA has
brought to classroom is precision, fairness, objectivity, and constructivism. The latter is
practiced not only in variety of interaction as a pair or group work, but also when criteria for
their tasks are created together with students. “Yes, there are criteria in the coursebook. We
observe them and sometimes follow them, but sometimes we make our own because in the
book they might be too general” was the practice of Irina. It seems the teachers, except
Meruert, who uses the criteria provided by her experienced colleagues, co-construct them
based on what was covered in the topic as the criteria suggested in the coursebooks may not

always reflect the classroom practice. These examples could prove their constructivist stance.

Conclusion

In conclusion, it can be stated that the language educators think the curriculum reform
was a timely change that reflects the needs of contemporary teaching. Three experienced
teachers and the novice teacher found it hard to adapt at first, but eventually, they realize the
advantages of the curriculum. It sets them closer to the students due to learner-centeredness
of lessons and they want to be able to help them and guide them properly. Concluding this
chapter, the findings suggest that language teachers take a critical stance by suggesting that
the curriculum needs revision in terms of localizing the borrowed ideas and methods. They
insist on building the new on the basis, in combination of old and new. The role of their
schooling has its share on these views, and it is influencing on their current practices;

nonetheless, they are open to the new ideas offered to them and they transform under the
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updated curriculum. They are reflective as they state they experiment and observe their
students’ progress. They are proactive as professional courses have become a regular part of
their practice, which also makes them adaptive practitioners as they are disrupting their
former patterns of teaching.
Findings by the research questions can be listed in the following way:
1. Teachers are mostly positive about the updated curriculum.
2. Russian and English teachers support the new content, however the Kazakh teacher
thinks it needs revising.
3. Teachers have disrupted the old ways of teaching and welcomed the CLT and CBA.
4. Teachers praise the CBA for precision, fairness, and their lessons are constructivist.
5. The level-training from local experts is perceived as less beneficial than receiving the
training directly from foreign experts.
6. The teachers had different specifications for professional development based on their

language subject.



46

Chapter 5: Discussion

This chapter aims to interpret the events discovered in the key findings from the previous
chapter and identify possible causes of the events. The organization of the chapter follows the
fashion of statement of a finding and further discussion of it. The findings, at the same time,
have been aligned with the theoretical framework (Borg, 2015) and research questions, which
were the following:

1. What are Kazakh, Russian, and English teachers’ attitude towards the updated

curriculum in the secondary schools of Kazakhstan?

a) How do they perceive changes in the content of their subjects?

b) How does their schooling affect the implementation of the communicative
approach to language teaching?

c) What has the criteria-based assessment brought to their classroom practices?

d) How do language teachers evaluate their training for the updated curriculum they
had received in their professional coursework?

2. What are the methodological needs of Kazakh, Russian and English language

teachers in the frame of teaching in the updated curriculum?

RQ1

Teachers are Mostly Positive Towards the Updated Curriculum
This finding was pinpointed in the local studies mentioned earlier (Azhmukhambetov,
2020; Baikenov, 2020; Suyudukova, 2019) where teachers have demonstrated support
towards the updated curriculum and found it beneficial to their practice. In this research
study, language teachers showed support and adherence to the policies, and one did not
openly dissent even if she considered the former curriculum was better. This diligent attitude

might partly be caused by the cultural peculiarities. According to Hofstede et al. (2010)
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model Kazakhstani culture bears “large power distance, collectivist and uncertainty avoidant
characteristics” (McLaughlin et al., 2014, p. 246), which means that the people tend to
conform to the authority, tend to support collective decisions and avoid being unconventional
by following regulations, rules. This might be the reason why Irina did not express her
support directly and remains in tune with collective. Moreover, policies in this country are
regularly top-down (Goodman & Karabassova, 2018), hence teachers are expected to obey
the regulations. It is partly due to the fact that power is highly centralized in this country and
most often the communication bears a hierarchal fashion. Therefore, perception of schools as
passive followers of the reform is prevailing by the authorities (Frost et al., 2014). There are
district education departments who make a regular check of schools for complying with
regulations that the authorities and MoES provide. The accountability of teachers has also
been discussed in the key policy documents, where it has been established that there are

enough policies to monitor teachers in schools (The World Bank, 2013).

RQ 1a

Russian and English Teachers support the New Content, however Kazakh Teacher
Thinks It Needs Revising
As for the English teachers, the program of training is designed by the University of

Cambridge, which alleviates their burden on teaching materials, and they do not have to make
substantial efforts to change their practices. Dilara, the Russian language teacher, preferred
and managed adapting and adjusting herself to the content and kept improving. Whereas
Karlygash, the Kazakh teacher, demonstrated a critical approach to the content, mentioning
some topics in the curriculum are derived directly from the western world without

considering the local values. This concern is delineated in one of the current sources:
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In contrast, the cases dealing with Kazakhstan’s educational reforms suggests that
there was some under-communication and that, while the overall imperative for the
reforms echoed the economic and cultural identity issues expressed in the

Singapore example, the messages were not as effectively crafted and did not

immediately appeal to or evoke an interest in the nation’s future and in the formation

of a national identity (McLaughlin & Ruby, 2021, p. 196)

This concern was reflected in Kazakh teachers’ response. Besides, she was trying to
revive the old curriculum activities and bring the values she considers important into her
instruction. Likewise, in the study by Zhang and Liu (2014) when the new CLT curriculum
did not correspond with teachers’ beliefs, they simply did not adhere.

Overall, this finding suggests that work still needs to be done in the reform and though
the majority supports the reform, the reform is still a dynamic, non-linear construct and
therefore needs constant revision, and most of all, interaction with the key implementers.
Therefore, it can be suggested that, as in this study, the curriculum change might not be fully
implemented as it was designed initially because changes are successful when they are co-

constructed (Datnow, 2020).

RQ1b,c

Teachers Have Disrupted the Old Ways of Teaching and Welcomed the CLT, CBA

Teachers Praise the CBA for Precision, Fairness, and Their Lessons are Constructivist

The devastating position of education in Kazakhstan in early years has been described
as having low provisions, shortage of staff, low school enrollment, high rates of students
dropping out, poor quality of textbooks (Silova, 2005, Steiner-Khamsi et al., 2006). Teaching
followed the legacy of outdated methods where “the conception of knowledge as finite,

hierarchical and fixed in time” (Fimyar & Kurakbayev, 2016, p. 93). Nevertheless, during the
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interviews it was obvious that those conditions are no longer present and teachers in general
are not only well-provided but also do not completely consider knowledge is dynamic and
ongoing. They are transforming and adapting into new paradigm of teaching, however, as in
case with Irina, with certain degree of skepticism. This, as described in the findings, might be
the effect of her Soviet schooling that formed perception of language teaching.

The CLT and constructivist approaches to teaching are closely connected in terms of
learning paradigm, which advocates the view that knowledge is acquired socially during
interaction in classroom, i.e., the interaction of teacher and students, and students among
themselves. This is also visible in the description of their criteria development. It is
constructed together with students, because what is written in the coursebook may not
correlate with how they learned a topic. This shows their change, flexibility, and adoption of
the new system, though not completely, but abandoning the old.

Another interesting discovery is in teachers’ critical stance towards the old 5-scale
marking. Formerly, students were given a mark out of 5 regularly in lessons and at the end of
a term they would receive a mark out of 5 for the whole term. Now they are assessed by the
three summative assessments, which in sum is a mark out of 10. Three teachers did not want
the old grading system and only one, Irina, thinks it was more precise than a present scoring
out of 10 per term. Meruert, on the other hand, supports the new scoring system although she
believes that it still needs further modification such as assessing the participation and
attendance. This is a demonstration of teachers’ critical thinking. They judge the grading
system by fairness, precision, negotiability, representativeness, and even have some
modification ideas. Overall, the context of teaching has changed and so did the teachers and
the updated curriculum might gradually displace the old one, since the new is being
welcomed by the majority. Their instruction is mixed for now but is visibly different from the

old ways.
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RQ 1d

Cascade Training Is Less Beneficial than the Direct Model

Among the respondents there was a case of having a training for the updated
curriculum directly from the foreign experts (Dilara), in tertiary education (Karlygash), local
experts (Irina), and no preparation at all (Meruert). Whereas direct training from foreign
experts has doubtlessly been prosperous in reaching its goals according to the participants,
the question of the pre-service education remains open because the participant who took the
course complained about the absence of practice in training. In the cascade model there are
levels of the courses assigned and later the level one completers become coaches for level
two and they, in their turn, become the coaches of level three. It is described in the way that
“Cambridge trainers worked directly with 286 Kazakhstani trainers in Astana. Then the
trainers were assessed and accredited before they were permitted to undertake training with
other teachers” (Wilson et al., 2013, p. 5). At this point there is a disadvantage of the training
that might come from what Fimyar (2014) warned - the initial meaning can be lost in
translation, which is a frequent case in policy transfer, especially if they are not in the local
language. Therefore, it is important to revise the content of those teacher training programs.
One more suggestion come from Mclaughlin and Ruby (2021) who advocate the enforcement
and facility to the regional stakeholders - local district education departments that play a key

role in implementation of changes.

RQ 2

The Teachers had Different Specifications for Professional Development Based on Their
Language Subject
The Kazakh teacher, Karlygash, it was mentioned earlier, wants the content to reflect

the national values, and be suited to the students’ level. Dilara, the Russian teacher, is full of
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empathy and therefore wants to be trained to teach writing in topics her students struggle with
in the external summative assessments. Irina, the English teacher from the rural area, was
concerned about her schools’ equipment, as it was very poor, and she could not possibly use
teaching materials she would want to simply because there is no internet and interactive
board or projector in the classroom. Her colleague from urban school, Meruert, had no
concerns with technologies, however mentioned wanting to take international courses such as
CELTA, IELTS. Undoubtedly, the one-size-fit-all approach in teacher training needs
reconsideration, which is shown by the participants’ answers above. Irina’s concern has been

raised in a recent source as well:

The fifth major issue is that of how to move towards ensuring the quality of teaching
for all students. There are the issues of rural and urban difference in outcomes which
were raised in Section 4.4.6. The inequality related to provision of resources,
including the quality of teacher preparation and development, internet access,

equipment, furniture and physical infrastructure (McLaughlin & Ruby, 2021, p. 87)

Unfortunately, with these circumstances it is hard to speak about the implementation of the
reform and success in education in general. This might also be the factor affecting the
teachers’ perception of the updated curriculum. It might be that therefore she thinks the old
curriculum was better because it was not bound to the facilities as much, making the rural
areas significantly disadvantaged. This brings to another the critique of the reform, apart from

it being fast, it is elitist:

It was designed to be implemented in and for the purposes of the fully equipped
school for gifted children, but intents to disseminate the practice to all secondary
schools, 76.7% of which are rural schools where study 48% of all school children

(Tastanbekova, 2018, p. 94).
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The OECD (2014) report also pinpointed this issue and looking at the two sources from years
2018 and 2021, and the response of the participant, the problem seems to be not addressed in

the manner it deserves.

Conclusion

Drawing conclusions from the discussion chapter, it stands clear that there are still
areas for improvement in the updated curriculum. Teachers predominantly welcome the
reform, the new program and content of their teaching, not only because it is improving their
practice but, as it was stated, due to the cultural resistance to critiquing the curriculum. If
lessons are methodologically thriving, there are still concerns about the values the content
and methods purport.

Regarding teachers’ training or preparation for the updated curriculum, the courses
have been mostly effective in direct model, but become more mechanic in cascade model,
which might be due to the course being translated from English. Moreover, there are no
practical implications in the pre-service form of the trainings, and it seems there is no training
for newly recruited teachers. The discussion of the second research question revealed
teachers’ diverse methodological and practical needs. Whereas teachers from urban schools
need to develop in terms of their subjects by taking both local and international content,
having been provided technically, the teacher from the rural region wants the improvement of
equipment in the first hand. Since the updated curriculum has been tested and approved in the
fully equipped contemporary schools, the implementation should maintain that level of

provision in the recipient schools as well.
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Chapter 6: Conclusion

This study aimed at discovering Kazakh, Russian and English teachers experience on
the updated curriculum in secondary schools of Kazakhstan to inform various stakeholders on
how the implementation of the updated curriculum is going after five years of enacting.
Language teachers’ cognition, i.e., what they believe, think, and how they perceive the new
language teaching program and what they need to improve their job has been examined by
means of semi-structured interviews. The research questions have attempted to capture their
stances on the updated curriculum, content, assessment, training, and methodological needs:

1. What are Kazakh, Russian, and English teachers’ attitude towards the updated
curriculum in the secondary schools of Kazakhstan?

a) How do they perceive changes in the content of their subjects?

b) How does their schooling affect the implementation of the communicative

approach to language teaching?

c) What has the criteria-based assessment brought to their classroom practices?

d) How do language teachers evaluate their training for the updated curriculum they

had received in their professional coursework?
2. What are the methodological needs of Kazakh, Russian and English language teachers

in the frame of teaching in the updated curriculum?

Summary of the Major Findings

In general, it can be stated that the updated curriculum is welcomed by the teachers
and welcomed by the teachers with some critical conditions. The language teachers are now
more proactive, reflective, empathetic, critical thinkers. At the same time, this thinking is
enabling the Kazakh teacher, Karlygash, to consider that the updated curriculum with some

methods of teaching and content borrowed from the English-speaking country’s education is
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not responsive enough to the local values and the materials are not completely adapted to the
local context and sometimes to students’ age. Moreover, she and the English teacher Irina
think that some of the teaching methods from the old curriculum worked perfectly in teaching
their languages and therefore need to be returned. Under the new circumstances they are able
to combine the old and new and even experiment on how certain methods of teaching from
their schooling work on their students’ improvements.

With regards to CBA, three of four teachers admitted becoming precise and fair with
the new grading system, and among them one thinks this can further be modified to reflect
more aspects of students’ effort, whereas another thinks the old system was better. The
training that teachers received was magnificent for the teacher who had a training directly
from the foreign experts, but for the teacher who had pre-service education it was not
practical enough, and for the teacher who received it from the local trainer it seemed rather
mechanic. On the other hand, the novice teacher has not received a training on the updated
curriculum yet. Regarding the methodological needs, the Kazakh and senior English teacher
would like to take any courses available for their practice, the Russian teacher wants to take
advanced courses on text analysis, and the novice English teacher is striving for receiving
international certificates on EFL. There was one specific finding reported by the teacher from
a rural region. She admitted her school did not have the means of technologies that are
essential in her teaching. This suggests that the provisions for rural areas are still under-

supported.

Recommendations and Implications

Based on the last finding above, the provision of equipment to all schools in the
Republic must be the first in the list. There cannot be a successful implementation of the new

contemporary curriculum if basic facilities and equipment in the classroom are not in place.
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This will be the first recommendation directed to the local authorities responsible for budget
expenses. The second recommendation is to review the content of Kazakh language books for
content and methods. This, as the respondent suggested, could be reviewed by the
professional association of teachers. Moreover, some communication of the teachers with the
coursebook developers/authors would imbue more suitable content and teaching methods.
The National Academy of Education could take a mediating stance for such occasions. |
assume connecting the authors directly might be a disturbing practice as teachers are
numerous and authors are few. Therefore, creating an intermediary committee would
alleviate communication. Further, the information should be delivered to the school
managers, who can address their teachers’ needs.

The lion’s share of recommendation belongs to the professional training developers,
namely, Center of Excellence and Orleu, which should consider providing subject-specific
training courses for every language and consider the subjects separately. Additionally, pre-
service training must be revised for more connection with real teaching conditions.
Eventually, the Ministry of Education’s should seek for ways of reflecting on teachers’
beliefs and attitudes and develop incentives that would promote them. Referring to the data
above, it is essential that the changes are made in cooperation with the practitioners and
implementers of the reform. So that the latter thrives in their places and invest in upbringing

of the generation of knowledgeable, skilled, confident young people.

Limitations

There are several limitations of the study. Firstly, the sample size is limited to four
respondents. A bigger size of participants could reveal more issues with methodological
needs and reflections on the updated curriculum, especially in rural areas. Secondly, the

methodology extended to questionnaire and leading to the mixed method research would
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have shed more light on the tendencies of certain concerns and expand the sample size as
well. One more limitation which was caused by the COVID-19 restrictions, is lesson
observation. Unfortunately, at the time of interview restrictions on school visitors was still in
place. The last limitation, which is common in our community is reluctance of teachers and
school principals to interact with representatives of other educational institutions such as
researchers or graduate students. This leads to advice for future researchers to approach

schools through authorities in official ways or seek for gatekeepers.

Future Research Directions

Among the further directions for improving the studies on teachers and the curriculum
changes, it can be offered to consider cultural aspects of the local community as suggested by
McLaughlin et al. (2014). Knowing cultural differences will help researchers to find suitable
approach to teachers and other members of society. As it was mentioned in OECD report
(2015) workers of the educational field are “less likely to reveal aspects of their practice”,
there might be a certain need to revising the ways to change those cultural perceptions to
make the people in education more open to the researchers, policy makers or other interested
parties. Another topic that would shed light on teachers and changes in curriculum is how
policies are interpreted by teachers. As it has been mentioned, it is a common phenomenon
when the policies are not only perceived wrongly, but they get lost in translation, especially if
they are written in a foreign for the context language. This might be the case in Kazakhstan as
well.

In general, | think the study has reached its purpose in discovering what teachers
think, believe, and how they act in the new circumstances — the updated curriculum. Many

important issues have been revealed, which need a consideration from the stakeholders



mentioned above. The best way of enacting changes is to make them in close collaboration

with the objects of the alterations.
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Appendix A

Interview Questions

Warm-up questions

1. Hello! How are you feeling today?
2. Are you ready for today’s conversation?
3. How did you feel about changes in the educational system?
1 Curriculum:
1.1 What is your experience with the updated curriculum? Did you teach in the old
curriculum?
1.2 The updated curriculum emphasizes communicative language teaching. Is it a suitable
approach to teaching the language you instruct?
1.3 What is your perception of changes in the content?
1.4 Also, it makes grammar in language teaching less important. How do you feel about it?
2 Assessment:
2.1 How did you learn to implement the criteria-based approach?
2.2 How do you feel about having prescribed number of summative assessments?
2.3 What do you think about the external summative assessments?
2.4 Do you think the 5-point scale assessment should return?
3 Methodological expertise and needs
3.1 Did you take any specific training that would help you carry out the formative and
summative assessment?
3.2 Do you need any type of additional training?

3.3 What else could be done to improve your teaching practice?

Final questions



4 Is there anything I haven’t asked about writing instruction that you think is important?

5 Do you have any question to me?
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Bonpockl nHTEPBLIO
BerynurenbHble BONPOCHI:
1. 3apasctyiiTe! Kak y Bac nena?
2. BBI rOTOBBI K CErOHSIIHEMY UHTEPBbIO?
3. Kak BbI BocIipuHsUIIM NTepeMeHy B 00pa3oBaHuu?
1 Conep:xxanue 00pa3oBaHuMA:
1.1 Kaxoii y Bac OmsIT mpenojaBaHusl B OOHOBIEHHOM COJIep>KaHUU 00pa3oBaHus?
[IpenogaBanu a1 BBl B CTapoil cucreme?
1.2 OGHoBIIeHHas TporpaMMa JieJlaeT yIop Ha KOMMYHUKATUBHBIN MOJIXO/ B
MpenojaBaHuy si3bIKoB. Kak BbI cuMTaere, OH MOIXOAUT [Tl Balllero mpeamera?
1.3 Kaxkoro Baiie OTHOIIEHHE K HOBOMY COJIEp>KaHUIO Ballero npeamera?
1.4 Kax BbI OTHOCHUTECH K TOMY, YTO OOJIbIIIE HE HY>KHO YUUTh U OLICHUBATh TPAaMMaTHKy
KaK paHpLie?
1.5 Yem BbI pyKOBOJICTBYETECH, KOT/1a TOTOBUTECH K YPOKY IO HaBBIKY MHCHMO?

2 OunenuBanue

2.1 Kak BBl HAyYWJINCh IPUMEHATHh KPUTEPUAIBHOE OLICHUBAHKE?

2.2 Kak BBl OTHOCUTECH K TOMY, YTO Y BaCc yCTaHOBJIEHHOE KOJMYECTBO CYMMaTHBHBIX
pabot?

2.3 Yto BBI 1yMaeTe O BHEIIHEM CYMMATHBHOM OLIEHUBAHUU?

2.4 Kak cunrtaere, CTOUT JIM BO3BpAIIaTh S-0alIbHYIO CUCTEMY OLIEHOK?

3 MeTtoaosiornyeckue CnoCOOHOCTH U MOTPEOHOCTH
3.1 IIpoxoauiu I BBl KaKyt0-1100 CHEeIHaIbHYIO OATOTOBKY UM 00yueHHe
(opMaTUBHOMY ¥ CyMMaTHBHOMY OLICHUBAHUIO?
3.2 Hy>XHBI 11 BaM JIONIOJTHUTENbHBIE BUIBI TPEHUHTOB?

3.3 YUto emnie Morio Okl BaM MOMOYb B paboTte?



3akaounTeIbHbIE BOIIPOCHI

4 EcTb 1 4TO-THO0 BAXXHOC, O YEM s HE CIIPpOCHJIa B OTOM I/IHTepBBIO?

5 ¥ Bac ecTb BOIIPOCHI KO MHE?

71



72

Cyx0art cypakrapsbl

Kipicne cypaxkrap:
1. Conemerci3 6¢! Kanbiabi3 Kanai?
2. CyxOarka gaiibiHCBI3 0a?

3. bi3gin memiekerreri 6utiM Oepyeri e3repicTep/l Kaiai KaObLaa bIHbI3?

1 binim 6epy 6arnapsamacel

1.1 XKanmer afiTkanzaa, sxaHapThUTFaH OuTiM Oepy Oarmapiamacs! OiimM Oepy OLTIKTUTITIHI3TE
KaHnai ocep Turizai? Ecki 6armapnamana cabak 6epaini3 6e?

1.2 Xana Oarmapnamana KOMMYHUKaTUBTI OutiM Oepy anra KoilbUtFaH. On Ka3ak TUTIH
yiiperyre keneni me?

1.3 barmapnamaHblH Ma3MYHBIHAAFbl ©3repicTepre KaTbIHACBIHBI3 KaH1ai?

1.4 Oran Koca, Oyn OafjapiaMa TpaMMaTHUKara KeHUT Oenyai Oocenaereni. OchiFaH
KaThIHACBIHBI3 KaHIai?

2 baranay

2.1 Kpurepuansl 6is1im Oepy KyieciH KoJaaHy bl Kajnai yipeHainiz?

2.2 CymMmaTHBTI Oarasay caHbIHBIH O€NTrijieHin Oepiityi Typaibl He oiaichI3?

2.3 ChIpTKBI CyMMAaTHBTI Oaranay KalbIHa HEe OUIaliChI3?

2.4 5-nopexeni OaranayaaH KalTapy KaxkeT Jer caHaichi3 6a?

3 MeTo1010rMsVIBIK KICINTIIIK K9He KaKeTTiJiKTep

3.1 ®opmarTuBTi )KOHE CyMMAaTHUBTI Oarasay >kailiibl apHaibl TaibIHABIKTaH OTTiHI3 0e?

3.2 Ocbl allThUTFaH TaKbIpBINTap OOMBIHIIA Ci3T€ QJ/I€KAaHal OKBITY, TPEHUHT, CEMHHAP KaXeT
ne?

3.4 Y)KyMBICBIHBI3/IBI J)KaKCAPTY YIIiH TaFbl 0acka HE KOMEKTecep efi?

4 KopbITBIHABI CYpaKTap



4 MeH cypamarat, 6ipak cypaiybl KepeK Hopce Kaiabl Ma?

5 Maran cyparbIHBI3 Oap ma?
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Appendix B

Interview Transcript Samples

Transcription — Kaz yaz 1

JKeke MeHIIIK MeKTeN

- Canemercis 6e! TaHBICKAHBIMBI3Fa KyaHBIITHIMBIH.
Cyx0aTKa KeIiCKeHIHI3re paxMeT.

- Canemercis oe! Ha.

- TaxipHOCHI3 *KAIIBI TAFbI AHTHIN JKidepecis Oe.

- JKorapb! CBIHBINITApFa KA3aK TLli JKoHE dIeOHETIHEH
cabak OepeMiH jkaHa OKy OaFJapiIaMacMeH OepeMiH.
Taxipudem 4 b1

- Kanapmeinzan oKy 6azoapaamacst Kanaii acep
emmi? Kaxcapmmeot ma?

- Baramayra KeneTiH 0orIcak, JECKPHIITOP A1IETT
Oaramayra keMekTeceni. JKammer 6arnapaamara
KapaFaHIa, KYHISTKTI OKBIFAH OLTIMII HAKTHL,
axinipek 6oIyFa KeMekTecei. By okymerra 1a,
myramimre ae THiMai. Katay 6ara Gepyzae bananbiy
IIBIFAPMAINBUIBIFEIH OyFaTTaMay MaHBI3IBL

- /Kana 6azoapnamada 6y pein 6oamazan scanp,
JHcazy crmunnsoepi naiioa 6oa0st. Ocst nypanst He
oii1aticet3?

Ouap 6ap. OpTYpIIi Ka3bUIBIM JaFBLIAPEL,
MIBIFapMalIap, 3CCElep, CTHIBIEP OMap LISTEIIIK
OargaprIaMagaH albIHABL, aTaiina, OyT MeHIH JKeKe
OHBIM, OTap ©3 WITHIMBI3Fa OeHiMaenveres. Omapast
TIKe/IeH ayaaphl, TIKETIeH €HI13y OKyLIbLIApABIH
NICHXOJIOTHACHIHA, KA3aK OKYLIBUIAPEIHBIH
MEHTAIIMTET], Ka3aK TUTiHE cal XKyHeIeH ayBITKBII
keteri. JKaHe cout jxaHa TaciIaepaAi KolIaHy Keiine
ToxRIpHOET MyFaTiMAEpAE TYCIHICTISYIILTIK
Tyasipansl. OFaH Koca, 071ap OKYLIBLIAPIBIH
cayaTTBUIBIFBIH O35 xKaThlp. OKyInbLiap
OyYpBIHFBIAM ka30aiinsr. JacTypi 6imiM epyneri
JMKTAHT, Ma3MyH/IaMa TAllCBIPMaTIapblH OefivMaen
KaiiTa /b KelTy KepeK CHAKTBL O31M TaxipHoe
peTiHae Oip AHUKTAHT KAa3FBI3bII KOPreHae,
OKyIIbLTapAa KaTelep oTe Kom 001asl. ThIHbIC
OenrinepiHae KaTenep Kem 00LIbl, colneMuepai
TycinbelTiHiH OalikaneM. Bisain mekren COPaa
OKYINBIHBIH JeHreHiHe cail KypyFa pykcar oepexi.
Men Ma3sMyHIaMa TAaICBIPMACEIH OepreHze onap
OHBIH He eKeHiH Oumveni. TyciHaepreHae MeH
aIIBIMEH YII PET OKHMBIH MATiHI1, CEHAEP KT
CO3IEpPAi JKAa3bIIl aTTaCBIHAAp, COAaH KeHiH

Transcription: Kazakh language teacher
Private school

Hello! Nice to meet you. Thank you for agreeing to
participate.

Good day! Yes.

Could you remind me of your experience?

I teach Kazakh language and literature in the updated
curriculum. I have 4 years of experience.

How did the updated curriculum affect you? Has it
made it better?

Speaking of the assessment, the descriptors help to be
fair. It does not assess the knowledge of the whole
program. It helps to evaluate a student’s everyday
proficiency (specific knowledge) in a fair way. It is
beneficial for the student and the teacher. It is important
not to restrain learner’s creativity.

In the updated curriculum there are new genres of
writing. What do you th,i‘nk about it?

Yes, they are there. There are different writing skills,

from the foreign educational system, and it is my
personal opinion that they are not adapted to our
national values. It is out of the Kazakh system [of
values], Kazakh students’ mentality to translate and
implement them directly. And teaching in those
methods is complicated for some experienced teachers.
Moreover, students” writing skills are being disrupted
by them. They do not write as they used to. I think
dictation and retelling must be returned in the
newly adapted form from the old curriculum. As
experiment I have tried a dictation with them, and
they made a lot of mistakes. They were mistakes in
punctuation, I realized they did not understand
some sentences. Our school allows to adapt
assessments to the level of students. When I gave
them a retelling task, they did not know what it
was. So, I explained them that I read the text three
times, you write down the key words, then you
write what you understood. It was very hard for
them. It is either that they are urban students, or it
is online learning that affected it, the retelling was
very bad. I think we should stop borrowing the
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Transcription Russian language teacher
Private school

3opascmeytime! Kax y eac oeaa?

Xopomo. Kak y Bac?

Chacubo, xopouto. Bvl 20moewl &
cezodnAwHell becede 0b 0bHOEIeHHOM
codepacanuu 0opazosanua?

Jla, KOHEYHOK

Chacubo ewe pas 3a cozanacue Ha yiacimue
ucciedosanuu. A naderoch eémecme Mol
cModrceM erecuu 000OpbIll 6K1a0 € passumue
obpasosanua. A Hade0Ch 6bl NPOUTU POPIMY
€O21aCUA U CO2TACHYL C MeM, YO Mam
Hanucao.

Ja, 1 npounTana.

Tarx sice, 661 MOHCEME 6 10D0I MOMEHM
OMKA3AMBCA WU HONPOCUING
nepeghpasuposams 6éonpocst. Jasaiime
Haanem. Kx obroé1ennoe codepicarnue
06pa306aHUA NOGTUATIO HA 6A1LY
HpenooaéamensCryio NPaKmuxy?

TIpuxoamnocs 3aHOBO poxkaaTecA. BeLTO
OIIYINEHHE, YTO BCE, YTO OBLTO, 3TO OBLIO He
npo Hac. CKaKy OTKPOBEHHO, YTO HAYaIo
OBLI0 OueHb caoxkHBIM. He motoMy, uto
T/KETIO OBLIO y3HABAaTh YTO-TO HOBOE, 3TO
HHTEPECHO, a MIOTOMY UTO TAKEI0 OBLIO
7oMath ceds. Io Toit cxeme, Koraa y Hac
OBUTH yJeOHHKH, H KOTJ1a MbI IOHHMAIIH B YeM
3aKTIOYACTCA KOHEUHBI Pe3yIbTaT 00y UCHHA.
Co BpeMeHeM, KorJa HA9aIHCh KypCBl, BOT
€ MBI Bce OBLITH aKTHBHBIMH yIaCTHHKAMH,
YPOBHEBBIC TPEHHHTH, MBI Ha9a/IH IOHHMATb B
YeM 0COOSHHOCTH HOBOH IPOrPaMMBL, MBI
TIOHAIIH, YTO 3TO OUSHb HHIEPECHO. JTO
MIPABHIIBHOE PEIICHHE H 3TO MOXKHO JaKe
CKa3aTh 3TO DOIIee INIyOOKOE AETaIBHOE
TIOHHMAHHE BCEX YIACTHHKOB IpoLecca
o0y4eHH, H JeTeH H Hac. Ha ceroasaimmuii
JEHb 00yUCHHE 10 OOHOBIECHHOE MPOrpaMMe
OOIIBIIE IPEHMYINECTB B TOM, UTO ASTH

Transcription: Russian language teacher
Private school

Hello! How are you feeling?

Wonderful. And you?

Thank you, I am fine. Are you ready for
today’s conversation about the updated
curriculum?

Yes, sure

Ok. Thank you again for your participation in
the study. I hope together we can impact
education in a positive way. I hope you have
read the consent form and you agree with
what is written there.

Yes, I have.

Also, you are free to change your mind any
time or ask me to rephrase questions. Also,
camera is optional. So, let’s begin. How the
reform, the updated curvichlum changed
your practice?

It felt like I had to reborn. I felt like what
happened before did not happen with us. I tell
you honestly. in the beginning it was hard. Not
because we had to learn a lot, but because it
was hard to restructure yourself. When we
used to have coursebooks and we knew what
it was fine. Then, when we started having
those trainings, we started to realize the
premise of the new curriculum. We think 1t
was interesting. This was the right decision,
and it can even be said that it provides even
deeper understanding of all parties in learning,
bot kids and us. These days the biggest
advantage of the new program is that children
get a chance to show themselves, their skills.

What is your attitude towards the fact that
now we have the communicative language
teaching approach? Do you think it fits
teaching for your subject?
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Transcription English teacher 2
Experience 3 months
Private school

- Hello! Thank you for accepting the invitation to participate. How are you feeling today?

- Great! Thank you.

- I hope you have read the consent form and you agree with everything that is stated there.

- Yes, I have.

- I'will remind you once more that this interview is yoluntary and you can always change your mind
or ask to paraphrase certain questions. Also, you are not risking anything — your career, position,
your reputation. All the data is private and secured in personal devices under password. Moreover,
all the conversations from the chats will be deleted after the data analysis. You may keep the video
off. if you are not comfortable.

- Yes, ok. I will keep my video off. Thank you.

- Ok My first question is how the updated curriculum affected your practice?

I graduated from a lyceum, and we had coursebooks when we studied. Here as a teacher, we are
writing the lesson plans ourselves and we don’t rely on coursebooks. This is a bit challenging.

- Do you think the communicative approach is suitable for teaching English language?
Yes, of course. I find it to be the best. (I am nervous)

- How do feel about not having to emphasize grammar in your teaching?

the secondary school. The grammar has never been a significant part of our instruction. In my
primary school we had a coursebook in Russian and the grammar was prominent, but I can not
say that was a good experience. I hated it. We studied tenses and all the rules, and I did not
understand.

- How do you organize your writing classes?|

With grade 11 we are preparing for IELTS. We try to link the vocabulary and writing tasks. For
example, we had a topic of “Crime and punishment”. First, we gave them the new words to learn,

writing task we revise [ELTS writing structures, then we provide them samples of writings. Then
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k:oding table
Kazakh teacher Russian teacher English teachers
Teacherl Teacher 2
RQ | Positive “it helps to assess more “It was the right decision | “Ifinditto | “It
1 attitude fairly, it is more precise. to update the curriculum. | be the best | recognizes
Students know what their Students develop the (CLT)” studentas a
aiming at in learning and functional literacy and whole, not
teachers follow their own other skills that are only a
guidance” crucial for their time” receiver of
knowledge”
Neutral - - - “We have
gotten used
toit”; 've
seen a lot of
reforms in
my career”;
“we do what
we are told
to do”
Negative - - -
a Mixed approach Adaptive approach Mixed approach
schooling “We had a grammar-based | When we had “all aspects learning is
to the CLT | approach”, “Our lessons coursebooks, we knew important for me”; “the
were very structured, and | the end result of student, who does not
we were obedient. Unlike learning”, “students know his mother tongue,
this Z generation. You can | interact and learn from and is not trained in it, will
no longer order them to do | each other”; “we do have | find it hard to learn a
a task something, you have. | grammar explanation, if | foreign language as well”
to justify the assignment “I | we see that it is needed
have experimented and for successful completion
had writing assignments of a task and moreover,
such as composition and there is a learning
dictation with my objective for grammar
students” and we teach it”; “we
combine a lexical topic
and a grammatical
sometimes”;
c CBA Accuracy, objectivity, Accuracy in assessment Constructive approach

negotiable marks
“CBA is better, fair”
“It is more fair. more

“Criteria help to improve
gradually, define
increments”

“when we have a new
module, we learn the
active vocabularv first. in




78

Appendix D

INFORMED CONSENT FORM
Language teachers’ beliefs towards the updated curriculum in secondary schools of
Kazakhstan
DESCRIPTION: You are invited to participate in a research study on language teachers
(Kazakh, Russian, English) adaptation and challenges in the updated curriculum. You will be
asked to participate in the interview and answer my questions regarding how you feel and
how you adapt to the new educational system. Also, you are welcome to provide a lesson
plan. The recordings will be stored in a password secured Google Drive and conversation

from the messengers will be deleted after the data is analyzed.

TIME INVOLVEMENT: Your participation will take approximately 40-50 minutes. If you

would like to, you may keep the camera off.

RISKS AND BENEFITS: The risks associated with this study are you may perceive it as an
assessment of your performance and that your personality will be disclosed. Please do not
worry, because the researcher will keep the personal data private and secured. Moreover, the
aim of the researcher is to find out the causes of an issue and offer solutions, not assessing
someone’s work. The benefits which may reasonably be expected to result from this study are
that policy makers will be more informed about how language teachers are dealing with the
new practices of teaching; teacher trainers may consider this in the development of their
courses; school administration will be more aware of challenges that language teachers are
experiencing. Your decision whether or not to participate in this study will not affect your

employment, position in school.
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PARTICIPANT’S RIGHTS: If you have read this form and have decided to participate
in this project, please understand your participation is voluntary and you have the right to
withdraw your consent or discontinue participation at any time without penalty or loss of
benefits to which you are otherwise entitled. The alternative is not to participate. You have
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: If you have any questions, concerns or complaints about this research, its
procedures, risks and benefits, contact the Master’s Thesis Supervisor for this student work,
Professor Bridget Goodman, bridget.goodman@nu.edu.kz, +77021810264

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

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

« | have carefully read the information provided,

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

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

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

« With full knowledge of all foregoing, | agree, of my own free will, to participate in this

study.



Signature:

Date:
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3EPTTEY K¥MbICbI KEJICIMIHIH AKITAPATTBIK ®OPMACBI
Ka3zakcrangarsbl skorapbl MeKTeNTeP/Aeri TiJl MyFaJiMIePiHiH KAHAPTHLIFAH OKY

OaraapJaMachl KaiJibl ceHiMaepi

CHUITATTAMA: Cizre xxaHapTbUIFad OutiM Oepy OarmapiamachkiHa OerdiMaenyiHi3mi
3epTTeyre OarbITTaJIFaH 3ePTTEY KYMBIChIHA KAThICYFa MAaKbIPBUIBII OThIpChI3. Cire cyxoar
OapbIChIHIA CYPAK KOWBLIAJIBI )KOHE 01 OeiiHeka30ara Zoom HeMece Microsoft teams
KosmaHOackiHa ska3buiaibl. KanaysiHbi3 Oosica, cabak xKocnapblH KOPCETCEHI3

oomaaer. Cyx0aT Karasaapsl, OcitHexka30a sxoHe 0acKa ja Matepuanaap KinTce30eH KopraiFaH
Google Drive nnatdgopmacsinia cakaTanaisl. Jlepek eHenreHHeH Keiin xadapiacy

MOTIHJIepl MECCEHKEepIIapaaH enIiIpiIe.

OTKI3BUIETIH YAKBITBI: Cizaix kateicybiHbI3 1aMaMeH 40-50 MUHYT yaKbITBIHBI3]IBI

ananel. Kanacanpei3 OeitHeH131 emnipyre 0omaaabl.

3EPTTEY K¥MbBICBIHA KATBICY/IbIH KAYIIITEPI MEH

APTBIKIIBIVIBIKTAPBI:

3epTTey KYMbIChIHA KaThICyAbIH KayinTepi: Ci3 ochl CyX0aTThl KYMBICBIHBI3/bI Oarasay
PEeTiHe KapacThIPybIHbI3 MYMKIH. Anaiifia, Ci3 )KaliIbl 1epeKTep KYIUsACce3 apKbLIbl
KOpFaJa/ibl JKoHe JIe 3epTTEYIiHIH MaKcaThl )KYMBICBIHBI3/IbI Oarajiay emMec, TeK MOCeJIeHIH
ce0ebiH TayslIl, IEMIIMIH YChIHY. 3epTTey KYMbIChIHA KaThICYBIHBI3/IbIH KeJleciaei
apTHIKIIBLUIBIKTAPbI 00Tybl MYMKIH: 3aH IIBIFapyIIbl Tapar, MyFaliMIl KETUIAIPY MaMaH1apbl
KOHE MEKTeTIl OKIMIIUIIT TiJ MyFalniMIepiHiH jkaHa OarapiaMara OeiiMaeny ypIiCiH Kepirl,

KUBIHJIBIKTapBIHbI3IaH Xabapaap O6oa anaapl. 3epTTey )KYMBIChIHA KaThICYFa KeJiciM



OepyiHi3 Hemece 6ac TapTybIHbI3 Ci3/1iH )KYMBICBIHBI3FA, JIaya3bIMBIHBI3FA €11 9CEPiH

TUT130€eM .

KATBICYUIbI KYKBIKTAPDI: Erep Ci3 Oepiiren ¢popMaMeH TaHBICHII, 3€PTTEY
YKYMBICBIHA KaTBICYFa MIeIIiM Kadbuiaacanbi3, Ci3/iH KaThICyBbIHBI3 €PIKTI TYP/E CKEHIH
xabap:aiiMbi3. COHBIMEH KaTap, KajlaFraH yaKbITTa albIIITIYJ TOJIEMEH jKOHE Ci3/1iH
QJIEYMETTIK JKeHUTAIKTEPIHI3Te eIl KECIpiH TUT130ei 3epTTey KYMBIChIHA KaThICY TYypaJlbl
KeJiCIMIHI3/11 Kepl KalTapyFa HeMece TOKTaTyFa KYKbIFbIHBI3 Oap. 3epTTey >KYMbIChIHA
MYJIIEM KaThICTIAybIHBI3FA Ja TOJBIK KYKBIFBIHBI3 Oap. CoHnaii-ak, kanaai aa Oip
cypakrTapra skayan OepmeyiHisre 1e 901eH 0onabl. byl 3epTTey )KYMBICHIHBIH HOTHXKETEpi
aKaJICMUSUTBIK HeMece KociOn MakcarTap/ia Oacrara YChIHBUTYbI HEMECE IIbIFapbLTy bl

MYMKiH.

BAWJIAHBIC AKITAPATBI:

CypakrapbiHbi3: Erep xKyprizuiin oTbIpFaH 3epTTey KYMBICHIHBIH MPOLIEC],KayIli MeH
apTHIKIIBIIBIKTAPbI TYpallbl CYpaFbIHbI3 HEMECE IaFbIMBIHBI3 00JIca, Keneci OalinaHblc
KypaJapbl apKbUIbI 3€PTTEYIIiHIH MarUCTPIIBIK T€3UC1 OOMBIHIINA )KEeTEKIiCIMEeH
xabapiacysiHb3Fa 0onazabl. [Ipodeccop bpumker ['yaman, bridget.goodman@nu.edu.kz,
+77021810264

JTEPBEC BAUJTAHBIC AKITAPATTAPBI: Erep Gepinren 3epTTey KyMBICHIHBIH
KYprizilyiMeH KaHaraTTaHOAacaHbI3 HEMece CypaKTapbhIHbI3 O€H IIaFbIMIapbIHbI3 OoJIca,
HazapGaeB YuuBepcuteti XKorapsl binim 6epy mexteOiHiH 3eprrey Komurerimen
KOepCeTUIreH OaiylaHbIC Kypajiapbl apKbLIbl Xa0apaacybIHbI3Fa 001aabl: SJIEKTPOHIBIK

nomra zumrad.kataeva@nu.edu.kz.
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3epTTey KYMBICBIHA KaThICyFa KeJiCIMiHI3II OepceHi3, Oepiiaren ¢opMara KOJ KOHOBIHBI3IBI

CypaiiMbI3.

Koubr:

MeH 6episreH opMamMeH MYKHUAT TaHBICTBIM;

MaraH 3epTTey >KYMBICBIHBIH MaKcaTbl MEH OHBIH IPOILEIYpPAChl KaWbIHIAA TOJBIK
aKrmapat Oepii;

KunakranaraH akmapar MeH KYIMHUs MOJIIMETTepre TeK 3epTTeYLIiHIH ©31He KOJDKETIMI1
YKOHE MAJTIM OOJIaTBIHBIH TOJIBIK TYCIHEMIH;

MeH Ke3 KEITeH yaKbITTa €IIKaHJai TYCIHIKTeMECi3 3epTTey KYMBIChIHA KaThICYIaH
6ac TapTybpiMa OOJATHIHBIH TYCIHEMIH;

MeH >xoFapblia aTaliblll OTKEH aKMapaTThl CaHAIbI Typle KaObUIIAm, OChl 3€pPTTEy

’KYMBICBIHA KaTbICYFa 63 KeliciMiMIi OepeMiH.

Kymni:
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O®OPMA HHOOPMALMOHHOI'O COI'JIACUA

Yo6exaeHus yuutenei i3pIKOBBIX MPEAMETOB K 0OHOBJICHHOMY COAEPKAHUIO 00pa30BaHUs B
cTapunx kinaccax Kazaxcrana

OIIMCAHME: Bpl npuriamnieHbl IpUHATh Y4aCTUE B UCCICTOBAHUU 10 ONPEICITCHHUIO
yOSXKICHUH YUUTENEH sI3bIKOBBIX NpeameToB (Kazaxckuii, Pycckuii, AHTimiickuii) K
OOHOBJICHHOMY COJIep>KaHUI0 00pazoBaHus. Bam OyzeT npeanokeHo NpuHATh ydacTue B
HHTEPBbIO, 3aMUCHIBACMOM B TIpHIIOKeHUH Z00m wiu Microsoft teams. Tak sxe, 1o Barmemy
JKEJIaHUI0, BBl MOKETE MOKa3aTh IJIaH ypoka. Bee 3amucu pa3roBopa OyayT XpaHUTHCS B
mnaroM Google Drive 3amuineHHbIi TaposieM, a Bce IeperoBopbl B MECCEHDKEpaxX OyayT

CTCPTHI ITIOCIJIC 06pa6OTKI/I JaHHBIX.

BPEMS YUYACTMUS: Bamie yuactue notpedyet okoiso 40-50 munyTt. Ilpu sxenanuu Bbl

MOXKETC OCTAaBUTh BUACO BBIKIIFOYCHHBIM.

PUCKHU U ITPEUMYIIECTBA:

PI/ICKI/I, CBSI3aHHBIE C HCCIeI0BaHuEM: Bbl MoXeTe BOCIIPHUHSATDH 3TO UHTCPBbBIO KAK OLICHKY
KadecTBa Ballleit pa6OTLI WJIA pACKPBITHA BalllUX JTaHHBIX. 3aBCp5{CM BacC, 4TO TaKOIro HE
CJIIYUUTCs, TaK KaK Ballll JaHHLIC 6yIIYT 3alIUIICHBI ITAPOJICM. bonee TOTO, ICIIb
HCCIICA0BATCIIA BBIABUTL IPUYUHY Hp06J'ICMBI U IPCAJIOKUTH PCUICHU, U HA B KOEM CIIydac
HC OLICHUBATH Bally pa60Ty. B kaudecTBe 0KMIaeMBIX NpeuMynieCTB B pE3YyJIbTATC
HCCIICA0OBaHNA MOXKHO pacCMaTpuBaTh OCBCIOMIICHHOCTE TUPCKTUBHBIX OPraHOB, TPCHCPOB
y‘II/ITCJ'IeI‘/’I, a TaKKC aIMUHUCTpPANU IKOJ O TOM, KaK ITPOXOAUT adallTalus y‘ﬂdTeJ’Ieﬁ

S3BIKOBBIX MPEIMETOB K OOHOBJICHHOMY COJIepKaHUI0 o0pa3oBaHus. Barie pemenne o
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cOorJIacHy JIHOO OTKa3e B Y4aCTHH HUKAKHUM o6pa30M HC ITOBJIMACT Ha Ballly pa60Ty,

ITOJIOXKCHHEC B LIKOJIC.

IMPABA YYACTHMUMKOB: Eciu Bel npountanu qanuyio GopMy U pelIiId MPUHATH
ydacTue B JaHHOM HCCIIeJOBaHUHU, BbI TOJKHBI TOHUMATh, 4TO Barie yuactue sBisercs
IO0OPOBOJIBHBIM U UTO y Bac ecTh mpaBo 0TO3BaTh CBOE COTJIacue WM MPEKPATUTh y4acTHe
B J11000€ Bpemst 0e3 mTpadHbIX cCaHKIUK U 06€3 MOTepy COLMAIBHOrO MMaKkeTa, KOTophiid Bam
MPEIOCTaBIISIN. B KauecTBe anbTepHATUBBI MOKHO HE YYaCTBOBAThH B UCCIICIOBAHHH.
Taxxe Bbl umeeTe npaBo He OTBeUaTh Ha Kakue-1u00 BOMPOCkl. Pe3ynpTaThl JAHHOTO
UCCIIETIOBAHMS MOTYT OBITh MPECTABICHBI UJIU OMyOIMKOBAaHbI B HAYYHBIX HIIN

HpO(beCCI/IOHaIIBHBIX Oesax.

KOHTAKTHASA HH®OPMAIIUA:
Bonpocsi: Eciiu y Bac ectb Bonpochkl, 3aMedaHus MU 5KaJlo0bl 110 MOBOLY AAHHOTO
HCCIIEA0BAaHM, IPOLEAYPHI €T0 IPOBEIEHUS, PUCKOB U IIPEUMYILECTB, BBl MOXKETE CBA3ATHCA
C PYKOBOJHUTEIISIM MarucTepckoro tesuca uccienonatens: [podgeccop bpumxer I'ynman
bridget.goodman@nu.edu.kz, +77021810264
HesaBucumbie koHTaKTBI: Eciiu Bl He y10BI€TBOPEHBI IPOBEACHUEM JaHHOTO
UCCleIoBaHMsl, eclii y Bac BO3HUKIIN Kakue-1100 mpoOieMbl, Kano0bl UM BOIPOCHI, Bl
MoxeTe cBsizathes ¢ Komurerom HccnenoBanmii Beicieit [lkonsr O6pa3oBanus HazapOaes
YHHBepcuTeTa, OTIPAaBUB MMCHMO Ha JIEKTPOHHBIN anpec zumrad.kataeva@nu.edu.kz.
[Moxanyiicra, moanuimTe JaHHyIO (GopMy, eciu Bbl cornacHsl ydacTBOBaTh B
HCCIIE0BAHNM.

* Sl BHUMATEIBHO U3YYHII IPEACTABICHHYIO HH(POPMALINIO;

* MHe npenocTaBIIv MOJTHYIO HH()OPMAIUIO O IENAX U MPOLEAype UCCIET0BAHMS;
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* 1 monumaro, Kak OyayT HUCIIOJIb30BAHBI COOpPAHHBIE JIaHHBIE, U YTO JIOCTYI K JHO00M
KOH(pUIeHIMaTbHON nHpopManuu Oy1eT UMETh TOJILKO UCCIIEIOBATEIb;

* S nonumaro, yTo BHpaBe B JII0OOOM MOMEHT OTKa3aTbCcs OT y4acTUs B JIaHHOM
uccieoBaHuK 0e3 00bsICHEHUS PUYHH;

* C NOJTHBIM OCO3HAHHMEM BCETO BBIIICH3IOKEHHOIO s COTJIAaCeH NPUHATH y4acTue B

HCCICOOBAHUH I1O0 COOCTBEHHOI BOJIE.

Iloamuce: ara:




